
Chapter 20
Sociometry, Psychodrama,
and Experiential Teaching in Social
Work Education and Supervision

Abstract This chapter is devoted to the use of Moreno’s methods within education
and supervision contexts to prepare the next generation of competent social work
practitioners. The history and current state of Moreno’s methods in US and inter-
national academia is outlined, along with limitations to embedding psychodrama
within university settings. Socialwork education’s history of experiential education is
described with its relevance to sociometry and psychodrama as experiential teaching
tools. Research on the effectiveness of experiential teaching and role-play in the class-
room is offered and the importance of supervision in social work and psychodrama
is highlighted. Examples and structured prompts are provided with a focus on using
experiential sociometry processes (spectrograms, locograms, floor checks, step-in
sociometry, hands-on-shoulder sociograms, and the circle of strengths) to enhance
the learning experience of social work students, interns, and supervisees in various
settings. Vignettes are also included which depict the use of written sociometric
processes and psychodramatic role-plays within supervision or mentorship contexts.

Keywords Social work education · Social work supervision · Experiential
teaching · Experiential education · Teaching psychodrama

The use of Moreno’s methods in education and supervision offers facilitators oppor-
tunities to contribute in unique ways to the emergence of the next generation of social
workers. Little has been written about the use of Moreno’s methods in social work
education or supervision as either content or process. This chapter will introduce the
state of psychodrama in academia while focusing primarily on the use of sociometry,
psychodrama, and sociodrama as teaching and supervisory processes within social
work education and supervision. The text below includes examples of usingMoreno’s
methods with social workers in educational contexts and supervision groups. The
application of Moreno’s experiential methods within various social work contexts
offers engaging opportunities to nurture the next generation of social workers.
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20.1 Moreno’s Methods in US and International Academic
Contexts

J. L. Moreno introduced psychodrama courses into the US higher education system
beginning in 1937 at Columbia University and the New School for Social Research
(Moreno, 1955). He later became an adjunct professor in the department of sociology
at NYU from 1952 to 1966 (Marineau, 2014). “It was in the year 1923 when I set
forth the dictum: ‘Spontaneity training is to be the main subject in the school of the
future’” (1946, p. 130). Moreno even proposed a “Spontaneity Theory of Learning”
in the 1949 book titled Psychodrama and Sociodrama in American Education. His
learning theory challenged the education focus on content learning by proposing
“act learning.” He writes that we learn developmentally through spontaneous action,
and that we should train students to act with spontaneity and creativity (responding
adequately/creatively) rather than to memorize content or mimic role behaviors
(1949). These ideas are also reflected in Paulo Freire’s 1974 Education for Crit-
ical Consciousness—“Acquiring literacy does not involve memorizing sentences,
words, or syllables—lifeless objects unconnected to an existential universe—but
rather an attitude of creation and re-creation, a self-transformation producing a
stance of intervention in one’s context” (2013, p. 45). Just as Moreno’s theory of
group psychotherapy elevated patients to the status of therapeutic agent, his theory
of education elevates students to the role of learner–teacher (Giacomucci, 2019b).

At the time of this writing, this author was unable to locate a single active
psychodrama degree program or concentration in the USA. Zerka Moreno’s (2012b,
p. 5) statement in the Psychodrama Network News rings true today: “there are
master’s tracks in a number of universities abroad. Why not in our country?” While
sociometry, psychodrama, and experiential group therapies have very limited influ-
ence within academia in the USA, they are widespread in international institutes
of higher education (Propper, 2003). There are multiple graduate degree programs
around the world that not only include an elective on sociometry, psychodrama,
and group psychotherapy—but award an entire master’s degree in it. Nevertheless,
there are a handful of graduate programs (psychology, counseling, education, or
drama therapy) that offer an elective course on psychodrama, including Bryn Mawr
College, Yeshiva University, West Chester University, Lesley University, New York
University, Lewis and Clark College, Russell Sage College, Kansas State University,
Antioch University, California Institute for Integral Studies (CIIS), among others.
Though psychodrama is rarely taught in US universities, it is noted by Blatner and
Blatner (1997), that “a derivative of Moreno’s psychodrama, role-playing is widely
used in education from preschool to professional graduate programs” (p. 124).

In an attempt to promote the integration of psychodrama into university programs,
this author published a call to action in theFall 2019 issue of theASGPPPsychodrama
Newsletter that advocated for increasing psychodrama’s presence in academia while
listing some of the reasons for the absence of Moreno’s methods in academia as
being related to the emergence of evidence-based practice, psychodrama’s limited
research base, the decline in groupwork education in degree programs, individualism,
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the dominance of the medical model, and a demonstrated lack of professionalism
from psychodrama trainers beginning with Moreno himself (Giacomucci, 2019a).

20.1.1 Psychodrama and Drama Therapy in Academia

Although psychodrama has been unsuccessful thus far in securely establishing itself
within US academic institutions, there are currently five accredited drama therapy
programs in North America—all with licensure paths in their respective states. These
include New York University, Lesley University, Concordia University (Canada),
Antioch University, and California Institute of Integral Studies (CIIS). Many drama
therapists refer to J. L. Moreno as “the first drama therapist” due to his use of the
theater as a therapeutic modality (Brooke, 2006, p. 218). Johnson and Emunah’s
historical presentation of drama therapy suggests that the field emerged to fill the
gap left by psychodrama’s movement away from theater, toward clinical mental
health practice (2009). The process of founding the North American Drama Therapy
Association (NADTA) in 1979 included multiple psychodramatists, among others
from education, psychology, and theater. Within two years of its foundation, there
were two established drama therapymaster’s programs—one in California and one in
NewYork. Johnson and Emunah comment that “the future of the field was dependent
upon these two programs, and others to be established” (2009, p. 9).

Landy (2017) highlights that while psychodrama developed from Moreno’s
critique of psychoanalysis and traditional theater, drama therapy recognizes psycho-
analysis and traditional theater as two of its major roots. Moreno may have marginal-
ized his method by challenging the already established fields of theater and psycho-
analysis which had been accepted within academia (Gershoni, 2009; Moreno, 2011,
2012a; Nicholas, 2017). This may be a significant lesson available to psychodrama-
tists in the history of drama therapy’s path toward recognition as a profession and
establishment in university settings.

20.1.2 Limitations to Psychodrama in the Classroom

There are, of course, limitations to teaching psychodrama in the context of a
university classroom setting (Giacomucci, 2019b). A major limitation to providing
psychodrama in the classroom is that there are only about 200 certified Trainer,
Educator, Practitioners (TEP)s through the American Board of Examiners and less
than 400 certified practitioners (including the TEPs) in the USA. Considering the
limited number of certified psychodramatists, it may be difficult for universities to
find professors knowledgeable and experienced enough to teach a full psychodrama
course.

The nature of psychodrama training is that it is almost entirely experiential; it
is taught and learned in action. This emphasis on experiential learning defies the
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cultural conserve in US education, though some programs are increasingly utilizing
experiential learning. Psychodrama is a powerful tool, which can create opportu-
nity for incredible healing but also has a potential to harm. Adequate training in
psychodrama requires experience working at levels of emotional depth that could
be uncomfortable to many academics and students in a university setting, while also
placing higher emotional demands on students than their other courses. Further-
more, asking students to access these depths of vulnerability in a classroom is non-
traditional and may impact their ability to be present in other classes throughout the
day. These limitations suggest that a course teaching sociometry and psychodrama
would be insufficient in itself in terms of preparing students to competently practice
psychodrama.

The balance between left-brain cognitive learning and right-brain emotional
learning requires delicacy and containment in both teaching preparation and imple-
mentation. This dual focus challenges students to bring both their professional selves
and their personal selves to the classroom. This experience can be utilized by the
professor as an opportunity to teach appropriate boundaries and personal disclo-
sures for social workers. It is important that the class session not become a therapy
group, but that the focus remains on teaching. One creative way of maneuvering this
process might be to orient the experiential processes toward emotional work needed
to become a competent social worker. A common theme in most social work courses
is students’ insecurities when sharing about their field placement. A psychodrama
course could provide students with an opportunity to work out their field placement
insecurities through psychodrama while also learning the psychodramatic process.

A best practices document for teaching psychodrama in academic contexts has
been developed by this author and ASGPP’s Professional Liaison Committee which
outlines the further limitations and recommendations for adapting psychodrama
for university settings (Giacomucci, 2020b). A psychodrama course can provide
students with a comprehensive theoretical understanding of J. L. Moreno’s philo-
sophical system, an experiential understanding of sociometry, an introduction to
psychodramatic techniques, and training in experiential group therapy. After comple-
tion of a course, students would be able to competently use multiple pen-to-paper
and experiential sociometric tools, psychodramatic techniques, multiple experiential
sociometry processes, and a variety of group warm-up exercises. Nevertheless, after
completing a single semester course, students would not be prepared to direct a full
psychodrama.

The ABE psychodrama certification process of 780 h is more classroom hours
than the entirety of most graduate degrees. The completion of a course or program
concentration in psychodrama would propel a student toward ABE certification in
that they had obtained a wealth of hours in their educational program (for more
info, visit www.psychodramacertification.org). The 45 h of classroom instruction
from a 3 credit course could be credited toward the 90 h required for certification
as an experiential therapist (CET) through the International Society of Experiential
Professionals (ISEP), which puts students halfway to certification (for more info,
visit www.ExperientialProfessionals.com).

http://www.psychodramacertification.org
http://www.ExperientialProfessionals.com
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20.2 Experiential Teaching, Moreno’s Methods, and Social
Work Education

J. L. Moreno states that in discerning between immigrating from Vienna to either the
USA or Russia, he chose “the land of Dewey” and was attracted to Dewey’s theory
of constructivism—“knowing by doing” (Oudijk, 2007) and advocating for reforms
in the educational system (Drakulić, 2014). John Dewey, regarded by many as the
father of experiential education, in 1916 states, “give the pupils something to do, not
something to learn; and the doing is of such a nature as to demand thinking; learning
naturally results” (p. 191). Psychodrama offers a potent form of experiential learning
that has been used in social work education onlyminimally. As early as 1944, a social
worker, Mary Bosworth Treudley, had advocated for the use of psychodramatic role-
plays in social work education and supervision to create opportunities for students
to directly observe case scenarios. Around the same time, St. Elizabeths Hospital
was using psychodrama to train social work, psychology, and nursing interns on
communication skills with psychiatric patients (Buchanan & Swink, 2017). The
Journal of Teaching in Social Work offers numerous articles that demonstrate that
the experiential teaching process has a positive effect on learning outcomes (Banach,
Foden, &Carter, 2018; Dalton&Kuhn, 1998; Fleischer, 2018; Foels &Bethel, 2018;
Kaye & Fortune, 2001; Kramer & Wrenn, 1994; McKinney, O’Connor, & Pruitt,
2018; Powell & Causby, 1994; Quinn, Jacobsen, & LaBarber, 1992; Whebi, 2011;
Whiteman & Nielson, 1990). While others have noted over the past 50 years that
groupwork courses in socialwork educationhavegradually shifted away fromstrictly
didactic teaching methods, toward experiential teaching (Euster, 1979; Gutman &
Shennar-Golan, 2012; Stozier, 1997; Warkentin, 2017; Zastrow, 2001).

Many social work educators argue that social work education should focus more
on the process of teaching than the content of teaching (Fox, 2013; Gitterman, 2004;
Kolb, 2014; Rogers, 1961; Schön, 1987; Shulman, 1987). In social work educa-
tion, the curriculum content traditionally has been overemphasized with much less
attention given to the process of how students learn (Gitterman, 2004). In a practice
profession such as social work, “the process of teaching and the content of the subject
matter should go hand in hand” (Fox, 2013, p. xi). Kolb, a strong advocate of expe-
riential learning, states that “the experiential learning model pursues a framework
for examining and strengthening the critical linkages among education, work, and
personal development” (1984, p. 4). While Keeton and Tate emphasize experiential
learning in that:

…the learning is directly in touch with the realities being studied…. It involves direct
encounter with the phenomenon being studied rather than merely thinking about the
encounter or only considering the possibility of doing something with it. (1978, p. 2)

Rogers (1961) highlights two types of learning—cognitive learning and experien-
tial learning. He advocates for experiential learning by highlighting how it is more
meaningful and relevant to the learner because it completely involves the student
and integrates the instructional process with the course objectives. The experiential
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learning process includes the cycle of moving an abstract concept to concrete expe-
rience, personal reflection, and student experimentation (Georgiou, Zahn, & Meira,
2008; Koob & Funk, 2002; McCarthy, 2010). Wehbi offers her reflections on the
mechanisms of experiential teaching:

experiential teaching methods within the classroom may provide students with the oppor-
tunity to experience specific ways of being and doing, to model to one another skills and
attitudes they could carry into practice, and to extend classroom activities outside the class
setting. (Wehbi, 2011, p. 502)

Considering that the classroom is at its foundation a group (Shulman, 1987), and
that the dynamics within the group experience are present and acted out (it would be
impossible for it to be otherwise), it is fitting to teach group work in a group setting
using experiential teaching (Fleischer, 2018). Kolb and Kolb highlight that “the
magic of experiential learning lies in the unique relationship that is created between
teacher, learner, and the subject matter under study” (2017, p. xxiv). The application
of experiential teaching in the instruction of group work introduces students to the
magic of these processes.

20.2.1 Experiential Learning and Role-Play in the Classroom

Research has demonstrated the efficacy of simulated sessions (Bogo, Rawlings,
Katz, & Logie, 2014; Lu et al., 2011; Mooradian, 2007, 2008; Rawlings, 2012)
and role-plays (Macgowan & Vakharia, 2012; McGovern & Harmsworth, 2010;
Shera, Muskat, Delay, Quinn, & Tufford, 2013) for clinical skills training. Williams
(1995) highlights that educational simulations often are designed by the facilitator to
arrive at an already known learning objective while psychodramatic or sociodramatic
role-plays are spontaneous enactments. Experiential learning is widely regarded as
effective for teaching students in multiculturalism courses (Arthur & Achenbach,
2002) and for increasing competencies around diversity and working with oppressed
groups (Schreiber & Minarik, 2018). Additionally, many studies have demonstrated
that experiential learning is essential for students to translate theory into practice and
understand group dynamics (Furman et al., 2009; Ieva et al., 2009; Macgowan &
Vakharia, 2012; Swiller, 2011; Yalom & Leszcz, 2005).

A 1994meta-analysis on the retention of knowledge demonstrated no difference in
student’s forgetfulness of the content, except in comparison to experiential teaching
(Semb&Ellis, 1994). Specht and Sandlin’s (1991) comparison study on the retention
of course content between learning by lecture versus experiential role-plays had
similar findings. At the six week follow-up, students who learned the content through
lecture were showing a decline in problem solving by 54% and an 18% drop in
concept recognition while the students who learned through experiential role-plays
showed only a 13% drop in problem solving and did not demonstrate any decline in
concept recognition (Specht & Sandlin, 1991).



20.2 Experiential Teaching, Moreno’s Methods, and Social Work … 399

Through the use of role-play in the classroom, the learning experience moves
beyond a cognitive exercise to include skill development (Carey, 2016; Konopik &
Cheung, 2013; Warkentin, 2017). This offers the student “an integrative approach
to learning that balances feeling, thinking, acting and reflecting” (Kolb & Kolb,
2005, p. 200). Dennison (2005), Macgowan & Vakharia (2012), and Shera et al.
(2013) found that students’ participation in role-plays in the classroom contributed
more than anything else to their development of knowledge and skill in group work.
Warkentin describes the use of using role-playing to simulate a treatment group
in the social group work classroom, indicating it as “one of the more significant
learning activities for students” (2017, p. 237). The role-play is teaching technique
that can be adapted for use with nearly any topic, skills training, or profession.
Providing educators with a basic understanding of Moreno’s phases of an enactment
(warm-up, enactment, sharing) would greatly increase the efficacy of role-plays in
the classroom. It is arguable that most role-plays in the classroom do not bear fruit
because there was not an adequate warm-up to the enactment.

A Brazilian author proposes the use of “educational psychodrama” and highlights
is frequent use inBrazil for trainingmedical students through role-playing techniques
(Gomes et al. 2006; Liberali & Grosseman, 2015). A team of Spanish researchers
positively assessed educational psychodrama as a teaching strategy in university
settings (Maya & Maraver, 2020). Sociodrama and psychodrama have been used in
higher education to teach social educators (Haas, 1949; Jacobs, 1950; terAvest, 2017;
Veiga,Bertao,&Franco, 2015), lawyers (Cole, 2001), business professionals (Bidart-
Novaes, Brunstein, Gil, & Drummond, 2014; Wiener, 1988), medical professionals
(Baile & Blatner, 2014; Moreno & Moreno, 1959; Walters & Baile, 2014), nurses
(McLaughlin, Freed, & Tadych, 2006; Moreno &Moreno, 1959), and other students
(Blatner, 2006; Blatner & Blatner, 1997; Haworth & Vasiljevic, 2012; Michaels &
Hatcher, 1972).

In a Sect. 15.1, I suggested sociodrama to be superior to psychodrama as a teaching
method in classroom settings. Sternberg and Garcia even describe sociodrama as “a
kinesthetic, intuitive, affective, and cognitive educational technique” (2000, p. 4).
Brazilian authors Nery and Gisler (2019) describe sociodrama as an experiential
education method par excellence. Role-playing can also be useful in the classroom
to develop a richer understanding of various content including history, myth, reli-
gion, or literature (Haworth&Vasiljevic, 2012;Nolte, 2018).Others have highlighted
sociodrama’s utility as a therapeutic approach in high school settings (Landis, 2020).
Propper (2003) describes using an empty chair process to provide students with an
opportunity to psychodramatically encounter figures from history, myth, literature,
and religion. This could give new social work students not just an intellectual rela-
tionship to major figures in social work history, but also an emotional connection.
Imagine first year MSW students engaging in a psychodramatic dialogue with Jane
Addams, Mary Richmond, Sigmund Freud, or even Jacob Moreno! Nolte (2018)
describes using role-playing in the classroom as follows:

It is one thing to read about a character’s thoughts, words, and actions in a novel; it is
different to enact and experience being that character in that character’s situation through
role-playing. Answering questions from classmates and justifying the character’s actions
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deepens the experience. Action learning is more natural, and more like everyday learning
from life events, than traditional methods. It is more interesting than being talked to or
engaging in questions and answers. Role-playing results in a more integrated, experienced,
felt understanding of the material. (p. 192)

Beyond teaching sociometry as content, the utilization of sociometry in the education
process offers educators meaningful opportunities to enhance the learning environ-
ment. Much has also been written about the utility of sociometry within the class-
room as a tool for psychosocial safety, group cohesion, learning needs assessment,
assessment of preference, and training in interpersonal relations (Evans, 1962;Giaco-
mucci, 2018, 2019b; Giacomucci & Skolnik, in-press; Guldner & Stone-Winestock,
1995; Haas, 1949; Haworth & Vasiljevic, 2012; Propper, 2003). Guldner and Stone-
Winestock articulate that “the sociometric connections between people, the socio-
metric structure of groups, and the sociometric status of individuals are significantly
related to learning” (1995, p. 184). An instructor with a basic understanding of
sociometry can create an educational environment more conducive to learning by
conceptualizing learning as a social function (Cozolino, 2014; Jones, 1968; Siegel,
2012).

20.3 Moreno’s Methods in Social Work Supervision

The centrality of supervision within the social work field has been established
since the early years of the profession and has been formalized through multiple
avenues including: CSWE standards for accreditation related to field placement
supervision, agency policies, and license requirements (Kadushin & Harkness,
2014; Shulman, 2010b). Supervision in clinical social work has multiple func-
tions including mentoring, education, oversight, management, preventing negative
outcomes, and improving positive outcomes (Kadushin &Karness, 2014;Mor Barak
et al., 2009;Munson, 2012; Shulman, 2010b). Social work supervision, like the social
work profession, emphasizes the importance and centrality of relationships. Parallels
between the social worker–client relationship and the supervisor–supervisee rela-
tionship are often highlighted. In social work supervision, the relationship between
supervisor and supervisee is the vehicle for change (Shulman, 2010b).While supervi-
sion is a core component of the social work field, the prospect of using psychodrama
for clinical social work supervision has been underutilized and rarely written about
(Ramsauer, 2007).

Pugh remarks that “a central element to social work education is experiential
learning, most exemplified in the signature pedagogy of the field placement” (2014,
pp. 17–18; Kolb, 2014; Raschick, Maypole, & Day, 1998; Sachdev, 1997). From
the perspective of a role theory, the supervised student’s field placement is a role-
play. The MSW student is receiving supervision, education, and training to compe-
tently hold the role of social worker (medical, clinical, community, drug & alcohol,
etc.). The role training begins through dynamic doubling and mirroring between
student, educator, and supervisor until the student begins to develop competencies
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and confidence in the role. At this point, they have shifted from the role training into
role-playing phase of role-development.

Cheung, Alzate, and Nguyen (2012) offer a case study highlighting the role
training of an MSW student completing a psychodrama internship resulting in an
increase in student confidence and clinical skills. According to a study by Yalom and
his colleagues, therapists facilitating group therapy without supervision and training
were actually found to be less skilled at a sixmonth assessment—presumably because
“original errors may be reinforced by simple repetition” (Ebersole, Leiderman, &
Yalom, 1969; Yalom & Leszcz, 2005, p. 549).

The 1969 CSWE curriculum change toward a more generalist practice approach
significantly impacted the number of group work courses and concentrations for the
previous generation of social work students, who are now the current generation
of clinical social work educators, field instructors, and field placement supervisors
(Carey, 2016). Lack of qualified social work field placement supervisors who have
group work training is a serious concern (Carey, 2016; Goodman & Munoz, 2004;
Knight, 2017; LaRocque, 2017; Tully, 2015). How can field instructors without
group therapy training provide students with group therapy training? Furthermore,
the number of clinical social workers and field educators with psychodrama training
is significantly lower. In 2011, 11% of ABE certified psychodramatists held social
work credentials (ABESPGP, 2011, as cited in Konopik & Cheung, 2013). As of
2020, the American Board of Examiners in Sociometry, Psychodrama, and Group
Psychotherapywebsite includes 113 certified practitioners who also have social work
degrees which is just under 30% of all ABE certified psychodramatists. This is a
significant increase in social workers obtaining psychodrama certification in the past
decade. The Bureau of Labor Statistic’s estimates that in 2016, there were a total
of 682,100 social workers in the USA (BLS, 2018). Considering these figures, the
percentage of social workers that are also ABE psychodrama certified is as low
as 0.017%. The richness of sociometry and psychodrama has only been utilized
minimally by social workers, nevertheless it offers powerful group tools for social
work facilitators.

When discussing the role of supervisor, is also helpful to consider the sub-roles
within the role of supervisor. Using role theory to dissect the functions of the super-
visor role is congruent with psychodrama’s role theory and parallels Kellermann’s
model of the roles of psychodrama director (1992). Various conceptualizations of the
sub-roles of supervisor exist in the literature (Bernard, 1979; Center for Substance
Abuse Treatment, 2009; Daniel, 2012; Hawkins & Shohet, 2012; Williams, 1995);
however, this writer finds the following to be simplest:

Educator—addresses learning needs of supervisee, identifies clinical competen-
cies while offering suggestions for increasing effectiveness, provides resources,
and focuses on skills training and continuing education.
Supporter—provides validation, inspiration, and offers emotional support to
the supervisee related to job stress, countertransference, self-exploration, and
personal issues as they impact professional work.
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Fig. 20.1 Three roles of supervisor

Manager—assesses supervisee’s performance, productivity, and functioning
within code of ethics and organizational policies while supporting proper
completion of documentation and professional responsibilities.

A competent supervisor integrates these three sub-roles (see Fig. 20.1) into their
relationship with supervisees, effectively providing interpersonal support, education
for increased competencies, and logistical management to help supervisees operate
within organizational systems and professional code of ethics. This conceptualization
of the sub-roles of supervisor can be useful for the training of new supervisors and
assessing the balance of the supervisory relationship.

20.3.1 Importance of Psychodrama Supervision

One of the primary purposes of supervision could be described as helping the super-
visee develop new response to old situations and adequate responses to novel situ-
ations in their work (Chesner, 2008). This is precisely Moreno’s definition of spon-
taneity—which highlights the philosophical importance of spontaneity and supervi-
sion in psychodrama. The emphasis on spontaneity in psychodrama supervision is
useful for helping supervisees get unstuck and develop new creative ways of working
with their clients. The centrality of supervision in psychodrama is also evidenced
in the stringent supervision requirements in both the psychodrama practitioner and
trainer certifications in the USA and internationally (Krall, Fürst, & Fontaine, 2012).
Psychodrama’s practitioner certification (CP) requires at least a year-long supervised
practicum while the trainer credential (TEP) requires a minimum of three years of
supervised training while receiving regular supervision. As noted at various points
in this book, psychodrama is a powerful tool that can create much harm when used
inappropriately—because of this, supervision is especially important for competent
and ethical practice.

Though supervision is a core component of the psychodrama training process,
little has been written about it and almost no research is available on it (Krall, 2012;
Tabib, 2017). Daniel (2012) notes that psychodrama training is focused on content,
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theory, philosophy, concepts, and techniques,while psychodrama supervision ismore
oriented on developing professional identity and competence in practice. Dudler and
Weiß (2012) highlight the essential role of psychodrama supervision in helping the
psychodramatist integrate their new professional identity while also adapting their
psychodrama learning to fit their unique practice environment. Many have suggested
that skills and knowledge related to clinical work are also applicable skills and
knowledge for the supervisor’s practice—especially emphasis on the relationship (in
this case between supervisee and supervisor) and attention to the phases of a session
(Krall & Fürst, 2012).

Though traditional case presentations in supervision are done verbally,
psychodrama allows for the case presentation process to become experiential through
role-playing. Using psychodramatic role-playing or sculpting to re-enact super-
visee’s experiences with clients creates “an environment similar to the one-way
mirror setting, except we are in the room with the supervisee—observing, inter-
acting, and co-creating” (Ochs &Webster, 2017, p. 112). Psychodrama role-plays in
supervision allow for the exploration of a supervisee–client relationship embodied
in action rather than through the recounting of memories from the supervisee (Ochs
& Webster, 2017). In this process of re-enacting the supervisee’s experience with
their client, there are opportunities for reflection, processing, and experiential prac-
tice of new interventions (Apter, 2012). In psychodrama supervision, the process and
content of supervision are integrated (Tabib, 2017). In a similar way, psychodrama
processes can be used within the social work supervision context (Ochs, 2020).
Furthermore, Gimenez Hinkle (2008) and Williams (1988, 1995) highlight the
utility of using psychodrama in supervision to work through parallel processes and
countertransference issues which will be depicted in a later vignette (see Sect. 20.5).

20.3.2 Written Sociometric and Psychodramatic Tools
in Individual Social Work Supervision

The quality of individual social work supervision can be enhancedwith an integration
of simple written sociometric and psychodramatic tools that promote self-reflection,
future goal setting, and action insight. Some of these written tools include the role
atom, social atom, sociogram, psychodramatic timelines, psychodramatic journaling,
and psychodramatic letter writing—for an in-depth presentation of these tools, see
Chap. 16.While these instruments are primarily used with clients in clinical settings,
they can also be modified to explore the professional self and professional develop-
ment. For example, the social atom could be used as a relational assessment to depict
the nature of a supervisee’s professional relationships. Or a supervisee could use a
sociogram to depict their perception of the sociodynamics within their agency team
including coworkers, managers, and leadership. A timeline can be useful in assisting
a supervisee in appreciating the development of their professional self or career.
This writer has found timelines to be useful with retiring professionals to celebrate
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their achievements and with new professionals to create a future projection of where
they what they would like their career to look like. Psychodramatic journaling and
letter writing are useful as an adjunct to the timeline as they facilitate a supervisee
role reversing with their past or future professional selves along their timeline of
professional development. Psychodramatic journaling and letter writing can also be
useful for working their emotional blocks related to professional life or exploring
new professional possibilities. Perhaps the role atom is one of the most useful written
Morenean tools for professional development as it orients itself as an assessment of
the self—in this case, the professional self. This writer has developed a practice
of using the role atom as a future visioning tool for navigating the time and space
each professional role encompasses within my professional identity (see Fig. 20.2). I
strive to annually draw my current professional role atom and my ideal professional
role atom one year in the future which helps me to concretize and visualize which
professional roles I want to increase or decrease going forward. This book is a mani-
festation of the effects of annually drawing my professional role atom as it helped
me articulate and commit to reducing my clinical and administrative professional
roles to make space for the writer role.

Fig. 20.2 Professional role atom
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20.4 Experiential Sociometry in Social Work Education
and Supervision Groups

Any content from social work courses can be presented to students or groups of
supervisees through experiential teaching methods that utilize sociometry and/or
role-playing techniques. Moreno’s methods allow a social work educator or super-
visor to bring the mentoring experience to life and move from lecture or discus-
sion into action. Below are some simple examples of sociometry tools that can be
implemented for various social work teaching structures for classroom sessions,
post-graduate trainings, or supervision groups. Similar to clinical (see Chap. 11) and
community sociometry prompts (see Chap. 18), it is helpful to use the three phase
clinical map to discern the order of prompts in a way that warms up the group and
keeps the process safe.

20.4.1 Spectrograms

As outlined in previously (see Sect. 11.3 for more detail and a video link), the
spectrogram is a group-as-a-whole assessment that provides a facilitator with a quick
and efficient assessment of the group’s experience or understanding of a specific topic
(Giacomucci, Gera, Briggs, & Bass, 2018). Using the room as a sliding scale from 0
to 10, participants are asked to physically place themselves on the spectrum based on
their self-assessment of the prompt. Each spectrogram prompt provides opportunities
for students to self-reflect, seewhere theyfitwithin the group, and to accessmutual aid
by sharing with each other (Giacomucci, 2020a). As depicted in the examples below,
spectrograms can be useful for social work educators and supervisors to explore
students’ relationships to the course content and their experience of the learning
process.

Topic: Social Policy

1. How interested are you in social policy?
2. How much experience do you have in policy work?
3. How applicable is your learning of social policy to your current field placement?
4. How much do your agency policies effect your clients?

Topic: Research Methods

1. How much research experience do you have?
2. How motivated are you to learn research methods?

a. How interested are you in quantitative methods?
b. How interested are you in qualitative methods?

3. How competent do you feel interpreting the results of research studies?
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4. How important do you think research is for the social work field?

Topic: Social Work with Groups

1. How much experience do you have participating in groups of any kind?
2. How often are you expected to facilitate groups in your field placement?
3. How confident do you feel as a group facilitator?

Topic: Social Justice

1. How much experience do you have participating in social justice movements?
2. How often do your field placement client sessions involve discussions of social

justice?
3. How well do you think your field placement site does in advocating for social

justice?
4. How confident do you feel as an advocate for social justice?

The use of spectrograms in the classroom actively engages students to consider
their relationship to the content while discussing their experiences and beliefs with
their peers. In a traditional classroom, the level of participation often varies signif-
icantly from student to student with some students offering input regularly while
others rarely speak. The spectrogram is a tool that creates an inclusive experience
where everyone can participate and share in smaller groups or dyads. Spectrograms
are also useful for evaluations mid-semester or at the end of the semester. They
provide an action-based alternative to written evaluations. In supervision groups, the
spectrogram can be a cultivating agent for mutual aid between supervisees.

20.4.2 Floor Check

The floor check (see Sect. 11.5 for more detail and a video link) allows students or
supervisees to interface with a topic and subtopics through a reflective mutual aid
process. A floor check is facilitated by simply printing out pieces of paper labeled
with various subtopic criteria and offering a series of prompts where participants
stand at the criteria that best answers the prompt from them.With each prompt, a new
configuration of smaller groups emerges based on similar experience and participants
share briefly with those standing with them about their choice (Giacomucci, 2020c).
It is helpful to offer an option for “other” with most topics and to also maintain a 3–5
person ratio between the size of the group and the number of options offered. Below
are a series of floor check examples for social work educational and supervisory
settings.

Social Work Core Values Floor Check—integrity; competence; services; social
justice; importance of relationships; dignity/worth of each person.

1. Which value do you feel most represents the social work field?
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2. Which value do you feel that you best embody in your work?
3. Which value do you feel your field placement agency best embodies?
4. Which value do you feel is most overlooked by social workers?
5. Which valuewould you like tomore fully integrate into yourwork going forward?

Mental Health Diagnoses Floor Check—mood disorders (depression, bi-polar,
etc.), anxiety disorders, personality disorders, substance abuse or eating disorders,
dissociative disorders, psychotic disorders; other.

1. Which do you feel most comfortable working with?
2. Which do you feel is least understood in the field?
3. Which do you feel least competent to work with?
4. Which do you feel you have improved your knowledge of in the past year?

Social Work Practice Areas Floor Check—clinical social work; casework; social
group work; macrosocial work; social work academia; other.

1. Which area do you feel most prepared to work in?
2. Which area do you feel most intimidated to work in?
3. Which area could contribute to improving the quality of your current field

placement?
4. Which area have you become more interested in since starting your MSW

program?

Social Work Practice Sites Floor Check—schools; prisons; treatment centers;
universities; non-profit agencies; government agencies; hospitals; other.

1. Which practice site is your current field placement?
2. Which practice site do you have the most experience of in the past?
3. Which practice site do you think would be most difficult for you to work in?
4. Which practice site would you most want to work in?

The floor check process positions students or supervisees as mutual aid agents for
each other as they share, support, and educate one another through throughout each
floor check prompt. The floor check leverages relationships between participants to
create a social learning experience while creating movement in the classroom. Each
floor check prompt is inherently diagnostic as it reveals the preferences, experiences,
or views of the group as they related to the content of the prompt. Having assessed
a group of students with a floor check, the instructor can adapt the content of future
sessions to follow the warm-up or meet the needs of students.
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20.4.3 Step-In Sociometry

Step-in sociometry (see Sect. 11.6 for more detail and a video link), or circle of
similarities, is a useful group tool for highlighting similarities and shared experi-
ences between participants (Giacomucci, 2017). It is particularly useful for begin-
ning stages of groups as it helps to uncover similarities while normalizing difficult
experiences. Participants begin in a standing circle and take turns making statements
about themselves while physically stepping into the circle. When a statement is
offered, other participants also step into the circle to indicate their sense of connec-
tion to the statement. The process can be facilitated without any verbal sharing
which is more time efficient and sometimes feels safer for participants as they can
self-disclose without talking about details. Or brief sharing can take place related to
the various step-in statements. Below are some examples of using step-in sociometry
with students or supervisees:

Group: Inpatient Addictions Treatment Center Cohort of New Interns

1. Step in and name something you like to do that is not related to your career
2. Step in and identify something that attracted you to this field placement
3. Step in and name something you find difficult as a student or intern
4. Step in and share a hope or goal for your future career.

Group: Trauma-Informed Supervision Group

1. Step in and name something you do to practice in a trauma-informed way
2. Step in and identify a trauma-related issue that your clients struggle with
3. Step in and share one way you would like to grow as a trauma-informed social

worker.

Group: MSW Students About to Graduate

1. Step in and share one thing that has helped you throughout your MSW program
2. Step in and share one thing that you found difficult throughout your MSW

program
3. Step in and share one way you intend to use your MSW degree going forward.

Group: Social Work with Children Course

1. Step in and state one reason why you are interested in working with children
2. Step in and share one thing related to work with children that you would like to

learn.

Group: Social Work License Exam Prep

1. Step in and share one aspect of the license exam you feel confident about
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2. Step in and name one aspect of the exam you feel insecure about
3. Step in and share one way you plan to celebrate passing your exam.

Whether with social work supervisees or students, the step-in sociometry process
reveals the invisible connections and similarities between participants which helps
to increase group cohesion. Participants often come away from the exercise with an
enhanced sense of universality and what Shulman (2010a) describes as the “all in
the same boat” phenomenon.

20.4.4 Hands-on-Shoulder Sociograms

Another sociometry tool that offers utility for social work supervisors and educators
is hands-on-shoulder sociograms. Much has been published about using sociograms
in educational settings, especially with children and adolescents (Evans, 1962; Ferrá-
Vindel & Jimenez, 2011; Jennings, 1948; Sobieski & Dell’Angelo, 2016). The
sociogram reveals the underlying sociodynamicswithin the classroomor supervisory
group. As outlined in previous chapters, the sociogram can be created through a pen-
to-paper sociometric test or in action. Section 5.5 includes an example of a sociogram
created within an MSW classroom using a sociometric test where students indicated
their top three preferences for co-facilitators from the student group. The resulting
sociogramwas created using a computer program that efficiently generated the image
while also making the data anonymous. An examination of the sociogram provides
both students and the professor with an enhanced understanding of the distribution
of choices within the group based on the criteria of the prompt. In this case, the
sociometric test was used to teach sociograms while also choosing co-facilitators
for a future assignment. Information from a sociogram can help participants and
facilitators assess the social forces within the group, make group decisions based on
the outcome, and intervene to develop a more inclusive group experience.

Sociograms can also be facilitated in action by providing a specific prompt
and instructing participants to put their hand on the shoulder of the person who
best answers the given criteria. The experiential sociogram, or hands-on-shoulder
sociogram, allows participants to see in the here-and-now who is choosing them.
Once participants have indicated their choice by putting their hand on the shoulder
of one other group member, they can be invited to share briefly with that person
their reasons for making their choice which can significantly enhance interpersonal
relationships. In this process, it is important to obtain consent for physical touch and
to be attentive to the possibility of specific students or supervisees being unchosen
in multiple prompts. When this happens, the facilitator can create a new prompt with
new criteria that makes the previously unchosen participants highly chosen. Hands-
on-shoulder sociograms reveal to the group and individuals within it how individuals
are experienced by other participants which can be useful information when making
group decisions or warming-up to new collaborations. Below are some examples
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of hand-on-shoulder sociogram prompts in social work educational or supervisory
settings:

Group: MSW Class on Community Social Work

1. Place your hand on the shoulder of someonewho you feel has similar professional
interests as you

2. Place your hand on the shoulder of someone who has said something that
challenged you to look at an issue in a new way

3. Place your hand on the shoulder of someone who you would like to get to know
better

4. Place your hand on the shoulder of someone who you could see yourself writing
a paper with

5. Place your hand on the shoulder of someone who you would want to advocate
on your behalf for something important to you.

Group: Social Work Doctoral Students After Presenting Dissertation
Proposals

1. Place your hand on the shoulder of someone whose work relates to your own
2. Place your hand on the shoulder of someone whose dissertation topic is one that

you do not know much about but would like to understand better
3. Place your hand on the shoulder of someone who you feel you could ask for

support from if you felt stuck with your dissertation writing
4. Place your hand on the shoulder of someone who impressed you with their

presentation skills.

Group: Clinical Social Work Interns

1. Place your hand on the shoulder of someone whose field placement site interests
you

2. Place your hand on the shoulder of someone who has helped you understand
your clients better

3. Place your hand on the shoulder of someone who you feel you could learn from
to become a better social worker

4. Place your hand on the shoulder of someone who reminds you of one of your
social work role models

5. Place your hand on the shoulder of someone whose work you would like to hear
more about.

20.4.5 Circle of Strengths

The circle of strengths(see Sect. 11.8 for more detail and a video link) can also be
adopted for supervisory and educational settings. This process uses concretization to
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externalize strengths of participants, the group-as-a-whole, or other entities (Giaco-
mucci, 2020c). Generally, scarves are used as props to represent strengths, but any
objects can be used instead. The circle of strengths can be useful in social work
classrooms and supervision groups to help establish safety, connection, and cohe-
sion between participants prior to emotionally charged or difficult discussions. The
strengths-based process and attention to safety facilitate a more conductive learning
environment for everyone involved. Here are a few different ways to modify prompts
based on different settings or topics:

Group: MSW Racism Class

1. Choose a scarf to represent a strength that can help you have conversations about
racism

2. Choose a scarf to represent a strength you see in your partner that can help them
have discussions about racism

3. Choose a scarf to represent a strength you see in the social work field that can
help combat racism.

Group: Social Work Students at the Start of their Field Placement

1. Choose a scarf to represent one of your strengths that can help you be successful
at your field placement

2. Choose a scarf to represent a strength you see in your partner that can help them
at their field placement

3. Choose a scarf to represent a strength you see in this group that can help support
positive field placement experiences.

Group: Social Work with Groups Course

1. Choose a scarf to represent one of your strengths that can help you as a group
facilitator

2. Choose a scarf to represent a strength you see in your partner that can help them
as a group facilitator

3. Choose a scarf to represent a strength you experience as unique to the group
work. approach

With each prompt, participants can identify their strengths and rational for their
choice in front of the entire group, in smaller groups, or in dyads. After the strength
has been concretized with a scarf or other object, it can be placed on the floor
to create a large circle of strengths. The presence of the circle of strengths is a
conscious reminder of each individual’s strengths and the collective strength of the
groupwhich can help participants lean into difficult conversations later in the session.
The process of creating the circle and identifying strengths, especially in others, culti-
vates an atmosphere of vulnerability, appreciation, and positive connection between
participants which can serve as a holding environment for difficult emotions later in
the session.
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20.5 Role-Play in Social Work Education and Supervision

The educational and supervisory process becomes moves beyond words and cogni-
tion through the use of experiential sociometry and role-play. The social work educa-
tional literature includes various examples of using role-play as an educational tool.
Nevertheless,many students andprofessors are anxious about participating in or facil-
itating role-plays in the classroom. At this point, it is helpful to remember Moreno’s
hypothesis of the inverse correlation between anxiety and spontaneity (1953). If
anxiety is high, the role-play will lack spontaneity. My own experience of social
work educators using role-play is that they regularly neglect the warming-up process
and instruct students to move directly into the enactment. It is this writer’s belief that
the failure of educational role-plays is largely related to the lack of attention given
to the warm-up. The warming-up process will be different for each role-play, never-
theless, the sociometric processes described in Sect. 20.4 offer multiple experiential
warm-ups for educators interested in improving the outcomes of role-plays in the
classroom.

There are a plethora of ways that role-playing could be used in social work
classrooms and supervisory settings. Chapter 19 depicts the use of role-playing in
social work settings to role train responses to racism and microaggressions as well
as teaching advocacy skills for social workers advocating to insurance companies,
policy makers, and employers. A popular application is the use of role-playing in
social work education is to re-enact students’ interactions with clients from their
field placement. This is a simple way to use the students’ process recordings as
a script allowing them to revisit clinical choices with the input of their peers and
critically consider alternative interventions. The student can also be role reversed
with their client to cultivate greater understanding and insight into their client’s
experience. This method removes much of the action demands on role players as
they can rely on the process recording script for their role enactment. One way to
enhance this process and infuse it with spontaneity would be to invite other students
(and the professor/supervisor) to offer doubling statements or short role reversals that
demonstrate different interventions or responses to the situation at hand. Thismethod
is particularly useful in supervision groups and offers an experience of mutual aid
and role training for participants. This writer has employed the method at hand in
a large supervision group for addictions counselors which included each therapist
demonstrating their own unique way of responding to a difficult client situation.
Throughout the process, participants were able to witness over 20 different styles
of responding to the same situation which varied due to each individual therapists’
personality, background, and clinical training.

Another useful implementation of role-playing in clinical social work settings is
within license preparation courses or classes focused on assessment and diagnosis.
Participants can be assigned, or sociometrically choose, a specific mental health
diagnosis. Each participant reviews the diagnostic criteria for their diagnosis and
uses role-playing techniques to embody a client with that diagnosis and self-present
themselves to the group who then has an opportunity to practice their assessment
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and diagnosis skills. Through this role-playing process, participants would have an
opportunity to embody and experientially assess symptoms of various mental health
diagnoses rather than simply read about or talk about differential diagnosis.

Sociodrama can also be employed as an educational tool to help explore profes-
sional issues or social issues in a spontaneous forum. A depiction of this comes from
this author’s psychodrama MSW course. Mid-way through the semester, students
were asked to articulate some of their specific fears related to group facilitation.
Responses included “not knowing what to say to a client,” “having to stop group
members who are arguing with each other,” “being told I am too young or inex-
perienced,” “accidentally saying something offensive,” “not being able to contain
someone’s emotions,” and “group members being unsatisfied with me as a group
leader.” These responses were written down, then put into action in a playful and
spontaneous manner with the class so they could practice responding to each situa-
tion in the here-and-now. The class spontaneously transitioned into a clinical group
with each student taking on a fictitious client role within the group therapy session.
The director instructed the role players on the issues to enact while strategically role
reversing students into the group leader role to practice responding to the difficult
group experiences. With each difficult scenario, multiple students were role reversed
into the group leader role to demonstrated different strategies of responding. In
this way, students had a chance to practice responding to feared moments as group
facilitators while learning from each other in a playful and safe context. A similar
sociodramatic process is described by Khouri, Sampaio, and Albuquerque (2014) in
their work with organizational leaders using sociodrama to enact feared situations
and developing leadership competencies.

In a social work education or a supervision group that has already established
cohesion, connection, safety, and an atmosphere of personal disclosure, issues of
countertransference can be explored using role-playing. This process is formalized
through the Therapeutic Spiral Model’s advanced clinical training module on trans-
ference and countertransference. In this process, a clinician engages in a role-play
to re-enact a difficult moment with a client where their own countertransference has
been activated. The facilitator then instructs the clinician to identify who it is that
they are have projected upon their client and to choose someone in the group to play
the role of that person from the therapist’s own life. Often, it is a parent, friend,
partner, child, or former client of the therapist. Once this person has been identified
and enrolled, a psychodrama ensues focusing on working out the therapist’s unre-
solved personal issues with the person they are projecting upon their client. Once the
scene moves to closure and resolution, the client–therapist relationship is revisited
to integrate a new experience of being fully present with the client without the influ-
ence of countertransference. In this process, it is also common to explore the client’s
transference with the therapist and to consider who the client may be projecting upon
the therapist. This knowledge offers the therapist greater objectivity and insight into
how they can better serve their client in the future andwork through both transference
and countertransference issues in future sessions.

A final use of role-playing in social work supervision and education is the use of
strengths-based psychodrama to help emerging social workers affirm their strengths
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and future social work goals. This can be done in a group setting with auxiliaries or in
individual supervision settings using empty chairs or objects to represent roles.Many
social work or psychodrama students express feeling inadequate, fearful, uncertain,
or under-appreciated at their field placement sites. These feelings are frequently
expressed during supervision sessions or during class sessions. Using strengths-
based psychodramas, one can be reminded of their inner strengths and interpersonal
supports as it relates to their field placement experience. This writer has also found
strengths-based psychodrama vignettes helpful for social work interns who express
anxieties or insecurities related to facilitating groups. Below is a short excerpt from
an individual supervision session where Cindy, the intern, expressed wanting to feel
more confident facilitating a group for her first time:

INTERN: I know I have all the education and knowledge to
facilitate the group, but I feel a bit anxious. I wish I
were more confident.

SUPERVISOR: Would you like to do a short psychodrama to connect
with confidence before your group?

INTERN: Sure, maybe that will help.
SUPERVISOR: Okay, go ahead and choose an object to represent

your confidence.
INTERN: (chooses small, framed painting in the office) This

can represent my confidence.
SUPERVISOR: Reverse Roles. From the role of confidence, speak

to Cindy.
INTERN AS CONFIDENCE: I am your confidence Cindy. You can connect with

me more and remember the things we have accom-
plished together in the past. I am growing with
each day in your internship. You don’t have the run
the best group ever, it just has to be good enough.
And it is okay if you make mistakes. You are a
student intern and the purpose of your internship
is to practice, grow, and learn.

SUPERVISOR: Great job. Confidence, can you also tell Cindy how
she can tap into you if she feels anxious?

INTERN AS CONFIDENCE: Cindy, remember to breathe. When you feel inse-
cure, you can take a deep breathe, straighten up your
stance, and feel me in your body. If that doesn’t help
you discern how to respond, then you can simply be
authenticwith the group and say that you don’t know
what to do or say. Trust that the group knows what
they need. You don’t have all the answers, so don’t
pretend that you do—all you need to do is help the
group find their own answers.

SUPERVISOR: Right! Well said confidence. Go ahead and role
reverse back. Cindy, take a moment to take in



20.5 Role-Play in Social Work Education and Supervision 415

and integrate those messages from your confidence
(pointing to the small, framed painting concretizing
confidence).

INTERN: (quietly takes a few deep breathes while looking at
the painting, then closes her eyes and shifts into a
more confident posture).

SUPERVISOR: Is this a good place to end?
INTERN: Yeah, I feel much more confident—and much more

relaxed at the same time. I think I was feeling like
I had to be an expert, but this helped me remember
my role as a facilitator helping the group find their
own answers.

SUPERVISOR: Here, why don’t you take this with you and put
it in the group room where it can remind you of
your confidence (hands Cindy the small, framed
painting).

This psychodrama vignettewithCindywas nomore than tenminutes but helped to
shift both her perception and her emotional experience related to facilitating her first
group as an intern. The concretization of her confidence allowed her to integrate the
psychodramatic learning into her experience as a group facilitator and throughout
her internship as she was reminded of it each time she entered the supervisor’s
office and saw the small framed quote. Short strengths-based psychodrama vignettes
like this can help support interns and students to tap into their strengths prior to
facilitating groups, giving presentations, or even taking their license exams. A similar
role reversal process is presented in a case study by Daniel (2016) resulting in a
measured decrease in supervisee anxiety and an increase in supervisee confidence,
spontaneity, and consciousness. Furthermore, Kayir (2012) offers a chapter devoted
to using supervision to help psychodrama supervisees work through their anxiety of
facilitation.

Through the use of role-playing techniques, including psychodrama, sociodrama,
and other scripted role-plays, social work supervisors and educators can support
students and supervisees as they emerge into professional social workers. Role-
playing offers opportunities for strengths-based intrapsychic growth and interper-
sonal role training of clinical skills within both individual or group settings. The inte-
gration of simple psychodrama philosophy, theory, and interventions can enhance the
effectiveness of role-play within social work classrooms and supervisory contexts.

20.6 Conclusion

Social work education and supervision sessions, when infused with sociometry
and role-playing techniques, offer engaging and embodied learning experiences for
emerging social workers. Moreno’s methods, in the hands of social work educators
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and supervisors, provide experiential teaching processes that cultivate mutual aid,
spontaneity, and creativity. These processes are inherently strengths-based and can be
used in trauma-informed ways to promote social justice and optimal social learning
environments in individual or group contexts. Moreno’s methods can be employed
in social work classrooms, organizations, and private practice contexts to promote
professional development and personal growth. Through sociometry, psychodrama,
and sociodrama, next generation of social workers can be role trained to play the role
of social worker with competence, self-reflection, and excellence.
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