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Foreword
前言

Eight years ago, we started our Make It Better
programme to provide arts-based workshops for
disadvantaged children and children with special
educational needs in Hong Kong, as well as offering
support and practical training to their educators in
our methods, thereby exponentially increasing the
number of children who can enjoy the benefits of
our work.
Finally, the results are in. This 72-page report
concludes that engagement in expressive arts does
indeed make a huge difference to the lives of these
children and that our programme can and does
make it better.
When we started, this type of programme was new
in Hong Kong, although the idea of using arts to
assist children with special educational needs was
already well-proven and mainstream in other parts
of the world.
We had no doubt that art was important and could
assist the educational experience of many children
who lack opportunities and have difficulties in
learning in traditional ways. I think we have now
proven the value of this work in Hong Kong.
The work continues and becomes ever more
important.
The Sovereign Art Foundation has now raised nearly
US$10 million to support Make It Better and similar
initiatives which benefit the poorest communities
in Hong Kong and around the region. We are only
touching the surface but are determined to continue
making a difference.

八年前我們開展了「Make It Better」計劃，為香港的弱
勢社群和有特殊教育需要的兒童提供以藝術為基礎
的工作坊，並為他們的教育工作者在教學方法上給予
支持及實踐培訓，從而加速增加可以享受我們工作益
處的兒童人數。

最後，結果出來了！這份長達72頁的報告得出了參與
表達藝術確實對這些兒童的生活產生了巨大影響的結
論，並且我們的計劃可以、並確實地使他們變得更好。
起初我們開始時，這種計劃在香港仍是較新的。儘管
使用藝術來幫助有特殊教育需要的兒童的想法已經
在世界其他地區得到了廣泛的驗證並屬主流。

毫無疑問，藝術非常重要，同時可以幫助許多缺乏機
會並以傳統方式學習有困難的兒童。我認為我們現已
在香港證明了這項工作的價值。
這項工作將會繼續，並會變得更重要。

SAF 藝術基金會現已籌集了近1000萬美元的資金，以
支持「Make It Better」計劃和相類似的舉措，這些計劃
為香港和最貧困的社區帶來益處。我們只是接觸表面
層，但決心繼續發揮改變的作用。
感謝所有人出色的支持，特別是香港賽馬會慈善信託
基金和香港大學，如果沒有他們的支持，這一切是不
可能發生的。
Sovereign 藝術基金會主席及創始
Howard Bilton 先生

Thanks to everybody for their marvelous continued
support, particularly, to The Hong Kong Jockey Club
Charities Trust and The University of Hong Kong,
without whom much of this could not have happened.
Howard Bilton
Chairman and Founder of The Sovereign Art Foundation
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Foreword

When The Sovereign Art Foundation celebrated its 10th Anniversary in 2013, we reflected on the
achievements of our work and the projects we had supported in South East Asia and came to the
realisation that the very work we were doing overseas was drastically lacking in Hong Kong, our
very own home. We decided to establish the Make it Better programme with the aim of bringing
expressive arts to our local community and empowering children to harness their creative voices:
fostering better communication, self-awareness and confidence.
The conversation started with Dr Jordon Potash of the Centre on Behavioral Health, who at the time
was setting up a Master of Expressive Arts Therapy programme at The University of Hong Kong
(HKU). Subsequently, we decided to run a weekly expressive arts workshop for children at SoCo in
Sham Shui Po. As demand for our services grew, so did the number of workshops and locations. Our
progress was supported by students of the HKU Masters programme, who guided our art teachers
in the latest expressive arts practices.
In the years that followed, we observed the true impact of the workshops through the success
stories and positive responses of the children and their families, taking greater confidence in our
approach and the potential held by the programme to benefit the community at large. Together
with the Centre on Behavioral Health, now led by Professor Rainbow Ho, we begin scaling up the
programme to serve even more children in across Hong Kong, as well as developing a Train-TheTrainer programme for educators at our affiliated schools and centres - ensuring a more sustainable
and far-reaching impact in the lives of our beneficiaries.
It was at this point we decided to present our work to The Hong Kong Jockey Club Charities Trust
and they very generously agreed to provide three years of funding. The Jockey Club Expressive Arts
Programme for Children was born and our programme was catapulted into another dimension. Our
reach soared, with weekly workshops launched in 40 schools and community centres around the
city. We trained 278 teachers to incorporate expressive arts practices into their daily teaching and
directly served 809 students, many of whom have special educational needs. HKU evaluated the
impact of this programme and the results are what you see in this brochure.
We are very proud of our accomplishments and can now attest to the positive effects of expressive
arts and art therapy in helping children to express themselves, especially when they might otherwise
struggle to do so verbally or physically. Our studies also clearly demonstrate the benefits this kind
of intervention has on the vital relationships between children and their caregivers and teachers.
Unfortunately, studies such as this are still relatively new in Hong Kong. There is still a way to go to
in having expressive arts and art therapy get the recognition they deserve in a community that has
often discounted the benefits of arts. While there is more work to be done, we hope studies such as
this can help promote understanding and appreciation around the importance of art in education
and holistic upbringing of children, as well as providing a foundation for further research.
Thank you very much to The University of Hong Kong, Professor Rainbow Ho and her team at the
Centre on Behavioral Health for partnering with us on this important initiative and, of course, a very
big thank you to The Hong Kong Jockey Club Charities Trust for the funding. This would not have
been possible without their support.
Tiffany Pinkstone,
Director of The Sovereign Art Foundation
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前言

當Sovereign藝術基金會在2013年慶祝成立10週年時，我們反思了自己在東南亞地區所做的工作和
所支持的項目而取得的成就，當時意識到我們在海外開展的工作比香港 - 我們的家是非常缺乏的。
有見及此，我們決定成立「Make it Better」 計劃，旨在將表達藝術帶入我們的社區，並賦予兒童能夠
運用他們的創造性：促進更好的溝通、自我意識和自信心。

這一切源於與香港大學行為健康教研中心的Jordon Potash博士對話，當時他正於香港大學（HKU）
設立表達藝術治療碩士課程。 隨後，我們決定在位於深水埗的香港社區組織協會社區新世界 (SoCO)
舉辦每週一次的兒童表達藝術工作坊。 隨著對我們服務需求的增長，工作坊和舉辦地點的數量亦隨
之增加。 香港大學碩士課程的學生們為我們的發展給予支持，並為我們的藝術成長導師在最新的表
現達藝術實踐作出指導。
接著下來的幾年，我們通過兒童和其家庭的成功例子和正面回應發現了工作坊的真正成效，這讓我
們對所使用的教學方法以及此計劃為整個社會帶來的效益充滿了信心。 我們與現由何天虹教授領導
的香港大學行為健康教研中心一起合作，並開始擴大此計劃的規模，旨在為全香港的更多兒童提供
服務，亦設立了「Train-the-Trainer」導師培訓班讓參與的學校與機構中的教育工作者參與 — 確保受
益人們的生活能可持續和更深遠地得到改善。

就在那個時候我們決定向香港賽馬會慈善信託基金介紹我們的工作，他們非常慷慨地同意提供三年
的資助。
「賽馬會童心表達藝術計劃」就此誕生，我們的計劃躍至另一個層面。計劃的影響力猛增，每
週在全市40所學校和社區中心舉辦工作坊。並培訓了278名教師，將表達藝術實踐融入他們的日常教
學中，並直接為809名學生提供了服務，其中不少是有特殊教育需要的兒童。香港大學評估了該計劃
的影響，結果就在此報告中所看到的。
我們為自己的成就感到非常自豪，現在可以證明表達藝術和藝術治療在幫助兒童表達自我方面的積
極作用，特別是在他們可能難以通過言語或身體表達的情況下。我們的研究還清楚地表明，這種干預
措施對兒童及其照顧者和老師之間的重要關係具有益處。不幸的是，這樣的研究在香港仍然相對較
新。在表達藝術和藝術治療獲得人們應有的認可，或被社區肯定其益處的過程還有一段路途。儘管還
有更多工作要做，但我們希望此類研究可以幫助增進對藝術在教育和兒童全人成長的重要性的理解
和欣賞，並為進一步的研究奠定基礎。

非常感謝香港大學行為健康教研中心的何天虹教授及其團隊與我們合作開展這一重要舉措，當然，
也非常感謝香港賽馬會慈善信託基金。沒有他們的支持，這些都是不可能發生的。
Sovereign 藝術基金會總監 Tiffany Pinkstone 女士
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Preface

Expressive arts have been an integral part of life for humans throughout history, and its importance
and use has transformed significantly over the centuries. From serving religious purposes, building
community, to capturing the likeness of real-life for enjoyment, humans have engaged in art-making
in numerous ways.
Incorporating expressive arts into everyday life enables people to express their emotions through
artistic creation. Not only do artistic activities such as writing, painting, music, and dancing cultivate
our temperament, but they also allow us to reveal our emotions and ideas through the creative
process, thus providing a platform for self-inspiration. Appreciating the artworks of others is also
an opportunity to understand and explore the inner worlds of ourselves and others through
non-verbal means. It is through confronting the imperfections in life with curiosity, creativity, and
acceptance that our relationships with one another will flourish, creating an inclusive and accessible
environment in which students can thrive.
In an increasingly competitive and globalised world full of accessible information, the arts and its
cultures are often neglected by the formal education system. In Hong Kong, the education policies
emphasise the importance of acquiring skills and knowledge that are useful in the workforce, and
overlooks the need for self-expression that cultivates relationships. A reformation, or a change in
emphasis, is required to ensure students receive a holistic education. Such a shift of focus is especially
crucial for mainstream schools with a high proportion of students with special educational needs.
Compared with ordinary students, students with special educational needs require extra attention to
be understood and listened to. The non-verbal nature of expressive arts offers those with language
difficulties a channel to communicate their thoughts and emotions constructively. In response to
the rising demand for an alternative method of connecting educators to students, especially those
with special educational needs, The Hong Kong Jockey Club Charities Trust funded the three-year
Jockey Club Expressive Arts Programme for Children. The programme comprised two components:
1) arts-based workshops to help children with special educational needs integrate better into the
mainstream learning environment, and; 2) expressive arts-based training workshops for educators
to equip them with the skills of incorporating arts into the education setting.
The present study found promising results with significant improvements in both children and
educators. According to the parents and teachers, students who participated in the arts-based
workshops displayed less problematic behaviours and became more expressive. Educators who
completed the training workshops also reported higher general self-efficacy, teaching efficacy, and
better perceived relationship with their students. The findings suggest that a gradual change in the
approach of education is welcomed, and could potentially benefit the society on a larger scale.
Professor Rainbow T.H. Ho
Associate Dean (Postgraduate Education), Faculty of Social Sciences
Professor, Department of Social Work and Social Administration
Director, Centre on Behavioral Health
Director, Master of Expressive Arts Therapy Program
The University of Hong Kong
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前言

由古至今，表達藝術是人類生活中不可或缺的一部分，其重要性和作用都在不同時代有著各種顯著的
演變：由最初作為宗教和建構社會用途，乃至現代用作捕捉現實生活中的快樂與意義；人們都以不同
的方法接觸和欣賞藝術創作。

將表達藝術融入日常生活當中，能讓受眾通過不同的藝術創作抒發情緒。而寫作、繪畫、音樂、舞蹈等
藝術活動不僅可以陶冶性情，創作的過程中更可表達內在的情感與想法，從而獲得自我啟發。其實，欣
賞他人的藝術作品亦是了解自我與別人的絕佳機會，令我們可以透過文字以外的方式去了解、探索內
心世界。當我們學會以好奇、創意、接納的心去面對生活中種種的不完美，人與人之間的關係便會不斷
滋長，學童便可在一個包容和合宜的環境下正面發展。

在全球化和競爭激烈的社會當中，各式各樣的資訊唾手可得；但藝術和文化卻慣常地被教育政策所忽
略。香港的教育方針多半著重個人於工作中能真正運用的實際技能和知識，而甚少培養對建立關係尤
其重要的部分 — 自我表達。教育體系應該作出改革或者重置重點，以讓學生能夠得到全面的發展；這
對有較多的特殊學習需要的學生的主流學校尤其重要。
特殊教育需要的學生較一般學生格外需要旁人的關心以及理解。不受言語和文字限制乃表達藝術的
一大特點。正因如此，它可以為有語言障礙的學生提供一道溝通橋樑，讓他們能更正面地表達自己的
思想和情感。為了讓老師和學生之間有更好的聯繫，特別針對特殊學習需要的學生，香港賽馬會慈善
信託基金捐助了為期三年的「賽馬會童比表達藝術計劃」
。該計劃包括以下兩個部分：1）開展以表達藝
術為基礎的工作坊，以幫助有特殊教育需求的學童更好地與主流學習環境融合；以及2）進行表達藝術
教師培訓計劃，使教育工作者具備將表達藝術融入教育環境當中的能力。

本計劃發現學童和教育工作者在計劃中得到顯著的改進，結果令人感到鼓舞。據參與是次工作坊的學
生家長和老師所闡述，學生在完成工作坊後，行為問題顯然隨之減少，並變得更能表達自己。此外，完
成培訓計劃的教育工作者的自我效能和教學果效均有所提升，與學生的關係亦得到改善。這說明，教
育界對教育方式的改變和拓展是非常歡迎的，而這種改變有很大的潛能進一步惠及社會。
何天虹教授
香港大學社會科學學院副院長(研究生教育)
社會工作及社會行政學系教授
行為健康教研中心總監
表達藝術治療碩士課程總監
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About The Sovereign Art Foundation and ‘Make it Better’
有關Sovereign藝術基金會及「Make it Better」

The Sovereign Art Foundation (SAF) is a charitable organisation that was founded in 2003 to
recognise, support and promote contemporary art talent; and to bring the therapeutic benefits of
art to disadvantaged children.
SAF runs The Sovereign Asian Art Prize, which increases the international exposure of artists in the
region whilst raising funds for its charitable programmes through art auctions. This model has so far
raised over US$9million for artists and charities worldwide.
In 2013, SAF launched ‘Make It Better’ (MIB), an initiative that supports children from low-income
backgrounds and with special educational needs in Hong Kong. MIB works in local schools and
community centres to offer children a programme of free expressive arts workshops, designed to
build self-esteem, confidence, self-awareness and interpersonal skills.

Sovereign藝術基金會 (SAF) 是一家於 2003年在香港成立的慈善機構，秉持明確的雙理念：辨識亞洲
區內不斷湧現的當代藝術人才，同時將表達藝術的益處帶給弱勢兒童。SAF創立Sovereign傑出亞洲藝
術獎提升區內藝術家的國際知名度，同時通過拍賣入圍作品並跟參與藝術家平分收益來籌集資金。此
模式至今已籌集了逾九百萬美元予世界各地的慈善組織及藝術家。
在2013年，SAF推行了「Make It Better」
（MIB）計劃，該計劃旨在支援香港低收入家庭和有不同學習需
要的兒童。MIB為 6 - 1 2 歲 兒 童 提 供 表 達 藝 術 工 作 坊 , 幫 助 兒童建立自信，自我意識和增強人
際溝通能力。
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Background

EXPRESSIVE ARTS IN EDUCATION
Art therapy has been examined in different educational settings as early as the 1960s
(Nissimov-Nahum, 2008). For children with special educational needs (SEN), art therapy
can serve as a great tool to improve their social skills, impulse control, and ability to deal
with obstacles (Henley, 1999). Significant improvement in emotion regulation (Gabriels,
2003; Martin, 2009), social behaviour at home and school (Elkis-Abuhoff, 2008; Evans &
Rutten-Saris 1998; Henley, 1999), self-image, and sense of self (Emery, 2004) have also
been found. The benefits of art therapy extend to children and pre-adolescents without
SEN, notably in helping them deal with difficult social-emotional problems and improve
their social and academic performance (Shostak et al., 1985).
In addition to visual art, there is a wide range of arts that can be integrated into a school’s
expressive arts-based programme, including music, drama, dance and movement, and
creative writing. Each of these art forms is unique in itself, but they are also interrelated. For
example, drama is found to be effective in improving communication skills, confidence, and
learning efficiency in school-age children (Leigh, 2012). For children with Autism Spectrum
Disorder (ASD), studies have shown that drama therapy can be useful in emotional
development, peer relationship, and social skills (Godfrey & Haythorne, 2013). Music is
beneficial for emotion regulation and promoting creativity, motivation and enthusiasm for
life (Tomlinson, Derrington & Oldfield, 2011). For children with SEN, studies have found
that structured yet flexible music therapy can boost their communication skills, attention
span, and peer interaction (Wigram & Gold, 2005; Kaplan & Steele 2005; Lim, 2010; Kern &
Aldridge, 2006). Dance and movement therapy (DMT) is also effective in reducing emotional
outbursts and improving motor skills and verbal and non-verbal communication for
children with intellectual and autistic disabilities (Siegel, 1973; Scharoun, Reinders, Bryden,
& Fletcher, 2014). In a recent study, a combination of music therapy and DMT was used
for eight adults with severe ASD over 36 sessions. The results indicated a positive change
in emotion, behavioural variability, and imitation (Mateos-Moreno & Atencia-Dona, 2013).
The programme director of the Arts in Education programme at Harvard University, Steve
Seidel (2013) advocated a significant expansion and conceptual shift to use arts in schools in
the later twenty-first century. He proposed a broader picture to make arts more accessible
and that the purposes of art learning should be expanded to self-development, learning in
the arts as well as learning through the arts. Evidence has shown human neurophysiology
is becoming more visual in today’s digital age. Based on this, Jennifer S. Groff suggested
in her article, “Expanding our ‘Frames’ of Mind for Education and the Arts” (2013) that
compared to verbal learning, more creative and multimodal learning experiences are
better at meeting the strengths and characteristics of modern learners. Additionally, many
educators, teachers, and creative arts therapists have been encouraging educators to
further explore the integration of expressive arts into their agenda, particularly for children
with SEN (Caldwell, Brinko, Krenz, & Townsend, 2008; Petruta-Maria, 2015; Regev, GreenOrlovich, & Snir 2015; Wengrower, 2001; Gersch, & Sao Joao Goncalves 2006).
In light of the mounting evidence of the benefits of a multimodal approach, the use of
expressive arts has been slowly gaining attention both locally and worldwide. There have
been attempts at incorporating both art and music therapy, and expressive arts therapy
into the school system around the world (Bowdler, 1998; Nelson, 2010). The Centre on
Behavioral Health, The University of Hong Kong delivered a 3-day expressive-arts based
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training to primary and secondary school teachers in Sichuan after the earthquake in 2008.
After the training, the teachers were able to use expressive arts in a classroom setting to
facilitate the expression of thoughts and feelings, and reported higher self-efficacy and
teaching efficacy, and better relationships with students (Ho et al., 2012). Other evidence
has demonstrated the benefits of expressive arts-based interventions for children,
including those with SEN (Freilich & Shechtman, 2010; Kern & Aldridge, 2006; Grönlund,
Renck & Weibull, 2005). For children with language difficulties, the non-verbal feature of
the expressive arts-based approach is considered more appropriate. The non-threatening
nature of expressive arts activities can also decrease children’s resistance to therapy and
enhance their expressions of personal experiences and feelings (Mcmurray & SchwartzMirman, 2001).
While other countries have already experienced various levels of success in integrating
expressive arts into educational settings, this field is still in its infant stage in Hong Kong.
Hong Kong places a high emphasis on academic development, and as a result, arts
programmes are rare and uncommon to accommodate a more didactic, rote-learning
approach. Given the benefits of incorporating arts into education as mentioned above,
arts should not be considered just as ‘frills’ to the education system, but an integral part of
everyday teaching that can be applied to enhance academic subjects. In schools without
specific facilities for children with SEN, they are often put into mainstream classrooms and
expected to adapt without much support. Without the extra attention required to develop
their skills, they are often left behind, which can cause greater issues later in their life and
put a strain on public resources. Expressive arts can be used within the current curriculum
to allow children, especially those with SEN, to physically and visually relate to what they are
learning. By introducing arts into the education setting, it is hoped that children with SEN
can better integrate into the mainstream learning environment, while educators within
these schools could be better equipped with the skills to teach and support students via
expressive arts.
The present study was conducted to introduce expressive arts and creative play in the
educational setting. The three-year expressive arts-based programme comprised two
main components: 1) the Make It Better programme for students with and without SEN
in primary schools and community centres, and; 2) the Train-The-Trainer programme for
primary teachers and social workers. School-based and community-based activities such
as parent-child relationship seminars, art days, community art workshops, and exhibitions
were also held to promote the use of expressive arts.
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Background

MAKE IT BETTER (MIB)
The Sovereign Art Foundation has been running small scale workshops within schools and
community centres for many years under the name of the Make It Better (MIB) programme,
helping children who have learning difficulties adjust better in the school environment.
Beneficiaries from their previous workshops included economically disadvantaged children
and those with learning disabilities. Most children demonstrated positive behavioural
changes after participating in the workshops.
The MIB workshops in this project followed the structure of the existing workshops, which
revolved around four main themes: self -awareness, interpersonal skills, community, and
the environment. Children learned about controlling their emotions, love languages, how to
respect nature, and love their community through a range of different individual and group
expressive arts activities. Throughout the workshops, children were expected to explore,
express themselves, and to enjoy the creative process through active participation.

TRAIN-THE-TRAINER (TTT)
The Train-The-Trainer component was designed by the Centre on Behavioural Health,
The University of Hong Kong, based on their previous experience of delivering a 3-day
experiential training programme to teachers after the 2008 Sichuan Earthquake. The
training resulted in improved teachers’ general self-efficacy and teaching efficacy, and
enhanced quality of teacher-student relationships (Ho et al., 2012). Through intensive
training and continual supervision, teachers were able to develop and apply skills to their
classroom settings and continue to devise similar activities based on their understanding
and experience after the study (Ho et al., 2014).
The Train-The-Trainer programme in this current study was based on the programme from
previous research (Ho et al., 2012). It was also based on the theory of experiential learning
– a teaching philosophy based on Lewin (1951), Piaget (1951) and later developed into a
model for education by Kolb (1984). In order to let the participants truly understand the
benefits of arts in academic and social domains, they must experience this first hand through
the creation of art. Based on Kolb (1984), knowledge is transformed from experience
through four modes of learning, including 1) concrete experience: experiencing the new
knowledge; 2) reflective observation: observing other people’s mastering the knowledge; 3)
conceptualisation: conceptualising the knowledge through relating it to existing theories;
4) experimentation: applying the knowledge in real-life settings.
Modifications were made to address the specific needs of the local population and
each participating site and school. The aim of the training programme was not to train
educators into arts specialists, but to enrich their understanding and realisation of how
arts can be used as a means for effective teaching, better teacher-student communication
and students’ active engagement in learning (Foster, 1992; Fowler, 1996; Oreck, 2004).
Participants would be equipped with the basic principles, skills, experiences and mindset
to integrate expressive arts as a tool into their teaching and practice.
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Background

SCHOOL-BASED AND COMMUNITY-BASED ACTIVITIES
Activities such as seminars, school and community art fun days, and exhibitions were held
throughout the three-year programme to raise awareness on the use of expressive arts.
The expressive arts therapists from The University of Hong Kong delivered seminars in
both schools and community centres on how to strengthen parent-child relationships by
applying the principal attitudes of expressive arts through interactive art activities. For
example, a ‘blind-drawing’ exercise, in which both parents and children were encouraged
to take a non-judgemental and playful approach whilst also expressing empathy towards
each other and demonstrating an appreciation for the resulting art pieces. A strong
emphasis was placed on the role parents should play during the process, namely as a
facilitator instead of a leader.
Further engagement and education around expressive arts and the MIB programme was
provided to members of the participating schools and centres through a series of Art
Fun Days. Mini exhibitions were set up at each school or centre, displaying the students’
artworks. The art facilitators and therapists offered interactive activities to children,
who would experience expressive arts first-hand and learn concepts such as emotional
awareness and free artistic expression. In each cohort, several MIB classes within the same
district would also set up small art exhibitions and short workshops in public areas to
engage the local community.

STUDY OBJECTIVES
The study was an expressive arts-based programme which aimed to benefit both students
with and without SEN, and their teachers, social workers, and counsellors who needed to
deal with a high proportion of children with SEN in a mainstream learning environment. The
ultimate goal of the programme was to help children with SEN integrate into mainstream
classrooms and community centres through enhancing their communication skills, as well
as improve educators’ effectiveness of communication, teaching, and planning learning
activities. The expressive arts approach was designed to supplement educators’ existing
skills and teaching methods to cultivate better bonds between students and educators
and to encourage peer support between students.

STUDY HYPOTHESES
1. Children’s self-perception would improve after joining the Make-It-Better workshops.
2. Children’s total difficulties (reported by their parents and teachers) would decrease
after the Make-It-Better workshops.
3. Educators’ general self-efficacy would increase after participating in the Train-TheTrainer programme.
4. Educators’ teaching efficacy would increase after the programme.
5. Educators would report a better relationship with students.
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背景

學校及社區活動

早於1960年代，藝術治療就在不同的教育環境下進行研究 (Nissimov-Nahum, 2008)。對於有不同特殊學習需要的兒
童，藝術治療可用作改善其社交技巧、衝動控制及克服障礙的能力 (Henley, 1999) 的重要工具。情緒調節 (Gabriels,
2003; Martin, 2009)、於家庭及學校的社會行為 (Elkis-Abuhoff, 2008; Evans & Rutten-Saris 1998; Henley, 1999)、自我
形象及自我意識 (Emery, 2004) 亦顯著改善。藝術治療的裨益延伸至沒有不同特殊學習需要的兒童及前青少年期兒
童，尤其是幫助他們解決困難的社會情緒問題及改善其社交及學業表現 (Shostak et al., 1985)。

除視覺藝術外，學校的表達藝術計劃亦可融合多種藝術，包括音樂、戲劇、舞蹈及運動，以及創意寫作。每種藝
術形式本身都是獨一無二，但亦相互聯繫。例如，有指戲劇可有效改善學齡兒童的溝通技巧、自信心及學習效
率 (Leigh, 2012) 。對於患有自閉症譜系障礙的兒童，研究指出，戲劇治療有助情緒發展、同儕關係及社交技巧
(Godfrey & Haythorne, 2013) 。音樂有助情緒調節，促進生活上的創造力、動力及熱情 (Tomlinson, Derrington
& Oldfield, 2011) 。對於患有自閉症譜系障礙的兒童，研究發現結構化但靈活的音樂治療可以增強他們的溝通
技巧、專注力持續時間及同儕互動 (Wigram & Gold, 2005; Kaplan & Steele 2005; Lim, 2010; Kern & Aldridge,
2006) 。舞蹈及運動治療亦能有效減少智障及自閉症病患兒童的情緒爆發，並改善動作技能，以及文字和文字以
外的溝通 (Siegel, 1973; Scharoun, Reinders, Bryden, & Fletcher, 2014) 。於近期的研究中，八名患有嚴重自閉
症譜系障礙的成人進行了36節音樂治療和舞蹈及運動治療。結果顯示，參與者於情緒、行為變化及模仿方面均
出現正面的變化 (Mateos-Moreno & Atencia-Dona, 2013)。

哈佛大學藝術教育課程總監Steve Seidel (2013)提倡於二十一世紀後期著力擴展及改變藝術於學校裡的應用。
他提出從跟廣泛的角度來看，應讓藝術更易於接觸，藝術學習的目標亦應延伸至自我發展、在藝術中學習及通過
藝術學習。證據顯示，於現今的數碼時代，人類神經生理學日趨視覺化。有見及此，Jennifer S. Groff (2013)在其文章
中提出要「擴大教育與藝術的思維框架」
，因為與言語及文字學習相比，更具創意的多模態學習體驗更符合現代求
學者的優勢及特徵。此外，許多教育工作者、教師及創意藝術治療師一直鼓勵教育工作者進一步探索將表達藝術
納入其教學計劃，尤其是針對有不同特殊學習需要的兒童 (Caldwell, Brinko, Krenz, & Townsend, 2008; PetrutaMaria, 2015; Regev, Green-Orlovich, & Snir 2015; Wengrower, 2001; Gersch, & Sao Joao Goncalves 2006).。

鑒於越來越多證據顯示多模態方法的裨益，表達藝術的運用已逐漸備受本地及世界各地的關注。世界各地一直嘗
試將藝術及音樂治療，以及表達藝術治療融入學校體系 (Bowdler, 1998; Nelson, 2010) 。於2008年地震發生後，香
港大學行為健康教研中心為四川的中小學教師提供了為期三天的表達藝術培訓。培訓結束後，教師能在課堂環境
中使用表達藝術來促進思想及情感的表達，並報告在自我效能及教學效能方面有所提升，與學生之間的關係也有
所改善 (Ho et al., 2012)。其他證據已證明表達藝術介入措施對兒童帶來的裨益，包括那些有不同特殊學習需要的
兒童 (Freilich & Shechtman, 2010; Kern & Aldridge, 2006; Gronlund & Weibull, 2005)。對於患有語言障礙的兒童，
表達藝術具有不受言語及文字限制的特色，因而被視為是更合適的方法。表達藝術活動不具威脅性的特質亦可降
低兒童對治療的抗拒，增強他們對個人體驗及情感的表達 (Mcmurray & Schwartz-Mirman, 2001)。
儘管其他國家在將表達藝術融入教育環境方面已取得不同程度的成功，但這個領域在香港仍處於起步階段。香
港高度重視學術發展，因此，藝術課程難得一見，難以適用於較説教式的「死記硬背」學習方法中。鑒於如上文所
述將藝術融入教育的裨益，藝術不應只被視為教育體系的「裝飾品」
，應該充當日常教學中不可或缺的部分，以
改善學術科目。在並無為有不同特殊學習需要的兒童提供專門設施的學校裏，這些兒童經常被納入主流教室，
並預期要在沒有太多支援的情況下適應環境。如不給予額外關注為他們發展技能，他們往往會落後於其他學
生，可能會在日後的生活中引發更大的問題，並對公共資源造成壓力。表達藝術可用於現有課程中，讓兒童（尤
其是有不同特殊學習需要的兒童）在生理上及視覺上將他們正在學習的東西聯繫起來。透過在教育環境中引入
藝術，我們希望有不同特殊學習需要的兒童能更妥善地融入主流學習環境，而這些學校的教育工作者可以更全
面掌握通過表達藝術來教授及支持學生的技巧。
目前的研究旨在介紹如何將表達藝術及創意遊戲融入教育環境。這項為期三年的表達藝術計劃包括兩個主要
部分：1) 為小學及社區中心內的學生（不論有沒有不同特殊學習需要）而設的Make It Better 計劃，以及；2) 為小
學教師及社工而設的Train-the-Trainer導師培訓班。我們亦舉辦學校及社區活動，例如親子關係研討會、藝術同
樂日、社區藝術工作坊及展覽，以推廣如何運用表達藝術。
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背景

MAKE IT BETTER (MIB)
Sovereign藝術基金會多年來一直在學校及社區中心舉辦以Make It Better
(MIB) 計劃為名的小型工作坊，幫助有學習困難的學生在校園中作出更佳
的調整。過往工作坊的受惠者包括經濟上處於不利處境的兒童及患有學習
障礙的兒童。大多數兒童在參加工作坊後表現出正面的行為變化。

MIB工作坊遵循現有工作坊的結構，圍繞四大主題：自我意識、人際交往技
巧、社區及環境。兒童通過一系列不同的個人及集體表達藝術活動，學習到
如何掌控情緒、愛的語言、如何尊重大自然、以及關愛身處的社區。於整個
工作坊期間，兒童預期將透過積極參與來探索、表達自己及享受創作過程。

TRAIN-THE-TRAINER (TTT)
導師培訓班部分由香港大學行為健康教研中心根據他們過往在2008年四
川地震後向教師提供為期三天的體驗培訓課程的經驗而設計。這個培訓增
強了教育工作者的整體自我效能及教學效能，以及提升了師生關係的質素
(Ho et al., 2012) 。透過強化培訓及持續監督，教師能在教室的環境中發展
及應用技巧，並於學習後根據他們的理解及經驗繼續策劃類似活動 (Ho et
al., 2014)。

這項現有研究中的導師培訓班是基於先前研究中的計劃 (Ho et al., 2012)。
這也是以體驗式學習理論為基礎，即基於Lewin (1951)、Piaget (1951)的教
學理念，其後發展為Kolb (1984)的教育模式。為了讓參與者真正了解藝術
在學術及社會領域上帶來的裨益，他們必須透過藝術創作來親身體驗這一
點。根據Kolb (1984) 所述，知識透過四種學習模式從經驗轉化而來，包括1)
具體經驗：體驗新知識；2) 反思觀察：觀察他人掌控知識的情況；3) 概念化：
將知識與現有理論聯繫起來使其概念化；4) 進行實驗：將知識應用於現實
生活環境中。
我們已作出修改，以滿足本地人口及各個參與地點及學校的具體需要。培
訓計劃的目標並非將教師教育工作者培訓為藝術專家，而是讓他們加深理
解及實踐如何運用藝術作為有效的教學方法、改善師生溝通及令學生更積
極參與學習 (Foster, 1992; Fowler, 1996; Oreck, 2004)。通過培訓，參與者學
習到使用表達藝術的基本概念、技能、經驗及心態，幫助他們將表達藝術作
為融入教學及實踐的工具。
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背景

學校及社區活動

於為期三年的計劃中，我們舉辦了研討會、學校及社區藝術同樂日，以及
展覽等活動，以提高公眾對使用藝術的認識。
我們的藝術成長導師、藝術治療師及表達藝術治療師團隊在學校及社區
中心舉辦研討會，探討如何透過互動藝術活動應用表達藝術的主要態度
來加強親子關係。例如，我們鼓勵家長與子女採取非批判性及有趣的方式
一起進行「盲畫」練習，同時也表達對彼此之間的同理心，並對最終產生的
藝術作品表示讚賞。這個活動非常重視父母在這一過程中扮演的角色，即
作為輔引師而非領袖。

透過一系列藝術同樂日，我們為參加學校及中心活動的成員提供有關表
達藝術及MIB計劃的進一步參與及教育機會。每所學校或中心均設有小
型展覽，展示學生的藝術作品。藝術成長導師及治療師為兒童提供互動活
動，讓他們親身體驗表達藝術，並學習情緒意識及自由藝術表達等概念。
於每個組別中，同一地區內的多個MIB小組亦將在公眾場所設立小型藝術
展覽及短期工作坊，以吸引本地社區的參與。
研究目標

這項以表達藝術為本的計劃旨在惠及學生（不論有沒有不同特殊學習需
要）及他們的老師，這些老師需要在主流學習環境中應對許多有不同特殊
學習需要的兒童。這個計劃的終極目標是透過提升有不同特殊學習需要
的兒童的溝通技巧，幫助他們融入主流教室及社區中心，並提高教育工作
者在溝通、教學及規劃學習活動方面的成效。表達藝術方法旨在補充教育
工作者的現有技巧及教學方法，讓學生與教育工作者培養更緊密的聯繫，
從而鼓勵學生與同儕之間互相支持。
研究假設

1. 於參加Make It Better 工作坊後，兒童的自我知覺將有所改善。

2. 於參加Make It Better 工作坊後，兒童的困難總分（由其家長及教師報
告）將會減少。
3. 教育工作者的整體自我效能於參與導師培訓計劃後將有所提升。
4. 於計劃結束後，教育工作者的教學效能將有所提升。
5. 教育工作者將報告與學生之間的關係有所改善。
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Research Method

MAKE IT BETTER
Study Design and Participants
A single-group, repeated-measure design was adopted to measure the changes in life satisfaction
and self-perception reported by the children, and strengths and difficulties as reported by their
parents and teachers across one year. A total of 618 primary school students were recruited
in three cohorts to participate in a 27-week programme of arts-based MIB workshops across
one year. The arts-based workshops were conducted in school and community centres in Hong
Kong. Each class consisted of 8-12 primary students, of which approximately half were children
with SEN, and the other half were mainstream students. The participants were selected by the
teachers and staff at their respective school or centre.
Intervention
The MIB component was a 27-week programme of expressive arts-based workshops
for primary school students with and without SEN. The workshops were designed and
facilitated by a collaborative team of art therapists and expressive arts therapists with the
goal of presenting educational purposes through expressive arts forms, allowing students
to explore, express, and enjoy the creative process.
The first two modules, namely Self-awareness and Interpersonal skills, were covered in 12
sessions in the first semester. The other two modules on exploring the Community and
Nature, were covered in 15 sessions in the second semester. Each module was designed
to convey the main message through a range of art activities, such as music/rhythm
expression, shadow dance, leaf printing, etc.
Due to the pandemic in 2020, the MIB workshops were suspended for 4-6 months. Some
classes were unable to resume because the schools or centres could no longer support
the running of the workshop. Other groups were able to meet physically for a few sessions
then switch to an online format during the third outbreak in Hong Kong. Therefore, since
the experience of the third cohort could be considerably different from that of the first two,
data collected in the third year was analysed separately.
Assessment and Data Analysis
For the first and second cohorts, the outcome measures were collected from children,
their parents, and their teachers at two time-points: before (T0) and after (T1) a child’s
participation in the Make It Better workshop. Data from the third cohort were collected at
three time-points: at the very first session (T0), at the first session of resumption (T1), and
at the last session (T2).
•
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The Self-Perception Profile for Children (SPPC) (Harter, 1982, 1985) was used to
measure a child’s sense of general self-worth and self-competence (Please refer to
Appendix A Section 2 for details). There are a total of 36 items, six for each subscale
which includes: Scholastic Competence, Athletic Competence, Social Competence,
Physical Appearance, Behavioral Conduct, and Global Self-worth. It has been translated
into Chinese and validated in a local study (Kwok & Lai, 1993). The current sample
demonstrated a moderate to high internal consistency in most subscales (α = .64 to
.76) except for the Athletic Competence subscale (α = .33), which was excluded from
the analysis.

•

The Brief Multidimensional Student’s Life Satisfaction Scale (BMSLSS) (Seligson et al.,
2003) is a short form of Multidimensional Student’s Life Satisfaction Scale designed to
assess domain-specific life satisfaction of children (Please refer to Appendix A Section 1
for details). The 5-item scale has been translated into Chinese and validated in mainland
China (Tian, Zhang & Huebner, 2014) with good reliability and validity (α = .74). The
reliability of this scale in the present sample was acceptable (α = .77)

•

The Strength and Difficulties Questionnaire (SDQ) (Goodman, 1997). This measuring
instrument has been widely used for the assessment of different behavioural, emotional,
and relationship problems in children. The questionnaire has been translated into
Chinese and validated in a local study (Lai et al., 2010) with good reliability and validity.
The teacher and parents of each participating child completed the 25 items, which
were evenly divided into five subscales: Emotional Symptoms, Conduct Problems,
Hyperactivity-Inattention, Peer Problems, and Prosocial Behaviour. The first four
subscales yield a Total difficulties score. In this study, the original three-point (0-1-2)
Likert response format was used, so that the score on each subscale ranged from 0 to
10 points (Please refer to Appendix B and C Section 2 for details).

•

Demographic variables, including age, gender, class, and SEN of the children, were
collected from the children, parents, and teachers in a self-reported questionnaire
format (Please refer to Section 1 of Appendix A, B and C for details).

IBM SPSS Statistics for Windows, version 26 (IBM Corp., Armonk, N.Y., USA) was used to
perform statistical analyses. The scale or subscale reliability was determined by internal
consistency. Exploratory analyses were performed to ensure that the data fit the statistical
assumptions. The test of normality was conducted for the pre-test and post-test scores of
the SPPC and SDQ. Results indicated that they had normal distributions and the variances
of all scales in the two data collection points were relatively equal. Paired sample t-test was
used to compare the means of the pre-test and post-test measures in Set 1, and repeatedmeasure ANOVA was used to compare the means across three data points in Set 2.
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Research Method

TRAIN-THE-TRAINER
Study Design and Participants
A single-group, repeated-measure design was used to measure the changes in participants’
general self-efficacy, teaching efficacy, and perceived relationship with students. 297
educators, including teachers, social workers, counsellors, and other staff, were recruited
in two cohorts, each spanning two academic years. The educators participated in the fiveday training programme in their first year and joined a three-hour final evaluation session
at the end of the second year.
Intervention
The Train-The-Trainer programme was designed and delivered by qualified expressive arts
therapists. Participants in each cohort attended a five-day training programme: a two-day
intensive training at the beginning of Year One, a one-day feedback training in the middle
of Year One, and a two-day advanced training at the beginning of Year Two.
The training placed a strong emphasis on the expressive and communicative aspects of
expressive arts rather than the therapeutic ones since participants were not expected to
be proxy therapists or counsellors. At the first training session, participants experimented
with various kinds of expressive arts activities, including art-making with different materials,
dance and movement with and without music, dramatic play, and cooperative games which
intended to help arouse interest and increase comfort in using art. They then learned
about the underlying concepts and theories of expressive arts through hands-on activities
and how to relate the use of these activities in class as a means to encourage expression,
integration of experience and growth, as well as establishing mutual respect and support
among students. Activities were adapted from expressive arts therapeutic tools to be short
enough as a class activity with self-reflective and expressive components. In the advanced
sessions, participants developed expressive arts-based activity plans related to their
teaching, classroom management, methods of communication, and relationship building,
receiving constructive feedback and support from the trainers and their fellow participants.
Between the training sessions, participants utilised the on-site consultation service, where
trainers offered tailored advice to those who experienced difficulties in applying arts to their
teaching. At the end of Year Two, educators returned for a three-hour final evaluation to
review the artworks they had created in the past and celebrate their achievement.
During the COVID-19 outbreak in 2020, the consultation sessions and three-hour final
evaluation sessions were conducted online.
Assessment and Data Analysis
The outcome measures were collected at three time-points: on the first day of training (T0),
on the last training day at the end of Year One (T1), and at the three-hour final evaluation
in Year Two (T2).
•
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The Chinese version of the General Self-Efficacy Scale (GSE) (Zhang & Schwarzwer,
1995) was used to measure the general self-efficacy of the participants (Zhang &
Schwarzer, 1995). The scale consists of 10 items that evaluate general self-efficacy on
a 4-point scale, namely, Not at all true, Hardly true, Moderately true, and Exactly true
(Please refer to Appendix D Section 2 for details). A high total score means a high level
of general self-efficacy. The scale demonstrated high reliability (α = .90) for the current
sample and has shown high convergent and divergent validity across various cultural
groups (Schwarzer & Jerusalem, 1995).

Research Method

•

The Ohio State Teacher Self-Efficacy Short-Form (OSTES) was used to assess teaching
efficacy of the participants. The 12-item measure perceived teaching efficacy in 3 areas:
(1) student engagement, (2) instructional strategies; and (3) classroom management
(Please refer to Appendix D Section 3 for details). Items are rated on a 9-point scale
from “no ability” to “having much ability”. The Chinese version has been reviewed for
cultural appropriateness and sensitivity and was used in a previous study (Ho et al.,
2012). The scale demonstrated high reliability in the current study (α = .94).

•

Teachers’ perceived relationship with students was measured using a single-item
measure. Participants were asked to rate the statement “I have a good relationship
with my students” on a 10-point Likert scale (Ho et al., 2012) (Please refer to Appendix
D Section 4 for details)

•

Demographic variables including age, gender, education level, teaching experience,
average working hours, and teaching area were collected in a self-reported questionnaire
format (Please refer to Appendix D Section 1 for details).

IBM SPSS Statistics for Windows, version 26 (IBM Corp., Armonk, N.Y., USA) was used to
perform statistical analyses. Before conducting data analysis, an exploratory analysis was
performed to ensure that the data fit the statistical assumptions. The test of normality was
conducted for the T0, T1, and T2 post-test scores of the General Self-Efficacy Scale and
Teaching Efficacy Scale. Results indicated that they all had normal distributions and the
variances of all scales in the three data collection points were relatively equal. Repeatedmeasure ANOVA was used to compare the changes in outcome measures across three
time-points.
Path analysis was conducted to examine the longitudinal associations among general selfefficacy, teacher self-efficacy, and teachers’ perceived relationship with students across the
two-year study period. Teacher self-efficacy assessed on the last training day at the end of
Year 1 was proposed as the predictor variable and teachers’ perceived relationship with
students in the final evaluation in Year 2 was posited as the outcome variable. General and
teacher self-efficacy at baseline on the first day of training and demographic characteristics
were entered into the path model as control variables. Model fit of the path model was
evaluated using the following criteria on the fit indices: chi-square test (p > 0.05), comparative
fit index (CFI) and Tucker-Lewis index (TLI) ≥ 0.95, root-mean-square error of approximation
(RMSEA) and standardised root mean square residual (SRMR) ≤ 0.06. The path model was
estimated using maximum likelihood estimator. Indirect effects from Year 0 self-efficacy
variables to perceived relationship at Year 2 via teacher self-efficacy at Year 1 were analysed
using bootstrapping with 10,000 iterations.
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研究方法

MAKE IT BETTER
研究設計及參與者
這項研究採用單組前後測設計，以衡量於一年內兒童所報告的生活滿意度及自我知覺的變
化，以及家長及教師所報告的長處及困難。計劃合共招募618名小學生，分為三個組別，參與歷
時一年為期27週的MIB藝術工作坊。藝術工作坊於香港在學校及社區中心舉行。每班由8至12
名小學生組成，其中約一半為有不同特殊學習需要的兒童，另外一半則為主流學生。參與者由
每所學校或中心的教職員各自挑選。

介入措施
MIB部分是為期27週的表達藝術工作坊計劃，為小學生（不論有沒有不同特殊學習需要）而
設。這些工作坊由藝術治療師與表達藝術治療師組成的合作團隊設計及推動，旨在通過表達
藝術形式呈現教育目標，讓學生探索、表達及享受創作過程。

第一個學期的12節課堂涵蓋首兩個單元，即自我意識及人際交往技巧。第二個學期的15節課
堂則涵蓋另外兩個有關探索社區及自然的單元。每個單元的設計旨在通過一系列藝術活動傳
達主要信息，如音樂／節奏表達、皮影舞、葉印等。

由於2020年的疫情，MIB工作坊暫停了4至6個月。有個別小組因學校或中心政策的原因無法復
課。香港第三波疫情爆發期間，有些小組在舉行數節面授課堂後轉為網上形式參與。因此，由
於第三組的經驗可能與前兩組的經驗大不相同，因此對第三年所收集的數據進行了單獨分析。
評估及數據分析
第一組及第二組方面，研究員於兩個時間點向兒童、其家長及教師收集結果測量：兒童在參與
Make It Better工作坊之前 (T0) 及之後 (T1)。來自第三組的數據於三個時間點收集：最初的第
一節課堂 (T0)、復課後的第一節課堂 (T1) 及最後一節的課堂 (T2)。

• 兒童自我知覺量表 (Harter, 1982, 1985) 用於衡量兒童的整體自我價值及自我能力的意識。合共
36個項目，每個分量表均有六個項目，其中包括：學業能力、運動能力、社交能力、身體外表、行
爲品行及整體自我價值。這個量表已翻譯為中文，並於本地研究 (Kwok & Lai, 1993) 中得到驗證。
現有樣本顯示除了運動能力分量表的內部一致性較低外(α = .33)，其他分量表皆有中度至高度
內部一致性 (α = .64至 .76)。運動能力分量表已被排除在分析之外。
（詳請參閱附錄A的第三部分）
• 簡短多維學生生活滿意度量表 (Seligson et al., 2003) 是多維學生生活滿意度量表的簡短
版，旨在評估兒童的特定領域的生活滿意度。這五項量表已翻譯為中文，並在中國內地驗證
(Tian, Zhang & Huebner, 2014)，具有良好的可靠度及有效度 (α = .74)。現有樣本中這個量
表的可靠度屬可以接受 (α = .77)。（詳請參閱附錄A的第二部分）

• 長處和困難問卷 (Goodman, 1997)。這個測量工具已廣泛用於評估兒童的不同行為、情緒
及關係問題。問卷已翻譯為中文，並於本地研究 (Lai et al., 2010) 中得到驗證，具有良好的可
靠度及有效度。每名參與兒童的老師及家長完成了25個項目，平均分為五個分量表：情緒
症狀、行為問題、過度活躍/專注力不足症、同儕問題及社會行為。首四個分量表得出總體困
難分數。於這項研究中，採用了原本的三分制 (0-1-2) Likert反應形式，因此每個分量表均介
乎0至10分。
（詳請參閱附錄B和C的第二部分）
• 個人資料，包括兒童的年齡、性別、班別及不同特殊學習需要，以自報問卷形式向兒童、家長
及教師收集。
（詳請參閱附錄A，B和C的第一部分）

IBM SPSS Statistics for Windows
（第26版）
(美國紐約阿蒙克IBM Corp.) 用於進行統計分析。量表或分量
表的可靠度由內部一致性釐定。在正式進行數據分析前，為了確保數據符合統計假設，均對量表
的前測和後側分數進行了常態性檢定，結果顯示分數呈正態分布。第一和第二組的數據採取配對
樣本t檢驗比較測試前和測試後測量的均值，而第三組的數據則採用了單因子獨立變異數分析。
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TRAIN-THE-TRAINER
研究設計及參與者
這項研究採用單一組別、重覆量測的設計，以衡量參與者在整體自我效能、教學效能及與學生之
間的感知關係方面的變化。297名教育工作者（包括教師、社工、輔導員及其他職工）分成兩組獲
聘。教育工作者於第一年參加為期五天的培訓課程，並於第二年年底參加三小時最終評估課堂。
介入措施
Train-the-Trainer導師培訓計劃由合資格的表達藝術治療師設計及提供。每個組別的參與者
出席為期五天的培訓計劃：第一年年初為期兩天的強化培訓、第一年年中為期一天的反饋培
訓，以及第二年年初為期兩天的進階培訓。
由於參與者預期不會成為受委治療師或顧問，因此培訓着重表達藝術的表達及溝通方面，而
非治療方面。於第一節培訓課堂，參與者體驗各種表達藝術活動，包括以不同材料進行藝術創
作、帶有及不帶音樂的舞蹈及運動、戲劇及合作遊戲，旨在激發他們運用藝術的興趣及提高其
舒適度。其後，他們透過親身參與活動了解表達藝術的基本概念及理論，以及如何在課堂上將
這些活動的使用聯繫起來，以鼓勵表達、經驗融合及成長，並讓學生彼此建立互相尊重及支持
的關係。這些活動改編自表達藝術治療工具，相當簡短適合用作課堂遊戲，具有自我反思及表
達的成分。於進階課堂中，參與者制定表達藝術活動計劃，與其教學、課堂管理、溝通方法，以
及關係建立有關，獲得培訓導師與其參與者具建設性的反饋及支持。
於培訓與培訓之間的日子，參與者充分利用了培訓導師的到校支援服務，領取導師量身定制
的建議，幫助參與者應對在教學中應用藝術時遇到的困難。於第二年年底，教育工作者回來進
行了三小時最後回饋檢討，回顧他們過往創作的藝術作品，並慶祝其取得的成就。
於2020年新冠肺炎疫情期間，到校支援服務及三小時最後回饋檢討課堂均於網上進行。

評估及數據分析
結果測量於三個時間點收集：於培訓的第一天 (T0) 、於第一年年底的進階培訓後 (T1) 及於第
二年的三小時最後回饋檢討 (T2)。

• 整體自我效能量表的中文版本 (Zhang & Schwarzwer, 1995) 用於測量參與者的整體自我效
能 (Zhang & Schwarzwer, 1995)。這個量表由10個項目組成，這些項目按4分制評估整體自
我效能，即完全錯誤、幾乎錯誤、中度正確及完全正確。高總分表示高水平的整體自我效能。
這個量表呈列現有樣本高度可靠 (α = .90)，並顯示出各種文化群體之間的聚合及分歧效度
(Schwarzer & Jerusalem, 1995)。
（詳請參閱附錄D的第二部分）

• 俄亥俄州教師自我效能量表簡短版用於評估參與者的教學效能。12個項目衡量三個領域的
感知教學效能： (1) 學生參與度、(2) 指導策略；及 (3) 課堂管理。項目按9分制評定為
「沒有能
力」
至
「很有能力」
。中文版本已就文化合適度及敏感度進行審閱，並用於先前的研究 (Ho et
al., 2012)。這個量表在目前的研究中顯示為高度可靠 (α = .94)。
（詳請參閱附錄D的第三部分）
• 教師與學生之間的關係採用單項式衡量。參與者獲邀就「我與學生的關係良好」這句話按
10分制Likert量表評分 (Ho et al., 2012)。
（詳請參閱附錄D的第四部分）

• 個人資料，包括年齡、性別、教育程度、教學經驗、平均工時及教學領域，以自報問卷形式收
集。
（詳請參閱附錄D的第一部分）

IBM SPSS Statistics for Windows（第26版）(美國紐約阿蒙克IBM Corp.) 用於進行統計分析。在
正式進行數據分析前，為了確保數據符合統計假設，均對兩個量表三個時間點的分數進行了常
態性檢定，結果顯示分數呈正態分布。數據採用了單因子獨立變異數分析比較。
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路徑分析
研究員採用了路徑分析檢視參加者在兩年學習期間整體自我效能感，教師自我效能感以及
師生關係之間的縱向關係。分析採用了T1 的教師自我效能感作為預測變量，T2的師生關係
作為結果變量，並以T0的整體自我效能感和個人資料作為控制變量輸入路徑模型。模型的
擬合度以下列的標準作評估：卡方檢定（p> 0.05）
，比較性配適指標（CFI）和Tucker-Lewis指
數（TLI）≥0.95，均方根誤差近似值（RMSEA）和標準均方根殘差（SRMR）≤0.06。此路徑模型
使用最大概似估計器估計。為了分析T0整體自我效能感透過T1教師自我效能感對T2的師生
關係的間接影響，用自助法進行了10,000次迭代。

Ethical Approval
研究倫理審查

The study protocol was approved by the Human
Research and Ethics Committee of The University
of Hong Kong. All educators, parents, and students
were required to fill out the written informed
consent, which delineated the participants’ rights
and the potential risks and benefits involved in this
evaluation research. Parental consent was sought
from participants aged under 18. The information
obtained was kept strictly confidential and was sent
back to The University of Hong Kong for analysis.
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這個研究方案已獲香港大學研究操守委員會 (Human
Research and Ethics Committee) 批准。所有教師、家
長及學生均須填妥知情同意書，確保充分瞭解研究參
與者的權益及這項評估研究所涉及的潛在風險及得
益。同時，18歲以下的參與者須徵求家長同意。所得資
料嚴格保密，並送回香港大學進行分析。

Results

MAKE IT BETTER
Data was collected from the first
and second cohorts (Set 1) over
two time-points, while the third
cohort (Set 2) had three data
collection points due to the local
outbreak of COVID-19. For this
reason, the data were analysed
separately to produce two sets
of findings. A total of 243 valid
student responses were collected
in Set 1, and 99 valid responses
were collected in Set 2 (Table 1).

Set 1
Demographics
Gender
SEN

Grade

Set 2

N

%

N

%

Female

111

45.7

56

56.6

Male

132

54.3

43

43.4

Non-SEN

121

49.8

70

70.7

SEN

122

50.2

29

29.3

1

6

2.5

14

14.3

2

41

16.9

27

27.6

3

98

40.3

26

26.5

4

69

28.4

23

23.5

5

22

9.1

5

5.1

6

5

2.1

3

3

Table 1. Demographic information of MIB participants

Changes in Student Outcomes
Inspecting the Set 1 sample as a whole, no significant changes in Life Satisfaction were found, t(214) = 1.30, p =
n.s. Students reported a higher Social Competence score after the MIB programme, t(209) = -2.11, p = .04, but
lower scores for Behavioural Conduct, t(209) = 2.32, p = .02, and Global Self-worth, t(209) = 3.40, p = .001.
T0
Variable

T1

N

M

SD

M

SD

t

Life satisfaction

214

5.97

1.07

5.87

1.14

1.30

Scholastic Competence

209

2.52

.71

2.58

.73

-1.21

Social Competence

209

2.64

.63

2.74

.62

-2.11*

Physical Appearance

208

2.73

.69

2.65

.67

1.52

Behavioural Conduct

208

2.78

.68

2.68

.58

2.32*

Global Self-worth

209

2.94

.63

2.73

.62

3.40**

Table 2. Changes in mean scores in student-reported measures in Set 1. *p <.05, **p < .001

In Set 2, no significant differences were found between the mean scores across the three data collection
points, except for a lower self-reported rating of Scholastic Competence, F(1,94) = 4.18, p = .017. The changes
in outcomes measures can be found in Table 2 and Table 3.
T0

T1

T2

Variable

N

M

SD

M

SD

M

SD

F

η2

Life satisfaction

95

5.94

1.19

5.88

1.14

5.81

1.08

.54

.006

Scholastic Competence

95

2.84

.76

2.67

.80

2.68

.78

4.18*

.042

Social Competence

95

3.11

.71

3.07

.69

3.03

.74

.61

.003

Physical Appearance

95

3.03

.74

2.92

.73

2.99

.79

1.19

.012

Behavioural Conduct

95

2.92

.68

2.89

.67

2.85

.73

.50

.005

Global Self-worth

95

3.17

.65

3.12

.68

3.10

.72

.50

.005

Table 3. Changes in mean scores in student-reported measures in Set 2. *p <.05
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Results

For the SDQ, parents observed significant reduction of Emotional Symptoms, t(180) = 2.73, p = .01, Hyperactivity/
Inattention Problems, t(180) = 3.71, p < .001, Peer Problems, t(180) = 3.00, p = .003, and Total Difficulties, t(179) =
3.82, p < .001. Teachers also reported a significant reduction of Emotional Symptoms, t(159) = 2.04, p = .04. The
pre- and post- mean scores for Set 1 can be found in Table 4.
T0
Variable

Parents

Teachers

T1

N

M

SD

M

SD

t

Emotional Symptoms

180

3.39

2.27

2.95

2.37

2.73*

Conduct Problems

179

2.65

1.67

2.55

1.66

.81

Hyperactivity-Inattention

180

5.84

2.24

5.30

2.33

3.71**

Peer Problems

180

3.48

1.95

3.07

1.79

3.00**

Prosocial Behaviour

179

6.93

2.00

7.03

2.02

-.63

Total Difficulties

179

15.36

5.49

13.88

5.91

3.82**

Emotional Symptoms

159

2.62

1.99

2.26

2.01

2.04

Peer Problems

159

1.67

1.92

1.86

2.03

-1.90

Hyperactivity-Inattention

159

4.64

2.74

4.65

2.71

1.70

Peer Problems

159

2.91

2.05

3.10

1.98

-1.15

Prosocial Behaviour

159

6.11

2.48

6.28

2.42

-.87

Total Difficulties

159

11.86

6.29

11.57

6.24

.62

Table 4. Changes in mean scores in SDQ scale in Set 1. *p <.05, **p < .001

In Set 2, parents reported noticing less Total Difficulties across time-points, F(2, 124) = 3.11, p = .05, but no
other significant changes were detected (Table 5). No analyses were conducted on the teachers’ data in Set
2. A significant proportion of the participants in cohort 3 were from community centres, where centre staff
(the equivalent of teachers in school) had more of an administrative or coordination role. As a result, the
community centres staff in Set 2 did not have the required knowledge of the participating child to complete
the SDQ with high validity so were excluded from this part of the study.
T0

Parents

T1

T2

Variable

N

M

SD

M

SD

M

SD

F

η2

Emotional Symptoms

63

3.22

2.13

2.75

2.10

2.75

2.18

2.21

.034

Conduct Problems

63

2.73

1.69

2.52

1.61

2.33

1.53

2.77

.043

Hyperactivity-Inattention

63

5.41

2.52

5.08

2.15

5.13

2.07

1.55

.024

Peer Problems

63

3.0

1.79

3.29

1.93

.302

1.84

1.09

0.17

Prosocial Behaviour

63

6.87

1.85

6.71

1.75

6.92

1.79

.54

.009

Total Difficulties

63

14.46

5.74

13.63

5.72

13.22

5.29

3.11*

0.048

Table 5. Changes in mean scores in SDQ scale in Set 2. *p < .05

Another analysis comparing the difference between students with SEN and those without in Set 1 revealed
largely similar trends. The most prevalent SEN among the participants were specific learning difficulties, autism
spectrum disorder, attention deficit hyperactivity disorder (ADHD), and speech & language impairment. The
exact distribution was unclear as most children did not have a clinical diagnosis at the time of data collection,
or that their parents did not provide sufficient information as to which category they fell into. The current
grouping was based on the combined information provided by both parents and teachers at all time-points.
Non-SEN students reported a lower Global Self-worth score after the MIB workshop, t(105) = 2.85, p = .005,
while SEN students reported an improvement in Social Competence, t(104) = -2.24, p = .03.
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Parents of children without SEN observed lower Emotional Symptoms, t(90) = 2.07, p = .04, Conduct Problems,
t(89) = 2.06, p = .04, Hyperactivity-Inattention, t(90) = 2.80, p = .006, Peer Problems, t(90) = 2.74, p < .008, and
Total Difficulties, t(89) = 3.35, p = .001. For those with SEN, parents noticed lower Hyperactivity-Inattention
problems, t(90) = 2.44, p = .02, while the reduction in Total Difficulties was marginally significant, t(90) = 1.98,
p = .051. Teachers did not notice any significant changes in students without SEN, but observed significant
reduction in Emotional Symptoms in those with SEN, t(79) = 2.21, p = .03.
There were also some differences between boys and girls who participated in MIB. While boys did not
report any significant changes in any areas, girls gave lower scores in their Physical Appearance, t(113)
= 2.24, p = .03, Conduct Behaviour, t(113) = 2.01, p = .04, and Global Self-worth, t(114) = 3.77, p < .001.
Parents, on the other hand, noticed similar trends in both boys and girls. They reported significant reduction
of Hyperactivity-Inattention problems and Total Difficulties in both boys (t(84) = 2.60, p = .01 and t(84) =
3.47, p = .001 respectively) and girls (t(96) = 2.64, p = .01 and t(95) = 2.07, p = .04 respectively) , while also
noticing an improvement in peer problems in boys, t(84) = 2.60, p = .01. Teachers observed improvements in
Hyperactivity-Inattention problems in girls, t(86) = 2.05, p = .04, but not in boys.
An analysis revealed interesting difference between lower and upper grade students. Lower grade student
(P.1-P.3) reported lower scores in Physical Appearance, t(122) = 2.10, p = .04, Conduct Behaviour, t(122) =
3.10, p = .002, and Global Self-worth, t(123) = 3.65, p < .001, but upper grade students (P.4-P.6) reported
higher score in Social Competence, t(84) = -2.53, p = .01. Parents of lower grade students reported significant
reduction in Emotional problems, t(117) = 2.28, p = .03 , Hyperactivity-Inattention, t(117) = 2.97, p = .004 ,
Peer problems, t(117) = 2.01, p = .05 , and Total Difficulties, t(116) = 2.92, p = .004. Teachers of lower grade
students, however, reported worsened Conduct problems, t(100) = -2.07, p = .04, and Peer problems, t(100) =
-2.24, p = .03. Parents of upper grade students noticed significant reduction in Hyperactivity-Inattention, t(61)
= 2.15, p = .04 , Peer problems, t(61) = 2.29, p = .03 , and Total Difficulties, t(61) = 2.20, p = .03, while teachers
observed less Hyperactivity-Inattention problems, t(58) = 2.13, p = .04.
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Results

TRAIN-THE-TRAINER (TTT)
A total of 127 participants
completed all three evaluations
(Table 6).

Demographics
Gender

Changes in Educator Outcomes
Significant increases in General SelfEfficacy scores, F(2, 240) = 9.45, p
< .001, and Teacher Self-Efficacy
scores, F(2, 242) = 24.44, p < .001,
were found across three time points
with large effect sizes. All three
domains of Teacher Self-Efficacy,
including student engagement, F(2,
242) = 12.65. p < .001, instructional
strategies, F(2, 242) = 17.62, p <
.001, and classroom management,
F(2, 242) = 17.68, p < .001, were
significantly increased. ANOVA also
revealed a significant increase in
teachers’ perceived relationship
with students, F(2,216) = 38.39, p <
.001 (Table 7). Gender and age had
no significant effect on the changes
in general self-efficacy, teacher selfefficacy, and perceived relationship
with students. However, there was
a significant effect of experience on
changes in Instructional Strategy,
F(1,106) = 4.45, p = .04.

Profession

Target Grade

Education Level

Teaching Experience

N

%

Female

109

85.8

Male

18

14.2

Teacher

84

66.1

Social Worker

23

18.1

Counsellor

4

3.1

Others

16

12.6

All grades

77

60.6

P.1-P.3

21

16.5

P.4-P.6

12

94

>P.6

11

8.7

Secondary

6

4.7

Certificate

13

10.2

Bachelor’s

78

61.4

Master’s

30

23.6

Low

56

44.1

Medium

40

39.4

High

19

14.9

Table 6. Demographic information of Train-the-Trainer participants

Time 1
Variable

Time 2

N

M

SD

M

SD

M

SD

F

η2

General Self Efficacy

121

25.55

4.56

26.49

4.53

27.37

5.08

9.50*

.073

Teaching Self Efficacy

122

75.02

12.56

78.61

10.14

80.98

15.60

24.44*

.168

Student Engagement

122

6.00

1.26

6.28

1.00

6.47

1.09

12.65*

.095

Instructional Strategies

122

6.37

1.26

6.28

1.00

6.47

1.09

12.65*

.095

Classroom Management

122

.39

1.19

6.69

1.09

6.93

1.00

17.68*

.127

Teacher-Student Relationship

109

7.19

1.62

7.41

1.72

8.38

1.01

38.39*

.262

Table 7. Changes in mean scores after TTT programme * p < .001
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Time 3

Figures 1 to 3 display consistent increasing trends for all of the educators in terms of general self-efficacy,
teacher self-efficacy, and perceived relationship with students over the two years of study period. It could be
seen from these figures that the 95% confidence intervals (CI) of these variables did not share any overlap
between the Time 1 measurement and Time 3 measurement. The non-overlapping 95% CI implies statistically
significant improvements across the two years. In particular, the perceived relationship with students showed a
substantial increase from 7.4 to 8.4 during the 2nd year of study. This notable improvement could be attributed
to the improved self-efficacy, which will be investigated in the following section.
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84

82

Estimated Marginal Means

Estimated Marginal Means

28

27

26

80

78

76

74
25

1

2

3

1

2

Time

Time

Error bars: 95% Cl

Error bars: 95% Cl

3

Figure 1 & 2. Changes in general and teacher self-efficacy across two years

Estimated Marginal Means

8.5

8

7.5

7

1

2

3

Time
Error bars: 95% Cl

Figure 3. Change in perceived relationship with students across two years
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Results

Path model
The hypothesised path model provided a good fit to the observed data, with χ2 = 9.26, df = 8, p = 0.32, CFI
= 0.99, TLI = 0.97, RMSEA = 0.035, SRMR = 0.036 (Figure 4). None of the demographic variables showed
significant effects (p > 0.05) on the main study variables. Both general self-efficacy and teacher self-efficacy at
Year 0 showed significant and positive effects (β = 0.26 – 0.47, SE = 0.08, p < 0.01) on teacher self-efficacy at
Year 1. The general and teacher self-efficacy at baseline did not have significant direct effects (β = 0.03 – 0.10,
SE = 0.11, p = 0.35 – 0.77) on perceived relationship with students at Year 2. Teacher self-efficacy at Year 1
had a significant and positive effect (β = 0.30, SE = 0.14, p < 0.05) on perceived relationship with students at
Year 2. The indirect effect from general self-efficacy at year 0 to perceived relationship with students at Year
2 via teacher self-efficacy at Year 1 was significant and positive (αβ = 0.077, 95% confidence interval = 0.007
– 0.188).

Year 0
Teacher Self-Eff
.47 (.07)

.10 (.11)
Year 1
Teacher Self-Eff

.26 (.08)

.30 (.14)

.03 (.11)

Year 0
General Self-Eff

Figure 4. Path model from general and teacher self-efficacy to perceived relationship with students
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Year 2
Perceived
Relation

結果

MAKE IT BETTER
研究員於兩個時間點向第一隊列
及第二隊列(組1)收集數據，因應本
地新冠肺炎疫情，研究員向第三隊
列(組2)收集三個時間點的數據。爲
此，我們對數據進行了獨立分析，
得出兩組研究結果。組1收集了243
份有效的學生回覆，而組2則收集
了99份有效的學生回覆(表1)。

個人資料
性別

N

N

%

111

45.7

56

56.6

沒有特殊學習需要

132

54.3

43

43.4

121

49.8

70

70.7

有特殊學習需要

年級

%

組2

女性
男性

有特殊學
習需要

組1

122

50.2

29

29.3

1

6

2.5

14

14.3

2

41

16.9

27

27.6

3

98

40.3

26

26.5

4

69

28.4

23

23.5

5

22

9.1

5

5.1

6

5

2.1

3

3

表1. MIB參與者的個人資料

學生的轉變
分析整體組1的數據，發現學生於生活滿意度沒有顯著轉變，t(214) = 1.30, p = n.s.，學生於MIB工作坊後的社交能
力分數顯著上升，t(209) = -2.11, p = .04，但行爲品行，t(209) = 2.32, p = .02，以及整體自我價值t(209) = 3.40, p =
.001的分數下降。
T0

量表

T1

生活滿意度

N

M

SD

M

SD

t

214

5.97

1.07

5.87

1.14

1.30

社交能力

209

2.52

.71

2.58

.73

-1.21

209

2.64

.63

2.74

.62

-2.11*

208

2.73

.69

2.65

.67

1.52

208

2.78

.68

2.68

.58

2.32*

209

2.94

.63

2.73

.62

3.40**

學業能力
身體外表

行爲品行

整體自我價值

表2. 組1學生於各量表的平均分轉變。*p <.05, **p < .001

於組2，除了對學業能力的自我評價下降外，F(1,94) = 4.18, p = .017，其他量表的平均分數於三個時間點沒有發現
顯著轉變。量表平均分的轉變可見表2及表3。
量表

T0

T1

T2

生活滿意度

N

M

SD

M

SD

M

SD

95

5.94

1.19

5.88

1.14

5.81

社交能力

95

2.84

.76

2.67

.80

2.68

95

3.11

.71

3.07

.69

95

3.03

.74

2.92

95

2.92

.68

95

3.17

.65

學業能力
身體外表
行爲品行

整體自我價值

表3. 組2學生於各量表的平均分轉變。*p <.05

F

η2

1.08

.54

.006

.78

4.18*

.042

3.03

.74

.61

.003

.73

2.99

.79

1.19

.012

2.89

.67

2.85

.73

.50

.005

3.12

.68

3.10

.72

.50

.005
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結果

至於長處和困難問卷，家長觀察到以下量表的平均分有顯著下降，包括：情緒症狀， t(180) = 2.73, p = .01、過度活
躍及專注力不足問題，t(180) = 3.71, p < .001、同儕問題，t(180) = 3.00, p = .003，以及困難總分，t(179) = 3.82, p <
.001。教師亦報告情緒症狀顯著減少，t(159) = 2.04, p = .04。組1的前後平均分數可見表4。
量表

家長

T1

情緒症狀

N

M

SD

M

SD

t

180

3.39

2.27

2.95

2.37

2.73*

過度活躍及專注力不足

179

2.65

1.67

2.55

1.66

.81

180

5.84

2.24

5.30

2.33

3.71**

180

3.48

1.95

3.07

1.79

3.00**

179

6.93

2.00

7.03

2.02

-.63

179

15.36

5.49

13.88

5.91

3.82**

159

2.62

1.99

2.26

2.01

2.04

159

1.67

1.92

1.86

2.03

-1.90

159

4.64

2.74

4.65

2.71

1.70

159

2.91

2.05

3.10

1.98

-1.15

159

6.11

2.48

6.28

2.42

-.87

159

11.86

6.29

11.57

6.24

.62

行為問題
同儕問題

利社會行為
困難總分
情緒症狀

教育
工作者

T0

行為問題

過度活躍及專注力不足
同儕問題

利社會行為
困難總分

表4. 組1長處和困難問卷等級的平均分轉變。*p <.05, **p < .001

於組2，家長匯報的困難總分持逐減少，F(2, 124) = 3.11, p = .05，而其他量表的平均分沒有顯著轉變(表5)。我們沒
有為組2的教師數據進行分析，因為大部分的參與者中均來自社區中心。社區中心職員多數承擔著行政或協調的
崗位，對參與兒童的認識較淺而沒有辦法有效地完成SDQ問卷。
量表

家長

T0

T1

T2

情緒症狀

N

M

SD

M

SD

M

SD

F

η2

63

3.22

2.13

2.75

2.10

2.75

2.18

2.21

.034

過度活躍及專注力不足

63

2.73

1.69

2.52

1.61

2.33

1.53

2.77

.043

63

5.41

2.52

5.08

2.15

5.13

2.07

1.55

.024

63

3.0

1.79

3.29

1.93

.302

1.84

1.09

0.17

63

6.87

1.85

6.71

1.75

6.92

1.79

.54

.009

63

14.46

5.74

13.63

5.72

13.22

5.29

3.11*

0.048

行為問題
同儕問題

利社會行為
困難總分

表5. 組2於長處和困難問卷等級的平均分轉變。*p < .05

另一分析比較了組1中有不同特殊學習需要的學生與沒有不同特殊學習需要的學生之間的差異，結果顯示大致
相似的趨勢。參與者中最常見的特殊學習需要是特定學習疾患、自閉症譜系障礙、過度活躍及專注力不足症，以
及語言障礙。由於大多數兒童在收集數據時沒有臨牀診斷，或者他們的家長沒有提供足夠資料說明他們屬於哪
個類別，因此確切分布並不清晰。目前的分類合併了家長及教師在所有時間點提供的資料。沒有特殊學習需要的
學生在MIB工作坊之後報告的整體自我價值分數下降， t(105) = 2.85, p = .005，而有特殊學習需要的學生報告的
社會能力則有所提高，t(104) = -2.24, p = .03。

家長觀察到沒有特殊學習需要的兒童於各項困難顯著減少，當中包括情緒症狀, t(90) = 2.07, p = .04、行為問題，t(89)
= 2.06, p = .04、過度活躍及專注力不足，t(90) = 2.80, p = .006、同儕問題，t(90) = 2.74, p < .008，以及困難總分，t(89) =
3.35, p = .001。對於有特殊學習需要的兒童，家長注意到兒童的過度活躍及專注力不足問題減少，, t(90) = 2.44, p = .02
，而困難總分也於統計學上有邊際性顯著的減少， t(90) = 1.98, p = .051。教育工作者注意到沒有不同特殊學習需要
的學生在各範疇皆沒有顯著轉變，而有不同特殊學習需要的學生的情緒症狀則顯著減少，t(79) = 2.21, p = .03。
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參加MIB的男孩與女孩之間亦有一些差異。儘管男孩沒有在任何範疇上有任何重大變化，但女孩對身體外
表，t(113) = 2.24, p = .03、行爲品行，t(113) = 2.01, p = .04、整體自我價值，t(114) = 3.77, p < .001方面卻在工作坊
後有所下降。另一方面，家長報告男孩的過度活躍及專注力不足問題和困難總分方面都有顯著減少(分別為t(84)
= 2.60, p = .01 及 t(84) = 3.47, p = .001)，女孩也出現類似趨勢(分別t(96) = 2.64, p = .01 及 t(95) = 2.07, p = .04)。同
時，家長也注意到男孩的同儕問題有所改善，t(84) = 2.60, p = .01。教師觀察到女孩的過度活躍及專注力不足問題
有所改善，t(86) = 2.05, p = .04，然而男孩並非如此。
分析表明，較低年級與較高年級的學生之間存在有趣的差異。較低年級的學生(小一至小三)報告的身體外
表，t(122) = 2.10, p = .04、行爲品行， t(122) = 3.10, p = .002，以及整體自我價值， t(123) = 3.65, p < .001方面分數
較低，但較高年級的學生(小四至小六)報告的社交能力，t(84) = -2.53, p = .01方面分數較高。較低年級學生的家長
報告情緒問題，t(117) = 2.28, p = .03、過度活躍及專注力不足症，t(117) = 2.97, p = .004、同儕問題，t(117) = 2.01, p
= .05，以及困難總分，t(116) = 2.92, p = .004方面顯著減少。然而，教師報告較低年級的學生的行為問題，t(100) =
-2.07, p = .04及同儕問題，t(100) = -2.24, p = .03方面有所惡化。家長注意到，較高年級的學生的過度活躍及專注力
不足問題，t(61) = 2.15, p = .04、同儕問題，t(61) = 2.29, p = .03，以及困難總分，t(61) = 2.20, p = .03顯著減少，而教
師觀察到過度活躍及專注力不足問題有所減少，t(58) = 2.13, p = .04。
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結果

TRAIN-THE-TRAINER (TTT)
合共127名參與者完成全部三項評
估(表6)。

個人資料

教育工作者的轉變
於三個時間點上發現整體自我效
能分數，F(2, 240) = 9.45, p < .001，
以及教師自我效能分數，F(2, 242)
= 24.44, p < .001顯著上升，具有幅
度顯著的效果。教師自我效能的所
有三個領域，包括學生參與度，F(2,
242) = 12.65. p < .001，指導策
略，F(2, 242) = 17.62, p < .001，以
及課堂經營，F(2, 242) = 17.68, p <
.001，顯著提高。 ANOVA亦顯示，師
生之間的關係明顯加深，F(2,216) =
38.39, p < .001 (表7)。性別及年齡
對整體自我效能感、教師自我效能
感及與學生之間的關係的變化沒
有產生重大影響。然而，教學經驗
對指導策略的變化卻產生重大影
響，F(1,106) = 4.45, p = .04。

性別

女性

N

%

109

85.8

教育工作者

18

14.2

84

66.1

23

18.1

其他

4

3.1

16

12.6

小一至小三

77

60.6

21

16.5

12

94

11

8.7

證書

6

4.7

13

10.2

碩士

78

61.4

30

23.6

56

44.1

40

39.4

19

14.9

男性
社工

專業

輔導員
所有班級

目標班級

小四至小六
> 小六
中學

教育程度

學士
低

教學經驗

中
高

表6. 導師培訓班參與者的個人資料

可變數值

N

時間1
M

SD

M

時間2
SD

M

SD

時間3
F

η2

整體自我效能

121

25.55

4.56

26.49

4.53

27.37

5.08

9.50*

.073

學生參與度

122

75.02

12.56

78.61

10.14

80.98

15.60

24.44*

.168

122

6.00

1.26

6.28

1.00

6.47

1.09

12.65*

.095

122

6.37

1.26

6.28

1.00

6.47

1.09

12.65*

.095

122

.39

1.19

6.69

1.09

6.93

1.00

17.68*

.127

109

7.19

1.62

7.41

1.72

8.38

1.01

38.39*

.262

教師自我效能
指導策略
課堂經營
師生關係

表7. 導師培訓班計劃後的平均分轉變* p < .001

圖1至圖3顯示教育工作者整體在兩年研究期間，於整體自我效能感、教師自我效能感及與學生之間的關係方面
呈現持續上升趨勢。從這些分析結果可見，這些項目的95%置信區間在時間點1及時間點3之間沒有任何重疊，
即是有有顯著上升。值得注意的是，與學生之間的關係的平均分在第二年從7.4顯著增加至8.4。是項顯著上升可
歸因於自我效能感提高，詳細情況將於下節探討。
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29

84

82
28
80
27
78

26

76

74
25

1

2

3

1

2

3

Time

Time

Error bars: 95% Cl

Error bars: 95% Cl

圖1及2. 整體及教師自我效能於兩年內的變化
8.5

8

7.5

7
1

2

3

Time
Error bars: 95% Cl

圖3. 認為自己與學生之間的關係於兩年的轉變

路徑模型
所假設的路徑模型與收集到的數據有良好擬合度，χ2 = 9.26, df = 8, p = 0.32, CFI = 0.99, TLI = 0.97, RMSEA =
0.035, SRMR = 0.036 (圖4)。結果顯示教育工作者的個人資料對主要研究量表沒有顯著影響(p > 0.05)。時間點1
的整體自我效能感及教師自我效能感對時間點2的教師自我效能感有顯著及正面的影響(β = 0.26 – 0.47, SE =
0.08, p < 0.01)，但時間點1的整體自我效能感及教師自我效能感對於時間點3的師生關係沒有顯著的直接影響
(β = 0.03 – 0.10, SE = 0.11, p = 0.35 – 0.77)。時間點2的教師自我效能對時間點3的師生關係有顯著及正面的影響
(β = 0.30, SE = 0.14, p < 0.05)。時間點1的整體自我效能感，通過時間點2的教師自我效能感，對於時間點3師生關
係有顯著及正面的間接影響(αβ = 0.077, 95%置信區間 = 0.007 – 0.188)。
Year 0
Teacher Self-Eff
.10 (.11)

.47 (.07)

Year 1
Teacher Self-Eff
Year 0
General Self-Eff

.26 (.08)

.30 (.14)

Year 2
Perceived
Relation

.03 (.11)

圖4. 從整體及教師自我效能至與師生關係的路徑模型
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Discussion

The aim of this three-year project was to provide support to students and educators
through direct intervention (MIB), educator’s training (TTT), school-based support (seminar
and arts day), and community-based support (community art workshops and exhibition).
It was hypothesised that the programme would improve children’s self-perception and
reduce their total difficulties, as well as educators’ effectiveness of general self-efficacy and
teacher self-efficacy by enhancing their communication, teaching, and planning learning
activities. Through the multiple levels of support, the project aimed to create a positive and
nurturing environment for students’ holistic development.
MAKE IT BETTER
The outcome indicators for the workshops were scores from the SPPC questionnaire
completed by children, and the SDQ questionnaire filled by parents and teachers. After
joining the MIB programme, students reported a higher Social Competence score, which
suggests that they felt more confident about being around other children and were more
willing to interact with others. A closer look at the data revealed that this improvement
was present only in children with SEN, but not in those without SEN. The increase in
social competence could potentially be attributed to group-based activities, which placed
an emphasis on communication, cooperation, and mutual respect. Strict rules were
implemented to set out clear boundaries on how students should interact with one
another, gradually increasing their social competence as they learn appropriate behaviours.
This is supported by evidence on the effects of expressive arts-based interventions on
improving peer interactions and desirable outcomes (Kern & Aldridge, 2006). Moreover,
the workshop emphasised that no feeling or opinion is right or wrong and students with
SEN were encouraged to express themselves freely through art-making activities. The newfound ability of self-expression might lead to improved social confidence as their feelings
and opinions were respected during the sessions. This finding is consistent with past
literature that suggests arts experiences can help children with SEN develop an enhanced
understanding of the responses, emotional expressions, and actions of other people
(Brouillette, 2009). Arts can also enhance their comprehension of what to expect from
others and what social scripts should be used in different situations. Overall, the finding
suggests that the MIB programme contributed to integrating students with SEN in the
mainstream settings.
Surprisingly, children reported lower scores for Behavioural Conduct, Global Self-worth,
and Scholastic Competence (Set 2) in general. On closer inspection, only non-SEN students
reported a significantly lower Global Self-worth score after the MIB workshop. While the
decrease in Scholastic Competence might be due to class suspension during the COVID-19
outbreak, the significant differences in the other two subscales were unexpected. One
possible explanation could be that children were encouraged to be more expressive,
which could manifest in the form of enhanced behavioural misconduct after the workshop.
Another reason could be that children became more self-aware through the workshop,
causing them to recognise the discrepancy between their actual self and ideal self. This
is consistent with former studies on how arts can be used to promote awareness and
develop insight through cathartic experiences (Freilich & Shechtman, 2010). It is possible
that through the process of expressing, exploring, and reflecting on feelings and concerns,
children developed a deeper understanding of themselves, which widened the gap
between their actual self-perception and ideal self.
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Both parents and teachers observed significant improvement in children: parents observed
substantial reductions of Emotional Symptoms, Hyperactivity/Inattention Problems, Peer
Problems, and Total Difficulties, while teachers reported a substantial decrease of Emotional
Symptoms. It is worth noting that parents of children with SEN noticed a significant
reduction in Hyperactivity-Inattention problems, while children without SEN were noticed
to display significantly lower Emotional Symptoms, Conduct Problems, HyperactivityInattention, Peer Problems, and Total Difficulties. The group difference suggests more
evident improvements in students without SEN. However, the trend was different for
teachers as they did not observe any substantial changes in students without SEN but
observed a significant decrease in Emotional Symptoms in those with SEN. The reason for
this discrepancy is unknown and should be investigated further in future research.
There were also some differences between gender and age. Girls and lower grade students
reported lower scores in their Physical Appearance, Conduct Behaviour, and Global Selfworth, which suggested that these groups could be more sensitive to criticism. However,
it is also possible that the SPPC was too complicated for younger participants, so further
investigation with a more suitable scale should be conducted to supplement existing
results. Moreover, some of the differences between groups might be due to different
baseline values. For example, parents reported significantly higher baseline Peer problems
for boys (Mean = 3.94) than girls (Mean = 3.07), therefore it could be easier for parents
to notice improvements in boys. Lower grade students (Mean = 1.48) also demonstrated
less Conduct problems than upper grade students (Mean = 2.07) from the start, hence
differences in lower grade students would be more obvious.
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Discussion

TRAIN-THE-TRAINER
The present findings of this study demonstrated a positive impact on the educators. The
outcome for the TTT was indicated by the significant increases in educators’ General SelfEfficacy, Teacher Self-Efficacy, and perceived relationship with students. All three subscales
of Teacher Self-Efficacy, including student engagement, instructional strategies, and
classroom management, were also enhanced after the training. Significant changes were
found in the follow-up session one year after the completion of the training programme,
suggesting a sustainable and long-term effect for the training.
Studies have suggested that self-efficacy constitutes a resource factor and provides a
protective effect in coping with adversity. An optimistic belief in one’s competence to deal
with daily challenges enhances the motivation to engage in constructive coping. Educators
with high self-efficacy would perceive the demands of teaching as being less threatening
and lower the risk of job burnout (Caprara et al., 2003; Schwarzer & Hallum, 2008; Skaalvik
& Skaalvik, 2007). The significant increase in general self-efficacy in this study reflects how
engaging in the arts and creative process within an educational setting can reduce stress,
improve self-confidence, open up new perspectives, and enhance the general coping ability.
Teacher self-efficacy is defined as the educators’ judgment of their capabilities to bring
about desired outcomes of student engagement and learning, even among those who
may be difficult or unmotivated (Bandura, 1977). Studies have revealed that this judgment
is associated to student outcomes such as achievement (Moore & Esselman, 1992; Ross,
1992), motivation (Midgley, Feldlaufer, & Eccles, 1989), and students’ sense of efficacy
(Anderson, Greene, & Loewen, 1988). Besides, teachers’ efficacy beliefs relate to their
teaching style, such as the effort they invest in teaching, the goals they set, and their level
of aspiration. Educators with high teaching efficacy are more open to new ideas; they are
more willing to experiment with alternative methods to better meet the needs of their
students (Guskey, 1988), which was one of the main goals of the programme. The positive
findings of this study, particularly in regards to the increases in teacher self-efficacy, lay the
foundation for promoting expressive arts in the educational setting.
The path model shows that the teacher self-efficacy after the training in Year 1 predicted
improvement in the perceived teacher-student relationship, suggesting a long-term
carryover benefit of the training programme. Not only did the training encourage
educators to reflect on their own needs and their students’ needs, but it also highlighted
the importance of being non-judgmental, empathetic, and playful during arts activities.
Contrary to the traditional teaching approach, TTT encouraged educators to be facilitators
instead of leaders, thus allowing a two-way interaction between teachers and students.
Moreover, some participants described the five-day TTT programme as a retreat, through
which they had a chance to relax and increase their capacity of caring for students. The
current findings appear to imply that the arts-based programme was effective in improving
educators’ relationship with their students through changes in attitudes and mode of
engagement. This new form of interaction could be sustained beyond the classroom and
promote holistic development in the students. It is hoped that the new soft skills would
help the development of children with SEN in mainstream classrooms, specifically by
promoting integration amongst students.
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Although no formal qualitative analysis was conducted on the group, written feedback was
collected from educators with their consent. Most participants indicated that they have
gained a deeper understanding of the expressive arts approach and how it benefited their
students, especially those who lacked the verbal skills to express themselves sufficiently.
Besides gaining knowledge, these teaching professionals have learned more about
themselves through intentional reflection. Participants were also inspired to view things
from a different perspective after given the opportunity to reflect on their condition and
recharge. Several respondents mentioned their experience of applying expressive arts
techniques into their teaching. One teacher revealed that even a hyperactive child was
able to sit still and drew quietly for an hour. Others recognised the effectiveness of using
different art forms on building relationships with and between their students.
SCHOOL-BASED AND COMMUNITY-BASED SUPPORT
School-based and community-based activities were held throughout the three-year
programme. The expressive arts therapists delivered seminars to encourage the use of
arts in the school or home setting. Parents were enthusiastic at the seminars and were
willing to participate in art-making activities. Some of them even stayed behind after the
session to ask for practical advice on dealing with specific problems. No formal qualitative
analyses were conducted, but positive feedback was collected from parents and children
after the seminar sessions. Most parents found the process enjoyable and indicated that
they had learned concepts through art-making activities, such as the importance of being
non-judgemental and empathetic.
The school-based art days were opportunities for students, particularly those who did not
join MIB, to interact with each other, their teachers, and parents in a playful and creative
manner. This can help introduce the benefits of arts and allow them to see each other in
a different and positive light. Similarly, the community arts workshops and exhibition were
also held to promote the programme on a community level. Through the artworks from
the MIB workshops, members of the community gained more insight into the experience
of children with SEN and understood them more as individuals. Though no formal analysis
was conducted on these activities, the feedbacks received were generally positive.

37

討論

是項爲期三年的計劃旨在透過直接介入措施(Make It Better)、教育工作者培訓(導師培訓班)
、校本活動(研討會及藝術同樂日)，以及社區活動(社區藝術工作坊及展覽)，向學生及教育工
作者提供支持。是項研究的假設是這項計劃能提升學生的自我知覺，減低他們的總困難，以
及透過提升教育工作者的的師生溝通、教學及規劃學習活動，提升他們的整體自我效能感及
教師自我效能感。通過多層次的支持，這項計劃旨在爲學生的全面發展創造正面而具的培育
性的環境。
MAKE IT BETTER
工作坊的結果指標是由兒童填寫的兒童自我知覺量表及由家長和教師填寫的長處和困難問
卷的分數。於參加MIB計劃後，學生們報告，他們在社交能力方面獲得較高分數，這表明他們
對融入其他兒童感到更有信心，並更願意與他人互動。研究員更仔細觀察數據後發現，這方
面的改善僅出現在有不同特殊學習需要的兒童當中，而沒有不同特殊學習需要的兒童則沒
有這方面的改善。社交能力的提高可歸因於工作坊內的團體活動，這些活動著重溝通、合作
及互相尊重。課堂內嚴格的規則能夠建立清晰界限，明確的指出學生應如何與他人互動，並
隨着他們逐漸學習適當的行爲提升他們的社交能力。此觀察也符合過往的研究成果，強調了
表達藝術的介入措施對改善同儕互動及理想行為的影響(Kern & Aldridge, 2006)。此外，工作坊
中經常強調沒有任何感覺或意見屬正確或錯誤，鼓勵有不同特殊學習需要的學生通過藝術創
作活動自由表達自己。由於學生的情感及意見在課堂期間得到了應得的尊重，他們的自我表
達能力得到了增強，從而改善社交自信。這一研究結果與以往的文獻一致，認為藝術經歷可以
幫助有不同特殊學習需要的兒童發展及進一步暸解他人的反應、情感表達及行動(Brouillette,
2009)。藝術亦有助他們加強理解對他人應有怎樣的期望，以及在不同情況下應使用的社會劇
本。總體而言，研究表明，MIB計劃有助於將有不同特殊學習需要的學生融入主流學習環境。

令人驚訝的是，兒童報告行爲品行、整體自我價值及學業能力總體分數在完成工作坊後比基
線低。更深入的研究顯示，只有沒有特殊學習需要的學生在MIB工作坊後報告顯著較低的整
體自我價值分數。儘管學業能力下降可能是由於新冠肺炎疫情期間停課造成，但其他兩個分
量表的顯著差異出乎意料。其中一個可能的解釋是，兒童於工作坊中受到鼓勵更勇於表達，
可能導致於工作坊後行爲不當的情況加劇。另一原因可能是兒童通過工作坊提高了自我意
識，使他們認識到真實的自己和理想的自己之間的差異。這與以前關於如何利用藝術通過宣
洩經驗來提高意識及發展洞察力的研究相一致(Freilich & Shechtman, 2010)。通過表達、探
索及反思感受及關注的過程，兒童可能會加深對自己的暸解，從而擴大他們的實際自我知覺
與理想我之間的差距。
家長及教師均觀察到兒童有顯著改善：家長觀察到情緒症狀、過度活躍及專注力不足問題、同
儕問題及困難總分顯著減少，而教師則報告情緒症狀顯著減少。值得注意的是，有不同特殊學
習需要的兒童的家長注意到過度活躍及專注力不足問題顯著減少，而家長亦注意到沒有不同
特殊學習需要的兒童表現出的情感症狀、行爲問題、過度活躍及專注力不足問題、同儕問題及
困難總分顯著較少。羣體差異顯示，沒有不同特殊學習需要的學生有更明顯的改善。然而，這種
趨勢與教師報告的不同，因爲他們發現沒有不同特殊學習需要的學生沒有任何重大變化，但卻
發現有不同特殊學習需要的學生的情緒症狀顯著減少。這種差異的原因不明，應在今後的研究
中進一步探討。
性別與年齡之間亦有一些差異。女孩及較低年級的學生報告在外貌、行爲品行及整體自我價值
方面的分數較低，這表明這些羣體可能對批評更敏感。然而，兒童自我知覺量表對於較年輕的
參與者來說亦可能過於複雜，因此未來的研究應該以更適當的量表進行進一步探討，以對現有
的結果作出補充。此外，不同羣體之間的一些差異可能是由於基線值不同所致。例如，家長報告
男生的基線同儕問題(平均值= 3.94)大幅高於女生(平均值= 3.07)，因此，家長更容易注意到男
生有所改善。從一開始，較低年級的學生(平均值= 1.48)所表現的行爲問題亦比較高年級學生(
平均= 2.07)少，因此，較低年級的學生的差異將更加明顯。
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TRAIN-THE-TRAINER
本研究目前的結果對教育工作者呈現正面的影響。導師培訓班的結果表現在教育工作者的整體自我效能、
教師自我效能及師生關係顯著提高。教師自我效能的所有三個分量表，包括學生參與度、指導策略及課堂管
理於培訓後亦有所加強。培訓計劃結束一年後的評估上發現重大變化，表明培訓具有可持續及長期的影響。

研究表明，自我效能是一種資源因素，爲應對逆境提供保護作用。如一個人能在應對日常挑戰的能力
抱持樂觀的信念，他對作出建設性應對的動力也會顯著增強。具有高自我效能的教育工作者會認為
教學需求的威脅較小，並降低工作倦怠的風險 (Caprara et al., 2003; Schwarzer & Hallum, 2008; Skaalvik
& Skaalvik, 2007)。於這項研究中，總體自我效能顯著提高，反映在教育環境中參與藝術及創作過程如
何能減輕壓力、提高自信、開闢新視野，並提高整體應對能力。

教師自我效能的定義是教育工作者對個人教學能力的判斷。教育工作者會判斷自己有沒有能力令
學生參與課堂並得到理想的學習結果，包括那些比較麻煩或沒有動力的學生(Bandura, 1977)。研
究表明，這一判斷與學生的成就 (Moore & Esselman, 1992; Ross, 1992)、動力(Midgley, Feldlaufer,
& Eccles, 1989)，以及學生的效能感有關(Anderson, Greene, & Loewen, 1988)。此外，教師的效能信
念與他們的教學風格有關，例如他們在教學方面投入的努力、他們設定的目標，以及他們的期望水
平。具有高教學效能的教育工作者更願意接受新思維；他們更願意嘗試其他方法，以更妥善滿足學
生的需要(Guskey, 1988)，這是計劃的主要目標之一。這項研究得出尤其是關於提高教師自我效能
的正面結果，爲在教育環境中推廣表達藝術奠定基礎。

路徑模型顯示，於第一年培訓後，教師自我效能預計師生之間的關係有所改善，這表明培訓計劃具有
長期的遺留效應。培訓不僅鼓勵教育工作者反思自己及學生的需求，而且還強調於藝術活動中不具批
判性、有同理心及有趣好玩的重要性。與傳統教學方法相反，導師培訓班鼓勵教育工作者成爲輔引師
而非領袖，從而允許教師與學生之間的雙向互動。此外，一些參與者描述這爲期五天的導師培訓班計
劃爲靜修課程，他們有機會藉此放鬆身心，並提升關顧學生的能力。目前的研究結果似乎意味着，以藝
術為本的計劃能夠通過改變態度及參與方式有效改善教育工作者與學生之間的關係。這種嶄新的互
動形式可以在課堂以外持續下去，並促進學生的全面發展。希望新的軟技能將有助於有不同特殊學習
需要兒童在主流教室中發展，特別是通過促進學生之間的融合。
儘管此研究未對小組進行正式的質性分析，但在教育工作者的同意下收集書面反饋意見。大多數
參與者表示，他們對表達藝術方式及其如何使學生受益有了更深入的瞭解，尤其是那些因缺乏語
言能力而不足以表達自己的學生。這些教育工作者除了獲得知識外，還通過有意識的反思進一步
瞭解自己。參與者亦於得到反思自身狀況及回復精神充沛的機會後，受到啓發從不同的角度看待
事物。有些受訪者提及他們在教學中應用表達藝術技巧的經驗。一位老師透露，即使是過度活躍的
孩子也能坐下來安靜繪畫一小時。另一些人承認，在他們與學生之間以及學生與學生之間建立關
係方面，應用不同的藝術形式十分有效。

學校及社區支持

於整個三年計劃期間，舉行學校及社區活動。其中，表達藝術治療師舉辦了講座，鼓勵家長於學校
或家庭環境中應用藝術。家長對講座反應熱烈，過程中積極參加藝術創作活動。其中有些家長甚至
在講座結束後留下來，就處理具體問題尋求實際意見。即使沒有進行正式的質定性分析，但無論家
長及兒童的回饋均十分良好。大多數家長認爲這過程很愉快，並表示他們通過藝術創作活動學習
到一些概念，例如不具批判性及有同理心的重要性。

學校的藝術同樂日給予學生機會，尤其是那些沒有參加MIB的學生，可以通過有趣好玩及有創意
的方式與彼此、教師及家長進行互動。這有助於介紹藝術的好處，使他們能以不同但正面的眼光看
待彼此。同樣，我們還舉辦了社區藝術工作坊及展覽推廣此計劃。通過MIB工作坊的藝術作品，社區
成員可更深入瞭解有特殊學習需要兒童的經歷，並加深理解他們個人的情況。雖然研究並無對這
些活動進行正式分析，但收到的反饋意見總括而言均是正面。
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Limitations and Recommendations
限制及建議

There were several limitations to this study. First,
both components in this programme focused on the
intervention aspect so there was no control group.
Participants in each component were constantly
exposed to different people and environments
outside the workshop or training, so other external
factors might have played a part in the changes
observed in this study. Due to the absence of a
control group for comparison, we cannot eliminate
the possible impact of other variables on the
outcome changes. Second, the research team had
little control over the educators’ activities between
training sessions. Although participants were
encouraged to apply what they had learned to their
teaching and utilise the on-site consultation sessions
to discuss any challenges, it was difficult to monitor
their progress. Third, the self-reported measures
were subject to respondents’ bias. The answers
may be biased by the person’s feelings at the time
of completing the questionnaire, or the respondents
may have guessed the study hypotheses and
provided socially desirable responses. The lack
of validity in responses could be relevant among
children, who may not have the ability to generalise
their experience.
Future studies should adopt a randomised controlled
trial design to reduce sources of bias to replicate the
current results concerning the effectiveness of the
intervention. It may be helpful to include focus group
interviews with different stakeholders to understand
their opinions in more depth via a qualitative
approach. This approach could be valuable for
children with SEN who may not be able to provide
valid response through quantitative measures.
Another suggestion would be to collect feedback
from the students of educators who participated in
training to understand the benefits from the users’
perspective. This was initially planned in this project
but was abandoned due to logistic and administrative
issues from the participating schools or centres.
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這項研究有若干局限性。首先，本計劃的兩個組成部
分都側重於介入措施方面，因此沒有控制小組。計劃
的參與者經常接觸到工作坊或培訓以外的不同人員
及環境，因此其他外圍因素可能在本研究中觀察到的
變化中發揮作用。由於缺乏對照組進行比較，我們無
法排除其他可變數值對結果變化可能產生的影響。其
次，研究團隊幾乎無法控制教育工作者在培訓課堂外
的活動。雖然研究團隊鼓勵參與者將他們所學知識應
用於教學，並利用到校支援服務討論任何應用表達藝
術時遇到的挑戰，但始終難以監督他們的進展情況。
第三，自我報告的計量受到受訪者的偏見的影響。回
覆可能因在填寫問卷時的個人感受而有所偏頗，或者
受訪者可能猜測到研究假設，並提供了社會合意的回
覆。兒童問卷的有效性亦有可能存有誤差，因爲兒童
未必可能有足夠能力概括自己的經驗。
未來的研究應採用隨機控制試驗設計，以減少因為研
究對象有可能出現偏頗而造成的誤差，並嘗試確認是
此介入成效研究所得的結果。研究亦可透過與不同利
益相關者進行重點小組訪談，以通過質性方法更深入
地瞭解他們的意見。這種方法對於有不同特殊學習需
要的兒童可能很有價值，因為他們可能無法通過量性
研究提供有效的數據。另一建議是從參加培訓的教育
工作者那裡收集學生的反饋意見，從用家的角度瞭解
裨益。這是本計劃的初衷，但由於參與學校或中心的
後勤及行政管理限制而擱置。

Conclusion & Implication
結論及涵義

The current study carries significant implications
for the students and educators in Hong Kong.
Currently, the arts remain mostly outside of the core
curriculum due to pressure to raise test scores and
adhere to a standardised teaching curriculum. This
project offers empirical support for the application
of expressive arts in educational settings, with
results showing significant improvements reported
by children, parents, and educators. The positive
findings in this study suggest that integrating arts
into the curriculum could cultivate a more inclusive
and holistic learning environment for children with
or without SEN, given its non-verbal and expressive
nature. Building on the current research, future
studies can examine the effect of integrating arts
into a school core curriculum from the students’
perspective, for example their well-being, academic
performance, and self-expression. As expressive
arts therapy-related programmes are still relatively
new in Hong Kong, the published results can provide
further empirical evidence to support and promote
the role of arts in our daily lives, and offer direction
for future research.

目前的研究對香港的學生與教育工作者有重大影響。
現時，由於提高考試成績及遵循標準教學課程的壓
力，藝術大多仍然不屬於核心課程。這項計劃爲在教
育環境中應用表達藝術提供實證支持，結果顯示兒
童、家長及教育工作者均報告得到顯著改善。這項研
究得出的正面結論表明，由於藝術不受言語及文字限
制，且富表達性質，因此將藝術納入課程可爲兒童（不
論有沒有特殊學習需要）締造更具包容性及全面的學
習環境。於目前研究的基礎上，未來的研究可以從學
生的角度來考察將藝術納入學校核心課程的成效，例
如他們的幸福感、學業表現及自我表達能力。由於與
表達藝術治療相關的計劃在香港仍相對較新，已公布
的結果可提供進一步的實證，以支持及促進藝術在我
們日常生活中的角色，並為未來的研究提供方向。
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Hong Kong Playground Association Jockey Club Chuk Yuen (South) Integrated Service Centre For Children & Youth
Kwun Tong Methodist Social Service
Po Leung Kuk & Sprouts Foundation Education Services Centre
Po Leung Kuk Children Section
Po Leung Kuk, Bank of America Merrill Lynch Children’s Learning Centre
SoCO New World
The Hub Hong Kong
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S.K.H. Holy Cross Primary School
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Tung Wah Group of Hospitals Sin Chu Wan Primary School
Wong Tai Sin Catholic Primary School
Yan Tak Catholic Primary School
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參與的學校與機構列表
參與機構

明愛荃灣社區中心

柴灣浸信會社會服務處

中華基督教禮賢會香港堂石排灣福音中心
香港中華基督教青年會荃灣會所

基督教香港信義會社會服務部新來港人士樂聚軒
香港聖公會九龍城青少年綜合服務中心

香港聖公會麥理浩夫人中心梨木樹綜合服務中心

香港聖公會救主堂社會服務中心－賽馬會家庭幹線
香港聖公會屯門綜合服務- 賽馬會青年幹線
香港青年協會賽馬會農圃道青年空間
香港青年協會賽馬會葵芳青年空間

香港遊樂場協會賽馬會竹園(南)青少年綜合服務中心
循道衛理觀塘社會服務處

保良局思培基金教育服務中心
保良局兒童組

保良局美銀美林兒童學習中心
香港社區組織協會社區新世界
香港樂童行

鄰舍輔導會賽馬會大埔北青少年綜合服務中心
鄰舍輔導會賽馬會天水圍綜合服務中心

香港基督教女青年會天水圍綜合社會服務處
參與學校

中西區聖安多尼學校

中華基督教會拔臣小學
基督教宣道會宣基小學

香港道教聯合會圓玄學院石圍角小學
香港浸信會聯會小學
香島道官立小學
靈糧堂秀德小學
樂善堂劉德學校

樂善堂梁黃蕙芳紀念學校
閩僑小學

天主教明德學校
天主教佑華小學
獻主會溥仁小學

聖公會聖十架小學
大埔舊墟公立學校

救世軍韋理夫人紀念學校
東華三院冼次雲小學
黃大仙天主教小學
仁德天主教小學
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Appendix A - MIB student questionnaire
I. Demographic variables

Participant’s
Participant’s ID
ID (For
(For Researcher’s
Researcher’s Use):
Use): _________
_________

1. Date:
Gender：

School:
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(dd/mm/yyyy)
M

F

Date of Birth:

Class:

Name：
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附錄 A-MIB 學生問卷
一、個人資料
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Appendix

II. Brief Multidimensional Student’s Life Satisfaction Scale (BMSLSS)

Participant’s ID (For Researcher’s Use): _________

1. These six questions ask about your satisfaction with different areas of your life. Circle the best
answer for each.
1. I would describe my satisfaction with my family life as:
a) Terrible
e) Mostly satisfied
b) Unhappy
f) Pleased
c) Mostly dissatisfied
g) Delighted
d) Mixed (about equally satisfied and dissatisfied)
2. I would describe my satisfaction with my friendships as:
a) Terrible
e) Mostly satisfied
b) Unhappy
f) Pleased
c) Mostly dissatisfied
g) Delighted
d) Mixed (about equally satisfied and dissatisfied)
3. I would describe my satisfaction with my school experience as
a)
b)
c)
d)

Terrible
e) Mostly satisfied
Unhappy
f) Pleased
Mostly dissatisfied
g) Delighted
Mixed (about equally satisfied and dissatisfied)

4. I would describe my satisfaction with myself as:
a) Terrible

e) Mostly satisfied

b) Unhappy
f) Pleased
c) Mostly dissatisfied
g) Delighted
d) Mixed (about equally satisfied and dissatisfied)
5. I would describe my satisfaction with where I live as:
a) Terrible
e) Mostly satisfied
b) Unhappy
f) Pleased
c) Mostly dissatisfied
g) Delighted
d) Mixed (about equally satisfied and dissatisfied)
6. I would describe my satisfaction with my overall life as:
a) Terrible
e) Mostly satisfied
b) Unhappy
f) Pleased
c) Mostly dissatisfied
g) Delighted
d) Mixed (about equally satisfied and dissatisfied)
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Appendix

III. Self-Perception Profile for Children (SPPC)
Participant’s ID (For Researcher’s Use): _________

2. What I Am Like? For each sentence, please mark one box that best describes you.
Really
True
for me

Sort of
True
for me

Sort of
True
for me

Really
True
for me

Sample Sentence
Some kids would rather
play outdoors in their
spare time





Really
True
for me

Sort of
True for
me

1.





Some kids feel that they
are very good at their
school work

2.





Some kids find it hard
to make friends

BUT

3.





Some kids do very well
at all kinds of sports

BUT

4.





Some kids are happy
with the way they look

BUT

5.





6.





7.





8.





Some kids often do not
like the way they
behave
Some kids are often
unhappy with
themselves
Some kids feel like they
are just as smart as other
kids their age
Some kids have a lot
friends

9.













Some kids wish they
could be a lot better at
sports
Some kids are happy
with their height and
weight
Some kids usually do
the right thing





Some kids don’t like the
way they are leading
their life

BUT

a.

10.
11.

12.

BUT

Other kids would rather
watch T.V.

Sentence


Sort of
True for
me


Really
True for
me

Other kids worry about
whether they can do the
school work assigned to
them
Other kids find it pretty
easy to make friends









Other kids don’t feel that
they are very good when
it comes to sports
Other kids are not happy
with the way they look









BUT

Other kids are usually
like the way they behave





BUT

Other kids are pretty
pleased with themselves





BUT

Other kids aren’t so sure
and wonder if they are as
smart
Other kids don’t have
very many friends









BUT

Other kids feel they are
good enough at sports





BUT

Other kids wish their
height and weight were
different
Other kids often don’t do
the right thing









Other kids do like the
way they are leading their
life





BUT

BUT

BUT

2
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Participant’s ID (For Researcher’s Use): _________

Really
True
for me

Sort of
True
for me

13.





14.





15.





16.





17.





18.





19.





20.





21.





22.





23.



24.

Sentence

Sort of
True
for me

Really
True
for me

Some kids are pretty
slow in finishing their
school work
Some kids would like to
have a lot more friends

BUT

Other kids can do their
school work quickly





BUT

Other kids have as many
friends as they want





Some kids think they
could do well at just
about any new sports
activity they haven’t
tried before
Some kids wish their
body was different

BUT

Other kids are afraid they
might not do well at
sports they haven’t ever
tried





BUT

Other kids like their body
the way it is





Some kids usually act
the way they know they
are supposed to
Some kids are happy
with themselves as a
person
Some kids often forget
what they learn

BUT

Other kids are often don’t
act the way they are
supposed to
Other kids are often not
happy with themselves









BUT

Other kids can remember
things easily





Some kids are always
doing things with a lot
kids
Some kids feel that they
are better than others
their age at sports
Some kids wish their
physical appearance
(how they look) was
different

BUT

Other kids usually do
things by themselves





BUT

Other kids don’t feel they
can play as well





BUT

Other kids like their
physical appearance the
way it is







Some kids usually get in
trouble because of
things they do

BUT

Other kids usually don’t
do things that get them in
trouble









Some kids like the kind
of person they are

BUT

Other kids often wish
they were someone else





25.





Some kids do very well
at their classwork

BUT

Other kids don’t do very
well at their classwork





26.





BUT







Other kids feel that most
people their ago do like
them
Other kids usually play
rather than just watch



27.

Some kids wish that
more people their age
liked them
In games and sports
some kids usually watch
instead of play





BUT

BUT

3
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Participant’s ID (For Researcher’s Use): _________

Really
True
for me

Sort of
True for
me

Sentence

Sort of
True for
me

Really
True for
me

28.





Some kids wish
something about their
face or hair looked
different

BUT

Other kids like their face
and hair the way they are





29.





Some kids do things
they know they
shouldn’t do

BUT

Other kids hardly ever do
things they know they
shouldn’t do





30.





Some kids are very
happy being the way
they are

BUT

Other kids wish they were
different





31.





Some kids have trouble
figuring out the answers
in school

BUT

Other kids almost always
can figure out the answers





32.





Some kids are popular
with others their age

BUT

Other kids are not very
popular





33.





Some kids don’t do well
at new outdoor games

BUT

Other kids are good at
new games right away





34.





Some kids think that
they are good looking

BUT

Other kids think that they
are not very good looking





35.





Some kids behave
themselves very well

BUT





36.





Some kids are not very
happy with the way they
do a lot of things

BUT

Other kids often find it
hard to behave
themselves
Other kids think the way
they do things is fine





[End]
Thank you!
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Appendix

Appendix B - MIB parent questionnaire
I. Demographic variables

Date of Completion:

(dd/mm/yyyy)

1. Demographic Information
Your Name:
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Child’s Name:

Child’s Gender:

Child’s Date of Birth:

Child’s School:

Child’s Class:
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附錄 B - MIB 家長問卷
一、個人資料
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Appendix

II. Strength and Difficulties Questionnaire (SDQ)

2. For each item, please mark the box for Not True, Somewhat True or Certainly True. It would help us
if you can answer all items as best as you can even if you are not absolutely certain or the item seems
daft! Please give your answers on the basis of the child’s behaviour over the last six months or this
school year.
Not

Somewhat

True
Considerate of other people’s feelings
Restless, overactive, cannot stay still for long
Often complains of headaches, stomach-aches or sickness
Shares readily with other children (treats, toys, pencils
etc.)
Often has temper tantrums or hot tempers
Rather solitary, tends to play alone
Generally obedient, usually does what adults request
Many worries, often seems worried
Helpful if someone is hurt, upset or feeling ill
Constantly fidgeting or squirming
Has at least one good friend
Often fights with other children or bullies them
Often unhappy, down-hearted or tearful
Generally liked by other children
Easily distracted, concentration wanders
Nervous or clingy in new situations, easily loses
confidence
Kind to younger children
Often lies or cheats
Picked on or bullied by other children
Often volunteers to help others (parents, teachers, other
children)
Thinks things out before acting
Steals from home, school or elsewhere
Gets on better with adults than with other children
Many fears, easily scared
Sees tasks through to the end, good attention span
Is your child receiving any special educational support?
If yes, please specify support receiving:

Certain

True

True



























































































Yes 

Yes 
Have your child’s needs been adequately addressed?
If no, please specify the needs not yet addressed:
[END] Thank you!

No 

No 

1
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Appendix

Appendix C - MIB teacher questionnaire
I. Demographic variables

Participant’s ID (For Researcher’s Use): _________

Date of Completion:

(dd/mm/yyyy)

1. Demographic Information
Your Name:

Student’s Name:

Student’s Gender:

Student’s Age:

Student’s School:

Student’s Class:

Your relationship with this student:
Teacher (please specific teaching subject: _______________ )
Social Worker
Counsellor
Others (please specific: _______________ )
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Appendix

II. Strength and Difficulties Questionnaire (SDQ)
Participant’s ID (For Researcher’s Use): _________

2. For each item, please mark the box for Not True, Somewhat True or Certainly True. It would help us
if you can answer all items as best as you can even if you are not absolutely certain or the item seems
daft! Please give your answers on the basis of the child’s behaviour over the last six months or this
school year.
Not
True
Considerate of other people’s feelings
Restless, overactive, cannot stay still for long
Often complains of headaches, stomach-aches or sickness
Shares readily with other children (treats, toys, pencils
etc.)
Often has temper tantrums or hot tempers
Rather solitary, tends to play alone
Generally obedient, usually does what adults request
Many worries, often seems worried
Helpful if someone is hurt, upset or feeling ill
Constantly fidgeting or squirming
Has at least one good friend
Often fights with other children or bullies them
Often unhappy, down-hearted or tearful
Generally liked by other children
Easily distracted, concentration wanders
Nervous or clingy in new situations, easily loses
confidence
Kind to younger children
Often lies or cheats
Picked on or bullied by other children
Often volunteers to help others (parents, teachers, other
children)
Thinks things out before acting
Steals from home, school or elsewhere
Gets on better with adults than with other children
Many fears, easily scared
Sees tasks through to the end, good attention span
Is this child receiving any special educational support?
If yes, please specify support receiving:
Have the needs of this child been adequately addressed?
If no, please specify the needs not yet addressed:
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Somewhat
True

Certain
True
























































































Yes 

Yes 

No 

No 
1
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Appendix D - TTT teacher questionnaire
I. Demographic variables

Participant’s ID (For Researcher’s Use): _________

Please complete the following questionnaire according to your current status
Date:

(dd/mm/yyyy)

1. Demographic Information
Participant’s Name:
Gender: Male

Female

Age:
Participating Organization:
Occupation:
 Teacher (please specific teaching subject: ________________ )
 Social Worker

 Counsellor

Years of Experience:

 Others (please specific: ________________ )

Years

Months

Target children academic level: ________________
Average hours at work /day:
Educational Level:
Master’s Degree or above

 Bachelor’s Degree

 High School Diploma or Equivalent
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 Certificate, no degree

 Less than High School
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一、個人資料
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Appendix

II. General Self-Efficacy Scale (GSE)

Participant’s ID (For Researcher’s Use): _________

2. For each sentence, please check the box that best describes you.
Not at
all True
1.

I can always manage to solve difficult
problems if I try hard enough.

2.

If someone opposes me, I can find the means
and ways to get what I want.

3.

It is easy for me stick to my aims and
accomplish my goals.

4.

I am confident that I could deal efficiently
with unexpected events.

5.

Thanks to my resourcefulness, I know how to
handle unforeseen situations.

6.

I can solve most problems if I invest the
necessary effort.

7.

I can remain calm when facing difficulties
because I can rely on my coping abilities.

8.

When I am confronted with a problem, I can
usually find several solutions.

9.

If I am in trouble, I can usually think of a
solution.

10

I can usually handle whatever comes my way.

.
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Hardly
True

Moderat
ely True

Exactly
True

附錄

二、整體自我效能量表

69

Appendix

III. Ohio State Teacher Self-Efficacy Short-Form (OSTES)

Participant’s ID (For Researcher’s Use): _________

3. For each question, please check the box that best describes you.

To what extent can you use a variety of assessment

5

6

8

Quite A Bit

7

9

A Great Deal

4

Some Influence

3

Very Little

How much can you do?

2

Nothing

1





































To what extent can you craft good questions for
your students?



















How well can you implement alternative strategies
in your classroom?



















How much can you do to control disruptive
behavior in the classroom?



















How much can you do to get children to follow
classroom rules?



















How much can you do to calm a student who is
disruptive or noisy?









































































How much can you do to motivate students who
show low interest in schoolwork?



















How much can you do to assist families in helping
their children do well in school?



















strategies?
To what extent can you provide an alternative
explanation or example when students are
confused?

How well can you establish a classroom
management system with each group of students?
How much can you do to get students to believe
they can do well in schoolwork?
How much can you do to help your students value
learning?
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Appendix

IV. Teachers’ perceived relationship with students

Participant’s ID (For Researcher’s Use): _________

4. “I have a good relationship with my students”
(Please circle the number that represents how you feel about the question asked)
1

2

3

4

5

6

8

9

10

Strongly

Strongly

Disagree

Agree

END
Thank you!
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