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The Aim of this Guideline
The aim of this document is to provide schools with a recommended set of procedures with
which to successfully deliver the Empathy for Children Programme. It is not the aim of this
document to present the intellectual and theoretical foundations on which the programme is
based. All background research and references to the project can be found on the E4C
website, the E4C Toolkit and E4C Training Procedures contained within these guidelines.
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Project Synopsis
Young people today face a range of pressures and challenges that are unique to their
generation. They face ever more invasive technologies, social media and increasingly
personalise and isolating forms of entertainment. Gone are the days in which young children
played in the street or met in friendship groups outside the home. The family and wider
familial support groups are being constantly redefined with increasing numbers of parents
and guardians required to work away from home and family. Role models have been
redefined in recent years with young people being ever more influenced by celebrity rather
than seeking to emulate the example of parents and elders in the extended family and wider
community. Daily routines such as meal times are also changing as fast foods and meal
deliveries replace the traditional family meal times. Many households today have televisions
in more than one room and as young people are irresistibly drawn to their mobile phones,
computer games and social media, it is not unusual for family members to spend a significant
amount of time alone and separated within the home.

These new trends in lifestyle, entertainment and social interaction may have had profound
effects on the emotional, social and psychological development of young people for the
foreseeable future. Children and teenagers need to have regular face to face interactions
with their peers, elders and the wider community in order to develop the skills and
understanding required for healthy social interactions. Through play, collaborative activities
and shared experiences, young people not only learn to fulfil their role and personal needs
within wider social grouping, but also learn to recognise the roles and needs of others by
reflecting on their own motivations and behaviours. The self-awareness derived from regular
and meaningful social participation enables young people to develop an understanding and
appreciation of the behaviour, opinions and contributions made by others which is essential
for acquiring a sense of empathy.

Increased periods of social isolation deprive young people of the opportunity to develop as
empathetic young adults and may have long term consequences on their ability to make
meaningful and lasting relationships. However, many schools have tried to address these
challenges and adopted a compensatory role in place of the family, as traditional familial
responsibilities such as nutrition, health, hygiene and pastoral care have become a core
concern for many schools. For some children and young people, school provides the one
place in which they experience traditional and stable role models, adhere to daily routines,
spend time away from invasive technologies and, more importantly, are given the
opportunity to socialise with others in a real and meaningful way. Tragically, the COCID 19
lockdowns and related restrictions have further reduced opportunities for children and
young people to interact in person as distance learning has become something of the norm.
When students are able to attend school, they are often required to wear masks and socially
distance, which may significantly hinder their ability to interact effectively.

Despite their best efforts, many schools often find that they have their own pressure that
hinder their ability to give time and resources to help their pupils develop empathetically.
Schools across Europe have had to adopt more prescriptive curricular and there has
undoubtedly been a move towards academics. A rise in parental choice over which school
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their child should attend has led to a rise in league tables of academic success through which
schools are assessed. Teachers are therefore under considerable pressure to deliver ‘success’
in terms of standardised test results. This, in turn, has significantly increased teachers’
administrative responsibilities at the expense of non-academic aspects of learning and
pastoral care. Similarly, senior managers are under growing pressure to achieve academic
results which necessitate a higher level of scrutiny of the performance of teachers. These
factors inevitably lead to a more highly-stressed, results-driven environment with a top-down
performance management structure that makes it difficult, or simply a distraction, for
teachers to support the empathetic development of the children and young people in their
care.

In order to address the issues outlined above it is essential to give teachers the time and
confidence to positively apply methodologies and resources with which to place empathy at
the centre of everything they do. To this end, it is necessary to allow teachers to reflect on
their own practice, how this is impacted by the peculiar pressures that they face and how
this may affect the way they interact with their students. In this way, teachers are asked to
become more aware of what it means to empathise with their students’ needs and
behaviours before supporting their students to become more empathetic young people.

Programme Objectives
The objectives of the Empathy for Children can therefore be summarised as follows:

1. To provide schools, teaching staff and wider stakeholders with a toolkit containing a
range of strategies and activities designed to raise teachers’ awareness of their own
ability to empathise with their students and raise levels of empathy within the class as a
whole.

2. To provide teachers, parents and wider stakeholders with training in the delivery of the
strategies contained within the toolkit.

3. To assess the effectiveness of the toolkit from both a student and teacher perspective.
4. To improve the teaching and learning experience of children and teachers through

making empathy central to all aspects of school life.
5. To provide teachers with a resource that can be used in person or through distance

learning (in the event of COVID 19 restrictions) to help students recognise how fulfilled
and unfulfilled personal needs have an effect on their behaviour and that of others.

6. To develop a needs-based understanding of behaviour so as to raise empathy for others.
7. To adopt empathetic strategies for conflict resolution through raised levels in the

understanding of needs-based behaviour.
8. To provide teachers and students with tools with which to explore and express complex

interrelationships empathetically.
9. To provide teachers and students with assessment tools that allow them to reflect on

how beneficial the project implementation was to them.
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The Empathy for Children Toolkit
Introduction
The E4C toolkit contains an extensive range of strategies and suggested activities designed to
raise empathy within the classroom and wider school community. It is essential that schools
embrace the spirit of the programme even though they are not required to adopt everything
suggested in the toolkit and do so with a willingness to give the time and resources
necessary to ensure its success. To ensure schools are able to adapt the programme to suit
their particular needs, experiences and cultural values, many of the elements of the toolkit
are similar in content and application so as to provide schools with choices of approach.
Schools are therefore encouraged to adapt the programme to suit their needs while adhering
to the Empathy for Children core values as outlined in the toolkit.

Teachers ‘should not think of the programme itself as being effective. It is a well implemented
programme that is effective. Therefore, it is important in the Empathy for Children

programme to carefully consider how to support the implementation regarding a number of
factors that are crucial to ensure the implementation is of the highest quality.’

Iben Sandahl’s - E4C Toolkit – Introduction for teachers.
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Implementation
E4C Coordinators
Before introducing a programme of Empathy for Children to the classroom or wider school
community, it is important that schools nominate one or more Empathy Coordinators to
oversee and guide all aspects of implementation.

Role of the coordinator
The E4C coordinator(s) should thoroughly read the five E4C training procedures below and
the E4C toolkit and familiarise themselves with the core values contained within. The E4C
training procedures and toolkit can be downloaded free from the E4C website. Coordinators
should then present their understanding of the programme to senior managers or an
appointed steering committee to discuss implications for the school, perceived benefits and
initial adaptations to the suggested strategies and activities to ensure the programme suits
the school’s educational and social needs. It is essential to have this dialogue prior to
presenting the programme to the wider teaching body in order to prepare for any questions
or issues that may arise amongst the teaching staff.

Having obtained the support of senior management and taken on board their views and
suggestions, the coordinator(s) should take time to understand the theories and activities
contained within the five E4C training procedures and those activities in the toolkit which are
specifically aimed at developing teachers’ empathic abilities (see below). The coordinator(s)
should understand that at this stage of the programme, the emphasis is firmly placed on
teachers’ empathy development. The coordinator(s) must practise these activities for
themselves before cascading the skills and knowledge down to colleagues.

As stated in the E4C handbook, the aim of coordinator-led training is to help teachers
recognise what motivates them to teach, have authority, build self-awareness and create
healthy relationships. These preconditions are necessary for the successful implementation
of a practical, empathic approach which positively impacts relationship, wellbeing and
student's learning. The wider goal is to establish an excellent classroom atmosphere and
support systems so that empathy can take place, even in difficult and challenging situations.

‘Bear in mind that the teachers (coordinators) have to become familiar with the dialogue as
well as the physical and inner exercises. Trainers should be mindful of the fact that it is

important to repeat the same exercises several times to support awareness.’
Iben Sandahl’s E4C Toolkit – Introduction for teachers’.

‘Most teachers almost always focus on their students. How they react and how best they can
learn. This is understandable but let us take the time to consider something a little more

unusual. Since I know that your well-being and your awareness of your professional qualities
have a positive influence on the learning environment, I would like to focus on you.

Iben Sandahl’s E4C Toolkit – Introduction for teachers’.
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E4C Core Values
With the toolkit, teachers are presented with strategies to equip them to meet students with
empathy and understanding. Emotional intelligence is built on a set of essential skills for
effective learning and effective performance for all teachers and students in their school,
family, community, home life, and all areas involving human interaction. All strategies are
based on core values which are also expressed as desired outcomes for the programme.

Desired Outcomes
● Joy - when everyone feels welcome
● Compassion - when everyone shows care and kindness to each other
● Participation - when everyone contributes and takes part in the community
● Cohesion - when fewer conflicts arise
● Tranquillity - when everyone can better find an inner and outer balance.
● Patience - when everyone understands the motivations of others' actions
● Concentration - when not everyone has to struggle with insecurity and unrest
● Independence - when everyone contributes and participates in the teaching
● Self-regulation - when everyone recognises emotional signals
● Respect - when everyone understands that everyone is equal
● Greater academic benefit - when the focus is only on learning
● Happiness - when professionalism and well-being go hand in hand
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Training Procedures
Teacher Training
When coordinator(s) feel confident in their understanding of the E4C training procedures and
E4C toolkit, they should be in a position to commence the teacher training phase of the
programme.

Training Procedures
The five training procedures contain information, theoretical backgrounds and practical
activities for teachers. There are also notes for coordinators (trainers) to support their
delivery of the training. Each procedure has been designed for a single day’s training, so
schools should set aside enough time in order to present the full content.

The Five Essentials
Both the E4C training procedures and the E4C toolkit are a concise practical guide for
coordinators to help teachers to improve their empathic skills and thus better teach empathy
to students. It is an empathic approach with strategies and activities divided into five
essential groups. The five essentials are discussed in more detail in these guidelines below
the five-day training procedures.
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Day 1 Training Procedure
Training Manual 1 (Essential 1).
Empathy and Motivation – A Way of Being.

Introduction
There are some essential features for the implementation of the Empathy for Children
programme. ‘Implementation’ here is a need as the way the programme is put into practice.
Teachers should not think of the programme by itself as being effective. It is the well
implemented programme  that is effective. Therefore, it is important in the Empathy for
Children programme to carefully consider how to support implementation regarding a
number of factors that are crucial for quality implementation. Adherence, dosage, delivery,
participant responsiveness, programme differentiation, monitoring of control, programme
reach, and adaptation are all very important. Here it is important to emphasise two key
points, adherence and adaptation. Adherence to the program requires thoroughly working
with the core components and activities in the programme. The various elements that the
programme is composed of are crucial to producing the intended effects. But adaptation to
the local context is also necessary. Changes made in the programme to the school’s capacity
and resources, to students’ and teacher’s cultural values and former experiences can also be
crucial.

It is recommended that trainers (coordinators) follow this manual closely, but at the same
time It must be emphasised that the trainers’ sensitivity to the teachers, and the specific
needs of the group, and the teachers’ adaptation and sensitivity to a specific school context
and learning situation are crucial factors for the success of the Empathy for Children
programme. The trainers’ willingness to dive into dialogue with the participants is absolutely
imperative.

The dialogue exercises, the physical exercises and the inner exercises are all vital for the
process, but the trainer can switch some of the exercises presented in the programme with
the `extra exercises ́, which can be found at the end of these procedures. This allows for the
possibility of fine-tuning the balance between the various types of exercises. Bear in mind
that the teachers have to become familiar with the dialogue as well as the physical and inner
exercises. Trainers should be mindful of the fact that it is important to repeat the same
exercises several times to support awareness.

Day 1 Coordinators’ Introduction to Teachers
It is important that everyone participates of their own free will without feeling coerced. 
Nevertheless, the hope is that all the participants will take an active part while showing
appreciation for their own and their colleagues’ wellbeing. It goes without saying that
confidentiality is expected.

First of all, it is important to introduce teachers to some of the theories, and ideas that
underpin the programme and the work that teachers are going to do together. In their
capacity as teachers that play the most important role in implementing this programme. It is
teachers who have the strongest ability to influence the learning environment in the
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classroom. This is true not only of the subject matter but also of “how” they teach and how
they teach is not least important when it comes to empathy competencies.

Most teachers almost always focus on their students. How they react and how they best can
learn. This is natural, but just for now let’s do something unusual. Since it can be argued that
teachers’ well-being and their awareness of your professional qualities have a positive
influence on the learning environment it would be best to firmly focus on teachers. It is vital
to give teachers the opportunity to look at their own competencies and their own ways of
dealing with challenges in the classroom. Thus, teaching empathy begins with teachers.
Teachers have to be fully empathic themselves to teach empathy authentically. So, it is
necessary to start with some simple exercises as teachers get introduced to each other.
These exercises can be seen as part of the training in empathy competences and of course
function as icebreakers.

Why Empathy?
Notes for Trainers (Coordinators)

The Downward Spiral
According to World Health Organisation, 2018, there is in the WHO European Region a high
and increasing rate of mental and behavioural health problems in adolescents at population
level. The latest Health Behaviour in School-aged Children survey states that, 29% of
15-year-old girls and 13% of 15-year-old boys in European countries reported “feeling low”
more than once a week; also, more than one in ten adolescents were regular weekly drinkers
by the age of 15 (9% of girls and 16% of boys).

Half of all mental health problems in adulthood have their onset during or before
adolescence. Depression and anxiety disorders are among the top five causes of the overall
disease burden (measured in terms of disability-adjusted life years).

Suicide is the leading cause of death among adolescents (10–19 years old) in low- and
middle-income countries and the second leading cause in high-income countries in the
European Region. In 2015, there were over 4000 deaths from suicide among 10–19-year olds
in the Region, principally among boys (see Fig. 1). Young people who are disadvantaged –
including minorities and migrants – are particularly affected.

Looking outside Europe, a 2016 survey by Pew Research Centre found that nearly one-third
of American adults never turn off their smartphones. But the degree of empathy is six times
weaker for online connections than it is for real-world interactions.

A study published in 2011 suggests that empathy is declining sharply. The results, based on a
survey of nearly 14,000 students, show that the average level of ‘empathic concern,’ declined
by 48 per cent between 1979 and 2009. There was a particularly steep decline between 2000
and 2009. This is part of the reason why a growing number of young people feel lonely,
confused, frustrated and even angry. Lonely, confused, frustrated and angry students will not
grow up to be happy, resilient, and robust.
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Something has to change. Education in empathy can be an essential tool for teaching future
generations the skills necessary for personal and societal advancement, based on
compassionate and empathetic understanding.

The Benefits of Empathy
Denmark is one of the happiest countries in the world. The fact that teaching empathy has
been mandatory since 1993 in schools in Denmark is a factor that contributes to the
happiness of the country.

The Folkeskole Act from 1993
In 1993, the law implemented rules on educational differentiation. It appears from this that
the organisation of teaching, including the choice of teaching and working methods,
methods, teaching aids, and substance selection, must in all subjects live up to the primary
school’s purpose, goals for subjects and be varied so that it corresponds to the individual
student’s needs and prerequisites. Thus, the teaching in all subjects must be based on the
individual student’s prerequisites and current development stages with an aim to what the
individual student can achieve.

Helping students develop a strong sense of empathy is beneficial because it helps them to
build a sense of security and stronger relation- ships with other students and teachers. It
promotes social harmony and reduces the likelihood of bullying all of which positions them
well for learning. Many frameworks, approaches and interventions for promoting and
protecting the mental health of adolescents have been proposed, and their effectiveness was
reviewed in a report commissioned by the WHO Regional Office for Europe. Over 300
research articles were found in a search of the literature on interventions in schools and
communities and digital interventions, and especially there is strong evidence that
high-quality preschool programmes to develop children’s social and emotional skills can have
positive, enduring benefits for their development, including their emotional and social
well-being, cognitive skills, readiness for school and academic achievement, especially for
those who are the most vulnerable.

A substantial body of evidence furthermore indicates that effective implementation of
interventions to teach social and emotional skills at school has a significant positive effect on
those skills, on students’ attitudes to themselves, others and school, on the commitment of
children from a diverse range of backgrounds to school and on their academic performance.
Empathetic behaviour also benefits students later in life. They are better at dealing with
conflict and have more satisfying relationships. They have lower levels of stress and higher
levels of overall happiness. Empathetic adults have greater success personally and
professionally. In Denmark, for example, the health system is characterised by busy
weekdays, making it difficult for doctors to have sufficient focus on showing empathy
towards patients. International research shows that education in itself is not enough.
Therefore, empathy is put on the school schedule, where “Man First” has become a
compulsory part of education. This is to ensure that the future doctors can meet the patients
with an understanding of their situation and thereby be able to better see the person behind
the diagnosis.
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To Carry the Responsibility Together
All close relationships around the student are essential for empathic development. Robust
international evidence shows that parenting interventions that incorporate social and
emotional skills development (empathy) have significant positive outcomes. This important
process of socialisation, which parents take care of, continues when the student begins
school. Here, however, it becomes a merger or collaboration between parents and teachers
about a common task. Neither parents nor school staff can be separated when it comes to
influencing students. Therefore, it is a task that must be solved jointly, with the resources
that each adult brings into the student’s life.

Empathic teachers contribute to students’ capacity and motivation to learn. Empathic
teachers strengthen their students’ sense of belonging to their schools and their
relationships with teachers and classmates. Various international documents have stressed
the importance of such ‘soft’ skills. According to the Council Recommendation by European
Commission, 2018 on Key Competences for Lifelong Learning, ‘soft skills,’ like cognitive
(critical thinking and responsible decision-making), personal (awareness, drive,
self-management), and interpersonal skills (communication, negotiation, cooperation and
teamwork, inclusion, empathy, and advocacy are essential for a good and healthy life.

A meta-analysis of over 18 empathy training programmes found that empathy training is
effective. The findings suggest that empathy training programs are significant overall, and
indicated that 4 factors were statistically significantly associated with higher effect sizes:

1. Training health professionals and university students rather than other types of
individuals.  

2. Compensating trainees for their participation.  
3. Using empathy measures that focus exclusively on assessing understanding the emotions

of others, feeling those emotions, or commenting accurately on the emotions.  
4. Using objective measures rather than self-re- port measures.  

The findings indicate that (a) empathy training tends to be effective, and (b) experimental
research is warranted on the impact of different types of trainees, training conditions, and
types of assessment. Looking only at the teacher’s role in this toolkit, five prerequisites are
crucial for students’ optimal empathic outcome. These are:

● Their feeling of self-accord and motivation  

● Their ability to build good relationships with students  
● How they deal with challenging situations  
● Their awareness of building a safe classroom atmosphere  

● And having a strong support system around  

Teachers must know what motivates them to have authority and inner anchoring to build
self-accord and create healthy relationships. These preconditions are necessary for a
practical, empathic approach to positively impact the relationship and the student’s learning.
This is to ensure an excellent classroom atmosphere so that empathy can take place, even in
di cult and challenging situations. This can only be done with a good support system around
both students and teachers.  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Theoretical Foundations

People used to think that babies were born without empathy. But that is simply not true. We
are all wired for empathy; we just have to learn how to connect the wires to make it work.
Empathy sits in the brain’s limbic system. This controls memory, emotions, and instinct. It is a
complicated neurological system involving mirror neurons and the insula. What many don’t
realise is that we are biologically predisposed to connect to others. This is made possible
through many neuronal systems that are embedded in the right hemisphere of the brain, the
mirror neurons being an important aspect of this. The self is not an individual entity you see,
but a relational construct. There is a new field in brain science, social neuroscience, that has
found that the circuitry in two people’s brains activates while they interact. And the latest
thinking about empathy from social neuroscience is that our default wiring is to help. That is
to say, if we attend to the other person, we automatically empathise, we automatically feel
with them. These newly identified neurons, mirror neurons, act as a neuro Wi-Fi, activating
in our brain exactly the areas activated in theirs. We feel “with” automatically. And if that
person is in need, if that person is suffering, we are automatically prepared to help.

“Empathy is not a luxury for human beings, it is a necessity. We survive not because we have
claws and not because we have big fangs. We survive because we can communicate and

collaborate.”
Daniel Siegel, a clinical professor of psychology at UCLA

In other words, empathy facilitates our connection to others. It develops in infancy through
the relationship with the attachment figure. A child first learns to tune in to his or her
mother’s emotions and moods, and later on other people.
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That is why the role of teachers is tremendously essential in the social development of
empathy in students. In particular it plays an important role in the development of the
teaching staff by encouraging future teachers to strengthen their own emotional skills. Thus,
support can be given to empathy development and to the emotional regulation of their
students. It is clear that teachers’ empathy contributes to their ability to meet students’
overall educational needs, and boost students’ confidence in the school climate.

A systematic review of 70 studies from Danish Clearinghouse lead by Svend Eric Nordenbo
from 2008 regarding which manifest teacher-competencies affect the academic performance
of the students shows that three competencies are crucial for teachers:

1. Didactic abilities/competence – knowledge of one’s subject and subject-specific didactics.
2. Management-competence/classroom management–the ability to create clear structures,

overview, clear rules, and a healthy climate.  
3. Relational competence.

He further formulates it in this way:

“If we want to create a good learning environment it ́s important to teach teachers to create
good relations: To show tolerance, respect, interest, empathy and compassion to each child

and appeal to the children ́s understanding of a conflict instead of bullying them.”

Danish psychologist and author Helle Jensen puts it this way:

“It takes a lot of empathy to meet students in a way that meets them with respect and
equality, while taking responsibility for developing their capacity for professional as well as
emotional and social learning. It requires a lot of personal integrity of the professional to be
able to maintain a respectful presence in relation to themselves and to others, especially in

conflict-filled, challenging and stressful situations.” (Jensen, 2014)

Students need, more than anything, support to maintain or develop their empathy skills and
to this they need teachers who are motivated and master self-accord according to Jesper Juul
et.a., 2016.

“Self-accord means a person is at peace at the core of their being, which is the only place
from where a person can relate deeply to other people and to a complex world undergoing

extreme trans- formation, a world in which it is difficult to find role models.”

In the end, it is all about teaching student’s empathy, and the crucial factor for this is the
teacher’s natural ability to meet the students empathetically. An empathic approach does
not take place for one hour a week, but at all times and in all subjects during a school day. It
is about for the teacher to make a difference for the students, create meaningful
relationships, and be credible role models, to show the way through their actions, as a way
of being.
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Both empirical findings and philosophical, psychological, and pedagogical theory support
that teachers’ empathic competencies are of great importance for the students’ possibilities
to develop both socially-emotionally and intellectually.

Intercultural Competence
Across Cultures
Intercultural competence is about how to see things differently and how it is di cult to de ne
a singular truth also in schools. Reality is always seen from different perspectives, and the
societal reality - and thus the reality of primary school - is multicultural. Therefore, there is a
risk of doing the students a severe disservice if the primary school does not incorporate and
reflect its teaching diversity, where students can practise getting in contact with their
friendliness and compassion.

Intercultural competence supplements and expands empathy as a way of being for students
and teachers. It gives a better understanding of cultural norms, binaries, the class, the
teachers, and the school as a whole. Intercultural competences also help to adapt to new
work environments and prevent culture shock while enhancing cultural awareness,
knowledge, and practical skills.

Intercultural competences are not a subject that takes time and weight from other subjects.
It is a pedagogical approach that considers the student-base in the primary school and
incorporates multiculturalism as a resource. Thus, the strengthening of knowledge and
professionalism is still at the forefront. More importantly, the pedagogical approach is
adjusted so that it further qualifies professionalism and the acquisition of knowledge.

Teaching empathy in an intercultural environment requires a shift in the teaching approach,
from a didactic model (teacher to student) to a dialogic model. The teacher must facilitate a
classroom environment where students can engage with issues through questions that
demand discussion, curiosity, critical thinking, openness and tolerance. Motivate students
to engage in intercultural interactions to help them make sense of their environment and
advance their understanding of intercultural interactions.

This kind of environment will give a better understanding of the students, break stereo- types
and make it easier to act emphatically. Intercultural competences complement empathetic
skills like self-awareness, self-management, and good communication skills. They also
promote interpersonal and situational sensitivity. It is all about teachers accommodating
perceived student differences while focusing on the similarities between students.

According to Jensen (2013), intercultural competencies are closely related to
social-emotional competencies. She lists three aspects of intercultural competencies:
1. Social-emotional competencies (empathy)  
2. Knowledge about cultures (one’s own and others)  
3. Knowledge about discrimination and cultural conflicts  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Your Motivation Leads the Way

Activity 1.
Case Study: Amber
Amber is found on the playground crying. She claims that the other children have been
mean to her and will not include her in their play.

Teachers trainers (coordinators) ask:
As you are the class teacher, the questions are:
● What do you do now?
● What do you do right there in the schoolyard?
● Which thoughts and considerations go through your mind?
● What do you say?
● Who do you involve – if any?
● Explain in detail how this conflict is handled.
● How can you know that the conflict is resolved, and everyone feels heard and listened

to?  

● What do you observe?  

● Any other thoughts?  

Use 45 minutes to discuss this in groups of two.  

Activity 2.
Discuss with the teachers how motivated they feel in their work.
● What were their reasons for becoming a teacher?
● Have their preconceptions been realised?
● Which aspects of their work most demoralise them?
● Which aspects of their work do they feel are most rewarding?

The above diagram is a graphic way of visualising students’ motivation. Based on the
teacher’s judgement, they are made aware that they need to look at the diagram and think
about how motivated they are. It will help them ask for a break, a hug, or something that can
help them get in touch with themselves, their motivation, and regain energy.

Students must feel inward to scale their emotional and sensational state.

The diagram should be visible to everyone in the class (see in appendix). The teacher
introduces the Diagram for the class:
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This is a diagram we are going to use in this class because you will train your awareness of
how motivated you are for teaching. Can anyone tell the rest of the class what the four
different states mean? Get four students to explain one state each.

That way, the teacher involves the students to make them take ownership of the Diagram,
which they will feel a responsibility to adopt into the class. Make them give examples of how
their bodies look, how they behave, or what they say when they are in one of the four states.

Explain further, but acknowledge first:
● That is correct – you have already understood the Diagram and explained it very well. I

can very well recognize your different states when you acted them out for us. Very fun.  
● Many things can affect your motivation, and in this class, it is okay to feel as you feel. We

want to take care of each other here and help if it is needed. Therefore, this Diagram can
be a helpful tool for me as a teacher because I can pause from the teaching or go talk
with you solely if you need me. But it is also suitable for you. Can anyone guess why it
can also be a helpful tool for you?  

Let them think about it and acknowledge their suggestions.
● There are so many right answers, thank you. Yes, it is helpful for you, too, because you

can support your classmates to regain their motivation. You can do it because you are
good classmates and because we take care of each other in this class. Isn’t that correct?

● Can any of you come up with some suggestions on regaining motivation, if it is not
existent?  

Write their answers down on the board. Each answer will tell you what works for the student
who says it. Students often know what works for them. Take your own notes or let all of the
students come up with what works for them. Then it gets more comfortable for everyone to
support better.  

Continue by saying:
So, from now on, if I ask you how it goes, you can look at the diagram and better explain how
motivated you are for learning and concentrating. You are also welcome to raise your finger
and announce that you are not motivated and need a break. It is also an option. You can
either use the information for your own evaluation, share it with the rest of the class by
show of hands, or I can talk with you about why the motivation is at one level or another. We
are here for each other.

What to observe
It feels good to be seen and acknowledged for the students, no matter what emotional state
they are in. Therefore, look for students who take their guards down, who show care and
kindness towards their classmates – and feel better themselves. It feels good to receive
positive attention, but it also feels fantastic giving back to others.
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Note to Trainer (Coordinator)
This tool only makes sense if it is regularly used in the class. Make the teachers involved in
this and don’t stop after a week but integrate it in the way the class functions. Awareness of
the agency the students will feel for their own motivation is priceless.

In the spirit of motivation, Empathy for Children has awarded this highly valued certificate for
all those who have completed the E4C teacher training.
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Day 2 Training Procedures
Training Manual 2 (Essential 2). Relationships.
Let your students know that you see them
Exercises for Teachers and Students

Exercise 1.
Rational
This exercise’s primary purpose is to make sure all students feel seen and acknowledged for
their existence and the importance of them coming to school. Also, to start the day with a
big smile and a sincere welcome.

Objectives
When students feel securely-attached to the teacher, they know they can count on them for
emotional and physical support. And this may encourage them to take more emotional risks
and to connect better with classmates.

Materials
(No materials needed).

Procedure
The trainer (coordinator) says:
Depending on how the procedure is at your school, you can either choose to say “Hello” and
look your students in the eyes when they enter the class (suitable for the older students) or
line them up in the hall outside the classroom door, saying good morning to each student by
name. Basically, there are many options. You can let them choose from either a hug, hand-
shake, a dance move or high- five greeting – to just looking them in their eyes and greeting
them good morning as what feels most natural.

Differing Questions
● What do you do to make each of your students feel seen daily?
● Can eye contact make a difference?
● How would you implement more eye contact in your class?

What to Observe
Students are feeling a part of, and essential to, the teacher and the class as a whole.

Notes to Trainers (Coordinators)
Implementing this tool as a routine; otherwise, it has no effect. This is the simplest, and the
most important, personal connection to practice every day that makes a big difference. In all
my years as a teacher, I did this with my students as an instinct.
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Exercise 2.
Class time
Teachers work groups of five on the following questions (Approximately one hour).
● Work in groups of five and discuss the following questions. Duration: 1 hour
● Is there a need for “Class Time” in your country? Why?
● What would you think of implementing one hour of Class Time in your class? Pros and

cons.
● Is it essential for you to show interest and care for your students? How come?
● What would you like to achieve with Class Time? Who will help you to make it possible?

Issues that can be raised
● Relational issues between students
● Mobile phone problems
● Bad and tense atmosphere
● Bullying
● Low motivation
● Personal issues that need to be addressed
● Changes to the class rules
● Football tournaments between classes, etc.
● Evaluation with the class about parents’ involvement and
● social events such as trips, events, parent cooperation, etc.
● How to commute safely
● Conversations about how to have a healthy life (health,
● sexuality, family, and friends’ relations).
● Information about education, vocational and labour market
● and talks about their own decisions they can take.

Ways they learn to act
● Responsibility goes both ways
● Take responsibility
● Nothing changes by itself, so although you may think that it’s
● everybody else’s fault, YOU need to do something to change it
● Talk about it
● Everyone needs to bring up issues
● Write it down!
● Make a class manifest where it is written down what you have talked
● about, along with the class rules. It may be that you must remember to say hello to

everyone; that one must not slander or turn eyes. Print it out and hang it up in class.
● Decorate
● It’s always nicer to be somewhere you feel comfortable. Put up
● posters on the wall, make a cozy corner, and agree on what kind
● of music you want to be played during breaks.
● Fun Ideas
● It’s a good idea to do something together, which is not about school. Arrange a movie

night, throw a party, or arrange to eat breakfast together on Saturdays. But remember
not to exclude anybody!
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● Students will feel lonesome and especially when having problems/sorrow within their
families and the tricky thing about personal changes in life or the di culties of becoming
part of groups, is how to start such conversations.

Possible conversation openings to use:
Fear
● Talk about a time when you were afraid.
● What else can make you afraid?
● Who/what can help you when you are afraid?
● Are you afraid of someone/something at school?
● How can you see that a person is afraid?
● How can you best receive help/give help?

Privations (basic needs)
● Have you tried to miss someone very much? - Tell us about it.
● What happened?
● How were you able to move on?
● Is there anything or anyone that can help you when you feel like that?

Joy
● Talk about a time when you were happy.
● Try to describe how it felt in your head and your body.
● Are there other/others who can make you happy?
● Can your classmates at school make you happy - how?
● How can you see that a person is happy?

Bullying / Teasing
● Have you teased anyone?
● Have you tried to be teased by someone?
● What is it like to be teased?
● What did you think when you were bullied?
● Why do you think that someone teases others?
● How can you help someone who is being teased?
● Have you tried to tease one for fun - and the other
● did not think it was funny?
● How was it? Did you become good friends again?
● How can you be friends again with someone you’ve
● bullied or you have been teased by?

Grief
● Can you see if a person is in sorrow? How?
● What do you do if you discover that one of your classmates is sad?
● If you feel sad, what would you expect from your classmates/teachers?
● Tell about a time when you were upset, and someone helped or comforted you.
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It is always important to reflect on your role as a teacher when working with students’
feelings and problems. Therefore, these questions can be asked to yourself afterward, to
ensure that you too, are continually learning and improving yourself – keeping
empathetically open:

1. Did I show commitment, interest, and warmth?  

2. Did I have situations of conflict where I showed an OPEN mind?  

3. Was I ready to change my own (unjustified) perceptions/opinions?  

4. Was I able to regulate myself when I was met with intense emotions?  

5. Did I focus on good intentions rather than behaviour?  

6. Did I leave the student/class in a good way?  

It is always important to reflect on your role as a teacher when working with students’
feelings and problems. Therefore, these questions can be asked to yourself afterward, to
ensure that you too, are continually learning and improving yourself – keeping
empathetically open:

Did I show commitment, interest, and warmth? Did I have situations of conflict where I
showed an OPEN mind? Was I ready to change my own (unjustified) perceptions/opinions?
Was I able to regulate myself when I was met with intense emotions? Did I focus on good
intentions rather than behaviour? Did I leave the student/class in a good way?

Exercise 3.
Are we friends or classmates?

Rational
This activity aims for students to reflect that friendships and participation in communities
affect their well-being and empathy skills. Among other things, students can work on what a
good friendship and community are and become better equipped to seek out what gives
them value in their lives.

Objectives
Attention to contexts and social and emotional rules.

Materials
(No material needed) 

Procedure
The trainer (coordinator) says:
The activity is built up in 4 phases, which emphasise activating pre-understanding, clarifying
concepts, preparing role-plays and presenting the role-play.

● Start by brainstorming with the students about what a good friendship is. Write all the
words on the board and let all students say what it means to them.  

● Then brainstorm with the students about what a good community is. Write all the words
on the board and let all students say what they are thinking.
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An example of a community where students do not choose who they are with could be a
class, a football team, a choir, or a scout camp. There is a common interest, cause, or goal
the students are working towards when being a part of a community. In a community,
everyone is obligated to treat each other with respect. Still, the students don’t have to like or
be friends with everyone.  

● When it comes to friendships, students have chosen them by themselves. Therefore, they
will typically like their friends in another way.  

● Have students share what is essential in a good community and a good  friendship. -
What is important in both friendships and communities? - What are the exact
differences between a friendship and a community?  

● Next, the students work in groups of 4 on making a role-play giving them a note with
different words or phrases that characterizes friend- ships or communities e.g.,
cooperation, care, forgiveness, security, respect, we trust each other, we have the same
goals, we like each other, we have fun together, we help each other – or any good ones
from the brainstorm.  

● Once the groups have received their notes, they can (without showing the word to the
others in the class) try to make a role play that expresses their word or phrase. They must
decide for themselves how to best show the others in the class what to say.  

These are the following rules:  
● The students are given five to ten minutes to come up with and practice their role-play.
● Everyone in the group should be a part of the role-play, and the students should not say

anything when presenting it.
● The groups can then show their role-play to the rest of the class. The other students can

then guess which word or sentence the group is performing.
● Feel free to ask about the role-play with a focus on, for example, facial expressions, or

whether the bodies are facing each other or away from each other. The questions can be
asked both to the group that made the role-play and the rest of the class.  

Differing Questions
● What do you think happened here?
● What did you pay special attention to?
● How can you tell if it’s a community or a friendship?
● What did their body language show?
● If you were to show a community that did not work, how would you pose?  

All groups show their role-play in this way, and the teacher highlights the essential points.

What to observe
● How the students cooperate with each other: do they contribute, listen, compromise,

include all, and acknowledge new ideas.
● Do they have fun working independently, using their imagination, and presenting it for

the others in good faith?
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Notes to teachers
It may be necessary for the teacher to consider the following questions before starting the
exercise.
● How do students best gain an understanding of the concepts of friendship and

community?
● How do I make sure that both the similarities and differences between friendship and

community are articulated?  

● How should the group work be organised, and on what basis should the groups be
divided?  

● Where can the groups work with their role-play?  

● How do I make sure that all students become part of the group’s role-play?  

The exercise can be differentiated depending on the grade level of the class. Younger
students, more straightforward questions - older students, more detailed conversations
where students can draw on their own experiences.  

The Empathy for Children Project Partners.

Representatives of the Empathy for Children partners met with Iben Sandahl in Ljubljana,
Slovenia in February 2020 to officially launch the E4C project.
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Day 3 Training Procedures
Training Manual 3 (Essential 3). Chaos versus Harmony

The Cognitive Diamond

Exercise 1
Procedure
A thought arises in them: ‘Why?’ They consider that perhaps there may have been a different
cause than the one they were told and whether it in reality had to do with a possible
break-up. A sadness grows and disappointment fills the whole body. As a reaction, the cold
shoulder is given, and distance is born. In a situation like this, a thought arises, which
becomes a feeling that affects the body and finally leads to action.

The teacher hands out the worksheet ‘What challenges’ to the students (see appendix in the
toolkit). Here, students are asked to describe:

● Three different situations, quite briefly, where they have tried to be sad, scared, insecure,
or angry, and where they did not know what to do.

For example, it may be because they were afraid of being hurt or rejected. It may be from
the experiences they have had with friends, teachers, family, lovers or others.

If there are students who cannot think of any challenging situations, they may recognize
some of the following situations:

● A party where you were not invited.  
● If your friend suddenly does not want to talk to you.  
● If your parents or teachers get angry or disappointed with  something you have done.  
● If you experience being kept outside by some friends that  you usually talk to during

recess.
● If your parents tell you to divorce.  
● If your boyfriend talks a lot with another boy/girl from the class.  
● If you are sad and do not dare to say it out loud.  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● If you have sent a personal text message to a friend/classmate  and have not received a
reply.  

● If someone has written negatively about you on social media.  
● If you are nervous that someone in the class is gossiping you.  
● If you get outraged.  

Debriefing questions for students
● What was it like filling out the sheet?
● Did you recognize the processes of the cognitive diamond in your situations?
● Did you gain new perspectives, with a background in the knowledge of “The cognitive

diamond” that you know now?
● How can you use ‘The cognitive diamond’ actively in the situations you may nd yourself

in in the future?

Exercise 2
Morning Routines
Examples

Sing together
Start the morning o by singing two songs from the students’ songbook. Let two students
choose a song each (alternatively, let it alternate according to the protocol). If you can play
guitar, it’s only good - otherwise, every- one sings along to the best of their ability. Singing is
a beautiful way to start the day as it brings togetherness and creates inner peace and a
shared positive energy.

The teacher uses a couple of minutes afterward to end the singing with 5 deep, guided
breaths.

Question of the day
Since it is essential to give students self-determination and recognition for their
competencies, the teacher can ask them each week to write down some questions on a small
piece of paper. It can be all kinds of questions that the student wants answered, such as.
“Why do we have to do home- work?” “What is your favourite colour?” “Why does anyone
tease?” “Why do you say cats have seven lives?” “The best thing about a friend is ...?”
“What I love most is ...?”

The students’ questions will form the basis for the “Question of the day” in the following
week, which the students will be met with in the morning - written on the board. When
students enter the class, they must, in their notebook, answer the day’s question in silence
until everyone has responded to it. This brings the class together, gives a calm and reflection,
and gives a sense of meaning because they know they came up with the questions
themselves.

The teacher uses 10 minutes to hear some of the answers and end the round with 5 deep
breaths.
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Morning yoga
Morning yoga is a significantly positive way to start the school day. Many students can come
to school anxious or stressed, already from the morning, if the parents have not created
some lasting morning routines at home. This can make it harder for students to learn and
receive instruction, as their thoughts are often disturbed by worries.

Yoga provides a way to relieve stress and gain focus. By teaching students simple yoga poses,
their attention can be maintained, reducing the accumulated stress.

Students can stand in a circle and do a few exercises with a focus on breathing and balance.

● The teacher guides by saying:
● Reach your arms out to the sides, lift them up to the sky, and then relax back down.  
● Twist your whole body from side to side and swing your arms back and forth.  
● Lift up onto your tiptoes and reach your fingers high.  
● Bend your knees and sweep your arms back.  
● With your knees bent, glide your hands up high.  
● Press down through your feet and stretch your spine so it is long.  Roll your shoulders

back and press your palms together.  
● Sit with your legs crossed (still in the circle). Grow your spine taller,  roll your shoulders

back and rest your hands on your knees.  
● Still sitting comfortably, close your eyes. Take a deep breath in and let  a long breath out.

Let your whole body relax. Notice the air as you take another deep breath in and out. -
Does it feel cool? - Does it feel warm?  

Now, let a word come into your mind that describes how you want to be today. It could be a
word like “joyful,” “kind,” “friendly,” or “curious.” It could be a word like “happy,” “peaceful,”
“enthusiastic,” or “brave.” Choose the word that best describes how you want to feel. Hold it
in your mind. As you breathe in, ll yourself up with the feeling you want and as you breathe
out, send this feeling out into the world. Feel how you want to be today. Take another deep
breath in and let a long breath out. Open your eyes. You are ready for this day.

Breathing exercise
This exercise is good for students when they need to focus and concentrate on a task. It takes
5 minutes and creates a good start to the day.

The teacher guides:
Exhale completely through your mouth, making a whoosh sound. Close your mouth and
inhale quietly through your nose to a mental count of 4. Hold your breath for a count of 7.
Exhale completely through your mouth, making a whoosh sound to a count of 8.

Mourning Routines - Discussions
Time: 45 minutes discuss in groups of five these questions:

● What do you think about good morning routines?
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● Are there any of them that can work for you and your class?
● When will you start introducing morning routines?
● What will you achieve with morning routines?
● How can you know that it has succeeded?

Class Rules
First Module

Rational
Suppose students experience inappropriate reactions from the teacher or their classmates,
their ability to distinguish between right and wrong may be blurred. Understanding the
students is crucial in achieving a consistent empathic behavioural pattern and a place where
they can feel safe and secure. Therefore, it can be a good idea to have rules in class about
ensuring the best possible circumstances for well-being and a behavioural framework that
everyone can lean on.

Objectives
Community, co-responsibility and cohesion.

Materials
(No materials needed). 

Procedure
Together with the students, the teacher works out some class rules on how they can be good
classmates. They can create a healthy and caring class- room environment for everyone to
feel accepted and comfortable in the class.

Talk to the students about class rules. Use the following questions:

● What are class rules?  

● Can rules be different in different contexts?  

● Why are class rules important?  

Divide the students into groups of 3-4 students. Let the groups work on the following
questions:  
● Describe one situation where a class rule could be necessary (e.g., when eating, talking

during class, recess, feeling upset, need help).
● Why is it essential in this situation?
● What should the class rule be?  

Have students present their suggestions to each other by writing it down, drawing it,
constructing it in LEGO, or showing it as a drama.  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Class Rules
Second Module

Preparation for the Teacher
● Formulate based on the students’ suggestions 5-7 class rules, which correspond to your

own wishes about class rules.
● Tell students that you have formulated a draft class rule based on their suggestions.
● Review the class rules for students. Describe any connections and similarities between

the groups’ different proposals.
● Invite students to a joint talk about whether the class rules are comprehensive or if

something important is missing - something you have overlooked in their suggestions.
The adjustments are made jointly.

● The class rules are copied, laminated, and made visible in the classroom.

The class rules are passed on to the parents at the next opportunity or via the school’s
communications tool.

What to observe
Knowing that the rules are made jointly create a sense of security in the classroom, as
everyone knows what to relate to.

Note to Trainer (Coordinator)
It is possible for the teacher to adjust the rules together with the class during the year if
needed. Rules should not be seen as inflexible and rigid, but as a common frame of reference
that everyone in the class can relate to and lean on.

Work with the exercise and discuss the following questions:
● How do you communicate the class’s social values now?
● Will it work for your class to develop some “Class Rules”?
● Can Class Rules help calm the class down and regain balance?
● When all students take co-ownership on how to be with and around each other, can

empathy grow?
● What can you take with you that you know works?
● How will you present it?
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Day 4 Training Procedure
Training manual 4 (Essential 4). Creating a Safe Atmosphere
Exercises for Teachers and Students

Exercise 1
Body Language

Discussion with teachers
Discuss in groups of five the following questions the next hour followed by a 10 minutes
break.

● Do you sometimes deliberately use nonverbal communication to show who is in charge
of your students?

● In which situations does this happen? (Are you in balance or not in balance?)
● What reactions do you get from the students?
● Just as students do not act badly consciously, neither do you – therefore how do you feel

afterward, when reflecting on your behaviour?
● How would you like to feel instead?
● How can you change from using nonverbal language negatively to deliberately

communicating care, respect, and “I am here for you” instead?

Exercise 2
Co-responsibility for the classroom

Consider these questions in groups of five for one hour:
● Describe to the others in the group what the classroom for your class looks like?
● What does it mean for the class atmosphere that it is relevant and personal? (Do

students feel more relaxed, tense, nervous, attached to, etc.?
● Is it likely for your students to get support for this project from home? (Contribution of

posters, plants, furniture, books, etc.)
● What do you think it will mean for the students to create a personal and pleasant

atmosphere in the class?
● Is there anyone in your support system who you would like to involve? (The team around

the class, the parent representatives, the school management, others?)
● What could be the first step to take to make this happen?

There are some different factors in the classroom that matter to the overall learning
environment and atmosphere. These include the classroom design about furniture and
equipment, the placement of tables and chairs, decoration and storage, and the availability
of technology. It feels good to be in a place that exudes personality and warmth. By involving
the students in creating such a classroom, they will take better care of things if they mean
something for them and they have been a part of making it happen.
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Exercise 3
Cooperating

Rationale
This exercise’s primary purpose is to strengthen unity and community - and show that it is
through a concerted effort that a safe atmosphere is established. That fun and laughter also
strengthens togetherness and gives the desire to work together and be empathic towards
each other.

Objectives
To gather the students in an atmosphere where mistakes are welcome. It’s about the
students getting to meet and have fun with each other; collabo- rate, laugh together, and get
to know each other. It is not about WHAT they do, but HOW they do it.

Materials
Different balls: e.g., volleyball, tennis ball, soccer, rugby ball.

Procedure
The trainer explains:
Stand in a large circle (the whole class). The first of you call the name of a classmate
opposite themselves and hands over the ball (one may only receive the ball once). The ball is
caught, and the one with the ball similarly calls another classmate’s name and delivers
precisely. This is how it continues with names and passes until everyone has had the ball.

Now this is the pattern of the class that must be continued. Everyone must receive the ball
(the one who started with the ball must have the last pass).

● First round: play the ball quickly and accurately around for 2-3 minutes until they have
control of the pattern.  

● Second round: Now you have to put one more ball into the game. Let the round continue
with the students continuing the pattern just with two balls to keep an eye on.  

● Third round: Now you must add some more balls into the game. Start with one , but this
time it has to be delivered in a different way (through the legs, with the left hand, from
over the head, etc.. The one who started out decides.  

● Fourth round: Once the students control the pattern and the second and third round,
they are ready for the fourth round. Start with one volleyball (and wait with the others).
The students must play precisely the same pattern, where they call the person they are
to throw to and play the ball. Still, now the student must follow the ball when thrown
and run over and stand in their partner’s place. They have a shared responsibility to play
the ball accurately and avoid hitting each other while running and keeping the circle’s
shape.

● Fifth round: as round fourth, but with more balls in the game at the same time.
● Sixth round: as round five, but now entirely without sound. You must be aware of who

you will receive the ball from and where your passing partner is. Use body language.
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● Seven-round: Now, you can divide into two equal groups and make a new pattern in each
and compete against each other. The team can play the balls around the fastest in three
full rounds.

Debriefing Questions
● How did you manage to collaborate and help each other solve the task?
● Did you have fun?
● How did you communicate?

What to Observe
Greater cooperation, strengthened the sense of community and joy.

Note to Trainers (Coordinators)
If necessary, take a few timeouts along the way, and talk about how the teacher can best
solve the task, and round off the exercise by talking about how they can best help each other
and make the pattern work.

Cooperating
Discussion and Feedback

Consider these questions – write your thoughts down
● Is it important to you that your students feel togetherness and community? Why or why

not?
● What happens to the atmosphere when students do something fun together?
● What then becomes possible?
● What does it do to you as their teacher?
● What does it mean to you?
● How can you feel it in your body?
● Does it make you do something different?
● Do you want to do more or less to create a safe and good atmosphere in the class? Why?
● What can you take with you from this exercise?
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Day 5. Training Procedure
Training manual 5 (Essential 5). A Stronger Support System Fosters Empathy.
Notes for Trainers (Coordinators)

Teams
Suppose teachers must feel motivated and manage their resources in the best possible way,
promote balance and energy, they need to have good colleagues around. Being part of a
healthy, well-functioning learning environment reduces stress. It provides greater joy and
makes every- day life more comfortable with a sense of togetherness and community.

When having professional sparring partners close by to listen, support, and give feedback,
the teachers appear as a cohesive unit rather than just a single - more vulnerable – one. It
makes them better equipped and no longer exposed to criticism from parents, students, or
management. When the purpose is clear and leads to better pedagogical work, learning and
well-being teamwork works the best.

Teams are often composed of each grade level or based on subjects and didactics in
Denmark. In those teams, teachers can structure interdisciplinary courses, put together
annual plans and take over each other’s teaching by, e.g., illness, doubt, conflicts, if
necessary, where they use each other’s resources to the greatest joy and bene t of the
students.

Activities for Teachers and Students

Exercise 1
The better and the worse

In groups of five, follow the procedure for the next 1 1⁄2 hour.
The exercise requires one focus person and one person to “interview” the focus person. The
rest in the group listen and maybe take notes if there is anything that catches their attention
(paying attention to strengths).

There are five parts to the exercise, divided into 30 minutes for the first part and 15 minutes
for the rest.

First part: 
The focus person starts telling about personal strengths and weaknesses in being a teacher –
opening up as much as it feels comfortable. The idea is to help the focus person develop a
greater understanding of reaction patterns and who he/she is as professionals.

The interviewer asks questions like:
● Tell me a little more?  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● What is it like for you to be in this situation?  

● What do you do?  

● What does it make you think?  

● How do you feel it in your body?  

● Can you find your way back to your balance? Get in touch with your centre of being?  

● ... and other clarifying questions you may be having

Second part:
If possible, the “interviewer” puts focus on how the focus person’s development
opportunities can be strengthened and how to support and challenge him/her in that
process. The work with the development opportunities can be concretized so that it is clear
to the focus person what kind of support, for example, in a conflict with a child or parent, is
needed and how the group/team can support as best as possible. Using questions like:

● What would you like to change?  

● What does it take for that?  

● What do you want more of instead?  

● Why?  

● What will it give you?  

● To whom will you tell this?  

● Who would you like support from?  

Third part: 
After the conversation, the others in the group, who until now have been listening to the
interview, join in and tell:  
● What they have noticed that the focus person is already mastering  

● What they come to think of, from their own life  

● What they want to do so that they can strengthen their team of colleagues  

Fourth part: 
Finally, the focus person can put words on how it was to be interviewed. Perhaps using these
sentences:  
● It was...  
● I came to think about...  
● I now feel...  
● And I know that I will now do...  

Fifth part: 
Debriefing Questions  
● What do you think about using your team to talk about what is complicated or

challenging?
● What will it give you to spar with your team around life as a teacher - good and bad?  

● How can you make sure that everyone feels safe? (Confidentiality, recognition, physical
and mental presence, clarity, etc.)  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Exercise 2
How is it going?

Rational
In hectic times, it can be hard to find time to reflect on how things are going. However,
moments of inward attention and discussing with colleagues are essential for change and for
continuously ensuring a well-functioning every- day life for the teacher, the team and the
students.

Objective
Individual reflections on the positive and negative aspects of one’s own school culture and
shield new light on them in dialogue with others.

Materials
Paper and pencils.

Procedure
This works well at a team meeting as an agreed exercise on the agenda. It starts as an
individual exercise for each teacher in the team, and finishes with collective reflections.

● Write on a piece of paper all kinds of things that characterise your classroom. Things that
are working well and things that are not so good, what you like, and what you don’t like.
Positive and negative small things and bigger things (5 minutes).  

● Choose 1 negative and 1 positive statement. Choose the ones that  express your most
substantial feelings and draw a line under them.  

● Think for a short while about those two statements. Focus on each  statement one by
one: - What do they mean to you? - What is the core of the problem or the resource? -
How do you recognize the problem or help?  

Find and choose two specific situations where the positive and the negative are shown in the
class (one for each). Something happened on the outside that made you feel something.
What was that?
 

Feel the situation
● What becomes active in you?
● Which feelings?
● How do you sense your body, your breathing, and your thoughts in these situations?
● What are the signs that make you recognize the problem or the resource?
● Turn your attention towards the others in the team and each of you presents the

problems and resources. 5 minutes each for this.
● Let all members from the team come up with their thoughts and reflections on what they

hear, focusing on your resources and what they specifically notice.
● Reflect on yourself. - Did the group reflections give you another understanding of what

you have written on the paper?
● In what way?
● Sum up in plenum and let all know that you appreciate being in a team, where it is

possible to show vulnerability and help.
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What to Observe
When you have someone, who spars with you that you dare to be open to and seek support
from, you let your parades fall, and it becomes easier to be empathetic.

Note to Trainer (Coordinator)
implementing new ways of working can take time. Therefore, everyone must have time to
find their own point of view in the group and, in that way, to be there for each other and, at
the same time, turn their attention inward.

School and Home
Notes for Trainers (Coordinators)
In a good school-home collaboration, the school and the parents have clearly defined roles,
respect each other, share knowledge, and work together with a common interest in their
professional, emotional, and social development. To build a healthy collaboration, teachers
must consider parents as partners, who they need to work well with to best support and
stimulate the students’ well-being. This means that the teachers show confidence that all
parents can contribute and be a positive resource, they too can communicate with and keep
misunderstandings or quarrels away. A strong school-home collaboration gives the students’
better-learning conditions and deprives teachers of burdens that shut down empathy. There
is a strong tradition of cooperation between school and home in Danish schools. The School
Act states that parents play a central role in students’ schooling, learning, and development.
The collaboration may concern the individual student, or it may focus on entire classes.
Therefore, the collaboration is characterised by several different activities and areas of
cooperation, such as dialogue with the school, parent meetings, conversations between
school and home, joint exercises, and ongoing dialogue with teachers.

There are some areas a teacher must consider when a well-functioning partnership between
school and home is to function optimally:

Trust
Trust is an essential element in a well-functioning collaboration. If parents do not trust the
teacher, parents hold back critical views because they worry that it may harm the student. A
trusting relationship creates profits to deal with problems and conflicts when they arise.
Therefore, it is important that the teacher always contacts the parents about everyday topics
and continuously communicates about the student’s strengths and potentials.

The ongoing contact can take place, for example, when the teacher writes weekly updates to
the parents at the school's intra-communications tool in an informal and personal way. In this
way, they show a commitment that helps to give the parents security and trust. In the
younger classes, the teacher can be in class in the morning when the parents drop off
children (See exercise E2.1) and take the time to small-talk with the parents. In the older
classes, a short phone call can allow an informal talk about the student. The work of creating
a trusting and cooperative relationship is strengthened by the teacher continuously showing
care for the student and patiently focusing on the student’s learning and empathic
well-being.
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Learn from Parents
To support a good collaboration between school and home, teachers and management must
understand the parents’ values, perspectives, and expectations for the collaboration and, at
the same time, set a clear direction for the collaboration. The school’s responsibility is to
frame the collaboration, develop a dialogue with the parents, and create shared
understandings. Parental knowledge can give teachers a more coherent picture of the
student and better understand strengths and weaknesses.

In concrete terms, this means that the teacher in the meeting with the parents is listening
and asking about their child’s parents’ experience. When the student is challenged, the
teacher must avoid interpreting the parents’ perspective either as wrong or as an expression
of an inherent problem with the student or family, but instead show curiosity and empathy.
The parents’ perspective can be an essential source for understanding the student and the
next under- standing of the student’s family culture and background. Practising empathy
here is of great significance.

Parents’ position and commitment to the school- home collaboration is created relationally
through the school’s opportunities for participation. Therefore, it is essential that the
collaboration makes it possible for all parents to be heard and does not place higher
demands and expectations on the parents than they have the opportunity to live up to. In
some cases, the school-home collaboration goal may be that the student attends school
every day or has a packed lunch with them. Especially about vulnerable families, there may
be a need for informal and flexible forms of cooperation. In concrete terms, this may mean
that the school must supplement jointly written messages with personal or telephone
contact so that the relevant information reaches all parents - regard- less of reading skills or
language background. To accommodate the parents who have negative school experiences,
the teacher can also choose to move meetings and activities away from the school’s usual
framework, e.g., to the sports hall or entirely outside the school. Another option may be to
go on home visits and gain a greater insight into the student’s everyday life.

Commitment
If teachers are to succeed in developing forms of cooperation that are flexible about the
parents’ prerequisites, it requires strategy and management. Management is of great
importance for teachers’ attitudes towards parents and for maintaining an empathic
approach. It focuses on opportunities and resources rather than barriers and shortcomings.

Three key elements should be anchored (and often handed out as a folder to parents, when
their child begins in school, because it is the responsibility of management to formulate):

First, the strategy must clarify the division of roles and responsibilities for both teachers and
parents.
● That an inclusive school is a shared responsibility.
● That the learning conditions work best when everyone contributes to the community, as

it influences their living conditions and development opportunities.
● That everyone has a shared responsibility to be able to include, accept, and respect the

students with their living conditions and stories.
● That there is open communication, and challenges are solved together.
● That parents and school equally speak positively about the other.
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Secondly, the strategy must formulate a value-based basis for the collaboration. The parents
are mentioned as partners who can make a positive contribution. The school management
must convey a belief in the parents’ prerequisites and willingness to cooperate.

That the parents:
● Help their child meet the school’s expectations.
● Show interest and loyalty in collaboration with the school.
● Are informed about the school’s activities.
● Actively participates in promoting a good environment so that everyone thrives. -

Understands and contributes to their child being part of a community.
● Make demands on their child by its ability.
● Teach their child to strengthen friendships and build up good manners.

Thirdly, the strategy must clarify the resource framework for cooperation. In short, it is the
management’s task to create clarity about resources and time for collaboration.
● Responsibility - consider each other as whole people, take co-responsibility, and are

credible in word and deed.
● Attitudes - make demands, and have expectations of each other, maintain healthy

traditions, and use humour.
● Care - creates security for all, respects each other, and uses disagreement constructively.
● Community - has a good working environment and commitment to daily work.
● Ambitions - prioritise social, creative, and highly professional learning environments and

use each other’s competencies.

School and Home Collaboration
Discuss the following questions for the next 45 minutes:

Take a look at the parameters teachers must consider when a well- functioning partnership
between school and home is to function optimally in the document.
● Do you agree that TRUST, COMMITMENT, and PARENTAL KNOWLEDGE are important

areas to consider for a well-functioning collaboration?  

● What are you already doing to create a good school and home collabo- ration?  

● What do you find challenging? (And why)  
● What works well? (Describe)  
● Does your school inform new parents about the school and home collaboration and what

it entails? (Via folder, parent meetings, intra, etc.)  
● What does it take to make it even better?  

● Who can support this?  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Parent-meetings

Rationale
A constructive meeting must be clearly framed. The teacher must set out a clear purpose and
present an agenda for the meeting and allow the parents to express their expectations and
influence the meeting’s content. This means that space is provided for the parents to have a
say or to organise events/groups/initiatives outside the school, possibly by the parents
talking to each other in small groups or inviting them to a workshop day. However, it is
important that parents do not feel insecure about the teachers’ qualifications and didactic
knowledge - involving parents is more about them being taken seriously and involved in their
child’s learning and school life – and supporting the good spirit with activities outside school.

Objectives
The main objective is to be clear to the parents what their role is, that they have influence
and that the agreements that are made oblige the parents and the school.

Materials
Paper and pen.

Procedure
To the first meeting for parents for the class at the beginning of a new school year, let the
parents sit in groups of 6 working with these questions:
● What school experiences were the best and most educational you have brought with

you?  

● Why do many children, when they reach a certain age, find school boring?  

● How effectively do students learn when they are bored?  

● Does the school become more or less exciting when the teachers continuously measure
the student?  

● What motivates you the most to give your best?  

● How important are communities and well-being for learning?  

● Should teachers focus on everything in school that can be measured  and tested and
spend less time on soft skills?  

● How high do you prioritise that your child maintains and strengthens his/her curiosity,
creativity, and empathy at school?  

● Are good relationships with classmates and teachers essential to your child’s learning?

After 20 minutes, one from each group must present the key conclusions of each question.
The answers are noted on the board and used to understand the parents’ expectations and
values. A reflective dialogue can open up a constructive dialog about the school’s values and
the teacher’s knowledge of relational competences, community, empathy, and well-being.
This way, it will give the parents a better under- standing of the foundation the teachers
come from and how they can all better cooperate. The parents can better support the social
and emotional initiatives that are worked on in the classroom, while knowing the importance
of that, which can be considered as general formation.
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Debriefing Questions
● Did all parents participate in the group work?
● Were they good at listening to each other?
● Could they find consensus?
● Was there a balance between professional expectations and
● the desire for well-being for their children?
● What did you learn about the parents of the class?

What to Observe
Possible how some parents change perspective from being focused only on didactic
competencies and high grades to appreciating soft values like empathy and community
more.

Note to Trainers (Coordinators)
An appreciative approach to parents can present a dilemma. On the one hand, the teacher
must be open and accommodating to the parents’ different values and expectations. On the
other hand, it is the school’s responsibility as the professional party to formulate a purpose
for the collaboration and give it a clear direction. However, the teacher must be able to
balance being listening and appreciative and being a professional authority. For example, the
teacher cannot accept that some parents ultimately interfere with the student’s schooling, or
that a parent takes over an agenda at a parent meeting. It is the teacher who is professional
in this context.

Parent to Parent
Note to Trainers (Coordinators)
Even though it is outside the school area, many Danish schools encourage parents to do
social things together in their free time (they are handed out a folder). It is to strengthen the
unity and joy around the students’ lives in school. It’s also to create bonds between parents
who then know each other’s values and motives. That will make it easier to talk about di cult
topics if they arise, as adults who spend time and enjoy each other’s company are more
tolerant of small conflicts. Happy parents have more surplus to arrange social activities
outside of school, which helps to thicken the unity and the understanding of the individual in
the class. As with students, parents must also work together for many years to come.

Self-organised Play Groups
Exercise

Rationale
Another way is how to bring students together and strengthen their social skills and empathy
is the self-organised play groups. Many Danish schools encourage parents to organise
playgroups outside of school. Children learn and develop empathy skills when they
participate in social contexts. Making a contribution to the community hosting PlayGroups
has an impact on the life quality of students and carries developmental opportunities. This,
too, contributes to reducing bullying, since it is harder to tease someone they know while
also knowing the family. Therefore, a well-functioning community around education is a plus.
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Objectives
This initiative is to strengthen the sense of community among the students. When they come
home privately to each other, play, eat, and meet their parents, it becomes harder to bully.
The students get mixed up in different playgroups each time and come home to various
families that way. It also blends students across genders and interests, opening up new
friendships, which reinforces non-bullying behaviour and enhances empathy. When students
feel they have friends in school, they take their guards down and are more ready to learn.
Therefore, this has a significant impact on the learning environment for all involved.

Materials
Snacks and dinner

Procedure
One of the class’s parent representatives organizes all students into small mixed groups of
5-6 students to come for “Eat and Play” at their house after school till around 7-8pm once a
month (or 5-6 times a year).

A set of parents creates the hosting groups of students, agreed on at the rst parenting
meeting. The parents and students rotate every month, changing the group of students and
hosts. All children get to be a host during the year. Once the groups are made and passed on
to all parents, immediately after the parent meeting, the host parents are responsible for
seeing when their week is. The event must be held on a day that suits the family during the
required week. They must make sure to invite the students (via the parents) who are going to
their home and thereby find out if every- one can participate.

Joint Birthdays

Rational
Shared birthdays are when the students of the class are celebrated in groups. Everyone is in a
group, and the whole class is invited every time. As a basic rule in Denmark, students invite
either all girls, all boys or the whole class home for private birthdays. It is not tolerated that
there are students who are not invited. As a parent, you can do a lot to make the joint class’
birthday parties excellent and fun - for all children to feel a part of a whole.

Objectives
The primary purpose is to gather the students around something fun and nice. When they
experience good things together, they forge new bonds and create new communities and
friendships. It reduces bullying and loneliness and fosters empathy. The parents also get to
know each other better, and their joy of working with other parents to solve a task spreads
to the students.

Materials
(No materials needed)
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Procedure
● The parents are divided into birthday groups according to the month in which the

children have a birthday. Gather the groups so that birthdays are celebrated 3 or 4 times
a year.

● Each group agrees on a date for the birthday and announces it on the school’s
communications tool so that the calendar can be ticked.

● The groups meet to vote on expectations and start planning when time is near for their
birthday to be planned. - How long should the birthday be? - Where should the level of
ambition be? A good piece of advice is - NOT to make a piece of equipment but to keep it
simple but fun. - Does anyone have a shared house or an adequate space at home? For
example, can you hear if the school hall is vacant or find a good playground somewhere?

● Once the framework is set, make a small birthday meeting with the children. Hear what
they would like. Make sure that all the children have a say. Before the meeting, each
parent couple can have a small talk with their child about the day’s wishes within the
framework. Also, so the children know that for a joint birthday, there are several who
decide. Tell the children that now the parents have written down their wishes and will sit
down together to plan the birthday. 

● Put the day together and make sure all children have an impact. Each parent tells their
child how the day will be.

● Now the parents must divide the tasks among themselves.
● Rooms, decorations, and music. - Food and drink can be divided between several, so one

bakes
● muffins/cake, provides fruit and snacks, provides drinks, and makes
● chicken skewers and vegetables, or whatever you need.
● Entertainment - games, treasure hunts, or whatever it may be. - Cleaning.

Write an inviting invitation that is handed out to the class and sent via Aula. Remember to
write:
● Where to meet, date, and time schedule.
● That the children can be picked up and brought if their parents cannot.
● Name, tel. No., and email a contact person.

Do what you can to get all the children to join the joint birthday event. Call those parents
who have not reported back within the deadline. Offer to pick up and bring the child if the
parents are prevented.

What to Observe
Fellowship, joy and togetherness.

Note to Trainer (Coordinator)
It may be a good idea for the teacher to talk about how birthdays should be held among the
class students. This can be brought up at this year’s first parent meeting, and questions such
as the following can be discussed:
Do you hold birthdays separately, or should you consider joint birthdays?  

● Who do you invite to birthdays? The whole class, the boys ‘group or the  girls’ group, so
that no one feels left out.
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● Do the children give gifts? Do the parents of the birthday child buy a joint gift from the
whole class? What must the gift cost?

● Should there be 1⁄2 hours of parent coffee at pick-up? A quick and effective way to get to
know each other better and show the children that the parents talk well together. It is
contagious to children.

Highly prioritise birthday invitations. The fact that the student does not want to participate is
not a good reason to cancel.
● Respect the way the parents of the class have agreed to hold the birthdays.  
● Birthdays do not have to be a big piece of equipment, it is more important to keep them

simple, cosy, and fun for the kids.  
● Talk openly about different ways to celebrate birthdays. It’s just exciting if there is a

difference. Remember that even a small criticism can hit a student hard on his family’s
options and choices.  

● Stick to the agreed gift amount. No one should have their worth measured in the price
and size of a gift.  

Joint Events

Rational
Joint events are for the whole class, planned and held by groups of parents in the class. Here
the students meet outside school hours for joint activities, like when with Joint Birthdays –
most often at weekends. The school prepares proposals for the parent groups before the first
parent meeting in the lowest classes, to make sure this important initiative reaches all
parents in school - and from there on the parent representatives from the class put together
four groups (fall, winter, spring, and summer) with the participation of all students’ parents
divided into one group for each student. As it is outside school time, the Danish schools hold
no responsibility, but support these events strongly.

Objectives
Joint events help to ensure good well-being in a class and thus contribute to making
everyone feel comfortable. Planning and conducting joint events is a unique opportunity to
build up a social community among the parents, which is essential for the class’s well-being
as well. Still, most of all, those events are about securing community and well-being in all
students, where boys and girls learn to interact with each other across genders, share
experiences, create memories, connect, and have fun.

Materials
(No materials needed)

Procedure
● The parents are divided into three groups, organized and handed out by the class

representative. Each group agrees on a date for the event and announces it on the
school’s communication tool so that the calendar can be ticked. They will most often
correspond by email or the school’s way.

● The groups meet to discuss what kind of event they would like to hold.
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● How long should the event be? An overnight stay in a shelter. Bowling. A bike ride. Camp
fire. Swimming pool and fun. Treasure hunt. Visit one of the parents’ workplaces. Theme
party etc.

● Where should the level of ambition be? A good piece of advice is - NOT to make a piece
of equipment but to keep it simple but fun.

● Once the framework is set, make a small meeting with the children involved. Hear what
they would think.  Make sure that all the children have a say.

Before the meeting, each parent couple can have a small talk with their child about wishes
for the day - within the framework. Also, the children know that for joint events, there are
several who decide. Tell the children that now the parents have written down their wishes
and will sit down together to plan the day.

● Put the day together and make sure all children have an impact. The parents tell their
children how the day will be. 

● Now the parents must divide the tasks among themselves.
● Practical things are depending on where to go and do.
● Food and drink can be divided between the parents.

Write an invitation that is handed out to the class and sent via the school's intra.
Remember to write:
● Where to meet, date, and time.
● That the children can be picked up and brought if their parents cannot.
● Name, tel. No., and email a contact person.

Do what you can to get all children to join the joint event. Call those parents who have not
reported back within the deadline. Offer to pick up and bring the child if the parents are
prevented.
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The Five Essentials Explained
Essential 1 - Motivation
The first essential, ‘Motivation’, describes the necessary basics to facilitate teaching in
empathic inner and outer balance. The better teachers understand themselves, and know
how to get balanced, the better they will understand and meet their students with empathy.
Furthermore, it touches on the topic of how to motivate students and how to help them
regain balance.

Essential 2 - Relationships
The second essential, ‘Relationships’, deals with how important it is that teachers form good
and strong relationships with the students. Good relationships are imperative for students’
well-being and learning and subsequent empathy.

Essential 3 – Chaos versus Harmony
The third essential, ‘Chaos versus Harmony’, deals with how teachers can handle troubled
students, bullying and other conflicts in an empathetic and constructive way. It requires
attention directed inwardly and outwardly while simultaneously meeting the students with
care, curiosity, and respect.

Essential 4 - Creating a Safe Atmosphere
The fourth essential, ‘Creating a Safe Atmosphere’, deals with how the teacher can
implement the best conditions for students to feel safe and relaxed. For optimal learning to
occur the classroom, both physically and mentally, must be inclusive, instructive and caring.

Essential 5 - Support System
The fifth and last essential, ‘Support System’, illustrates how a healthy support system is
essential for both the student and the teacher to thrive. Unresolved conflicts, whether
obvious or not, will always impede the emotional and learning competencies, and must
therefore be handled in a positive way.

The essential activities contained within the toolkit are designed to promote empathetic
development in teachers are as follows:

Essential 1 Teacher Focussed Activities
1. Motivation: Your Motivation Leads the Way
2. My Purpose
3. Opening the Heart
4. Diaphragmatic Breathing
5. Lead by Example

It is strongly recommended that coordinator(s) fully understand the content of the training
procedures and the five essential activities described under Essential 1 of the toolkit before
commencing training as they may wish to embed some of the later activities during the
delivery of the training manual content.
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Programme Implementation
E4C Implementation Phase 1
When the coordinator(s) have practised and understood the teacher-focused activities within
the first essential of the toolkit, they are in a position to introduce these to their fellow
teachers if they have not already done so during the delivery of the content of the training
procedures. A step-by-step procedure for how best to present these activities are described
in detail in the toolkit. Not all teachers will feel comfortable with self-reflection and honest
open dialogue and some of the relaxation and meditation activities might feel alien to them.
It is therefore important for coordinators to deliver the training sensitively.

‘It is important that everyone participates of their own free will without feeling coerced.
Nevertheless, it is hoped that all the participants will take an active part while showing
appreciation for their own, and their colleagues’ wellbeing. It goes without saying that

confidentiality is expected.’
Iben Sandahl - E4C Toolkit – Introduction for teachers’.

Those teachers who choose to do so may begin to include some personal reflection and
meditation activities as part of the daily routine. Teachers should not be compelled to use
these activities, but they should be encouraged to give feedback to colleagues if they
experience any benefits in doing so. With a consensus, schools might decide to use such
activities at such times as the beginning of staff meetings.

Further Essential 1 strategies and activities and more suited to developing empathy in
students. The remaining four essentials contain suggested activities and strategies designed
to help teachers raise empathy amongst their pupils.

E4C Implementation Phase 2
Once teachers have discovered the benefits of regular reflection, relaxation and/or
meditation, they should begin discussing the remaining strategies described in Essential 1
which are designed to encourage self-reflection and meditation amongst the students.
These activities may best be used during morning circle time or morning registration /
tutorial periods. On a larger scale, these activities may be used during year group or whole
school assemblies if there is a consensus on the part of the teaching staff to do so.

Some of the first five activities aimed at developing empathy in teachers may also be used
with students. Despite this, there are remaining activities specifically aimed at students.
These activities are:

Essential 1 Student Focussed Activities
6. Let Your Motivation Guide You
7. Sitting Body Scan
8. Movement Sitting and Breathing
9. How Am I Doing?
10. Getting Energised
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Schools should decide for themselves how long they wish to give to trialling the activities in
the Essential 1. Again, teachers should not feel that they have to introduce all strategies and
activities into their teaching practice. However, it is recommended that teachers be
encouraged to trial at least two activities from Essential 2.

As is the case with all strategies and activities suggested in the E4C toolkit, teachers should
not expect immediate results in terms of observing positive changes in classroom behaviour,
wellbeing and students’ interactions as listed in the desired outcomes above. Teachers
should therefore closely assess their students’ level of empathy at the outset in order to set a
benchmark from which longer-term progress can be monitored. Suggested assessment
strategies can be found in the appendices at the bottom of this document together with links
to the E4C assessment tools on the E4C website.

E4C Implementation Phase 3
As teachers use strategies of relaxation, reflection and self-awareness in the classroom, they
will begin to create a calm, motivating and energised teaching and learning environment at
the start of each day or at the beginning of specific lessons. This provides the foundation
upon which all subsequent strategies and activities can be built. Overloading students with
too many and varied experiences should be avoided at this stage.

At the point where teachers feel that such strategies have real value and have become part
of the school or classroom routine, teachers will be in a position to implement some or all of
the suggested activities described in Essentials 2 to 5. Coordinators should continue to take
the lead at this stage and support teachers in choosing activities for which they are best
suited and which they feel will be of most value to their students. Despite the wide choice of
activities on offer in the toolkit, it is suggested. That teachers choose no fewer than two
activities from each of essential groups 2 to 5 (see above – The Five Essentials).

If there is sufficient willingness amongst the wider teaching body, coordinator(s) may decide
to discuss the carry out suggested activities contained within the toolkit and arrive at a
consensus as to which activities will be adopted as a whole school approach. Without such a
consensus, teachers should be allowed to adopt strategies and activities of their choice and
coordinator(s) may have to support and mentor teachers on a one-to-one basis. Staff
meetings and specifically designated meetings should be used to allow feedback from
teachers and generate discussion. Such discussions should be led by coordinators to ensure
consistency of approach and a shared awareness of what is or is not working.

‘The needs of the group, and the teachers’ adaptation and sensitivity to a specific school
context and learning situation are crucial factors for the success of the Empathy for Children

programme. The trainers’ willingness to dive into dialogue with the teachers is absolutely
imperative.’

Iben Sandahl - E4C Toolkit – Introduction for teachers’.
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E4C Implementation Phase 4
Over time, teachers should hopefully see tangible improvements in classroom atmosphere,
student engagement and general wellbeing. As students become increasingly comfortable
with discussing their feelings and relationships and applying strategies to raise
self-awareness and inclusion, teachers should begin training on developing needs-based
communication within the classroom and wider school community. The application of
needs-based communication is designed to build upon the growing sense of empathy
amongst teachers and students and provide them with a communication tool that places
empathy at the heart of dialogue and conflict resolution.

Needs-based Communication is a communication process that focuses on
three aspects of communication:

Self-empathy (defined as an awareness of one's own inner experience)  
Empathy (defined as an understanding what we see in the other  person)  
Honest self-expression (defined as expressing oneself authentically in  a way that is likely to
inspire compassion in others).
 

Needs-based Communication aims to find a way for teachers and students to identify and
focus on what really matters to them without the use of guilt, humiliation or shame. It is
useful for resolving conflicts, connecting with others, and working in a way that is conscious,
present, and attuned to the genuine, living and working needs of all parties.

Students and teachers should be helped to develop their emotional literacy through the
activities described in the E4C toolkit and begin to identify their emotions and reasons for
actions in terms of satisfied and unsatisfied needs. This can form a large part of circle time in
class and staff development meetings with colleagues. Needs-based communication aligns
closely with the Cognitive Diamond as explained in the E4C toolkit and E4C Training Manual
1.

E4C Needs Teaching Booklet
Before introducing needs-based communication to students, it is imperative that teachers
actively address the concept of need and introduce various human needs to their students.
To this end, the E4C Needs Teaching Booklet has been designed to provide a scheme of work
based on Maslow’s hierarchy of needs. The booklet provides a range of reading, writing, and
discussion activities divided into a five-tier hierarchy of need.

The five tiers are:
Basic (physiological) needs
Safety needs 
Belonging 
Esteem
Self-Accomplishment
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The aim of the E4C Needs Teaching Booklet is to systematically encourage students to
consider their own needs and recognise the needs of others. Discussions around needs
should be increasingly embedded in those activities described in the E4C toolkit that are
already taking place in the classroom. When discussing feelings and reasons for actions,
teachers should try to elicit from the students the satisfied or unfulfilled needs that may
have given rise to them. In this way, students will gradually develop the emotional literacy
and understanding required to recognise the reasons for their own behaviours and feelings
and the behaviour and feeling of others.

Although the E4C Needs Teaching Booklet contains a range of activities, it should be seen as
merely an introduction to the topic of human needs. In order for students to develop a
deeper awareness and appreciation for the behaviour of others and what motivates them,
they are able to identify the unsatisfied needs that are at the root of such behaviour. This is
the essence of what it means to be empathetic.

Having systematically directed discussions around feelings and behaviours in terms of human
needs, teachers should begin to help students develop needs-based communication skills.

Needs-based Communication

The Practice of Needs-based communication - a tool for empathy and conflict resolution.

Needs-based is a simple method for clear, empathic communication consisting of four steps:
1. Stating observations  
2. Recognising and expressing feelings  
3. Identifying needs  
4. Making realistic and achievable requests.

1. Stating Observations
During the first phase of collaborative communication it is essential that teachers and
managers elicit from the other party (children, parents or colleagues) the observations that
they have made which may have led to an undesirable behaviour, conflict, complaint or
grievance. These should be purely factual observations, with no component of judgement or
evaluation. The starting of factual observations can be applied to elicit communication in all
areas of school life and professional discourse, including:
1. Conflict Resolution  

2. Grievance Resolution  

3. Performance Management  
4. Lesson Observations  

Examples of stating observations to elicit communication

With Teachers
“I noticed that you didn’t write a learning objective on the board” states an observed fact,
while “It’s school policy to write a learning objective on the board and it’s something you
have to do” makes an evaluation and denies the other party ownership of his or her own
actions. There may well be an excellent reason for not stating the learning objective and the
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opportunity to discuss the reason may be lost when evaluations or value judgments are
made.

With students
“I noticed that you pushed Sarah in the corridor” states an observation of fact. “You must not
push people as it is unacceptable behaviour” makes an evaluation.

2. Recognising and Expressing Feelings
This phase requires a statement of the feeling that the observation is triggering in another
person, or guess what they are feeling, and ask. Naming the emotion, without moral
judgement, enables teachers and managers to connect in a spirit of mutual respect, empathy
and cooperation. Teachers and managers should perform this step with the aim of accurately
identifying the feeling that they or the other person is experiencing in that moment, not with
the aim of shaming them for their feeling or otherwise trying to prevent them from feeling as
they do.

Examples of recognising and expressing feelings.

With Teachers
"I noticed that you were shaking your head throughout the staff meeting (observation). Were
you angry?"

With students
I noticed that you shouted at John. Were you frustrated”?

Teachers and managers should try to avoid giving reasons for the perceived emotion. They
simply state the observation and guess the emotion. It would be less conducive to open,
needs-based communication if they were to ask the other party if they were the cause of his
or her anger.

3. Identifying Needs
In this phase, teachers and managers should try to identify the need(s) that is the cause of
that feeling or guess the need that caused the feeling in the other person and ask. When
needs are met, people have happy, positive feelings; when they are not met, they have
negative feelings. By tuning into the feeling, the teacher can often find the underlying need.
Stating the need, without morally judging it, gives both parties clarity about what is really
driving the emotion at that time.

Example of identifying need:

With teachers.
The following examples refer to a school manager entering into a dialogue with a member of
the teaching staff.

Manager
” You were shaking your head throughout the meeting (Observation). Were you angry?
(Perceived emotion.”
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Teacher
” Yes, I was. You didn’t give me time to say what I wanted. I felt that I was misunderstood and
not given the opportunity to explain myself.”

Manager
I’m sorry that you felt that way, but I had a lot of other teachers that wanted to speak. I
moved the meeting on so as to give as many people a chance to speak as possible
(Observation). While you were shaking your head, I felt uncomfortable and afraid that others
would perceive me as being disrespected (emotion). It seems to me that you need to be
listened to more carefully and understand what it is you want to say, while I need to feel that
I have the attention and respect of staff members while chairing a meeting. (Identifying
needs) So, how can we ensure that in future we both have these needs met? (Seeking
realistic solutions)

In far too many cases, the manager would feel compelled to react as follows:
“I just want to let you know that your behaviour during today’s meeting was totally
unacceptable. You made me look weak in the presence of colleagues and you showed me
absolutely no respect. You may take this as a verbal warning and I do not expect to see any
repetition of this behaviour. I would like you to go away, think carefully about your attitude
and start acting like a professional teacher.”

4. Making realistic and achievable requests.
In this phase, teachers should try to form a concrete request for action to meet the need(s)
just identified. They should ask clearly and specifically for what we want right now, rather
than hinting or stating only what we don't want.

Manager
Why don’t we meet later to discuss your ideas in more detail? (Request)

Teacher
That would be great. And could we look at ways of providing open feedback on staff
meetings so that we can discuss issues in more depth. (Request)

Manager
Fine! Let’s meet later and brainstorm ways in which we can improve communication
generally and hopefully that will allow us to continue running meetings at a high pace.

In this way, a member of staff has moved his or her position from one of perceived defiance
or disrespect to that of a valued contributor to school development.

For the request to really be a request, and not a demand, teachers and managers should
allow the other person to say no or propose an alternative. They take responsibility for
getting their own needs, and those of the school, met, and let the other person take
responsibility for theirs.
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When teachers and managers do something together, they should want it to because they
both voluntarily consent to it, as a way of fulfilling their own genuine needs and desires, not
out of guilt or pressure. Sometimes they can find an action that meets the needs of both
parties, and sometimes they may have no choice but to agree to disagree and/or initiate
formal grievance or disciplinary procedures.

Things to Avoid
Teachers should avoid saying "You made me feel ____", "I feel ____ because you did ____,"
and especially, "You're making me angry." These put responsibility for their feelings on the
other person, and they avoid identifying the need that is the true cause of their feeling.

An alternative: "When you did ____, I felt ____ because I needed ____." Explicit phrasing is
communicating personal needs without making one person responsible for another person's
feelings and makes it unnecessary to spell things out too fully.

Teachers and managers might not always be able to guess what someone is actually feeling
or needing when empathising. The fact that teachers and managers are listening and want to
understand, without criticising or judging or analysing or advising or arguing, will quite often
lead people to open up more so that they have a better or different sense of what is going
on. Genuine interest in the feelings and needs that are driving each other's actions will lead
teachers someplace new, someplace that they cannot predict before they have that
understanding. Often, teachers can help someone else open up by first honestly sharing their
own feelings and needs.

Needs-based communication can be helpful even if the other person doesn't practice it or
know anything about it. Teachers can practice it unilaterally and get results. (See the example
given in the Warnings below.)

When someone speaks in the language of condemnation, name-- calling, or dominance, the
teacher should always try to hear what he or she says as an expression of his or her unmet
needs.

Warning
With needs-based communication, "needs" are not things that we must-- have-or-else — i.e.,
it's not an excuse to say, "you have to do this, because it's my need."

Empathy is not a mechanical process. Just saying certain words is not enough. We want to
genuinely tune into the other person's emotions and needs to see the situation as they do.
Empathy is where we connect our attention, our consciousness. It's not what we say out
loud. Sometimes it can help to imagine how we might feel in their situation. We may have to
listen past their words: what's really alive in them, what matters that is leading to their
action or words? In a highly emotional situation, showing empathy for one feeling will often
draw out more feelings, many of them negative. When this happens, just keep empathising.
Depending on the intensity of emotion and how poor communication was in the past, we
may have to go a number of rounds before we get a response.
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Managers should never attempt to argue with an angry person, just hear them out. Once
they have understood their genuine feelings and needs and shown them that they have
heard them non-judgmentally, they may become ready to hear the teacher’s. And then both
parties can search for specific action to take, which benefits everyone.

The basic technique is to first connect emotionally to identify each other's needs, then work
out a solution or bring up reasons to understand things differently. Going straight to
problem-solving or argument usually leaves people feeling not listened to or leads them to
dig in their heels even more.

As teachers and senior managers develop needs-based communication skills, they will
become increasingly well placed to support similar needs awareness and emotional literacy
amongst the children at age-appropriate levels. By doing so, the school community will
significantly improve as an empathetic environment that supports the wellbeing,
engagement and motivation of teachers and students alike.

Online / Distance Teaching and Learning

Activities which could be adjusted so as to be carried out online
The main focus for improving empathy during the lockdown period should be on those
aspects of the 5 essentials which improve students' understanding of feelings, their reasons
for actions and the language required to express needs. Teachers should approach the
project through the lens of needs-based communication. This will enable students to make
meaningful connections between their feelings and actions and those of others. It is clear
that these goals are best achieved when teachers and students meet in person. The
frequent COVID 19 lockdown measures that many schools have to adhere to greatly restrict
such interactions. Although the E4C toolkit focusses on in-person activities, there are some
strategies and activities that can be carried out online.

Activities suited to distance learning
Essential 1
Motivation: Your Motivation Leads the Way
E1 My Purpose
E2 Opening the Heart
E4 Diaphragmatic Breathing
E5 Lead by Example (adjusted) and E3 Let Your Motivation Guide You
This could be replaced with ‘Non-violent Communication’ strategies which lend themselves
to online teaching while achieving the aims of improving each student’s emotional literacy
while improving their ability to resolve conflict. The students will learn to identify their
behaviour and feelings in terms on unmet needs as described in E3
E5 Sitting Body Scan
E6 Movement Sitting and Breathing
E7 How Am I Doing?
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Essential 2
Relationship: There is Nothing Without a Good Relation
E1 Let Your Students Know that You See Them
This activity should be linked to ‘Eco-maps’ so as to help students understand the place
within the class dynamic.
E2 Let Students Inside Your World
This could involve an online tour of the teacher’s home.
E3 Class Time
E4 Teamwork
E5 A Tree of Hearts
This could be carried out using digital tools.
E6 Are We Friends or Classmates?
This might work with the use of break-out rooms. This activity should be linked to ‘Eco-maps’
so as to help students understand the place within the class dynamic.

Essential 3
Chaos Versus Harmony
E1 Morning Routines
Lesson opener routines
E2 Class Rules
E3 We are the Ones, Who…
E5 PYT-Button
This could be done using an audio signal
E6 The Cognitive Diamond

Essential 4
Creating a Safe Atmosphere
E2 Who Inspires
E3 All Emotions are Equally Valid
This could take place in break-out rooms and related to ‘Non-violent Communication’.
E5 Body Language
This activity is designed for teachers but could be used with students and related to
‘Non-violent Communication’.

Essential 5
A Good Support System Fosters Empathy
E1 Heart
E2 Breath
E3 Better and Worse
This activity could be linked to ‘Non-violent Communication’.
E4 How is it Going?
This activity could be linked to ‘Non-violent Communication’.
E6 How Parents Can Support Their Child at Home
E7 Parent-meetings
E8 Personal Letters
Parents could complete a version of the Basic Empathy Teacher-assessment report (BET)
E10 Joint Birthdays
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Could be celebrated online

Extra exercises:
● Sing, Sing, Sing
● Connecting to the Heart
● A Secret Friend
● In Our Class, We…
● This activity could relate to a survey based on Iben Sandahl’s 12 outcomes.
● Our Dream Room.  This creative task could be carried out at home.
● Role-play

The content of the E4C Needs Teaching Booklet can be easily delivered online and it might be
best to keep this in reserve in the event of further lockdown restrictions.

Online E4C teacher training led by Iben Sandahl.
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Assessment and diagnostic tools
Concept and Structure of Empathy 
Assessing students level of empathy is best achieved by recognising that empathy is best
understood as constituted of two dimensions:

● cognitive empathy, is the ability to understand the feelings of others and is a cognitive
process in which a student mentally constructs the mental  state of another.  

● affective empathy, is the tendency to have an emotional response to the affective state of
another  

The Basic Empathy Self-assessment report (BES)
Children are asked to complete the table below. This could be carried out in a group with the
teacher or individually. Additional versions are translated into German, Slovenian and Italian
and later back translated. The Basic Empathy Self-assessment report comprises a total of 20
statements that measure both cognitive and affective empathy. Children are required to
indicate whether they agreed or disagreed with each statement using a five-point Likert
scale. Responses on cognitive and affective empathy scales are calculated by dividing the
total score by the number of responded items included in each scale. This scoring strategy is
suitable for managing answered items in the questionnaire

The Basic Empathy Teacher-assessment report (BET)
The Techer assessment of children are taken from the BES and worded in third person, while
including the original statements. For example, ‘I find it hard to know when other children
are frightened’ is changed to: ‘S/he finds it hard to know when other children are frightened’
Teachers are required to indicate the extent to which they agreed or disagreed with each
statement using a Likert-type scale. An additional level of “Not Applicable” is provided so
that teachers can indicate whether they were unable to observe the child’s specific
behaviour. Responses for the affective and cognitive scales are calculated in the same way.

The use of two information sources is necessary to assess both teachers’ and students‘
perceptions so as to offer useful information for teachers to determine how to proceed,
which interventions might best address specific issues while providing formative assessment
data with which to monitor progress.

By using self-report questionnaires, we should be aware that some students may have
expressing how they or another person feel. This could be especially true for younger
children, who are still developing cognitive and verbal abilities that can make the task of
reporting on internal states difficult. In order to gain a more accurate measurement, a
multi-informant or triangulated approach has been recommended. In this respect, parents
could constitute a helpful supplementary source of information about their children’s
empathic behaviour.
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For Students

Affective Scale
The tendency to

have an emotional
response to the
affective state of

anothers

Cognitive Scale
the ability to

understand other’s
feelings and is a

cognitive process in
which a student

mentally constructs the
mental state of another

Five-point Likert Scale

Strongly
disagree

Disagree Neither
agree
nor

disagree

Agree Strongly
agree

1 My teachers’ or classmates’ emotions affect
me

2 After being with a classmate or teacher who is
sad, I feel sad

3 I understand my family and friends’ happiness
when they have done well

4 I can easily describe my emotions and how I
feel to others

5 I get easily involved in other people’s feelings
6 I find it hard to know when other children are

frightened
7 I become sad when I see other people crying
8 Other people’s feelings bother me
9 When someone is feeling ‘down’ I try to help

them
10 I can work out when others are scared
11 I become sad when watching sad things on TV

or in films
12 I can understand how people feel even before

they tell me
13 Seeing a person who has become angry has an

effect on me
14 I can work out when people are cheerful
15 I feel scared when I am with friends or

relatives who are afraid
16 I can realise when either of my parents are

angry
17 I get involved with my family’s or friend’s

feelings
18 I don’t feel anything when my family or friends

are unhappy
19 I find it difficult to recognise my friends and

family’s feelings
20 I have trouble working out when other

members of my family are happy
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For Teachers

Affective Scale
The tendency to

have an emotional
response to the
affective state of

another

Cognitive Scale
the ability to

understand other’s
feelings and is a

cognitive process in
which a student

mentally constructs the
mental state of another

Five-point Likert Scale

Strongly
disagree

Disagree Neither
agree
nor

disagree

Agree Strongly
agree

1 My emotions or those of his/her classmates
affects him/her

2 After being with a classmate or teacher who is
sad, he/she feels sad

3 He/she understand his/her other’s happiness
when they have done well

4 He/she can easily describe his/her emotions
and how he/she feel to others

5 He/she get easily involved in other people’s
feelings

6 He/she find it hard to know when other
children are frightened

7 He/she become sad when I see other people
crying

8 Other people’s feelings bother him/her
9 When someone is feeling ‘down’ he/she tries

to help them
10 He/she can work out when others are scared
11 He/she become sad when watching sad things

on TV or in films
12 He/she can understand how people feel even

before they tell me
13 Seeing a person who has become angry has an

effect on him/her
14 He/she can work out when people are cheerful
15 He/she feels scared when he/she is with

friends who are afraid
16 He/she can realise when one of his/her friends

are angry
17 He/she gets involved with his/her friend’s

feelings
18 He/she doesn’t feel anything when his/her

friends are unhappy
19 He/she find it difficult to recognise his/her

friend’s feelings
20 He/she has trouble working out when others

are happy
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Assessment System for Children (BASC)
To assess the effectiveness of the methodology as outlined in the E4C Toolkit, it is necessary
to collect additional data regarding each student’s social skills and disruptive behaviour. This
should be reported by teachers using social skills and aggression scales taken from a version
of Behaviour Assessment System for Children (BASC). This scale provides a measure of the
frequency, ranging from 1 (never) to 4 (almost always), with which children are viewed to
successfully interact with classmates and teachers in the contexts of the school (social skills),
and the extent to which children show some tendencies to act in a hostile manner (verbally
or physically) that threatens others (aggression). A composite score of social skills and
aggression was formed respectively by standardising and averaging the scores provided by
parents and teachers.

Frequency Scores for BASC
1. Never
2. Hardly ever
3. Sometimes
4. Usually
5. Almost always

Problem Behaviour Scales
1. Hyperactivity and impulsivity
2. Verbal and physical aggression
3. Excessive worry, fears and phobias, self-deprecation and nervousness
4. Dysphoric mood, suicidal ideas, withdrawal from others and self-reproach
5. Oversensitivity to, complaints about, or over reporting of minor physical problems
6. Tendency to act in odd ways
7. Tendency to avoid social interaction and to lack interest in social interaction
8. Easily distracted and inattentive

Adaptive Behaviour Scales
1. Lack of flexibility in changes to routines, shifting from one task to another, and sharing

with other children
2. Poor interpersonal skills
3. Cautious behaviour, difficulty doing simple daily tasks, and organisation
4. Low communication abilities
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Behaviour Assessment System for Children

BEHAVIOUR ASSESSMENT SYSTEM FOR CHILDREN
PROBLEM BEHAVIOUR SCALES ADAPTIVE BEHAVIOUR SCALES

Student’s
name:

1
Hyperactivity

2
Aggression

3
Anxiety

4
Depression

5
Somatization

6
Atypicality

7
Withdrawal

8
Attention
Problems

9
Adaptability

10
Social
Skills

11
Activities

Daily Living

12
Functional

Communica
tion

1

2

3

4

5

6

7

8

9

10

11

12

13

14

15

16

17

18

19

20

21

22

23

24

25

Empathy for Children Toolkit Strategies
The BES, BET and BASC assessment tools provide us with a focus for implementing strategies
from the toolkit which lend themselves to online teaching. These strategies should be taken
from each of the five essential aspects and their effectiveness assessed in line with the
assessment tools’ criteria.

A third and final survey may be required to assess students’ perceptions of the 10 outcomes
as outlined in the Toolkit. With the Empathy for Children toolkit, school teachers will be
equipped to meet students with empathy to understand that emotional intelligence is a set
of essential skills for effective learning and effective performance for all students in their
school, family, community, home life, and all areas involving human interaction. The E4C
toolkit therefore identifies a number of key perceptions that students may have of
themselves, their school and their interaction with others. By recording these perceptions
before implementing the E4C methodology and comparing the responses to a further survey
after implementation, we may be able to determine whether Empathy for children has had
any real effect of raising empathy within the classroom and on the children’s sense of
wellbeing.
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Outcomes of Implementing the E4C Toolkit
10 Outcomes of Implementing the E4C Toolkit Methodology Strongly

disagree
Disagree Neither agree

nor disagree
Agree Strongly

agree

Joy
I feel welcome at school

I feel proud of my school

I feel safe in the classroom

Compassion
My classmate shows care and kindness to each other

I feel that I belong to a group of friends

Classmates help each other when they have problems

Participation
My teacher and classmates work well together on tasks

We work in groups during lessons

I like to help improve my school and classroom environment

Cohesion
There are not many arguments or fights in school

Arguments are settled with agreement and understanding

Teachers do not get angry when students have arguments

Tranquillity
I can concentrate in lessons

I feel calm and relaxed in class

Teachers do no shout or show anger to students

Patience
There is at least one adult that I can talk to when I have
problems

I am comfortable asking my teachers for help

Teachers take time to help me in lessons when I don’t
understand what is required of me

Independence
I am allowed to express my own ideas

I am given opportunities to try new things

I feel that I am noticed by the teacher

Self-regulation
I can recognise my own negative emotions

I have ways of calming down or thinking things through before
reacting to negative feelings

I find it easy to express my feeling to others without getting
angry or upset

Respect
Classmates are treated as equals in the class

Students are not made fun of for having different views or
opinions

Teachers and classmates are polite and courteous to each other

Greater academic benefit
I want to do well in my lessons and improve my grades

I complete the homework that is given to me

I like to learn new things even when the lessons are difficult

61



Ecomaps

Ecomaps are a very important tool in being able to tell us who a child or young person sees
as important to them, who their close relationships are with and how they view the adults
around them. Ecomaps can be used in conjunction with other information that we know
about a child or young person to build a picture of the context in which they live, and what
their daily experiences are like. In this post we look at how to build an ecomap with a young
person, using some common symbols and terminology.

What is an ecomap?
Ecomaps are a visual means of a young person showing who is in their network (be that
family, friends, neighbours, school staff) and what sort of relationships they have with them. 
Developing an ecomap with a child or young person can identify the context in which they
live, who they feel aligned to, or if they are isolated in certain areas.

Example
Harry, represented by the green circle in the middle of the image, is a pupil at school. 
Through working with him we might develop the following ecomap.

Note: This image is computer generated – ecomaps are often best done when hand drawn by
the individual concerned.
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Assessment Rubrics

We can see that there is a lot of information that can be stored for quick access using an
ecomap. There are few hard and fast rules that relate to an ecomap – these can be
summarised as follows:
● Always use a large sheet of paper and ensure that the child / young person is in the

centre of the paper. The exercise often works well when cut out shapes are used as
these can be moved around as required before the final version is stuck down.

● The strength of relationships can be illustrated however the young person feels they
want to do it. It is however important that there is a key so that the ecomap can be
understood, and the key used in the example above is the generally accepted common
standard.

● The distance between the different people is important as this shows how close the child
/ young person feels to someone.

● Date the ecomap – things change, and it is useful to see when ecomaps were created as
this evidence shows how things have changed.

Although this example is mostly black and white, colour is good. This is the child / young
person’s creation and therefore we should give them as much free reign as possible as this
will increase their level of ownership of the document.

Assessment Rubric
Teachers could create assessment rubrics with which to monitor levels of social interaction
and classroom engagement on an ongoing basis. Teachers should include criteria which best
suit their needs and create hierarchical descriptors using such devices as modifying adverbs
of frequency. Rubrics could be designed either for individual students or the class as a
whole. Teachers should record their observations by highlighting the whole or parts of those
descriptors that best apply. In this way, A score of 1 to 4 can be established for each criterion
while an overall average score will be revealed vertically down the rubric.
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E4C Assessment Feedback
The Empathy for Children (E4C) project involved participating schools across the four
partnership regions (Slovakia, Slovenia, Italy and Austria) in the piloting and assessment of
Iben Sandahl’s methodology. The first phase of piloting and assessment took place between
September 2020 and March 2021 with a repeat of the piloting and assessment process
between September 2021 and March 2022. The two, distinct, piloting and assessment
phases were designed to allow comparisons to be made between the two so as to more
reliably determine the success, or otherwise, of the methodology.

Before each piloting and assessment phase, representatives from each participating school
were invited to online training workshops aimed at familiarising them with the programme’s
implementation strategies as described above. Although these strategies are described in
detail, some flexibility in their delivery was permitted in order to meet each school’s
particular needs.

Assessment Tools

Assessment System for Children (BASC)
Before implementing the E4C methodology in the classroom, teachers were asked to
complete the Assessment System for Children for each student in their class. This was
necessary so as to identify any significant behavioural or emotional issues that might exist
within the student cohort which, in turn, could affect the success of the E4C programme.
(see Assessment and diagnostic tools -Concept and Structure of Empathy – Page 56). The
BASC consists of 5 components with a set of 3 ratings scales that are commonly used. These
ratings scales include a form for teachers, parents and students. By using the ratings scales
together teachers can create a profile that will help them to understand a student’s emotions
and behaviour. For the purpose of the E4C piloting phase, responses to the teachers’ rating
scale questionnaire were collated across all participating schools.
Teachers responded to specific behaviour descriptors using the following scale:

Never Hardly ever Sometimes Usually Almost always
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Hyperactivity and Impulsivity

Participating schools across the four partner regions for classes participating
in both piloting phases indicated insignificant incidents of hyperactivity and
impulsivity amongst their students. Responses of ’almost always’ would be
expected were ADHD to be present. The two core symptoms of ADHD are
hyperactivity and impulsivity. Students with hyperactivity can be considered to
be in constant motion and acting without thinking.

Easily Distracted and Inattentive

Behaviours such as being easily distracted and inattentive are extremely
common amongst young people and should not be confused with
hyperactivity and impulsivity. Such behaviours are likely to vary in response to
different classroom management strategies, subject content and so on. It is
therefore to be expected that teachers would state that they sometimes

exhibit such behaviours. Few students were seen as being distracted or inattentive on a
regular or constant basis.

Verbal and Physical Aggression

Teachers identified no examples of students exhibiting constant aggression
with such behaviour significantly represented as never occurring. This scale
includes items of physical and verbal aggression which can be reviewed to
determine which items contributed to higher scores if they present. This is
significant as aggression is not well tolerated especially in schools, students
who have even slightly elevated scores are easily at risk of not being
accepted by members of their peer group and teachers.

1. Excessive Worry, Fears, Phobias, Self-Deprecation and Nervousness
2. Dysphoric mood, withdrawal from others and Self-reproach

Although anxiety amongst students was sometimes
recognised, students with elevated scores in this area
were not identified. This is not to say that students may
or may not actually have an anxiety disorder. The results
should be interpreted using the history of the student
and a complete profile. Students with anxiety may
present with normal to low scores which does not always

prove the absence of anxiety. Anxiety can present itself through elevation of scores in other
scales such as withdrawal and self-reproach.

Tendency to Avoid Social Interaction

Teachers reported that only a small percentage of students sometimes
avoided social interactions although such tendencies were not seen to occur
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on a regular or consistent basis. This is significant as the success of the E4C methodology
relies heavily on students’ willingness to socially interact with their peers and teachers.

Feedback from teachers using the Assessment System for Children indicates that there are no
significant behavioural and emotional issues amongst students participating in the piloting
phases of the E4C programme that might affect the aim of the programme to raise levels of
empathy within the classroom. Although this survey provides a simple overview of the
behavioural and emotional issues amongst the participating student bodies, it is the
responsibility of individual schools to make use of their own data to inform their analysis of
how such behaviours might have impacted implementation of the methodology in their
schools.

Implementation Outcomes Assessment
Before implementing the E4C methodologies in the classroom and again at the end of each
piloting phase, students were asked to express perceptions regarding the 10 outcomes as
outlined in the Toolkit. The E4C toolkit identifies a number of key perceptions that students
may have of themselves, their school and their interaction with others. By recording these
perceptions before implementing the E4C methodology and comparing the responses to a
further survey after implementation, it is hoped to determine whether Empathy for children
has had any real effect of raising wellbeing, engagement and general levels of empathy
within the classroom and in terms of each student’s experience of school.

In total, some 470 students responded to the survey prior to being exposed to the E4C
methodology with around 320 responding after the completion of each piloting stage. The
difference in the number of responses before and after the piloting stages can best be
explained by the effect that Covid-19 restrictions had on schools across the four partner
regions. Teachers found that they faced additional pressures in preparing online teaching
materials and some reported that time restraints and statutory requirements to deliver
national curricula through fewer online lessons meant they had to reduce the number of
classes participating in the project. Despite this, it was generally felt that there were a
sufficient number of responses with which to make comparisons between students’
perceptions of learning before and after each piloting stage.

Students were asked to answer between 2 and 3 questions related to the 10 key perceptions.
Most surveys were completed online although some schools experiencing less restrictive
Covid-19 regulations allowed students to complete the questionnaires in person.
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IOA Feedback
Perception 1 - Joy

Responses prior to piloting stage                                                                      Responses following piloting stage

Prior to the piloting stage and the delivery of the E4C methodology, 27.8% of students
indicated that they either disagreed or strongly disagreed with the statement that they felt
welcome at school. This figure fell following the implementation of the E4C methodology to
just 5%. The percentage of students indicating that they felt welcome at school rose from
38.2% prior to implementation to 82.5%. The percentage of responders claiming that they
did not feel proud of their school fell from 42.9% to 10% following the piloting phase.
Similarly, the percentage of students expressing pride in their school rose from 23.5% to
81%. When asked to express whether they felt safe in their classroom, 52% reported that
they did not prior to the introduction of the E4C methodology, but this number fell to 6.8%
following the piloting stage. Overall, the percentage of students feeling safe in the classroom
rose from 24.3% to 79.3%.

Perception 2 - Compassion

Responses prior to piloting stage                                                                      Responses following piloting stage

When sharing their perceptions as to whether their classmates showed care and kindness to
each other, 46.9% felt this was not the case prior to the implementation of the E4C
methodology with only 11.8% disagreeing with this statement following the piloting phase.
24.1 percent felt that care and kindness was shown before the piloting stage and this figure
rose to 56.8% after piloting. The percentage of students that felt they belonged to a
friendship group rose from 21.4% to 80.6% while those who did not feel such belonging fell
from 54.2% to 6.2% following the completion of the programme. Similarly, the percentage of
students who disagreed that classmates helped each other when they had problems fell
from 44.5% to 10.5% with the percentage agreeing with the statement rising from 29.1% to
70.8%.
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Perception 3 - Participation

Responses prior to piloting stage                                                                       Responses following piloting stage

The percentage of students who agreed or strongly agreed that their teacher and classmates
worked well together rose from 34.5% at the beginning of the E4C programme to 83% at its
conclusion. Similarly, the percentage disagreeing with the statement fell from 36% to just
3.5%. Some 55% of students did not agree that group work opportunities were available
during lessons, but this figure fell to 13.1% by the end of the programme. In the same way,
the number of students agreeing with the statement rose from 19% to 69.3%. Before the
implementation of the E4C methodology, 44.6% of students expressed no or little desire to
improve their school environment with only 28% stating that they would like to help. These
percentages significantly changed to only 3.6% expressing no desire to make improvements
and 76.8 expressing a positive desire to make improvements by the end of the piloting
phase.

Perception 4 – Cohesion

Responses prior to piloting stage                                                          Responses following piloting stage

At the beginning of the programme, 41.2% of students disagreed with the statement that
there were not many fights or arguments in school. This percentage subsequently fell to
18.1% when the programme concluded. The percentage of students agreeing that there
were not many arguments or fights rose from 22.9% to 54.3% in the same time period. By
the end of the E4C programme, the percentage of students reporting that teachers do not
get angry when students argue rose from 23.1% to 58%. This compares to a fall in the
percentage disagreeing with the statement from 48.9% to 15.5%.

Perception 5 – Tranquillity

Responses prior to piloting stage                                                                             Responses following piloting stage
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At the outset of the E4C implementation phase some 36.3% of students did not agree that
they could concentrate during lessons. This figure fell 9.8% by the end of the programme.
These figures are reflected in a rise from 29% to 66.8% of students reporting that they could
concentrate better by the end of the programme. Prior to the implementation of the
methodology, 55% reported that they did not feel calm and relaxed in class with 21%
claiming that they did. These figures stood at 18.1% and 58% respectively. Students
reporting that teachers show anger or shout at students fell from 45.9% to 11.1% over the
duration of the programme with a rise from 32.4% to 68% of those agreeing that teachers
did not demonstrate such anger.

Perception 6 – Patience

Responses prior t0  piloting stage                                                          Responses following piloting stage

38% of students stated that there was not at least one adult that I could talk to when they
had problems. This figure fell to just 5.6% by the end of the project. In the same way, 35.4%
felt that they did have at least one adult to turn to for help at the beginning of the project, a
number which rose to 86.6% by the end. These responses are reflected in a fall from 53.9%
to 11.8% of students feeling uncomfortable when asking their teacher for help and a rise
from 25.7% to 89.3% of those feeling comfortable in doing so. Furthermore, the percentage
of students feeling that their teachers did not help them to understand what exactly was
expected of them fell from 33.3% at the start of the programme to just 2.5%. This is
reflected in the percentage rise of students claiming that their teachers help them when
necessary from 31.2% to 88.6%.

Perception 7 – Independence

Responses prior to piloting stage                                                                          Responses following piloting stage

At the start of the project, 36.3% of students did not believe that they were allowed to
express their own ideas. This figure fell to 7.1% by the end of the project. The percentage of
students claiming that they were indeed able to express their own ideas rose 30.9% to 85.6%
over the same time period. 39.9% believed that they were not given opportunities to try
new things before being exposed to the programme with 7.4% claiming the same by the end.
The percentage of students claiming that they were able to try new things rose from 23% to
76.8% from beginning to end of the programme. 35.6% felt that they were not noticed by
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their teacher at the beginning of the programme with a fall in this figure to just 3.75% by the
end. This compares to a rise in the percentage believing that they were noticed by the
teacher from 28.5% to 74.9% over the same time period.

Perception 8 – Self-regulation

Responses prior to piloting stage                                                                   Responses following piloting stage

Prior to the piloting phase of the project, 38.2% of students felt that they did not have ways
of calming down or thinking things through before reacting to negative feelings. This figure
fell to just 10.5% by the end of the project. At the same time, those believing that they were
able to manage negative feelings rose from 34.3% to 68.1%. Those students stating that they
found it difficult to express their feelings to others without getting angry or upset stood at
45.4% at the beginning of the project and dropped to 15% by the end. Similarly, those who
believed that they could express their feelings calmly rose from 22.9% to 61.2%.

Perception 9 – Respect

Responses prior to piloting stage                                                          Responses following piloting stage

Before being exposed to the E4C methodology, 29% of students surveyed felt that their
classmates were not treated as equals in the class. This fell to as low as 5.7% by the end of
the programme. Similarly, the percentage of students who believed that classmates were
treated equally rose from 33% to 72.4% over the same time period. The percentage of
students who felt that students were made fun of for having different views or opinions
stood at 54.8% at the outset of the project and fell to just 20.6% by its conclusion. This
compares to a rise from 26.1% to 56.2% over the same time period. There was a further fall
in the percentage of students who fell that their teachers and classmates were not polite and
courteous to each other from 41.9% to 5.5% over the duration of the programme.
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Perception 10 – Greater Academic Benefit

Responses prior to piloting stage                                                                        Responses following piloting stage

At the beginning of the project, 34.4% of students surveyed claimed they had little or no
desire to do well in lessons and improve their grades. This figure fell significantly to 4.3% by
the end of the programme. This is reflected in a rise in the percentage of students wishing to
make progress from 36.6% to 79.3% over the same time period. The percentage of students
expressing a willingness to complete the homework given to them improved from 40% to
79.9% over the duration of the programme and the percentage of students unwilling to
complete homework fell from 50.5% to 10.5%. Finally, the percentage of students
expressing a willingness to learn new things even when the lessons are difficult rose from
31.8% at the start of the programme to 70% by the end while the percentage that disagreed
with this statement fell from 39.9% to 4.3%.
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10 Outcomes of Implementing the E4C
Toolkit Methodology

Perceptions Prior to Piloting and
Implementation

Strongly
disagree

%

Disagree
%

Neither
agree nor
disagree

%

Agree
%

Strongly
agree

%

Joy
I feel welcome at school

8.9 18.9 32.7 33.4 4.8

I feel proud of my school 11.7 31.2 32.5 19.5 4.0
I feel safe in the classroom 19.7 32.7 22.1 18.2 6.1
Compassion
My classmate shows care and kindness to each other

15.5 31.4 28.5 19.7 4.4

I feel that I belong to a group of friends 12.3 41.9 24.0 14.0 7.4
Classmates help each other when they have problems 16.3 28.2 25.7 22.1 7.0
Participation
My teacher and classmates work well together on tasks

6.8 29.3 28.9 26.5 8.0

We work in groups during lessons 15.1 40.0 25.5 10.4 8.7
I like to help improve my school and classroom environment 16.8 27.8 27.0 20.6 7.4
Cohesion
There are not many arguments or fights in school

10.2 31.0 35.3 18.9 4.0

Arguments are settled with agreement and understanding 14.0 40.2 27.2 12.5 5.5
Teachers do not get angry when students have arguments 17.2 31.4 27.4 18.0 5.1
Tranquillity
I can concentrate in lessons

12.1 24.2 33.8 23.8 5.3

I feel calm and relaxed in class 10.6 44.4 24.2 15.5 4.6

Teachers do no shout or show anger to students 16.8 29.1 21.0 28.0 4.4
Patience
There is at least one adult that I can talk to when I have
problems

9.5 31.7 22.7 28.9 6.5

I am comfortable asking my teachers for help 12.9 41.0 19.7 20.4 5.3
Teachers take time to help me in lessons when I don’t
understand what is required of me

19.5 23.8 24.8 24.2 7.0

Independence
I am allowed to express my own ideas

11.7 24.6 32.3 24.4 6.5

I am given opportunities to try new things 10,8 39.1 26.5 16.8 6.3
I feel that I am noticed by the teacher 19.5 26.1 25.3 21.7 6.8
Self-regulation
I have ways of calming down or thinking things through
before reacting to negative feelings

11.0 27.2 12.6 31.9 3,4

I find it easy to express my feeling to others without getting
angry or upset

15.3 33.1 28.2 19.1 3.8

Respect
Classmates are treated as equals in the class

12.7 26.3 27.4 28.0 5.1

Students are not made fun of for having different views or
opinions

14.0 40.8 21.4 18.9 4.4

Teachers and classmates are polite and courteous to each
other

18.5 23.4 22.9 27.6 7.0

Greater academic benefit
I want to do well in my lessons and improve my grades

10.0 24.4 28.5 27.6 9.1

I complete the homework that is given to me 16.1 34.4 22.3 20.6 19.5
I like to learn new things even when the lessons are difficult 16.5 23.4 27.6 25.5 6.3
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10 Outcomes of Implementing the E4C Toolkit
Methodology

Perceptions Following Piloting and
Implementation

Strongly
disagree

%

Disagree

%

Neither
agree nor
disagree

%

Agree
%

Strongly
agree

%

Joy
I feel welcome at school

2.5 2.5 12.5 35.0 47.5

I feel proud of my school 2.5 7.5 18.7 31.8 39.3
I feel safe in the classroom 2.5 4.3 13.1 40.0 39.3
Compassion
My classmate shows care and kindness to each other

3.1 8.7 20.6 36.2 31.2

I feel that I belong to a group of friends 1.25 5.0 13.1 35.6 45.0
Classmates help each other when they have problems 1.25 9.3 18.7 35.6 34.3
Participation
My teacher and classmates work well together on tasks

1.8 1.25 13.1 42.5 40.6

We work in groups during lessons 3.1 10.0 17.5 35.6 33.7
I like to help improve my school and classroom environment 1.8 1.8 18.7 28.7 48.1
Cohesion
There are not many arguments or fights in school

5.0 13.1 26.8 24.3 30.0

Arguments are settled with agreement and understanding 2.5 8.7 23.7 30.0 33.7
Teachers do not get angry when students have arguments 8.7 6.8 20.6 28.0 35.0
Tranquillity
I can concentrate in lessons

1.25 8.7 22.5 35.0 31.8

I feel calm and relaxed in class 5.0 13.1 23.1 29.3 28.7

Teachers do no shout or show anger to students 1.8 9.3 19.3 35.6 32.5
Patience
There is at least one adult that I can talk to when I have
problems

2.5 3.1 6.7 30.6 56.2

I am comfortable asking my teachers for help 1.25 10.6 17.5 33.1 56.2
Teachers take time to help me in lessons when I don’t
understand what is required of me

1.25 1.25 8.7 34.3 54.3

Independence
I am allowed to express my own ideas

0.6 3.7 8.7 40.6 45.0

I am given opportunities to try new things 0.6 6.8 15.0 36.2 40.6
I feel that I am noticed by the teacher 1.25 2.5 20.6 31.8 43.1
Self-regulation
I have ways of calming down or thinking things through before
reacting to negative feelings

3.75 6.8 21.2 30.6 37.5

I find it easy to express my feeling to others without getting
angry or upset

3.75 11.25 23.7 28.1 33.1

Respect
Classmates are treated as equals in the class

1.25 4.3 21.8 38.1 34.3

Students are not made fun of for having different views or
opinions

8.1 12.5 23.1 23.7 32.5

Teachers and classmates are polite and courteous to each
other

1.25 4.3 19.3 33.1 41.8

Greater academic benefit
I want to do well in my lessons and improve my grades

2.5 1.8 16.2 30.6 48.7

I complete the homework that is given to me 1.2 9.3 9.3 26.2 53.7
I like to learn new things even when the lessons are difficult 1.8 2.5 25.6 25.0 45.0
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Personal Teacher Assessment
At the end of the implementation and piloting phases, teachers were asked to provide
feedback regarding their experience of the programme, levels of satisfaction and to what
extent they felt the methodology impacted their teaching practice. The Personal Teachiner
Assessment required a simple five-point response scale (1 very unsatisfied to 5 very
satisfied).

PTA Feedback

Question 1 – Outcomes
How do you rate your overall professional outcomes from participating in the project?

Question 2 – Vision
Have you gained a clear vision of how you want to be as a teacher, both in interaction with
students and parents and in interactions with future colleagues?

Question 3 – Benefits
What will you point to as being most beneficial from your participation in the project?
Exercises, cooperation, the importance of relationships, professional development, teacher
role. Personal (authentic and conscious regarding being present, finding balance).
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Question 4 – Challenges
Highlight elements from the project that you experienced as less beneficial – some
challenges you have experienced.

Question 5 – Relationships
To what extent did you, by participating in the project, develop your competence to be part
of and create relationships with students/colleagues – act with empathy – also in stressed
situations.

Question 6 – Relationship with Students
To what extent did you, by participating in the project, develop your competence to be part
of and develop relationships with students you teach?

Question 7 – Balance
To what extent did you, by participating in the project, develop your competence to be
attentively present and in balance in a teaching situation?
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Question 8 – Relationships with Parents
To what extent did you, by participating in the project, develop your competence to be
attentive empathetic in parental interactions?

Question 9 – Conflict management
To what extent did you, by participating in the project, develop your competence to manage
conflicts in professional situations?

Question 9 – Conflict management
Empathy is a way of living.  Have you adopted a more empathetic teaching style?
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Professional Outcomes
From the Personal Teacher Assessment feedback, there was a general positive response
regarding the overall professional outcomes of the E4C project. 58.3% responded with
a favourable or extremely favourable response with 29% indication that there was no
significant improvement in professional outcomes. Of those teachers who reported on the
key benefits experienced from participating in the project, 53.7% identified the importance
of relationships and the role of the teacher in promoting empathy as the main benefits. 42%
felt that increased opportunities for cooperation was another key benefit with 31.%
reporting benefits arising from the professional development offered by the programme and
support for personal development.

Challenges
In terms of the main challenges experienced by teachers, criticism from others was identified
by 29.2%. 27% of teachers felt that nonattendance amongst students presented a real
challenge and this was particularly felt during periods of Covid-19 restrictions and
regulations. Despite this, only 2.1% claimed that quarantine rules particularly impacted the
delivery of the methodology.

Professional and personal interactions
55.5% of teachers reported that they had gained a clearer vision of how they intend to
interact with others with 11% believing they had not gained any such vision. Similarly, 48%
of teachers felt that they developed competencies to be more attentive and empathetic in
parental interactions with a further 42% reporting no meaningful improvement and only
9.3% believing that such competencies had not developed whatsoever. In terms of managing
conflict during interactions with colleagues in particular and in professional situations in
general, 60.4% of parents felt that they were better equipped than prior to taking part in the
project. 13.2% felt that the programme had not contributed to improvements in conflict
resolution and a further 26.4% seeing no discernible improvement.

The Covid-19 Effect
From the outset, the project partners recognised the benefits that raising levels of empathy
in schools might bring. It was believed that increased empathy competencies in the
classroom and wider school community could well result in increased motivation, more
effective collaboration, reduced conflict and improved inter-personal and professional
relationships. It was understandable, therefore, that teachers entered into the project with
enthusiasm and high expectations.

From as early as February 2020, the threat of an impending Covid-19 pandemic was
recognised although nobody at this time could foresee the future impact that this might have
on the E4C project. The project was launched independently with teachers enrolling in the
first piloting phase from schools across the four partner regions. Workshops designed to
familiarise teachers with the E4C methodology were organised for a period of 5 days in
October 2020. Unfortunately, the first real effects of the Covid-19 pandemic were felt in
Bratislava, Slovakia, where the in-person workshops were due to take place with emergency
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regulations restricting the numbers permitted to attend meeting venues dramatically
reduced. As a result, the format of the workshops were changed to one which could be
delivered online. Teachers were provided with all the documentation necessary to fully
participate in the online training and Iben Sandahl led the workshops via Zoom. Teachers
attended the online training for the first round of piloting and the response from participants
was extremely favourable.

Shortly after the online training, schools across all four partner regions were forced to
lockdown. This placed additional pressures on teachers as they had to quickly adjust to
teaching their students online and prepare digital resources for the purpose. Furthermore,
schools were required to reduce the contact hours that teachers could have with students
online and this, in turn, placed pressures on teachers to deliver as much curriculum content
as possible within a significantly reduced time frame. The impact on the E4C project was
such that teachers were not able to present the methodology to their students in its entirety
as many of the activities required face-to-face, in-person interactions between teachers and
students. Furthermore, it was no longer possible for teachers trainers, who had participated
in the online training workshops, to travel to schools within their regions in order to
disseminate the knowledge and information required.

Despite the challenges faced by schools as a result of the Covid-lockdown restriction, the
project proceeded with teachers carrying out those activities which could be delivered
online. To support this approach, the project partners sent a list of such activities as
explained in the E4C toolkit, together with reformatted assessment tools for both formative
and summative assessment which could be completed online. At the same time, the project
partners realised that lockdown restrictions may well continue for the whole duration of the
project. It was therefore decided to create a xxxx page E4C booklet of activities and pints for
discussions that could more easily support the teaching of empathy online.

The second piloting phase of the project continued with the online format with the training
delivered in each partner region separately. The workshops were led by project partners and
Iben Sandahl was able to join each regional training at various times to add support and
answer questions or concerns as they arose. The online content and use of the E4C booklet
was included in the second training phase together with additional diagnostic tools for
identifying sources of conflict within the classroom and strategies for their resolution.

The Covid restrictions also negatively impacted on the ability of parents to participate in the
project. As students were locked down at home, many parents had to rearrange their
working routines with some working from home or simply having to take time off work to
care for younger children. Under these circumstances, parents were far too preoccupied
with adjusting to new routines and had little or no time to trial strategies for developing
empathy as described in the E4C toolkit. A follow-up project specifically designed for parents
might, therefore, be warranted sometime in the future.

Despite the challenges resulting from the Covid-19, feedback from both teachers and
students was extremely positive as shown in the above data. However, the outcomes of
implementing the E4C methodology can only be realised over a far longer period of time.
Empathy for Children can only be truly effective if it is placed at the heart of school culture
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and everything that a school does. The methodology needs to be used throughout the
school for the duration of students' school life from early years to senior school. Follow-up
assessment might be necessary to assess the success of the programme over time with
schools that have decided to continue the methodology over time.

Overall, schools, teachers and students have reported positive experiences from participating
in the E4C project. Improved conflict resolution, raised levels of empathy, engagement and
motivation are just a few of the key outcomes identified while the professional development
offered to teachers was generally appreciated. For all the challenges encountered during the
implementation of the E4C methodology, the results indicate that the project was extremely
successful and met most of its intended goals.

E4C Resources
The following resources can be downloaded free from the E4C website.
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