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Simif Ogretmenlerinin Tiirkce Derslerinde Yaratict Drama Yontemini
Kullanma Durumlarinin incelenmesi’

Tolga ERDOGAN?

Karadeniz Teknik Universitesi

Ozet

Bu aragtrmarnin amaci, sinif 6grvetmenlerinin Tiirkce derslerinde yaratict drama ydntemini
kullanma durumiarin incelemektiv. Arastirma betimsel nitelik tagimaktadir. Arastirmada elde

edilen verilerin toplanmasi, analizi ve yorumlanmasmda nitel arastirma yontemi kullaniinngtr

Arastirma, Trabzon ili merkez okullarinda gérev yapan s Ogretmenieriyle yiiriitiilmiistiir.

Arastirmaya iliskin veriler sinif 6gretmenieriyle yapilan yari yapilandirilmis goriismeler yoluyla

elde edilmistiv. Elde edilen veriler betimsel analiz teknigiyle incelenmistiv. Ogretmenlerin Tiirkce

derslerinde yaratict drama yontemini kullanma durumiarina iliskin gériigleri tablolar hélinde

sunularak bu goriislerin frekans dagilimlart verilmigtiv. Ayrica dgretmenlerin gériisleri sorulara

iliskin verdigi cevaplardan aynen alintilar yapilarak desteklenmistiv. Arastirma sonucunda, sinif
dgretmenlerinin Tiirkce derslerinde yaratict drama yontemini yeterli diizeyde kullanmadikiar:

ve yontemin uygulanmasiyla ilgili cesitli sorunlar yasadiklar: ortaya konmugtur.

Anahtar Sozciikler: Tiirkce dersi, yaratict drama yénteni, simf dgretmeni
Abstract

The aim of this study Is to analyse the use of creative drama method by classroom teachers in
Turkish language courses. The study is a descriptive research. Therefore, the collection, analysis
and interpretation of the data were all achieved through qualitative research techniques. The
participants of the study are classroom teachers working in Trabzon. The data of the study were
collected through semi-structured interviews with the participants. The views of the participants
about the use of creative drama were presented in the tables with frequency and percentages.
The findings of the study prove that the teachers don t use crveative drama method enough level
and they have some problems about implementation of the method.

Keywords: Turkish course, creative drama method, classroom teacher

Giris

Gilinimitzde hizla gelisen bilim ve teknoloji, egitimin her alamni etkilemekte ve 6zellikle egitim
yaklasimlarinda koklii degigsimleri zorunlu kimaktadir. Geleneksel egitim yaklagimlarinin
yetersiz kaldigr bilgi ve teknoloji caginda, yapilandirmact egitim yaklagimlari 6n plana
gikmaktadir. Egitim alaninda yasanan bu gelismeler, Ogrenme ve Ofretme siirecine bakis
acisinin degismesine yol agmaktadir. Bu degisiklikle birlikte bireylere kazandirilacak bilgi ve
becerilerin yeniden diizenlenmesi ve egitimin énemli &gesi olan egitim programlarinin da bu
diizenlemelere uygun héle getirilmesi gerekmektedir.

Egitim alaninda yasanan bu gelismeler 1s1ginda Tiirkiye’deki ilkokul egitim programlarinda
onemli degisikliklere gidilmistir. Bu degisiklikler kapsaminda Tiirkge dersi 68retim programi
da yenilenmistir. Tiirkce 6gretim programi, 6grencilerin hayat boyu kullanabilecekleri dinleme,
konusma, okuma, yazma, gérsel okuma ve gorsel sunu becerilerini kazanmalari; bu becerilerini
kullanarak kendilerini bilissel, sosyal ve duygusal yonden gelistirmeleri ve etkili iletisim
kurmalan amaciyla hazirlanmistir (MEB, 2005).

1 Bu aragtirmanin bir bdiimi 11. Ulusal Smf Ofretmenligi Sempozyumu'nda sézlii bildiri olarak sunulmusgtur.
2 Dog. Dr. Karadeniz Teknik Universitesi, Sinif Ogretmentigi Ana Bilim Dal, E-posta: tolgaerdogan.edu@gmail.com
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Tiirkge 6gretim programinda &grencinin dil ve zihinsel becerilerinin gelistirilmesine ve bu
becerilerin etkili kullanilmasina dnem verilmigtir. Programda Tiirkgeyi dogru, etkili ve giizel
kullanma, elestirel diisiinme, yaratici diigiinme, iletigim kurma, problem ¢ézme, arastirma, karar
verme gibi temel becerilere yer verilmistir. Bu kapsamda program, genel olarak kazanimlar,
igerik, Ofrenme-Ogretme sireci ile Slgme ve degerlendirme olmak {izere dért boyuttan
olugmaktadir. Yeni Tiirkge programinin olusturulmasinda, son yillarda egitim alaninda 6n plana
cikan caSdag egitim felsefeleri ve egitim psikolojisi yaklagimlari temel ahnmstir (Sahinel,
2005).

Tiirkge dersi Ogretim progranmu yapilandirmaci yaklagim temel alinarak hazirlanmistir,
Yapilandirmaci yaklagimda, 6grenci merkezli bir anlayis s6z konusudur. Orenci yeni bilgileri
var olan bilgileriyle iliskilendirir ve bilgiyi kendisi yapilandinr. Bu yapilandirma siirecinde
agrenct aktif rol alir. Yapilandirmaci yaklagima dayali 6grenme ortamlarinda bilgi, 6&renciye
dogrudan sunulmaz. Ogrencinin bilgiyi yapilandirmast i¢in uygun dgrenme-dgretme siirecleri
dgretmen tarafindan olusturulur. Bu stiregte 68retmen rehberdir ve 6grencinin bilgiyi
yapilandirma siirecinde ona yol gésterir.

Yapilandirmaci yaklasimin 6grenme-dgretme siirecleri tasarimi tizerindeki yansimas: daha
¢ok 6grenme kavramu tizerindedir. Ofrenme, bireyin niteliklerinde meydana gelen degigimi
kargilamak tizere kullanilir. Ancak bu degisimin saglanmasi, gerekli ortamm olusturulmasi 6n
kosuluna baglidir. Bireyin 6grenme siirecini diizenlemek ve degigimine destek saglamak adina
yapilacak en Snemli gey, 6grenme ortaminin diizenlenmesidir. Bu kapsamda 8&renme ortam,
yapilandirmact yaklagima uygun ozelliklere sahip olmadikea bireyde beklenen degisimin,
yaptlandirmacr yaklagimin 6zelliklerine uygun olmasi olanaksizdir (Anagiin, Acat ve Anilan,
2007).

ilkokul Tiirkge programinin temel aldig1 yapilandirmaci yaklasima uygun 6grenme ortamlari
olusturulabilmesi i¢in bu yaklasima uygun 6gretim ydntemlerinin kullanilmasi gerekir.
Yapilandirmac: yaklasima uygun yontemlerden biri de yaratici dramadir.

Yaratici Drama

Yaratici drama; dogaglama, rol oynama vb. tiyatro ya da drama tekniklerinden yararlanilarak,
bir grup ¢aligmasi iginde, bireylerin bir yagantiyr, bir olayi, bir fikri, kimi zaman bir soyut
kavranu ya da bir davrams, eski biligsel Sriintitlerin yeniden diizenlenmesi yoluyla ve gozlem,
deneyim, duygu ve yasantilarm gézden gecirildigi “oyunsu” siireglerde anlamlandiriimast,
canlandiridmasidir (San, 2002). Polisini (1994)’ye gore yaratici drama, yasam durumlarmdaki
dramatik anlarm, Ogretmenin yonlendirmesinde ve grup igi etkilesim stiregleri iginde
yaratilmasidir. Adigiizel (2006)’e gore ise yaratict drama, herhangi bir konuyu, dogaclama,
rol oynama gibi tekniklerden yararlanarak, bir grupla ve grup {yelerinin birikimlerinden,
yasantilarindan yola ¢ikarak canlandirmalar yapmaktir. Bu canlandirma siireclerinde oyunun
genel dzelliklerinden yararlamilir ve bir lider, drama 6gretmeni/egitmeni esliginde ve yapilacak
¢ahgmanin amacina, grubun yapisma gore dnceden belirlenmis mekanda yaratici drama siireci
gerceklestirilir,

Yaratict dramanin, kisilerin yasantilarindan yola ¢ikilan bir stire¢ olmasi ve katilimerlarina
yasayan bir egitim ortam: sunmasi, dnemli bir 6zelligidir (San, 1995). Yaratici drama, tiimel
bir 6grenmeyi gerceklestirebilecek dzelliklere sahiptir. Yaratici dramanin bir 6grenme yolu
olarak en dnemli varhifs; diistinsel, duygusal ve bedensel boyutlariyla biitiinlesmis olmasidir.
Her &renme bi¢iminde bulunan pek ¢ok beceri yaratict dramaya katilim yoluyla elde edilir.
Katilimeilar egitimde yaratict drama ile kendilerinin merkezde oldugu gesitli dramatik siireleri
yasarlar. Bu siire¢ icerisinde gesithi roller Gistlenen katilimei, kendisini ve gevresini daha iyi
tanir, algilar ve cesithi dngériiler gelistirir (Adigiizel, 2013; Ustiindag, 2010).

YAZ 2011, CILT 6, SAYT 12



Simf Ofretmenlerinin Ttrkge Derslerinde Yaratic: Drama Yontemini
Kullanma Durumlarimin Incelenmesi 25

yaratica Drama ve Tiirk¢e Ogretimi

Varatict drama; yapisi, asamalar ve dzellikleriyle yapilandirmac yaklagimi temel alan Tiirkcge
ggretim programinin amaglarina ulasmasinda kullanuilabilecek etkili bir yontemdir. Yaratici
drama siirecinde 6grenciler bizzat aktif olarak katildiklari etkinlikler yoluyla dinleme, konusma,
okuma, yazma, gbrsel okuma ve gorsel sunu becerilerini kazanabilir ve gelistirebilirler. Yaratic
drama calismalari dil becerilerinin gelistirilmesi igin uygun egitim ortamlan yaratiimasini
saglar. Yapilan araglirmalar yaratici drama ydnteminin sgrencilerin dil becerilerini gelistirmede
etkili oldugunu ortaya koymaktadir (Akar, 2000; Aktag Arnas, COmertpay ve Sofu, 2007;
Ataman, 2006; Aykac, 2011; Karateke, 2006; Kaya Giiler, 2008; Kirmiz, 2008; Stowe, 2001).

Dil becerileri bir biitlin olarak geligir. Dinleme, konusma, okuma, yazma, gorsel okuma ve
gorsel sunu becerilerinin geligimi birbirleriyle iligkilidir ve bu becerilerin higbiri tek bagina
geligmez. Yaratici drama stirecinde yapilan etkinliklerde 6grenciler dilin bu becerilerini birlikte
geligtirirler. Yaratict drama dil becerilerinin birbiriyle etkilegimi igin yaratici ve biitiinsel bir
aractir (Annarella, 2000).

Dil becerileri dogal bir ortam iginde geligir. Dil kullanimini gerektiren gergek ortamlarin
yam sira egitimde gergege benzer baglamlar yaratarak dil kullanimlarim ¢esitlendirmenin bir
yolu da yaratict drama uygulamalaridir. Yaraticr drama, dogal ortamlaryla dil gelisimi igin
cocuklara katki saglar. Yaratict drama stirecindeki canlandirmalar sirasinda ¢ocuklar anlagmak
icin birbirlerini diniemeye ve daha dikkatli konusmaya ihtiya¢ duyarlar (Aktas Arnas, Comertpay
ve Sofu, 2007).

Yaratiel drama siirecinde cocuklar baskalarmi dinleyerek onlarin kendilerini ifade etme
stireclerine tamk olurlar ve farkh amaglar i¢in nasil konusuldugunu gozlemlerler. Bununla
birlikte drama siirecinde kullamlan metinler de gocuklarin okuma materyallerini tanimalarina
ve bunlara ilgi duymalarina yardimer olur. Dramada c¢ocuklar, yaratict diisinme becerilerini ve
hayal giiclerini de siirece dahil ettiklerinde ortaya farkli metinler ¢ikar ve bu metinler ¢ocuklarin
yazma becerilerini gelistirir (Baldwin ve Fleming, 2003).

Yaratic1 drama siirecinde yapilan caligmalar dgrencilerin hayal giiglerini geligtirmelerini,
kendilerini rahat ve dzgiir bir sekilde ifade etmelerini, dinlediklerinden, okuduklarindan,
konustuklarindan ve yazdiklarindan zevk almalarim saglar. Bu stiregte yapilan caligmalar
Sgrencilerin 6zgiin, akicr ve ilgi gekici bir sekilde duygu ve dilgtincelerini ifade etmelerine
olanak tanir. Ayrica yaratici drama stirecinde yapilan etkinlikler 6grencilerin yaratic: diiginme,
elestirel diigiinme, problem ¢dzme, iliski kurma, yorumlama ve degerlendirme gibi Ust diizey
diisiinme becerilerini gelistirir. Bu becerileri gelisen 6grenciler dili etkili bir sekilde kullanirlar.

Arastirmamn Onemi ve Amaci

Tiirkce derslerinde yaratict drama yonteminin kullamlarak yapilandirmact yaklagima uygun
egitim ortamlan olusturulmasinda en biiyiik rol, dgretmenlere diismektedir. Cilinkii §gretim
siirecini planlayacak ve uygulayacak kisi 6gretmenlerdir. Bu baglamda, sumf dgretmenlerinin
Tiirkce derslerinde yaratici drama yontemini kullanma durumlari yapilandirmact yaklagima
uygun egitim ortamlar olusturulimast bakimindan 6nem kazanmaktadir. Bu onemden hareketle
yapilan aragtirmanin amact, smif dgretmenlerinin Tiirkge derslerinde yaratici drama yontemini
kullanma durumlarint incelemektir.
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Ydéntem
Arastirmanm Modeli

Simf Ggretmenlerinin Tirkge derslerinde yaratict drama yontemini kullanma durumlarin
incelemeyi amaglayan bu arastirmada, var olan durumu oldugu gibi ortaya koyma amact
gldiildiigiinden “betimsel model” kullanlmistir. Arastirmada elde edilen verilerin toplanmast,
analizi ve yorumlanmasinda nitel arastirma yéntemi kullamilmistir. Nitel arastirma; gozlem,
gorigme ve dokiiman analizi gibi nitel veri toplama yéntemlerinin kullamldig, algilarn ve
olaylarin dogal ortamda gergek¢i ve biitiinciil bir bigimde ortaya konmasma yénelik nitel
bir siirecin izlendigi arastirmadir (Yildinm ve Simgek, 2006). Arastimada nitel arastirma
kapsamnda smif Ogretmenlerinin Tiirkge derslerinde yaratict drama yontemini kullanma
durumlarmi belirlemek i¢in 6gretmenlerle goriisme yaptlmustir,

Calisma Grubu

Aragtirma, Trabzon ili merkez okullarmda gérev yapan simif 8gretmenleriyle yiiratilmistiir,
Aragtirmaya, amagh 6rnekleme yéntemlerinden kolay ulasilabilir durum 6rneklemesi yoluyla
secilen 20 sinif 6gretmeni katitmigtir. Aragtirmaya katilan &gretmenlerin cesitli 6zellikleri Tablo
1’de verilmistir.

Tablo 1. Avastirmaya Katilan Ogretmenlere Yonelik Veriler

Ozellik £
Cinsiyet

Kadin 11
Erkek

Mesleki Kidem

I-5 vl 1
6-10 yil 4
11-15 y1l 5
16-20 vil 6
21 y1l ve lizeri 4
Mezuniyet

Egitim Enstitiisii 4
Lisans 16
Okutulan Simif

1 4
2 4
3 4
4 4
5 4
Hizmet I¢i Egitim Alma Durumu

Ald 2
Almadi 18
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Tablo 1°deki verilere gore arastirmaya katilan 6gretmenlerin sayilar cinsiyet ag¢isindan
birbirine yakindir. Ogretmenlerin ¢ogunlugunun mesleki kidemlerinin on yildan fazla oldugu
goriilmektedir. Aragtirmaya katilan Sgretmenlerin ¢oFunlugu ise lisans mezunudur. Ayrica her
sinif diizeyini okutan dérder 8@retmenin katildifi aragtirmada dgretmenlerin gogu yaraticl
drama yontemiyle ilgili hizmet igi egitim almamislardir.

Verilerin Toplanmasi ve Analizi

Aragtirmaya iliskin veriler aragtirmaya katilan ogretmenlerle yapilan yari yapilandirilmig
goritgmeler yoluyla elde edilmigtir. Yan yapilandirilmis gériigmede, katilimeiya nceden
belirlenmis sorular sorulur. Bunun yani sira gerekli gortilen yerlerde yeni sorular sorulabilir veya
bazi sorularin sorulmasmdan vazgegilebilir (Yildimm ve Simgek, 2006). Yapilacak goriismeler
icin ilk olarak aragtirmaci tarafindan goriigme sorulart hazirlanmistir. Hazirlanan gorisme
sorulartyla ilgili ti¢ konu alan uzmaninin goriigleri ahnmagtir. Daha sonra iki dgretmenle On
goriigme yapilmig ve yapilan goriigme sonunda sorulara son sekli verilmistir (EK-1).

Aragtirmada elde edilen veriler betimsel analiz teknigi ile incelenmigtir. Betimsel analizde,
elde edilen veriler daha dnceden belirlenen temalara gore 6zetlenir ve yorumlanir (Yildimm
ve Simsek, 2006). Betimsel analiz kapsaminda aragtirmada yapilan gériismelerde elde edilen
veriler ses kayit cihazi ile kaydedilmis ve daha sonra kayit altina alinan veriler diiz metin héline
getirilmistir. Dilz metin halindeki veriler matrise yerlestirilmistir. Matris tizerindeki veriler
kodlanarak bilgilerin hangi siklikla tekrar edildigine bakilmugtir. Ayrica arastirmada elde edilen
bulgular, gretmen adaylarinmn sorulara iligkin verdigi cevaplardan aynen alntilar yapilarak
desteklenmistir. Alintilarda dgretmenler (K, numara) seklinde kodlanmistir.

Aragtirmada elde edilen verilerin gegerligini saglamak igin verilerin toplanmast ve analizi
sireci ayrintili bir sekilde agiklanmsgtir. Ayrica aragtirmanin ic glivenirligini saglamak i¢in,
elde edilen veriler iki ayr1 arastirmact tarafindan itk olarak ayri ayri analiz edilmistir. Sonraki
asamada arastirmacilar tarafindan yapilan analizler karsilastirlarak ortak bir karara varilmastir.
Dis gilivenirlik kapsaminda ise arastimacinin gistlendigi rol ve sorumluluklar; arastirma
slirecinin tasarlanmasi, yliriitiilmest ve sonlandirilmasi; uygulama siirecinin planlanmast,
uygulama ortarminin olusturulmasi ve yiriitiilmesi; gerekli analizlerin yapilmas: ve bulgular ile
sonuglarin raporlastirilmasi agik bir sekilde ifade edilmistir. Ayrica arastirmacinmn kendilerine
ait goriisleri, sonuglarin raporlastiriimasi agamasinda aragtirmaya déhil edilmistir.

Bulgular ve Yorum

Simif Oretmenlerinin Tiirkge Derslerinde Yaratici Drama Yoéntemini Kullanma Sikliklar:
ve Nedenleri

Arastirmaya katilan sinif $gretmenlerinin Tiirkge derslerinde yaratici drama yéntemini kullanma
sikliklari ve nedenleri Tablo 2°de verilmistir.
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Tublo 2. SmgfOgrem?enlesz.‘nin Tiirkce Derslerinde Yaratict Drama Yontemini Kullanma
Stkiklarr ve Nedenlerine [liskin Frekans Tablosy

Kullanma Siklig: R Nedenleri

Nadiren 8 Zamamn yeterli olmamasi
Iyi bir planlama gerektirmesi
Yeterli olmama
Konularin fazla olmas:
Kazamimlarin fazla olmas:

B R RO N ta | ™

p—

Bazen 2 Metin isleme siirecinin bazi béliimlerinde
kullanilabilmesi

Konunun &ézelligine gére degismesi.
Zamamn yeterli olmamas:

[SEE—

Sik sik 9 Cocuklarin sevmesi
Ogrenilenlerin daha kahe1 olmas;
Tirkee dersinin ¢ok uygun olmast
Eglenceli olmas:
Kendilerini iyi ifade etmeleri
Ogrencilerin motive olmalar:
Kendilerini 6zgiirce ifade etmeleri

Stirekli [ Bilgilerin kaheciliZin artirmasi 1

Tablo 2’deki veriler incelendiginde, arastirmaya katilan simf Ogretmenlerinin yariya
yakimnin Tirk¢e derslerinde yaratici drama yontemini nadiren, yariya yakinin ise sik sik
kullandig1 goriilmektedir. Ogretmenler en ¢ok zamanin yeterli olmamasi nedeniyle yaratic
drama y&ntemini nadiren kullandiklarini belirtmislerdir. Ayrica 6gretmenler en ¢ok ¢ocuklarm
sevmesi ve Ogrenilenlerin daha kalier olmas nedeniyle yaratici drama yontemini sik sik
kullandiklarini ifade etmislerdir. Arastirmada elde edilen bu bulgular, Tiirk¢e derslerinde yaratic:
drama yonteminin kullanma sikligi konusunda dgretmenler arasmda farkliliklar oldugunu
ortaya koymaktadir. Bu konuya iligkin olarak 4. katilimeinin gorisleri su sekildedir:

Nadiren kullanabiliyorum. Oncelikle drama calismast iin i bir planlama gerekiyor. Bu
da zaman aliyor." (K, 4)

Tablo 3. Suuf Ogretmenierinin Tiirkge Derslerinde Yaratict Drama Yontemini Kullandiklar:
Ogrenme Alanlarina Hiskin Frekans Tablosu

Goérsel Okuma

Ogrenme Alanlar: f
Konusma 9
Gorsel Sunu 8
Dinleme 6
Okuma 5
5

2

Yazma
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Tablo 3’teki verilere gore, sinif §gretmenleri yaraticr drama ydntemini en ¢ok konusma ve
gorsel sunu, enazise gorsel okuma ve yazma 6grenme alanlaninda kullanmaktadirlar. Aragtirmada
elde edilen bu bulgu, simf 6gretmenlerinin yaratict drama siirecinden 6zellikle gorsel okuma
ve yazma 6grenme alanlarinda yeterince yararlanmadikian seklinde yorumlanabilir. Bu konuya
iliskin olarak 3. katilimer gdriislerini gu sekilde ifade etmigtir:

“Ozellikle gdrsel sunu alaninda en etkili yontem dramadir. Cocuklar bu alanda dramada
daha basarii oluyorlar “(K, 3)
Tiirkee Derslerinde Yaratic:t Drama Yonteminin Uygulanabilecegi Simifiar
Aragtirmaya katilan ogretmenlere goére Tirkge derslerinde yaratici drama ydnteminin

uygulanabilecegi siiflar ve neden bu siniflarda uygulanabilecegine iligkin ifadeler Tablo 4°te
verilmisgtir,

Tublo 4. Tiirkge Derslerinde Yaratici Drama Yonteminin Uygulanabilecegi Sumiflara Higkin
Frekans Tablosu

Simflar n Nedenleri f
1. simf 7 Konularin oyunlagtiriimasi 5
Ogrenmenin daha kolay olmasi 4
Anlamay kolaylagtirmasi 2
1, 2, 3. siniflar 2 Gelisim 6zellikleri 1
Kiiciik gocuklara daha uygun 1
4, 5. siniflar 1 Gelisim dzellikleri 1
Tiim simflarda 10 Her yas diizeyine uygun olmasi 6
Kalict 6@renmeyi saglamasi 4
Kisisel ve sosyal gelisim 2

Tablo 4’teki verilere gére 6gretmenlerin yarisi Tiirkge derslerinde yaratici drama ySnteminin
tim siniflarda uygulanabilecegi ifade etmislerdir. Ayrica dgretmenlerin diger yans: zellikle
gelisim ozelliklerine gbre yaratict dramanin yalmizea belli simiflarda kullanilabilecegini
belirtmislerdir. Arastirmada elde edilen bu bulgu, &gretmenlerinin yarisinin yaratic dramay
Tirkce derslerinde her smif diizeyinde uygulanabilecek bir yéntem olarak gérdiikieri, bir
kisminin ise sadece alt simiflarda uygulanabilecek bir yontem olarak gordiklert seklinde

yorumlanabilir. Bu konuyla ilgili 13. katilimemun goériisleri su sekildedir:

“Birinci swifian itibaren her sinifta uygulanabilir. Yaratict drama igin herhangi bir simif
ayruni yapilmasi dogru degildir. * (K, 13)

Suuf Ogretmenlerinin Tiirkce Derslerinde Yaratict Drama Yontemi Kapsamnda
Yaptiklar Calismalar

Siif dgretmenlerinin Tiirk¢e derslerinde yaraticr drama yéntemi kapsaminda yaptiklan
caligmalar Tablo 5’te verilmigtir.
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Tablo 5. Smif Ogretmenlerinin Tiirkee Derslerinde Yaratct Drama Yontemi Kapsammnda
Yaptiklar: Calismalara Hiskin Frekans Tablosu

Cahismalar f
Dramatizasyon 12
Pandomim 12
Oyun 11
Yarigsma 9
Canlandirma 5
Rol yapma 4

Tablo 5’teki veriler incelendiginde, simif 6gretmenlerinin yaratict drama yontemi kapsaminda
en ¢ok dramatizasyon, pandomim ve oyun ¢alismasi yaptiklar goriilmektedir. Arastirmada elde
edilen bu bulgu, 68retmenlerin yaratici drama yonteminin en énemli teknikieri olan dogaglama
ve rol oynamay: yeterince kullanmadiklarm: gostermektedir, Bu konuyla ilgili 7. katthmeinin
goriisleri su sekildedir

“Metni okuduktan sonra, metindeki kisileri dgrencilere verip canlandmmalarin istiyorum.
Onlar icin ¢ok eglenceli oluyor. “(K, 7):

Tiirkge Derslerinde Yaratict Drama Yonteminin Uygulanmasinda Karsilasilan Sorunlar

Aragtirmaya katilan sinif 6gretmenlerine gore Tiirkge derslerinde yaratici drama yénteminin
uygulanmasinda karsilagitan sorunlar Tablo 6°da verilmistir.

Tublo 6. Tiirkge Derslerinde Yaratici Drama Yonteminin Uygulanmasinda Karsilasilan
Sorunlara liskin Frekans Tablosu

Sorunlar

Zaman sikintist

Ogrencilerin hazirbulunusluk diizeylerinin diigiik olmasi
Smiflarin kalabalik olmasi

Arag-gereg, kostiim eksikligi

Ogrencilerin ¢ekingen olmasi

Smiflarmn fiziki olarak uygun olmamasi

Giiriiltia

Miifredatin yogunlugu

Dersin kesintiye ugramasi

Rol paylagiminda aktif olan roliin istenmesi

— NN W R R N -

Tablo 6’daki veriler incelendiginde, sinif 6gretmenierinin Tirkge derslerinde varatict drama
yonteminin uygulanmasiyla ilgili olarak en ¢ok zaman sikintisi, $grencilerin hazirbulunugluk
diizeylerinin diisiik olmasi ve simflarin kalabalik olmasi gibi sorunlar yasadiklari géritlmektedir.
Bubulgu, 6gretmenlerin yaratici drama yonteminin uygulanmasiylailgili olarak daha gok 6gretim
programinin yogunlugu ve fiziki sartlarla ilgili sorunlar yasadiklari seklinde yorumlanabilir. Bu
konuyla ilgili 18. katilimer gériislerini su sekilde ifade etmisgtir;
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“Srnflarimiz kalabalik. Bu yiizden dramay: uygularken zorlanyorum. Smiflar fiziki olaralk
cok uygun da degil. (K, 18)

Simf Ogretmenlerinin  Tiirk¢e Derslerinde Yaratict Drama Yontemini Uygulama
Konusunda Kendilerini Yeterli Gérme Durumlar1 ve Nedenleri

Sinif Ogretmenlerinin Tiirkge derslerinde yaratici drama yéntemini uygulama konusunda
kendilerini veterli gérme durumlan ve nedenleri Tablo 7°de verilmistir

Tablo 7. Stmuf Ogretmenlerinin Tiirkge Derslerinde Yaratict Drama Yontemini Uygulama
Konusunda Kendilerini Yeterli Gérme Durumiart ve Nedenlerine Iliskin Frekans Tablosu

Yeterlilik n Nedenleri

Yeterli Degilim 15 Yeterli egitim almadim.
Cok bilgi sahibi degilim.
Stirekli yeni bir geyler 6grenmem gerekir

Kismen Yeterliyim 3 Bazi konularda bilgiliyim.
Tam olarak uygulayamiyorum.

L S B o I U T G - S U T oo T Y

Yeterliyim 2 Aldigim egitim yeterli
Istedigim gibi uygulayabiliyorum.

Tablo 7°deki verilere gore, simif §gretmenlerinin gogunlugu Tiirkge derslerinde yaratici drama
yontemini uygulama konusunda kendilerini yeterli gérmemektedirler. Ogretmenler yeterli
egitim almadiklar ve bilgi sahibi olmadiklari i¢in bu konuda kendilerini yeterli gérmediklerini
ifade etmiglerdir. Bu konuya iliskin olarak 11. katilomcinin gériisleri su sekildedir:

“Dramayt uyguluyorum ama tam olarak uyguladigimi séyleyemem. Eksiklerim var. Onlar
tamamlamam gerekivor. " (K, 11)
Sinif Ogretmenlerinin Tiirk¢e Derslerinde Yaratic: Drama Yonteminin Etkili Bir Sekilde
Uygulanmasina Yonelik Onerileri

Arastirmaya katilan smif dgretmenlerinin Tiirkge derslerinde yaratict drama ydnteminin
etkili bir sekilde uygulanmasina yénelik 6nerileri Tablo 8’de sunulmugtur.

Tablo 8. Sinif Ogretmenlerinin Tiirkge Derslerinde Yaratict Drama Yonteminin Etkili Bir
Sekilde Uygulanmasina Yonelik Onerilerine Iliskin Frekans Tablosu

Oneriler

Simif 8gretmenlerine uygulamali hizmet ici egitim verilmesi 15
Sinif meveutlarmm azaltilmas:

Drama smifinm olmasi

Yeterli zamanm ayrilmasi

Siniflara uygun oyun alanlariin olugturulmasi

Kostiim, aksesuar gibi malzeme eksikliklerinin giderilmesi

Ders saatlerinin arttirilmasi

Aile egitimine dnem vererek dgrencilerin hazirbulunugluk diizeylerinin yiikseltilmesi
Hizmet i¢i egitime alaminda uzman kigilerin gelmesi

Simiflarda fiziksel diizenlemelerinin yapilmasi (ses diizeni ve ses teknolojileri)

pama
LI W h Lh h ~3 N0 N
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Tablo 8deki veriler incelendiginde, siif 6gretmenlerinin en ¢ok kendilerine konuyla ilgili
hizmeti¢i egitim verilmesi, sinif meveutlarinin azaltilmasi ve drama sinifinm olmasi konularinda
dneriler getirdikleri gériilmektedir. Aragtirmada elde edilen bu bulgu, 68retmenlerin daha ¢ok
hizmet i¢i egitim ve fiziksel sartlarla ilgili 6neriler getirdikleri seklinde yorumlanabilir. Bu
konuyla ilgili 2. katihmer gorislerini su sekilde ifade etmistir:

“Bence sinif dgretmenlerine hizmet ici egitim verilmeli ama bu egitim kesinlikle uygulamalt
olmali. Yoksa gok anlami olmuyor.* (K, 2)

Tartisma, Sonuc ve Oneriler

Aragtirmada elde edilen sonuglar, sinif 6gretmenlerinin yariya yakinmin Tiirk¢e derslerinde
yaratict drama yontemini siirekhi kullandiklarini, diger yariya yakiinn ise nadiren
kullandiklarint ortaya koymaktadir. Ogretmenler yaratici drama yéntemini cocuklarin sevmest,
dgrenilenlerin daha kalici olmasy, Tiirkge dersinin bu yontem i¢in ¢ok uygun olmasi ve eglenceli
olmasi nedeniyle sik sik kullandiklarini ifade etmiglerdir.

Tiirkce dersi bir bilgi dersi degil, beceri ve aliskanhk dersidir. Beceriler ve aligkanliklar,
yaparak ve yagayarak gelistirili. Bunun igin Tiirkce derslerinde dil becerilerine yonelik
uygulamalar yapiimalidir. Yaratic1 drama ¢aligmalar: d8rencilerin dil becerilerini yaparak ve
yagayarak gelistirmelerine olanak tanir. Bu siiregte yapilan etkinlikler 6grencileri merkeze
alarak dil becerilerini kullanmalarmi saglar. Turkee derslerinde yaratici drama y&nteminden
yararlaniimasi ile 6grenciler derse etkin olarak katilabilirler. Sinif ortaminda, ¢ocuk edebiyat
metinleriyle kurgulanan yaratici drama etkinlikleriyle, konusan, yazan, arastiran, sorgulayan ve
elestirel duigtinebilen ¢cok yonlii bireyler yetistirilebilir (Aykac, 2011).

Yaratici drama stirecinde katihmeilar sikici, monoton etkinlikler yerine 6zgtin, eglenceli
ve digtindiirtict etkinlikler yaparlar, Dramada, iyi planlanmis bir 8gretim ile ¢ocuklar yalniz
baslarina konusarak ve yazarak daha zor bulduklar fikir ve kavramlari neseli bir sekilde ele alirlar
(Tandy ve Howell, 2010). Olaylara, durumlara farkli yénlerden bakar ve grup caligmalanyla
bunlar iizerinde derinlemesine diistiniirler. Boylece katilimeilarin hayal giiglerinin harekete
gecirilmesi saglanir. Katilimeilar yaratict drama stirecinde kendilerinin etkin oldugu bir egitim
ortami yasarlar. Bu siireg icerisinde ilgilerini ¢eken farkli konular iizerine dil becerileriyle ilgili
galigmalar yaparlar. Ayrica bu ¢alismalar rahat ve 6zgiir bir ortamda gergeklestirirler. Siireg
icinde merak ve heyecan gibi unsurlar yer alir. Bu siiregte bedensel, zihinsel ve duyussal alana
yonelik farkh caligmalar yapilir. Katihmecilar yaratici drama siirecinde hem 6grenir hem de
eglenirler. Yasadiklart farkli deneyimler onlara duyussal anlamda olumlu etkiler yapar. Yaratici
drama stirecinin bu dzellikleri katthmeilarin dil becerilerine yonelik ilgi ve isteklerini artirir.

Yaratic1 drama ydnteminin bu 6zellikleri ¢ocuklarin yaratict drama y6ntemiyle olusturulan
egitim ortamlarint sevmelerini, bu siirecte eglenmelerini ve 6grenilenierin kalict olmasini
saglar. Ormanci ve Sasmaz Oren (2010) tarafindan yapilan arastirmada da simif &gretmeni
adaylarn dramayr en g¢ok Hayat Bilgisi ve Tirk¢e derslerinde kullanmak istediklerini
belirtmislerdir. Ofretmen adaylar: dramamin Tiirkce dersini somutlastiracagim, giinlitk hayatla
iliskilendirebilecegini ve sikiciligi azaltacagini ifade etmislerdir.

Arastirmaya katilan 6gretmenler zamanin yeterli olmamasi, yaratict drama calismalart igin
iyi bir planlama gerekmesi, kendilerinin bu konuda yeterli olmamas: ve konu-kazanimlarin
fazla olmasi nedentyle yaratici drama yéntemini nadiren kullandiklarint belirtmislerdir.
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Ogretmenlerin yaratict drama yontemini uygulayabilmeleri igin bu yéntemin uygulanmastyla
ilgili yeterli bilgi, beceri ve deneyime sahip olmalar1 gerekmektedir. Arastirmada elde edilen
veriler Ogretmenlerin ¢ogunun yaratict drama yontemini Tirkce derslerinde uygulama
konusunda kendilerini yeterli gérmediklerini ortaya koymaktadir. Arastirmada elde edilen
bu bulgu, Maden (2011) tarafindan yapilan aragtirmayla tutarhilik gosterirken, Maden (2010)
tarafindan yapilan aragtirmayla tutarhhk géstermemektedir. Maden (2011) tarafindan yapilan
arastirmada Tiirkge 6gretmenlerinin drama ydntemi ile tlgili yeterli kuramsal hazirbulunusluga
sahip olmadiklars ve drama yOntemini kullanmada &gretmenlik meslek bilgisine yeterli
diizeyde sahip olmadigi ortaya konulmustur. Maden (2010) tarafindan yapilan arastirma ise
Tirkce 6gretmenlerinin drama yontemini kullanmaya hazir olduklarimi ve drama yOnteminin
kullamimina yonelik 6z yeterliliklere de sahip olduklarini géstermektedir. Ayrica Ggretmenlerin
tamamina yakinl yaratici drama ydnteminin Tirkce derslerinde uygulanmasiyla ilgili hizmet
ici egitim almamiglardir. Okvuran (2003) tarafindan yapilan arastirmada, drama liderinin sahip
olmasi gereken pek ¢ok yeterlik oldugu ve bu becerilere sahip olmanin kolay olmadig1 ortaya
konmusgtur. Arastirmada drama i¢in gerekli yeterliliklere sahip olabilmek igin drama bilinci ve
bilgisi gerektigi ifade edilmigtir. Cetingtz ve Cantiirk Glinhan’a (2011) gére drama siirecine
yoénelik olarak edilen bilgiler ve alinan egitimler drama liderlerinin drama etkinliklerini nasil
stirdiirdiigit tizerinde etkili olmaktadir. Ogretmenlerin yontemin uygulanmasiyla ilgili yeterli
bilgiye sahip olmamalari, programin yogun olmasi ve bu nedenle zaman sikintistnin olmasi
yaratict drama yonteminin nadiren kullanilmasina yol agmaktadir.

Ogretmenler Tiirkee derslerinde yaratici drama ydntemini en ¢ok konusma, en az ise yazma
dgrenme alaninda kullanmaktadirlar. Yaratici drama dilin tiim becerilerinin gelistirilmesine
olanak saglayan bir y6éntemdir. Yapilan aragtirmalar yaratict drama ydnteminin dgrencilerin
yazma becerilerini de gelistirmede etkili oldugunu ortaya koymaktadir (Ataman, 2006; Aykag,
2011; Karateke, 2006; Kirmizi, 2008; Stowe, 2001). Ogretmenlerin yazma &grenme alaninda
yaratict drama yOntemini ¢ok fazla kullanamamalarinin yéntemle ilgili yeterli bilgiye sahip
olmamalarindan kaynaklandig: séylenebilir.

Sinif dgretmenlerinin yaris1 yaratict drama yonteminin tiim siniflarda uygulanabilecegini
diisiinmektedirler. Yaratict drama ilkokul 1-4. smiflarin timiinde uygulanabilecek etkili bir
yontemdir. Ogretmenler de yaratici dramanin her yasta uygulanabilecek bir yontem oldugunu
ifade etmislerdir. Ilkokul 1-4. siniflardaki cocuklar Piaget’in Biligsel Gelisim Dénemleri’ne gore
somut islemler dénemindedirler. Bu dénem gocuklari egitim ortaminda ne kadar ¢ok duyularimi
kullanirlarsa o kadar iyl Ogrenirler. Yaratici drama ydntemi cocuklarin farkli duyularim
kullanarak dil becerilerini gelistirmelerine olanak saglar. Bu baglamda yaratici drama ilkokulda
etkili olarak kullanilabilecek bir yontemdir.

Arastirmada elde edilen sonugclar, sinif §gretmenlerinin yaraticr drama ydntemi kapsaminda
en ¢ok dramatizasyon, pandomim ve oyun etkinliklerine yer verdiklerini gstermektedir. Yaratici
drama yontemi, ¢ok sayida teknigi olan bir yontemdir. Yaratict drama ydnteminin olmazsa
olmaz iki teknigi dogaclama ve rol oynamadir. Bu iki teknigi igermeyen bir yaratici drama
stireci tam olarak gerceklesmis sayilmaz. QOgretmenlerin daha ¢ok dramatizasyon, pandomim
ve oyun etkinliklerine yer vermesi yontemi tam olarak uygulamadiklarini géstermektedir.
Ogretmenler yaratic dramay1 dramatizasyon ve oyun olarak algilamaktadirlar. Oysaki yaratici
drama oyunlardan yararlanan ancak sadece oyunlardan olusan bir siire¢ degildir. Benzer bir
algi Maden (2011) tarafindan yapilan arastirmada da ortaya konmustur. Bu aragtirmada Tiirkge
6gretmenlerinin cogunlugu, dramay tiyatro olarak gérmislerdir.
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Opgretmenler yaratici drama yontemini Tiirkce derslerinde uygularken en ¢ok zaman,
ogrencilerin hazirbulunugluk diizeyleri ve fiziksel sartlarla ilgili sorunlar yasadidarim
belirtmiglerdir. Ulkemizdeki okullarm ve programlarm durumlari incelendiginde okullarm
yeterli fiziki sartlara sahip olmadigi, 8grencilerin hazirbulunusluk diizeylerinin diistik oldugu
ve programlarin da yogun oldugu bilinen bir gercektir. Bu durumlar, ogretmenlerin Tiirkce
derslerinde yaratic drama yéntemini uygulama konusunda sorun yagamalarina neden olmaktadir.
Bu aragtirmanin sonuglarma paralel olarak Ormanci ve Sasmaz Oren (2010) tarafindan yapilan
aragtirmada da smif 6gretmeni adaylarmin ilkégretimde dramanmn uygulanmasiyla ilgili
kaynak, yonetim, 6grenci 6zellikleri, uygunluk, cevre ve konu dzellikleri gibi konularda sorun
yagayabileceklerini belirtmislerdir.

Aragtirmaya katilan &gretmenler Tiirk¢e derslerinde yaratict dramanin etkili bir sekilde
uygulanmasma yonelik olarak en ¢ok hizmet ici egitim ve fiziksel sartlarla ilgili 6neriler
getirmiglerdir. Ormanct ve Sasmaz Oren (2010) tarafindan yapilan arastirmada simif 8gretmeni
adaylari dramanin ilkégretimde uygulanabilirligini artirmak i¢in 6gretmen egitimi, 6gretmen
aday: egitimi, 6Fretmenin yapmasi gerekenler, miifredat/program ve cevreyle ilgili 6neriler
getirmislerdir.

Aragtirmada elde edilen bu sonuglar 1518inda, Tiirkge derslerinde yaratict drama yénteminin
etkili bir sekilde uygulanmasi igin sinif 6gretmenlerine yaratici drama yonteminin Tirkee
derslerinde uygulanmasiyla ilgili kuramsal ve uygulamali hizmet i¢i egitimler verilmeli
ve yaratict drama yonteminin uygulanmasina yénelik olarak okullarm fiziksel sartlar
diizeltilmelidir (sintf, 6grenci sayilari, arag-gereg vb.). Ayrica dgretmenlerin Tiirkee derslerinde
yaratici drama yontemini daha ¢ok kullanabilmeleri igin programdaki yogunlugun azaltilmas:
ve béylece zaman sikmtisinin ortadan kaldirilmas: saglanmalidir.
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EK-1: GORUSME SORULARI

1. Yaratict drama ydntemini Tiirkge derslerinde ne kadar siklikla kullaniyorsunuz? Neden?

2. YaraticidramayOntemini Tiirkce dersinde hangi 6grenme alanlarina yénelik kullantyorsunuz?

3. Yaratici drama ydnteminin Tiirkge dersi i¢in kagmer siniflarda uwygulanmasimin uygun
oldugunu diigiintiyorsunuz? Neden?

4. Yaratici drama yéntemi kapsaminda hangi cahgmalart yapiyorsunuz?

5. Yaratici drama yonteminin Tiirkge derslerinde uygulanmasinda karsilastiginiz sorunlar nel-
erdir?

6. Yaratici drama yontemini uygulama konusunda kendinizi ne derece yeterli goriiyorsunuz?
Neden?

7. Yaratici drama yonteminin Tiirkce derslerinde daha etkili bir sekilde uygulanabilmesi i¢in
dnerileriniz nelerdir?
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Summary

An Analysis of the Use of Creative Drama Method
by Classroom Teachers in Turkish Language Courses'

Tolga ERDOGAN?

Karadeniz Technical University

Introduction

The educational program for primary level Turkish course was developed based on constructivist
approach. Therefore while delivering the course proper teaching methods should be employed.
One of these teaching methods is creative drama. It is an effective teaching method to teach
Turkish language course based on constructive approach. Students can acquire and improve such
skills as speaking, listening, reading, writing, visual reading and visual presentation through a
series of activities in which they actively participate. Creative drama activities provide the most
proper learning activities for linguistic skills.

It is certain that it is the teachers’ responsibility to provide proper learning and teaching
environment. In this context, it is important that the use of creative drama by classroom teachers
in Turkish language courses with regard to constitute teaching environment which is suitable
for constructivist approach. The aim of this study is to analyse the use of creative drama by
classroom teachers in Turkish language courses.

Method
Research Model

The study tries to reveal the actual situation. Therefore, it adopts a descriptive approach. The
collection, analysis and interpretation of the data were all achieved through qualitative research
techniques.

Participants

The participants of the study are classroom teachers working in Trabzon. The number of the
participants is 20. They were selected through conventional sampling method.

Data Acquisition and Analysis

The data of the study were collected through semi-structured interviews with the participants.
The views of the participants about the use of creative drama were presented in the tables with
frequency and percentages.

Conclusion and Suggestions

The major results of the study are as follows:

1 A part of this study was presented 11th National Classroom Teaching Symposium,
2 Associate Prof. Dr. Karadeniz Technical University, Department of Primary Education, E-posta: tolgaerdogan.edu@gmait.com
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Nearly half of the participants reported that they rarely use the creative drama, while the
other half stated that they frequently employ the strategy. The reason for not commonly
using the strategy is time constraints. On the other hand those teachers who frequently used
the strategy stated that the reason for this frequent use is long-lasting learning and children’s
positive approach to the strategy.

The participants stated that they use creative drama mostly for speaking and visual
presentation, while it is less used for visual reading and writing.

Half of the participants reported that creative drama in Turkish language course can be
employed at all educational levels. However, the other half argued that it is appropriate to
use creative drama only at certain classes.

Those who used creative drama strategy mostly make use of dramatization, pantomime and
play.

The most frequently cited problems experienced in the practice of creative drama are time
constraints, Lower levels of students’ readiness and crowded classes.

Majority of the participants felt that they are not qualified for using creative drama in
Turkish language courses.

Nearly none of the participants have participated in in-service training activities concerning
creative drama.

Classroom teachers’ suggestions are about in-service training activities, reducing the class
size and developing a drama class.

The findings of the study suggest that classroom teachers should be given in-service training

activities in regard to the use of creative drama in Turkish language courses. These activities
should cover both theoretical and practical points related to creative drama. In order to provide
high-quality creative drama activities physical conditions of schools, including class size,
equipment and other, should be improved. In addition the related educational program should
be less loaded to have enough time to use creative drama.
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Fostering Historical Empathy through Drama in Education:
An Action-Research Study on High-School First-Graders

Alkistis Kondoyianni’ Katerina Kosti?
University of the Pelfoponnese

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 technigues 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 info a specific historical era, thus propelling them towards the study of historical
sources.

Keywords: Historical Empathy, Drama in Education, Action Research, High School, Action
Research, Role Playing, Teacher in Role, Mantle of the Expert, Teaching Scenarios

Ozet

Bu makalede sumilan eylem arastirmas: calismasi, egitimde dramanin, tarihsel empatiyi
beslemede lise birinci snif d8rencilerivle nasil kullamlabilecegine iliskin aciklamalar
icermelktedir. Bu amag dogrultusunda egitimde drama tekniklerine dayalr dort senaryo
olusturulmug ve 22 kigilik bir dgrenci drnekiemine uygulanmistiv. Bulgularin ¢oziimlenmesi
sonucunda dgrencilerin tarihsel baglami ve gegmiste olan farkl bakis agilarint anlamalar
(ki bahsedilen iki kavram da tarihsel empatinin dnemli yonlerinden olusmakiadir) énemli bir
bigimde ‘drama temelli bir yapilanma ile desteklenmelidir’ sonucuna ulasimstir. Ogrenciler;
kendilerini dzel bir tarihi donemi arastiracaklar: noktaya ulastiran etkinliklerle ugrasmalar
durumunda tarihsel kaynaklaria calisma yéniine siiriiklenecellerdir.

A:nahtar Sozciikler: Tarihsel Empati, Egitimde Drama, Eylem Avastirmasi, 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).

1 Full Professor, Department of Theatre Studies, Faculty of Fine Arts, University of the Peloponnese
2 PhD Candidate, Department of Theatre Studies, Faculty of Fine Arts, University of the Pelopennese
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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 kot 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 beer 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
categorizations 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 sce 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 18
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 200t, 4)
7 On drama education, see Kondoyianni 2012, Papadopoulos 2010, Alkistis 2008, Audi and Chatzigeorgiou 2607,
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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 schoo]
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 Smyrmnaios (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 smail 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 themn 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 rolen, 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 “scenaric” 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 asa “warmup’, b}
the slaboration, 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 Branze Age in Greeee lasted from 3006 to 1100 B.C. Three distinct and yet similar civilizetions flourished in the Hellenic world during
that period: the Cycladic on the homanysous 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 [985)
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 tears 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'2. 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 tool place in the period spanming between the th and the 6th centuries B.C., during which the ancient
Greeks targeted locations and flooded coastlines further and further into the Mediterrancan Sea (Christopoulos et al. 1971).

i1 The term colony founder (oot 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 legisfator, a poet and one of the seven wise men of ancient Greece
{ibid).

13 Draco was the first codifier of Greek faw 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” {Apakovrewa pétpa) survives te 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 gffairs, 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 Cieisthenes

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 Hisfory of Herodotus'” (Herodotus
V1.126-131). 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
Jemale 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 adapled 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 varicus 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 fo 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 [ work as a merchant and T make more
money than when [ used to be a small dealer, and so now [ can offer my family more, thanks to
the merchandise | sell. Sometimes [ 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! Itk 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. -Theres
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-wieiding hare-bosomed
woman of the Minoan culture (Christopoulos et al. 1970).

21 Seisachtheia (ZewoayOeia in Greek) was a set of laws instituted by the Athenian lawmaker Sofon in order to rectify by debt relief the
widespread serfdom and slaves that had run rampant in Athens by the 6th eentury 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: "I 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 fo 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 ii1 above), all students demonstrated a remarkabie 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 pmpointed 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 iv 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 ofall 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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