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ABSTRACT 

Recent s t u d i e s ,  and pe r sona l  obse rva t ions  a s  an  a r t  c o n s u l t a n t  

have shown t h a t  t h e r e  e x i s t s  a  widespread l a c k  o f  unders tanding  of a r t  

curr iculum c o n s t r u c t i o n  among elementary t eache r s .  The s i t u a t i o n  i s  

p a r t i a l l y  expla ined  by t h e  f a c t  t h a t  a r t  educa t ion  courses  are n o t  a  

p r e r e q u i s i t e  t o  t e a c h e r  c e r t i f i c a t i o n  and, where they  a r e  o f f e r e d ,  they  

a r e  a l l  t o o  o f t e n  focused on a  s e l e c t i o n  o f  s t u d i o  product ion  exper iences ;  

consequent ly,  o t h e r  a r e a s  of concern such a s  a r t  educa t ion  phi losophy,  

curr iculum o rgan iza t ion ,  i n s t r u c t i o n a l  methods, and e v a l u a t i o n  procedures  

a r e  neglec ted .  

I t  was t h e  purpose o f  t h i s  s tudy  t o  propose and implement a four-  

c r e d i t  undergraduate  a r t  educat ion course  designed t o  meet t h e  needs of  

a  Facul ty  of  Educat ion where only one a r t  educa t ion  course  i s  o f f e r e d .  

Three b a s i c  assumptions were examined i n  t h e  p r e s e n t  s tudy:  

1. A twelve-week fo r ty -e igh t  hour pe r iod  o f  t ime i s  s u f f i c i e n t  

t o  g ive  elementary t eache r s  and t eache r s - in - t r a in ing  a n  

oppor tun i ty  t o  engage i n  t h e  c r e a t i n g  and r e f l e c t i n g  upon a r t ,  

and a  b a s i c  understanding of some major a r t  educa t ion  t r e n d s ,  

cur r icu lum planning ,  teaching  methodology, and e v a l u a t i o n  pro- 

cedures .  

2.  I t  i s  p o s s i b l e  t o  c a t e r  t o  t h e  v a r i e d  educa t iona l  needs of  a  

broad spectrum of t eache r s  and t eache r s - in - t r a in ing  du r ing  

such a  b r i e f  course.  

3 .  It i s  p o s s i b l e  t o  make s u b s t a n t i a l  l e a r n i n g  ga ins  i n  t h i s  

r e l a t i v e l y  s h o r t  pe r iod  o f  t ime. 

iii 



A f t e r  a n  i n i t i a l  l i t e r a t u r e  s ea rch ,  t h e  curr iculum developed by 

t h e  au tho r  was implemented and formal ly  eva lua ted .  

The implemented curr iculum included:  a survey  o f  contemporary 

a r t  educa t ion  phi losophy;  s t u d i o  exper iences  i n  some b a s i c  a r t  a r e a s ;  

approaches t o  cur r icu lum planning;  i n s t r u c t i o n a l  methods; and eva lua t ion  

procedures .  

The program e v a l u a t i o n  was completed by t h e  s t u d e n t s  and t h e  

i n s t r u c t o r ,  and t h e  r e s u l t s  were analyzed and c r i t i c a l l y  a s se s sed .  

General  conclus ions  suggested t h a t  s t u d e n t s  w i l l  emerge from t h i s  

course  w i t h  a s ense  o f  purpose and d i r e c t i o n  and wi th  s u f f i c i e n t  knowledge 

and s k i l l s  t o  enable  them t o  organize  and t each  more meaningful a r t  pro- 

grams f o r  t h e i r  p u p i l s ,  and t h a t  t h e  proposed curr iculum does indeed 

appear  t o  f i t  t h e  needs o f  t h e  Facul ty  o f  Educat ion where t h e  curr iculum 

w a s  implemented. 
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CHAPTER I 

INTRODUCTION 

Background 

Over a p e r i o d  of yea r s ,  first a s  a classroom t e a c h e r ,  and l a t e r  a s  an  

a r t  consul tan t , '  t h i s  r e sea rche r  has  observed inadequacies  i n  a r t  educa t ion  

programs a t  a l l  l e v e l s  of t he  school  system. I n  t h e  m a j o r i t y  of  s i t u a t i o n s  

observed, art c l a s s e s  tended t o  be  t augh t  a s  a s e r i e s  o f  un re l a t ed  produc- 

t i o n  exper iences .  Only a f r a c t i o n  of t h e  t e a c h e r s  consu l t ed  by t h e  

r e s e a r c h e r  had any s i g n i f i c a n t  background i n  curr iculum theory  o r  c u r r e n t  

a r t  educa t ion  philosophy. Very few a r t  programs showed evidence of 

s e q u e n t i a l l y  planned blocks o f  a c t i v i t i e s  t h a t  emphasize t h e  development 

of a pe r sona l  imagery, o f  a r e p e r t o i r e  of a r t  s k i l l s ,  and of  a knowledge 

about  a r t  and v i s u a l  and c u l t u r a l  awareness. A l l  t h e s e  inadequacies  were 

e s p e c i a l l y  pronounced a t  t he  elementary l e v e l  where a s i g n i f i c a n t  number 

of t e a c h e r s  w i t h  no a r t  backgrounds were r equ i r ed  t o  t each  t h e  s u b j e c t .  

The B. C. Committee on Arts and Educat ion ( " A r t s  and Education i n  

B r i t i s h  Columbia", 1979) i n d i c a t e d  t h a t  ove r  h a l f  o f  t h e  t e a c h e r s  surveyed 

r a t e d  t h e i r  backgrounds i n  t he  a r t s  a s  " l imi t ed"  o r  "very l imi ted" .  The 

r e p o r t  recommended t h a t  "It is i n  t h e  a r e a  of  t eache r  educa t ion  t h a t  changes 

must begin  i f  t h e  q u a l i t y  of  a r t  educa t ion  i n  t h e  schoo l s  i s  t o  be r a i s ed . "  

(p. i x ) .  T h i s  s i t u a t i o n  i s  p a r t l y  expla ined  by t h e  f a c t  t h a t  t eache r  candi- 

d a t e s  i n  elementary educat ion a r e  no t  r equ i r ed  t o  t a k e  a course  i n  a r t  edu- 

c a t i o h ,  and t h a t  s t u d e n t s  who do t a k e  t h e  o f f e r e d  a r t  educa t ion  courses  a r e  

a l l  t o o  o f t e n  exposed t o  only a s e l e c t i o n  o f  s t u d i o  product ion  exper iences .  

R e l a t e d l y , t h e  r e s e a r c h e r  found t h a t  a t  t h e  secondary l eve l , t eache r s , a l t hough  



2 .  

genera l ly  s p e c i a l i s t s  i n  t h e i r  a rea ,  f r equen t ly  have been exposed t o  only 

a s e l e c t i o n  o f  s t u d i o  courses, and a s  a r e s u l t  o f t e n  narrowed t h e i r  pro- 

grams t o  a few a r e a s  t h a t  they f e l t  comfortable teaching.  

The q u a l i t y  of school a r t  programs depends t o  a l a r g e  e x t e n t  on t h e  

a r t  education backgrounds of the  teachers .  The absence of an a r t  educa- 

t i o n  foundation i n  v i t a l  a reas  of curriculum concern f o r  t h e  major i ty  of 

elementary t eachers  o f t e n  r e s u l t s  i n  apathy f o r  developing meaningful a r t  

programs. 

It is no t  expected t h a t  a s i n g l e  a r t  education course w i l l  change 

the  p r e s e n t  s i t u a t i o n  t o  any s i g n i f i c a n t  ex ten t .  However, when a Faculty 

of Education o f f e r s  only one a r t  education course,  a well-organized c u r r i -  

culum and competent i n s t r u c t i o n  can provide teachers  wi th  a sense of d i rec -  

t i o n  and motivate them t o  upgrade t h e i r  educat ional  backgrounds i n  a r t .  

Problem 

Simon F r a s e r  Universi ty o f f e r s  a four -c red i t  fourth-year  a r t  education 

course designed f o r  the  education of i n t e r n i n g  and p r a c t i c i n g  teachers  of 

a l l  grade l e v e l s ,  and with a wide range of  a r t i s t i c  and p ro fess iona l  back- 

grounds. This  course has genera l ly  been taught  with a s t u d i o  emphasis. 

Although s t u d i o  experience i s  important t o  he lp  teachers  t o  develop a 

personal  imagery and a r e p e r t o i r e  of a r t  s k i l l s ,  t h e r e  i s  genera l  agree- 

ment among a r t  educators  t h a t  an over-emphasis on s t u d i o  processes does " 

not provide an adequate prepara t ion  f o r  teachers  of a r t .  It is  not  "... 
reasonable t o  expect  t o  develop knowledge of  an a f f e c t i o n  towards a l l  the 

... v i s u a l  a r t s  through the  ... process of making." (Vincent Lanier i n  

Dobbs, 1979, p. 105).  There is  a problem providing teachers  an adequate 
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oppor tun i ty  t o  l i n k  a r t  educa t ion  theory  w i t h  t h e  p r a c t i c e  of  making and 

th ink ing  abou t  a r t  i n  a program that is l a r g e l y  s t u d i o  o r i e n t e d ,  and it i s  

t h i s  problem of  l i n k i n g  theory  t o  p r a c t i c e  t o  which t h e  s tudy  addresses  

i t s e l f .  

Purpose of t h e  Study 

The purpose of t h i s  s tudy  was t o  examine t h e  area of t eache r  educa- 

t i o n  i n  t h e  v i s u a l  a r t s  and t o  des ign  and implement a twelve-week, four-  

c r e d i t  a r t  educa t ion  curr iculum s p e c i f i c a l l y  formulated t o  meet t h e  needs 

of a Facu l ty  o f  Education where only  one a r t  educa t ion  course is  o f f e red .  

The cur r icu lum was intended t o  g i v e  t e a c h e r s  a p e r i o d  of  i n i t i a l  i n s t r u c -  

t i o n  i n  a r t  educa t ion  and t o  provide  f o r  them a c l a r i f i c a t i o n  of  d i r e c t i o n  

and purpose. It was one of  t h e  major i n t e n t s  of t h e  curr iculum t o  mot iva te  

t e a c h e r s  t o  s eek  a more in-depth background i n  t h e  v a r i o u s  a r t  educa t ion  

a r e a s .  The implemented curr iculum in tended  t o  provide  t eache r s  an  oppor- 

t u n i t y  t o  engange i n  t he  c r e a t i n g  and r e f l e c t i n g  upon a r t ,  t o  provide  a 

b a s i c  unders tanding  of some major a r t  educa t ion  t r e n d s ,  and t o  provide some 

suggested approaches t o  curr iculum planning ,  teaching  methodology, and eva- 

l u a t i o n  procedures .  The curr iculum developed by t h e  r e sea rche r  was t o  be  

implemented and formal ly  eva lua ted  dur ing  t h e  Spr ing  and F a l l  1980 semester  

a t  Simon F r a s e r  Univers i ty .  

Sub jec t s  

The s u b j e c t s  cons i s t ed  o f  a t o t a l  o f  s i x t y - f i v e  s t u d e n t s  e n r o l l e d  i n  

t h e  course  d u r i n g  t h e  two semesters .  Forty-four  were elementary t eache r s  

of  a r t ,  t e n  w e r e  elementary s u b s t i t u t e  t e a c h e r s ,  seven were t eache r  candi- 

d a t e s ,  three were h igh  school  t eache r s  w i t h  some r e s p o n s i b i l i t y  f o r  teaching  

a r t ,  and one was a n  a r t  t h e r a p i s t .  



Thirty-nine students had completed t h e i r  degree requirements and 

were taking the  course to upgrade t h e i r  background i n  a r t  education. 

Eighteen s tudents  were enrolled i n  t h e  course f o r  t h e  purpose of com- 

p le t ing  t h e i r  degree requirements, and e igh t  were completing t h e i r  

requirements f o r  teacher ce r t i f i c a t i on .  

Assumptions 

The present  study generated three  assumptions: 

(1) A twelve-week period i s  su f f i c i en t  time f o r  students t o  acquire a 

philosophical  posit ion t h a t  w i l l  provide purpose and d i rec t ion  t o  

t h e i r  own endeavours and su f f i c i en t  knowledge and s k i l l s  t o  formu- 

l a t e  improvedart programs f o r  t h e i r  students.  

(2)  Students can make subs tan t ia l  gains i n  learning i n  a r e l a t i ve ly  

shor t  period of time. 

(3)  The proposed program w i l l  prove advantageous i n  a s s i s t i ng  future  

a r t  education ins t ructors  t o  formulate t h e i r  own programs. 

Objectives of t he  Study 

Spec i f i ca l l y ,  the object ives  of the  study were to: 

(1) Design a twelve-week four-credit  a r t  education course t h a t  w i l l  

provide teachers with a c l a r i f i c a t i o n  of d i rec t ion  and purpose by 

fosteringanunderstanding of t h e  aims and purposes of teaching a r t  

and t h e  s k i l l s  to se l ec t  appropriate content from the  body of  know- 

ledge i n  a r t ,  and t o  s t ruc ture  it i n  a meaningful way. 



(2) Implement t he  proposed course. 

( 3 )  Provide a s t ra tegy t o  evaluate t h e  course content and ins t ruc t iona l  

procedures. 

(4) Suggest modifications t o  t he  proposed course. 

Format of Proposed Course 

Each four-hour session of the  twelve-week foundation course was 

divided i n t o  two hours of theory and two hours of s tudio experience. 

The theory focused on current  i s sues  i n  a r t  education, curriculum plan- 

ning, teaching methodology, and evaluation procedures. The studio 

sessions concentrated on making, discussing,  and learning about a r t ,  and 

r e l a t i n g  t h e  information t o  t he  s tudent ' s  pa r t i cu l a r  classroom s i tua t ions .  

Limitations of t he  Studv 

The study was subject  t o  the  following l imita t ions:  

(1) The course was not r e s t r i c t e d  t o  elementary teachers of a r t .  

(2) The in s t ruc to r  was the  so le  i n s t ruc to r . o f  t h e  proposed curriculum. 

(3)  The study was l imited t o  only two semesters. 

(4) The study was l imited t o  one un ivers i ty :  therefore ,  the findings 

cannot be  generalized t o  other  un ivers i t i es .  

Outline of t he  ~ h e s i s  

Chapter I1 i s  devoted t o  a review of l i t e r a t u r e  re la ted  t o  a r t  

education philosophy and to program evaluation i n  t h e  visual  a r t s .  



Chapter I11 discusses, the  s t ruc ture  of the  proposed curriculum. 

Chapter I V  deals  with t he  evaluation of t h e  proposed curriculum. 

Chapter V presents a summary of t he  information, suggests 

modifications f o r  the  proposed course, and ou t l ines  possible areas 

f o r  fu r the r  research. 



CHAPTER I1 

REVIEW OF THE LITERATURF: 

Li te ra ture  per t inent  t o  a r t  education philosophy and educational 

evaluation i n  the  visual  a r t s  was reviewed f o r  implications relevant t o  

t he  topic .  The bulk of the  l i t e r a t u r e  was selected from works published 

s ince 1950. Li tera ture  d i r ec t l y  r e l a t ed  t o  the topic  was not extensive i n  

publ icat ions  p r io r  t o  t h i s  date. 

A r t  Education Philosophy 

A l l  a r t  education l i t e r a t u r e  reviewed indicated t h a t  a r t  should be 

a fundamental p a r t  of t he  overal l  educational process; however, views a s  

t o  t he  r o l e  of a r t  i n  education d i f fe red  considerably. Two broad general 

philosophical  posi t ions  t o  the  teaching of a r t  were noted: a child- 

centered approach; and a subject-oriented approach. There were numerous 

var ia t ions  o f  the  two posit ions.  For t h e  child-centered advocates " . . . 
t he  purposes of a r t  education were anchored l a rge ly  i n  concepts of ch i ld  

development and i n  the  requirements of socie ty  a t  the  expense of t he  

subject  matter  of a r t . "  (Efland, ed., 1970, p. 3) . The bulk of t he  

l i t e r a t u r e  published since the  mid s i x t i e s  has  indicated a s h i f t  from 

the child-centered emphasis t o  a subject-centered one. The advocates 

of t h e  subject-oriented pos i t ion  a l so  considered the  needs of t h e  ch i ld  

and soc ie ty  but s t ressed t h a t  the  predominant concern i n  a r t  education 

should be t h e  subject  of a r t  per se. 



H i s t o r i c a l  Background 

Child-centered o r i e n t a t i o n s .  A f t e r  t h e  1900 ' s  a  s h i f t  occur red  from a 

mechanical subjec t -centered  focus  " . . .geared t o  t h e  product ion  of 'mas ters '  

of i n d u s t r i a l  drawing r a t h e r  than  t h e  product ion  of  a r t  f o r  an a e s t h e t i c  

purpose" (Efland,  i n  E i sne r ,  ed. ,  1976, p. 67) t o  a  ch i ld-centered  o r i en -  

t a t i o n  where t h e  c h i l d  was permi t ted  t o  express  f r e e l y  wi thout  any d i r e c t  

i n s t r u c t i o n a l  i n t e r v e n t i o n .  The p o p u l a r i z a t i o n  of  t h e  w r i t i n g s  of  e a r l y  

chi ldhood educa to r s  such a s  Johann P e s t a l o z z i  (1801)L and h i s  fo l lower  

~ r i e d r i c h  Froebel  (1826)3 inf luenced  t h i s  s h i f t  towards t h e  new concept  o f  

educa t ion .  P e s t a l o z z i  and Froebel  be l i eved  t h a t  t h e  p o t e n t i a l  f o r  what t h e  

c h i l d  was t o  become was inborn ,  and t h a t  t h e  purpose of  educa t ion  w a s  t o  

f o s t e r  t h e  development of t h i s  i n h e r e n t  p o t e n t i a l  by bas ing  l e a r n i n g  on t h e  

c h i l d ' s  own exper iences  and obse rva t ions  i n  a  l ov ing  and sympathet ic  envi- 

ronment. Froebel  (Efland,  i n  E i sne r ,  1976, p. 73) w r i t e s  t h a t  t h e  "develop- 

ment of eve ry th ing  inc lud ing  t h e  c h i l d  comes from w i t h i n  us ing  t h e  thought  

which i s  i n n a t e  i n  every th ing  ..." The p u b l i c a t i o n  of John Dewey's, A r t  A s  

Experience (1934) probably had t h e  most s i g n i f i c a n t  i n f luence  on c h i l d  

development theory  i n  educat ion.  Like P e s t a l o z z i  and Froebel ,  Dewey empha- 

s i z e d  t h a t  " . . . there  was a  g e n e t i c  program b u i l t  i n t o  t h e  c h i l d  a t  b i r th . . . ' '  

( i n  E i s n e r ,  1972, p .  40) and t h a t  t h i s  i n n a t e  p o t e n t i a l  would n a t u r a l l y  

unfo ld  i n  t h e  app ropr i a t e  environment. For Dewey t h i s  environment was one 

where c h i l d r e n  would be  encouraged t o  experiment f r e e l y  and t o  organize  t h e i r  

a c t u a l  exper iences  through a r t .  A r t  educa t ion  came t o  be  viewed a s  a  v e h i c l e  

f o r  s e l f - a c t u a l i z a t i o n .  

During t h e  19401s ,  wi th  t h e  p u b l i c a t i o n  of  some very i n f l u e n t i a l  books, 

such as: N a t a l i e  Robinson Cole ' s ,  The Arts i n  t h e  Classroom (1940); Her- 

b e r t  Read 's ,  Education Through A r t  (1943); V ik to r  Lowenfeld's Crea t ive  



and Mental Growth (1947); and Henry Schaefer-Simmern's The - 
Unfolding of Ar t i s t i c  Activity (19481, the  child-centered view gained 

momentum. Child development continued t o  be viewed a s  an unfolding 

process. Henry Schaefer -Shern  (1948, p. 8) wr i tes  "... a r t  education 

must be based upon the  natural  unfolding and development of a r t i s t i c  

a b i l i t i e s .  " Lowenfeld, perhaps t he  most i n f luen t i a l  proponent of t he  

development theory i n  a r t  e d u ~ a t i o n ~ c a t e g o r i z e d  t he  ch i ld ' s  "creative and 

mental growth" in to  f ive  stages : scribbling; preschematic; schematic; 

gang age; and psuedo-naturalistic s tage ( i n  Lowenfeld and Br i t t a in ,  1975, 

Chapts. 5-10). Each stage was characterized by dominent schemata t h a t  

were believed t o  have universal cha rac t e r i s t i c s  .* During th i s  period of 

time,scholars concerned with a r t  i n  education believed t h a t  t he  po ten t ia l  

f o r  the  improvement of society l a y  within t h e  ch i ld  and t h a t  through a r t  

a c t i v i t i e s  t h i s  potent ia l  could be untapped. Herbert Read (1958, p. 201) 

writes "... the  secret  of our co l l ec t i ve  ills is t o  be traced t o  t he  

suppression of spontaneous c rea t ive  a b i l i t y  i n  t he  individual." Society 

was believed t o  have a deterimental e f f e c t  on the  developing chi ld .  

Lowenf e ld  ( i n  Lowenfeld and Br i t t a in ,  1975, p .  1) sta tes :  "If children 

developed without any interference from the  outs ide  world, no specia l  

st imulation f o r  t h e i r  creat ive  work would be necessary." The teacher 

was advised t o  provide only encouragement and support i n  a st imulating 

environment and not t o  i n t e r f e r e  with t h i s  natural  unfolding process. 

Natal ie  Robinson Cole (1940, p. 8-9) expresses t h i s  when she writes,  

"The teacher should never seek to help a child....The ch i ld  has a marvel- 

ous a b i l i t y  t o  express himself. I f  properly drawn out  and encouraged, 

he needs no help." She warns t h a t  t he  moment d i r e c t  ins t ruct ion occurs 



"... t h a t  moment i s  t he  ch i ld  cr ippled and inhibi ted.  That moment i s  

he ruined f o r  confidence i n  h i s  own way of doing." Similarly, Lowenfeld 

( i n  Lowenfeld and Br i t t a in ,  1975, p. 8) cautions: "Whenever we hear 

children say, 'I can ' t  draw' we can be sure  t h a t  some kind of i n t e r -  

ference has occurred i n  t h e i r  l i ve s . "  Teachers were encouraged t o  

concern themselves with the  process r a the r  than t he  product of a r t .  

"The teacher should remember the  growing process is  more important than 

t he  end product.. .I1 (Cole, 1940, p. 23) . 
The bulk of the  l i t e r a t u r e  published during t he  f i f t i e s  and ear ly  

s i x t i e s  continued t o  s t r e s s  a n a t i v i s t i c  view of ch i ld  development, and 

t o  suggest t h a t  teachers a c t  a s  f a c i l i t a t o r s  r a the r  than ins t ruc tors .  

Elizabeth Harrison (1951, p. 4) assures  "... ' a r t  teaching' i n  school 

should hardly e x i s t  a t  a l l .  There is very l i t t l e  teaching involved i n  

t h e  modern method, because self-expression i n  a r t  cannot be taught; it 

can only be encouraged. " Evelyn Gibbs (1958, pp . 14-15) adds " . . . t he  

ch i ld  i s  natural ly  endowed with a l l  the  q u a l i t i e s  necessary f o r  c rea t ive  

work, and t h a t  it is  h i s  [ the teacher ' s ]  function t o  bring ou t  these  

q u a l i t i e s ,  by encouragement, sympathy, and when necessary, by suggestion." 

Mare than a decade l a t e r  Rhoda Kellogg (Day i n  Dobbs, 1979, p. 1 2 2 )  advises 

".., adu l t s  who a r e  concerned about education must be wary of verbalizing 

t o  any ch i ld  about a r t  and above a l l ,  must not t r y  t o  coach him i n t o  the  

next  stage toward which he i s  moving." 

During t h e  f i f t i e s  and s i x t i e s  t h e  majori ty of t he  publications 

continued t o  view a r t  a s  a vehicle t o  meet various l i f e  needs. Blanche 

Jefferson (1969, p. ii) viewed a r t  education a s  "... the  method t h a t  



does t he  most t o  develop the  c h i l d  a s  an individual and a s  a member of a 

democratic society. " For Elizabeth Harrison (1951, p. 1) " . . . t he  aim of 

a r t  education i s  to  help i n  the  production of good c i t i zens . .  ." For 

~ o u i s e  Dunn Yochim (1967, p. 46) a r t  " . . . s t a b l i z e s  emotions, re f ines  

s e n s i t i v i t e s ,  and develops acuteness of p e r c e p t i ~ n  ...." Lark-Horovitz, 

L e w i s ,  and Luca (1967, p. 4) believed t h a t  "The aim of a r t  education is 

not t h e  production of works of a r t  but  t he  un i ty  of the  e n t i r e  growing 

personali ty." Dick Field (1970, p .  105) saw a r t  a s  a means f o r  pro- 

moting concept formation i n  other  subject  areas .  He writes "... unless 

a r t  can come out  of t h e  a r t  rooms, unless  it can play i ts  t r u e  p a r t  i n  

in tegra t ive  projects ,  it may be doomed t o  a l imited and dwindling role  

a s  therapy o r  recreation." The in tegra t ion  of a r t  with other  subject  

a reas  f o r  t h e  purposes of promoting the  general aims of education was 

t h e  most prevalent instrumental j u s t i f i c a t i on  for  a r t  i n  education 

during t he  1960's. 

I n  summary, p r i o r  t o  t h e  sixties the  main purpose of a r t  was t o  - I 

promote t h e  general aims of education. The teacher ' s  task was mainly 

t o  f a c i l i t a t e  the  process o f  self-expression by supplying a st imulating 

environment and knowing the c h i l d  well  emugh t o  be able  t o  provide 

appropriate materials  f o r  various process-oriented a c t i v i t i e s  su i tab le  

t o  t he  c h i l d ' s  l eve l  of development. 

Subject-centered or ien ta t ions .  After  the  mid s i x t i e s  t he  emphasis 

began t o  s h i f t  from a child-centered or ien ta t ion  t o  a subject-centred 

one. Eisner (1972, p. 59) writes: "The subject-centred approach.. . 
l ays  emphasis upon the  i n t e g r i t y  o f  t h e  sub jec t  matter, i ts  uses i n  



human experience and understanding, and i ts i n t r i n s i c  value." This 

pos i t ion  gained support i n  the  seventies and continues t o  be the  pre- 

dominant emphasis i n  a r t  education today. Advocates of the  subject-  , 

centered posi t ion d id  not dispute the  child-centered or ien ta t ion  t h a t  

a r t  should concern i t s e l f  with t h e  needs of the ch i ld  and the  general 

aims of education, but they emphasized t h a t  the  primary goals. of  a r t  must 

based on the  contributions t h a t  only a r t  can o f f e r  -- otherwise the  sub- 

j e c t  of a r t  can be challenged by any subject. area  with s imi la r  goals. 

A r t  education now emphasized t h a t  f o r  learning t o  occur t he  importance 

of  ins t ruc t ion  and curriculum content need t o  be emphasized. Manual 

Barkan ( i n  Efland, 1970, p. 3) describes t h i s  s h i f t :  "The overriding 

change i n  t h e  teaching of a r t  can be seen i n  t he  dissolut ion of  the  con- 

v i c t i on  t h a t  ... a r t  ... comes natural ly .  These b e l i e f s  ... a re  now 

being superseded by careful  and more frequent a t t en t ion  t o  t he  inherent 

nature  of  a r t  a s  a discipl ined and demanding f ie ld . "  The subject-centered 

advocates f e l t  t h a t  " . . . a r t  can be learned l i k e  any other  subject" 

(Cornia, Stubbs & Winters, 1976, p. l ) ,  and t h a t  ins t ruct ion was a 

c ruc i a l  component i n  promoting t h e  ae s the t i c  development of children.  

Eisner (1972, p. 661, one of the  ledding f igures  i n  t h i s  development 

writes: "... a r t k s t i c  learning i s  not an automatic consequence of matura- 

t i o n .  And . . . it can be f a c i l i t a t e d  through ins t ruct ion."  Similarly,  

Mat t i l  (1971, p. 133) s t a t e s ,  "The development of t he  chi ld  is  never the 

automatic consequence of growing older .  I n  shor t ,  t h e  teacher must be 

the  key t o  t h e  aes the t ic  development of children." 

The contributions t h a t  only art can provide became the 

major j u s t i f i c a t i on  f o r  a r t  i n  education. Wachowiak (1977, 



p. 45) writes:  "Qualitative a r t  experiences should have an undisputed 

and s ign i f ican t  place i n  the t o t a l  curriculum of the  elementary school" 

and "... should be welcomed a s  a l i v ing ,  learning experience i n  i t s  own 

r igh t . "  To "... help children develop ae s the t i c  behavior and make 

ae s the t i c  responses t o  t he  na tura l  and man-made environment ...". (Ruesch- / 

hoff & Swartz, 1969, p. 4) became the primary goal of a r t  education. 1 1 
I 

Eisner- (1975, p. 11) s t a t e s  t h a t  the  1 

prime value of t h e  a r t s  i n  education l i e s . . .  i n  t h e  
unique contributions it makes t o  t he  individual 's  
experience with, and understanding of the  world. 
The visual  a r t s  deals  with an aspect  of human con- 
sciousness t h a t  no o ther  f i e l d  touches on: the  
aes the t ic  contemplation of v i sua l  form. 

Hurwitz and Madeja (1977, p. 1) s t r e s s  that " . . . a program i n  t h e  visual  

a r t s  should be based on the  s tudents '  obtaining a general a e s the t i c  edu- 

cation. .  . t h a t  w i l l  make them apprecia tors  and par t ic ipan ts  i n  t he  

v i sua l  ar ts . . . "  The development of ae s the t i c  awareness was not seen 

a s  t he  automatic consequence of making a r t .  ~ i s n e r  (1972, p. 12) writes:  

' I . . .  t h e  a b i l i t y  t o  see the world ae s the t i ca l l y  does not automatically 

flow from t h e  a b i l i t y  t o  c r ea t e  a r t i s t i c  v i sua l  forms." What content 

would promote t h i s  aes the t ic  development became an increasingly preva- 

l e n t  topic .  The bulk of t he  l i t e r a t u r e  publishedduringthe seventies 

indicated t h a t  the  content of a r t  should include a r t  h is tory,  a r t  

appreciation,  and studio s k i l l s .  Hurwitz and Made ja (1977, p .  2) typify- 

t h e  majori ty opinion when they s t a t e :  "The content fo r  the  elementary 

sckiool should be t h e  teaching of a r t  h i s to ry ,  a r t  appreciation, and 

s tudio s k i l l s .  " 

Although the  bulk of the  l i t e r a t u r e  published during the seventies 



indicated tha t  a r t  education should focus on goals tha t  are d i rec t ly  

re la ted  to  the subject per se ,  some publications continued t o  just i fy 

art on instrumental grounds. Perhaps the most s ignif icant  new trend during 

the seventies was the just i f icat ion of a r t  on the basis of split-brain 

research. Investigators (Gardner, 1973; Gazzaniga, 1971; Luthe, 1976) drew 

information from neuro-physiological experiments on the s p l i t  brain and 

suggested tha t  the majority of creat ive functions are located i n  the r igh t  

hemisphere of the brain, while the l e f t  hemisphere was responsible for  

logical-analytical thinking and verbalization. Luthe suggested tha t  the 

majority of methods used t o  develop creat ivi ty5 i n  the past were concerned 

with left-brained ac t iv i t i e s  and therefore what was needed was a "process- 

oriented" nonverbal approach tha t  a r t  could provide.6 What many of the 

spl i t -brain advocates neglected t o  consider was the f ac t  tha t  creative 

processes involve left-brained functions as  well, such as  ordering, reason- 

ing, and selecting; therefore, is  it reasonable t o  attempt t o  develop 

crea t iv i ty  by u t i l i z ing  only right-brained ac t iv i t i e s?  

Recent publications continue t o  emphasize tha t  the principle 

objectives of a r t  instruction should be aesthet ic  and not extra-aestetic. 

Harry Broudy ( in  Dobbs, 1979, p. 58) s t a t e s  tha t  a r t  education I f . . .  must 

make i t s  case on i t s  contribution t o  aesthet ic  values and the value of 

aesthet ic  values and not on i t s  putative non-aesthetic spin-offs." 

Prevalent Orientations i n  the Classrooms 

The majority of the publications reviewed a f t e r  the mid s i x t i e s  

indicated tha t  aesthetic development should be the major emphasis i n  

art, and t h a t  a r t  content should include a r t  appreciation, a r t  history, 



t h a t  t h i s  consensus r e f l e c t s  t h e  p reva len t  o r i e n t a t i o n  i n  the  schools; 

unfor tunate ly ,  t h e  w r i t e r  has no t  found t h i s  t o  be the  case ( see  Ch. I) .  

The researcher  has observed t h a t  the  major i ty  of teachers  a r e  unaware of  

r e c e n t  developments i n  a r t  education,  and lack the  background t o  enable 

them t o  organize an a r t  program t h a t  can be j u s t i f i e d  on the  b a s i s  of 

a e s t h e t i c  development. I f  t h i s  p i c t u r e  i s  t o  change, some s p e c i f i c  d i rec-  

t i o n  is  needed f o r  teachers  and f u t u r e  teachers  of a r t .  The B.C. Committee 

of  Arts and  ducati ion (1979, p.  i x )  recommends: 

The q u a l i t y  of the  a r t s  a c t i v i t y  t o  which s tudents  a r e  exposed 
i n  the  school depends on the  q u a l i t y  of the  teaching. This i n  
tu rn  depends on the  q u a l i f i c a t i o n s  of the  teachers ,  t h e  t r a i n -  
ing  they have received,  and t h e i r  own individual  background 
and experience. I f  t h e  teacher  does not  f e e l  q u a l i f i e d  and 
competent i n  teaching the  a r t s  it i s  unl ike ly  t h a t  t h e  s tuden t  
w i l l  be s t imula ted  t o  understand and enjoy the  a r t s .  

A r t  education o r i e n t a t i o n s  whether child-centered o r  subject-centered 

become l i t t l e  more than i n t e l l e c t u a l  exe rc i ses  unless  they reach t h e  "grass  

roots"  l e v e l  of  the  individual  classrooms. Eisner  (1973, p. 12) sums up 

t h e  concerns of  the  w r i t e r  when he s t a t e s :  

Without such competence, the  f i n e  a r t s  i n  the  curriculum become 
merely a c t i v i t i e s  t h a t  o f t e n  lack  a r t i s t i c  substance. They 
become excursions designed t o  p l a c a t e  a g u i l t y  educat ional  
conscience. To be l i eve  t h a t  it i s  poss ib le  t o  develop a r t i s t i -  
c a l l y  s i g n i f i c a n t  a r t  programs without  a r t i s t i c a l l y  competent 
teachers  i s  t o  be l i eve  i n  what never was and what never w i l l  be.  

Educational Evaluat ion i n  t h e  Visual  Arts 

L i t e r a t u r e  r e l a t e d  t o  educat ional  evaluat ion  was reviewed t o  he lp  
- 

determine a philosophy and methodology f o r  program evaluat ion i n  t h e  v i s u a l  

a r t s .  J u s t i f i c a t i o n s  f o r  the  evaluat ion  of a r t  education programs va r i ed  

from a d e s i r e  not  t o  evaluate  a t  a l l  t o  t h e  o the r  extreme, a behav io r i s t i -  



c a l l y  oriented system i n  which only those  ob jec t ives  were sought t h a t  

could be measured. Jack Morrison ( i n  Stake (ed . ) ,  1975, p.  75) ques t ions  

t h e  necess i ty  of program eva lua t ion  i n  the  a r t s  when he s t a t e s  "... human 

beings have been learning about t h e  a r t s  and incorpora t ing  them a s  a 

normal p a r t  of t h e i r  condi t ion  f o r  thousands of years  without  evaluat ion ,  

i n  the  sense of today's educat ional  bureaucracies." Asahel Woodruff ( i n  

Stake (ed.) 1975, p. 84) on t h e  o t h e r  hand, f e e l s  t h a t  program evaluat ion  

i s  "... meaningful only t o  t h e  e x t e n t  t h a t  the  o r i e n t a t i o n  i s  around 

a n t i c i p a t e d  behavioral  changes." H e  goes on t o  say t h a t  "expected goa l s ,  

inc luding those i n  the  complex domain of va lue  behavior o r  a e s t h e t i c  

behavior ... can be s t a t e d  i n  behaviora l  form and set up a s  ob jec t ives  

i n  s p e c i f i c  observable and measurable form." Educators a l s o  vary i n  

t h e i r  suggested methodologies f o r  evaluat ing  t h e  e f fec t iveness  of a v i s u a l  

a r t s  program. The method of eva lua t ion  chosen depends on a m u l t i p l i c i t y  

of f a c t o r s ,  such a s  the  information needs of  the  c l i e n t ,  t h e  uniqueness 

of l o c a l  programs, and t h e  values  he ld  by those concerned. The l i t e r a t u r e  

search  indica ted  a genera l  consensus (Eisner ,  1965, p.  11; 44em%4974; 

--S; Stake, 1975, p. 28; Scriven,  p. 69 and Stufflebeam, p. 129 i n  

Worthen and Sanders, 1973) t h a t  t o  eva lua te  a program means the  process  

of  assess ing  i ts  value o r  worth; however, this i s  no t  a simple mat ter  a s  

this genera l ly  r equ i res  those  concerned wi th  the  evaluat ion  t o  have a c l e a r  

sense of what they value. The na tu re  of a r t  and c r e a t i v i t y ,  themselves 

va r ious ly  def inable  (see  Appendix B ) ,  add f u r t h e r  dimensions t o  t h e  problem. 

The l i t e r a t u r e  search examined t h e  philosophy and methodology of  some 

of t h e  major models advocated f o r  program evaluat ion  i n  t h e  v i s u a l  a r t s .  

The models examined were: I n s t r u c t i o n a l  Object ives (Tyler;  Bloom); Connoi- 

s s e u r  (Eisner);  Decision Making (Stuff lebeam);  and ~ e s p o n s i v e  (Stake) .  

The s t r eng ths  and weaknesses of each of the  models were discussed,  and 



recommendations f o r  improved evaluation procedures i n  the  v i sua l  a r t s  made. 

There a r e  d i f f e r en t  ways t o  evaluate the  program and there  i s  no one 

"correct" model su i t ab l e  f o r  a l l  purposes. Only a few questions can ge t  

prime a t ten t ion  i n  a formal evaluation study; therefore,  those concerned 

with the  evaluation m u s t  decide which model be s t  s u i t s  t h e i r  needs. 

c r i t e r i a  fo r  Evaluating a Visual A r t s  Program 

Before se lec t ing  an appropriate model f o r  any program evaluation, 

t he re  a re  c e r t a i n  questions t h a t  s b u l d  be answered: What i s  the purpose 

o f  the  evaluation? What i s  the  bes t  model f o r  t h e  purpose? Is the  

model e x p l i c i t  and appropriate? What i s  the  ra t iona le  behind the  model? 

Is the  model consensus o r  p l u r a l i s t ?  Is an adequate program description 

provided? What a r e  t h e  object ives?  How were the  object ives  determined? 

Who i s  the audience? What is the  evaluative process, and how r e l i a b l e  

i s  i t ?  What i s  the  data  base? Is the  data re l iab le?  Does the  model 

generate recommendations? Are discrepancies c l ea r ly  noted? Does t he  

da ta  support conclusions and ju s t i fy  recommendations? Is the  c r i t e r i a  

organized, e x p l i c i t ,  and log i ca l  and a re  t he  essen t ia l  fea tures  described? 

And f ina l l y ,  how were the  standards determined? Several addit ional 

c r i t e r i a  should be considered when conducting a subjective evaluation, 

such a s  the  or ien ta t ion  of the  a r t  teacher,  the trend of a r t  education 

a t  a given time and the  mentali ty of t h e  students. Furthermore, the  

development of programs t h a t  go beyond t r a d i t i o n a l  goals need t o  be 

accompanied by d i f f e r en t  approaches t o  evaluation. 

Formal evaluations have many d i f f e r e n t  purposes, such a s  t o  a id  

decision riaking, t o  f a c i l i t a t e  remediation, t o  determine i f  ce r ta in  

goals  have been reached o r  t o  document events. For an evaluation t o  be 

useful ,  the  evaluator should be se lec t ive  about t he  issues attended to, 



and have a c l ea r  sense of the  information needs of the  c l i en t .  A few 

examples should suff ice .  I f  the  teacher is viewed primarily a s  an 

arranger of experiences and opportuni t ies  fo r  students who must accept 

the main respons ib i l i ty  f o r  a r t i s t i c  learning,  then an evaluation t h a t  

emphasizes a systematic and care fu l  descr ipt ion and assessment of the  

var ie ty  of opportunit ies and experiences f o r  students t o  l ea rn  i s  needed. 

I f  t he  program is  viewed mainly a s  an enculturation process,then the  

main purpose would be t o  evaluate student knowledge and appreciation. 

This might include cognit ive goals,such a s  knowledge about a r t  h i s to ry  

o r  the  a b i l i t y  of students t o ' j u s t i f y  t h e i r  judgments about a r t  objects  

i n  terms t h a t  can be supported o r  refuted by evidence. I f  t h e  purpose 

o f  the  program is  viewed mainly a s  preparation fo r  vocational t r a in ing  

i n  the  a r t s ,  then an evaluation t h a t  concentrates on student products 

is  needed. Since an evaluation i s  of ten  a commissioned study, its 

u t i l i t y  and pay-off value i s  d i r ec t l y  r e l a t ed  t o  the  extent t o  which 

the  evaluator f u l f i l l s  the  expectations of t h e  c l i e n t .  A comprehensive 

and de ta i led  assessment which seems i r r e l evan t  t o  t h e  c l i e n t ' s  in f  orma- 

t i on  needs cannot expect t o  be given ser ious  consideration. It i s  the  

purpose of t he  evaluation t h a t  primarily determines t he  evaluation 

procedures t o  follow. 

The r o l e  of the  evaluator a l so  determines the format of t h e  

evaluation. Is the  evaluator viewed a s  a change agent,or a missionary 

f o r  some spec i f i c  cause such a s  budget a l locat ions  o r  because a decision 

regarding the  program's future  has t o  be made? Is the evaluator 

supportive o r  ind i f fe ren t  t o  the  a r t s ?  Is s/he evaluating against  



some ideal standard? Does the evaluator assume s h e  is above account- 

ab i l i ty?  Also, i s  s h e  an external o r  internal evaluator? What position 

does s h e  hold? 

These a re  jus t  some of the preliminary questions tha t  should be 

considered before an evaluation i s  made. The evaluation can b e  meaning- 

f u l  only a f t e r  the c r i t e r i a  are specified. 

Behavioral Objectives ' 

The use of behavioral objectives serves some useful functions i n  

evaluating aspects of an a r t  program, such as  i n  areas of technical 

competency, vocabulary, and a r t  history.  Ralph Tyler (1950), Benjamin 

Bloom (1971), and James ~opham'(1975) a re  the leading advocates of 

evaluation procedures emphasizing specif ic  objectives. Pre-post perfor- 

mance measurements a re  used t o  provide evidence tha t  pre-specified 

objectives were o r  were not achieved. This approach depends on a 

capabili ty t o  s t a t e  the educational objectives i n  terms of student 

behavior and the capabili ty t o  discern the accomplishment of these 

objectives. Robert Stake (1975, p. 29) s t a t e s  tha t  behavioral objectives 

models of evaluation are  preferred ". .. when it i s  important t o  know i f  

cer ta in  goals have been reached, i f  cer tain promises kept and when pre- 

determined hypotheses are  t o  be investigated. " Eisner (1975, p.  154) 

concurs t h a t  behavioral objectives do serve a purpose i n  evaluating some 

aspects of an a r t  program; however, few a r t  educators recommend the  

exclusive use of behavioral objectives i n  program evaluation a s  this 

approach tends t o  focus on the measurement of pre-specified objectives 



only; consequently t he  exclusive use of behavioral object ives  can ea s i l y  

become r e s t r i c t i v e  f o r  both teachers and students a s  t h i s  discourages 

d ivers i ty  and ind iv idua l i ty  and encourages overlooking the  unplanned. 

Eisner (1969, p. 6) s t a t e s :  " . . . requiring the  spec i f ica t ion  of 

oljjectives i n  behavioral terms can lead t o  p rac t ices  which assume t h a t  

a l l  ends i n  a r t  education t h a t  a r e  educationally s ign i f ican t  a r e  speci- 

f ied i n  advance. " Thus t he  paradox of the  evaluation procedures 

influencing, i f  not determining the p r i o r i t i e s  within the  program. 

Using pre-post t e s t  measures i n  the  form of standardized t e s t s  t o  

determine whether ins t ruc t iona l  object ives  have been met presents  addi- 

t i ona l  problems i n  evaluating a r t  programs. Vincent Lanier (1964, p. 141) 

writes: "Most a r t  educators w i l l  agree unequivocally t h a t  there  a r e  a s  

ye t  no s ign i f ican t ly  va l id  o r  r e l i a b l e  objective t e s t s  o r  s ca l e s  of 

measurement i n  a r t  .' Eisner (Symposium, U. B. C ., 1979) supports Lanier 's 

statement when he s t a t e s  

The absence of t e s t s  i n  t h e  a r t s  (and I am not 
advocating the  use of standardized t e s t s  i n  the  
arts, but  using t e s t s  f o r  purposes of i l l u s t r a -  
t i on )  leaves the  a r t  educators vulnerable since 
there  i s  no adequate way a t  present t o  demon- 
s t r a t e  s t rength o r  weakness i n  the a r t s  o r  t o  
explain why the  l eve l  of performance i s  what it is. 

He goes on t o  say t h a t  " .. . t h e  l ack  of avai lable  t e l l i n g  forms of 

evaluation i n  the  a r t s  could function a s  a po ten t ia l  educational vehicle,  

it a l so  could have a strong 

t h a t  the  community holds." 

able  and when a r t  educators 

they use what they can get .  

pos i t ive  impact on the  educational values 

There a r e  a few standard instruments ava i l -  

a r e  obliged to  use objective means t o  evaluate 

Such a p rac t ice  can lead to  d i sas t rous  



r e s u l t s  s ince what was i n  f a c t  achieved may not show up on standardized 

instruments. 

Very few published tests a r e  avai lable  i n  the  v i sua l  a r t s .  Eisner 

(1975, p. 141) s t a t e s  t h a t  "... only ten  a r e  devoted t o  the  visual  a r t s "  

and "of the  t en  t h a t  a r e  devoted t o  t h e  visual  a r t s ,  s i x  are  designed t o  

measure a r t  a b i l i t y  o r  a r t  apti tude",  and the remaining four, bas ic  

s k i l l s  and a r t  knowledge. Although t h e  use of t e s t s  i n  t he  evaluation 

of visual  a r t s  programs may lead t o  gross oversimplifications by repre- 

senting student achievement i n  terms of t e s t  scores, t h e i r  use should not 

be completely ruled out .  Eisner (1975, p. 145) sums t h i s  up when he 

s t a t e s :  " ... t o  formulate scales ,  t o  construct  t e s t s  and to  bu i ld  inven- 

t o r i e s  is  t o  s e t  standards f o r  performance i n  a f i e l d  where standards 

a r e  considered anathema." He goes on t o  say t h a t  "Although it is t rue  

t h a t  a r t  products a r e  d i f f i c u l t  t o  assess  r e l i ab ly ,  the  task is  not an 

impossible one... I f  the  teacher cannot o r  should not judge the  qua l i ty  

of a r t  produced ... then who i s  t o  judge? And by what standards is  

a r t i s t i c  learning t o  be determined?" The use of ins t ruc t iona l  objec- 

t i v e s  and t e s t i n g  should play a ro l e ,  but not an exclusive one, i n  the  

evaluation of some aspects  of v i sua l  a r t s  programs. I n  addit ion t o  

behavioral ( ins t ruc t iona l )  object ives  t h a t  emphasize "the acquis i t ion 

of  the  known", Eisner (1969, p. 6) recommends t he  use of "expressive" 

object ives  which emphasize " i t s  elaboration,  modification and a t  times * 

production of the  u t t e r l y  new." The expressive object ives  do not  speci- 

f y  what t he  student i s  t o  lea rn  from the ac t i v i t y ;  ra ther  they i nv i t e  the  

student t o  ".. . explore, defe r  o r  focus on i s sues  t h a t  a re  of pecul iar  



i n t e r e s t  t o  the inquirer."  (Eisner, 1969, p. 7 ) .  While the use of 

expressive object ives  without preparation through ins t ruc t iona l  objec- 

t i v e s  i s  l i k e l y  t o  be an abort ive  attempt, the reverse would a l so  l ead  

t o  a dead-end. One cannot presume t h a t  an educational evaluation t h a t  

focuses on a s ingle  area ,  whether it be pre-specified object ives  and 

measurable outcomes o r  expressive objectives w i l l  t e s t i f y  t o  t he  ove ra l l  

worth of an educational program i n  the visual  a r t s .  

Eisner ' s "Connoisseur" Model 

Eisner recommends t h a t  educational evaluation i n  t he  v i sua l  a r t s  

concentrate on th ree  areas:  content of program; qua l i ty  of ins t ruc t ion ;  

and the  nature of t h e  process (1979, Symposium, U.  B. C . ) .  The c o n t e n t i s  

the llselection of  learning a c t i v i t i e s  provided by. . . the teacher. . . a s  t h e  

vehicle through which t h e  students '  experience w i l l  be educational" 

(Eisner, 1975, p .  1979) . The evaluation must determine whether t h e  con- 

t e n t  i s  " t r i v i a l  o r  s ign i f ican t"  f o r  "what i s  not worth teaching i s  not 

worth teaching w e l l "  (Eisner , 1979, Symposium, U. B. C.) . Ins t ruc t ion  

i s  "the way i n  which a teacher implements curriculum plans (Eisner, 

1975, p. 179) . Eisner s t a t e s  t h a t  

It i s  possible  t o  plan a curriculum t h a t ,  from the 
standpoint of the significance and appropriateness 
of the  learning a c t i v i t i e s ,  cannot be faulted, , .  
[but] t he  ins t ruc t ion  might, even with such a cur- 
riculum be inept .  The teacher might be insens i t ive  
t o  h i s  students,  h i s  understanding of t he  curriculum 
i t s e l f  might be very l imited,  he might have l i t t l e  o r  
no rapport with h i s  students,  and h i s  pacing and tempo 
might be poor. (1975, p. 179) 



Eisner considers t h i s  area of educational evaluation t o  be t h e  most 

important and places  g rea t  respons ib i l i ty  i n  t he  hands of the  profess ional  

educator who must accept a c e r t a i n  m u n t  of t h e  respons ib i l i ty  f o r  the  

lack of student competence (1979, Symposium, U.  B. C .) . ~ i s n e r  is rein-  

forcing t h i s  l a t e r  view when he s ta tes :  

And should they [students] come t o  f e e l  inadequate 
i n  a r t  by the  end of t h e  t h i r d  year,  an inadequacy 
fostered by l i t t l e  o r  no adequate ins t ruct ion,  t h e  
t a l e n t  myth can always be employed by teachers and 
parents  a l i k e  t o  explain away the  ch i ld ' s  lack of 
comptency. (1967, p. 28) 

The wr i te r  concurs with Eisner but a l so  f e e l s  t h a t  the evaluation 

must consider those a reas  t h a t  go beyond the  control  o f  t h e  teacher,  such 

a s  the  cu l tu r a l  l e v e l  of t h e  ch i ld ' s  family, community expectations and 

school philosophy. The impact o f  such areas  t h a t  influence t he  c h i l d ,  

besides the  qua l i t y  of i n s t ruc t i on , i s  d i f f i c u l t  t o  assess.  The f i n a l  

area of Eisner ' s  model i s  the  process. Process evaluation i s  concerned 

with what the  s tudents  a r e  ac tua l ly  engaged in.  "How do they look? What 

kinds of problem so lv ing i sgo ing  on? Is there  any purpose t o  i t ? "  

(Eisner, 1979, SymposiW, U. B. C.) . 
Eisner 's evaluation model requires "educational connoisseurship" 

(1975, p. 1). By t h i s  he means t h a t  the evaluator must have exper t ise  

i n  the  area  (1975, p.  1 7 ) ,  t h a t  s/he knows "what t o  look for", and i s  

"able t o  recognize s k i l l ,  form and imagination" (1975, p. 1) . Experts 

should include un ivers i ty  professors,  teachers, l i t e r a r y  c r i t i c s ,  o r  

graduate students.  Val idi ty  is increased i f  more than one judge i s  

used and there  i s  a high l eve l  of agreement among them. Eisner i s  not 



~ ~ g g e s t i n g  t h a t  t h i s  should b e  the only approach t o  educational evalua- 

t ion .  He s t a t e s ,  "What I would l i k e  t o  do i s  t o  suggest, perhaps not 

so much an a l t e rna t ive ,  bu t  surely a needed supplement t o  t he  use of 

s c i e n t i f i c  procedures f o r  . . . evaluating educational se t t ings"  (1975, p .  

1). For Eisner,  educational evaluation is the process through which 

evidence i s  secured and judged with respect  t o  i t s  educational value 

(1965, p. 11) . He r e a l i z e s  t h a t  t h e  procedures a re  very subjective 

and the  judgments f a l l i b l e ,  but nonetheless considers t h e  procedures 

val id .  He s t a t e s  "Judgments, unlike preferences which a r e  incor r ig ib le ,  

can be grounded i n  reasons.. . " (1975, p.  2) and " I f  experts a r e  incapable 

of making judgments about educational programs, whoare? (1979 Symposium, 

U. B. C . ) .  

s tufflebeam's "CIPP Model" 

I n  circumstances when it i s  desi rable  t o  iden t i fy  educationally 

s ign i f i can t  aspects  of a program f o r  the purposes of curriculum planning, 

and when the  c l i e n t  wishes t o  a c t  a s  t he  decision-maker,Stuf•’lebeam's 

"CIPP Model" may be appropriate. Stufflebeam iden t i f i e s  four aspects  of 

educational evaluation: context; input; product; and process. ( i n  

Popham, 1975, pp. 33-37; i n  Worthen and Sanders, 1973, pp. 128-150); i n  

Eisner, 1975, pp. 201-204). During the  context evaluation, the  objec- 

t i v e s  and t h e  ra t iona le  f o r  the  object ives  a r e  determined by considering. 

t he  needs of those t o  be served by the  program, such a s  the  students,  

teachers,  administrators,  and concerned members of the  community. 

During the  context evaluation t he  following are  some of the  questions 

t h a t  might b e  considered: What a r e  t h e  competencies of the  s t a f f  i n  a r t ?  



What are  t h e  cha rac t e r i s t i c s  of the  students? (Eisner, 1975, p. 202) 

HOW adequate a r e  t he  f a c i l i t i e s ,  materials and equipment i n  the  school? 

HOW adequate and access ible  a r e  community resources? How supportive of 

the a r t s  i s  the  community? 

During the  input  stage, the  f e a s i b i l i t y  of a l t e rna t e  s t r a t eg i e s  

f o r  a t t a in ing  object ives  i s  assessed and the most e f fec t ive  s t r a t eg i e s  

f o r  the  pa r t i cu l a r  context a r e  chosen. Eisner (1975, p. 202) s t a t e s  

t h a t  ' . 

The evaluation of  input assumes the pos s ib i l i t y  t h a t  
more than one possible curriculum route can be con- 
ceived o f ,  t h a t  each of these i s  feasible ,  and t h a t  
one i s  i n  a posi t ion t o  judge the  instrumental re la-  
t ionship between these ' routes '  and the  goals of the  
curriculum. 

The process evaluation i s  concerned with providing continual feedback 

about how well ins t ruc t iona l  s t r a t eg i e s  a re  working. Data i s  secured on 

which judgements can be made during the  course of the  program. Eisner 

(1975, p. 202) s t a t e s  t h a t  

Process evaluation might take the  form of evaluating 
t he  qua l i t y  of student work a t  in te rva l s  during the  
course of the  semester o r  ... it might be d i rec ted  
toward the  assessment of t h e i r  understanding of t h e  
ideas o r  processes being taught, o r  it might deal  with 
t h e i r  sense of s a t i s f ac t i on  toward the a r t  program. 

The f i n a l  aspect  of the  CIPP Model deals with an appraisal  of 

t he  outcomes. The information is  collected,  organized, and analyzed to  

determine whether the  objectives have been met. 

Each aspect  of Stufflebeam's model provides information t h a t  can be 

used f o r  subsequent program improvement. Eisner (1975, p. 202) s t a t e s  



One of the v i r tues  of the  CIPP Model ... is ... t h a t  
it draws t o  our a t ten t ion  the poss ib i l i ty  of evaluating 
the vehicles t h a t  might carry students toward the  goals 
of the  curriculum. The content and a c t i v i t i e s  re levant  
t o  those goals a r e  a l so  candidates of careful evaluation. 
In  t h i s  way the components of the model serve a s  ana- 
l y t i c  devices f o r  i so l a t i ng  various dimensions f o r  
evaluative a t tent ion.  

The CIPP Model, however, does have l imita t ions:  the  lack of "emphasis 

on value concerns"; the  unclear "decis ion-making process " ; "undefined 

methodology"; and the  cos t  ( i n  Worthen and Sanders, 1973, p. 215) . 

~espons ive  Evaluation 

When focus on unique aspects of a par t icu la r  program is  considered 

o f  prime concern, and when consensus i n  not important, Stake's  "Respon- 

s ive Evaluation" (1975, pp . 13-33) would probably be an appropriate 

choice. Stake (1975, p .  14) s t a t e s  t h a t  

Educational evaluation i s  responsive evaluation i f  
it o r i e n t s  more d i r ec t ly  t o  program a c t i e i t i e s  than 
t o  program in ten ts ;  responds t o  audience requirements 
f o r  information; and i f  the d i f fe ren t  value- 
perspectives present a r e  referred t o  i n  reporting 
the  success and f a i l u r e  of the program. 

Stake's model i s  compatible with the divers i ty  of the a r t s  experience 

since the evaluation is mainly concerned with observation, and observa- 

t i on  repor t s  a r e  more descr ipt ive of a non-linear process. The model 

provides concrete examples of the  actual  experience while taking a 

neutral  stance a s  t o  i t s  worth o r  value. 

To do a responsive evaluation,Stake suggests t h a t  a l is t  of issues  

and a data matrix 'be organized t o  a s s i s t  i n  providing 



should be made" and "which data should be recorded" (1975, p. 18) .  

In  the functional s t ruc tu re  of h i s  model, Stake i d e n t i f i e s  twelve 

recurring events and places  them as  i f  on the  face of a clock. 

He s t a t e s  t h a t  "on t h i s  clock ... any event can follow any event, many 

events occur simultaneously, and the  evaluator re turns  t o  each event 

many t i m e s  before the  evaluation i s  finished" (1975, p. 18) .  The model 

requires planning and s t ruc ture ,  but r e l i e s  l i t t l e  on advanced organizers 

i n  t he  form of ins t ruc t iona l  objectives on secondary data i n  the form of 

t e s t  scores o r  flow char ts .  Instead Stake i d e n t i f i e s  issues  determined 

a f t e r  becoming fami l ia r  with the  program and the  people involved i n  it. 

The i s sues  then form a s t ruc ture  f o r  continued observation, discussion 

and data-gathering. The evaluation process i s  not divided i n t o  s t ages  

because the  model c a l l s  f o r  continual feedback and observation. Stake 

s t a t e s  t h a t  the  "evaluator should not r e ly  only on h i s  own powers of 

observation, judgment, and responding. He should e n l i s t  a platoon of 

students, teachers,  community leaders,  and curriculum spec i a l i s t s "  (1975, 

p. 22) t o  observe the  program and with t h e i r  help communicate the  obser- 

vations i n  the  form of repor t s ,  taped interviews, photos, exh ib i t s  o r  i n  

whatever form t h a t  best  conveys the  sense of the  program t o  a p a r t i c u l a r  

audience. Stake f e e l s  t h a t  the  evaluation should simply be a por t raya l  

from which the  audience may form t h e i r  own value judgements. He (1975, 

p ,  36) c r i t i c i z e s  Scriven1s model ( i n  Popham, 1975, p.  26-30) f o r  

expecting t he  evaluator t o  come up with some "special ins igh ts  and d e f i n i t e  

decisions". Stake does not f e e l  t h a t  t he  "insights .of any ou ts ider  a r e  

very useful"  because "one person's ins igh t  turns  out to  not be very 



highly valued by another" (1975, p. 37) . 
Responsive evaluation may be useful during formative evaluation 

when t h e  a r t  educators need help i n  monitoring t he  program and when no 

one i s  sure what problems may a r i s e ,  and it may be useful  i n  summative 

evaluation when the  audience wants an understanding of  t h e  program's 

a c t i v i t i e s ,  s t rengths  o r  shortcomings and when the evaluator f e e l s  t h a t  

it is  his/her respons ib i l i ty  t o  provide a vicarious experience. On the  

other  hand, there  a r e  some d i s t i n c t  disadvantages i n  using h i s  approach. 

The methods a re  non-objective and subject  t o  personal b i a s ,  and the  da t a  

may be suspect because of the col lect ion methods. 

Other Approaches 

Group comparison. Educational evaluation using group comparisons i s  

a frequently used procedure i n  our education system. I t  is  based on the  

assumption t h a t  the  way i n  which most members of a group behave i s  normal 

o r  r igh t .  The main drawback of group comparison, especial ly  i n  the  

a r t s ,  where individual i ty  and c r ea t i v i t y  a r e  encouraged, i s  t h a t  it 

favours t h e  majority, and does not take i n t o  account individual growth 

and a b i l i t y .  Some students experience success i n  one medium, bu t  have 

d i f f i c u l t y  i n  another. This approach may be useful  i n  the a r t s  when 

some broad comparison of programs i n  terms of mater ia ls ,  resources, 

community involvement, e t  cetera  , i s  desired. 

Self-evaluation. Besides the  evaluation models t h a t  c a l l  f o r  

external  evaluators,  self-evaluation procedures should be employed i n  a 

formative manner t o  complement ins t ruct ion.  Self-evaluation i s  here 



29. 

defined t o  mean any diagnost ic  procedure by which ind iv idua l  i n s t r u c t o r s  

analyze t h e i r  teaching. Student  feedback i n  t h e  form of ques t ionnaires  

and discuss ions  may prove use fu l .  Also, when i n s t r u c t o r s  eva lua te  s tu -  

den t  performance they should look back t o  themselves t o  determine what 

t h e  r e l a t i o n s h i p  i s  between where the  s tudents  a r e  and t h e  q u a l i t y  of t h e  

content  and i n s t r u c t i o n .  However, when using se l f -evaluat ion procedures 

i n  the  form of student-feedback one should a l s o  look a t  such v a r i a b l e s  

a s  t h e  following: c o r r e l a t i o n  between s tudent  marks and p o s i t i v e  o r  nega- 

t i v e  feedback; t h e  c o r r e l a t i o n  between i n s t r u c t o r s  with tenure  and p o s i t i v e  

o r  negative s tuden t  r a t i n g s ;  the  amount of agreement between t h e  ins t ruc -  

t i o n a l  problems i d e n t i f i e d  by t h e  teachers and those i d e n t i f i e d  by t h e  

s tudents ;  and whether i n s t r u c t o r s  tend t o  concentrate more on problems 

associa ted  wi th  i n s t r u c t i o n a l  procedures and t h e  s tuden t s  more on problems 

associa ted  wi th  course content ,  Because of va r iab les  such a s  t h e  ones 

l i s t e d ,  and because of t h e  lack of genera l ly  accepted measures of  teaching 

e f fec t iveness  by which t o  compare s tudent  r a t i n g s ,  such r a t i n g s  should not  

be used t o  make comparisons among i n s t r u c t o r s  f o r  dec i s ion  making purposes. 

However, it does not  i n v a l i d a t e  t h e i r  use a s  a feedback mechanism. Both 

se l f -evaluat ion and e x t e r n a l  evaluat ion procedures should be used i n  

educational  evaluat ion a s  they provide complementary 

teaching - l ea rn ing  process.  

Summary 

Within ar t  education,  evaluat ion procedures have 

most vague and neglected a rea  of teacher  concern and 

(1971, p. 37) g ives  one reason f o r  t h i s  neglect  when 

perspect ives  on t h e  

genera l ly  been t h e  

p r a c t i c e .  Eisner  

he s t a t e s ,  " A r t  



educators have seen evaluation a s  an unwelcome intruder.  To evaluate i n  

t h e  eyes of many i n  the  f i e l d  has been considered tantamount t o  c losing 

o f f  t he  well  spr ings  of t h e  ch i ld ' s  a r t i s t i c  development." Arguments t h a t  

a r t  i s  personal and has no s e t  ru les  and t h a t  one cannot j u s t i fy  

one's l i k e s  and d i s l i ke s  i n  a r t  a r e  of ten pu t  fo r th  by those skep t ica l  

of evaluation. I f  one argues t h a t  there a r e  no j u s t i f i ab l e  c r i t e r i a  f o r  

determining qua l i ty  i n  a r t ,  then evaluation is  not possible,  b u t  i f  t h i s  

i s  the  case,then there  can be no ins t ruct ion e i t he r  -- except i n  teaching 

technical  s k i l l s .  Kurt Rowland (1968, p. 5) adds, " I t  is  not surpr is ing 

t h a t  a r t ,  which seems t o  have such woolly aims has become a f r inge sub-,  

j e c t  and is thought t o  be l e s s  essen t ia l  than 'recognized' subjects  which 

a r e  considered indispensable. " I n  a l l  educational programs, teachers  must 

have c l ea r  ideas  o r  proposals f o r  what they are  teaching a s  well  a s  

v a l i d  evaluation procedures t o  assess  resu l t s .  Evaluation procedures, 

both ex te rna l  and teacher i n i t i a t e d ,  i f  used on a regular bas i s ,  should 

help t o  c l a r i f y  the  meanings, functions and procedures of a r t  education, 

which i n  t u rn  should help t o  improve i t s  public image. 

When conducting an educational evaluat ion,mre than a s ing le  

evaluator should be used t o  enhance the r e l i a b i l i t y  and ob j ec t i v i t y  of 

t h e  evaluation. An evaluation, i n  most instances,  includes only a 

sampling of  a program, and by having more than one evaluator doing 

the  sampling the  evaluation has a greater probabi l i ty  of representing 

the  e n t i r e  program. Also, what i s  done with the  evaluation repor t  has 

a bearing on i t s  ul t imate  effectiveness.  I t  must be kept i n  mind t h a t  

educational evaluations a re  generally concernedonlywith short-term indica- 



t o r s  of growth, while most outcomes i n  a r t  programs are  long-term and may 

never be effect ively evaluated. To cope with the complexities i n  

evaluating the intentions,  processes and outcomes of an a r t  education 

program is not a simple matter, nor does it necessarily r e su l t  i n  clear- 

cut  answers; but not t o  evaluate is  not t o  question the educational 

value of decisions we make o r  the actions we take. 



A PROPOSED ART EDUCATION CURRICULUM FOR THE INITIAL INSTRUCTION OF 

ELEMENTARY TEACHERS OF ART 

Program Desc r ip t ion  

( s e e  Appendix C f o r  course  o u t l i n e )  

The cour se  was designed t o  provide  elementary t eache r s  and t e a c h e r s  

i n  t r a i n i n g  a pe r iod  of  i n i t i a l  i n s t r u c t i o n  i n  a r t  educa t ion  theory  and 

p r a c t i c e ,  and a c l a r i f i c a t i o n  of d i r e c t i o n  and purpose by p rov id ing  f o r  

them an oppor tun i ty  t o  engage i n  t h e  c r e a t i n g  and r e f l e c t i n g  upon a r t  and 

t o  g a i n  a b a s i c  unders tanding  of some c u r r e n t  i s s u e s  i n  a r t  cur r icu lum 

planning ,  t e a c h i n g  methodology, and eva lua t ion  procedures .  

The cour se  was d iv ided  i n t o  twelve, four-hour s e s s ions .  Each o f  t h e  

s e s s i o n s  concen t r a t ed  on two hours  of  theory  and two hours  of  s t u d i o  work. 

The theory focused on contemporary t r e n d s  i n  a r t  educat ion,  cur r icu lum 

planning,  t e a c h i n g  methodology, and eva lua t ion  procedures .  The p r a c t i c a l  

s e c t i o n s  focused on s t u d i o  experience i n  drawing, p a i n t i n g ,  ceramics,  

p r i n t  making and weaving. There were t h r e e  r equ i r ed  assignments:  one 

paper  of  approximately twelve pages on curriculum cons t ruc t ion  and evalua- 

t i o n  procedures ,  one o r a l  p r e s e n t a t i o n  r e l a t e d  t o  the course con ten t ,  

and one r e sou rce  b inde r .  I n  add i t i on ,  s t u d e n t s  were expected t o  become 

f a m i l i a r  w i t h  a s e l e c t i o n  o f  t e x t s .  

Course Philosophy 

The proposed cur r icu lum suppor ts  t h e  subjec t -centered  o r i e n t a t i o n  

t h a t  a r t  i n  educa t ion  should b e  p r i m a r i l y  concerned w i t h  t h e  s u b j e c t  o f  

art ,  b u t  must a l s o  t a k e  i n t o  account  t h e  c h i l d ' s  needs, and t h e  environ- 



ment i n  which t h e  program funct ions .  It is accepted t h a t  a r t ,  l i k e  any 

o t h e r  s u b j e c t  a r e a  e n t a i l s  a body o f  knowledge, s k i l l s  and concepts  t h a t  

must be  l ea rned  i n  o r d e r  t o  be  understood. To become knowledgeable about 

a r t  e n t a i l s  ga in ing  a working knowledge of  b a s i c  a r t  concepts  and a r t  

techniques.  deve loping  a pe r sona l  imagery, become v i s u a l l y  s k i l l e d .  

ga in ing  a a p p r e c i a t i o n  o f  our  c u l t u r a l  h e r i t a g e  and becoming informed 

about  a r t  h i s t o r y .  It i s  be l i eved  t h a t  v i s u a l  and v e r b a l  l i t e r a c y  asso- 

c i a t e d  w i t h  a e s t h e t i c 8  phenomena should be  t h e  primary o b j e c t i v e  o f  any 

a r t  program, and t h a t  t h i s  can be  developed by focus ing  on t h e  above 

concerns.  

This  p a r t i c u l a r  curr iculum 

t o  meet t h e  needs o f  elementary 

backgrounds. For many t e a c h e r s  

educa t ion  cour se  t h a t  they  w i l l  

format was s e l e c t e d  because it a t t empt s  

t e a c h e r s  w i th  minimal o r  no a r t  educa t ion  

t h i s  w i l l  l i k e l y  be t h e  only  formal  a r t  

take ;  t h e r e f o r e  it i s  impor tan t  t h a t  t h e  

t eache r s  b e  provided  w i t h  a s u f f i c i e n t  scope of  con ten t  and a s ense  o f  

d i r e c t i o n  t o  i n s t i l l  i n  them a s u f f i c i e n t  understanding o f  a r t  and degree  

of p r o f e s s i o n a l  competency t o  enable  them t o  s t r u c t u r e  and implement j u s t i -  

f i a b l e  a r t  programs. and t o  i n s t i l l  i n  them the  d e s i r e  t o  overcome t h e i r  

weaknesses. 

Course Goals 

The cour se  

(a )  t o  provide 

a personal 

Rat iona le  : The 

assumption t h a t  

b a s i s  t o  s e l e c t  

g o a l s  were a s  follows: 

studio experience i n  order t o  promote the development o f -  

imagery and aesthetic growth. 

bulk  o f  t h e  r e c e n t  p u b l i c a t i o n s  reviewed suppor t s  t h e  

s t u d i o  exper ience  w i l l  p rovide  t eache r s  w i t h  a s t r o n g e r  

and o rgan ize  r e l e v a n t  con ten t  f o r  t h e i r  own a r t  programs. 



and s u f f i c i e n t  s k i l l s  and understanding t o  teach  it. 

(b)  t o  provide knowledge about predominant histoY.icaZ and contemporary 

trends i n  ar t  education t o  ass is t  teachers t o  formulate a philo- 

sophical basis for the ir  own programs. 

Rationale:  It was f e l t  t h a t  t eache r s  must have some unders tanding  o f  

predominant h i s t o r i c a l  and contemporary t r e n d s  i n  a r t  educa t ion  i n  o rde r  

t o  j u s t i f y  t h e  ph i lo soph ica l  base f o r  t h e i r  program. 

(c) t o  provide a su f f ic ient  working knowledge of curr iculm construction 

and instructional methodology i n  order t o  enable students t o  formu- 

late  programs for the ir  particular group of students. 

Rationale:  It has  been t h e  i n s t r u c t o r ' s  exper ience  t h a t  t e a c h e r s  w i th  

minimal unders tanding  of curriculum cons t ruc t ion  and t each ing  methodology 

tend t o  organize  t h e i r  a r t  programs on t h e  b a s i s  of  u n r e l a t e d  product ion  

exper iences  ( s e e  Chapter I ) .  

(dl t o  provide a working knowledge of evaluation methodo logy entai  Zing 

both student and self-evaZuation procedures (See Figures 3 and 4 ) .  

Rationale:  It i s  b e l i e v e d  t h a t  s e l f - eva lua t ion  is  impor tan t  i n  assist- 

i n g  t e a c h e r s  t o  determine the  q u a l i t y  of t h e i r  i n s t r u c t i o n  and t h e  e f f ec -  

t i v e n e s s  of  t h e  s e l e c t e d  content  f o r  t h e  purposes of  improving t h e i r  

programs, and t h a t  on-going p u p i l  eva lua t ion  is  h e l p f u l  i n  o r d e r  t o  

determine t h e  degree  and d i r e c t i o n  o f  s t u d e n t  p rog res s .  

(el  t o  provide students with suggested reading material i n  order t o  

, encourage them t o  ,develop the ir  knowledge base. 

Rationale:  The purpose o f  t h e  assigned r ead ing  m a t e r i a l  was t o  expose 

t h e  t e a c h e r s  t o  t h e  w r i t i n g s  of some prominent a r t  educa t ion  t h e o r i s t s  

i n  o r d e r  t o  p rov ide  them wi th  a r e f e rence  base  f o r  f u t u r e  s tudy .  



Learnina Outcomes 

(a )  Teachers will be able t o  demonstrate that  they are u t i l i z i n g  personal 

imagem i n  t h e i r  a r t  work. 

Rationale: There i s  general consensus among a r t  educators t h a t  the develop- 

ment of a personal imagery is  a necessary prerequisite t o  creating a r t .  

( b )  Teachers will be able t o  demonstrate the u t i l i z a t i o n  of basic 

design concepts i n  the i r  a r t  work. 

Rationale: Design concepts are the fundamentals of a r t .  A l l  a r t  work 

u t i l i z e s  some aspects of design elements and principles.  

( c )  Teachers will be able t o  use appropriate ar t  vocabulary i n  relat ion 

t o  t h e i r  work. 

Rationale: In order t o  ta lk  about a r t  meaningfully it is necessary to  

become familiar with the language of a r t .  

(dl Teachers will be able t o  select  and adapt appropriate content from 

the b& of  a r t  knowledge t o  s u i t  t he i r  particular classroom situations.  

Rationale: The body of a r t  knowledge i s  so vast tha t  no s ingle individual 

could ever hope t o  master it a l l .  It i s  not suf f ic ient  for  teachers t o  

familiarize themselves w i t h  a selection of a r t  content areas, they must 

a l so  be able t o  se l ec t  and adapt appropriate content from the body of a r t  

knowledge i n  order t o  meet individual needs and t o  

the i r  pupils.  

(el  - Teachers w i l l  be able t o  verbally demonstrate 

f a c i l i t a t e  learning i n  

knowledge of two domi- 

nant orientations t o  ar t  education 

Rationale: In order for  teachers t o  be 

since the 1940's. 

able t o  just i fy the philosophical 



base  f o r  t h e i r  programs 

t i o n s  t o  art educa t ion .  

they  must have some knowledge of major o r i e n t a -  

( f )  Teachers w i l l  be able t o  verbally convey that  they have familiarized 

themselves with two ar t ic les  published since 1979 expressing con- 

cerns as t o  the s tate  of the ar ts  i n  Canada. 

Rationale:  I t  is  impor tan t  t o  keep up wi th  c u r r e n t  Canadian p u b l i c a t i o n s  

i n  o r d e r  t o  b e  a b l e  t o  eva lua t e  t h e  e f f e c t i v e n e s s  o f  one ' s  a r t  program i n  

r e l a t i o n  t o  t h e  latest  research  f ind ings .  

(g )  Teachers w i l l  be able t o  organixe selected curriculwn content i n  

a defendable progression. 

Rat iona le :  I t  i s  g e n e r a l l y  accepted t h a t  s t u d e n t  l e a r n i n g  is f a c i l i t a t e d  

when t h e  c o n t e n t  i s  organized i n  a  p rog res s ion  from t h e  s imple  t o  t h e  more 

complex and when t h e  l e a r n i n g  b u i l d s  on t h e  s t u d e n t ' s  p rev ious ly  acquired 

s k i l l s .  

(h)  Teachers wiZZ demonstrate familiarity with a t  least  two teaching 

s trategies  and the i r  appropriate uses. 

Rat iona le :  The w r i t e r  concurs w i th  Joyce and Weil (1972) t h a t  some teach- 

i n g  s t r a t e g i e s  may be  more appropr i a t e  f o r  c e r t a i n  l e a r n i n g  t a s k s  than  

o t h e r s  i n  enhancing s t u d e n t  l ea rn ing .  

(i) Teachers will be familiar with one methodology for evaluating the 

progress of the i r  pupils i n  art ,  and for evaluating the e f fec t ive-  . 

ness o f  the i r  ins tme t ion  and the selected currieulwn content. 

Rayionale: I t  i s  b e l i e v e d  t h a t  eva lua t ion  i s  important  i n  a s s i s t i n g  

t e a c h e r s  t o  determine t h e  q u a l i t y  of t h e i r  i n s t r u c t i o n  and t h e  e f f e c t i v e -  

ness  of  t h e  s e l e c t e d  con ten t  f o r  t h e  purposes o f  improving t h e i r  programs, 



and t h a t  on-going pup i l  evaluat ion i s  he lp fu l  i n  o rde r  t o  determine the  

degree and d i r e c t i o n  of s tudent  progress.  

C r i t e r i a  f o r  Evaluation o f  Student  Progress 

The s tuden t s  were evaluated and graded on the  b a s i s  of t h e  following 

c r i t e r i a  : 

Attendance, participation, attitude 

Assigned paper 

Resource binder 
I 

Effort, persistency, and grouth i n  understanding 

ar t  

Learning outcomes as specified 

(See Appendix F f o r  s tudent  evaluat ion  form.) 

Course Format 

and making 

The 

Studio 

The 

however, 

course was divided i n t o  two sec t ions :  

s tuden t s  spent  two, two-hour sess ions  

s t u d i o  and theory.  

on each a c t i v i t y  a rea  ; 

most s tuden t s  requested and received e x t r a  s t u d i o  time. 

Each s t u d i o  a r e a  focused on four a reas  of concern: 

(1) I n s t r u c t o r  demonstrations t o  f a m i l i a r i z e  teachers  wi th  a r t  processes,  

design concepts,  

and p u b l i c a t i o n s  

vocabulary of a r t ,  audio and v i s u a l  l e s s i o n  a i d s ,  

r e l a t e d  t o  t h e  a c t i v i t y  areas .  



(2 )  S tud io - r e l a t ed  t a s k s  i n  t h e  fol lowing 

p a i n t i n g ,  ceramics,  p r i n t  making, and 

a r t  a c t i v i t y  a r eas :  

f ib res . '  The t a s k s  

38. 

drawing, 

e n t a i l e d  

s t u d e n t s  c r e a t i n g  v i s u a l  s ta tements  based on t h e  fo l lowing  approaches: 

(i) In-depth e x p l o r a t i o n  o f  a  c o r e  concept.  

(ii) A s e q u e n t i a l  p rog res s ion  of a  c o r e  concept.  

(iii) A v i s u a l  message which demonstrates  s o c i a l ,  c u l t u r a l ,  o r  

h i s t o r i c a l  awareness. 

S tuden t s  w e r e  r equ i r ed  t o  exp lo re  t h e  p o s s i b i l i t i e s  of  a l l  t h r e e  

approaches du r ing  t h e  course of  t h e  term ( s e e  Appendix G . f o r  

examples).  

( 3 )  Some sugges ted  uses  of b a s i c  a r t  s u p p l i e s  based on l o c a l  school  

d i s t r i c t  a r t  r e q u i s i t i o n s .  

(4)  Un i t  p l a n s  based on t h e  t e a c h e r ' s  s e l e c t e d  s t u d i o  t a s k .  The u n i t  

p l a n s  formed a p a r t  o f  t h e  expected r e sou rce  b inder .  

Theory 

A r t  educa t ion  philosophy. Two, two-hour s e s s i o n s  were devoted t o  an 

overview o f  major  t r e n d s  i n  a r t  educa t ion  s i n c e  t h e  1 9 4 0 ' s . ( s e e  Chapter 

111). P r e v a l e n t  t r e n d s  were d iscussed  and s t u d e n t s  were encouraged t o  

draw i m p l i c a t i o n s .  ~ i t e r a t u r e  ( s ee  Appendix E f o r  reading  l ist)  was 

recommended. 

Cons ide ra t ions  f o r  curr iculum planning  and eva lua t ion  procedures .  

E igh t ,  two-hour s e s s i o n s  were devoted t o  curr iculum planning.  The c u r r i -  

culum s e s s i o n s  focused on t h e  fol lowing seventeen concerns: 

( I  ) Jus t i f ica t ions  for teaching 

students were encouraged t o  

teaching a r t  and t o  cZarify 

a r t  

discuss the various just i f icat ions 

why they feZt a r t  i n  education was 



and aesthet ic  heritage was discussed. 

Rationale: I n  o rde r  f o r  teachers  t o  be  able  t o  j u s t i f y  t h e i r  a r t  programs 

t o  pa ren t s ,  col leagues ,  and s tuden t s ,  they must know why they a r e  teaching 

t h e  sub jec t .  

(2) Goals for teaching ar t  

The stated goals i n  a variety of cuYrlYieuZm guides (Ohio Guide, 1970; 

Calgary Guide, 1979; B. C. Secondary Curriculum Guide, 1980; and 

Peel Board of Education Guide) and i n  some of the recommended course 

l i tera ture  (see Appendix c) were examined. 

Rationale:  I n  o rde r  t o  conduct a s t rong a r t  program with a c l e a r  sense 

of  purpose it is necessary f o r  teachers  t o  be f a m i l i a r  wi th  t h e  goals  f o r  

t h e i r  a r t  education programs. 

( 3 )  Sequencing 

The value of sequencing learning from the simple t o  the more complex 

was discussed. I t  was suggested that teachers plan jus t i f iable  

programs that  show progression by building on previously acquired 

s k i l l s  and by emphasizing basic ar t  concepts a t  every ZeveZ. 

Rationale:  I t  i s  genera l ly  accepted t h a t  s tuden t  l ea rn ing  i s  f a c i l i t a t e d  

when curriculum content  i s  organized i n  a defendable progress ion and when 

a r t  concepts  a r e  r e in fo rced  throughout the  year .  

( 4 )  A r t  content 

I t  was emphasized that  it was up t o  the teachers t o  se lec t  appropriate 

art content from the vast body of a r t  knmZedge and t o  be a3Ze t o  

jus t i f y  why the particular selection was made. To aid teachers i n  

tk seZection of content a mode2 was provided (see Figure 1). 



40. 

Rationale: I n  order  t o  a s s i s t  s tuden t s  t o  l e a r n  t o  make and understanding 

a r t  they need t o  be provided a r t  content  appropr ia te  t o  t h e i r  indiv idual  

needs and backgrounds. 

(5) Focusing art instruction 

Teachers were encornaged t o  discuss the various ways t o  focus art 

instruction. I t  was suggested that it would be helpful t o  focus 

instruction on various themes related t o  the students' interests,  

and for ar t  making activi t ies  t o  consider the format used by the 

instructor t o  focus the various art act iv i ty  areas (see studio 

section i n  t h i s  chapter). 

Rationale: It is believed t h a t  a r t  a c t i v i t i e s  t h a t  have l i t t l e  t o  do 

with s t u d e n t  i n t e r e s t s  o r  backgrounds and t h a t  do not  encourage s tudents  

t o  focus on a r t  problems t h a t  encourage the  development o f  see ing  s k i l l s ,  

knowledge and understanding about a r t  do l i t t l e  t o  f a c i l i t a t e  s tudent  

learning about a r t .  

(6) Deve Zopixental stages 

Teachers were familiarized with the characteristics of children's 

ar t  eqress ion at  various stages o f  development. Literature related 

t o  the developnent of children's art  expression, and actual art  work 

produced by children a t  various stages of development were examined 

and discussed. 

Rationale: It was pointed ou t  t h a t  ch i ld ren ,  i n  a r t ,  a s  i n  any o the r  - 

s u b j e c t  a r e a ,  progress  through var ious  developmental s t a g e s ,  and t h a t  it 

was 'important f o r  teachers  t o  have some knowledge of these  s t a g e s  i n  order  

t o  meet ind iv idua l  needs and t o  a s s i s t  s tuden t s  t o  b u i l d  on t h e i r  expres- 

s ions .  





EXPLANATION OF TERMS AS USED I N  
ART CONTENT MODEL 

Making A r t :  Making a r t ,  a s  opposed t o  manipulating mate r i a l s ,  
involves s k i l l s  which enables  t h e  a r t i s t  t o  c r e a t e  v i s u a l  s tatements 
o f  individual  c r e a t i v i t y  e n t a i l i n g  knowledge o f  ma te r i a l s ,  pro- 
cesses ,  design concepts,  t o o l s  and equipment, and a vocabulary o f  
a r t .  

1. Materials:  The substances from which a r t  products a r e  made. 

2. Design Concepts: The elements and p r i n c i p l e s  o f  a r t .  

3 .  Tools and Equipment: The t o o l s  and equipment used i n  the  a r t  
processes.  

4 .  Vocabulary: The language o f  a r t .  

5. S k i l l s :  The e x p e r t i s e  t o  make a r t  products .  S k i l l s  cannot be 
taught ;  they  must be developed. 

Understanding A r t :  Understanding, apprec ia t ing  and comprehending 
a r e  synonyms. Understanding a r t  cannot be taught;  r a t h e r ,  it must 
be  learned.  It e n t a i l s  l ea rn ing  toobse rve  a n a l y t i c a l l y ,  becoming 
knowledgeable about a r t  h i s t o r y ,  about t h e  s o c i a l  impact o f  a r t ,  
about a r t  a s  a r e f l e c t i o n  o f  var ious  c u l t u r e s ,  and about the  
vocabulary of a r t .  

~ n a l y t i c d L  observation:  Analyt ica l  observation e n t a i l s  looking, 
s c r u t i n i z i n g ,  and d i scuss ing  t h e  meaning. I t  can be taught .  

A r t  History: A r t  h i&. to . ry in th i s  model i s  intended t o  include 
t h e  h i s t o r y  of a r c h i t e c t u r e ,  popular  a r t ,  and fo lk  a r t .  

Cultures:  Cul tures  e n t a i l s  t h e  s tudy o f  our  c u l t u r a l  h e r i t a g e  
i n  order  t o  develop an apprec ia t ion  o f  t h e  var ious  c u l t u r a l  
groups and the  con t r ibu t ions  they have made. 

S o c i a l  I s sues :  Soc ia l  i s s u e s  e n t a i l  t he  study of  t h e  impact t h a t  
var ious  a r t  forms have had on human re la t ionsh ips .  

Perceiving:  Perce iv ing a s  opposed t o  looking e n t a i l s  an 
i n t e l l e c t u a l  process o f  observing wi th  understanding. Seeing 
and perce iv ing a r e  synonymous. 



EXPLANATION OF TERMS AS USED I N  ART CONTENT MODEL (continued) 

Communicating: Communicating e n t a i l s  being able  to verba l i ze  
one 's  perceptions and experiences about a r t .  

Phenomena: Phenomena is  defined a s  "Any o b j e c t  known through 
t h e  senses. " ( ~ h a d s e y ,  P., and Wentworth, H. (ed .) , The G q s s e t  
Webster Dictionary. Canada: Grosset  and Dunlop, Inc.)  

Visual and Verbal Fluency t o  Aesthet ic  Phenomena: 
Visual and verbal  fluency t o  a e s t h e t i c  phenomena e n t a i l s  t h e  
a b i l i t y  t o  ve rba l i ze  about these  q u a l i t i e s ,  and t h e  a b i l i t y  t o  
c r e a t e  a r t  forms. 
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( 7 )  Unit and lesson planning 

Teachers were encouraged t o  organize the Zearning for the ir  students 

in to  blocks of a c t i v i t i e s  arranged i n  a planned progression. Teachers 

were provided a uni t  format as a starting point and encouraged t o  

formulate the ir  own (see Appendix F). I t  was emphasized that  uni t s  

and lessons, Zike a story, should have a beginning, middle, and ending. 

Rat iona le :  There i s  gene ra l  consensus among a r t  educa tors  t h a t  l ea rn ing  

is  f a c i l i t a t e d  when a r t  con ten t  is  organized  s o  t h a t  it p rogres ses  from 

t h e  s imple t o  t h e  more complex and b u i l d s  on p rev ious ly  acqui red  s k i l l s .  

( 8 )  PZanning an overview 

To ass i s t  teachers i n  organizing the i r  a r t  progrmns it was suggested 

that  teachers consider pZanning an overview for the year (see 

Figure 2 ) .  

Rat iona le :  It i s  be l i eved  t h a t  an  overview f o r  t h e  yea r  can  h e l p  t e a c h e r s  

t o  focus t h e i r  programs on t h e  in t ended  a r t  educa t ion  g o a l s ,  and a s  a 

r e s u l t ,  h e l p  t o  minimize t h e  p r e v a l e n t  tendency t o  provide u n r e l a t e d  

product ion  exper iences  f o r  s tuden t s .  

(9) Classroom environment 

The u t i l i za t ion  of the classroom environment as a valuable aid t o  

instruction and student learning was discussed. The importance of 

an at tract ive,  organized environment re fzec t ive  of student work was 

stressed. 

Rat iona le :  It i s  be l i eved  t h a t  a classroom environment can be  arranged 

s o  t h a t  it w i l l  enhance v i s u a l  p e r c e p t i o n  r e l a t e d  t o  a e s t h e t i c  phenomena, 

and s t i m u l a t e  s t u d e n t  l ea rn ing  i n  ar t .  



Figure 2 
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(1 0 )  Learning resources 

Students were familiarized with v d o u s  cornunity learning resources, 

such as schooZ d i s t r i c t  learning resource centres, a r t  galleries,  10 

and the possible expertise of  pensioners, parents, and the mentally 

and physically handicapped. 

Rationale: It i s  believed t h a t  the various community resources can play 

a s ignif icant  role  i n  enriching the school a r t  program. 

(11) Classroom management 

I t  was suggested that  teachers encourage the i r  students t o  take an 

active part i n  classroom management a c t i v i t i e s ,  such as room organi- 

zation, clean-up, rules  e t  cetera. 

Rationale: It is  believed t h a t  par t ic ipat ion i n  classroom management 

a c t i v i t i e s  can be helpful i n  ass i s t ing  students to  gain a respect fo r  the 

materials and tools of a r t ,  and the i r  personal a r t  products, as well as  

those of others. 

f 12) Personality t r a i t s  

I t  was emphasized that  the personality t r a i t s  of a teacher are cmlciat. 

A teacher shouZd be empathetic, be f lexible,  but f i r m  when necessary, 

be sensit ive t o  individuaZ differences and needs, and have a sense of 

hwnor . 1 I 

Rationale: There i s  considerable consensus among a r t  

teacher who demonstrates undesirable t r a i t s  w i l l  have 

program regardless of how well the curriculum content 

( 13 )  Special needs 

educators t h a t  a 

an ineffect ive a r t  

has been thought out. 

I t  was suggested that  teachers make provisions for remedial help/ 

enrichment as needed. 



47. 

Rat iona le :  S tudents  e n t e r  an  a r t  c l a s s  w i t h  a  v a r i e t y  of backgrounds ... 
some wi th  a  r i c h  background o f  s k i l l s  and a r t  knowledge, and o t h e r s  w i t h  

minimal a r t  s k i l l s  o r  i n t e r e s t s  i n  f u r t h e r i n g  t h e i r  understanding o r  

knowledge. It i s  impor tan t  f o r  t e a c h e r s  t o  a t t empt  t o  meet t h e s e  va ry ing  

needs. 

(1 4 )  A r t  vocabulary 

I t  was stressed that  teachers should encourage the ir  pupils t o  

develop a vocabulary of a r t  as it re la tes  t o  the a c t i v i t i e s  i n  

progress. 

Rationale:  I n  o r d e r  t o  t a l k  about  art w i t h  knowledge and understanding,  

it is important  t o  become f a m i l i a r  w i t h  t h e  language of a r t .  

Public awareness 

fie importance of giving a r t  v i s ib iZ i t y  within the school and 

community was stressed. Visual displays with attractive wri t ten 

messages as t o  why the ar t s  are important displayed a t  shopping 

centers, l ibraries,  art  galleries,  i n f  ZuentiaZ organizations, school 

board o f f ices ,  and business estabZishments will help the public 

understand the importance of ar t  i n  education. 12 

Rat iona le :  I n  o r d e r  t o  g a i n  p u b l i c  suppor t  f o r  t h e  school  a r t  programs, 

it i s  impor tan t  t o  g ive  a r t  v i s i b i l i t y  and t o  b e  a b l e  t o  j u s t i f y  i t s  

importance t o  t hose  who can  p l a y  a p a r t  i n  i n f luenc ing  t h e  f u t u r e  d i r e c -  

t i o n s  of a r t  i n  t h e  schools .  

(1 6 )  Teaching strategies 

The importance of selecting appropriate teaching strategies i n  

re Zation t o  lesson objectives were discussed. fie students were 

encouraged t o  explore a variety of strategies (demonstrations, 



cetera) during the ir  oral presentations. 

Rationale:  I t  i s  gene ra l ly  accepted t h a t  some teaching s t r a t e g i e s  may 

b e  more appropr i a t e  f o r  c e r t a i n  l e a r n i n g  t a s k s  than  o t h e r s  i n  enhancing 

s t u d e n t  learn ing .  

(1 7 )  Evaluation 

The importance of  evaluating student progress and the ef fect iveness  

of instruction Mas discussed. The students were provided a program 

s e l f - e v a ~ u a t i o n ~ ~  model (see Figure 3) and a student progress evalua- 

t ion  model (see Figure 4 )  as a starting point t o  help them f o m Z a t e  

their  owl methodologies. 

Rationale:  It i s  be l i eved  t h a t  s e l f - eva lua t ion  is  important  i n  a s s i s t i n g  

t e a c h e r s  t o  determine t h e  q u a l i t y  of  t h e i r  i n s t r u c t i o n  and t h e  e f f e c t i v e -  

nes s  of  t h e  s e l e c t e d  con ten t  f o r  t h e  purpose of improving t h e i r  program, 

and t h a t  on-going p u p i l  eva lua t ion  is h e l p f u l  i n  o r d e r  t o  determine t h e  

degree  and d i r e c t i o n  of s t u d e n t  progress .  

A r t  Program Self-Evaluat ion Model f o r  Teachers 

The se l f - eva lua t ion  model was provided a s  one suggested model t o  

h e l p  t eache r s  t o  formulate  t h e i r  own se l f - eva lua t ion  formats  i n  o r d e r  t o  

e v a l u a t e  t h e  e f f e c t i v e n e s s  of t h e i r  curr iculum con ten t  and i n s t r u c t i o n a l  

methods . 

Student  Progress  Evalua t ion  Model 

The s t u d e n t  p rog res s  eva lua t ion  model was provided a s  a  g u i d e l i n e  t o  

h e l p  t eache r s  t o  formulate  t h e i r  own methodologies f o r  eva lua t ing  t h e  degree  

and e f f e c t i v e n e s s  of  s t u d e n t  p rog res s  i n  t h e i r  own classroom s i t u a t i o n s .  



ART PROGRAM SELF EVALUATION 

PART A. Evaluator: 

Purpose: To evaluate effect iveness  of curriculum content and 
ins t ruc t ion  f o r  t he  purpose of  improving t h e  program. 

Program Description: 

Goals (Sta te  how they were determined) : 

Philosophical Orientation of Evaluator (Sta te  why/why not you f e e l  a r t  
i n  education is important) : 

School Philosophy: 

General Description of Student Body: 

Recommends t ions  : 

Figure 3 



ART PROGRAM SELF EVALUATION 

Evaluator : Teacher 
PART B.  

Date : Grade 

Observations of Student 
Behaviors 

Evaluative Cr i t e r i a  

1. Students a r e  generally on task.  

2. Students generally cooperate 
with t h e  d i s t r ibu t ion  of sup- 
p l i e s  and with classroom 
clean up. 

3 .  Students work cooperatively 
with minimal disrupt ions .  

Supplies and ~quipment  

Evaluative C r i t e r i a  

1. Teacher is  fami l ia r  with the  
basic elementary a r t  supply 
l is t .  

2. Teacher i s  famil iar  with 
appropriate uses of bas ic  a r t  
supplies f o r  t h e i r  p a r t i c u l a r  
grade l eve l .  

Comments 
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Comments 

3 .  Students a r e  taught how t o  
handle and care  f o r  the  
materials  and too ls  of a r t .  

4. The wastage and misuse of 
a r t  supplies is discouraged. 

5. An adequate se lec t ion  of a r t  
supplies is ordered f o r  the  
year. 

6. Flammables a r e  kept i n  
approved storage areas.  

7. The use of flammable and 
hazardous materials  is  
monitored careful ly .  

8. An adequate supply of 
paints  i n  primary colours 
and black and white i s  
kept i n  stock. 

9. An adequate supply of 
appropriate brushes is  
kept i n  stock. 

V) 

a ,  
3 
rl 
4 

4 

a, 
E 

0 .I4 

E a ,  
O G  
m @ 

4 - J  a 
4 
0) 
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Program Planning 

Evaluative C r i t e r i a  

1. Lesson object ives  a r e  com- 
pa t ib le  with the  general 
goals of a r t  education. 

2. Lesson object ives  a r e  com- 
pa t ib l e  with the  school 
philosophy. 

3 .  Lesson object ives  take 
i n to  account student needs. 

4. The learning progresses from 
the  simple t o  the more complex. 

5. The learning bui lds  on pre- 
viously acquired s k i l l s .  

6. The teaching s t r a t eg i e s  r e l a t e  
t o  the lesson objectives.  

7. The learning outcomes r e l a t e  
t o  the  object ives  . 



ART PROGRAM S E L F  EVALUATION 

8. The program is evaluated 
on an on-going basis.  

9. Changes a r e  made a s  a 
r e s u l t  of program evalua- 
t ion. 

10. Provision is  made f o r  student,  
parent,  s t a f f ,  and administra- 
t i ve  feedback about the  program. 

11. Provision is made for  enrichment/ 
remedial a c t i v i t i e s .  I I 
Program Content 

~ v a l u a t i v e  Cr i t e r i a  I I 
1. The a r t  making a c t i v i t i e s  make 

provisions for  students t o  gain 
a working knowledge of a r t  pro- 
cesses in:  

- drawing 

- paint ing 

- printmaking 

- 2-D a r t  

Page 5 

Comments 
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- 3-D a r t  

- ceramics 

- f i b re s  

2. The a r t  making a c t i v i t i e s  
make provision fo r  students 
t o  gain knowledge of:  

- a r t  materials 

- design concepts 

- too ls  and equipment 

- a r t  vocabulary 

3 .  The a r t  appreciation ac t i -  
v i t i e s  make provisions for: 

- h i s t o r i c a l  concerns 

- c u l t u r a l  concerns 

- soc ia l  concerns 

Page 6 
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- a r t  vocabulary 

- works of a r t  

4.  Provisions a r e  made fo r  
a c t i v i t i e s  t h a t  promote 
a heightened awareness 
of good design i n  the  
environment. 

Classroom Environment 

Evaluative Cr i t e r i a  

1. The classroom environment 
r e f l e c t s  the  student work. 

2. The displays  a re  re f lec t ive  
of recent  lessons. 

3 .  The classroom is neat and 
a t t r ac t ive ly  organized. 

4.  The s tudents  have adequate 
space i n  which t o  work. 

5. The s tudent  work space is 
appropriately organized i n  
re la t ion  t o  the ac t iv i ty .  
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Teacher: 

Student : 

Term: 

Grade : 

check category most applicable 

Observations of Student 
Behavior 

Evaluative Cr i t e r i a  

1. Student appears in te res ted .  

2. Student :appears t o  be on task.  

3 .  Student appears t o  be doing 
his/her bes t .  

4.  Student cooperates with 
classroom clean-up. 

5. Student cooperates with 
d i s t r i bu t ion  of supplies.  

6. Student works cooperatively 
with minimum disruptions.  

Comments 

Figure 4 
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7. Student appears t o  be 
en joying h i s h e r  work. 

Materials and Supplies 

Evaluative Cr i t e r i a  

1. Student handles materials/ 
supplies with respect .  

2 .  Student i s  famil iar  with 
the  appropriate use of 
materials  and tools  a s  it 
r e l a t e s  t o  the  selected 
ac t i v i t y .  

3 .  Student handles the  
materials  and too ls  with 
f a c i l i t y .  

Making A r t  

Evaluative c r i t e r i a  

1. Student shows evidence of 
developing a personal imagery. 

2. Student shows evidence of 
applying discussed design 
concepts t o  h i s h e r  work. 

Page 2 
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3 .  Student is  famil iar  with 
a r t  a c t i v i t y  processes 
studied. 

4 .  Student appears t o  be 
developing confidence 
i n  h i s h e r  work. 

5. Student is ab le  t o  use 
appropriate vocabulary t o  
describe his/her work. 

6. Student creates  with 
fluency . 

7. Student displays imaginative 
ideas. 

8. Student works independently. 

9. Student values his/her . a r t  
products. 

10. Student respects  the  a r t  
products of others .  

Z Comments 
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~ p p r e c i a t i n g  and Communicating 
About A r t  

Evaluative C r i t e r i a  

1. Student shows awareness of 
ae s the t i c  q u a l i t i e s  i n  
environment. 

2. Student takes an i n t e r e s t  i n  
the a e s t h e t i c  aspects of t h e  
classroom environment. 

4. Student can describe a r t  works. 

5. Student can make independent 
judgements about a r t  works. 

6 .  Student i s  able  t o ' ve rba l i ze  
about hj.s/her a r t  work. 

7. Student is  developing an aware- 
ness o f  the  ae s the t i c  contribu- 
t i ons  of  various cu l tu res  a s  it 
r e l a t e s  t o  the  a c t i v i t i e s  studied. 

8: Student i s  developing an aware- 
ness of the  soc i a l  implication 
of works studied.  

Page 4 
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CHAPTER I V  

A SELF-EVALUATION OF THE PROPOSED CURRICULUM 

Evaluation Design 

The purpose of the evaluation was t o  provide de ta i led  information 

about t he  perceived effect iveness  of the proposed curriculum. 

The proposed evaluation was based on a "na tu ra l i s t i c  inquiry" 

methodology. House (1977, i n  Guba, 1978, p. 3) defines "na tu ra l i s t i c  

inquiry" a s  

That evaluation which attempts t o  a r r i ve  a t  
n a t u r a l i s t i c  general izat ions  on the  p a r t  of 
t h e  audience; which i s  aimed a t  non-technical 
audience l i k e  teachers o r  t he  public a t  
l a rge ;  which uses ordinary language; which i s  
based on informal everyday reasoning; and 
which makes extensive use of arguments which 
attempt t o  e s t ab l i sh  t he  s t ruc ture  of r ea l i t y .  

Stake's "Responsive Evaluation" ( i n  Guba, 1978, p. 34; Stake, 1975, p. 19; 

Worthen and Sanders, 1973, p. 106),  Levine's "Judicial  Model" ( i n  Guba, 

1978, p. 36) , Rippey's "Transactional Model" ( i n  Guba, 1978, p .  37) , 

P a r l e t t  and Hamilton's "Illuminative Model" ( i n  Guba, 1978, p. 391, 

and Eisner ' s  "Educational Connoisseurship" (Eisner, 1978, p.  190) a r e  

a l l  forms o f  n a t u r a l i s t i c  inquiry. 

NO s t a t i s t i c a l  ana lys i s  was involved i n  t h i s  model. The da ta  were - 

tabulated from three  separate  s e t s  of questionnaires administered t o  

t he  course ins t ruc tor ,  t o  forty-nine of the  sixty-five students 

taking the  course, and t o  a thir2-party observer with no vested i n t e r e s t  



i n  the  program (see Figures 5, 6 and 7 ) .  The r e su l t s  were reported i n  

the  form of  a summary report  t h a t  takes i n to  account each questionnaire 

response (see Figure 8 ) .  To guard against  d i s to r t i ons  t h a t  may occur 

a s  a r e s u l t  of b ias  on the p a r t  of the  ins t ruc tor ,  t he  questionnaires 

completed by the  ins t ruc tor ,  the  students, and the peer observer were 

careful ly  cross-checked f o r  discrepancies. Recurring r e g u l a r i t i e s  were 

noted; f o r  example, Do the  same kinds of observations o r  comments recur  

from d i f f e r e n t  informants? These r egu la r i t i e s  form the bas i s  of an 

i n i t i a l  so r t i ng  of information i n t o  categories t h a t  were l abe l l ed  "con- 

cerns" and "sat isfact ions ."  The concerns were p r io r i t i z ed  and studied, 

and recommendations were made. 

The questionnaire i t s e l f  was based on issues  considered important 

by the  wr i te r  and those immersed i n  the f i e l d  of a r t  education and 

educational evaluation (note bibliography) . The main concern of t h e  

evaluator was t he  a b i l i t y  o f  the  students t o  absorb the  extensive amount 

of new mater ia l  presented i n  the  course during the  r e l a t i ve ly  sho r t  

period of time and the  degree of s e l f  d i rec t ion  the students would 

have i n  the  various areas  of concern a f t e r  completing t h e  course. 

The s tudent  questionnaire was based on the  assumption t h a t  i f  the 

curriculum content specif ied could be learned during t h i s  period of 

time and if it was taught adequately, the  majority of students w i l l  

have gained a sa t i s fac tory  comprehension of the  content taught (a 1 - 3 

ra t ing  on 75% of the  quest ions) .  

The questionnaires were completed during the  f i n a l  week of classes.  
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A MODEL DESIGNED TO MEET THE NEEDS OF A FACULTY O F  EDUCATION 
WHERE ONLY ONE ART EDUCATION COURSE I S  OFFERED. 

INSTRUCTOR QUESTIONNAIRE 

T h e  quest ionnaire is  t o  be c o m p l e t e d  by the i n s t ruc to r  
before t h e  student  questionnaires are dis t r ibuted.  

C o u r s e  Name:  D a t e  : 

Ins t ructor :  

Purpose of t he  E v a l u a t i o n :  

I. PROGRAM DESCRIPTION 

A. P r o g r a m  philosophy 

B. P r o g r a m  content  

Figure 5 
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Program object ives  

Program procedures 

Observed overa l l  student background 

11. ASSESSMENT OF UNDERSTANDING OF MATERIAL TAUGHT 

Using a s ca l e  of 1 - 5 (1 being the  most favourable response and 

5 t he  l e a s t  favourable) r a t e  t he  following: 

A. Personal ~ r t i s t i c  Development of Students 

Evaluative C r i t e r i a  

1. The :students demonstrate knowledge of 
t h e  basic  a r t  process a s  taught i n  t he  
following a r t  areas: 
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a .  drawing 1. 

b. pa in t ing  2. 

c.  ceramics 3. 

d. f i b r e s  4. 

e . printmaking 5. 

2. The studentsdemonstrate an understanding 
o f ,  and f luency i n ,  t h e  t o o l s ,  ma te r i a l s  
and equipment u t i l i z e d ,  by them i n  t h e i r  
a r t  work. 6. 

3 .  The s tuden t s '  a r t  work demonstrates a 
heightened awareness o f :  

a .  design concepts  7. 

b. historical/cultural/social 
r e l a t i o n s h i p s  8. 

c .  in-depth and sequent ia l  
app l i ca t ion  o f  design concepts -9 . 

d .  a personal  imagery 10. 

4.  Students  a r e  a b l e  t o  d i scuss  t h e i r  
a r t  work and t h e  works o f  classmates 
us ing an appropr ia t e  a r t  vocabulary. 11. 

5. Students  d i s p l a y  enthusiasm about  
t h e i r  a r t  work. 12. 

6. Students  d i s p l a y  increas ing conf i -  
dence i n  t h e i r  a r t  work. 13. 
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7. Students a r e  able t o  c r i t i c a l l y  
assess the merits of t h e i r  a r t  work. 14. 

8. Students demonstrate a des i re  t o  
fur ther  t h e i r  a r t i s t i c  s k i l l s .  15. 

SUMMARY 

Total Possible Responses 15 

Total Responses Rated: 

Total Sat isfactory Responses 

--- - 

Total Unsatisfactory Responses 
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SATISFACTIONS CONCERNS (P r io r i t i z e )  

COMMENTS : 

B. Professional Comptency 

~ v a l u a t i v e  C r i t e r i a  

The s tudents '  understanding of how 
t o  plan an a r t  

a. lesson 1. 

b. u n i t  2. 

c. curriculum a t  the  classroom l eve l  3 .  

The s tudents '  comprehension of e s sen t i a l  
curriculum considerations: 
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a.  c h i l d r e n ' s  a r t  express ion  a r e a s  
a t  v a r i o u s  s t a g e s  of  development 4. 

b. g o a l s  and o b j e c t i v e s  5. 

c.  p lanning  programs t h a t  show pro- 
g r e s s i o n  wi th in  a school  yea r  6. 

d.  predominant a r t  educa t ion  t h e o r i e s  
r ega rd ing  con ten t  t o  b e  t augh t  and 
i n s t r u c t i o n a l  methods 

3. The s t u d e n t s '  understanding of  c r i t e r i a  
f o r  eva lua t ing :  

a .  s t u d e n t  work 

b. t h e i r  own work 9. 

c. t h e i r  own program 10. 

4. The s t u d e n t s '  oppor tuni ty  t o  become 
f a m i l i a r  w i t h  a r t  educat ion resources :  

a. cur r icu lum guides  11. 

b. some c u r r e n t  a r t  educat ion 
p u b l i c a t i o n s  12. 

c .  works t o  a s s i s t  i n  t h e  development 
of a r t  programs t o  meet t h e  t e a c h e r ' s  
classroom needs 13. 

d. audio-v isua l  a i d s  14. 

5. The s t u d e n t s '  awareness of  some of t h e  
major arguments f o r  teaching  art 15. 
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I n s t r u c t o r  Questionnaire Page 7. 

6. Students  ' opportunity t o  become f a m i l i a r  
wi th  methods t o  approach classroom 
management: 

a .  c l a s s  con t ro l  16. - 
b. organiza t ion  of suppl ies  and equipment 17. 

c. c a r e  of  ma te r i a l s ,  suppl ies  and 
equipment 18. 

d. arranging v i s u a l l y  a t t r a c t i v e  
d isplays  19. 

7 .  Students '  awareness of  ways t o  incorpora te  
a r t  h i s t o r y  i n  t h e  general  curriculum 20. 

8. Students '  understanding of  methods to :  

a .  motivate t h e i r  s tudents  21. 

b. develop s e l f - d i s c i p l i n e  i n  a r t  22. 

c . promote s e l f  - s t a r t e r s  23. 

d. encourage problem solving i n  a r t  24. 

9. Students '  f a m i l i a r i t y  with museums and 
g a l l e r i e s  a s  educational  resources 25. 

SUMMARY: 
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Total Possible Responses 25 

Total Responses Rated: 

Total Satisfactory Responses 

Total Unsatisfactory Responses 
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SATISFACTIONS CONCERNS ( P r i o r i t i z e )  

COMMENTS: - 

C. P r o g r a m  I n t e n t s  

~ v a l u a t i v e  C r i t e r i a  

1, Do you feel  tha t  you have adequately 
covered 

a. the  p r o g r a m  content as specXied? 
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b . the  program object ives  a s  specified? 

c . the  program procedures a s  specified? 

SUMMARY COMMENTS (include p r i o r i t i e s  and plans f o r  improvements) 
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Course 

Inst ructor  

Date 

Using a scale  of 1 - 5 (1 being the  most favourable response and 
5 the l e a s t  favourable) r a t e  the  following: 

I. ASSESSMENT OF PERSONAL ARTISTIC DEVELOPMENT 

Evaluative C r i t e r i a  

1. The degree t o  which the  course has 
prepared you with a foundation i n  the  
following a r t  expression areas: 

a. drawing 1. 

b. paint ing 2. 

c. ceramics 3, 

d, f i b r e s  4. 

e .  printmaking 5. 

2. Your understanding o f ,  and fluency i n ,  t he  
t oo l s ,  mater ia ls  and equipment u t i l i z e d  by 
you i n  your a r t  work. 6. 

Figure 6. 
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3 .  The degree t o  which your work 
demonstrates a heightened 
awareness o f :  

a .  des ign concepts 7. 

b . h i s t o r i c a l ,  c u l t u r a l  o r  s o c i a l  r e l a t i o n s h i p s  8. 

c . in-depth and sequent ia l  app l i ca t ion  o f  
design concepts 9. 

d. a personal  imagery 10. 

4. The e x t e n t  t o  which you a r e  ab le  t o  use 
appropr ia te  a r t  vocabulary t o  d iscuss  
your a r t  works and the  a r t  works of  o the r s .  11. 

5. The ex ten t  t o  which you f e e l  e n t h u s i a s t i c  
about your work. 12. 

6. The e x t e n t  t o  which you f e e l  increased 
confidence about your work. 13. 

7 .  The degree t o  which you a r e  a b l e  t o  
c r i t i c a l l y  a s s e s s  the  mer i t s  o f  your 
a r t  work. 14. 

8. Your d e s i r e  t o  fu r the r  your a r t i s t i c  
s k i l l s .  15.  

I1 . PROFESSIONAL COMPETENCY 

Evaluative C r i  & r i a  

1. An understanding of how t o  p lan  an  a r t  

a. l e s son  1. 

b. u n i t  2. 

c. curriculum f o r  your s tudents  3. 
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Student Questionnaire Page 3 .  

2. Comprehension of essent ia l  curri.culum 
considerations : 

a.  chi ldren 's  a r t  expression areas  a t  
various stages of development 4. 

b. goals and objectives 5. 

c. planning programs t h a t  show progres- 
s ion within a school year 6. 

d. predominant a r t  education theor ies  
regarding content t o  be taught and 
ins t ruct ional  methods 7. 

3. Understanding of c r i t e r i a  f o r  evaluating : 

a .  student work 8. 

b, your own teaching 9. 

c . your a r t  program 10. 

4. Familiari ty with important a r t  resources: 

a. provincial  curriculum guides 11. 

b . some current a r t  education publ icat ions  12. 

c. any two major works t o  a s s i s t  you i n  
-developing a r t  programs f o r  your students 13. 

d. audio-visual a ids  14. 

5. Familiari ty with arguments f o r  teaching a r t  15. 

6. Familiari ty with methods t o  approach class-  
room management 

a .  c l a s s  control  16. 

b . organization of supplies and equipment 17. 

c. ca re  of supplies and equipment 18. 
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d. arranging a v i sua l ly  st imulating atmos- 
phere 19. 

7. Awareness of methods t o  incorporate a r t  
h is tory/socia l /cul tural  concerns i n  t he  
general curriculum 20. 

8. Famil iar i ty  with methods to:  

a .  motivate students 21. 

b. develop se l f  -discipline i n  a r t  22. 

c . promote s e l f  - s t a r t e r s  23. 

d.  encourage problem-solving i n  a r t  24. 

9. Awareness of museums and ga l l e r i e s  a s  educa- 
t ional  resources 25. 

10. Readiness t o  teach a r t  a t  your chosen leve l  26. 

11. Ins t ruc to r ' s  coverage of program content a s  
spec i f ied  27. 

COMMENTS : 
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;the c o m e .  

Course 

Ins t ruc tor  

Evaluator 

Date 

Using a sca le  of 1 - 5 (1 being the  most favourable response and 
5 the  l e a s t  favourable r a t e  the  following: 

I .  STUDIO PROCEDUmS 

Evaluative Cr i t e r i a  

Procedures used t o  promote t he  development 
of bas ic  s k i l l s  i n  t h e  a r t  expression areas: 

a. drawing 1. 

b .  paint ing 2. 

c. ceramics 3 .  

d. f i b r e s  4. 

e. printmaking 5. 

Students'  understanding o f ,  and fluency i n ,  
t h e  t oo l s ,  materials  and equipment u t i l i z e d  by 
them i n  t h e i r  a r t  work. 6. 

Figure 7 
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3 .  The students'  a r t  work demonstrates a 
heightened awaress of: 

a .  design concepts 7. 

b. historical/cultural/social re la t ionships  8. 

c. in-depth and sequential application of 
design concepts 9. 

d. a personal imagery 10. 

4 .  Students a re  able t o  discuss t h e i r  a r t  work and 
the works of classmates using an appropriate 
a r t  vocabulary. 11. 

5. Students display enthusiasm about t h e i r  a r t  
work. 12. 

6. Students display increasing confidence i n  
their a r t  work. 1 3 .  

7. Students a re  able t o  c r i t i c a l l y  assess  the  
meri ts  of t h e i r  a r t  work. 14. 

8. Students demonstrate a desire  t o  fur ther  
a r t i s l i i c  s k i l l s .  15. 

11. THEORY SESSIONS 

Evaluative Cr i te r ia  

1. Instruct ional  techniques t o  promote an 
understanding of how t o  plan an a r t  

a. lesson 1. 

b. un i t  2. 

c. curriculum a t  t he  classroom l eve l  3. 
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2. Ins t ruc t iona l  techniques t o  promote an under- 
standing of essen t ia l  curriculum considera- 
t ions : 

a .  children's  a r t  expression a reas  a t  
various stages of development 4. 

b. goals and objectives 5. 

c. planning programs t h a t  show progression 
within a school year 6. 

d. leading a r t  education theor ies  regarding 
content t o  be taught and ins t ruc t iona l  
methods 7. 

3 .  Inst ruct ional  techniques t o  famil iar ize  
students with c r i t e r i a  f o r  evaluating: 

a .  student work 8. 

b. personal works 9. 

c .  programs 10. 

4. The opportunity f o r  students t o  become 
fami l ia r  with a r t  education resources: 

a .  curriculum guides 11. 

b. some current a r t  education publ icat ions  12. 

c .  some works t o  a s s i s t  i n  the  development 
of a r t  programs t o  meet the teacher 's  
classroom needs 13. 

d. audio-visual a id s  14. 

5. Students'  apparent awareness of t h e  value 
of a r t  education 15. 

6. Techniques t o  famil iar ize  s tudents  with 
methods t o  approach classroom management: 
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a .  c l a s s  control  16. 

b. organization of supplies and equipment 17. 

c. care  of materials ,  supplies and equipment 18. 

d. arranging visual ly  st imulating atmos- 
pheres i n  t h e  classroom 19. 

7. Inst ruct ional  techniques t o  famil iar ize  s tu -  
dents with methods t o  incorporate a r t  
h i s to ry  i n to  the general curriculum 20. 

8. Inst ruct ional  techniques t o  famil iar ize  s tu-  
dents with methods t o  : 

a .  motivate t h e i r  students 21. 

b. develop sel f -discipl ine  22. 

c. promote s e l f - s t a r t e r s  23. 

d . encourage problem-solving i n  a r t  24 

9. Opportunity f o r  students t o  become famil iar  
with community resources i n  a r t  25. 

COMMENTS : 
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Table 1 

Ins t ruc tor  Responses t o  Ent i re  Questionnaire 

Questionnaire Items Scale: 1-5 ' (1  is t h e  most favourable response) 

Ratings 

1. drawing 3 
2. paint ing 3 
3 .  ceramics 2 
4 .  f i b r e s  2 
5 .  printmaking 2 
6.  tools ,  materials ,  equipment 2 
7. design concepts 2 
8. historical/cultural/social 3 
9. depth and sequential application 2 

of concepts 
10. personal imagery 2 
11. a r t  vocabulary 2 
1 2 .  enthusiasm 3 
13  . confidence 1 
14. c r i t i c i sm 3 
15. desi re  t o  fu r ther  s k i l l s  3 
16. planning lessons 3 
17. planning u n i t s  3 
18. planning curr icula  3 
19. chi ldren 's  a r t  expression 3 
20. goals and objectives 3 
21. progression of learning 3 
22 . eduddtion theories 3 
23 .  student evaluation 3 
24. evaluation of ins t ruct ion 3 
25. program evaluation 3 
26. curriculum guides 3 
27. cur ren t  a r t  education l i t e r a t u r e  3 
28. major a r t  education l i t e r a t u r e  3 
29. audio-visual a ids  3 
30. why a r t  3 
31. c l a s s  control  3 
3 2. suppl ies  and equipment organization 3 
33.  supplies and equipment care 3 
34. classroom atmosphere 3 
35. ins t ruc t ion  of a r t  history/social/  3 

cu l tu ra l  concerns 
36.  m t i v a t i o n  3 



Table 1 (continued) 

Ratings 

37. self-discipline 3 
38. self  -starters  3 
39, problem-solving 3 
40. museums/art galleries 3 
41. readiness to teach a r t  3 
42. Instructor coverage of objectives 3 

Total No. of 

Neg . 
Pos . 

Responses : 40 

Responses: - 

Responses 40 



Table 2 

Student Responses t o  Ent i re  Questionnaire 

Questionnaire Items Scale: 1-5 (1 is the  most favourable response) 

Ratings 1 2 3 4 5 
1. drawing 19 11 15 4 - 
2. paint ing 14 9 16 10 - 
3. ceramics 32 10 3 4 - 
4. f i b r e s  18 12 13 3 - 
5. printmaking 19 11 10 5 - 
6. t oo l s ,  mater ia l ,  equipment 25 12 11 1 - 
7. design concepts 18  14 12 5 - 
8. historical/cultural/social 10 11 21 3 3 
9. depth and sequential application 

of concepts 19 16 11 3 - 
10.  personal imagery 17 16 12 3 1 
11. a r t  vocabulary 22 12 11 4 - 
12. enthusiasm 38 9 2 - - 
13. confidence 16 18  15 - - 
14. c r i t i c i s m  15 21 9 2 2 
15. desi re  t o  fu r ther  s k i l l s  39 9 1 - - 
16. planning lessons 23 14 12 - - 
17. planning un i t s  20 15 9 5 - 
18. planning curr icula  18 17 8 6 - 
19. children'  s a r t  expression 26 10 13 - - 
20. goals and objectives 12 15 14 8 - 
21. progression of learning 11 18 13 7 - 
22. education theor ies  17 18  11 3 - 
23. s tudent  evaluation 2 9 9 11 - - 
24. evaluation of ins t ruct ion 19 18 12 2 - 
25. program evaluation 28 10 11 - - 
26. curriculum guides 35 11 3 - - 
27. cur ren t  a r t  education l i t e r a t u r e  31 12 6 - - 
28. major a r t  education l i t e r a t u r e  33 11 5 - - 
29. audio-visual a ids  28 13  8 - - 
30. why a r t  22 14 13 - - 
31. c l a s s  control  19 11 18 1 - 
32, suppl ies  and equipment organization 23 13 10 3 -. 
3 3 .  suppl ies  and equipment care 24 14 9 2 - 
34. classroom atmosphere 20 16 10 3 - 
35. i n s t ruc t i on  of a r t  history/social/  

c u l t u r a l  concerns 9 11 15 3 1 
36. motivation 14 13 12 - - 



Table 2 (continued) 

Ratings 1 2 3 4 5 

37. self-discipl ine 8 15 11 5 - 
38. se l f - s t a r t e r s  9 16 1 2  4 - 
39. problem-solving 19 11 15 4 - 
40. museurns/art gal ler ies  35 10 4 - - 
41. readiness to teach a r t  30 12 1 - 
42. Instructor  coverage of objectives 25 15 4 2 3 

Total No. o f  Responses: 

Neg . ,Responses : 

Pos . Responses: 



Table 3 

Peer Response t o  Ent i re  Questionnaire 

- - 

Questionnaire I tems Scale: 1-5 (1 i s  the most favourable response) 

Ratings 
1. drawing 1 
2. paint ing 2 
3. ceramics 1 
4. f i b r e s  1 
5. printmaking 1 
6. too ls ,  mater ia ls ,  equipment 3 
7. design concepts 2 
8. his tor ical /cul tural /social  3 
9. depth and sequential  application 

of concepts 2 
10. personal imagery 3 
11. a r t  vocabulary 2 
12. enthusiasm 1 
13. confidence 1 
14. c r i t i c i s m  2 
15. desi re  t o  fu r ther  s k i l l s  2 
16. planning lessons 2 
17. planning un i t s  2 
18. planning curr icula  3 
19. ch i ld ren ' s  a r t  expression 3 
20. goals and objectives 3 
21. progression of learning 1 
22. education theories 1 
23. s tudent  evaluation 1 
24. evaluation of ins t ruct ion 1 
25. program evaluation 1 
26. curriculum guides 2 
27. cur ren t  a r t  education l i t e r a t u r e  1 
28. major art  education l i t e r a t u r e  3 
29. audio-visual a ids  3 
30. why a r t  3 
31. c l a s s  control  3 
32. suppl ies  and equipment organization 3 
33. suppl ies  and equipment care 3 
34. classroom atmosphere 3 
35. ins t ruc t ion  of a r t  h is tory/socia l /  

c u l t u r a l  concerns 3 
36. motivation 3 



Table 3 (continued) 

Ratings 

37. self-discipline 3 
38. se l f -s ta r te rs  3 
39. problem-solving 3 
40. museums/art gal ler ies  1 

Total No. of Responses: 40 

Neg. Responses: - 
Pos. Responses: 40 



Table 4 

Student Comments i n  Response to  Questionnaire 

Pos i t ive  Comments Negative Comments 

1 learned t o  apply a l o t  of 
useful  ideas to  my classroom 
prac t ice  . 

Would have l iked  more demonstra- 
t ions  i n  paint ing techniques. 

Painting session should spend 
more time with the  materials .  This course gave me a l o t  of 

confidence. 
I would l i k e  more ins t ruc t ion  
on how t o  l ea rn  t o  pa in t ,  
espec ia l ly  i n  o i l s .  

She cares  and t r i e s  t o  be very 
f a i r  and posi t ive  i n  her  com- 
ments . 

Fibres demonstration should have 
covered more areas. A well-organized program. 

Quite good ins t ruc tor .  Attempts too much, bu t  okay 
given the number of students 
and l imited f a c i l i t i e s .  In te res ted ,  enthusias t ic  

ins t ruc tor .  
I only wish the  course could have 
been longer so  more time could 
have been spent on each area. 

I learned a g rea t  deal  and 
f e e l  f a r  more able t o  teach 
appropriate programs f o r  
my l eve l .  Some of  the  presentations were 

rushed. 
The m u n t  o f  p rac t ica l  work 
and the  amount of time spent 
on it was excellent .  

It 's un-Christian t o  draw nude 
figures.  

Guest speakers were a valu- 
able  resource. 

Ceramics un i t  excellent .  

I found t h i s  course j u s t  
exce l len t  i n  put t ing a r t  
on course fo r  me. 



Table 4 (continued) 

Posi t ive  Comments Negative Comments 

The course gave me basic  
guidance i n  how t o  plan a 
sequent ia l  art curriculum 
and how t o  make a curriculum 
meaningful. 

I learned many new techniques 
during t he  studio sessions t h a t  
I could apply t o  my classroom 
s i t ua t i on  

I enjoyed the "learning t o  do" 
and the "doing" myself, 

An exce l len t  course. 

The s tud io  gave us  time t o  
l ea rn  many new techniques 
so  we could teach them. 

Feedback on our program 
throughout the t e n  was 
benef ic ia l .  

I developed confidence i n  
a l l  areas  of s tudio work and 
was pleased with the r e su l t s  
of my e f f o r t s .  In  f a c t  I 
surpr ized myself. 

I especial ly  l i k e  the  wealth 
of information given during 
the  printmaking session. 

I f e l t  the par t i c ipa t ion  
aspect  was the  s t rongest  
fea ture  of t h i s  course 
especial ly  the emphasis 
placed on it. 



22. I en joyed the demnstra-  
t i o n s  and presentat ions.  

Table 4 (continued) 

P o s i t i v e  Comments Negative Comments 

21. Strong Features - many 
examples; much s tudent  
p a r t i c i p a t i o n ;  we l l  
organized. 

23. Many new teaching ideas  
and approaches w e r e  e i t h e r  
learned o r  reinforced.  

24. A wide va r ie ty  of u n i t  
ideas .  

25. Seminars were enjoyable 
and informative. 

26. Essay was very useful .  

27. Hands-on l ea rn ing  is  great .  

28. I thought t h i s  course was 
e x c e l l e n t  - being very 
nervous about my own a b i l i t y .  

29. I have gained some s e l f -  
confidence and want t o  t r y  
l o t s  of  t h e  ideas  gained 
i n  t h i s  course. 

30. I found t h e  teacher  very 
i n s p i r i n g .  

31. Considering t h a t  t h i s  i s  a 
survey course and therefore  
t i m e  l imi ted  I f e l t  the re  
was good coverage of a 
wide area.  

32. I gained knowledge of  new 
techniques and numerous 
new ideas .  



Table 4 (continued) 

Posi t ive  Comments Negative Comments 

33.  Ins t ruc tor  had l o t s  to 
o f f e r .  

34. Ins t ruc tor  very warm. 

35. The drawing sessions were 
jus t  excel lent  f o r  giving 
me confidence. 

3 6 .  I r e a l l y  en joyed the 
weaving. 

37. I l e a r n t  a l o t  from the 
drawing sessions. 

38. The in s t ruc to r  was very 
empathetic. 

39. A grea t  course! I gained 
a l o t  of self-confidence 

No, o f  Posi t ive  Comments: 39 
No. of Negative Comments: 8 

Three most recurring posi t ive  comments: 

- Students f e l t  more confident t o  teach a r t .  

- The ins t ruc t ion  enhanced learning.  

- Scope of course content was su f f i c i en t ly  broad t o  meet various 
needs of the  broad spectrum of  students. 

Three most recurring negative comments : 

- Scope of paint ing demonstrations inadequate. 

- Some sess ions  were rushed. 

- m r e  time was desired. 



~ n a l v s i s  of the  Results  

An analysis of each of the  th ree  questionnaire responses indicated 

favourable responses (1-3 ra t ing)  t o  a l l  of t h e  40 items i n  the  instruc- 

t o r  and peer questionnaires. On t h e  student questionnaires there  were 

115 negative responses (4-5 ra t ing)  from a total of 2058. The discrep- 

ancy between the 100% pos i t ive  response of the ins t ruc tor  and the  peer,  

and the  94% posi t ive  response of t he  s tudents  may p a r t i a l l y  be explained 

by var iables  such as:  

(a)  The number of student respondents compared t o  the number of 

ins t ruc tor  and peer respondents. 

(b) The possible d i f fe r ing  expectations of the  peer, ins t ruc tor  

and students.  

The students were concerned with the  degree t o  which they 

expected t o  gain i n  competence; the  i n s t ruc to r  and peer were 

concerned with the  degree t o  which they expected the  students 

t o  gain i n  competence. 

(c) Bias on the p a r t  of t h e  i n s t ruc to r  and peer. 

Student Responses 

A l l  i tems on the questionnaire received a  majority of favourable 

responses. The highest  number of  pos i t ive  ra t ings  (47 from a t o t a l  of 

49) was given to the  degree of student enthusiasm; the  highest  number 

of  negative ra t ings  (10) was given the degree t o  which students had 

improved t h e i r  competency i n  painting.  The three  most recurring pos i t ive  

comments were re la ted  t o  the  students '  improved confidence t o  teach a r t ;  



t o  t h e  i n s t r u c t i o n a l  methodology and t h e  scope of course content .  The 

t h r e e  most recurr ing negative comments w e r e  r e l a t e d  t o  t h e  scope of  t h e  

p a i n t i n g  demonstration, and t h e  t i m e  a l l o t t e d  t o  t h e  demonstrations and 

s t u d i o  sessions.  There w e r e  39 p o s i t i v e  comments, and 8 negative com- 

ments. The overa l l  s tudent  responses (see  Table 2) and s tudent  comments 

(see  Table 4) indica ted  a high l e v e l  of  s a t i s f a c t i o n  i n  the  curriculum 

a s  presented.  

I n s t r u c t o r  Responses 

The i n s t r u c t o r  responded favourably t o  a l l  items on t h e  ques t ionnaire  

(see  Table 1). The highes t  r a t i n g  (1) was given the apparent enhanced 

degree o f  self-confidence i n s t i l l e d  i n  t h e  students.  The responses i n  

t h e  s tuden t  quest ionnaire a l s o  ind ica ted  a 100% p o s i t i v e  (1-3 ra t ing)  

response t o  t h i s  item, a s  d i d  t h e p e e r  r a t i n g  (1). The i n s t r u c t o r  

empathized with the  d e s i r e  of some of  t h e  s tudents  f o r  more time t o  be 

spen t  on pa in t ing  demonstrations and, i n  t h e  fu ture ,  would o f f e r  s tu -  

dents  an op t iona l  e x t r a  sess ion devoted to paint ing.  Considering the  

scope of t h e  course content ,  t h e  i n s t r u c t o r  was p leased with the  o v e r a l l  

development of  s tudents  i n  a r t i s t i c  a b i l i t y  and profess ional  competency. 

Peer Responses 

The peer  responded favourably t o  a l l  i tems on the ques t ionnaire  (see 

Table 3 ) .  Thirteen i t e m s  from an o v e r a l l  number of 40, w e r e  given a 1 

r a t i n g .  The peer  indica ted  a high l e v e l  of  s a t i s f a c t i o n  with t h e  s t u d i o  

sess ions  i n  drawing, ceramics, f i b r e s ,  and printmaking; with t h e  h igh  

l e v e l  of  s tuden t  enthusiasm; wi th  t h e  apparent  enhanced degree of s e l f -  



confidence developed i n  the s tudents  ; with the  coverage of curriculum 

concerns i n  planning goals and object ives;  i n  sequencing learning;  i n  

the  discussion of competing educational theor ies  and contemporary trends 

i n  a r t  education; with the coverage of  evaluation procedures; and 

with the discussion of museums and a r t  g a l l e r i e s  as  learning resources. 

Val idi ty  

The in s t ruc to r ' s  main concern was the  a b i l i t y  of the  students t o  

absorb the extensive amount of new mater ia l  presented i n  the course 

during the  re la t ive ly  shor t  period of time, and the degree of s e l f -  

d i rec t ion  t h a t  the students would have i n  the  various areas of concern 

a f t e r  completing the  course. A sa t i s f ac to ry  degree of se l f -direct ion 

and absorption of course content was indicated by the cumulative number 

of  1-3 ra t ings  on the  questionnaire items; however, the  val3dity of t he  

ra t ings  is questionable because what i s  meant by a sa t i s fac tory  degree 

o f  se l f -direct ion and content absorption i s  subject  t o  the various 

expectations of the  students,  peer,  and ins t ruc tor .  Nontheless, t h i s  

does not inval idate  the  evaluation model a s  a valuable feedback mechanism. 

The evaluation model i s  intended t o  be a summative descr ipt ive  

analysis  and claims to have no s t a t i s t i c a l  va l id i ty .  

summary 

The purpose of the evaluation was t o  determine the  perceived 

effect iveness  of the  proposed curriculum. The r e su l t s  of the  evaluation 

indicated t h a t  the course does indeed meet the  needs of the  Faculty of 

Education where the  course was implemented. 



The in s t ruc to r  was pleased with the posi t ive  a t t i t u d e s  towards a r t  

education, and the  enhanced understanding of the  curriculum content 

t h a t  was r e f l ec t ed  by the  questionnaire responses. 

r t  i s  recommended t h a t  i n  addition to using the present  evaluation 

format video tapes be u t i l i z e d  fo r  formative evaluation purposes. The 

tapes  could be viewed by the ins t ruc tor ,  students,  and peers,  and ra ted  

using a pre-determined r a t i ng  scale t o  deter  observers from concentrating 

on i r r e l e v a n t  aspects such a s  the way they look o r  sound. 



CHAPTER V 

SUMMARY, CONCERNS, RECOMMENDATIONS, AND CONCLUSIONS 

Simon Fraser University was the focus of the  present study. The 

proposed curriculum was implemented a t  t h i s  universi ty during the  F a l l  

and Spring 1980 semesters. The study was undertaken t o  determine t he  

f e a s i b i l i t y  of o f fe r ing  teachers a course t h a t  focuses on both profes- 

s iona l  competency and a r t i s t i c  development, ra ther  than simply production 

experiences o r  a narrow select ion of a r t  expression areas;  and t h a t  

attempts t o  meet the  perceived needs of elementary teachers of a r t .  

The s tudents  came t o  the course with a wide assortment of expecta- 

t i ons  ranging from simply wanting a "bag of t r i c k s , "  t o  a genuine des i re  

t o  learn how t o  implement a strong a r t  program, and a genuine des i re  t o  

develop t h e i r  a r f i s t i c  competency. 

A few of the  students had strong studio backgrounds i n  one o r  two 

expression areas ,  bu t  t he  majority had l i t t l e  o r  no s tudio backgrounds. 

None of t he  students had any formal background i n  methodologies f o r  

developing professional competency i n  a r t .  

The r e s u l t s  of t h e  program evaluation indicated t h a t  the students 

d id  indeed develop i n  personal a r t i s t i c  

tency, and t h a t  teachers were i n s t i l l e d  

importance of a r t  i n  the  t o t a l  learning 

s k i l l s  and professional compe- 

with an awareness of the 

process. 



Concerns 

The implemented curriculum was not without unexpected interrupt ions:  

Supplies t h a t  were ordered and promised for  delivery by ce r t a in  

dates did not a r r ive .  

The majority of the  books on the reading l is t  e i t h e r  arr ived 

mid-way through the term, o r  not a t  a l l .  

Some students arr ived l a t e  and missed the  object ives  of t he  lesson. 

Students' o r a l  presentations were frequently too long, thus  reducing 

the  time t h a t  should have been devoted t o  o ther  areas of concern. 

Frequent in terrupt ions  occurred by an assortment of people request- 

ing supplies. 

There were addit ional concerns : 

The i n i t i a l  course enrolment was very large (35 students f o r  each 

course). With such a large enrolment of students, with such an 

assortment of backgrounds, it made it more d i f f i c u l t  t o  deal  with the 

varying individual needs. 

The course was intense.  Generally the majority of students were not 

only r e luc t an t  t o  take a break, but  frequently,  came ear ly  and stayed 

l a t e  a s  well. 

The i n i t i a l  f rus t ra t ion  leve l  of the  students was high because of 

the voluminous amount of new mater ia l  t h a t  the students were 

expected t o  absorb. 

I t  was a t  times d i f f i c u l t  t o  break through the  " t a l en t  myth." 

Some s tudents  were i n i t i a l l y  re luctant  t o  t r y  new ideas because 

they f e l t  t h a t  they had no ta len t .  
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(5) I n i t i a l l y  many t eachers  s t i l l  adhered t o  the  child-centered phi lo-  

sophy o f  the  f o r t i e s  where it was bel ieved t h a t  d i r e c t  i n s t r u c t i o n  

was de t r imen ta l  t o  t h e  developing ch i ld .  This made it d i f f i c u l t  

f o r  some of t h e  t eachers  t o  accept  s t r u c t u r e d  teaching methods (note  

Appendix I f o r  some i n i t i a l  teacher r e a c t i o n s ) .  

Recommendations f o r  Course Changes 

The w r i t e r  was pleased with t h e  curriculum content ;  however, t h e  

following i n s t r u c t i o n a l  and procedural changes a r e  recommended: 

(1) For each course content  a rea  teachers  should i n i t i a l l y  be  provided 

concre te  examples from which they can develop t h e i r  own methodologies. 

The i n s t r u c t o r  tended t o  expect too  much t o o  soon from t h e  s tudents ;  

f o r  example, s tuden t s  were asked t o  formulate u n i t  p l ans  and evalua- 

t i o n  methodologies s u i t a b l e  f o r  t h e i r  p u p i l s  be fo re  they were provided 

concre te  examples and a s u f f i c i e n t  background of knowledge t o  enable 

them t o  do t h i s .  

( 2 )  The course  goa l s ,  learning outcomes, and sess ion  o b j e c t i v e s  should 

have been w r i t t e n  and posted, a s  wel l  a s  verbal ized  so  t h a t  s tuden t s  

could r e f l e c t  upon the  i n t e n t s  and r e f e r  t o  them throughout t h e  course 

t o  determine whether i n  f a c t  they understood t h e  expecta t ions  and 

were working towards t h e i r  at tainment.  

( 3 )  The program evaluat ion  should be completed two weeks p r i o r  t o  t h e  

end o f  t h e  course. The i n s t r u c t o r  found t h a t  s tuden t s  were genera l ly  

more i n t e r e s t e d  i n  discussion t h e i r  own work dur ing t h e  l a s t  ses s ion ,  

o r  simply handing i n  t h e i r  work and then leaving,  and no t  overly.  



i n t e r e s t e d  i n  f i l l i n g  o u t  lengthy eva lua t ion  forms. 

(4 )  I n  a d d i t i o n  t o  t h e  summative eva lua t ion ,  some form of format ive  

ev laua t ion ,  such as v ideo  t apes ,  b r i e f  ques t ionna i r e s  and d i scuss ions  

should t a k e  p l a c e  dur ing  t h e  course  s o  t h a t  program improvement can 

b e n e f i t  t h e  s t u d e n t s  p r e s e n t l y  e n r o l l e d  i n  t h e  course .  

(5) The s t u d i o  demonstrat ions should b e  narrower i n  scope. The i n s t r u c t o r  

tended t o  demonstrate  a broad a r r a y  o f  procedures  i n  t h e  v a r i o u s  

s t u d i o  a reas .  The i n s t r u c t o r  found t h a t  f o r  many of t h e  s t u d e n t s  

t h e  s e s s i o n s  i n  each s t u d i o  a r e a  were simply t o o  b r i e f  t o  absorb a l l  

o f  t h e  new m a t e r i a l  presented.  

(6) I f  a t  a l l  p o s s i b l e ,  t h e  book o r d e r s  should be  p l aced  t h e  semester  

p r i o r  t o  when t h e  course  i s  be ing  taught .  I n  a d d i t i o n ,  it would b e  

h e l p f u l  i f  t h e  i n s t r u c t o r  could have a t  l e a s t  two pe r sona l  cop ie s  of  

a l l  o f  t h e  t e x t s  on t h e  reading l is t .  

(7) To ensu re  t h a t  t h e r e  a r e  app ropr i a t e  and s u f f i c i e n t  s u p p l i e s ,  t h e  

i n s t r u c t o r  should p i c k  up t h e  s u p p l i e s  r a t h e r  t han  w a i t  f o r  them t o  

be  d e l i v e r e d .  

(8) The i n s t r u c t o r  should s t r e s s  t o  s t u d e n t s  t h e  importance o f  keeping 

w i t h i n  t h e  t ime a l lo tmen t  when making t h e i r  o r a l  p r e s e n t a t i o n s .  

Conclusions 

- Teachers  of  a r t  need t o  be provided wi th  a sense  of d i r e c t i o n  s o  t h a t  

they  w i l l  know how t o  go about improving t h e i r  p r o f e s s i o n a l  competency 

and a r t i s t i c  s k i l l s .  Unless t h i s  d i r e c t i o n  is provided f o r  t h e s e  t e a c h e r s ,  

t h e i r  programs w i l l  cont inue  t o  func t ion  i n  a schizophrenic  fash ion .  



Univers i t i e s  should inves t iga te  the  p o s s i b i l i t y  of o f f e r i n g  teachers  

mini -credi t  courses located  e i t h e r  a t  the  u n i v e r s i t y  o r  school  d i s t r i c t  

teacher  cen te r s .  Because elementary teachers  a r e  responsib le  f o r  so  many 

d i f f e r e n t  s u b j e c t  a reas ,  and t h e i r  p r i o r i t i e s  cannot always be  art, a 

c r e d i t  course may provide teachers with the  impetus t o  up-grade t h e i r  a r t  

education backgrounds. 

Profess ional  a r t  educators who have not  provided e i t h e r  s p e c i f i c  
p r a c t i c a l  h e l p  o r  philosophical  i n s p i r a t i o n  must sha re  t h e  
r e s p o n s i b i l i t y  f o r  the  kind of ' a r t '  t h a t  t akes  p lace  i n  many 
classrooms. I n  a sense profess ional  educators  who do n o t  address 
t h e  problem a r e  cont r ibut ing  t o  the  p r o l i f e r a t i o n  of ... ' c u l t u r a l  
mediocri ty '  . 

(Conant, 1973, p.  153) 

I t  would be  naive t o  think t h a t  any one curriculum format i s  t h e  

answer f o r  t h e  var ious  concerns of the  teachers  en ro l l ed  i n  t h e  course. 

Ideologies change, and it is important t o  keep up with c u r r e n t  t rends .  

Joyce and W e i l  (1972, p. x i )  s t a t e  t h a t  t h e r e  i s  "... no p a i n l e s s  so lu t ion  

t o  complex i n s t r u c t i o n a l  problems, and no f u t u r e  i n  our  p e r s i s t e n t  e f f o r t  

t o  desc r ibe  ' b e s t  teaching practice"' .  The w r i t e r  f e e l s - t h a t  t h i s  app l i e s  

equal ly  t o  curriculum models. 

Suggestions f o r  Fur ther  Research 

(2)  A comparative study of foundation courses i n  a r t  education offered 

i n  various universi t ies  across Canada. 

Rationale: Available d a t a  on the  d i f fe rences  and s i m i l a r i t i e s  and j u s t i -  

f i c a t i o n s  f o r  t h e  var ious  curriculum formats may prove u s e f u l  i n  a s s i s t i n g  

u n i v e r s i t y  a r t  educators  t o  evaluate the  mer i t s  of t h e i r  own a r t  education 

courses. Such a s tudy may a l s o  prove t o  be a u s e f u l  mot ivat ional  device 

f o r  organizing a symposium of these  a r t  i n s t r u c t o r s  s p e c i f i c a l l y  f o r  the  

purpose of d iscuss ing the  j u s t i f i c a t i o n s  f o r  t h e i r  var ious  course formats. 



( 2 )  An adaption and implementation of the proposed curriculum for 

schooZ administrators. 

Rat iona le :  I t  has  been t h e  w r i t e r g s  exper ience  t h a t  s choo l  a d m i n i s t r a t o r s  

a r e  g e n e r a l l y  n o t  informed a s  t o  what c o n s t i t u t e s  a  s t r o n g  a r t  program o r  

why t h e  a r t s  a r e  impor tan t .  An adap ta t ion  of t h e  proposed cur r icu lum i n  

t h e  form o f  a  s e r i e s  o f  workshops may prove u s e f u l 1  i n  he lp ing  administra-  

t o r s  unders tand  why a  s t r o n g  a r t  program i s  an  impor tan t  component of  t h e  

o v e r a l l  e d u c a t i o n a l  process .  

(3) An adaptation and implementation of the proposed currieuZwn for 

parents and c o m n i t y  groups. 

Rationale:  Of fe r ing  such a  course ,  perhaps through community educa t ion ,  

may prove u s e f u l  i n  ga in ing  suppor t  f o r  a r t  by he lp ing  t h e  p u b l i c  t o  

understand why a r t  i n  educa t ion  i s  important .  

( 4 )  A comparative study t o  determine the degree of sa t i s fac t ion  and 

confidence and the c lar i t y  of purpose experienced by elementary 

teachers, and by the students of these teachers, who have compZetad 

a foundation course i n  ar t  education that  emphasizes both theory 

and practice and those who have completed a course that  o f f e r s  only 

studio experinece. 

Rat iona le :  I t  i s  hypothesized t h a t  a course  t h a t  o f f e r s  e lementary 

t e a c h e r s  a  ba l ance  of  theory  and p r a c t i c e  w i l l  g e n e r a t e  i n  t h e s e  t eache r s  

a  g r e a t e r  degree  of  s a t i s f a c t i o n  and confidence,  and a  c l e a r e r  s ense  of - 

purpose when fo rmula t ing  and implementing t h e i r  own a r t  programs than  a  

course  t h a t  o f f e r s  on ly  s t u d i o  exper iences .  It is  f u r t h e r  assumed t h a t  

t eache r s  who f e e l  con f iden t  and s a t i s f i e d  wi th  t h e i r  a r t  programs and who 

have a  c l e a r  s ense  of  purpose w i l l  h e l p  t o  gene ra t e  a g r e a t e r  degree  of 



confidence, s a t i s f a c t i o n  and c l a r i t y  of purpose i n  t h e i r  s tudents .  

(5) A study t o  detemine the feas ib i l i ty  of offering some sessions of 

the proposed curriculum i n  various c o m n i t y  set t ings,  such as art 

galleries  and teacher centers. 

Rationale:  Such d e c e n t r a l i z a t i o n  of some of the  course sess ions  may help 

t o  make t eachers  more aware of the  numerous resources a v a i l a b l e  t o  them 

f o r  enr iching t h e i r  a r t  programs. 

(61 A research study t o  determine how many of the students who have com- 

pleted the proposed course have been motivated t o  further the i r  art  

education backgrounds. 

Rationale:  It was one of the  i n t e n t s  of the  implemented curriculum t o  

motivate t eachers  t o  seek a more in-depth background i n  the  va r ious  

a r t  education areas .  

( 7 )  A study t o  de temine  the relationship between the instructors  

teaching methodologies and a r t i s t i c  s t y l e  and that  of the teachers 

enrolled i n  the course, i n  the ir  own classroom situations.  

Rationale:  A r e  t h e  t eachers  developing t h e i r  own a r t i s t i c  and teaching 

s t y l e  o r  a r e  they simply imi ta t ing  t h e  i n s t r u c t o r s ?  Should t h e  s tudents  

be exposed t o  more than one i n s t r u c t o r  when only one a r t  foundation course 

is  o f fe red?  



APPENDIX A 

~ e f i n i t i o n s  of Terms Used i n  t he  Thesis 

aes thet ic :  For t h e  purpose of t h i s  t h e s i s  aes the t ics  is defined i n  
terms of a process of being able  t o  perceive and under- 
stand a r t i s t i c  qua l i t i e s  i n  a r t  forms. 

curriculum: Joyce and Weil's def ini t ion of curriculum is used f o r  the  
purposes of t h i s  paper. "A curriculum is  an educational 
program ... designed t o  accomplish cer ta in  educational 
goals and t o  use specif ic  educational means t o  accomplish 
those goals." Joyce, B .  and Weil, M. Models of Teaching. 
New Jersey:  renti ice Hall,  I~c., 1972, p. 319. 

imagery: For t h e  purposes of t h i s  paper the  def in i t ion  of imagery i n  
the  new Secondary A r t  Education Guide i s  used. "Imagery is  
t h a t  aspect of a r t  which e x i s t s  i n  both t he  mental process 
and t h e  product of a r t . "  A r t  (8-12) A ~ u i d e / ~ e s o u r c e  Book. 
Ministry of Education. Victoria,  1980. 

self-evaluation: For t he  purposes of t h i s  t h e s i s  s e l f  -evaluation i s  
defined a s  a diagnostic procedure by which a teacher can 
analyze the  effectiveness of his/her curriculum content and 
ins t ruc t iona l  methods. 



APPENDIX B 

Definit ions of Creat ivi ty  

There i s  no s ing le  universally accepted de f in i t i on  of c r ea t i v i t y .  

Guilford formulated some generally accepted t r a i t s  of the  c r ea t i ve  

person. Guilford used the  term "divergent thinker" t o  describe those 

he designates a s  "creative". He supposed t h a t  divergent production was 

one of t he  f i v e  d i f f e r en t  operations i n  t he  mental process, and lists 

the  remaining four a s  : cognition, memory, convergent production, and 

evaluation (Guilford, 1970, p. 179) . Garret t  (1975, p. 243) s t a t e s  

t h a t  some of  Lhe a t t r i b u t e s  of t he  creat ive  thinker  a re  "...an a b i l i t y t o  

take a r i s k ,  a tolerance fo r  e r ro r  and disorder,  a general scanning of 

p o s s i b i l i t i e s ,  a tendency toward o r i g i n a l i t y  on assoc ia t ive  t e s t s ,  

and an a b i l i t y  t o  see connections between previously unassociated items 

such a s  'apple'  and 'gravity '" .  Davis, ( i n  Levin and Allen, 1976, pp. 

219-223) s t a t e s  t h a t  ",.. the s ing le  most important c h a r a c t e r i s t i c o f t h e  

highly c r ea t i ve  individual is  creat ive  a t t i t u d e  He defines t h i s  a s  

"purposes, values, and a number of personali ty t r a i t s  which together 

predispose an individual t o  think i n  an independent, f l ex ib l e ,  and 

imaginative way." Davis sees the c rea t ive  thinker  characterized by 

?ddit ional t r a i t s  of "playfulness", "independence", "self  -confidencen, 

"nonconfonnity", and "willingness t o  take r i sks" .  Paul Torrance (1966, 

p. 6) agrees  t h a t  t h e  creat ive  thinker i s  characterized by c e r t a i n  

t r a i t s ,  such a s  asking questions beyond the  s ing le  why o r  how, coming 



up with d i f f e r e n t  ways of doing things  and being able  t o  occupy time 

without being stimulated, but he defines c r e a t i v i t y  a s  " , . .a  process of 

ident i fying problems; searching f o r  solutions;  formulating ideas  o r  

hypotheses ... and cormnunicating the  resu l t s"  ra ther  than simply a s  a 

t r a i t .  E l l i o t  Eisner (1972, p. 217-219) concurs with Torrance and 

defines c r e a t i v i t y  i n  terms of a process. He i d e n t i f i e s  four ways i n  

which c r e a t i v i t y  can be displayed. They are:  "boundary pushing", 

"inventing", "boundary breaking", and "aesthetic organization". 

Eisner def ines  boundary pushing individuals a s  those who a re  able  t o  

extend o r  redef ine "the limits of common object ives" .  He gives a s  an 

example t he  "individual who f i r s t  thought of i n s t a l l i n g  e l e c t r i c  shaver 

o u t l e t s  i n  automobiles". Inventing i s  defkned a s  ".. . the processofemploy- 

ing  t he  known t o  c r ea t e  an essen t ia l ly  new objec t  o r  c l a s s  of objects t t .  

Edison, Be l l ,  and Marconi a re  given a s  examples of individuals  who have 

displayed inventive behavior. Boundary breaking i s  defined a s  "the 

re jec t ion  o r  reversa l  o r  accepted assumptions" and t h e  "making of the  

given problematic". Copernicus, Einstein,  and Binet a r e  given a s  

examples. Aesthetic organization i s  "the presence i n  objects  of a high 

degree of coherence and harmony". Eisner s t a t e s  t h a t  the  individual 

who displays  t h i s  type of c r ea t i v i t y  "confers order and uni ty  upon 

matters". 

I t  i s  unl ikely  t h a t  any s ingle  universal ly  accepted def in i t ion  of 
" 

c r e a t i v i t y  w i l l  ever emerge because c r ea t i v i t y  r e f e r s  t o  so many 

d i f f e r en t  t h ings  and var ies  from one invest igator  t o  another. ~ e a d i n g  

inves t iga tors  agree on some general cha rac t e r i s t i c s  of c rea t ive  thinking 



such a s  fluency, f l e x i b i l i t y ,  o r ig ina l i t y ,  and elaboration.  There i s  

a l so  general agreement t h a t  novelty i s  necessary i n  t h e  c rea t ive  process, 

whether t h i s  is interpreted t o  mean s t a t i s t i c a l l y  infrequent t o  the  

population, new t o  t he  individual o r  simply seeing new rela t ionships ,  

o r  thinking d i f f e r en t ly  from others.  Creat ivi ty ,  conformity, i n t e l l i -  

gence, and boredom a re  often viewed a s  re la ted  cha rac t e r i s t i c s  (Schubert, 

1977, pp. 233-237; Allen and Levine, 1968, pp. 405-419; Crutchfield, 

1962, p .  6 ) ;  however what the  extent of t h i s  re la t ionship is continues 

t o  be the  subject  of considerable controversy. 

~ e f  in i t ions  of A r t  

A s  f o r  c r ea t i v i t y ,  there  i s  no s ingle  universally accepted def ini -  

t i on  f o r  a r t .  Only a few publications reviewed gave a def in i t ion  of 

a r t  per se. Mat t i l  (1971, p. 3)  describes t he  "... q u a l i t i e s  essen t ia l  

t o  a work o f  a r t " ,  a s  ". . . or ig ina l i t y ,  imagination, expression and 

meaning.. . " Marlene Linderman (1979, p. 5) defines a r t  a s  " . . . the 

culmination of t he  creat ive  and aes the t ic  merging of the  eye (percep- 

t i o n ) ,  t he  hand ( s k i l l ) ,  and the  mind (imagination) !I She categorizes 

a r t  products i n t o  f i v e  areas: v isual  and t a c t i l e  a r t s ,  handcrafted 

a r t s ,  technological a r t s ,  environmental a r t s ,  concept a r t ,  and consumer 

a r t s .  

Also, a s  f o r  def ini t ion of c rea t iv i ty ,  the  majority of publications 

def'ine a r t  i n  terms of a process. Linderman and Herberholz (1979, p. 11) 

s t a t e :  " u t  i s  a way t o  develop ski l ls . . . " ;  "Art is  a way t o  become a 



c r e a t i v e  person"; " A r t  i s  a way t o  become a f l e x i b l e ,  conf ident  

person..."; " A r t  is  a way t o  c l a r i f y  and f i x  i d e a s  i n  t h e  mind through 

v i s u a l  r e i t e r a t i o n . . . "  ( see  Chapter I?),. 

1 For o t h e r  d e f i n i t i o n s  o f  a r t  i n  terms o f  a process  note  j u s t i f i c a -  

t i o n s  o f  a r t  i n  Chapter 11. 
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APPENDIX C 

Course Outline f o r  the  A r t  Education 477 Course Taught 

EDUCATION 477-4: Designs for  Learning:Art 
INSTRUCTOR: Raija Fransila 
SEMESTER: Fa l l  1980 

Experiences t o  promote personal a r t i s t i c  development and professional 
competency w i l l  form t h e  major focus f o r  Education 477. The course i s  
designed t o  help  teachers t o  develop qua l i t a t i ve  a r t  programs a t  the  
classroom l eve l .  Teachers with inadequate a r t  foundations a r e  not able 
t o  nurture t h e  kind of sens i t iv i ty ,  knowledge, and i n t e r e s t  i n  t h e i r  
pupi l s  necessary f o r  creat ive  growth. A teacher who has an adequate a r t  
education background and who has developed a personal s t y l e  w i l l  have a 
stronger b a s i s  f o r  developing a meaningful program and w i l l  be more ap t  
t o  promote and ju s t i fy  his/her program i n  the  school. 

 ducati ion 477 w i l l  focus on four areas  of curriculum concern: 

1) Studio experience i n  drawing, painting,  ceramics, printmaking, 
and f i b r e s .  Students w i l l  be required t o  car ry  the  a c t i v i t i e s  
t o  completion with s ince r i t y  and e f f o r t .  

2) A review of contemporary a r t  education philosophy. 
3) Curriculum construction and ins t ruc t iona l  methods. 
4) Evaluation procedures. 

Course Requirements 

1. Studio experience: Attendance and par t ic ipa t ion  a t  a l l  s tudio 
sessions,  and completion of a l l  assigned p rac t i ca l  work. Sincer i ty  of 
e f f o r t ,  i n t e r e s t  and a t t i t ude  w i l l  be  taken i n t o  consideration. Students 
w i l l  be expected t o  r e l a t e  the  s tudio work t o  program planning a t  t h e  
classroom leve l .  

2. Written: One paper of approximately 12 pages on curriculum construc- 
t i o n  and evaluat ion procedures. The papers a re  t o  be c lear ,  concise, 
and adequately annotated. 

3. Oral: Each student i s  t o  pa r t i c ipa t e  i n  one group presentation 
r e l a t ed  t o  curriculum planning. 



APPENDIX C (continued) 

Recommended Texts 

Cornia, I., Stubbs, C., Winters, N.  A r t  Is Elementary. Utah: 
Brigham Young univers i ty  Press. 1976. 

~ o b b s ,  S. (ed.) A r t  Education and Back t o  Basics.  Virginia: 
National A r t  Education Association, 1979. 

Efland, A .  (ed.) Guidelines f o r  Planning A r t  I n s t r u c t i o n  i n  t h e  
q lementa ry  Schools of Ohio: Ohio Dept. o f  Education, 1970. 

Eisner  , E . Educating A r t i s t i c  Vision. N e w  York: Macmillan Co . , 
1972. 

Herberholz, B. -Early Childhood A r t .  Iowa: Wm. Brown Co., 1974. 

Linderman, E.  Teaching Secondary School A r t .  Iowa: Wm. Brown 
Publishing Co., 1971. 

Linderman, E. and Herberholz, D. %eveloping - A r t i s t i c  and Perceptual 
Fwareness. Iowa: Wm. Brown Co., i979. - 

Linderman, M. A r t  i n  t h e  Elementary School. Iowa: Wm. Brown Co., 
1979. 

MacGregor, R. A r t  Plus. Toronto : McGraw-Hill , 1977. 

Madeja, S. and Hurwitz, A. The Joyous Vision. New Jersey:  
Prentice-Hall Inc . , 1977. 

Mattil, E .  Meaninq i n  Cra f t s .  New Jersey:  Prentice-Hall Inc.,  
1971. 

Townley , M . Another --Look (Teacher and Student Edi t ions)  . Ontario : 
Addison-Wesley publishing, 1978. 

Rueschhoff, P. and Swart% E. Teaching A r t  i n  t h e  Elementary School. 
New York: Ronald Press Co . , 1969. 

~ a g a z i n e s  and Journals  

Arts A c t i v i t i e s .  591 Camino de l a  Reina, S u i t e  200, San Diego. 

A r t  Education. Journal of t h e  National A r t  Education Association. 1201 
S ix teen th  S t . ,  Washington, D. C . 

BCATA: Journa l  f o r  A r t  Teachers. 105-2235 Burrard S t r e e t ,  VarICOUVer. 

canadian Soc ie ty  f o r  Education Through A r t :  Annual Journal. University 
o f  V i c t o r i a ,  Vic tor ia ,  

School Arts. 50 Portland St . ,  .Worcester, Massachusetts. 
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Student Evaluation Forms f o r  the A r t  Ed. 477 Course Taught 
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APPENDIX E 

Examples of Suggested Teaching Approaches i n  A r t  Expression Areas 

- Example o f  an In-Depth Approach 

An in-depth exploration of a core concept would be t o  take a design 
concept such a s  l i n e  and explore it t o  i t s  f u l l e s t .  For example, a 
student could explore t he  var ie ty  of l i n e  i n  the  na tura l  o r  man-made 
environment (radiating,  flowing, majestic,  e t  cetera)  . 

Example o f  a Sequential Progression of a Core Concept 

An example of a sequential progression of a core concept would be 
t o  take a design concept such a s  l i n e  and show progression from the  
simple t o  t he  more complex. For example a student could take l i n e  and 
demonstrate how l i n e  can progress i n t o  curves, shapes, pat terns ,  tex- 
tu res ,  e t  cetera .  

Example of A Visual Message which Demonstrates Social/Cultural/ 
His tor ica l  Awareness 

An example of socia l  awareness would be fo r  the  student t o  depict  
a soc i a l l y  re levant  theme such a s  aging, i n f l a t i on ,  poverty, e t  ce te ra  
through his /her  a r t  form. To demonstrate c u l t u r a l  awareness a student 
might, f o r  example, wish t o  develop an awareness of Sa l i sh  Indians by 
creat ing a weaving using similar techniques. To demonstrate 
h i s t o r i c a l  awareness through his/her a r t  form a student might, f o r  
example, p a i n t  a painting u t i l i z i n g  t he  s t y l e  of a pa r t i cu l a r  movement, 
such a s  Cubism. 



APPENDIX F 

Sample Unit and Lesson Plan 

Unit Topic: What w i l l  be the main subject focus? 

General Objectives : What do you hope t o  achieve? 

Unit ~essons/Sessions: S ta te  what it is you are  going t o  do during each 
teaching/learning episode. 

Lesson Plan 

Lesson No. 

A r t  Act ivi ty  Area: S ta te  a r t  expression area; e.g. drawing, painting, 
e tc .  

Theme : Sta te  the subject matter 

Introduction: Provide background information t o  expand know- 
ledge base and t o  heighten aesthet ic  awareness 
and to  motivate students. Uti l ize  audio-visual 
aids,  guests, f i e l d  t r i p s ,  e t  cetera.  

Learning Outcomes : What do you expect t o  achieve? The learning out- 
comes i n  most circumstances, should r e l a t e  t o  the 
subject of a r t ,  e.g. the soc ia l  impact of a r t ,  
a r t  history (including popular and folk a r t ) ;  
a r t  from various cul tures ,  especially from the 
various Canadian cul tura l  groups, analyt ical  
observation t o  promote seeing s k i l l s ,  a r t  vocabu- 
lary,  and a r t  ac t iv i ty  processes t o  promote a 
personal imagery a s  it r e l a t e s  t o  making a r t .  

Problem: The problem focuses on encouraging students t o  
observe analyt ical ly ,  t o  think about the i r  
observations i n  order t o  perceive a r t i s t i c  
qua l i t i e s  and relationships; e.g. design con- 
cepts, relationships among the concepts, aspects 
of c rea t iv i ty  (or ig ina l i ty ,  imagination, e t  
ce te ra) ,  and the soc ia l  impact. 



Focus : 

Method : 

Culmination and 
Evaluation: 

Are you focusing an an in-depth study of a 
core concept, a r t  product, e t  cetera ,  o r  on a 
sequential  progression from simple t o  more 
complex; e.g. var ie ty  of l i n e  repe t i t ion  
of l i n e  pa t te rns ,  o r  on soc i a l ,  h i s to r i ca l  
o r  cu l tu r a l  concerns? 

Indicate  procedure. 

This should include a discussion of t he  aes the t ic  
aspects and, i f  applicable, soc ia l  implications, 
and h i s t o r i c a l  o r  cu l tu r a l  relat ionships i n  t he  
students '  work. Display work. 

An Example of a Unit Overview 

Unit Topic: Housing s t y l e s  i n  the  community. 

Gener .a1 Objectives : (a)  To encourage students t o  become more aware 
of ae s the t i c  q u a l i t i e s  i n  t h e i r  environment 

(b) To famil iar ize  students with the var ie ty  of 
a rch i tec tura l  s t y l e s  

(c)  To develop t h e i r  a r t  vocabulary 
(d) To develop t h e i r  drawing s k i l l s  
(e)  To develop students '  awareness of the  

a r t i s t i c  q u a l i t i e s  i n  archi tecture .  

u n i t  ~ e s s o n s /  
Sessions : 

I. Discussion of the  s tudents '  homes and the  
var ie ty  of houses on t h e i r  s t r ee t .  A vis-  
a1  a ids  display and discussion of various 
s t y l e s  of houses i n  t he  community. (For 
older  students the  focus would be on archi- 
t e c tu ra l  s t y l e s  during various h i s to r i ca l  
periods (e.g. colonial ,  tudor, ranch, 
e t  cetera)  and appropriate terminology. ) 
For younger students t h e  emphasis would 
be on developing an awareness t h a t  houses 
were d i f f e r en t  during d i f f e r en t  periods of 
time. 

11. A walking tour  t o  observe the var ie ty  of  
houses i n  the  neighbourhood. 

111. Students w i l l  draw the  s t y l e  of house i n  
which they would l i k e  t o  l ive .  

I V  . Culmination and Evaluation. 



APPENDIX G 

Teacher Comments That Typify General At t i tudes  Towards 
A r t  i n  Education 

The following a re  some comments made by teachers t h a t  typify  a t t i t u d e s  
toward a r t  i n  education: 

1. " I  don ' t  believe i n  teaching drawing. It 's too d i f f i c u l t  f o r  t he  
s tudents .  They lose  confidence i n  themselves and get  turned-of f 
a r t .  " 

2. " I  want to  give my students p ro jec t s  t h a t  they can take home and 
pu t  on display." 

3 .  "Most of my students did c lay l a s t  year. I ' d  l i k e  t o  t r y  something 
d i f f e r e n t  with them." 

4. "My s tudents  have been get t ing r e a l l y  behind i n  t h e i r  school work 
l a t e l y .  We jus t  haven't had time fo r  a r t .  'I 

5. "I don ' t  do very much a r t  with my students.  I ' m  not very good 
a t  a r t .  I can ' t  even draw a s t r a igh t  l ine . "  

6. "What i s  needed is an idea box with some d i f f e r e n t  projects .  I ' m  
running ou t  of new ideas." 

7. "What I want out of t h i s  course i s  a s e t  of spec i f ic  lessons I can 
use f o r  the  year." 

8. "Teachers should be to ld  exactly what t o  teach a t  each grade l eve l  
so  t h a t  the  students don ' t  come i n  t o  grade seven with nothing l e f t  
t o  do. I have some students who have done weaving and clay,  and 
l o t s  of painting and drawing ... I t ' s  so hard t o  think of something 
d i f f e r e n t  f o r  them t o  do. " 

9. " I ' d  l i k e  t o  do my a r t  work a t  home. I have no t a l e n t  and I ' d  be 
embarrassed i f  anyone saw my work." 



10. "DO you mind i f  I hand my paper fo r  this course i n  l a t e r ?  I have 
an important paper due fo r  another course a t  the same time." 

11. "Students l i k e  t o  explore and experiment w i t h  a r t  materials. They're 
not interested i n  a bunch of theory." 

12 .  "I want some quick p rac t i ca l  s t e p  by s tep  lessons so I can learn how 
t o  draw. " 

13. "My students enjoy seasonal a c t i v i t i e s  because everyone can r e l a t e  
t o  them. No one has t o  worry about having b e t t e r  o r  worse a r t  work 
than anyone e l se  because they ' re  a l l  jus t  a s  good. Kids jus t  ge t  
f rus t ra ted  and turned off when there  i s  competition." 

14. " I  don ' t  mind doing the c lay s tu f f  or  the weaving, but I don ' t  f e e l  
I should have t o  draw. I ju s t  don ' t  have any ta lent ."  

15. " I  l i k e  t o  do a r t  with my students on Friday afternoons because the 
s tudents  a re  too r e s t l e s s  t o  concentrate on t h e i r  regular school 
work. " 

16. "Instead of assigning a regular a r t  period f o r  my students, I l e t  
them do a r t  whenever they f in i sh  t h e i r  regular work. That way 
they ' re  motivated t o  ge t  t h e i r  school work done." 



LIST OF REFERENCE NOTES 

%he r e s e a r c h e r ' s  r e s p o n s i b i l i t i e s  a s  an  a r t  
t eache r  a s s i s t a n c e  a t  a l l  grade  l e v e l s  from 

c o n s u l t a n t  included 
K-12. 

See Appendix A f o r  t h e  d e f i n i t i o n  of  "curriculum" a s  used i n  t h i s  
t h e s i s .  

3 ~ o h a n n  P e s t a l o z z i ' s  most i n f l u e n t i a l  p u b l i c a t i o n  was "How Gertrude 
Teaches H e r  Children". See Encyclopedia Americana, New York: 
Americana Corporat ion,  1964, p. 654. 

' ~ r i e d r i c h  Froebel  ' s most i n f l u e n t i a l  p u b l i c a t i o n  w a s  "Education of  
Man". See Encyclopedia ~ m e r i c a n a ,  New York: Americana Corporat ion,  
1964, p .  116. 

5 ~ d u c a t o r s  cont inue  t o  suppor t  t h e  g e n e r a l  d e s c r i p t i o n s  of  childhood 
- 

schemata found i n  Lowenfeld; however, no proof  has  been found t o  
suppor t  Lowenfeld's assumption t h a t  a r t  i s  in s t rumen ta l  i n  enhancing 
t h e  c h i l d ' s  "c rea t ive-  and mental  growth". 

6 ~ o m e  r e c e n t  i n v e s t i g a t o r s  who have a t tempted  t o  develop c r e a t i v i t y  a r e :  
Gordon ( i n  Joyce and W e i l ,  1972, pp. 133-252) who developed s y n e c t i c s ,  
a c r e a t i v i t y - s t i m u l a t i n g  program which emphasizes t h e  use  of metaphor 
and analogy;  K i r s t  and Diekmeyer (1973) who u t i l i z e d  e x e r c i s e s  and games 
t o  develop f l e x i b i l i t y ,  o r i g i n a l i t y ,  i nven t iveness ,  and a d a p t a b i l i t y .  

7 ~ u t h e  developed a technique c a l l e d  t h e  " C r e a t i v i t y  Mobi l iza t ion  
Technique" t o  a t tempt  t o  unblock i n h e r e n t  c r e a t i v e  p o t e n t i a l .  I n  an 
a t t empt  t o  determine t h e  v a l i d i t y  o f  Luthe ' s  t heo ry ,  t h e  w r i t e r  
conducted a very  loose ly  c o n t r o l l e d  experiment u s ing  s i x t e e n  s t u d e n t s  
of  similar academic and a r t i s t i c  achievements,  e i g h t  forming t h e  c o n t r o l  
group and t h e  remaining eigh, t  the experimental  group. Luthe 's  d e f i n i t i o n  
o f  c r e a t i v i t y  w a s  used. Luthe de f ined  c r e a t i v i t y  a s  " the  a b i l i t y  and 
f a c i l i t y  t o  a c t u a l l y  produce, exp res s ,  o r  make something t h a t  a l e a s t  
i n  p a r t  o r i g i n a t e d  from onese l f . "  The r e s u l t s  suggested t h a t  t h e r e  w a s  
no long term inc rease  i n  t h e  s t u d e n t s '  c r e a t i v e  response a s  def ined.  

8 ~ e e  Appendix A f o r  t h e  d e f i n i t i o n  o f  imagery. 



9See Appendix A fo r  the  def in i t ion  of  aes thet ic .  

''The evaluation determined how wel l  the students were doing and the 
grading established the  mark. 

''These ac t i v i t y  areas were se lec ted  because most o ther  a r t  a c t i v i t y  
areas a re  e i t he r  var ia t ions  o r  extensions of them. 

12The a r t  ga l l e r i e s  can play an important p a r t  i n  promoting ae s the t i c  
awareness by bringing the  students i n  d i r e c t  contact  with works of 
a r t .  Some a r t  ga l le r ies ,  such a s  the  Burnaby Akt Gallery, have 
educational programs. The Burnaby A r t  Gallery i s  a l so  exploring the 
p o s s i b i l i t y  of having p ic ture  loans avai lable  t o  the  schools. 

13The w r i t e r  concurs with Neville Scarfe when he s t a t e s :  " In te res t  f o r  
chi ldren l i e s  mainly i n  methods of teaching and t h e  charisma of the  
teacher. They are  not turned on primarily by t h e  factual  content of 
the  curriculum. "  here's Much More t o    ducat ion Than Three R ' s .  
The Vancouver Sun, April 16th,  1980, p. 5) 

'*To promote v i s i b i l i t y  of t he  visual  a r t s  i n  Bumaby major on-gbing 
displays of student a r t  work from K-12 were organized a t  the Bumaby 
School Board Office, a l l  the  Bumaby Public Librar ies ;  and a t  the  
Burnaby d i s t r i c t  resource center  (Schou Education Center). I n  addit ion 
a major four-day a r t  display with s tudent  demonstrations was held a t  
t he  Brentwood Mall. 

15F0r a def in i t ion  of self-evaluation r e f e r  t o  ~ppend ix  A. 



BIBLIOGRAPHY 

Allen,  V. and Levine, J. 1968. "Crea t iv i ty  and Conformity," Journal  
of  Personal i ty .  1968, Vol. 3 6 ,  p. 405-419. 

A r t  (8-12) A Guide/Resource Book. B. C. Minis t ry  of Education. 
Vic to r i a .  1980. Draf t  Copy. 

A r t s  and Education i n  B r i t i s h  Columbia. A Report f o r  t h e  National  Inquiry 
i n t o  A r t s  and Education i n  Canada of  the  Canadian Conference of the  
A r t s .  B. C. Committee on Arts and Education, 1979. - 

Barkan, Manuel. A Foundation f o r  A r t  Education. New York: Ronald 
Press ,  1955. 

Barkan, Manuel. Through A r t  t o  C r e a t i v i t y  ( A r t  i n  t h e  Elementary School 
Program). Boston: Allyn and Bacon. 1958. 

Barkan, Manuel. "Curriculum and the  Teaching of A r t " .  I n  Jerome 
Houseman (ed) .  Report of the  Commission on A r t  Education, 
Washington: National A r t  Education Associat ion,  1965. 

Beardsley, M. " C r i t i c a l  Evaluation" I n  Mabel Kaufman, " A r t  i n  Open 
Education", A r t    ducat ion, Vol. 25, p. 21. 

Bloom, B. Handbook on Formative and Summative Evaluation. New York: 
McGraw-Hill, 1971. 

Broudy, H. "How Basic i s  Aesthet ic  Education," i n  Dobbs, S .  (ed . ) ,  
A r t s  Education and Back t o  Basics. Virginia:  National  A r t  Educa- 
t i o n  ~ s s o c i a t i o n ,  1979, pp. 56-66. 

Cane, F. The Artist In  Each Of U s .  New York: Pantheon Books, 1951. 

Cole, R. The Arts i n  the  Classroom. New York: The John Day Co., 1940. 

Conant, H.  Season of Decline i n  New Ideas i n  A r t  Education. ~ a t t o c k ,  
G. (ed , )  New York: E. P. Dutton, 1973. 

Core Curriculum. Junior .  Peel  Board of Education. Ontario. 

Cornia, J., Stubbs, C.,  Winters, N. A r t  is  Elementary. Provo, Utah: 
Brigham Young Universi ty Press ,  1976. 

Covington, M. "Teaching f o r  Crea t iv i ty" ,  S tud ies  i n  A r t  Education. 1967, 
Vol. 9 ,  p. 8. 



C r u t c h f i e l d ,  R. "Detr imental  E f f e c t s  on Conformity P res su res  on Crea t ive  
Thinking", i n  Levine and Al l en  ( e d . ) ,  Cognit ive Learning i n  Children.  
New York: Academic P r e s s ,  1976, pp. 219-240. 

Cunningham, J., Wilson, D. , and Boughton, D. (ed. ) Curriculum P o l i c i e s  
and t h e  Expressive Arts. The Monograph S e r i e s .  Center  f o r  t h e  Study 
of Curriculum and I n s t r u c t i o n .  The Un ive r s i t y  of B r i t i s h  Columbia, 
1979. 

Curriculum and I n s t r u c t i o n  i n  A r t .  F a c u l t y  Guidel ines .  Educat ion 323. 
A r t  Education Department, Un ive r s i t y  of ~ r i t i s h  Columbia. June 22, 
1978. 

Curriculum Out l ine  (K-6). A r t  Education. Calgary Board of Education. 
A lbe r t a ,  1979. 

Davis,  G. "Research and Development i n  T ra in ing  Crea t ive  Thinking," 
i n  Levin and Al len  ( ed . ) ,  c o g n i t i v e  Learning i n  Children.  New York: 
~ c a d e m i c  P r e s s ,  1976, pp. 219-240. 

Dewey, J. A r t  A s  Experience. New York: Minton, Balch and Co., 1934. 

Dobbs, S., (ed.) Arts Education and Back t o  Basics .  V i rg in i a :  Nat iona l  
Art Education Assoc ia t ion ,  1979. 

Day, M. "The U s e  of Formative Evalua t ion  i n  t h e  A r t  Classroom,: 
A r t  Education. Vol. 27, p. 4. 

Day, M. "Child A r t ,  School A r t ,  and t h e  Real World of  A r t "  i n  Dobbs, S. 
(ed.) A r t  Education and Back t o  ~ a s i c s .  Vi rg in ia :  Na t iona l  A r t  
  ducat ion Associa t ion ,  1979, pp. 115-127. 

E c c o t t ,  R. and E c o t t ,  A. Teaching C r e a t i v e  A r t  i n  Schools. London: 
Evans Bro the r s  Ltd. (no d a t e )  

Ef land ,  A. (ed.)  Guide l ines  f o r  Planning A r t  I n s t r u c t i o n  i n  t h e  Elemen- 
t a r y  Schools o f  Ohio. Ohio: Department of Education. 1970. 

Ef land ,  A.  (ed.)  Planning A r t  Educat ion i n  t h e  ~ idd le /Seconda ry  Schools 
of Ohio. Ohio Department of Education. 1970. 

Ef land ,  A. "Changing Views of  Ch i ld ren ' s  A r t i s t i c  Development: The i r  
Impact on Curriculum and I n s t r u c t i o n , "  i n  The A r t s  and Human Develop- 
ment and Educat ion,  E i s n e r ,  E., ed . ,  Berkeley: McCutcheon Publ i sh ing  
Corp., pp. 65-85. 

E i s n e r ,  E. "Evaluat ing C h i l d r e n ' s  A r t , "  Elementary School Jou rna l ,  1963, 
Vol. 63,  p .  384. 



E i s n e r ,  E. "Curriculum Ideas  i n  a Time o f  C r i s i s . "  - Ax 
Vol. 18, p.  8. 

t Educa 

E i sne r ,  E. "Changing Conceptions of A r t i s t i c  Learning." Elementary 
School Journa l .  1967, Vol. 68, p. 19-24. 

E i sne r ,  E. " A r t  Educat ion Today: Ne i the r  Millenium nor Mirage." 
A r t  Education. Vol. 19, 1966, p. 7. 

E i s n e r ,  E. "Educat ional  Objec t ives :  Help o r  ~ i n d e r a n c e ? "  School Review. 
Vol. 75, 1967, p. 257. 

E i s n e r ,  E. "The Challenge o f  Change i n  A r t  Education." A r t  Education, 
Vol. 20, 1967, p. 28. 

E i sne r ,  E. "The New R a t i o n a l i t y  i n  A r t  Education: Promise o r  P i t f a l l ? "  
A r t  Education. V O ~ .  22, 1969, p. 6. 

E i s n e r ,  E. " I n s t r u c t i o n a l  and Express ive  Object ives:  Thei r  Formulation 
and U s e  i n  Curriculum," I n s t r u c t i o n a l  Objec t ives ,  W. James Popham, 
e t  a l .  American Educat iona l  Research Assoc ia t ion  Monograph #3. 
Chicago: Rand McNally and Co. 1969. ' 

E i s n e r ,  E. "Stanford K e t t e r i n g  P r o j e c t :  Appra isa l  o f  Two Years '  Work," 
A r t  Educat ion,  Vol. 23, 5, (Oct. 1970) ,  p. 4. 

E i s n e r ,  E. "How Can You Measure a Rainbow?: T a c t i c s  f o r  Evalua t ing  t h e  
Teaching of Art." A r t   ducati ion. Vol. 24, 1971, p. 37. 

E i s n e r ,  E. "Media, Expression and t h e  Arts." S tud ie s  i n  A r t  Education. 
Vol. 13.  1971, p. 1. 

E i s n e r ,  E. Educat ing ~ r t i s t i c  Vision.  New York: Macmillan Publ i sh ing  
Co., 1972. 

1 1  E i s n e r ,  E., The Promise of  Teacher Education." A r t  Education. Vol. 25, 
No. 3 .  March 1972, p .  12. 

E i s n e r ,  E. The F ine  A r t s  i n  t h e  School: Its Problems and Prospec ts .  
A paper  presented  a t  a conference  sponsored by t h e  Facu l ty  of 
Education and t h e  Extension Div i s ion ,  Un ive r s i t y  of  B r i t i s h  
Columbia, Feb. 1973. 

E i s n e r ,  E. C o n f l i c t i n g  Conceptions o f  Curriculum. Berkeley: McCutcheon 
Pub l i sh ing ,  1974. 

E i s n e r ,  E. The Pe rcep t ive  Eye: Toward t h e  ~ e f o r m a t i o n  of Educat iona l  
Evalua t ion .  I n v i t e d  Address, Curriculum and Objec t ives .  Washington, 
D. C.: American Educat iona l  Research Assoc ia t ion ,  1975. 



E i s n e r ,  E. (ed.) The A r t s ,  Human Development, and Education. Berkeley: 
McCutcheon Corp., 1976, p. 67. 

E i sne r ,  E. The Educat ional  Imaginat ion.  On t h e  Design and Evalua t ion  
of  School Programs. New York: Mami l l an ,  1979. 

E i sne r ,  E. The Use of Q u a l i t a t i v e  Forms of  Evaluat ion f o r  Improving 
Educat iona l  P r a c t i c e .  (Class  Handout Ed. 822) 1979. 

E i sne r ,  E. "Symposium on t h e  Expressive A r t s . "  The Un ive r s i t y  of 
B r i t i s h  Columbia Facul ty  of Educat ion,  Graduate S tud ie s .  1979. 

Elementary School A r t .  Minis t ry  o f  Education. v i c t o r i a ,  B. C. 1972. 

F i e l d ,  Dick. Change i n  A r t   ducati ion. London: Routledge and Kegan. 
1970. 

Foshay, A. W. "The Arts i n  General Education," A r t  Educat ion,  Vol. 26, 
1973, p .  23. 

G a i t s k e l l ,  C., and Hurwitz, A. Chi ldren  and Thei r  A r t .  New York: 
Harcourt  Brace and Jovanovich, 1975. 

Gardner,  H. The Arts and Human Development. New York: John Wiley, 
1973. 

G a r r e t ,  S. "Pu t t i ng  Our Whole Bra in  t o  U s e , "  Jou rna l  of C r e a t i v e  
Behavior,  1970, Vol. 4, pp. 179-181. 

Gar r i t son ,  J. Ch i ld  A r t .  Don M i l l s :  Addison-Wesley. 1979. 

Gazzaniga, M. The S p l i t    rain i n  Man. San Francisco:  Freeman and Co., 
1971. 

Gibbs, E. The Teaching of  A r t  i n  Schools.  London: E rnes t  Benn Ltd. ,  
1958. 

Guba, Egan. Toward a Methodology of  N a t u r a l i s t i c  Inqui ry  i n  Educat iona l  
Evalua t ion .  Los Angeles: Un ive r s i t y  of  C a l i f o r n i a  (Monograph 
S e r i e s ) .  

Gu i l fo rd ,  J. "Def in i t i on  of S I  Concepts," Jou rna l  of Crea t ive  Behavior,  
1975, Vol., 10,  p. 243. 

H a r r i s ,  E. "Agreement i n  A r t :  An ~ d u c a t i o n a l  Issue." The J o u r n a l  of 
Aes the t i c  Education. Vol. 7. 1973, p. 63. 

~ a r r i s o n ,  E. Self-Expression Through A r t .  Toronto: W. J. Gage Ltd. ,  
1951. 



Herberholtz, B. Ear ly  Childhood A r t .  Dubuque, Iowa: William C. Brown 
Co., 1979. 

Hurwitz, A. and Madeja, S. The Joyous Vision. New Jersey: P ren t i ce  
Hall ,  1977. 

Jefferson,  B. Teaching A r t  t o  Children. Boston: Allyn and Bacon, 1969. 

Joyce, B. and Weil, M. " ~ o d e l s  of ~ e a c h i n g . "  New Jersey:  P ren t i ce  Ha l l ,  
1972. 

Kellogg,R. Analyzing Chi ldren 's  A r t .  Palo Alto: National Books, 1969. 

K i r s t  and Diekmeyer. C r e a t i v i t y  Thinking. New York: Pe te r  Wyden, 1973. 

Knudsen, E. and Christensen,  E. Children 's  A r t  Education. ~ l l i n o i s :  
Chas, A. Bennett Co., 1957. 

Lanier,  V. Teaching Secondary A r t .  Scranton: In te rna t iona l  Textbook 
Co., 1964. 

Lanier,  V. "Enhancing the    esthetic ~ o t e n t i a l , "  i n  Dobbs, S. (ed.) 
A r t  Education<.and Back t o  Basics. Virginia:  National A r t   ducati ion 
~ s s o c i a t i o n ,  1979, p. 105. 

Lanier ,  V. "The Boob Tube: Is It Art?" A r t s  and A c t i v i t i e s .  Mar. 81, 
p. 39. 

Lark-Horovitz, V. , Lewis, H . ,  & Luca, M. Understanding Children's  A r t  
f o r  B e t t e r  Teaching. Columbus, Ohio: Charles Mer r i l l  Inc. ,  1967. 

11 Linderman, E. Teaching Secondary School ~ r t . "  Iowa: Wm. C. Brown Co., 
1980. 

Linderman, E. and Herberholtz, D. Developing A r t i s t i c  and Perceptual  
Awareness. Iowa: Wm. Brown Co., 1979. 

Lindeman, M, A r t  i n  the  Elementary School. Iowa: Wm. Brown CO., 1979. 

Lowenfeld, V. and B r i t t a i n ,  L. Creat ive  and Mental Growth. New York: 
Maanillan Publishing,  1975. 

Luthe, Wolfgang. C r e a t i v i t y  Mobil izat ion Technique. New York: Grune 
and S t r a t t o n ,  1976. 

MacGregor, R. A r t  Plus.  Toronto: McGraw-Hill, 1977. 

MacGregor, R. (ed.) Canadian A r t  Education i n  the  80 's .  Canadian 
Society f o r  Education Through A r t .  1980. 



Madeja, S t an ley  S. " s t r u c t u r i n g  a Research Agenda f o r  t h e  Arts and 
Aes the t i c s . "  Jou rna l  of  A e s t h e t i c  Education. Vol. 11, 1977, p .  67. 

Mager, R. P repa r ing  ~ n s t r u c t i o n a l  Objec t ives .  Pa lo  Al to ,  C a l i f o r n i a :  
Fearon P u b l i s h e r s ,  1962. 

M a t t i l ,  E. Meaning i n  C r a f t s .  New Je r sey :  Prent ice-Hall  Inc . ,  1971. 

McFee, J. and Degee, R. A r t  Cu l tu re  and Environment. U. S. A.: 
Wadsworth Publ i sh ing  Co., 1977. 

Mendelowitz, D. 1954. Chi ldren  Are A r t i s t s .  Stanford:  S t an fo rd  
u n i v e r s i t y  P r e s s ,  1954. 

M e r r i t t ,  H. ~ u i d i n g  Free  Expression i n  Ch i ld ren ' s  A r t .  Toronto: Hol t ,  
Rinehar t  and Winston. 1966. 

Meyers, A. (ed.) A r t  i n  t h e  pr imary Grades. Vancouver School Board, 
1978. 

M i t t l e r ,  Gene. "Perceptua l  Thoroughness as a Prelude t o  Discr imina te  
Decision-Making i n  A r t , "  Viewpoints,  B u l l e t i n  of t h e  School of  
 ducati ion, Indiana  Un ive r s i t y ,  Vol. 52, No. 3 ,  May 1976. 

Mock, Ruth. P r i n c i p l e s  of  A r t  Teaching. London: Un ive r s i t y  o f  London 
P res s .  1959. 

Parnes ,  J. C r e a t i v e  Behavior Workbook. New York: Sc r ibne r ,  1967. 

P i l e ,  N. A r t  Expression f o r  Young Chi ldren .  New York: Macmillan 
Pub l i sh ing  Co., 1973. 

Popham, James. Educat iona l  Evalua t ion .  New Je r sey :  Prent ice-Hal l ,  1975. 

Purdue, P. and Shostak,  P. Development o f  A r t  Programs. V ic to r i a :  
 orris P r i n t i n g  Co., 1974. 

Read, H. Educat ion Through A r t .  London: Faber and Faber,  1958. 

Rosenblum, P. "The Popular  Cu l tu re  and A r t  Education." A r t  Education, 
1981, Vol. 34, No. 1. 

Rowland, Kurt .  Educating t h e  Senses.  New York: John Wiley, 1968. 

Rueschhof f ,  P. and Swartz,  E. ~ e a c h i n g  A r t  i n  t h e  Elementary school .  
New York: Ronald P r e s s ,  1969. 

Sacca, E. Canadian Review of  A r t  Educat ion Research. Canadian S o c i e t y  
f o r  Educat ion Through A r t .  Vol. 5 ,  1979. 

Schaefer-Simrnern, H. The Unfolding o f  A r t i s t i c  Ac t iv i ty .  Berkeley: 
Un ive r s i t y  o f  C a l i f o r n i a  P r e s s ,  1950, p. 27. 



Schubert ,  D. "Boredom a s  an  Antagonis t  of C r e a t i v i t y , "  The J o u r n a l  of 
Crea t ive  Behavior,  Vol. 11, No. 4 ,  1977, pp. 233-237. 

Scr iven ,  M. "The Methodology of  Evalua t ion ,"  i n  Worthen, B.,  and 
Sanders,  J. Educat iona l  Evalua t ion:  Theory and P r a c t i c e .  C a l i -  
f o rn i a :  Wadsworth, 1973, pp. 60-106. 

S take ,  Robert.  (ed.)  valuating t h e  A r t s  i n  Education. Ohio: Cha r l e s  
M e r r i l l ,  1975. 

Stuff lebeam, D. "Educat ional  Evalua t ion  and Decision-Making," i n  Worthen, 
B., and Sanders ,  J. Educat iona l  Evaluat ion:  Theory and P r a c t i c e .  
C a l i f o r n i a :  Wadsworth, 1973, pp. 128-142. 

Taba, Hilda. Curriculum Development: Theory and P r a c t i c e .  New York: 
Brace and World, 1962. 

Torrance, P. Torrance T e s t s  of C r e a t i v e  ~ h i n k i n g .  P r ince ton ,  N. S.: 
Personnel  P r e s s ,  1966. 

Townley, M. Another Look. Don M i l l s :  Addison-Wesley Pub l i sh ing ,  1978. 

T y l e r ,  Ralph. Bas ic  P r i n c i p l e s  of Curriculum and I n s t r u c t i o n .  Chicago: 
Un ive r s i t y  of  Chicago P r e s s ,  1950. 

Wachowiak, F. Emphasis A r t .  New York: Thomas Crowell Co., 1977 

Woodruff, A. "Evaluat ion i n  Education. I n  Search of ~ e r s p e c t i v e , "  i n  
S take ,  R. (ed.) Evalua t ing  t h e  A r t s  i n  Education. Ohio: Cha r l e s  
M e r r i l l ,  1975, pp. 84-87. 

Worthen, B. and Sanders,  J. Educat iona l  Evaluat ion:  Theory and P r a c t i c e .  
C a l i f o r n i a :  Wadsworth, 1973. 

Yochim, L. Perceptua l  Growth i n  C r e a t i v i t y .  Pennsylvania: I n t e r -  
n a t i o n a l  Textbooks Co., 1967. 


