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Curriculum Guides for Phenomenological and Sociological Interventions 

Introduction 

This paper provides strategies that classroom teachers can implement with youngsters 

who have emotional and behavioral disorders (EBD).  All of the selected therapies and 

interventions from the phenomenological and sociological perspective provide information on 

activities and assessment criteria that can be used to help the instructor implement these 

procedures designed to strengthen the social, cognitive, behavioral and emotional needs for EBD 

students.   

Strategy 

        Assessment and the Practice of Phenomenological Pedagogy   

Goal 

         The goal is to incorporate van Manen's concept of pedagogical perception, and his 

definition of pedagogy as a way of sharing the life-world with children that involves decision-

making and acting for the good of children. There are two key words, remember and responsive, 

when discussing pedagogical tact and its implication for practice. The word “remember” gives 

the teacher the ability to identify with what the situation is like for the child. The second key 

word “responsive”, is to take appropriate action when necessary. The goal, according to 

Robertson, is not about describing effective strategies but about what lies behind decisions for 

the good of the child (Robertson, 2005). 

Objective 

 Some of the features of this type of pedagogy are informed by hermeneutic 

phenomenological point-of-view which means being sensitive to the experience of the child, 

willing to be open, willing to empathize, and being influential not forceful.  Descriptors of this 
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perspective include being appropriately improvisational, active in preventing hurt, active in 

working to heal and restore and in recognizing good, active in promoting healthy growth and 

leaning (Robertson, 2005). 

Activities 

Structured activity comes from practice by exploring teacher’s personal attitudes and 

their students’ experiences, all shared in the classroom. Memory stories are developed by asking 

teachers to recall and write about a classroom experience from their childhood (Robertson, 

2005). 

The SRA story (Margaret) 

The scene is Grade 2, 1967 at St. James Primary School. It was the usual time for 

reading and responding to a story that came from the dreaded SRA. box. The very 

irrelevant stories were sequenced by color and increased in difficulty as you went 

through them. The lasting impressions were ones of boredom, frustration and decreasing 

self-esteem. One would sit back and as your name was called, you would go to the box 

and get out your next card. Obviously, the lowest stories were handed out first; therefore, 

the children with the most difficulty in reading were immediately exposed. Those whose 

names were called out last were the ones who were brilliant, successful children who 

seemed to excel at everything. You would look at the people around you, including your 

friends, and note which color everyone had and you would make judgments’ based on the 

color alone. A goal for one person was to reach the 'highest color' cards because 

everyone said how interesting they were and it was a mark of your improved status when 

you reached these. One child reached this illustrious mark with only two weeks of the 

school year left. For the last week, the cards were not touched. At the beginning of the 
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next year, we began our first day at school by being introduced to the next box of SRA 

cards and the same old system of colored cards. Why bother aiming for the blue, it could 

take a lifetime (Robertson, 2005). 

The classroom at the top of the hill (Bernadette) 

She sat at her desk, this child of mine, in a grade four classroom in the early 1960s. The 

room is bare, nothing exciting on the walls and certainly, no grouped desks they are all 

in rows facing the front. The desks are high, higher than most children can reach, and 

they are wooden with wood benches to sit upon. Sister's desk is at the front facing the 

children with her back to a large blackboard there is not anything on the board except 

the date, I guess, and AMDG written across the top. Her desk is set on a platform so that 

she can see the class. The day is warm but not hot and recess has just finished. It must be 

Friday because it is spelling test time. The test is given with Sister calling out the words 

one at a time and, I think, with no sentences just the words in order of how they were 

taught. The test book is a pad cut in half down the centre so that it is long and thin and 

every page is the same ruled up with a red line across the top and a margin in red. The 

words have to go down the page never across. She does not want to fail she is a good 

speller but she cannot do this one word. She tries to look at someone else's because she 

just does not want to fail she does not want to get 19 out of 20! It would spoil her book of 

her best writing and Sister's red ticks. Alas, she gets the word wrong and hates the 

thought of having this blemish on her beautiful pad. Sister goes on, life goes on and the 

memory remains the pressure of the test, the fear of failure and the temptation to do what 

she knows is wrong just to get the perfect score (Robertson, 2005). 
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The teacher’s then wrote current stories about a learning experience from their own 

perspective as classroom teachers. The following is an extract from one of the contemporary 

stories: 

Jenny's story 

We all had our ideas of what children needed to lead educated and responsible lives and 

what we wanted them to know, learn and behave like. These things were judged at the 

end of each semester when we ticked little boxes to inform parents of their child's effort 

and achievement. I never really questioned or criticized the education system after all, 

who was I to argue with the established bureaucracy made up of educational 

administrators, psychologists and researchers. The situation I was in was hegemony at its 

worst. Naively I went along with this established agenda from year to year. I did not feel 

that I could critically discuss education issues. My opinions and theories were 

uninformed and personal. However, there was one thing that was frustrating me. The 

contradictions between the developmental learning theory and the graded reporting 

system were obvious. How could we keep on telling parents that all children develop at 

different rates and not to worry if their child hasn't started to read and write [we are 

talking about beginning of Year 1] and then give their child an F? (Robertson, 2005). 

 Evaluation of the stories 

In Margaret's SRA story the seemingly helpful and harmless reading activity was in 

reality producing multiple effects on Margaret and her fellow classmates involving things such 

as self-esteem and teasing, situations that surfaced when investigating the story. In Bernadette's 

memory of assessment story, the young child Bernadette is used to success in her spelling test 

and the thought of even one mistake elicits the emotion of failure. No one else is portrayed as 
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classifying Bernadette as a failure, yet the fear of this almost leads Bernadette to an act she 

knows in wrong simply to avoid having to see herself as a failure (Robertson, 2005). 

Robertson asks, “How often in our classrooms, do we put students in situations that 

create the strong possibility of failure from the student's perspective?” We know from research 

that negative emotions, such as the feeling of failing, adversely affect motivation to learn. It does 

not have to be a formal test situation but perhaps the everyday occurrence of running off for the 

sports events, or a collaborative group task for a child who has not learned the skills of 

collaboration and is aware of this. We cannot expect or want teachers to be so sensitive that they 

never allow students to be put in challenging situations; however, we need students to be taught 

the skills needed or develop inner strength and resilience (Robertson, 2005). 

The contemporary stories show teachers' sensitivity to students' needs in various ways. 

Without an initial sensitivity both to what the students are experiencing as well as to their needs 

there will be no inclination on the part of the teacher to design or implement action. Margaret's 

sensitivity to a child whose obvious progress will not be acknowledged by a competitive report, 

Bernadette's sensitivity to the public labeling of students on a computerized reading program, 

Jenny's sensitivity to developmental learning needs being disregarded all these motivate teachers 

to seek out alternatives that enhanced the needs of students. All of the teachers in the group, as 

reflected in the memory stories, credit their own experiences as contributing to their sensitivities 

about what they do to and for their students (Robertson, 2005). 

The empathic teacher remembers how students perceive themselves and their strengths as 

an example, the spelling test was traumatic for Bernadette because she saw this as her “area of 

strength” feeling that “she was not good at other areas of the curriculum but this was her forte”. 

Such teachers remember what it feels like to be in competition with others, which is not freely 
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chosen competition in an enjoyable area of participation, but an enforced competition such as 

standardized exams. They can remember the negative aspects of making judgments about oneself 

or feeling that others are making judgments about them from such situations (Robertson, 2005). 

Remembering these feelings and self-perceptions, the tactful teacher takes care to avoid 

similar situations in their classroom and provides suitable options and variety in assessment 

tasks. When teachers acknowledge the power of their own emotions in their professional lives, 

they appreciate the need to be able to empathize with their students. Once they have this 

realization, brought about by reflection on their own experiences or those of others, they will be 

willing to understand another person's feelings in order to provide the best leaning opportunities 

for their students (Robertson, 2005). 

Assessment 

  In assessment situations, the tactful teacher would be sensitive to signs that the student is 

uncomfortable in a possibly harmful way and be directed by their understanding of the student's 

feelings to take appropriate action. The teacher would remember the range of feelings that the 

student or students could be feeling, such as dread, boredom and frustration, lack of confidence, 

etc. The effective teacher would remember and be sensitive to the fact that the memory stories 

indicate these emotions can be carried with students for the rest of their life and possibly affect 

their ability to achieve and participate (Robertson, 2005). 

Strategy  

Conflict Resolution and Social Skill Development with Children  
Goal 

 The use of sociodrama and psychodrama methods to help youngsters connect with one 

another and to develop empathy for one another.  

Objective 
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Teaching conflict resolution and social skills in a public school environment through 

sociodrama and psychodrama techniques developed as an in-service training to demonstrate how 

action techniques are used to mitigate interpersonal conflicts in the classroom and reduce tension 

among students (Amatruda, 2006).  

Activities 

In developing the psychodrama, groups all the subjects of the dramas had to be 

educationally and not psychotherapeutically oriented. The purpose was to provide opportunities 

for specific skill development.  The psychodrama structures focused on conflict resolution, social 

skill development, and role training for present and future school life and work life. When the 

children talked about their families, common themes are discussed affecting students’ 

schoolwork. When they discussed their behaviors at home, it was connected to their conduct in 

school (Amatruda, 2006). 

Building group cohesion was the first goal with the students. The group begins a warm-

up activity while watching and listening for negative interactions between students. The 

instructor uses a spectrogram explaining that there is an imaginary line in the room with numbers 

on it from 1 to 10, with 1 meaning very difficult and 10 meaning very easy. The group members 

have to place themselves on the imaginary line. Then the instructor asks them to select a number 

that indicates how easy it is for them to get up in the morning, and then the chairs arranged 

according to that level of ease (Amatruda, 2006). 

Name Games  

 First, the instructor will ask the students to say the names as fast as possible, which is 

safe because one can hide behind speed.  Then ask them to say the names as slowly as possible; 

this is riskier because each student is asked to take more time and have more attention focused 
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on him or her for a longer period. Next, the instructor requests that they say the names as if they 

are surprised, and then as if, they are sad. Depending on the responsiveness of the group, 

continue to ask them to say their names under a variety of moods. This exercise helps youngsters 

name feelings and identify the facial expressions that accompany each feeling.  End the activity 

by asking them to say the names with a feeling that they decide to express and have the group 

guess the feeling.  This focuses on the connection between body language and feelings 

(Amatruda, 2006). 

Weather as Mood Barometer 

The weather is helpful to get a reading on how students are feeling and the type of mood 

they might be feeling. Instructor asks, “What weather are you today?” The students often need 

coaching to understand the concept. The instructor provides several examples, asking, how 

someone who says s/he is a hurricane might be feeling. The exercise introduces them to the use 

of metaphors and engages their creativity. When expanded, it leads to a discussion of how fast 

feelings change, like the weather, opening the door for mood and feeling exploration. Although 

name games build group cohesion, emotional games focusing on feeling awareness help children 

better understand how classmates think and feel in a disruptive classroom (Amatruda, 2006). 

Next, the instructor probes for ways of thinking. The instructor may ask youngsters to 

remember times in school when their feelings were changing quickly. This technique gets 

students talking and sharing experiences regarding difficult feelings and mood changes within 

their school environment. In that way, students contribute easily, and the opportunity to select a 

protagonist to explore anxiousness and mood changes becomes second nature to the group 

process. Through role reversal, the protagonist can experience what it is like for the students who 
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are observing this quick mood change. Using doubling, other members of the class help the 

protagonist expand his or her expression of feelings and thoughts (Amatruda, 2006). 

As the class moves from the general discussion of feelings, asks the students to think of 

an example of when they felt two ways about something. To assist the students, an example is 

provided, “I am enjoying the book I am reading, but I am nervous about having to take a test on 

it.” The instructor then places the situation in action, as an example, by using two chairs to 

concretize those feelings and invite a student to sit in the chair and pretend to be the instructor. 

When the student is in the first chair, s/he is to express the feeling of enjoyment, and in the 

second chair, the student to express the nervous feeling of taking a test (Amatruda, 2006). 

  In both of these exercises, the   students’ experiences of emotional shifts and their having 

differing feelings about the same thing are legitimized and providing a  concrete reference point, 

the two chairs, when they notice negative emotional and mood shifts.   

Social Skill Building 

In this exercise, partners sit close and directly opposite one another. Each student takes a 

turn as leader, moving hands and changing facial expression. The partner, as the follower, moves 

his or her hands and changes his or her facial expressions to match those of the leader. At a 

prompt from the group facilitator, the two shift roles, and the leader become the follower and the 

follower the leader. In the next segment of the exercise, the facilitator asks the participants to 

shift the leadership between them without direction and without speaking.  The act of sitting in 

close proximity and facing another suggests some interpersonal development for these students 

who normally talk through one another. To confront one another directly with no belligerence is 

a step forward (Amatruda, 2006). 
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Next, the students are to think about a situation that involves sharing leadership 

responsibilities. In addition to being a hard concept for the children to understand, it taps into 

their sense of shame and insecurity, and the struggle plays itself out as classroom chaos. The 

instructor has students assume the roles of leader and follower, whereby many thoughts and 

feelings are expressed. The instructor asks the students themselves to create characters that have 

to exchange leadership roles in school (Amatruda, 2006). 

Using Literature 

 The instructor asked the students to pick a scarf to represent their favorite character in 

the story that they had just completed reading.  The scarf acted as a transition from schoolwork 

to action, from pencil and paper to action, from the cognitive to the emotional, from a social 

(student) role to psychodramatic (the character) role. It was for the students to think of their 

favorite character in the story. For the set, the instructor placed a chair in the center of the room 

and instructed the students to take on the role of their favorite character and introduce the 

character to the group (Amatruda, 2006). 

After the role-play, a student told the class that s/he was “like the duck that could not 

swim and that the teacher in this classroom, to whom she was much attached, was the one who 

taught her”. As each person spoke in character, the instructor asked the witnesses to respond as 

their own characters from their own stories, stating whether they experienced the emotion the 

presenting character may have felt. That allowed for honest sharing and bonding, whereby the 

characters in the stories helped the group to achieve a new level of cohesion (Amatruda, 2006). 

Future Projection 

In addition to social skill development and conflict resolution, the instructor may use the 

psychodramatic method of future projection to help the students see themselves in a future state. 
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That is a way for the students to imagine themselves differently, to verbalize their dreams, and to 

speak those dreams aloud to their peers. One of the scenarios used was a future class reunion 

party (Amatruda, 2006). 

 Assessment 

The poem On the Other Side of the Door (Moss, 1991) reflects the children’s inner 

emotions, thoughts, and behaviors, and can be used it to help the students focus their feelings. 

Before reading the poem aloud to them, the instructor has the students check their moods, using 

the weather report technique to aid them in warming up. Once they report their emotional and 

behavioral forecast, the instructor reads the poem to them (Amatruda, 2006). 

On the Other Side of the Door  

On the other side of the door 

I can be a different me 

As smart and as brave and as funny or strong 

As a person could want to be. 

There is nothing too hard for me to do 

There’s no place I can’t explore 

Because everything can happen 

On the other side of the door. 

On the other side of the door, I don’t have to go alone. 

If you come too, we can sail tall ships 

And fly where the wind has flown. 

And wherever we go, it is almost sure 

We’ll find what we are looking for 
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Because everything can happen 

On the other side of the door. 

After reading the poem, the instructor would take one of the scarves from a bag and hang 

it up to make a door.  Then the instructor would invite the students to step through the door, 

telling them that when they were on the other side of the door, they could be whoever or 

whatever they wanted to be. Before each person walked through the door as the protagonist, one 

of the other students reread the poem to that person (Amatruda, 2006). 

Each student had an opportunity to walk through the door and rehear the poem as s/he 

walked in. After each one walked through, the instructor tells each child to be, rather than say, 

which they were on the other side of the door. They could select auxiliaries if they needed them. 

For example, the girl who wanted to be a veterinarian talked to the animals as she took care of 

them, saying she was rescuing them from abuse and neglect (Amatruda, 2006). 

The results of the skill development program were in the modulating of goals that had 

taken place and the understanding that the students had gained of themselves and what they 

needed and wanted. The opportunity to participate in an enrichment program gave them time to 

express themselves with words and actions and to develop increased empathy for each other 

(Amatruda, 2006). 

Strategy 

Improving Early Numeracy of Young Children with Special Educational Needs 
Goal 

Failure to make connections between concrete and abstract mathematical knowledge can 

result in early learning problems. The use of concrete objects and semiconcrete models may 

assist in math problem solving for youngsters from early math instruction and practice at three 
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levels: concrete objects, semiconcrete representations of objects, and abstract thinking (Van Luit, 

2000). 

Objective 

 The early numeracy program uses perceptual gestalts as semiconcrete representations of 

real objects. Perceptual gestalts model the real-life situation of a one-to-one relation to concrete 

objects. The gestalts are more abstract than real-life objects, but there is still a link. Because 

perceptual gestalts symbolize concrete reality and organize abstract numbers into visual patterns, 

they may help children shorten elaborate counting strategies. Perceptual gestalts may also 

facilitate the transition from the concrete to the abstract (Van Luit, 2000). 

Activities 

Gestalt theory holds that incoming information is more than just the sum of the parts, and 

that the perceiver intuitively notices structure in his or her environment. Separate parts are not 

perceived as a random gathering, but as a meaningful whole. Special needs children may benefit 

from instruction using perceptual gestalts to construct meanings and solve simple computational 

problem. The participants are children between 5 and 7 years of age with special educational 

needs, no significant sensory or motor problems, and no signs of severe mental retardation. In 

most cases, the children have language deficits and behavioral problems (Van Luit, 2000). 

 The program Young Children with Special Educational Needs Count, Too was designed 

for children with special educational needs and difficulty grasping numeracy. The program 

consists of 20 lessons with complete instructional plans and accompanying materials. The 

purpose of the program is to assist a child in learning to count and thereby ease the transition 

from early to basic mathematics instruction in Grade 1 (Van Luit, 2000). 
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The early numeracy program includes both learning by doing and instructional coaching 

methods because some children develop their skills based on discovery, whereas others require a 

more structured manner of learning. It helps the special needs child connect incoming 

information with existing knowledge, by repeating, arranging, and organizing information. Math 

problems are designed to make the skills and problem-solving processes meaningful and realistic 

(Van Luit, 2000). 

Assessment 

The goal of the program is to achieve generalization and thereby facilitate transfer to new 

math problems. The instructional materials vary widely and alternate between concrete objects 

(e.g., 10 bananas), semiconcrete representations of objects (e.g., a card with a picture of a 

banana) and tally marks (indicating the number of bananas the child wants to buy), and abstract 

representations of objects (e.g., a written number indicating the number of bananas in a box) 

(Van Luit, 2000). 

Transfer is by the inclusion of diverse problems, demonstrating how and when strategies 

are applied in other situations. A special feature of the program is its use of tally marks. By using 

tallies, as perceptual gestalts, the gap between situated knowledge (such actual objects as 13 

strawberries) and formal mathematics (the abstract number symbol 13) is abridged (Van Luit, 

2000). 

The tally-mark method helps children understand that 5 represents five objects and that 

numbers are based on patterns (of 5 and 10, for example). For the remediation of arithmetic 

difficulties, considerable importance to the representation of numbers in terms of five. Patterns 

of five not only fit our decimal system but also fit the natural finger counting of children (Van 

Luit, 2000). 
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 To indicate an amount of five, an ellipse is drawn around five tallies, and not the 

commonly used diagonal line through four marks, which is difficult for children to connect to the 

amount of five. When a child discovers via counting that an ellipse always contains five tallies, 

s/he adopts it as a gestalt of five. The teacher can then encourage the child to count on from the 

known amount (Van Luit, 2000). 

Strategy 

Finding My Place: The Use of Sociometric Choice and Sociodrama for Building 

Community in the School Classroom.  

Goal 

The purpose in using sociodramatic and sociometric exploration was to reduce conflict in 

the classroom and the playground to explore the dynamics involved in the exclusion of certain 

students.   

Objective 

The students would move toward a more inclusive classroom community in which 

individual characteristics were valued and appreciated.  

Activities 

 Background 

Some students in a fourth-grade classroom teased their classmates and excluded them 

from group play activities. The conflicts usually occurred in nonacademic spaces such as on the 

playground.  Parents and the students themselves were reporting the incidences to the classroom 

teacher and some children traumatized by what had happened. The sociodrama designed to help 

manage the conflicts that the school was experiencing (Zachariah & Moreno, 2006). 

Sociodrama technique 
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For the warm-up, the teacher suggests using the poem When the Wind Blows and adheres 

to the following rules and procedures: 

1. Participants sit in a circle, preferably on chairs or desks and is asked to think of a 

characteristic that makes him or her feel different from others or of something about which s/he 

has been teased at school. The students are to give examples (Zachariah & Moreno, 2006). 

2. One person volunteers to be first. It often helps if the teacher or group leader goes first 

to provide a model of the statement. The person’s chair removed so there is one less seating 

place in the circle (Ibid). 

3. The volunteer stands in the middle of the circle and thinks of an attribute that is true of 

him or her and says, “The great wind blows everyone who has been teased about not being able 

to run fast or wearing glasses” (Ibid). 

4. Everyone who has been teased about either of those attributes, even if it is only one 

other person, moves out of his or her place and finds an empty chair, and [that includes the 

student who made the statement] If no one moves, the volunteer thinks of another characteristic 

that is more inclusive, such as hair or skin color. Each student only gets two turns to be in the 

middle. If s/he ends up without a place for the third time, he or she needs to choose someone in 

the circle who has not had a turn. If a volunteer cannot think of an attribute, he or she can choose 

a friend to help or say, “Pass” (Ibid). 

5. Once the students move, there will be one person without a place to sit and that person 

is the next volunteer (Ibid). 

Sharing and Reflection Questions 

In the sharing segment, the children consider the following questions: 

• How easy was it for you to participate? 
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• What are some other characteristics that might be the subject of teasing in the classroom 

or on the playground?  

The Literacy Exploration 

For literacy exploration, an anonymous poem, There Was No One Left to Speak for Me, is 

printed on a chart, and the class reads it together. Teachers may alter the criteria for using this 

poem so that it fits the age group. Other exclusionary characteristics could include homelessness, 

gender, and physical disabilities (Zachariah & Moreno, 2006). 

There Was No One Left to Speak for Me 

They came first for the Jews— 

But I didn’t speak because I wasn’t a Jew. 

Then they came for the Catholics— 

But I didn’t speak because I wasn’t a Catholic 

Then they came for the “people of color”— 

But I didn’t speak because I wasn’t of color. 

Then they came for the fat people— 

But I didn’t speak because I wasn’t fat. 

Then they came for the skinny people— 

But I didn’t speak because I wasn’t skinny. 

Then they came for the old people— 

But I didn’t speak because I wasn’t old. 

And then they came for me— 

And by that time— 

There was no one left to speak for me. 
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—Anonymous 

Before going to the next activity, it may be necessary to go over any questions or 

reactions that the students have about the meaning of the poem.   

The Opinion Map 

The opinion map contributes to the student’s empathy-building process.  

1. The teacher instructs the students to take a position in the room according to their 

agreement or disagreement with the following statements about the poem. The Yes position is on 

the left side of the room, and the No position is on the right side (Zachariah & Moreno, 2006). 

2. Once the children have moved to the yes or no position, they are to share why they 

made that choice with the other class members at the same spot (Zachariah & Moreno, 2006). 

3. The teacher or facilitator states the following criteria: 

• “I feel angry at the one who didn’t speak.” (Move to yes or no position and share) 

• “I connect (or understand) the one who didn’t speak.” (Move and share) 

• “I have been one of the excluded.” (Move and share) 

• “I have been one of the ones who excluded someone else.” (Move and share) 

Children may be reluctant to own up to the last statement, and therefore, it is helpful if 

the teacher or other adult participants’ volunteer information about the times when they have 

excluded others (Zachariah & Moreno, 2006). 

4. For the reflection and sharing segment, the students share some of their reactions to the 

questions with the whole class. 

The Sociodrama: Scene Setting 

Students have an opportunity to role-play the sociodrama scenes experientially, focusing 

on the dynamics of exclusion and inclusion of class members. The three scenes take place in the 
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classroom. The times are before recess, during playground recess, and after recess when students 

are back in the classroom reporting behavior (Zachariah & Moreno, 2006). 

1. The first step involves brainstorming the types of roles that can be depicted in the 

enactment. It is helpful for the group to have students take turns acting out each role type that is 

chosen for the three scenes (Zachariah & Moreno, 2006). 

2. The children are divided into three groups, one for each scene. The students take about 

10 minutes to decide who will play each role in the action, using role choices offered during the 

brainstorming session. The students in each group develop a 10-minute action scene for their 

group, using available props (Zachariah & Moreno, 2006). 

3. The participants freeze as a group in the posture of the action. The teacher takes the 

role of the camera recorder, and when the camera approaches their group, the students begin the 

speaking and interacting in their roles. The first group portrays the classroom scene, and the 

other two groups watch. The teacher moves the camera to the playground scene for action and 

finally back to the classroom group, which are reporting the playground behavior. Each group 

has had an opportunity to observe and act (Zachariah & Moreno, 2006). 

Sociometric Sharing: The Four Corners 

This technique provides an opportunity for the students to make an action choice based 

on their individual perception of their positions in the classroom or in the sociodrama enactment, 

according to the following criteria: Instruct the children to move physically to one of four 

corners. The signs posted in each corner are read aloud. The corners are designated as follows: 

• Corner 1—I am popular. 

• Corner 2—I have only a few close friends. 

• Corner 3—Nobody likes me. 
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• Corner 4—I do not care if anybody likes me. 

 Then ask the children to move to the corner that best describe the role that they played in 

the sociodrama. Have them share their perceptions about the role they depicted with the people 

in their corner. If a child is the only one in the group, s/he can share with the closest group. Next, 

ask the students to move to the corner that best describe their perceived position in the school 

classroom. The children share their perceptions about being in this position with the others in 

their corner (Zachariah & Moreno, 2006). 

The Reenactment 

The sociograms assist the children to make a human sculpture with their group (e.g., the 

playground scene), portraying their sociometric positions in that original scene. There will be 

three human sculptures, one for each scene. Ask the students to make a one-step change in their 

position in the scene toward their understanding of inclusion. It may be necessary to discuss what 

is meant by inclusion. Invite the students back into the circle and have each share one statement 

about what the process was like for him or her and what each learned (Zachariah & Moreno, 

2006). 

Assessment 

After the sociodrama experience, the teacher noticed that the schoolchildren were making 

an effort to include all the class members in play activities and to make remarks that are more 

appreciative to one another. The youngsters began to come up with their own solutions such as 

supporting classmates during a conflict situation by making strong statements in the double role, 

such as “I don’t like to be teased; it hurts my feelings” or “How would you like it if someone 

said that to you?” Because of this experience, these fourth graders and their parents began to 
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request that conflict resolution activities be included as part of the school curriculum (Zachariah 

& Moreno, 2006). 

Strategy 

The Benefits of Using Sociodrama in the Elementary Classroom: Promoting Caring 

Relationships Among Educators and Students 

Goal 

 Sociodrama is similar to other forms of drama (e.g. process drama, creative drama, 

theatre in education), it distinguishes itself as a valuable educational tool because it consistently 

requires that student participants always choose the topic or problem to be explored dramatically 

in order to facilitate group learning and change (Pecaski McLennan, 2008) 

Objective 

 When used in educational environments, sociodrama seeks to create an educational 

culture that empowers students by encouraging them to think critically, to analyze their own 

social conditions, and to evaluate information presented to them related to their own power, 

identity, and representation (Pecaski McLennan, 2008).  

Activities 

 Each session consist of three activities: a drama warm-up games for actors and non-

actors, a main sociodrama activity that explored a social issue or concern as suggested by 

students, and a concluding discussion that provided an opportunity for students to reflect upon 

their involvement in the session.  Multiple themes had emerged in the qualitative data (e.g. field 

notes, reflexive journals, observed moments within the sociodrama, teacher interviews). Notably, 

kindergarten students were able to participate actively in the sociodrama activities. Participation 

and commitment to the sociodrama appeared to increase for many students, and were able to find 
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acceptable alternative responses, resolutions to the issues explored in the sociodrama (Pecaski 

McLennan, 2008). 

 In each workshop, students were able to choose a social conflict or issue to explore (e.g. 

sharing with others, feeling not listened to or understood by others, losing an object of 

importance, not being allowed to do something) and were able to collectively suggest and role-

play alternative responses or resolutions to these problems. Sociodrama encourages participants 

to develop self-confidence and self-expression through risk taking and exploration in activities 

that explore real life personal feelings and situations (Pecaski McLennan, 2008).  

 Discussing bullying through sociodrama 

Through sociodrama, young students can explore the social issue of bullying: The impact 

of bullying is explored by using the imaginary setting of a school lunchroom or the school bus. 

This is helpful for children who exhibit aggressive behavior as well as those who may be the 

victims of bullying.  Students volunteer to dramatize the roles of the bully, the bully’s victim, 

and bystanders. The audience who are observing this action brainstorm alternative endings or 

solutions for the bullying problem. Solutions are dramatized and discussed by the group (Pecaski 

McLennan, 2008). 

Although bullying may be a frightening topic for some students, by exploring it in a safe 

space and through the sociodramatic process, students can express their concerns and find 

alternative solutions.  The exploration of bullying in a sociodramatic exercise will empower 

students and aid them in developing a more positive self-concept and self-esteem and realize that 

his or her actions are hurtful, and resolve to become more caring and compassionate towards 

others.  As students are uninhibited about sharing their creative abilities with others, trusting 
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relationships between educators and students may begin to develop and flourish (Pecaski 

McLennan, 2008). 

Assessment 

Dramatic experience is a very human activity. Repeated involvement in sociodramatic 

activities promotes individuals to feel empathy and understanding for other people’s situations 

and points of view, because drama encourages participants to assume and live various roles and 

situations beyond their normal realm of experience. Regular involvement in sociodrama may 

provide opportunities for participants to experience unfamiliar contexts and situations, to connect 

physically and psychologically with peers, and to interact with others in caring and meaningful 

ways.  At the conclusion of the twelve sessions, the classroom teacher summarized her 

experience leading the workshops when she stated ‘‘the workshops made me realize that some 

children may need a drama opportunity to act out problems to social dilemmas they may be 

encountering. Not all children are able to draw a picture or use words to help communicate what 

they are feeling. Instead, a simple skit could help’’ (Pecaski McLennan, 2008). 

Conclusion 

 Teachers need to be aware of techniques that provide EBD students with self-effacing 

skills. This is necessary so that youngsters may respond in socially acceptable and effective 

ways. To accomplish this they must incorporate paradigms that approximate or parallel actual 

problems faced by students in school and other social settings. The opportunity to practice skills 

in non-threatening environments increases the probability that skills will be maintained and 

generalized; therefore, teaching students problem-solving skills enables them to address such 

emotional and behavioral issues such as anger and empathy resulting from situations that cannot 
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be predicted.  It accomplishes the objective of providing students with the ability to self-manage 

their behavior.  

Many students, especially those with EBD, encounter problems in various domains. The 

results of this review suggest that phenomenological pedagogy, sociodrama and psychodrama 

techniques and Gestalt therapies lead to effective changes in classroom environments that 

establish mutual trust and understanding between student and teacher and students to their own 

peers, and in learning new and effective ways at an early age.   
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