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Abstract 
Social Emotional Learning (SEL) has risen up the educational agenda in recent years but is now 
considered as crucial given the problems brought about by school closures during the COVD-
19 pandemic. This paper considers SEL as part of a wider historical process in which children 
are encouraged to voice what they think and feel, with this being considered taken as a key 
aspect of their development. In so doing children learn how to display their agency and how to 
talk in psychological terms such how they think and feel about what they learn or other matters. 
Talking is a key aspect through which children learn to engage in various actions as well as the 
normative ways of connecting emotions with what is learned, both formally in school as well 
as informally through their immersion within society. In summary, the paper therefore offers a 
thought piece or critical commentary on SEL as a discourse both of, and for, the times.  
 
Keywords: social, emotional, learninng, discourse, childhood, schooling 
 
Introduction 

Emotions can be considered as fundamental to thinking and learning. In this regard, 
Hawkins (2017) points out that, ‘We can create situations which encourage emotional and 
physical feelings, stimulating learners to discover and re-construct their knowledge’ (p. 151).  
The school is seen as having a crucial part to play in the development of Social Emotional 
Learning (SEL) among children (Zins et al., 2007). SEL is considered in terms of being aware 
of self and others, of understanding one’s own emotions and managing them, and harnessing 
them in the learning process. It has been associated with academic achievement (Denham & 
Brown, 2010) as well as the ability to engage in analytical communication and working 
collaboratively with others (Weissberg et al., 2015). Research has found that students engaging 
in SEL showed have enhanced classroom behaviour as well as the ability to cope better with 
stress (Durlak et al., 2011; Taylor et al., 2017).  

 
SEL is also considered as a crucial, not only for children’s development and well-being 

but also their teachers’ in order to meet the challenges of a world of complex conditions (Jones 
and Bouffard 2012). However, the COVID-19 pandemic has brought unprecedented challenges 
in which school closures have led to a greater focus on online learning in which SEL is 
operationally much more difficult for teachers to encourage and enable. Now that schools are 
opening up again in many counties, SEL is perhaps more important than ever (Hadar et al., 
2020; Kim et al., 2021). However, in order to understand the importance of SEL there needs to 
much more of an understanding of its broader historical and ideological context.  

 
SEL in historical context 

The study of childhood has been mainly limited in social sciences to the study of cognitive 
and emotional development in psychology, and the processes of institutional socialization in 
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sociology. Much this work has considered the way in which children pass through stages on 
their way to maturity as an adult. Both approaches have examined how children learn and 
develop through interaction with adults and as such how their visibility as a distinct social 
category has become a matter to be attended to. It is worth noting that in Aries (1965) classical 
work, Centuries of Childhood, that the notion of childhood in medieval society did not exist 
and that to all intent and purposes children as a distinct social category were ‘invisible’. Aries 
argues the ‘child’ in effect became part of the adult world soon after infancy with no attempt to 
delineate age or physical maturity. However, Pollock (1983) argues that the claim that the status 
of childhood did not emerge until the seventeenth century can be contested and that the child 
was not simply integrated into adult life. Jenks (1996; 2005) has shown how Western concept 
of childhood is culture-specific and has evolved, and still is evolving, over time. For example, 
Rousseau’s Emile of the early nineteenth century presents an image of childhood which pre-
dates modern developmental psychology by arguing that this period of life involves a distinct 
way of perceiving, thinking, and feeling. This hint of a kind of unfolding maturational process 
is open to potential damage if it is not nurtured adequately. We see the vestiges of this view of 
childhood today in which childhood is regarded as a natural state and stage of being, and one 
that requires to be protected from any kind of damage. It is therefore easy to see why the 
COVID-19 pandemic and the consequent toll on children’s emotional development can be seen 
as a matter of concern.  
  

    This demarcation of childhood as a distinct state and stage was further enshrined 
through the separation of the child from work, the provision of state education and a raft of 
health and welfare provision. By the mid-twentieth century childhood had become a distinct 
stage of life associated with the notion of moral and psychological development and a 
burgeoning child-rearing and family advice literature soon followed. This literature comprising 
academic and populist books and articles has promoted a discourse built around the ‘needs’ of 
the child thus furthering the notion of childhood. Much of this literature prescribes the means 
by which these needs can me met such as to allow children to grow and thrive as if part of a 
natural aspect of the life cycle. Much of these ideas stem from developmental psychology, and 
in particular the work of Piaget who suggested stages of intellectual growth with each stage 
developing out of an incorporating the previous one. 

 
Jenks (1996; 2005) regards this age-and-stage approach as being in keeping with the 

frame of reference of modernity through which the child only comes to know the adult world 
in a gradual manner. This stage of life is therefore accorded considerable weight in terms of the 
total life experience and one that called for attention to be paid by adults to the children’s 
developing cognitive and affective development. Jenks also points out how childhood has 
become associated with material provision and that this is taken to be natural and grounded in 
an ideology of care guided by emotional discourse. It is a culture in which adults are expected 
to act in the child’s interests in which this ideology of care has come to legitimate the economic 
and cultural capital invested in the promise of childhood. Jenks refers to this as ‘futurity’, a 
discourse of caring, enabling and facilitating children to become morally well-adjusted adults. 

 
Jenks brings his analysis of childhood into the world of today and argues that mass 

education and patterns of consumption have shortened childhood and undermined it. He sees it 
becoming increasingly difficult the child to build a sense of identity as part of a reflexive self.  
It is therefore in this context that SEL has gained traction as an ideological discourse in which 



Academic Journal of International Education Research  ISSN 2694-7803 

 

 

Vol. 3, No. 1  2 

sociology. Much this work has considered the way in which children pass through stages on 
their way to maturity as an adult. Both approaches have examined how children learn and 
develop through interaction with adults and as such how their visibility as a distinct social 
category has become a matter to be attended to. It is worth noting that in Aries (1965) classical 
work, Centuries of Childhood, that the notion of childhood in medieval society did not exist 
and that to all intent and purposes children as a distinct social category were ‘invisible’. Aries 
argues the ‘child’ in effect became part of the adult world soon after infancy with no attempt to 
delineate age or physical maturity. However, Pollock (1983) argues that the claim that the status 
of childhood did not emerge until the seventeenth century can be contested and that the child 
was not simply integrated into adult life. Jenks (1996; 2005) has shown how Western concept 
of childhood is culture-specific and has evolved, and still is evolving, over time. For example, 
Rousseau’s Emile of the early nineteenth century presents an image of childhood which pre-
dates modern developmental psychology by arguing that this period of life involves a distinct 
way of perceiving, thinking, and feeling. This hint of a kind of unfolding maturational process 
is open to potential damage if it is not nurtured adequately. We see the vestiges of this view of 
childhood today in which childhood is regarded as a natural state and stage of being, and one 
that requires to be protected from any kind of damage. It is therefore easy to see why the 
COVID-19 pandemic and the consequent toll on children’s emotional development can be seen 
as a matter of concern.  
  

    This demarcation of childhood as a distinct state and stage was further enshrined 
through the separation of the child from work, the provision of state education and a raft of 
health and welfare provision. By the mid-twentieth century childhood had become a distinct 
stage of life associated with the notion of moral and psychological development and a 
burgeoning child-rearing and family advice literature soon followed. This literature comprising 
academic and populist books and articles has promoted a discourse built around the ‘needs’ of 
the child thus furthering the notion of childhood. Much of this literature prescribes the means 
by which these needs can me met such as to allow children to grow and thrive as if part of a 
natural aspect of the life cycle. Much of these ideas stem from developmental psychology, and 
in particular the work of Piaget who suggested stages of intellectual growth with each stage 
developing out of an incorporating the previous one. 

 
Jenks (1996; 2005) regards this age-and-stage approach as being in keeping with the 

frame of reference of modernity through which the child only comes to know the adult world 
in a gradual manner. This stage of life is therefore accorded considerable weight in terms of the 
total life experience and one that called for attention to be paid by adults to the children’s 
developing cognitive and affective development. Jenks also points out how childhood has 
become associated with material provision and that this is taken to be natural and grounded in 
an ideology of care guided by emotional discourse. It is a culture in which adults are expected 
to act in the child’s interests in which this ideology of care has come to legitimate the economic 
and cultural capital invested in the promise of childhood. Jenks refers to this as ‘futurity’, a 
discourse of caring, enabling and facilitating children to become morally well-adjusted adults. 

 
Jenks brings his analysis of childhood into the world of today and argues that mass 

education and patterns of consumption have shortened childhood and undermined it. He sees it 
becoming increasingly difficult the child to build a sense of identity as part of a reflexive self.  
It is therefore in this context that SEL has gained traction as an ideological discourse in which 

Academic Journal of International Education Research  ISSN 2694-7803 

 

 

Vol. 3, No. 1  3 

children need to be actively helped to develop a sense of their own identity. Children are 
increasingly considered in terms of their ability to voice what they think and feel and to 
negotiate their way through childhood by adopting certain ways of talking.  They are aided in 
this by the school and other adults who encourage them to adopt psychological discourses as 
ways of accounting for themselves and in asserting their agency.  It is through this way of 
talking that children learn to become accountable moral agents in the world, expected to express 
‘thoughts’, ‘opinions’, ‘views’ and ‘feelings’. Thus, we live in an age in which children are 
actively encouraged to be consulted, and to speak on a number of issues that would have 
previously been the preserve of the adult world.  

 
Talking Children  

One of the most important things that children must learn is to make themselves ‘visible’ 
as agents the world. Perhaps one of the key aspects of childhood today is the extent to which 
children are part of age of discourse. This can be characterized in two ways; firstly, as a feature 
of the today’s concern with ‘communication’ and secondly as related to Jenks’s point about the 
erosion of the boundary between adulthood and childhood in terms of self-expression. Children 
are expected to have their say, to be consulted and to be listened to. However, they have to be 
guided in this process by adults in order to produce the kinds of psychological discourse 
required. This is often accomplished through prompting children to talk about their 
understanding of the world and how they feel about matters, including in the world of formal 
schooling.    

 
Childhood has therefore become a site for discourses concerning issues of stability, 

integration, and social bonds (Hunt (2005). Much of this is focused around the view that 
children need to acquire conversational skills, that adults need to talk to them more and that 
children need to be ‘free’ of pressures so that they can simply be children. As noted above there 
is a concern that children’s psychological growth has being stunted by a lack of interactional 
and conversational opportunities due to the COVID-19 pandemic. The move to online learning 
and lack of face-to-face opportunities for children to interact with one another has led to a 
concern that they may unable to develop adequately in terms of SEL (Hadar et al., 2020; Kim 
et al., 2021).  

 
Childhood as psychological ‘development’ is therefore very much in evidence in 

contemporary discussions about the effects of the pandemic.  In this view, learning to converse 
is linked to the idea that talk functions as a forward-referenced means of moving the child along 
towards well-adjusted adulthood. The way children talk therefore gets treated as an index of the 
developmental stage they are at, both in terms of cognitive and emotional development.  As 
Edwards (1997:38) points out with respect to infant cognition, this is largely a post hoc 
enterprise with an idealized model of adult cognition as the ‘end point’ and a linear path drawn 
towards how the child reaches this point. The presence or absence of some form of reasoning 
is taken as indicting how far along the developmental path the child has travelled. Much the 
same kind of argument can be made with respect to children’s conversational skills. These are 
often taken as ‘language development’ because of what come later. The visibility of children in 
relation to how they talk is read into normative expectancies with respect to chronological age 
and how far a child has advanced along the adult-child continuum of conversational 
competency. Likewise, children are now expected to cope with an increasingly complex world 
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in which competencies associated with SEL are considered as crucial to their ability to cope 
with such complexity (see e.g., Laukkonen et al., 2919). 

 
The Socialization Problem  

Edwards (1997:296) points out that the learnability of discursive and other cultural 
practices follows from their visibility and public nature. In other words, children learn ways of 
talking, a psychological discourse that can be acquired through participation in public practices. 
Sacks (1972, 1992) referred to this as the socialization problem, that is, how new members learn 
to take part in a reflexive manner by virtue of taking part. In this way children learn how to 
project their agency and competency towards becoming an adult through the adoption of this 
kind of discourse. Sacks considered this as a designed to be acquirable ‘visible’ feature of 
conversational competence such that the vocabularies of motive could be utilized and 
subverted. Thus, he notes how accountable actions can be characterized as an inevitable direct 
causation or can be more loosely and indirectly associated with an action. Sacks notes how 
parents can subvert the latter by turning it into a matter of the former (e.g. a punishment that 
inevitably follows a misdemeanor by the child). He also notes how children can learn which 
aspects of their behaviour are visible as evidence for their prior intention and actions and how 
they can subvert this by producing such behaviour to elicit these reactions. Thus, the inferential 
visibility of moral conduct is something that children learn in terms of seeing matters and 
talking about them. 

 
This is a very different treatment of socialization than Mead’s (1934) account and later 

refinements by Denzin (1977) and Shibutani (1955). In these accounts of socialization children 
acquire a sense of self through interactions with significant others and pass through various 
stages on their way to becoming a person-in-society. For Mead this involved three stages that 
culminates in the child’s ability to learn the expectations and moral prescriptions bound up with 
the various roles they play in society. The later refinements by Denzin and Shibutani considered 
issues of interactional age and reference groups respectively on this process. However, despite 
these modifications there is still the tendency to consider socialization as a process in which 
children acquire a distinct psychological sense of self and this has become the core ‘problem’ 
to be examined. Even sociologists who may have a more direct connection with sociolinguistics 
such as Bourdieu (1977; 1992) posit such a view by referring to a theorization of habitus that 
trades on an unreflexive mentalist account of development. This presupposes the development 
of a psychological system in which dispositions associated with membership of social and 
cultural groups come to generate practices, perceptions, and attitudes. This system is then able 
to produce ‘meaning’ (i.e. make sense), store and process it. Now whilst Bourdieu gives more 
weight to sociolinguistic practices and culture, he cannot rid himself of this ‘inner/outer’ 
dualism and the reification of the child developing as a person in terms of a ‘mind’ that functions 
as a perceptual system. The point here is that the ‘problem’ is reduced to one of a theory of 
mind rather than an examination of sociolinguistic practices and how these are learned as 
practices. 

 
Social actors during conversation treat one another as agents based on the assumption that 

talk is under voluntary control, and that as such what is said is treated as a morally accountable. 
These cultural-discursive practices are therefore a feature of childhood that is learnable by 
virtue of this engagement in discursive psychology. These psychological representations 
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provide the means for a varied way of engaging in social and institutional life and a means of 
making it intelligible and orderly. Cognitive references to ‘thinking’, giving ‘reasons’, 
‘knowing’ ‘interpreting’ or ‘understanding’ provide publicly accountable criteria for agency. 
This provides a set operational moves that can be applied as a resource for agency and its 
accountability. Take for example, the references to “thinking things through” or “thinking 
before acting”. These provide yardsticks for agency with respect to various discursive activities 
such as making ‘decisions’ and how far children are along the adult-child continuum in terms 
of their maturity of thought. 

 
Cognition is regarded as the element of control and providing a basis for thinking before 

acting. The affective or emotional element is taken being spontaneous and representing 
‘feelings’ that in terms nonetheless can be taken as an accountable basis for action within 
conversation. The emotional basis for action that can be presented as understandable, as a means 
for literally moving a person to do something, or indeed for inaction. It is often portrayed as an 
influence on how people think, where thinking is taken as reasoning and emotion as providing 
a means of supporting this as in terms of action or as something that skews or bypasses the 
reasoning process. Reason implies stability and order in how people conduct themselves; 
unchecked emotion can be seen as threatening in terms of association with lack of order. 

 
This duality is interesting in terms of the ways in which the discursive usage of emotion 

terms can be a flexible and useful means of characterizing action. Again, how far children are 
able to deploy this range of flexibility in practice is taken as being how developed they are as 
persons. As Edwards (1997) notes emotion discourse can be put to a great variety of uses within 
a range of social practices due to their flexibility as an accounting resource: 

 
(i) They can be contrasted with cognitions in terms of their less deliberative nature. 
(ii) They can be taken as being as ‘understandable’ and appropriate as how any 

reasonable person would react. 
(iii) They can be characterized as being the outcome of events or in the nature of the 

person. 
(iv) They can be treated as being kept under the control of a person’s reasoning or as 

reactions that resist control. 
(v) They can be presented as the interaction of mental and physiological systems, as 

natural, or as derived from moral and ethical concerns.    
 

The ‘socialization problem’ here is in how children learn these sorts of contrastive ways 
of using emotion talk across a range of social practices and their normative associations. 
Studying how children deploy these ways of talking, either in terms of direct psychological 
accounting, or in terms of orientating towards aspects of an inner/outer dualism can be taken as 
a way of exploring their socialization into a usage of a major cultural dualism: taking people’s 
‘outward’ accounts and actions and considering these as representations of what they are like 
‘inside’ as thinking and feeling agents. I want to stress that this derives from accountability 
within conversational practices rather than as the result of some sort of inner mental processing 
and exchange of representations between interlocutors. 

 
Children therefore need to learn how to ‘talk the psychological talk’ as part of the social 

practices that they engage in, and of course they learn this by virtue of their interaction with 
adults and other children. It is something that is a tacit understanding within conversation in 
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terms of how they portray individual attitudes, beliefs, motives, goals, judgements etc. Notice 
here that orientating to something does not necessarily involve an explicit mention of these 
psychological terms but rather how people treat each other as if these are germane or at stake. 
In effect, this orientation is one of a conversational set of discourses that refer to an intra-psychic 
world. This is something that is normatively attended to as a means of accomplishing order 
within conversation. It is this that children learn, ways of talking as a means for accomplishing 
actions in the world. 

 
This cultural-discursive practice is founded upon an orientation of interlocutors as 

employing a discourse of mental processes in order to account for how they perceive matters 
and as the basis for action. In this way events are placed prior to this operation, as having 
happened and needing to be communicated, to be ‘understood’ in terms of an emotional 
response.  In this communication model of conversation there is a realm of people placed in 
amongst events and occurrences and a realm of mental operations requiring to be brought 
together. Here rationality is associated with the psychological notion of ‘perception’. Accounts 
of, and about, actions are presented as part of texts of ‘meaning’ in which a mental processing 
system is assumed to be brought to bear upon matters in order to display these as the result of 
psychological agents who reach ‘decisions’, have feelings, have deliberated on something or 
other or who have can account for something in a way that ‘make sense’ to others who can 
understand a course of action. It is interesting to note here how even ‘emotion talk’ as the basis 
for actions may nonetheless be treated as rational in terms of their accountability or 
intelligibility.  

 
This kind of view of ‘development’ goes beyond simply the acquisition of SEL 

competencies, to one of learning how discourse works in all its contrastive and flexible ways 
as a means for accomplishing action. It is not that children learn the notion of ‘causation’, for 
example, and can understand what it means as a way of ‘making sense’. Rather it is as Edwards 
(1997:41) tellingly points out that it is a discursive means for explanation as something that is 
required precisely because there are other sorts of discourse that can be deployed contrastively 
against it: intentions, reasons, coincidences, mistakes etc. The availability of different sorts of 
explanations is what makes explanations such a key resource for children to learn to use. 

   
Learning to Present an ‘Inner’ Psychology   

A major part of a child’s everyday engagement in conversational practices at school 
involves showing ‘understanding’, and not just about learning about subjects such as 
mathematics or music, but rather how these feature in people’s lives.  Indeed, because childhood 
is taken as being an unprecedented period of learning, then children are expected to publicly 
demonstrate their learning as a sign of development. In this form of talk children need to learn 
to present themselves as psychological agents in terms of possessing the ability to display their 
‘mental processes’ in operating upon an external world such that they can be seen to ‘make 
sense’.  In this way the events are placed prior to this operation, as having happened and needing 
to be ‘understood’. Talking about the ‘making sense’ of matters is a kind of grammar that allows 
interlocutors to stabilize versions of events. Indeed, to refer to matters as “nonsense” or “making 
no sense” is in itself part of this; a discourse that stabilizes matters in the routine of the 
conversation.  
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This kind of view of ‘development’ goes beyond simply the acquisition of SEL 

competencies, to one of learning how discourse works in all its contrastive and flexible ways 
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to be ‘understood’. Talking about the ‘making sense’ of matters is a kind of grammar that allows 
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In this communication model there is a realm of events and occurrences and a realm of 
mental operations requiring to be brought together in order to apprehend or grasp the nature of  
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There is a huge cultural imperative upon people to produce in conversation, or at least attempt 
to produce, normatively appropriate psychological discourse that fits with particular social 
relations and interactions. For example, children learn that references to ‘thinking’ are taken as 
indications of deliberation and intent whilst referring to ‘feelings’ can be used to portray actions 
as arising out of the immediacy of being gripped by emotion or in situations where there is 
some combination of both.  

 
Children therefore learn that the basis for agency has to be intelligible and therefore such 

accounts must attend to this in their construction. In this sense the hearer of such an account is 
positioned as ‘outside’ of the person’s ‘thinking’ as another but external psychological agent 
who must in the course of the account employ his or her own inner processes in order know the 
other’s mind.  Perhaps this is what makes dialogue such a powerful means of helping children 
learn to produce accounts of themselves as psychological agents for they must learn that it is 
predicated upon the construction of talk that is based upon the maintenance of a mentalist 
discourse and the notion that unless we account for our actions through this discourse that they 
will be taken as literally non-sense. Socialization here is learning how to display 
‘understandings’, ‘interpretations’ or ‘feelings’. This is why SEL has risen up the agenda as an 
educational concern; in a world where communication is vitally important children need to be 
able to talk about what they think and how the feel. Such feelings can also be linked to what is 
learned in class: the joy of music, the emotions invoked in stories and literature, feelings 
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society, with what they learn in school and beyond.   

 
Conclusion  

It is certainly the case that parents and teachers are now being encouraged to invest more 
time and effort in talking to children in terms of SEL given concerns about the effects of the 
COVID-19 pandemic through school closures and consequent lack of social contact. However, 
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this concern pre-dates the pandemic and I have sought to provide an alternative account of child 
‘development’; one that is based on how children acquire, through their immersion in cultural-
discursive practices, the ability to use language as a means for accomplishing various actions 
as an index of their developing ability to display their sense of identity and agency in the world. 
It is more than mere acquisition of social skills but rather the ability to use discourse as a public 
and visible means of engaging in the world. SEL is likely to become much more important in a 
post-pandemic world but not simply to remediate the current problems and deficiencies brought 
about by months of school closures but also because that world is now considered to be much 
more complex and requires of people to communicate much more in a variety of ways. SEL is 
discourse-based pedagogy that guides the notion of what children’s development should be 
about. It is a discourse both of, and for, the times.   
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Abstract 
When resources are limited, temporally and thematically structured short programs are required 
to aid students in educational settings with subclinical symptoms. The authors provide three 
examples of such art therapy based or group art therapy programs, with different age groups. 
Outcomes show that such interventions play a role in developing self-esteem, in mood repair, 
and in enhancing feelings of safety and competence, which can play a role in a more successful 
academic performance. With children under 18, offline structured art therapy group programs 
were implemented in school settings. Qualitative interviews and feedback from students’ social 
environment or clinicians measured the results. Feedback shows that students calmed down, 
gained more self-confidence, gained a clearer self-concept, and more social acceptance in peer 
groups because of the art therapy group program. University students underwent an individual 
art therapy based online self-help intervention program (combined method of visual creation 
and reflective writing) where data was gathered from self-report questionnaires. Qualitative 
analysis of participants’ feedback reported mood repair, stress relief, insight, and empowerment 
through reflective art making. Therefore, we have found that even a structured self-help format 
can serve as a preventive tool for young adults in struggling times. 
 
Keywords: art-therapy, educational setting, prevention, intervention, re-scripting of the image, 
reducing negative mood, enhancing control, and feelings of worth and safety 
Main Conference Topic: education, mental health 
 
Introduction 

Limited short term art therapy (LST-AT) has gained recognition in the past few decades. 
It was established and researched primarily in those countries where the national health system 
recognizes art therapy as an evidence based treatment option. Most of the time, marginalized 
groups, foundations, and public schools run such programs to aid the participants.  These 
programs have well established structures and focus on specific areas of the individual’s life: 
trauma protocol, fostering studies or communication, reducing anxiety, and so on. Time-limited 
Art psychotherapy (ed Hughes, R., 2016) offers not only an introduction into art psychotherapy 
for clients, but often aids assessment, fostering a focus on individual topics and giving relief in 
crisis. Brief art psychotherapy is a complex method in which theories of cognitive therapy, 
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mindfulness techniques, and mentalization each play a role.  Gillian Solomon (ed Hughes, R., 
2016) introduces Kolb’s learning circle (Kolb, 1984) to highlight the main components of art 
making experience as consideration of practical meanings and implication.  These components 
include imaginary experience, observation of sensory components, emotions awakened by the 
image, reflecting on the content and process, and planning. These processes are also parallel to 
cognitive restructuring and evaluation of a life event. LST-AT not only has effects on emotional 
processing, but also on life management and cognitive focus, and therefore is indirectly good 
also for learning skills such as attention, memory, and structuring of materials.  

 
The short programs introduced below were designed for different age groups and 

different session sequences.  Each program intended to play a role in improving emotional 
regulation, particularly in reducing anxiety, developing self-concept, and in the case of children, 
fostering social relationships among peers. Although these programs are quite different, there 
are a few specific common components.  

 
The first common component is re-scripting of the image (Arntz, 2012 in Solomon ed 

Hudges, 2016). This technique offers the possibility to experiment with an emotionally 
saturated image, in order to make changes for betterment.   

 
The re-creation of an inner state or memory in this ways often reveals possible solutions 

or change for the benefit of future outcomes. This technique, which is similar to cognitive 
reframing, allows the client to see life from a wider perspective, and when used in a pretend 
mode with the ability to try things out, acts to moderate affects and behavior. As may be seen 
from our examples, it usually helps children and young adults in non-clinical educational 
settings with emotional and cognitive regulation.  

 
The second common component is hidden implication (Varga, 2011). Hidden 

implication, in combination with other suggestive elements of art-making instructions, refers to 
recognition of personality; interest in the other person’s inner world, feelings and thoughts; trust 
in one’s abilities, strengths, and coping skills, and also addresses personality development, 
regardless of the setting. As these short programs do not fulfill the role of a long therapy, rather 
than analyzing participants, they often aim to strengthen participants using soft skills and a 
focus on positive affirmations.  

 
Lastly, the third common component is the use of symbols, or themes which contain 

collective knowledge, and which can be projective surfaces for, or containers of, individual 
memories, emotions and thoughts. Making images is often a container for the creation of 
individual symbols as well. Whether it is the whole or only a part of the image, the symbol 
holds opposing emotions and is capable of handling emotional ambivalence (Machioldi, 2011). 

 
In the following, we are going to have an insight for these three dimensions in the 

structures of the programs and the reflection of these beneficial ingredients in the results of the 
interventions. Therefore, our aim is to highlight these key components, which will support art 
therapy practitioners and other professionals working in educational settings, as they develop 
future time limited personality development-focused art therapy interventions. We believe that, 
because of its nonverbal affective activity and its ability to materialize supporting images of the 
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inner and outer realities, which have the capacity to become transitional, objects (Winnicott, 
1971), art therapy is an especially effective method.   

 
Short-term art therapy programs in different educational settings 

We will demonstrate the methods and result of three different programs that conducted in 
the last ten years. They share common ideas in structure of methodology, some themes and 
topics, but they differ very much in age groups, frequency and session numbers. The results and 
outcomes were measured differently, but there were some considered similarities as well.  

 
Table 1: Structure and aims of conducted experiment short art therapy programs in 

educational settings 

 
Description of the programs 

1. Program: Hearts and Hands Program1, 3  

The Hungarian Art Therapy Association (MMT), under the auspices of the national oil 
company’s (MOL) Child Healing Program, conducted a 12-session program for more than ten 
years. This program served elementary school children struggling with anxiety, who were living 
in segregated villages mainly in Southern Hungary. Because of a lack of time and finances, a 
12-session program was developed to reach out to these children, with the goal of strengthening 
their self-concept, self-esteem, social connections, communication skills, and emotional 
regulation skills. The program was introduced at the International Art Therapy Conference in 
Bratislava in 2017, and was published in the newsletter of the Slovakian Art Therapy 
Association (Valachiné, 2016 Zbornik, III. Od múzy k psyche). 
 

Name of 
programs 

Hands and hearts 
Programs 

Five minutes art 
program 

Online art therapy 
based self help 

program 
Year conducted 2012-2020 2014,2016 2019,2020 

Age group Elementary school 
chidren High school chidren University students 

Number of 
sessions 12 10 7 

Frequency weekly one week intensive 
summer “camp” weekly 

Number of 
participants 

7-10children in one 
group nearly 340 
children in the 7 years 

21 66 

aims 

reducings stress, 
anxiety, enchancing 
academic studies and 
inclusion into class 

fostering emotional 
regulation,reducing 
anxiety, behavioral 

problems, enchancing 
academic studies and 
inclusion into class 

support emotional 
equilibrium in 

lockdown (during 
covid), reducing stress 

and anxiety,  foster 
coping 
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The Program offered school-based supportive art therapy for children from grades 1-4, 
who were living in the countryside, who were struggling with anxiety, socialization problems, 
or emotional problems, and who were bearing an existentially difficult family background. 
Because of the relative segregation of these pupils, it was doubtful that they could get 
psychotherapy, or their teachers would be familiar with their emotional and mental state. 
Because of these factors, the therapeutic aim was longer assessment and support through AT. 
The framing was to give an experience that imparted satisfaction, feelings of success, and 
provided the possibility of emotional projection, techniques that not only serve as methods of 
creativity, but which provide an opportunity for healing through symbols of the unconscious.  

2. Program: 5 minute ART Program1,2  

Similar to the MOL Program, a short grant from Tiszta Formák Foundation made it 
possible to make a week-long intervention program for High School Teenagers struggling with 
behavior issues and family hardships.  The program was offered once in selected high schools 
in the XIII and in the X district of Budapest. Our framework served to help release tension, and 
to gain self-worth and autonomy for those teenagers who entered into our group. We had 10 
sessions in the beginning of the summer, each session consisting of two parts: one in the 
morning and one in the afternoon. 

8-10 participants were recruited by psychologists at each school. According to the 
assessment phase, they showed: emotional and behavioral disorders, and inhibited emotions in 
terms of quality, strength, durability and expression. Self-centred thinking was predominant 
(i.e. they were strongly influenced by their emotions and thus limited in correctly assessing 
reality) and their cognitive control was impaired. Their experiences of time were narrowed: 
they had lost their past and rejected their vision of the future - they only lived in the present. 
Their studies were strongly influenced by their emotional state. They focused their self-power 
on maintaining psychic balance and repression.  

 
3. Program: Arts and Research Online Program in the Pandemic for University Students1, 

4 

The first author of this article intended to measure effectiveness and processes of art 
therapy in emotional regulation (improving emotional flexibility). The pandemic abruptly 
shifted this intention into a research task with practical intervention. Qualitative study explored 
how online individual art-therapy based (ATB) self-help tasks could support international 
students during the COVID 19 pandemic. Seven online tasks, including art-making and 
reflecting writing, were created and administered via google form. The qualitative analysis of 
art themes, along with the written texts, were used to understand how online tasks may be 
helpful for students to adapt to current situations.  
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Methods and Themes 
Table 2: Participants of short art therapy programs in educational settings 

 

1. Method Hearts and Hands Program1,3  

One AT therapist in a small group facilitated the program. At the end, there was a 
consultation with the teacher or school psychologist about whether to continue. The program 
had a thematic line (12 sessions), based on the katathym imaginary pictures. It was developed 
by German psychiatrist Hans Carl Leuner (, based on his research in guided mental imagery, 
„katathymic influences" (KIP: the interaction of mental contents and emotional processes), 
dreams and daydreams.  

 
Because of their openness, children can call out images simply through meditative 

drawing, without requiring an altered state of consciousness. The themes, related topics, and 
therapeutic aims are visible in Table 1 (Valachiné, 2016). 

 
KIP basic symbols such as the meadow, the spring, forest, mountain, and house were 

supplemented with other symbols, which were considered to reflect well to children’s mental 
state (such as tree, flower, treasure, and fairy). From the reflections upon the symbol or image, 
it was possible to draw conclusions about attitudes, expectations, wishes, fears, and needs, as 
well as attachment to the group and process. The group sessions started with a check-in 
discussion and a warm up activity, which was often from another art modality, such as music, 
drama, play, or movement. The KIP part happened with slowly guided drawing, or in the case 
of older children, short relaxation and imagination. Re-scripting of images played a key role in 
the art making and understanding of individual imagery. Table 4. 

2. Method 5 Minutes art Program 

The art therapy concept of the program based on gesture painting from fine arts. In gesture 
painting, on the one hand, spontaneity, erupting tensions, and emotions play a major role, which 
can be nurtured and enhanced by psychologically dissolving any resistance to the work.  On the 
other hand, abstract art making often helps to enter into a regression serving the Self 
(Kris,1952), as an aid in returning to early modes of reaction (Stern, 2010), and to the vitality 
affect, when the experience of emotions and the attunement to one another is formed by rhythm 
and by perceptual patterns. We use visual and acoustic art techniques that resonate with and 
reflect the emotional state of the creator, giving the opportunity to project inner reality and to 
translate it into creation. The techniques create non-figurative, abstract works of art that require 

Name of 
programs 

Hands and hearts 
Programs 

Five minutes art 
program 

Online art therapy 
based self help 

program 

Number of 
participants 

7-10children in one 
group nearly 340 
children in the 7 years 

21 66 

Age Range 6-10 13-17 21-34 
Gender 83male, 257 female 5 male 16female 10 male 56female 
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no prior drawing skills or knowledge, only the courage to dive in. A main topic of the program 
was recalling a memory of a solved problem (a model of personal re-scripting) with real size 
body schemas, and postural and emotional contents. The creative works were exhibited in the 
school, and gained peer recognition in many ways. Table 5 

3. Method ATB tasks for University students 

The program consisted of a seven-week task series, listed in TABLE 3. The task followed 
a progression of non-figurative art to more figurative art; simple instructions focusing on one 
feature of creation; emotion expressed in color and line; and a projected theme in a blot - all the 
way to more complex notions, such as safety and transformation. Through the instructions, 
participants were encouraged to find personal symbols and meaning, and in the writing task, 
they were encouraged to search for insight and inner sources. Instructions and reflective 
questions were formulated in such a way that they contained hidden implications of self-support 
and coping.  Table 6 
 
Themes 

See the brief outlines of the structures of the program differences and similarities in Table 
3. The introduced techniques such as suggestions, re-structuring are more explained in the 
detailed program introductions in Table 4-6. 

 
Table 3: brief list of themes of short art therapy programs in educational settings 

 
 

Hands and hearts 
Programs Five minutes art program Online art therapy based self 

help program 
 
1.tree of emotions (with 
colors) 
2.emotional scribbles 
3.blot games, story 
making 
4.KIP symbol the flower, 

tree in a 
psychodramatic play  

5.KIP symbol: meadow 
6. KIP symbol forest 
7. KIP symbol river 
8.KIP symbol  mountain 
and house 
9. fairy 
10. tree of abilities of the 
group community art 
11.-12 common art with 
parents 
 
 

 
1.Bird's nest, flower 
2. Mood barometer (with colors) 
3. Ex-libris design (personaly 
symbol) 
4. Common landscape, forest, 
symbol games - river, treasure – 
KIP  pictures 
5. Magical creatures - ink blot 
techniques - relaxation techniques 
6. Temper figure (Body 
sensations, postural memories 
and feelings) 
7. Illustration of a quote of your 
choice 
8.Illustration of life path 
9.Making talismans - for each 
other (felt, pebbles) 
10.Closing musical improvisation 
- non-figurative painting of 
experiences 

 
1. Color task 
2. Squiggle task 
3. Blot task 
4. Object task (Personal symbol) 
5. Avatar task (Body sensations, 
postural memories and feelings) 
6. Safety task (Many times KIP 
symbol emerged) 
7. Transformation task (Many 
times KIP symbol emerged) 
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Detailed description of programs 

Table 4. Hearts and Hands Program1 Elementary School 12 session theme- Table 1 
(Valachiné,2017) 

session symbol Dynamic 
meaning 

act; re-
scripting of 
image 

Symbolism of act 

1. tree of emotions: the focus on 
distinguishing between emotions, playing with 
forms and colors. Use of symbol of the tree; 
suggestive elements of personal meaning in 
colors reassuring children. Positive 
affirmations on strength of tree and diversity of 
emotions validate experienced emotions. 
 

tree Axis of 
personality, 
improvement, 
heritage, 
wishes 

Grow, reach 
out vertically 

confidence, rooting, 
stability, and grow  

2. emotional scribble and barometer 
 

Emotional doodle is a decoding ones’ own individual drawing style, emotional 
states, tensions and expressing it in drawing. Everyone gets a folded paper and 
in each part is an emotion that you have to express only with the curves, speed 
and intensity of your pencil. At the end of the session you can play with the 
emotions drawn, using them as notes for playing music, or making a montage 
from them as an emotional barometer. Key words: Utilization of previous art 
making as connecting visual markers to emotional mapping, playfulness, 
introduction into free art. 

3. Splotch, image, 
story 
 

The task is to integrate visually expressed emotions, to image and to add a 
narrative background and a story to it. Using dense paints, folding, or 
pressing papers, creating patches, splotches. Then choose a few and 
complete it to something meaningful. Then the group writes a story of it as 
it would be a filmstrip of a tale. Here the abstract turns into a meaningful 
”gestalt” with personal valence and at the end as an element of group work. 
Hidden implications are “find your own personal importance than 
accommodate to the social field”.  Key words:  working in a group, find 
your inner pictures, find your story, cooperate, integrate 

4. Symbolic play Flower and gardener 
 

Flower Ego  image, 
Symbol  of the passive, 
reflective personality parts 

Grow, blossom,  seeking for 
recognition, 
life and death, 
rebirth→ self 
esteem Self-
help, healing 

gardener Temperance, tolerance, 
patience 

Nurture, take 
care 

 

 In the psychodramatic play: one child is a seed of a plant covered by a blanket, resting in the soil, the other is the gardener 
taking care of the plant. While the gardener looks after the plant, the flower grows. Nurture, safety, gentleness, rest, peace 
these are the focus points of the experience. After the play, a slow meditative drawing comes with instructions on what to 



Academic Journal of International Education Research  ISSN 2694-7803 

 

 

Vol. 3, No. 1  16 

Detailed description of programs 

Table 4. Hearts and Hands Program1 Elementary School 12 session theme- Table 1 
(Valachiné,2017) 

session symbol Dynamic 
meaning 

act; re-
scripting of 
image 

Symbolism of act 

1. tree of emotions: the focus on 
distinguishing between emotions, playing with 
forms and colors. Use of symbol of the tree; 
suggestive elements of personal meaning in 
colors reassuring children. Positive 
affirmations on strength of tree and diversity of 
emotions validate experienced emotions. 
 

tree Axis of 
personality, 
improvement, 
heritage, 
wishes 

Grow, reach 
out vertically 

confidence, rooting, 
stability, and grow  

2. emotional scribble and barometer 
 

Emotional doodle is a decoding ones’ own individual drawing style, emotional 
states, tensions and expressing it in drawing. Everyone gets a folded paper and 
in each part is an emotion that you have to express only with the curves, speed 
and intensity of your pencil. At the end of the session you can play with the 
emotions drawn, using them as notes for playing music, or making a montage 
from them as an emotional barometer. Key words: Utilization of previous art 
making as connecting visual markers to emotional mapping, playfulness, 
introduction into free art. 

3. Splotch, image, 
story 
 

The task is to integrate visually expressed emotions, to image and to add a 
narrative background and a story to it. Using dense paints, folding, or 
pressing papers, creating patches, splotches. Then choose a few and 
complete it to something meaningful. Then the group writes a story of it as 
it would be a filmstrip of a tale. Here the abstract turns into a meaningful 
”gestalt” with personal valence and at the end as an element of group work. 
Hidden implications are “find your own personal importance than 
accommodate to the social field”.  Key words:  working in a group, find 
your inner pictures, find your story, cooperate, integrate 

4. Symbolic play Flower and gardener 
 

Flower Ego  image, 
Symbol  of the passive, 
reflective personality parts 

Grow, blossom,  seeking for 
recognition, 
life and death, 
rebirth→ self 
esteem Self-
help, healing 

gardener Temperance, tolerance, 
patience 

Nurture, take 
care 

 

 In the psychodramatic play: one child is a seed of a plant covered by a blanket, resting in the soil, the other is the gardener 
taking care of the plant. While the gardener looks after the plant, the flower grows. Nurture, safety, gentleness, rest, peace 
these are the focus points of the experience. After the play, a slow meditative drawing comes with instructions on what to 

Academic Journal of International Education Research  ISSN 2694-7803 

 

 

Vol. 3, No. 1  17 

observe in your experience: roots, leaves, flowers, environment, weather around you, what was pleasant, what was 
bothering. Key words:  changing  perspective caregiver-caretaker; sensory experience, preverbal experiences. 

5. Meadow meadow Mother existential 
field, safety, nurture 

Find a place, take 
a rest 

Presence and 
relaxation, 
self 
assurance 

Meadow: The task is to walk around, imagine a meadow, find a good place to take a rest ( or in adult therapy find an object in 
the grass, or arrange a picnic) 
Changing viewpoints, what would you be in this meadow, a stone, a grass, an ant or a cloud, look around with the eyes of 
what you had transformed. Expression of the existential field, can show neglect, abuse, relationship towards the mother. The 
active imaginative task to “find a place to rest” gives back control, and competence. 
6. Forest and finding shelter in the storm 

 

forest unconscious enter open hand paints 
or clay or 
some 
textile, yarn 
or wool 

animal Instincts, 
spontaneity, 
strength, impulsivity 

Live and 
hide 

Control, 
self 
protection 

we make 
masks for 
the animal 
figures 

storm Conflict, anger  Externalizing inner tension in 
making the storm visually or 
acoustically 

 Forest and shelter: The session starts with a dramatic play of walking in the woods, and transforming into an animal, imitating 
its movements and sounds, and how it lives. But suddenly a storm is coming, look for some hiding place for yourself. Storm 
is often a symbol of anger, the re-scriptive part is the active imagination of finding calm and shelter. It is materialized often 
as a cave or house, but is rather the capacity to imagine safety in threat that is the real value of the exercise. 
7. Spring or river 

 
river Energy flow, 

lifeline, libido, 
sexuality, flow and 
waves of emotions 

Follow from 
source to 
firth 

Find energy, 
inspiration, 
creativity 

Water 
based 
paints 

Architects  Obstacles, blocks, 
connections 

Observe, 
remove, 
clean 

Remove 
emotional 
blockage 

 

The original KIP symbol uses the spring but we found that most urban children can connect to the image of  a river more 
easily. We start with meditative drawing with slow instructions: Imagine a river from the source, the spring till the sea. We 
use VAKOG (visual, accustic, kinestetik, olfactory and gustatory formal experiences and suggestions to make imagination 
vivid). Spring is also a symbol of life force, that gets focus and reassurance in this exercise. Joining forces as a visual big river 
and as in the process of group work has sensory-kinesthetic, emotional and cognitive benefits. 
8. Mountain and treasure Mountain Father , authority, 

achievement, work, 
study 
Superego symbols 

Climb up 
look around 
and walk 
down 
Vertical 
movements 

Change view 
point, imagine 
success 

Dens
e 
paints 
or 
clay 
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in the 
psyche 

Treasure Inner positive self 
parts 

find Explore your 
unused strength 

 

Mountain is the symbol of  achievement, efficiency, relationship with the authority and Father. Climbing a mountain is making 
effort, for some it is extremely hard, for some it is easy. We are different in the ability to enjoy what we achieved, whether we 
can take a rest on the top and feel satisfied by watching the view, or some might be frightened at the top. Mountains often hide 
treasures, and of course we expect the world to honor our work efforts, with the symbol of the treasure we awaken these 
feelings. Re-scripting is hidden as the treasure in the mountain; it suggests that it worth to combat your fears and uncertainties. 
 
9. Travel to the fairy 

 
 
 

vehicle→ balloon 
(fire, air) 

Uplifting 
Thought and 
courage, 
enthusiasm 

fly Move out of 
comfort zone 

Any art 
even paper 
mache   

Fairy, witch, 
magician 

Archetype of 
inner helper 

Make 
wishes 

change, think 
positively, let go 
old wounds 

Montage, 
textile, body 
image 
drawing, 
mirror 
techniques 

  Fairy: Meeting the fairy is the meeting the ideal Selbst, the inner helper. In this play we 
make little balloons to fly up to the fairy. We make and decorate the fairy together, boys 
are often knights protecting the way. At the fairy you can leave three wishes, and also 
things that you would like to leave behind. Also it is close to saying goodbye, and 
through the fly to the fairy we can look at our previous lands: meadows, rivers, 
mountains. Reframing is to “see  from above”; and in the psychodramatic play giving the 
waste or unwanted and formulating desires all are also acknowledge authenticity of the 
child.  
 

 
10. tree of abilities (in group work) creating together, acknowledgement to each other. List of strengths and abilities. 
Looking at ourselves as a group. Utilization of former group experiences. Giving and receiving positive affirmation, ego-
strengthening.  
 
11.-12. Working with families and parents 

 

House, village Safety, body, 
home, family, 
civilization 

Build Represent, 
reflect and 
respect your 
own personality 
and others’ 

 any kind 
of paint 
and  
montage 

Mandala, water 
crystal 

Totality, 
oneness, 
 Selbst,  
spirit 
 

Have a good 
wish or 
complement 

Strengthen the 
attachment in an 
out 

 

 
There are one or two but at least the last session is open, and parents can play and create with their children. Themes often 
used: painting a house and a village, mandalas, or water crystals based on the „Wisdom of water” book, painting for music, 
Winnicott doodle play. It is a time when parents and families can get familiar with the art therapy atmosphere and can see 
their children in their free and creative way. 

Table  5. 5minute ART Program1,2  (Valachiné&Pócza,2017) 

10 week sessions for High School Program 



Academic Journal of International Education Research  ISSN 2694-7803 

 

 

Vol. 3, No. 1  18 

 

in the 
psyche 

Treasure Inner positive self 
parts 

find Explore your 
unused strength 

 

Mountain is the symbol of  achievement, efficiency, relationship with the authority and Father. Climbing a mountain is making 
effort, for some it is extremely hard, for some it is easy. We are different in the ability to enjoy what we achieved, whether we 
can take a rest on the top and feel satisfied by watching the view, or some might be frightened at the top. Mountains often hide 
treasures, and of course we expect the world to honor our work efforts, with the symbol of the treasure we awaken these 
feelings. Re-scripting is hidden as the treasure in the mountain; it suggests that it worth to combat your fears and uncertainties. 
 
9. Travel to the fairy 

 
 
 

vehicle→ balloon 
(fire, air) 

Uplifting 
Thought and 
courage, 
enthusiasm 

fly Move out of 
comfort zone 

Any art 
even paper 
mache   

Fairy, witch, 
magician 

Archetype of 
inner helper 

Make 
wishes 

change, think 
positively, let go 
old wounds 

Montage, 
textile, body 
image 
drawing, 
mirror 
techniques 

  Fairy: Meeting the fairy is the meeting the ideal Selbst, the inner helper. In this play we 
make little balloons to fly up to the fairy. We make and decorate the fairy together, boys 
are often knights protecting the way. At the fairy you can leave three wishes, and also 
things that you would like to leave behind. Also it is close to saying goodbye, and 
through the fly to the fairy we can look at our previous lands: meadows, rivers, 
mountains. Reframing is to “see  from above”; and in the psychodramatic play giving the 
waste or unwanted and formulating desires all are also acknowledge authenticity of the 
child.  
 

 
10. tree of abilities (in group work) creating together, acknowledgement to each other. List of strengths and abilities. 
Looking at ourselves as a group. Utilization of former group experiences. Giving and receiving positive affirmation, ego-
strengthening.  
 
11.-12. Working with families and parents 

 

House, village Safety, body, 
home, family, 
civilization 

Build Represent, 
reflect and 
respect your 
own personality 
and others’ 

 any kind 
of paint 
and  
montage 

Mandala, water 
crystal 

Totality, 
oneness, 
 Selbst,  
spirit 
 

Have a good 
wish or 
complement 

Strengthen the 
attachment in an 
out 

 

 
There are one or two but at least the last session is open, and parents can play and create with their children. Themes often 
used: painting a house and a village, mandalas, or water crystals based on the „Wisdom of water” book, painting for music, 
Winnicott doodle play. It is a time when parents and families can get familiar with the art therapy atmosphere and can see 
their children in their free and creative way. 

Table  5. 5minute ART Program1,2  (Valachiné&Pócza,2017) 

10 week sessions for High School Program 

Academic Journal of International Education Research  ISSN 2694-7803 

 

 

Vol. 3, No. 1  19 

Themes  Methods 
1. Who I am and how I am seen Bird's nest, flower (Symbols of ego 

and family, existential field, images 
of being nurtured and protected). 

 

 
 
 
 
 

2. My roots, my skills, what I carry with me  

 

Mood 
barometer 
(Identifying and 
differentiate 
between 
emotional states) 
 
 
 
 
 
 

3. My wings, my desires, what are my 
potentials 

Ex-libris design (Creating personal symbol of the 
self) 

4. My creativity, the creative force within me Common landscape, forest, symbol games - river, 
treasure - KIP Leuner pictures (one-or two creation 
fits in the time, all share the common work frame 
from individual to group work. Hidden implication: 
Be yourself- AND acknowledge others, be social” 

5. My failures, disappointments, small faith, what keeps 
me going when I get discouraged 
 
 
 

 
 

Temper figure (2 page. postural 
body image). Major focus of the 
work is to help children be 
conscious of their own strength, 
and capability: (in sensory, 
emotional and narrative integrated 
way).  
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6. Relationships, friendships, who I can rely on Illustration of a quote of your 
choice, this is a narrative symbol of 
personal values that we adjust 
visuality. More cognitive work and 
mentalization are required. 

7. When we fight- Conflict resolution 

 
 

Magical creatures - ink techniques 
- relaxation techniques. Hidden 
implication “with strong 
self.knowledge you are not afraid to 
play and face your imperfection”. 

8. Getting my calm back, what is relaxation for 
me 

Illustration of life path. Integrating previous 
experiences, sharing reality with group. 

9. Getting on the road, safety, dangers, asking 
for help 

Making talismans - for each other (felt, pebbles). 
Giving and receiving positive affirmations, 
preparation for ending. 

10. closing time, what I've learned, what I'm 
taking with me 

Closing musical improvisation - non-figurative 
painting of experiences. 
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Table 6.   Arts and Research Online Program in the Pandemic for University Students1,4  

 
 
COLOR TASK A Mondrian-style image was created 
to express current emotions with 
colors. In modification a color was changed to bring up 
different memories, moods 
and personal strength. Working with color wheels, and 
personal colors frequent 
techniques in therapy and assessment (Machioldy 
2011; Haeyen 2018). 

 

 
 
SQUIGGLE TASK In this method for expressing 
primal emotions, externalizing tension we asked the 
participants 
to project a creature into the chaotic lines. In the 
facilitative part of the task, this creature was taken to 
an imagined safe place (which exercise is known 
from different art therapy (Chilcote, 2007) and 
imaginary (Lipsenthal, 2004) approaches. 

 

 
OBJECT TASK Participants graphically introduce- as a mindfulness technique (Abbing et al, 2019) an object 
from 
their surroundings to represent them with environment where it belongs, and feels the best to them. Objects that 
people relate to, that have personal significance, are also rooted in a narrative of identity and serve as a container 
of personal memories (Dúll, 1996) and emotional resources. 
 
 
AVATAR TASK Somatic feelings were, represented with colors 
and symbols in human figure. Body image was chosen 
as a reference frame for inner feelings (Machioldi,2011) to 
represent the possibility of dialogue between the self 
and the environment. 

 

 
BLOT TASK Liquid paint (or a coffee splotch) blots were used as projection to create an object, and place it to 
positive-negative scenes. Cognitive and emotional shifting exercise used scenes as bounds of emotional or value 
continuum. Participants later focused on strength to move along the positive trajectory. The continuum ide was a 
visual expression of emotional regulation process, recent personal theme. 
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SAFETY TASK Easing rising anxiety of COVID-19 we asked 
participants to make a collage on personal safety concept. 
Even when approached symbolically, imagining a safe place helps to 
down-regulate anxiety (Gerge, 2018).BLOT TASK Liquid paint (or a 
coffee splotch) blots were used as projection to create an object, and 
place it to positive-negative scenes. Cognitive and emotional shifting 
exercise used scenes as bounds of emotional or value continuum. 
Participants later focused on strength to move along the positive 
trajectory. The continuum ide was a visual expression of emotional 
Regulation process, recent personal theme. 
 

 

TRANSFORMATION TASK gave an overview of 
lockdown and process for participants. They 
visualized their transformations and changes in the 
past weeks, using any technique of their choosing. 
This task helped participants observe this lifetime, 
focus on their capacity for change and adjustment 
during the pandemic. 

 

  

Results 

1. Hearts and Hands Program  

At the end of the 10th year of the Child Healing Program, The Új Europa Foundation 
(Foundation of MOL responsible for executing social actions such as Child Healing Program 
grants) conducted a qualitative analysis (Bakó&Tolvaj, 2018) to measure the effectiveness of 
the program, This qualitative analysis consisted of a focus group of professionals, interviews, 
and self-report questionnaires for volunteering parents and educational institutions. The 
outcomes were outstanding: 92% of the participants reported that children loved to participate 
in the sessions, 89% reported development or symptom reduction of the child, and 92% would 
offer the programs for others as well. On a 5 point Likert scale, parents rated the change of their 
children above 4,5 in a positive valence for most questions regarding educational development, 
social interaction, and emotional equilibrium. 

 
The program was rich in the use of symbols and positive affirmations as suggestive 

elements, and re-scripting in active imagination. 
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SAFETY TASK Easing rising anxiety of COVID-19 we asked 
participants to make a collage on personal safety concept. 
Even when approached symbolically, imagining a safe place helps to 
down-regulate anxiety (Gerge, 2018).BLOT TASK Liquid paint (or a 
coffee splotch) blots were used as projection to create an object, and 
place it to positive-negative scenes. Cognitive and emotional shifting 
exercise used scenes as bounds of emotional or value continuum. 
Participants later focused on strength to move along the positive 
trajectory. The continuum ide was a visual expression of emotional 
Regulation process, recent personal theme. 
 

 

TRANSFORMATION TASK gave an overview of 
lockdown and process for participants. They 
visualized their transformations and changes in the 
past weeks, using any technique of their choosing. 
This task helped participants observe this lifetime, 
focus on their capacity for change and adjustment 
during the pandemic. 

 

  

Results 

1. Hearts and Hands Program  

At the end of the 10th year of the Child Healing Program, The Új Europa Foundation 
(Foundation of MOL responsible for executing social actions such as Child Healing Program 
grants) conducted a qualitative analysis (Bakó&Tolvaj, 2018) to measure the effectiveness of 
the program, This qualitative analysis consisted of a focus group of professionals, interviews, 
and self-report questionnaires for volunteering parents and educational institutions. The 
outcomes were outstanding: 92% of the participants reported that children loved to participate 
in the sessions, 89% reported development or symptom reduction of the child, and 92% would 
offer the programs for others as well. On a 5 point Likert scale, parents rated the change of their 
children above 4,5 in a positive valence for most questions regarding educational development, 
social interaction, and emotional equilibrium. 

 
The program was rich in the use of symbols and positive affirmations as suggestive 

elements, and re-scripting in active imagination. 
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2. 5 minutes art Program 

In both cases, we found that students experienced improvement in both grades and social 
inclusiveness within their class. Clinicians reported betterment in self-reflection and self-
esteem (examined by interviews, not psychometric data). This program was influential mainly 
because of re-scripting and suggestive components, although in looking at the program, it is 
clear that there were sessions dedicated to creating individual symbols, as well. 

3. ATB tasks for University students 

Qualitative analyses demonstrated that completing these tasks imparted either calm or 
strength as a source of self-support for the students (Valachiné et al. 2021). Emergent themes 
included: 1) frustration of isolation, 2) loss of control and uncertainty, and 3) support (nature, 
transpersonal, attachment). Most of the tasks of ATB contained re-scripting of the image. 
Additionally, results showed both increased feelings of control and of emotional betterment. 
Implications of the study include preliminary evidence that ATB self-help tasks may be a source 
of coping, by externalization of tensions and reinforcement.  

 
Conclusion 

Time Limited Art Therapy or Brief Art Therapy is a method that can be used with 
different age groups in educational settings. The effectiveness of such a technique is up to the 
symbols used the hidden implication or suggestions of the instructions of the creative work and 
re-scripting, betterment instructions images. If we look closely at the curriculum of all 
programs, we can see some common design elements as well, one is to start with effortless 
visual plays, colors, squiggles, blots, gestures that do not require art skills, just playfulness and 
some curiosity. At the same time, all these abstract elements are personalized and connected to 
individual meanings: emotions, values, notions. Individual works always run into symbol work, 
which in contrast the beginnings: when emotions are being distinguished and identified; 
symbols rather contaminate and condense different personal and collective meanings. Symbol 
work also implies some imaginative act, modification in visualization and in the artwork as 
well, changing perspectives, building new parts, finding, zooming in to some parts of the inner 
(outer) image. The symbols as they most often hold collective wisdom gently maneuver the 
participants into group work. Introducing them the duality of being individual (accommodate 
to your inner self) and adjust to social field. Reassurance, sharing, making gifts or over viewing 
the session process are the closing parts which focus on integration and implication to life what 
has been learned and experienced. 

 
However evidence is scarce it is shown that mood regulation, attention and self-concept 

can be modified with such interventions. With a more balanced affective system, educational 
outcomes or academic achievements are expected to increase as well. Social inclusion of the 
participant especially in elementary school and improving communication skills must be 
highlighted as well. Further implication 

 
Class teachers, school psychologist, social workers in education can easily collaborate 

with art therapists in the future to help to design and maintain such sort programs. Art therapy 
programs can aim and address many different areas in education: improving acceptance, 
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communication and empathy, activation and group forming in a class, developing attention, or 
deepen understanding of a topic by personal involvement into arts. We assume that time limited 
group art activity or group art therapy might play a key role in future education programs. 
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