
ORIGINAL ARTICLE

Theatrical Activities in Primary School: Effects on Children’s
Emotion Regulation and Bullying

Maria Serena Maierna1 & Marina Camodeca1,2

# Springer Nature Switzerland AG 2019

Abstract
Many social, cognitive, emotional, and motivational aspects intervene in promoting children’s well-being at school, or, con-
versely, in affecting their distress. It is, therefore, paramount to implement interventions addressing them in the classrooms. A
workshop based on Social Theatre activities is proposed, with the aim of improving relational and emotional comfort by reducing
bullying and bystanding behavior and increasing defending behavior and emotion regulation. The sample included 96 children
(51 girls, mean age: 7.75 years), who were randomly assigned to an experimental group (EG, n = 49, two classes) and a control
group (CG, n = 47, two classes). The EG participated in a 4-month theatrical workshop, in which games and exercises were
proposed to work on poetry, improvisation, and to create small plays and a final performance. The CG did not participate in any
activity. Questionnaires were administered to both groups before (T1) and after (T2) the workshop to assess bullying-related
behaviors (bullying, victimization, outsider behavior, and defending behavior; students’ self-reports) and emotion regulation and
lability/negativity (Emotion Regulation Checklist; teachers’ version). Results showed that the workshop contributed, although
modestly, to stable emotion regulation and to reduce outsider behavior in boys. In addition, a decrease of emotion regulation in
the CG was associated with an increase of outsider behavior at T2. Although further studies are needed, these findings are
promising in demonstrating the effectiveness of the Social Theatre workshop for improving well-being at school.
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Introduction

Children spend a lot of time at school, which is a relevant
context for their development. Learning is usually considered
the main aim of educational systems, but school environments
provide much more than cognitive achievement to children
(Greenberg et al. 2003). Through the contact with peers and
teachers and the sharing of social norms, children learn which
behaviors are accepted and functional to have friends or to be
popular, and they become increasingly more able in under-
standing and regulating their emotions. Spending leisure time
with peers reduces disruptive behavior and is functional to the

development of social and emotional competence (Veiga et al.
2016). Thus, psychological well-being at school is built on
different layers, such as having positive relationships with
peers and being able in regulating emotions, which were the
focus of the present work.

As to peer relations, we addressed bullying dynamics.
Bullying is defined as a form of proactive aggression, unpro-
voked and aimed at hurting peers, in which an imbalance of
power or strength exists between bullies and victims (Olweus
1993; Salmivalli 2010; Smith et al. 1999). The literature
agrees that bullying takes place in a group in which all peers
are involved or come to know about it. The social framework
developed by Salmivalli et al. (1996) about peers involved
with different roles has been adopted in many studies and
found reliable to explain bullying dynamics. According to this
model, peers are implicated not only as bullies or victims but
also as passive bystanders (or outsiders), who shy away with-
out taking sides, defenders of the victims, who help or comfort
the victimized peers, or followers of the bully, who support the
bully by laughing or assisting more actively in harassing
others. Whereas defending behavior has been associated with
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popularity, empathy, and other aspects of adaptive social and
emotional competence, the pattern of outsider behavior seems
to be characterized by low morality, personal distress, and low
self-efficacy (Gini et al. 2008; Mazzone et al. 2016; Rieffe and
Camodeca 2016; Salmivalli et al. 1996).

Although data on the incidence of bullying-related behav-
iors depend on the measures and criteria used, the majority of
the classmates tend to witness as bystanders (Goossens et al.
2006; Pronk et al. 2013; Salmivalli et al. 1996). Naturalistic
observations, which evaluate the real behaviors occurring, al-
so found that peers are present during about 88% of harassing
episodes at school, but they only intervene in 19% of them
(Hawkins et al. 2001).

Children who assist to and witness violence can be hurt by
aggressive episodes similarly to victims and bullies (Srabstein
and Merrick 2013). Addressing bullying as a group phenom-
enon is, therefore, paramount to reduce adverse psychological
effects among children. Several interventions have been im-
plemented to tackle bullying and to improve socio-emotional
well-being among school children, and some of them stress
the importance to involve not only victims and bullies but also
bystanders for effective prevention (Gaffney et al. 2018;
Kärnä et al. 2011; Van der Ploeg et al. 2016). As a matter of
fact, if bystanders were enabled to intervene efficaciously, or if
they became more responsible of what happens among class-
mates, or even if they reduced their passive behavior, a clear
message would reach the bullies, who often use harassment to
improve their self-image in front of peers or to show power
and dominance (Kärnä et al. 2011; Thornberg et al. 2012).

Besides peer relationships involving bullying patterns,
emotion regulation also contributes to influence school
well-being. It refers to the ability to manage how emo-
tions are expressed and the intensity and duration of the
level of arousal (Gross 2002). Some emotions can become
lasting and overwhelming, and people employ different
strategies to cope with them, such as avoidance of arous-
ing situations, social support, and cognitive reappraisal.
Having difficulties in emotion regulation could be a risk
factor for developing internalizing and externalizing prob-
lems (Hernandez et al. 2015; Rydell et al. 2003). For
instance, a child, who cannot manage the arousal due to
a high level of anger, may misunderstand social situations
and overreact in front of peers, acting out hostility and
aggressive behaviors (Lemerise and Arsenio 2000).
Children who bully their peers show proactive aggression,
along with reactive and impulsive tendencies, which can
be fostered by a deficit in regulating their emotional
arousal (Camodeca and Coppola 2019; Camodeca et al.
2002; Shields and Cicchetti 2001; Garner and Stowe
Hinton 2010). Overwhelming emotions or a labile mood
are also associated with outsider behavior, because they
hinder children from employing appropriate strategies to
react to the environment, facilitating the use of avoidant

strategies or feelings of personal distress in front of de-
manding situations (Camodeca and Coppola 2019; Rieffe
and Camodeca 2016).

In contrast, good regulation skills are associated with social
competence, popularity, prosociality, and with defending be-
havior (Camodeca and Coppola 2019; Denham et al. 2003;
Hay et al. 2004). For instance, if a child can manage well his/
her emotional reactions, he/she will be more likely to be ac-
cepted by peers than a child with emotion regulation difficul-
ties and will be more able to correctly evaluate a given situa-
tion, to feel self-confident, and to react appropriately.

These findings underline the close association between
emotional and social aspects in determining behaviors and
relationships and the need to include both in intervention pro-
grams aimed at promoting personal well-being and a school
climate of inclusion and respect (CASEL; 2009). In addition,
based on the previous literature reviewed, we think that
empowering emotion regulation skills may also have positive
effects on bullying reduction.

The Social Theatre Model

In recent years, society is giving more and more importance to
performing arts, which are considered a valid support for de-
veloping creative processes and improving relational and
emotional well-being in various contexts, such as schools,
workplace, and leisure time (Gjærum and Ramsdal 2008;
Joronen et al. 2011). In particular, Social Theatre uses work-
shop activities to promote individual and community well-
being, encouraging participants’ authorship and involvement
in the creative and learning process, enhancing participants’
characteristics and resources, and strengthening relational and
communicative skills (Bernardi 2014; Bernardi and Innocenti
Malini 2015a, b; Boehm and Boehm 2003; Innocenti Malini
2017; Guerra and Militello 2012).

The origins of Social Theatre in Italy – the country in which
this study was conducted – date back to 1947 (Bernardi 2014),
when Mario Apollonio developed a new concept of theatre,
aiming at transforming the passive receptivity of the spectators
into commitment and responsibility. The public became an
active protagonist of artistic creation, and performances could
take place also in non-specific sites. In the same period, the
“Experimental Theater” spread in Italy; it aimed at overcom-
ing the conventions and limits of traditional theater, in the
perspective of a creative process that could start from people
of every social class and was not only a professionals’ prerog-
ative (Bernardi 2014). Finally, the “Theatrical Animation”,
developed in the sixties, aimed at changing traditional educa-
tion into an active and dynamic training process, respecting
and valuing children’s free expression.

These movements paved the way for the Social Theater,
which employs theatrical and performative activities in extra-
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theatrical contexts with social, educational, and therapeutic
aims (Innocenti Malini 2017; Saxton and Prendergast 2009).

One of the most used actions in Social Theatre projects is
the workshop, which creates a protected context where all the
participants may experiment new relational dynamics and de-
velop expressive and artistic skills (Rossi Ghiglione and
Pagliarino 2011). In the first meetings, the trainer presents
many playful activities to help participants to know each other
better and to create a welcoming and nonjudgmental context.
Subsequently, he/she presents a set of exercises with the pur-
pose of helping participants to improve their expressive abil-
ities, to experience their action in the group and the action of
the whole group as a system, and to interact with other partic-
ipants in a one-to-one relationship or small groups. Finally, the
trainer can introduce activities for the dramaturgical and sce-
nic creation, which may include plays, events, or open work-
shops (Rossi Ghiglione and Pagliarino 2011). The whole work
would be incomplete without sharing outside the group the
knowledge and expression processes developed within the
workshop. If performed in these terms, the openness to the
community becomes an act of social dramaturgy: The partic-
ipants share what they have learned with their spectators, who,
at the same time, have the opportunity to feel part of the
community (Rossi Ghiglione and Pagliarino 2011).

Theatre Interventions at School

Schools are more and more often including theatrical experi-
ences and workshops in their educational programs. Although
different projects use heterogeneous methods, the common
value of the theatre is recognized in the possibility of intro-
ducing new ways of communicating and relating within the
school environment (Bernardi 2014; Guerra and Militello
2012). Unfortunately, the few studies available on the appli-
cation of Social Theatre to improve emotional and relational
competence in primary school children only described the
workshop or reported interviews, but they did not employ
experimental methods (Beare and Belliveau 2007; Boehm
and Boehm 2003; Douglas et al. 2000). The only study using
an experimental research design did not find effects on self-
concept, problem behavior, or social skills (Freeman et al.
2003).

However, some studies applied other theatrical methods in
school contexts and indicated that these activities supported
the emotional development of children and adolescents, in-
creased social skills, and improved the relationships between
students and with adults (Mavroudis and Bournelli 2016). For
instance, a study conducted in Canada with adolescents
showed a significant improvement in peer-to-peer relational
skills, conflict management ability, and confident leadership
style (Walsh-Bowers 1992). Moneta and Rousseau (2008) an-
alyzed the effect of theatrical intervention on ethnic minority

adolescents with behavioral difficulties. Employing improvi-
sation and the analysis of emotions and life stories, the work-
shop helped the participants to reach enhanced levels of un-
derstanding of their own and others’ emotions and emotion
regulation, and increased the amount and complexity of emo-
tional expressions. Finally, a program including role-play and
creative drama found a reduction of aggressive behaviors and
the acquisition of effective strategies for conflict resolution in
middle and high school students (Graves et al. 2007).

Theatrical activities were also employed to tackle bullying
behavior. The study by Burton and O’Toole (2009) was built
throughout 10 years and addressed adolescents. The interven-
tion increased the awareness about bullying and the ability to
understand the point of view of both the bullies and the vic-
tims. Teachers pointed out significant changes in the behavior
of students identified as bullies, who became active promoters
of the project by committing themselves to train students of
other classes. Victims became aware of the successful actions
to prevent and deal with bullying, and many students recog-
nized the importance of acting against bullying and identified
bystanders as those who can be effective in stopping aggres-
sion. Another study (Joronen et al. 2011) investigated the ef-
fectiveness of a theatrical project on the reduction of bullying
episodes in a Finnish primary school. The activities, carried on
at school and home, focused on the development of empathy,
social competence, and emotional awareness. Findings
showed a significant improvement in the quality of the rela-
tionships in the class, both among students and between chil-
dren and adults.

The Present Study

Moving from the promising findings of studies which
employed theatrical activities at school, the present work aims
at implementing, in Italy, a workshop based on the method of
Social Theatre. The activities proposed to children (like games
in small groups, circle time, skits’ creation, and specific the-
atrical exercises, as detailed in the Method section) aimed at
enhancing skills in communication and cooperative works, at
promoting the capacity to understand others and to feel at ease
in social contexts, and at reinforcing self-efficacy and self-
awareness. They were thought to promote personal and inter-
personal well-being, and, therefore, to have a positive impact
also on emotional and relational dimensions, although they
did not focus explicitly on emotion regulation or bullying
dynamics. We hypothesized an increase in emotion regulation
and in defending behavior, and a decrease in the rate of mal-
adjustment, namely, in emotion lability, bullying, victimiza-
tion, and passive bystanding behavior, among children partic-
ipating in the workshops. In addition, considering the associ-
ation between emotional and social aspects (Denham et al.
2003), we also investigated whether a change in emotion
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regulation or in emotion lability, due to the workshop partic-
ipation, could affect a change in bullying behaviors. We hy-
pothesized that an increase in emotion regulation and/or a
decrease in emotion lability would be associated with an in-
crease in defending behavior and a decrease in bullying and
outsider behavior.

Considering that literature reported gender differences in
bullying involvement (Salmivalli et al. 1996), whereas the
few studies about Social Theatre did not report results on the
participants’ gender (Beare and Belliveau 2007; Boehm and
Boehm 2003; Douglas et al. 2000), we planned to include
gender in the analyses, without making any assumption about
the effectiveness of the workshops for boys and girls.

We employed a quasi-experimental design and an
evidence-based approach, which states some criteria to evalu-
ate an intervention. These include at least two measurement
points (before and after the intervention), the use of sound and
valid instruments and of rigorous statistical analyses, and a
long-term follow-up measurement (Flay et al. 2005). Except
for the latter, we followed these guidelines and employed a
control and an experimental group, randomly chosen and test-
ed twice, i.e., at T1, before any action was carried on, and at
T2, after 4 months of theatrical workshop.

Method

Sample and Procedure

Participants were selected within the same school in an urban
area near a big city in Northern Italy. A total of 96 children
from four third-grade classes of primary school joined the
research (45 boys and 51 girls); their age, at the beginning
of the study, was 7 to 8 years (M = 7.75; SD = 0.43). Two
classes were randomly assigned to the experimental group
(EG), which attended the workshop (49 children, 22 boys
and 27 girls), and the other two classes were therefore
assigned to the control group (CG), which was not involved
in any theatrical activity (47 children, 23 boys, and 24 girls).

The four classrooms involved were chosen within the
school, because they had never participated in theatrical work-
shop experiences, whereas the other children had already ex-
perienced theatrical laboratories in the past. Therefore, we
wanted to test the efficacy of the activities without the influ-
ences of previous similar activities, which could have biased
the outcomes.

The research project was presented to the school principal,
the teachers, and the families, explaining aims, methodology,
duration, and the possibility of a final public performance.
Parents were asked to provide their written informed consent
for the participation of their children, which was obtained for
96 out of 97 families. Children and teachers were assured

confidentiality and anonymity of the data provided, which
was guaranteed using numeric codes instead of names.

A trained Master student in developmental psychology,
also qualified as social theatre trainer, administered the instru-
ments to pupils and teachers and carried on the theatrical ac-
tivities. She was in a constant dialogue with the teachers, who
were present during the sessions and were involved in specific
meetings for analyzing the activities and preparing the final
play, and, after the conclusion of the workshop, for evaluating
strengths and weaknesses of the experience.

The research was structured into three phases. In a school
day in the first week of October 2016, two different question-
naires were filled out by children (Bullying Self-Report) and
teachers (Emotion Regulation Checklist) (T1). Afterwards,
still in the same month, the two experimental classes began
the Social Theatre workshop entitled “Body and Voice: Poetry
in Action” (as described in the paragraph “The Workshop”).
The workshop included 15 weekly meetings of 2 h in each
class and ended at the beginning of February 2017, with a play
for children’s families. Finally, in the 2 weeks following the
performance, the questionnaires used in the first phase of the
research were re-administered (T2).

Given that two teachers worked in each classroom, they
were both asked to fill questionnaires for their pupils. In one
class of the experimental group, one teacher left during the
school year, and, therefore, in this class, the questionnaires at
T2 were filled in by the new teacher.

Instruments

The Bullying Self-Report Questionnaire was used in the
Italian version by Pozzoli et al. (2012). Before administration,
children read a definition of bullying: “We say that a child is
bullied when another child or group of children tell him bad
and unpleasant things. It’s still bullying when a child is hit,
punched, kicked, and threatened, when he or she is locked up
in a room, receives notes with offensive and bad words, when
nobody speaks to him or her and similar things. It’s also bul-
lying when a child is mocked repeatedly and nastily.” The
questionnaire consists of 12 items divided equally to assess
the four behaviors related to bullying: bullying (e.g., “I make
fun of my classmates, giving them mean nicknames, insulting
them, or threatening them”), victimization (e.g., “I get hurt,
beaten, or pushed”), defending the victim (e.g., “I try to help
or cheer up those who have been excluded from the group and
left alone”), and being an outsider (e.g., “I watch without
doing anything and mind my own business when a classmate
is beaten or pushed”). Each behavior is therefore described by
3 items covering physical, verbal, and relational bullying.
Participants were asked to evaluate their degree of involve-
ment in the situations described on a Likert scale from 1
(Never) to 4 (Almost always). Items scores were averaged
across each scale to yield the four bullying variables.
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Descriptive statistics are displayed in Table 1. Reliabilities
were calculated as the greater lower bound (glb) index, which
represents the lowest value of the real reliability (ranging,
therefore, in the interval from glb to 1) (Sijtsma 2009).
Reliabilities values at T1/ T2 were as follows: bullying (α =
0.57/0.75), victimization (α = 0.80/0.67), defending behavior
(α = 0.79/0.73), and outsider behavior (α = 0.44/0.64). A low
reliability in the outsider scale is quite common in the litera-
ture (Mazzone et al. 2016; Sutton and Smith 1999); item-total
correlations at T1 ranged from 0.26 to 0.28 (p’s < 0.05), which
could be considered acceptable, given the low number of
items and the small sample size.

The Emotion Regulation Checklist (ERC) (Shields and
Cicchetti 1997, Italian adaptation byMolina et al. 2014), filled
in by teachers, was used to evaluate emotion regulation and
lability/negativity. The ERC consists of 24 items divided into
two scales: positive regulation (or emotion regulation) and
lability/negativity. The first scale (8 items) refers to emotion
awareness and to the ability to adjust emotional activation in
order to respond positively and adapt successfully to the con-
text (e.g., “Can say when she/he feels sad, angry or mad,
fearful or afraid”). The lability-negativity scale (16 items)
measures the lability of the subject’s emotional states and
dysregulated negative affect (e.g., “Is prone to angry
outbursts/tantrums easily”). Each item is scored on a Likert
scale from 1 to 4 (“Almost never,” “Sometimes,” “Often,”
“Almost Always”). High scores in the first scale indicate a
good emotion regulation competence and high scores in the
second scale indicate great lability/negativity (Molina et al.
2014). Variables were created by averaging the items scores
across each scale. Descriptive statistics are displayed in
Table 1. Averages of greater lower bound (glb) indexes of

reliability across teachers for T1/ T2 were as follows for emo-
tion regulation (α = 0.86/0.86) and lability/negativity (α =
0.94/0.94).

Given that the two teachers were equally involved in each
classroom and knew very well their pupils, they could provide
their personal view on each child. The inter-correlations
across teachers’ scores were moderate (r range between 0.34
and 0.64 for emotion regulation, and between 0.48 and 0.70
for lability/negativity), indicating that children could show
different emotional patterns with different teachers, or also
that teachers could have different standards when responding
to the questionnaire. Therefore, to have a combined point of
view for each child, which could be more reliable than a single
measure or two separate measures, an average score between
the two teachers’ scores was computed for each scale at T1
and T2.

The Workshop

As previously indicated, the workshop was structured with the
purpose of promoting children’s well-being and good relation-
ships in the class through activities aimed at enhancing social
connections and cooperation, understanding others’ point of
view, and controlling one’s behavior to reach goals and to
meet group norms. The theme of poetry and natural elements
was chosen, in agreement with the teachers, to integrate the
activities in the curricular program of science and literature
and to promote interdisciplinary connections. Children, in
the theatrical fiction, would have become guardians of water,
earth, air, and fire, experiencing them through body and words
in poetry. We assumed that giving children the opportunity to
explore these school themes from different points of view,

Table 1 Descriptive statistics of study variables, divided by group (experimental and control) and time of assessment (pretest and posttest)

Variables Pretest Posttest

N Min Max Mean SD N Min Max Mean SD

Experimental group

Emotion regulation 49 2.44 3.77 3.09 0.28 49 2.44 3.56 3.09 0.25

Lability/negativity 49 1.03 3.03 1.49 0.36 49 1.03 2.53 1.48 0.36

Bullying 48 1.00 3.00 1.26 0.43 48 1.00 2.33 1.24 0.39

Defending behavior 48 1.00 4.00 2.85 0.86 48 1.00 4.00 3.01 0.82

Victimization 48 1.00 4.00 1.78 0.95 48 1.00 3.33 1.69 0.72

Outsider behavior 48 1.00 3.67 1.77 0.81 48 1.00 3.00 1.58 0.63

Control group

Emotion regulation 47 2.19 4.00 3.52 0.38 47 2.56 3.94 3.38 0.33

Lability/negativity 47 1.00 2.38 1.58 0.41 47 1.00 2.25 1.51 0.41

Bully 47 1.00 2.67 1.21 0.43 47 1.00 3.67 1.34 0.61

Defending behavior 47 1.00 4.00 3.10 0.77 47 1.33 4.00 3.06 0.75

Victimization 47 1.00 3.67 1.72 0.76 47 1.00 4.00 1.84 0.72

Outsider behavior 47 1.00 3.00 1.50 0.57 47 1.00 4.00 1.48 0.66
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such as through the body or tactile materials (e.g., fabric),
could increase their interest in these subjects and enlarge their
possibilities to work in group and collaborate also during cur-
ricular lessons.

The specific activities in each session followed the succes-
sion of different phases, as required by the Social Theatre
method (Bernardi 2014). In the “separation phase,” a ritual
set of gestures and actions mark a detachment from everyday
life and, in the present workshop, each child in turn had to
stand up and declare to be the guardian of a natural element.
Afterwards, the “margin phase” was aimed at improving par-
ticipants’ body awareness, relationships, and communica-
tions, through playful activities based on group and dyadic
games, dances, meditation, and specific theatrical exercises.
For instance, to stimulate reciprocal listening, themirror game
was used, in which one member of the couple had to copy the
movements displayed by the other member. The interaction of
each child with the whole group was facilitated by several
exercises, for example, tableaux vivant, which consists of
the creation of a living picture on a selected theme, involving
all children. During the “reintegration phase,” the trainer pro-
posed to develop a small product to synthesize the experience,
through representations, drawings, or writings. For example,
while dealing with the theme of water, the trainer asked chil-
dren to work in small groups and think at agreed-upon move-
ments for a poem being read before and then to perform in
front of the classmates. Children were also helped to create
individual and group poems, always about the theme of natu-
ral elements. In this way, participants could reflect on what
happened, process the experience, and share their impressions
and emotions with the group.

In addition, during every session, the trainer verified the
impact of the activities on a socio-emotional level by asking a
feedback to children. Finally, a closing ritual marked the end
of each workshop session (Rossi Ghiglione and Pagliarino
2011). All the activities carried on during all the sessions were
useful for children to set up the final play for their families,
based on the poetic material collected and developed during
the workshop, and on the improvisations.

Data Analysis

First, in order to check whether study variables had similar
means in EG and CG at the baseline (T1), t-tests were run.
Therefore, pretest and posttest assessments in experimental
and control groups were compared by means of repeated mea-
sures general linear models, including pretest and posttest var-
iables as within-subject factors, and group (experimental and
control) and gender as between-subject factors. In this way,
the multivariate test provides results about differences be-
tween boys and girls and between CG and EG (between-sub-
ject factors), about differences between T1 and T2 (within-
subject factors), about the interactions between them (i.e.,

whether study variables changed between T1 and T2 in CG
and EG, and in boys and girls), and about the 3-way interac-
tions (i.e., time X group X gender). In this latter case, in order
to disentangle the effects of the workshop participation for
boys and for girls, repeated measure analyses of variance were
run again, separately for boys and girls.

Finally, we run hierarchical regressions to investigate
whether emotion regulation and/or emotion lability moderated
the change of bullying-related behaviors. Bullying-related be-
haviors at T2 were the outcome variables; gender, group, cor-
responding bullying variable at T1, and emotion regulation/
lability at T1 and T2 were controlled in the first step, and the
interaction between group and emotion regulation/ lability at
T2 entered in the second step.

Results

Results of the t-tests to investigate possible differences be-
tween CG and EG at T1 showed that variables’ means did
not differ between the two groups, except for emotion regula-
tion, which was higher in the control group than in the exper-
imental group (t(94) = −6.39; p < 0.001). When boys and girls
were compared separately, analyses confirmed a higher emo-
tion regulation among both boys and girls in the CG than EG
group (t(43) = −4.70; p < 0.001, for boys, and t(49) = −4.81; p
< 0.001, for girls), and indicated that outsider behavior in boys
was higher in EG than CG (t(43) = 2.68; p < 0.05). Descriptive
statistics for EG and CG are shown in Table 1.

Findings of the repeated measures general linear models
pointed to a significant between-subject effect for gender (in-
dependent from time of assessment and group): Boys, com-
pared to girls, obtained higher scores in lability/negativity (F =
23.99; p < 0.001), bullying (F = 16.42; p < 0.001), outsider
behavior (F = 12.77; p < 0.01), and victimization (F = 7.79; p
< 0.01), and lower scores in emotion regulation (F = 5.92; p <
0.05). The between-subject effect for group (independently
from time of assessment and gender) indicated that emotion
regulation was higher in the CG than in the EG (F = 42.91; p <
0.001), and outsider behavior was higher in the EG than in the
CG (F = 4.41; p < 0.05).

Within-subject results (independently from group and gen-
der) showed a significant main effect of emotion regulation
(Pillai’s Trace = 0.05; F(1,92) = 4.93; p < 0.05), which was
higher at T1 than at T2. As indicated by the significant inter-
action effect between group and emotion regulation (Pillai’s
Trace = 0.07; F(1,92) = 6.77; p < 0.05), this decrease was
attributable to a significant decline in the control group
(t(46) = 3.87; p < 0.001), whereas emotion regulation
remained stable in the group participating in the theatre activ-
ities. A significant effect emerged also for the 3-way interac-
tion between outsider behavior, group, and gender (Pillai’s
Trace = 0.05; F(1,90) = 4.71; p < 0.05). To further investigate
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gender differences, two repeated measure analyses of variance
were run separately for boys and girls, showing that outsider
behavior in boys in the EG decreased after the workshop
(Pillai’s Trace = 0.09; F(1,42) = 4.23; p < 0.05; M = 2.24
and M = 1.73 for T1 and T2 in EG; M = 1.59 and M = 1.62
for T1 and T2 in CG). Results were not significant for girls,
who remained stable in their outsider behavior (M = 1.42 and
M = 1.47 for T1 and T2 in EG;M = 1.40 andM = 1.33 for T1
and T2 in CG). Changes in emotion regulation and outsider
behavior are depicted in Figs. 1 and 2.

Given that emotion regulation, but not lability/negativity,
changed after the activities, we tested whether emotion regu-
lation affected changes in bullying involvement. Hierarchical
regressions indicated that the interaction between emotion
regulation at T2 and group was significant only in predicting
T2 outsider behavior (R2 = 0.22; p < 0.05; β = -3.74; p <
0.05). Post hoc regressions run separately for EG and CG
showed that a lower score in T2 emotion regulation in the
CG predicted a higher score in T2 outsider behavior (β =
−0.32; p < 0.05). Equation was not significant for the EG.

Discussion

The study hypotheses have been partially satisfied, and find-
ings are promising in showing the efficacy of Social Theatre
activities to improve children’s well-being. Although emotion
regulation remained stable in the experimental group, it dimin-
ished after a few months in the control group. It is difficult to
find a plausible explanation for this finding. We can speculate
that children become more tired and stressed in the second
term, likely because of homework overload, whichmight have
contributed to the decrease in emotion regulation. It is also
possible that other factors (e.g., level of stress within the fam-
ily; lack of support from parents and teachers), which accu-
mulate over the school year, contribute to a decrease in emo-
tion regulation skills. However, emotion regulation did not
decrease among children participating in the workshop. We
could surmise that the presence of several moments of reflec-
tion and sharing of emotional contents during the workshop
sessions, together with the opportunity for children to express
these contents in the language more congenial for them (ver-
bal, nonverbal, written, drawn), could have helped in exercis-
ing self-control and emotion management. The trainer often
focused on the legitimation of every positive and negative
emotional expression, and on the necessity to share personal
experiences and feelings with the group to reach the objectives
of each session. It is also possible that the workshop consti-
tuted a pleasant and relaxing activity in the week routine, and
that it contributed to keep a positive mood.

The decrease of emotion regulation in the control group
was also partially responsible of an increase of outsider be-
havior in the same group. Children who have difficulties in

managing their emotions may develop deficits in understand-
ing social situations and in selecting proper responses
(Lemerise and Arsenio 2000). In addition, a high level of
emotional arousal may indicate personal distress in front of
others’ sufferings and, therefore, contribute to keep these chil-
dren away from bullying and unable to help their peers (Rieffe
and Camodeca 2016).

We also found that outsider behavior decreased among
boys who participated in the theatrical activities. As described
in the Method section, the activities proposed during the
workshop promoted the appreciation of each participant’s
abilities and characteristics and contributed to a nonjudgmen-
tal and respectful context which allowed children to express
themselves freely.Moreover, working in small groups to reach
appealing aims encouraged the development of effective ver-
bal and nonverbal communication skills, group collaboration,
and caring attitudes toward classmates (Bhukhanwala 2014;
Joronen et al. 2011; Mavroudis and Bournelli 2016; Walsh-
Bowers 1992; Walsh-Bowers and Basso 1999), which may
have strengthened bonds and helped outsider children to in-
crease their sense of class belongingness. In addition, the the-
atrical laboratory supported the idea that every individual is
responsible, in the group, for the success of each exercise and
the whole final performance and can help to achieve results
through cooperation and active participation. It is possible that
increasing one’s own sense of participation and responsibility
may have contributed to motivate some boys to reduce their
passive behaviors (which may provide bullies with an impor-
tant public) and to become more concerned for their peers.
However, a decrease in passive observation behavior does
not indicate an increase in active defending behavior or in
intervening in conflicts resolution, which, as indicated in the
next paragraph, may need more time.

In our sample, no significant changes emerged regarding
defending behavior toward the victims. As highlighted by
various authors (Burton and O’Toole 2009; Mavroudis and
Bournelli 2016), to promote an effective and active change,
it may be necessary to provide, during the workshop, explicit
references to the dynamics underlining defending behaviors. It
is also possible that fostering a direct intervention toward the
victim is not easy and requires more time, because children
need to change their competence beliefs and cognitions about
their self-efficacy, as well as to learn conflict mediation skills,
and improve social and physical abilities (Pronk et al. 2013).

Gender differences deserve a reflection. Girls, in their nat-
ural interactions with peers and compared to boys, are more
acquainted to being involved in group discussions or in ob-
serving peers, employ a more cooperative style, and are more
empathic and concerned for others (Garaigordobil 2009; Hay
et al. 2004). It is possible that these features characterizing the
workshop have been less salient for outsider girls than for
outsider boys, who, in contrast, could have taken more advan-
tage of exercises on communication, care for others, and
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emotion expression. The theatrical activities resulted, thus, are
more effective for boys than for girls. Indeed, boys initially
showed high values on the outsider scale, which, after the
workshop, reached a similar rate as those of boys in CG and
girls. Although we do not know whether the sense of respon-
sibility of outsider boys really increased, we assume that the
involvement in collaborative activities with a common aim
contributed to the reduction of this form of disengaged
behavior.

Limitations and Future Perspectives

One of the main limitations of this study lies in the reduced
length of the theatrical lab, which could be more efficacious if
it stretched throughout the entire school year and fostered the
inclusion of the workshop activities and routines in the daily
management of classes (Joronen et al. 2011). In fact, the ben-
efit of Social Theatre method would lie in promoting lasting
changes, which are facilitated through longer projects and the
involvement of all the adults around children (Bernardi and

Innocenti Malini 2015a, b; Innocenti Malini 2017). For this
reason, before and during the workshop, it would be useful to
organize training sessions on Social Theatre for teachers, ed-
ucators, and parents, to provide them with means for under-
standing what happens during the workshop and with useful
techniques to maintain and amplify the benefits obtained.
Likewise, it could be useful to add a session, after the final
play, to analyze the whole experience with the children and to
allow them to share impressions and feelings with their
classmates.

Similarly, stronger outcomes could have been yielded
employing activities with a clear focus on bullying dynamics
or emotion regulation. As a matter of fact, some previous
studies structured the workshop duration similarly to the one
described in this paper, but they explicitly addressed these
aspects, obtaining direct and immediate effects (Graves et al.
2007; Joronen et al. 2011). In contrast, employing activities
that were not specifically designed to tackle bullying or to
improve emotional regulation may have accounted for the
stability (rather than the increase) of emotion regulation or
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defending behavior, and for the stability (rather than the de-
crease) of bullying or victimization.

Another limit is the large number of participants to each
session, which, combined with the presence of a single trainer,
influenced both the amount of time planned for each exercise
(reducing the number of activities) and the trainer’s attention
to the relationships among participants. In addition, the ques-
tionnaires were administered by the same person who led the
workshop, which could have influenced the answers of the
participants involved in the activities, due to the relationship
developed between the trainer and the children in the weeks
spent together.

We realize that the reliability of outsider behavior at T1 was
low, which has been found also in previous studies (Mazzone
et al. 2016; Sutton and Smith 1999). This may be due to the
small sample size or to the short length of the scale. It is also
likely that the items grouped in the outsider scale measure dif-
ferent aspects of the construct, which are less easy to detect
because they do not indicate clear actions, but may be perceived
as “non-behaviors” (e.g., standing by, doing nothing, minding
one’s own business) (Mazzone et al. 2016; Sutton and Smith
1999; Tavakol and Dennick 2011). It is therefore possible that
children provided incoherent responses, in particular at T1,
when they saw the items for the first time and had never thought
about them, or roles were not defined yet, as it could be at the
beginning of the year. We could surmise that, in the second
administration, children recognized the questionnaire or had
reflected upon items, and provided more consistent responses,
or that outsider behaviors became more coherent within the
same persons, because relationships and roles tended to stabi-
lize throughout the school year. Although we do not think that
different reliability values at T1 and T2 affected the outcomes,
because results go in the expected direction, further studies are
needed to confirm our findings with more robust measures and
clarify the internal consistency of outsider behavior.

The small sample size, obtained from a single school, did
not allow to generalize results. Future studies could extend the
project to larger samples of children of different age groups.
The effects of Social Theatre activities on other aspects of
socio-emotional well-being could be also analyzed, including
self-efficacy, which could motivate children to take action
against bullying (Pronk et al. 2013), communication skills,
creativity, and self-esteem, which have been found to improve
with theatrical activities implemented with different methods
(Boehm and Boehm 2003; Hui and Lau 2006; Kardaş and
Koç 2017).

Finally, future studies could include the collection and anal-
ysis of both qualitative and quantitative data, integrating re-
sults from questionnaires with interviews, focus groups, and
observations. This combination of different methods could be
useful to understand what participants experience in each
phase of the workshop and to achieve a better comprehension
of the results of the questionnaires (Costa et al. 2014).

Although it is possible to identify several actions to im-
prove the interventions based on Social Theatre and the eval-
uation of their efficacy, we think that the results obtained are
promising, set a good starting point for future studies, and may
contribute to increase research attention on the effects of the
Social Theatre workshops in educational contexts. Analyzing
the benefits of theatrical activities through an evidence-based,
multi-informant, approach is a strength to be considered in
future research or practical works aimed at implementing
performing arts in schools.

Compliance with Ethical Standards

Ethical Approval All procedures performed in this study, involving hu-
man participants, were in accordance with the ethical standards of the
University of Milano-Bicocca, the Italian Association of Psychology,
and with the 1964 Helsinki declaration and its later amendments or com-
parable ethical standards. Informed consent was obtained from the par-
ents or tutors of all participants included in the study.

References

Beare, D., & Belliveau, G. (2007). Theatre for positive youth develop-
ment: a development model for collaborative play-creating. Applied
Theatre Researcher/IDEA Journal, 8, 1–16.

Bernardi, C. (2014). Il teatro sociale. L’arte tra disagio e cura [Social
theatre: Arts between distress and cure]. Roma: Carocci Editore.

Bernardi, C.& Innocenti Malini, G. (2015a). From performance to action.
Il teatro sociale tra rappresentazione, relazione e azione [Social the-
atre between rappresentation, relationship, and action]. Proceedings
of the Congress “Thinking the theatre. New theatrology and perfor-
mance studies” (CUT-Consulta Universitaria del Teatro), Turin,
Italy.

Bernardi, C. & Innocenti Malini, G. (2015b). Performare la societas. Le
intersezioni del teatro sociale e della performance nella riflessione e
prassi contemporanee [Performing societies. The intersections of
social theatre and performance in contemporary thinking and prax-
is]. Resource document. http://www.academia.edu/21820805/
Performare_la_societas._Le_intersezioni_del_teatro_sociale_e_
della_performance_nella_riflessione_e_prassi_contemporanee.
Accessed 25 March 2017.

Bhukhanwala, F. (2014). Theater of the oppressed in an after-school
program: middle school students’ perspectives on bullying and pre-
vention. Middle School Journal, 46, 3–12. https://doi.org/10.1080/
00940771.2014.11461899.

Boehm, A., & Boehm, E. (2003). Community theatre as a means of
empowerment in social work: a case study of women’s community
theatre. Journal of Social Work, 3(3), 283–300. https://doi.org/10.
1177/146801730333002.

Burton, B., & O’Toole, J. (2009). Power in their hands: The outcomes of
the acting against bullying research project. Applied Theatre
Researcher/IDEA Journal, 10, 1–15.

Camodeca, M., & Coppola, G. (2019). Participant roles in preschool
bullying: the impact of emotion regulation, social preference, and
quality of the teacher-child relationship. Social Development.
https://doi.org/10.1111/sode.12320.

Camodeca, M., Goossesn, F. A., Meereum Terwogt, M., & Schuengel, C.
(2002). Bullying and victimization among school age children: sta-
bility and links to proactive and reactive aggression. Social

21Int Journal of Bullying Prevention (2021) 3:13–23

http://www.academia.edu/21820805/Performare_la_societas._Le_intersezioni_del_teatro_sociale_e_della_performance_nella_riflessione_e_prassi_contemporanee
http://www.academia.edu/21820805/Performare_la_societas._Le_intersezioni_del_teatro_sociale_e_della_performance_nella_riflessione_e_prassi_contemporanee
http://www.academia.edu/21820805/Performare_la_societas._Le_intersezioni_del_teatro_sociale_e_della_performance_nella_riflessione_e_prassi_contemporanee
https://doi.org/10.1080/00940771.2014.11461899
https://doi.org/10.1080/00940771.2014.11461899
https://doi.org/10.1177/146801730333002
https://doi.org/10.1177/146801730333002
https://doi.org/10.1111/sode.12320


Development, 11, 332–345. https://doi.org/10.1111/1467-9507.
00203.

CASEL (Collaborative for Academic, Social, and Emotional Learning)
(2009). Social and emotional learning and bullying prevention.
Washington, D.C.: American Institute for Research. Resource doc-
ument. https://www.casel.org/wp-content/uploads/2016/01/3_SEL_
and_Bullying_Prevention_2009.pdf. Accessed 23 January 2019.

Costa, N., Faccio, E., Belloni, E., & Iudici, A. (2014). Drama experience
in educational interventions. Procedia-Social and Behavioral
Sciences, 116, 4977–4982. https://doi.org/10.1016/j.sbspro.2014.
01.1058.

Denham, S. A., Blair, K. A., Demulder, E., Levitas, J., Sawyer, K.,
Auerbach-Major, S., & Queenan, P. (2003). Preschool emotional
competence: pathway to social competence? Child Development,
74, 238–256. https://doi.org/10.1111/1467-8624.00533.

Douglas, N., Warwick, I., Whitty, G., & Aggleton, P. (2000). Vital youth:
Evaluating a theatre in health education project. Health Education,
100, 207–215. https://doi.org/10.1108/09654280010343582.

Flay, B. R., Biglan, A., Boruch, R. F., Castro, F. G., Gottfredson, D.,
Kellam, S., et al. (2005). Standards of evidence: criteria for efficacy,
effectiveness and dissemination. Prevention Science, 6, 151–175.
https://doi.org/10.1007/s11121-005-5553-y.

Freeman, G., Sullivan, K., & Fulton, C. (2003). Effects of creative drama
on self-concept, social skills, and problem behaviour. The Journal of
Educational Research, 96, 131–138. https://doi.org/10.1080/
00220670309598801.

Gaffney, H., Ttofi, M. M., & Farrington, D. P. (2018). Evaluating the
effectiveness of school-bullying prevention programs: an updated
meta-analytical review. Aggression and Violent Behavior. https://
doi.org/10.1016/j.avb.2018.07.001.

Garaigordobil, M. (2009). A comparative analysis of empathy in child-
hood and adolescence: gender differences and associated socio-
emotional variables. International Journal of Psychology and
Psychological Therapy, 2009(9), 217–235.

Garner, P. W., & Stowe Hinton, T. (2010). Emotional display rules and
emotion self-regulation: associations with bullying and victimiza-
tion in community-based after school programs. Journal of
Community & Applied Social Psychology, 20, 480–496. https://
doi.org/10.1002/casp.1057.

Gini, G., Albiero, P., Benelli, B., & Altoè, G. (2008). Determinants of
adolescents’ active defending and passive bystanding behavior in
bullying. Journal of Adolescence, 31, 93–105. https://doi.org/10.
1016/j.adolescence.2007.05.002.

Gjærum, R. G., & Ramsdal, G. H. (2008). Forum theatre’s positive im-
pact on self-esteem in conflict. Applied Theatre Researcher/IDEA
Journal, 9, 1–18.

Goossens, F. A., Olthof, T., & Dekker, P. H. (2006). New participant role
scales: comparison between various criteria for assigning roles and
indications for their validity. Aggressive Behavior, 32, 343–357.
https://doi.org/10.1002/ab.20133.

Graves, K., Frabutt, J., & Vigliano, D. (2007). Teaching conflict resolu-
tion skills to middle and high school students through interactive
drama and role play. Journal of School Violence, 6, 57–79. https://
doi.org/10.1300/J202v06n04_04.

Greenberg, M. T., Weissberg, R. P., O’Brien, M. U., Zins, J. E.,
Fredericks, L., Resnik, H., & Elias, M. J. (2003). Enhancing
school-based prevention and youth development through coordinat-
ed social, emotional, and academic learning. American
Psychologist, 58, 466–474. https://doi.org/10.1037/0003-066X.58.
6-7.466.

Gross, J. J. (2002). Emotion regulation: Affective, cognitive, and social
consequences. Psychophysiology, 39, 281–291. https://doi.org/10.
1017/s0048577201393198.

Guerra, M., &Militello, R. (2012). Tra scuola e teatro. Per una didattica
dei laboratori teatrali a scuola. [Between school and theatre. For a

theatrical workshop education at school]. Milano: Franco Angeli
Editore.

Hawkins, D. L., Pepler, D. J., & Craig, W. M. (2001). Naturalistic obser-
vations of peer interventions in bullying. Social Development, 10,
512–527. https://doi.org/10.1111/1467-9507.00178.

Hay, D. F., Payne, A., & Chadwick, A. (2004). Peer relations in child-
hood. Journal of Child Psychology and Psychiatry, 45, 84–108.
https://doi.org/10.1046/j.0021-9630.2003.00308.x.

Hernandez, M. M., Eisenberg, N., Valiente, C., Spinrad, T. L.,
VanSchyndel, S. K., Diaz, A., et al. (2015). Observed emotion fre-
quency versus intensity as predictors of socioemotional maladjust-
ment. Emotion, 15, 699–704. https://doi.org/10.1037/emo0000099.

Hui, A., & Lau, S. (2006). Drama education: a touch of the creative mind
and communicative-expressive ability of elementary school children
in Hong Kong. Thinking Skills and Creativity, 1, 34–40. https://doi.
org/10.1016/j.tsc.2005.06.001.

Innocenti Malini, G. (2017). Il teatro sociale [Social theatre]. In A. Grasso
(Ed.), Storia della comunicazione e dello spettacolo in Italia.
Volume III. I media alla sfida della convergenza (dal 1979 a oggi)
[History of communication and performance in Italy. Volume III.
Media in front of the convergence challenge (from 1979 to now)]
(pp. 268–271). Vita & Pensiero: Milan.

Joronen, K., Konu, A., Rankin, H., & Astedt-Kurki, P. (2011). An eval-
uation of a drama program to enhance social relationships and anti-
bullying at elementary school: a controlled study.Health Promotion
International, 27, 5–14. https://doi.org/10.1093/heapro/dar012.

Kardaş, M. N., & Koç, R. (2017). Effect of drama instruction method on
students' Turkish verbal skills and speech anxiety. International
Journal of Progressive Education, 13, 64–78.

Kärnä, A., Voeten, M., Little, T. D., Poskiparta, E., Kaljonen, A., &
Salmivalli, C. (2011). A large-scale evaluation of the KiVa
antibullying program: Grades 4–6. Child Development, 82, 311–
330. https://doi.org/10.1111/j.1467-8624.2010.01557.x.

Lemerise, E. A., & Arsenio, W. F. (2000). An integrated model of emo-
tion processes and cognition in social information processing. Child
Development, 71, 107–118. https://doi.org/10.1111/1467-8624.
00124.

Mavroudis, N., & Bournelli, P. (2016). The role of drama in education in
counteracting bullying in schools. Cogent Education, 3, 1–12.
https://doi.org/10.1080/2331186X.2016.1233843.

Mazzone, A., Camodeca, M., & Salmivalli, C. (2016). Interactive effects
of guilt and moral disengagement on bullying, defending and out-
sider behavior. Journal of Moral Education, 45, 419–432. https://
doi.org/10.1080/03057240.2016.121639.

Molina, P., Sala, M. N., Zappulla, C., Bonfigliuoli, C., Cavioni, V.,
Zanetti, M. A., … Cicchetti, D. (2014). The emotion regulation
checklist–Italian translation. Validation of parent and teacher ver-
sions. European Journal of Developmental Psychology, 11, 624-
634. DOI: https://doi.org/10.1080/17405629.2014.898581.

Moneta, I., & Rousseau, C. (2008). Emotional expression and regulation
in a school-based drama workshop for immigrant adolescents with
behavioral and learning difficulties. The Arts in Psychotherapy, 35,
329–340. https://doi.org/10.1016/j.aip.2008.07.001.

Olweus, D. (1993). Bullying at school: what we know and what we can
do. Cambridge, MA: Blackwell Publishing.

Pozzoli, T., Gini, G., &Vieno, A. (2012). The role of individual correlates
and class norms in defending and passive bystanding behavior in
bullying: a multilevel analysis. Child Development, 83, 1917–1931.
https://doi.org/10.1111/j.1467-8624.2012.01831.x.

Pronk, J., Goossens, F. A., Olthof, T., De Mey, L., & Willemen, A. M.
(2013). Children’s intervention strategies in situations of victimiza-
tion by bullying: Social cognitions of outsiders versus defenders.
Journal of School Psychology, 51, 669–682. https://doi.org/10.
1016/j.jsp.2013.09.002.

Rieffe, C., & Camodeca, M. (2016). Empathy in adolescence: relations
with emotion awareness and social roles. British Journal of

22 Int Journal of Bullying Prevention (2021) 3:13–23

https://doi.org/10.1111/1467-9507.00203
https://doi.org/10.1111/1467-9507.00203
https://www.casel.org/wp-content/uploads/2016/01/3_SEL_and_Bullying_Prevention_2009.pdf
https://www.casel.org/wp-content/uploads/2016/01/3_SEL_and_Bullying_Prevention_2009.pdf
https://doi.org/10.1016/j.sbspro.2014.01.1058
https://doi.org/10.1016/j.sbspro.2014.01.1058
https://doi.org/10.1111/1467-8624.00533
https://doi.org/10.1108/09654280010343582
https://doi.org/10.1007/s11121-005-5553-y
https://doi.org/10.1080/00220670309598801
https://doi.org/10.1080/00220670309598801
https://doi.org/10.1016/j.avb.2018.07.001
https://doi.org/10.1016/j.avb.2018.07.001
https://doi.org/10.1002/casp.1057
https://doi.org/10.1002/casp.1057
https://doi.org/10.1016/j.adolescence.2007.05.002
https://doi.org/10.1016/j.adolescence.2007.05.002
https://doi.org/10.1002/ab.20133
https://doi.org/10.1300/J202v06n04_04
https://doi.org/10.1300/J202v06n04_04
https://doi.org/10.1037/0003-066X.58.6-7.466
https://doi.org/10.1037/0003-066X.58.6-7.466
https://doi.org/10.1017/s0048577201393198
https://doi.org/10.1017/s0048577201393198
https://doi.org/10.1111/1467-9507.00178
https://doi.org/10.1046/j.0021-9630.2003.00308.x
https://doi.org/10.1037/emo0000099
https://doi.org/10.1016/j.tsc.2005.06.001
https://doi.org/10.1016/j.tsc.2005.06.001
https://doi.org/10.1093/heapro/dar012
https://doi.org/10.1111/j.1467-8624.2010.01557.x
https://doi.org/10.1111/1467-8624.00124
https://doi.org/10.1111/1467-8624.00124
https://doi.org/10.1080/2331186X.2016.1233843
https://doi.org/10.1080/03057240.2016.121639
https://doi.org/10.1080/03057240.2016.121639
https://doi.org/10.1080/17405629.2014.898581
https://doi.org/10.1016/j.aip.2008.07.001
https://doi.org/10.1111/j.1467-8624.2012.01831.x
https://doi.org/10.1016/j.jsp.2013.09.002
https://doi.org/10.1016/j.jsp.2013.09.002


Developmental Psychology, 34, 340–353. https://doi.org/10.1111/
bjdp.12133.

Rossi Ghiglione, A., & Pagliarino, A. (2011). Fare teatro sociale
[Playing social theatre]. Rome: Dino Audino Editore.

Rydell, A. M., Berlin, L., & Bohlin, G. (2003). Emotionality, emotion
regulation, and adaptation among 5- to 8-year-old children.
Emotion, 3, 30–47. https://doi.org/10.1037/1528-3542.3.1.30.

Salmivalli, C. (2010). Bullying and the peer group: a review. Aggression
and Violent Behavior, 15, 112–120. https://doi.org/10.1016/j.avb.
2009.08.007.

Salmivalli, C., Lagerspetz, K., Björkqvist, K., Österman, K., &
Kaukiainen, A. (1996). Bullying as a group process: participant
roles and their relations to social status within the group.
Aggressive Behavior, 22(1), 1–15.

Saxton, J., & Prendergast, M. (2009). Applied theatre: international case
studies and challenges for practice. Bristol: Intellect.

Shields, A., & Cicchetti, D. (1997). Emotion regulation among school-
age children: The development and validation of a new criterion Q-
sort scale. Developmental Psychology, 33, 906. https://doi.org/10.
1037/0012-1649.33.6.906.

Shields, A., & Cicchetti, D. (2001). Parental maltreatment and emotion
dysregulation as risk factors for bullying and victimization in middle
childhood. Journal of Clinical Child Psychology, 30, 349–363.
https://doi.org/10.1207/S15374424JCCP3003_7.

Sijtsma, K. (2009). On the use, the misuse, and the very limited useful-
ness of Cronbach’s alpha. Psychometrika, 74, 107–120. https://doi.
org/10.1007/S11336-008-9101-0.

Smith, P. K., Morita, Y., Junger-Tas, J., Olweus, D., Catalano, R. F., &
Slee, P. (1999). The nature of school bullying. A cross-national
perspective. London: Routledge.

Srabstein, J. C., & Merrick, J. (2013). Bullying: A public health concern.
New York: Nova Publishers.

Sutton, J., & Smith, P. K. (1999). Bullying as a group process: an adap-
tation of the participant role approach. Aggressive Behavior, 25, 97–
111. https://doi.org/10.1002/(SICI)1098-2337(1999)25:2<97::AID-
AB3>3.0.CO;2-7.

Tavakol, M., & Dennick, R. (2011). Making sense of Cronbach’s alpha.
International Journal of Medical Education, 2, 53–55. https://doi.
org/10.5116/ijme.4dfb.8dfd.

Thornberg, R., Tenenbaum, L., Varjas, K., Meyers, J., Jungert, T., &
Vanegas, G. (2012). Bystander motivation in bullying incidents: to
intervene or not to intervene? The Western Journal of Emergency
Medicine, 13, 247–252. https://doi.org/10.5811/westjem.2012.3.
11792.

Van der Ploeg, R., Steglich, C., & Veenstra, R. (2016). The support group
approach in the Dutch KiVa anti-bullying programme: effects on
victimisation, defending and well-being at school. Educational
Research, 58, 221–236. https://doi.org/10.1080/00131881.2016.
1184949.

Veiga, G., Neto, C., & Rieffe, C. (2016). Preschoolers’ free play: connec-
tions with emotional and social functioning. The International
Journal of Emotional Education, 8, 48–62 ISSN 2073-7629.

Walsh-Bowers, R. (1992). A creative drama prevention program for eas-
ing early adolescent’s adjustment to school transitions. The Journal
of Primary Prevention, 13, 131–147. https://doi.org/10.1007/
BF01325071.

Walsh-Bowers, R., & Basso, R. (1999). Improving early adolescents’
peer relation through classroom creative drama: An integrated ap-
proach. Social Work in Education, 21, 23–32. https://doi.org/10.
1093/cs/21.1.23.

23Int Journal of Bullying Prevention (2021) 3:13–23

https://doi.org/10.1111/bjdp.12133
https://doi.org/10.1111/bjdp.12133
https://doi.org/10.1037/1528-3542.3.1.30
https://doi.org/10.1016/j.avb.2009.08.007
https://doi.org/10.1016/j.avb.2009.08.007
https://doi.org/10.1037/0012-1649.33.6.906
https://doi.org/10.1037/0012-1649.33.6.906
https://doi.org/10.1207/S15374424JCCP3003_7
https://doi.org/10.1007/S11336-008-9101-0
https://doi.org/10.1007/S11336-008-9101-0
https://doi.org/10.1002/(SICI)1098-2337(1999)25:2<97::AID-AB3>3.0.CO;2-7
https://doi.org/10.1002/(SICI)1098-2337(1999)25:2<97::AID-AB3>3.0.CO;2-7
https://doi.org/10.5116/ijme.4dfb.8dfd
https://doi.org/10.5116/ijme.4dfb.8dfd
https://doi.org/10.5811/westjem.2012.3.11792
https://doi.org/10.5811/westjem.2012.3.11792
https://doi.org/10.1080/00131881.2016.1184949
https://doi.org/10.1080/00131881.2016.1184949
https://doi.org/10.1007/BF01325071
https://doi.org/10.1007/BF01325071
https://doi.org/10.1093/cs/21.1.23
https://doi.org/10.1093/cs/21.1.23

	Theatrical Activities in Primary School: Effects on Children’s Emotion Regulation and Bullying
	Abstract
	Introduction
	The Social Theatre Model
	Theatre Interventions at School
	The Present Study
	Method
	Sample and Procedure
	Instruments
	The Workshop
	Data Analysis

	Results
	Discussion
	Limitations and Future Perspectives

	References


