——— b s St

judges. Data were collected and *driai‘yzéd .comparing changes be-

o

tween pretest and posttest results. =" .

Findi}mgs indicated that positive changes’took pTace as

0o

‘noted by statistical data, pdssjb.]y as a result of the experimental

conditions. Th‘\go,condusions df this study séem to suggest that
the significance of facilitating éreative opportunities for self-
-

expression may have effected ch‘anges that Ted to the improyement in

)

human development.
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Children with special needs are often denied quality art edu-

v

cation or suitable learning experiences due to economic, social or

-

pedagogical shortcomings.. Art -education programs that in'corporate the

s ~

\’, needs of exceptional children.are not we]] developed. The pedagogwa]

%

quahty of art 1is based on understanding art processes tolerance for
unconventlonal beha%or, resﬁect for spontaneous and creatwe art ex-

press1 on and knowledge of human deve]opment as it relates to children

with special needs.’ Didactic or formal art teaching seems to be the

least suitable method for providing expressive outlets for emotional

tehsion and opportumty for learni ng appropriate 11fe skills. As such

[N

art education falls short/of providing proper or su1table ideas to ful-
fill these goals.. To ins:ist on imposed learning /wiH only lead to more
conflict ond conseqguently contributes minimally towards inner 'growth
and sel.f-actuald zation. ' e

The teacher's ro]e is to guide the student s inner force and

\

he]p him to become 1ndependent whi ch requires subjective, experimental

. and emotional, exp]oratwns The act of creatmg v;gua] images can
hav‘g a’ therapeut1c effect when- emotwna\ tension is expre sed in an
acceptable way, it may deve]c;p expression, or it may communicate feel-.
ings in pictor\ia] form where otherwise words may fai'l . The subjective
dspectf in art hes been recognized by eminent art educatjon theom‘sts -~
as a contributing factor towards the child's overall d!!WﬂOP"'f!""C and
thereforle warrants to be adequately incorporated in c]/assroon S'h‘.-—
uatwns where it ma> benef1t the education and: human/ development of

except1 ona] “children. . o/ "o,
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The mherent potent1a1 of art can make meaningful contr1but1ons

<

. in the deve]opment of chﬂdren with special needs and an open ended art

approach with md1v1dua1 guidance to encourage self -expression, aims to ~

bring each child as close as possible to his potential of expressing him-
S~

- self creatively, while at the same time providing support and encourage-

“ment for- personal growth and development. . A number of experiences that

art has to offer can be enjoyed by e&kceptional children who deserve quas

- 9

Tity and enriched art experiences, for the simple reason that they -are

unable to participate fully in other educational opport'unities.'

»9
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. INQQQPIES'FOR A THEORETICAL FRAMEWORK FOR ART EDUCATION AND

EXCEPFIONAL 'CHILDREN. -

" a) Problems -of Pedagogy for Art and Exceptional Chj]dren

'Looking back at the last three decades we notice that spmé

" of-the early attempts to provide care and educational ih;truction for

.

exceptiongl children traditionally led to the creation of a system that
kept children with deviations out of view from society and placed them

p ' .
in special institutions. "Particularly thosé who dealt with the retard-

ed and mentally 111 amony the young recognized the necessity of a total

) approach to their education, giving art and aesthetic impul%eg considen-

Hl

able emphasis”® While some no doubt received excellent care, the major- -

ity was not able to fully participate in educatio;;1 opportunity, social
inteé}ation or'vocational guidance, let alone creative art expression,
due to socio-economic conditions of that time. Until recently, education-
al goals ahd airections were even less defined ‘than present concerns seem
to indicate, as exceptional cﬁildreh were made to fge] sub-human' by deny-
ing them services that would lead to and relect a dignified existence.
With the’passipq of time, social MOresthanged and coinciding
with economic prpsperity as well é§ pressure from human rjghfs groups, .,
the ovgra]l concerg for the exceptionai\child'brought Aboﬁt several re-\'
fo;ms such as QuebZ)'s Bill 65 which "gncodragéd" integration. The

most noticeable legislation PL 94-147 passed by the U.S. government in

o

1977'preced§i\ifitutes passed by the.QuepeC'goVernment.which guaranteed

lE. Harms, "The Development of Modern Art Therapy," Art Psycho-

therapy, Vol.2, 1975, p.189. o . ~ A

g
~
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in the year 1977-78. While the integration idea is becoming increas-

“ingly popular "approximatef} 65 percent of integration proibcts in

. ’ .
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ior problems”. : .-

. As”reported by the Gazette, 23,596 students were enrolled 1{L

. .

spec1a] educat1on programs dur1ng the” school year 1967-68 and 103, 118

Montreal are unsuccessful, according to-a report released by the Montreal .
Island Council, the governing body of Montreal school boards". 3 yd o
Forty different schools were investigated and it was found

that "most situations are unsuccessful because the teachers are not a :

prepared to handle handicapped children". Furthermore programsbwil]

be a "disaster not only because teachers are not being prepared, but

n 4

because the government has no overall p]an et according to the . T

-

"Entente" the respons1b111ty for prov1d1ng quality educatlon for ex-
ceptlonal children seems to rest u1th the school board The "Entente"

outlines that: | o - g
the school board must prepare, a plan showing how it intends
to organize effectively the education of children with learn-
ing and emotional problems. This plan shall provide the neces-
' sary services for the physically -handicapped child who requires

2P..Orwen, "A Lesson in Integration,' The Gazette, June ii,1980,

3bid., p.29. | : ]

© 41bid., p.29. ) - _
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’ plans. This report recognizes abshift of educational emphasis. and the g

School Boards; M.E.Q., 1973, p.186. . f L

4
w
.«

»

medical measures of phfsicai «eehabilitation. Moreover,
it must consider the possibility of entering into agree-
ments with other school boards whereby certain children
with learning and emotional problems could be taught
outside their own territory. The school board shall
forward its plan to the Ministry of Educatfon.5

"R a A s e o b
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As noted in a government document, entitled Education_in Canada,

.

the ;taté of affairs and neglect to reach the handicapped has urged a

¢

"beginning to exert special efforts to reach the exceptional chilg"® and X

. even; though Canada spends more dollars on education than most other count-

te

- rfééJ it still has a long way to go in helping ch}}dren with special needs: -

Canada has realized its objective preséﬁt]y, which was set out
to. provide free education for normal children between the ages of éix
to sixggen. Recently anothe; 31m has been set namely, to provide:ade-
quate services.for exceptional chif&%eﬁ, which most appropriately coin- -
cided with the fact that 1979 waS’;fficially,deciared as "the year of
the child". | : : .
The education report, most]yaprepared by the Couﬁci] of Miﬁ—
ister of Education and presented at a UNESCO conference on education

in Geneva, identifies a number of difficulties and -outlines future

o e

%, , (
need to provide better services for exceptional children. The report

-

%
i
N
.
it
3

' N
B L

\," : “l .h‘ . ! f
?Entente, 1978-1980, REF: The Administrative hanual.for'

6"Education Report Says Han@icapped ‘are Neglected," -
The Gazette, Julﬂ/}O, 1979, p.39.
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points out that:
' . < ! -
the focus of attention in the 1970's has shifted to concerns
. for the educational needs of individuals who by reasons
of disabling personal circumstances, economic conditions,
isolation and other handicapping factors, are unable to
- ‘ make fu;l use of the basic arcld conventional services of
the regular school system.7

-
-
e, Koy 5

’

o g

LN

L

Education/ig Canada concludes that the major obstacle for

7

ax e T
Poi PV S

Canadian edyators to forge ahead is mainly due to financial short-
comings. "Education in Canada is at a stage of deve1opment_mérked by .
financial constraints due to competing claims on public resources

’

- (and) by rising costs despite)deqlinihg énroliments”

O s aC TG VT i WA

Although tremendous improvements are noticeable, spending and

opportunity for educational growth is not équal]y spread in all schools

!

re/xxceptional children are enrolled, for conceptions and practices

for providing creative art opportunities that foster emotional growth

aﬁd human development are sti]f lagging. Short term didactic services

a«

.

. that encourage technical accomplishments and routine performance are K

T~

not considered long term 591utions but denials of human qu;lities, S0
< ‘important in creative xﬁ;essioq. The start then for improv%ng quality

»

art;prdbranm for exceptional children begins by searching for COHCEptﬁa]

noevas

and qua]itatjyé/;;pects,that art has to offer.
P

N
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7“Education‘Report Says Handicapped are Neglected", p.39.

B1bid., p.39. | ST
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Art Bdueatiﬁﬁzl theorists o% a siature such’as Dewey, Lowen-

* feld, Schaeffer-Simmern, Mche, Langer, Arnheim, Read and others have
contributed tkeméndoﬁsiy to the understanding of "art concepts". But'
the distresging fact remains that the inadequacy of art guide]ines,‘spe-
cifying a wide spectrum of art approaches and procedures to those teqcﬁ-
ing art for the handicapped, 'has forced art teachers to look at other

. disciplines for insight. The eduéational;system too frequently falls

short in providing and formulating approprigpe art experiences that

) ~¥ ‘,
relate to the development 3£ exceptional children. i/iij\ ' i

. B RL

~ A number of excellent articles in professional journals (Art |

Education, School Arts, Exceptional Children, Academic Therapy, Art

N {
Psychotherapy, and The American Journal of Art Therapy)'indicate and

AR Ly

express concern. Some of these associations have attempted to set up

Aot e

guidelines for professiopals working with exceptibna] children. On

thelother hand few references specify appropriate art education pro-

R

ceddres relevant to learning and adjustment of children in school who
are having severe problems. Many informative texts deal with topics
such as Art Therapy, Art Education and Therépx‘;Art Psychotherapy for

‘SDeciaf‘Education and some journals devote argicles to therapeutic art ﬂ

approaches and drowth and deye]opment techniques tﬁrough express - ' ‘
ive art. Unfortunately few articles describe pedagogical proce-

dures of art for exceptional children and how such.péthod could ‘ b
be gainfﬁl]y appiied in a schob] situation, although some artiglesl

give excellent recommendations for particular categories or special

_problems. - ' - '
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. While maaterial on-group and case studies of exceptioha] child=

ren is well .documented the éxigengies of what is currently happening
in art for the exceptional child is poorly phblished and does not al-.

tow the art educator to absorb important data which could be applied,

in planning art strategies. It seems unrealistic therefore, to expect
1}

teachers to prepare learning experiences from memory. Some 1litera-
ture is avaﬂabie from disciplines such as Art Therapy, Art Psycho-

therapy and Special Education. But these disciplines are highly spe-

-cialized and hardly fit the realm of the art educdtor.

Clearly then there is an obvious need to establish a broad
spect‘rum of valid art strategies; [apph'cable to exceptional children,
and make them available tc)i,,pedagogues who need them moﬁt, with expli-
cit skills and act1v1tie§1"pro en useful to warrang quality edﬂc“at‘ion.

The relative absence of educational directives and proven stimuli,

i

conducive to learniqg situat}ons for exceptional childrén, wiil only

continue un]essr effective pedagogical methods and a conceptual frame-

-

work for b]anning appropriate art education strategies are established

"With the purpose of pro{viding creative experiences that will foster

educational growth and emotional deVelopment for,those children who

. cannot profit from regular education.

aY

e
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' 1. Problems of Pedagogy Ident1f1ed

Attention has begn attracted to the difficulty of establish- .

i
0

ing and'formu!ating educational guidelines for children with special needs.

f Constructive growth experiences and educational opportunities for bu- }

. - ' ‘u’
man development through creative expression and guided art activities =~ '

Y _ A

are hampered due to a number of.reasons. Some of these obstacles re-
. ( . ,
\ . v . . . ,

‘sult from the following: .
5

. "0 An outline for an art program, describing educational ob-

i,

-

jectives for children with special needs, is non-existent be-

#

cause art for the exceptional child usually falls within the

k4

scope of special education.

[

& o Teacher training~cg]legés in Quebec do not prepare art

[ 4
v
Ll Sl A8y sl o3BT R WA

a2

specialists for dealing with exceptional children in the ,

classroom.

4 o Quantitatively. speaking, there are few documents avail-

able on the direct applicétion of creative.art experiences, i

for growth and development, that describe a broad spectrum

=
S W

of bossib]e methods and procedures that have provep to be ,

successfu] with exceptional children.

0 Back in 1961, Alkema describes how d1ff1cult it was to

o prepare a bibliography about art and. exceptional children.

R Y

Close to twenty years later there still seems to be an in- 4

dication that'methods and applications in art for the handi-
. \

capped are arrived-at by individual rather than a collective

k \ » .
N . oo

9
' C.J. Alkema, "A Selected Biblicgraphy", School Arts,
Vol. 60, No 9, May 1961, .

-y T
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Dachinger ed., New York: Schocken Books, 1975.
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experience. As a consequence there is little or no pro-

vision for evaluating the effectiveness of the program or
method. The relatively few that have conducted art aétiv-
ities for the Qandicappéd have had to aét independently qnd‘
through their own initiative gstabiished quality art programsy

An account of such experience is vividly narrated in Al and

the Slow Learner by Meyer Site, an art teacher for 38 yea g 10 o

0 There is no uniform application or criteria for estab-

.1ishing guidelines and objectives in art for except{onal child-

ren. Professionals seemingly arrive at metfieds and applica- - 1

i
1

tions by trial and error, by recommendations from pedagogical
éonsu]tants, psychologists, art specialists on teacher'é own
observéiions. There is no format for evaluating the effic-
acy of art and its application, thus no comparison” is possible
since there are no étandards‘to Qo by.

0 ” Admitted]y brovisions for special education have made °

tremendous gains and new programs and monies spent serve M

as testimonial. On the other hand the trend towards integ-

rating exceptiond]‘children into the mainstream is not well

received by regular classroom teachers who'oh1y see this as

1

an additional burden to a}ready overérowded classrooms. S{nce
facilities and qual{?igﬁ personnel ;re not always available,
art opportunitjes for creative expression and hyman develop-
ment, may not be of the same calibre when taught in a support-

{ve environment and by an enlightened art teacher.

loM. Site, Art Therapy, In Theory and Practice, Ulman &

]
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"0 In a]],.the difference in orientati&n to art app;oéch-
-es for exceptionﬁl children has ‘not only lead to an i1l de-
fined or grey area for art educatérs invo]geq.uith excgptional’
children but in addition caused confusion and diversity of
educational goais du% to éhe lack of reasonab}y cTear cut: i
definitions, terﬁinology, or art teaching concepts. The | »
épplication ofﬂarf is now used in: .Art Education; Art as
Education; Art in Education; Education through Art; Arts o
and Crafts; Applied Arts; Arts Appreciation; Art in Therg;
by, Art as Therapy; Art and Psyéhotherapy; and Art in '
Special Education.
0 Some diéciplines have developed professional guide- {,
" lines and specific Jmethodologies and consequently claim
the use of art as rightfully theirs. On the surface it
seems warranted-~to havé sﬁch extensive use of art ap-
p{ication although overlapping areas have made it ip- .
creasingly difficu]t to define its -purpose and perhaps
-addeq rore confus}on instead of clarification as stip-
ulated by a number of investigators.

)

b) Art Education Practices and Developments .

A SUMMARY

1. First Practical Art Education Methods
Thefinceptiqp of art education was formally .on it§°way when

’ )
Walter Smith (1871) introduced drawing as a preparatory skill for
¢ .
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industry. 't
‘Art theorists, Dow and Safgent, conceived of views empha-
sizing procéss or.product in art teaching. Dow defined principles

of art production while Sargent laid stress on psychological devel-

. opments on how chi]?ren learn to draw. Written in 1912 Sargent says
“ . that:
] . ' Drawing is a language, a mode of reproducing ideas,. and as

such is a-means of forming and developing these ideas. Draw-
‘ . " ing thus becomes a tool with which to think -(also) drawing an

\ ' ggject means translating one's perceptions into terms which
\ . ave been evolved Hy the race, and which demand careful sel-"
A . . ection. It means organizing one's sensations so as to deter- .
e \ . mine what produces the impression and the modes in which that .

impression can be interpreted. To draw an object requires .
a mental activity comparable to that which occurs.when a
thought is translated from one language into another.12
& Sargent s general purport that art is created as a ré§u1t o '

of menta] activities, graphically expressed, reflect an interest

- .
pe

in scientific theory of those days as presented by the German struc-

o tura11sts who stud1ed subjective thought

2. Pedag_gjcal Emphasis: Process or Product
. ~
\ . \ Dow and Sargent honed their ideas during times of scientific

advances that gave birth to Psychology and sd%sequentay changed man's

AENE L s

of understanding human behavior and child development. Wundt es-
] . '

tablished Psychology agkd discipline and trénsp]anted his theoriés to

g .
{

North\America where it nourished its own progression under the leader-
ship of William James, who opposed Wundt's structuralism. Instead
he proposed an.alternative, the functionalistic approach’ that was

\

. N A

' f 11&'. Eisner and D. Ecker, ed., Readings in Art Education,

Toronto: Xevrox College Publishing, 1966.

- . ’ 12
o, ° pp. S5-J.

W. \Sargent, Readings in Art Edycation, Eisner, Ecker, ed.
\
[
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Dbased on 1ntrospection and 1ater on adapt1ve processes of the min
James ' theory found g fo]]ower in Dewey, who in turn had a

direct influence on the 'development of art and education and found ’ .

adherents in progressive art educators such as Cane, Boas, Matﬁias,

D'Amico and later on Lowenfeld. TheSe educators advocated “"creat-

_ ive self-expression" and were of the opinion that the growth aspect,

the emotional, intetlectua] and naturational deve]épment of the child,
was more important and opposed‘viéws that were based on manipula-

-tory, repetitive and mechanistic aEt-production.

3. Depth Psychology
AN

With the advent of experimental psychology the foundatlon
for scientific inquiry was laid and subsequently paved the way for
psycho]og1ca1 discoveries in the study of the human‘psyche and the .
utnﬁer source of e&gerience that in part provides the‘creatiVe spirit. r
Especially with the contributions of Depth Psychology, with
Freud and Jung as key figures, reéognition was paved that‘unconscious
‘material could be experienced through creative explorations of the
inner self ﬁé\co%junction with the art medium. 9 L
Where Freud sub-ord%nated art to uncover psychic content, '
Jung viewed the function of art in a much broader scope and placed a

greater value on art and creative expression as opposed to Freud who

regarded it as an outlet of repressed feelings.

o

’ UH. Wertheimer, A Brief Hisiory of Psgychology, New York:
Holt, Rinehart and Winston, Inc., 1930
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.The creative drive according to Jungla is a'bowerful urge
~“towarq;£ig£egration of the whole person, the Seif. Jung.indicatéd.
that creativity 1ike other needs requires fulfillment since it as- S;
sists growth and maturation. The act of creative and'authenti; ex-
pression is seen as an urge to harmonize inner and outer rea]it%es,

to develop wholeness or "individuation". This wholeness is accord-

ing to McConeghey15 énd others, the premise where art education for

- all children has to direct its efforts, so that the goals in art ed-
ucation become valuable in terms 0f_human experience‘as it leads to
ipsight. )

McCpnéghey further points out that art education for child- -
ren is not meant as a vocation or to train studehts according to
professional standards especiaﬁﬁy “since art education does not sel- . | v
. ect its clients or limit its students to those with specia} talent .f/*:_

.

° or those with extreme psychological problems" therefore the "goals
» ' . .

o
/

are neither as limited as those of professional prepa;ation in art

nor as intense as those in art therapy“}6

Often the application does not correspond with the overall

)

aim, which, McConeghey says, does not evolve around sensory aware-

ness, visual stimulus of imagination, or the promotion of group co-

~

~ * Ly ‘
. 14Carl G. Jung, Man and His Symbols, New York: Doubleday

Co. Inc., 1964.. o

lsﬁ? McConeghey, "Art Education, Art Therapy, Art,"
School Arts, Vol. 77, No.l, Sept. 1977. _ ¢

16141d., p.ss- N oo

, \
/ 7 , he ‘L-l ’
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hesiveness but rather focuses on psychic consciousness. By psychic
consciousness he means the experience of 1ife that is éyhbolica11y

enacted and of which the soul is the ‘soutce that gives meaning and .

Qirection. ) *
4 . Psychological creativity is not bestowed on only a few

. B : k
talented persons or artists but is an inherent. quality basic to

each individual. A1l human beings have creative potential, but they
have not been fully developed, as opportufities for authentic ex-

pression’have been 1Wpited by the environment.

¢ It is not only the experience of creating works of art and
not merely self-expression, but, also, the realization of -
*  transpersonal, the archetypal source and meaning of one's
soul-searching which makes it therageutic, and this re-
quires the echoing human response.1

.Most probably McConeghey's assessment of the ﬁroblem\pomes
close when he draws a fine line between the endings of art education-
and the beginning of art therapy. The result of giving créative~

expression to images is "what some will call therapy and others wild
- ! @

call education, depending upon the orientation of the person who is

" labelling the activity“.18 Y . .

b ' c) Art Education and Exceptional Children

1. Art Activities for Productive Skill

":‘ o Taking the 1950's as a point of departure, for this decade

: o marked an important milestone, it was then that didactic services

[}

17MIcCéneghey, "art Education", p.55. -

.

-

181p1d., p.55. ¢ . 4
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A for the handicapped expanded and bexame more noticeable. Public

¥
!

education started to accommodate the handicapped in art albeit based

'
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on manual training practices. Services varied because school boards

were not obliged to provide education for the handicapped.xhe ones

that were offering art instruction had developed their own methods and

Y el Y S L sgnll,

standards of operation since no formal guidelines existed. Moreover
art for the hand%capped was mostly administered by special education

and its purpose for providing art often lacked the qualitative aspects .

inherent in the making of images.

C e

~ Contemporaries, art theorists in favor of creative self-
expression and concerned with educating the whole child, had demon- J R
strated with some success other means of developing human potential.

But even they were not influential enough to convey the inherent value

o

of authentic ex‘pressive art and possibly redirect art activities for
the handicapped towards a truly creative approach for fostering optimal
growth and development.
Instead the methods in thoge dayss, for the majority of practi-
tioners, seemed strictly didactic as little or no emphasis on creative
se]f—expres‘sion or affectivity was advocated. The conclusions drawn :
from the fe;w'studies that were under{:ake‘n in the 60's in order to
determine how art could be used and faci]—itafe the learning process ' ;

for the exceptional child reve.als the following concerns:
~

e T P

- teaching methods - wfiich seemed pre-vogationaily oriented.

; - art activities - which were entirely directed and centered

around functional arts and crafts projects.

- materials - which were employed to stress three dimensional ‘ .

~

work as two dimensional work was de-emphasized.

-

-] . . /\ .

gy BT T3 v ~




.Art Education, Vol. 17, No.3, March 1964.

<

A study by the Arlington County Public School revealed that
intellectually handicapped children (EMR) are not dull nor are they
inartistic and often have an unusual amount of intelligence. EMR

children are capable of producing work that reflects aesthgﬁic per-
ception and occasionall‘yﬁﬁve gained world wide recognitiggflg
A]though these children may have retarded 1ntelllgence, it does not
mean that they are prevented from deve]op1ng their creative potent1a1

for all children have an inherent amount of creativity.
Vd

Art shou]d be meaningfuﬂ for the handicapped child and should |,

not become a "watered-down" program adopted from regular art act1v1t1e521

Tﬁe 1nte11ectuqlly handicapped® ch11d displays an interest that is
.

closer to his chronological age and development as_opposed to his
N\

_mental development or I.Q., which progresses at a much slower rate.

It is important therefore to provide art experiences that are 6f‘1n- )
terest to the child's chronologigal age, while the pedagogicglnsgn- b
cern should encompass the child's mental age.22 gome inveséigators
‘have emphasized only three dimensional.art work and were opposed to
two dimensional ért activities.. One such investigator believes that:

\J

19R G. w1ggin, "Art Programs for Mentally Haqdicapped Students,"

o

201. Rapaport, "The Art of the Mentally Retarded Child,"
School Arts, Vol. 63, No.5, Jan. 1964. !

21w1ggin, "Art Programs", 1964. . (

22M.I. 3¢mmel, "Art Education for-the Mentally Reta'rded,"
School Arts, Vol.60, No.9, May 1961.
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ivity is suitable for intellectually handicapped children. Gaitske1]24

él 16

’

o AN

"\
their (the mentally handicapped) definition of reality s¢ems
to be built around a physical reality as symbolized by an -
art product which cofiveys’a sense of permanence, solidity, -

‘and three dimensions. Thus.a raised copper bowl or a piece

of clay pottery means much more to them than a finger paint-
ing. Ideational art activities involving subtle two dimen-
sional experiences in painting or designing (and drawing)
should be kept to a}}ninimum.2

"Experts" however seem to differ on what kind of art act-

TN

for instance'have us believe that both, 20 and 30, are suitable

art activities for EMR children. He provides the reader withﬂa list

I ‘.
» of activities for “slow learners" based upon a study that involved

514 students.

. fa)
Regarding the handicapped as individuals with limited in-

Y

>

tellectual resources and therefore unable to experience "subtle two

dimensional art activities" indicates the basic difficulty that human-

istic educators were arguing about.

Wherever there is a spark of human spirit - no matter how
dim it may be - it is-our sacred responsibility as human,
teachers, and educators to fan it into whatever flame it
conceivably may develop .... We are all by nature more.
or less endowed with intrinsic qualities and,no one has

the right to draw a demarcation line which divides human W

beings into those who should receive all possible atten-
tion in their development and those who are worth all our
efforts., One,of these intrinsic qualities is that every
human’ being is ‘epdowed with a creative spirit.25 .

»

That diminitive opinions, such as described earlier, were

- -

23Wiggin, “Art Programs", 1964, p.72.
] -

ZAC.D, Gaitskell, Art Education for Slow Learnérs,'Peoria:

Charles A. Bennett, 1953,

New York: Thg MacMillan Co., 1957, p.430.

2

‘ZSV. Lowenfeld, Creative and Mental Growth, 3rd edition,

]
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firmed that meaningful art programs for the handicapped were not ade-

huately offered. Consequently the renovations propoéed as a result of

or whatever was needed to create an art objec

' School Arts, Vol.69, No.7, Harch 1970, p.3Q. o

s B e s 2 o R a2 B

' N -
B

‘not uncommon can be observed from another study done by the Baltimore

N \ hd
Public Schools, Maryland, which tried to "formulate some practical

answers". They stated that "the key to the solution of the prdhlem

* of under-achievers may be in the kinds of tools, materials, and ant
: - : .

' . » . . £ . - 7 : )
~activities which were organized into an arts program for them. It . . i

might be pointed out that the new art guide stressed activity, garti-; :
cularly with BD matemals"26 : f !
Anothgr school board, the Niagara Falls School System, deci&ed
to imbrove its ex%sting art programs for the intellectually handicappea
fot it had become no;fﬁegb]e that art teachers were frustrated teaching
qrt}to the Handicappea ;nd that shecia] education ‘teach could not . ‘ /

offer adequate art experienceg. From activities obseFZrd it was con- \

Y 3

their investigations accentuated art projects that were based on three

dimensional experiences including "sawing, carving, stitching, shaping
g y

N * 4 [

t“-z_]

Belief in the creative potential did not seem to be firmly root-
ed or understood bétause “prOJects planned, by necess1ty, had to be kept
SImp)e. It was a thrill to watch the dellght of these children when
they blew paint thtgugh plastic spraws gnﬁ,watched spider-webby desigps .
creep across their ;aper". To give the prograh‘some continuation from

elementary to secondary schooling it was ﬁedaqogically decided that the .
26G Horn, "Art and the Under-Achiever, A Study," Art Educa-
tion, Vol. 17, No.5, May 1964, p. 10 . ) )

L
2Ty x. Steinhauser, "Art for the Mentally Retarded Ch:lld " °

’
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handicapped at the secondary level "will be concerned with more compli-
_cated craft projects, which necessitates the manipulation of more sophié-

ticated too\s,and equipment.“28

Again the same uisconcéptions about the inherent value of J
utiliziné aft, whether symbolical-ly, metaphorically, artistically
or that of a learning process, was construed around ure-vocational Tl
attempts instead of developing creative self-expréssion that encom-
passes human growth. Mainly due to limited research ‘the popu ‘} myth
that handicapped children are in need of excessively structured en-
yirqnmeuts; since they were considered inept of directing their own
activifies an making independent art production, was thus perpetuated.
' A somewhat more.extreme view seems to have been held'by-
Sisk who taught art to the intellectually handicapped by means of a
"step-by-step" procedu&e Sisk designe& and taught high1yastructured , ’
-act1v1t1es based on sequential learning procedures that involved pre—
R planned art proaects of wh1ch every phase was systemat1ca11y exp1a1ned
“And although he admits that art educators may questidn such procedure <
: ' he seemed to be conv1nced that art act1v1t1es under the mentioned cir-

® cumstances are most fitting, because "deve1opmenta1 processes of the

slow 1earner and retarded child made such steps essent1a1 w29 To fin-
\

El

28!:§tei.nhauser'; "Art for Mentally Retarded", p.-31.

-

3 ‘ . 29P A. Sisk, "A Sequential Program to Develop TExtural‘
g ° Sensitivity", School Arts, Vol. 63, No.5, January 1964, p.26.

- t -
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alize hisentrenched ideology he makes a sweeping generalization applic-

-

able to all children and claims ‘“that the stéb—by-step-mi?tery of

s

%] >
any technique or craft activity makes for creative growth in any chi]d"?o
There were art educators who thought it best to help the

child realize his expressive ability by "keeping to rules" and were of

- the opinion that "no painting should be attempted without some preli-
minary drawing in chalk or charcoal". This educator acknowledges that

‘“keeping to rules may at first appear to be the antithesis of freedom

-
/

for self expression", but, she insists.fuch methods "enab]e‘many back-

ward children to state c]earlyvin paint what they would otherwise not .

do if left to their own resources.” i

s A
Schwartz who aligned himself with the '"negativists" was another

skeptic that doubted the utilization of art with the handicapped. His

condescending remarks are based on pré-conééived notions. He admits

never to have taught art for the handicapped but yet he stands by h%s
S S p

5

cynical outlook, and believes that:

Even if the more freely expressive experiences provided for
exceptional children, there is little evidence of any kind
of growth. A characteristic of the work of these children
is the unvarying repetition of the visual forms they are
able to produce. Their products compare.with developed art
expre§siveness approximately as their speech patterns com-
pare vith poetry or dramatic speech .... When well meaning
teachers believe that the severely handicapped child is

experiencinéz"art" they are misinformed, or are deluding ‘

[+
themselves. o

A

- 30Sisk, "Sequential Program”, p.26 .o

31, Lindsay, Art for All: Arts and Crafts for Less Able
Children, New York: Taplinger Publication Co., 1968, pp.22-23.

32F. Schwartz, Structure\énd Potentiai in Art Education;'
" Waltham, Mass: Ginn-Blaisdell, 1970, p.40.

%
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— While Schwartz's remarks seem harsh, ignorant or simply op-

posed, something must have en1ighten;d him in the meéantime fdr his
° ' ‘ ;ensitive article in Art Education (1974) portrays a different, per-
. haps égnverted Schwartz in favor of art experience for the handicapped.
"It is particuiar]y in the*realm of fee)ing, of affect, that art makes -

its contributions to qne exceptiona]."33 Furthermore he looks upon

\

} T -
art, not as a "desultory experience”, but a way to communicate an aware-

)

ness of energy, emotions, thought and the catechetical into symbolic

forms which become creatively expressed through personal feelings. He .

further notes that:

all human beings require a means of communicating. The need
for communication increases under situations of impairment
'of the usual means of communicating. In the frustration of
daily life, the aesthetic means of venting affectivity is a
vital péed. When we add to the measure of frustration the
limitations impinging on the exceptional student, we real-
ize how magnified and how poignant ig the need to find some
medium through which he can speak and be heard. 34
. , of N [

' In his concluding remarks Schwartz considers the Qa]ue in

art for the handicapped as a means of communication and integrative

~

experience thap allows the individual to go beyond the norm. "Art
‘ leads the exceptional into areas of non-schematic experience, which ey
is to say that art does not merely open up the possibilities o% com- oA
' petence and permit effectance, but art makes the individual 1nto an |
% ©artist", v 35 -

4

33
F. Schwartz, "Art for the Exceptional®, Art Education, ..
\ Vol, 27, No.7, Oct. 1974, p. 17. ‘

&

o © P1bia.,p. 17.

. F1bid.,p. 17,
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That real progress in the 60's was disappointingly slow can

be observed from one of the scarce research projects, sponsored by

-the U.S. office of Education which states:

'In attacking the problems inherent in the development of

an art program for intellectually handicapped children, it
. is important to-know the-extent .to which it is possible to :
predict the suitability of various activities and, teaching. .
.procedures. However, little is available in this field re-
lative to student needs, interests, activities and result-

ant teaching procedures. The paucity of systematic study,

in this area was revealed by the fact that In 1950, the
Encyclopedia of Educational Research quoted only 81 studies

in all phases of art education)} and listed none in the area
for the méntally retarded. In reviewing the literature, only
one study was found which constituted a systematic attack

on probiems of developing and evaluating a series of art
activities and teachrng procedures for mentally retarded °
children36 ‘ .

This study by Mills was an attempt to find out whether men-

tally retarded children prefer specially designed activities-over the

traditidna1 ones, and tests effects._on motor skill, academic achieve-

g

- ment‘ art and social, behavior.’ Exp;\zmenta1 and contro] groups were
employed which comparison of analysis indicated that the exper1menta1

program to some extent is more effective in. altering characteristics

of behavior.

S

In retrospect it seems that fewior no attempts were made

during the 60's to scientifically inquire the effectiveness of didactic
procedures, students' needs, or whether 3D work should take prominence

..-over 2D art work.. A small scale study, that involved 28 ekceﬁtiona]

R
b

36E. Mills, A Comparison of'Especially Designed Art Activ-
ities with Traditional Art Activities as Used with Intellectually -
Handicapped Children and Youth, United States Office of Education,
Department of Health, Education and Welfare, 1960-1961, p.6. '
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children seemed td indicate otherwise. This reségrch prgject indic-.
ated that all of the children, except two, preferred do work 'in two
dimensional work over three dimensional work which in bgrt, suggests

that exceptional children also can enjoy drawing and painting.37

’ 2. Art Activities for Remedial Education
* s Recent legislative developments have placed the except-
jonal ‘child in regular classes and consequently taused an acute aware-

ness of the needs for didactic guidelines and qualitative programs for

"the exceptional child in relation to art. But universities offering

courses or‘proérams that deg] with art for exceptional chi]dfen in the
educational sysfem are very few. William Paterson College, Nayne,ék.d.
(1973) is the on{y college Qe have come acrogs‘that added rehabilitation
and special education to its art education progfam for teacher prepara-
tion. In eddition to their regutar art teachiﬁg program for public
gchdo1s, they have addéd‘;eaching approaches to prisoners and youthful
offenders as well as teaching strategies for the mentally retarded.

Due to these deveibpments exceptional chi]dren_were-encouraged
to enter the mainstreamhéf'schoo1 1;fe. A1 this gndeavor only high-c
lighted an awareness  that the existing professional preparation fglls

: . y

short for the special education te7cher and the art specia11§é since

both are insuffiéient]y trained to provide proper art experiences for

exceptionalgxhi]dren that afe founded on sound practi&es that have-been:

scientifiéa11y researched and proven to be effective.

LY

37J.L. Catter, "The 'Educable MentallyARetarded Choose_their
Art Activities: Two Dimensional or Three Dimensional", Art Psycho-
therapy, Vol. 1, 1973. ’ '
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Some attempts have been made to combine the two disciplines in

order to obtain a quality art based program thatowoufd answer td the

. needs of those children. Ray38f0r example, designed a perceptual model

of instruction for special education teachers which has its roots in
aesthetic education. He proposed a variety of med1a and art forms that

were used to help the child become more aware’ and realize the beauty of
3
the environment. Through humanistic teaching it was hgfed to reach the

total child. This concept of educatinglthe whole child in mind and

body is not new for as early as 1957 Lowenfeld advocated this view.

. . \ P
Again during the early 70's humanistic principles were reinstated by
4

a

art education theorists such as Feldman®® and Linderman*® who stressed the

-

importance of wholistic teaching in art education.
The opposite, to models, proposed by Ray and*othér humanistic
advocates, were art activities for exceptional children based on be-

havioral categories as envisaged by the fol]oqﬁng writers. Lovano-Kerr

and Savage“lpresenf ah incremental art curriculum model, which was hoped -

to be the answer for learning deficits for exceptional children. This
structured sequential and behaviorally based art program for educable”

retarded children proposes a method of assessing the individuals' in-

4

38y . Ray, "Media for the Exceptiopal Child," Focus on
Exceptional Children,Vol 3, No 6, Nov. 1971,

.

39E B. Feldman, Becoming Human Through Art Englewood Cliffs

Prentice Hall,, 1970.

\ &

' /
408 Linderman, Art in the Elementagy School, Dubuque: -
Wm. C. Brown, Pub. 1974.

alJ. Lovano—-Kerr and‘S. Savage, "Incremental Art Curriculum ~
Model for the Mentally Retarded," Exceptional Children, Vol. 39,
No.3, .Nov. 1973. ,

\\7\
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crement'of learning in phe following areas: a) visual analysis, b) -
perceptual discrimiﬁation, c) self-awarenesg, an& d) self-concept.
Thegutjlization of incremental art responses basgd on behaviorally
‘categories of_dif%icu]ty was:also explored by Rainey42 who designed

a teécher‘§ manual to help plan art experienéeg for ,children with dev-
elopmental problems. Each activity is outlined with a list of materials
and procedures to follow. Educational objectives are sdgggsted and the
activities are arfanged %n'a hierarchy of difficulty, thuslmaking it
possible for the teacher to plan from a task-analysis point 0% view.

A number- of researchers have tried to use art activities for

the purpose of remediétioné3 fFor instance, Gair developed a remed-

I3
% -~
v

ial art program called "receptive-expressive learning" through which
problem learners were helped to build learning channels by means of

« visual expression and art tasks that were based on rudimentary "prin-
q%ples of artistic design in tergs of psycholinguistic abilities" in

* the hope that children witﬁ/special needs "could be helped to learn
in ways that were not fu11y realized by non-art oriented programs"44
Major objectives were structured around specific perceptual and cog- .

. nitive processes. In part.this is basically what Chapmanbs

emphasizes,
‘ <
.
‘l‘ZE.-W.‘Rainey, Art for Young Children, Washington: Bureau
of Education for the Handicapped, 1974. ’

438 B. Gair, "An Art-Based Remediation Program for Childrén -
with Learning Disabilities,” Studies in Art Education, Vol. 17, .
No.l, 1975,

’ r"é-}*:‘ ’ 1
' 448.3. Gair, "Form and Functionm,]Teaching Problem Learners -
through Art," Exceptional Children, Vol}9, No.l, Winter 1977, p.30.

A SG. Chapman, Learning in a Friendly Environment: Art as an
Instructor, The Council for Exceptional Children, Atlant, Georgia,
1977. <

-
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. for she too stresses the use of art for developing creative, percept-

ual skills, and cognitive skills in handicapped chil'dre‘n and provides
samples and suggestions for art projects. The difference with Chap-
man is t‘hat a lesser importance is described to linguistic ability.

66847

Silver and Harrington were also interested in develop=

ing cognitive skijllls through art for exceptional children and com-
posed a mode] based on Piagetian teaching procedurdgs. Others such
as Galiagherl'8 explored the relevance of art for stimulating cree-
tiveness b_ased on Torrance's findings of creative thinking. The latter
study provides statistical data that shows improvement of creative
growth with the emotir{ ally disturbed. .

Fmdmgs of researchers, such, as Guilford, Torrance, Brit-

tam and McKinnon on creativity slowly found their way into the edu-

t

cational system where it was used as an assessme?lt technique for ident-

jfy1:ng undeveloped talent in exceptional children. White et al. in
the third of three reports explains how "creative-productive thinking

proces‘ses“ in the handicapped may be developed by designed activities.

--Detdiled lesson plans were developed by artists and special education

teachers. The aim of the lessons was to promote the following: a)
self-awarenéss and ser{sory perception, b) ée'lf-‘expression and commun-
ication, ¢) originality and imagination in approaching "prob1ems and
I46R.A. Silver ;nd J.D. quringt;n, A étu;ly of Cognitive Skills
Development Through Art Experience: An Educational Program for Langu—

age and Hepring Tmpaired and Aphasic Children, Board of Education, City
of New York: State Urban Project; 1974.

47 o . ?

R

R.A..Silver, Using Art to Evaluate and Develdp Cognitive Skills,

Papgr presented at the American Art Therapy Association, Kentucky: 1975.
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d) skill development in art media.49

The 1e;son plans contain information on the purpose, its ac-
quisition, the materials needed, the time required and how to present
it to the class, but no ‘additiona] information was repor;:ed on ofind-
ings in their paper. As explained by whit950 the proposal was an
outgrowth of aﬁ earlier project (1975-76) in where an adapted Tqrrance

test, as QweH as the Assessment of Creative Potential in the Arts were

employed to identify and evaluate undeveloped talent in low functioning

children. \

-
°

As creative expression, or the cnhﬂd as artist, had been
shelved, teaching "art" became less threatening for those with h’mitéd
: - knowledge of art in ,trjedry and practice. Art was now looked upon as
. a means to-an end, a tool in the service of prescriptive tei;chipg.
. . Others were of the opinion that "art" ought to be the core of the éur-

-

riculum and suggested to integrate art into evéry subject. Education
l,vis art and Read'§ popular slogan of "education through art"” cadght t é\
imagination of educators who attempted to improve formal education b;\\\,\//
means of individualized instruction as opposed to group and rote learn-
"\\ing. A number of special educators welcomed the extension of art

as an ODDor};unié_y to experiment and in;orporated its principles b

adapting ‘them to the teaching of exceptional children. It was be-

lieved  that directed art activities might help in-the developrent of

, & 49A_ White et. al., Prloject SEARCH: Multi Arts Curriculum,
s . . Coope%ative Educational Services, New' Haven, Conn.: 1976.

50A. White et. al., Project" SEARCH: Phase II Evaluation

: : 1975-1976. Cooperative Educational Services, New Haven, Conn.:
| 1975. ' :
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"She suggests that such elements are beneficial for: a) .self-expression,
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motor skills based on Frostig's perceptual motor trainind?l Some

were of the opinion that large art prdjects should be emphasized in which

the value of art was one of deve10p1ng gross motor skllls and seeing pri-

mary colors be1ng Blend 1nto var1ous secondary co]ors
N
p01nted out the necessity of experimentation in art for

While others

such ‘as N1rth

the handicapped with objects such as témplates and nature materials.

b) tﬁat it brovides a feeling of accomplishment and c) that it qFfps the
child te increase hi; verbal ability. '

There we;e others that stressed appreciation of art and lang-
uage development and incorpo}ated the teachings of Montessorisﬁ while

research at Lesley College showed that art can, instead of developing

educational or therapeutic models for those that have emotional, per-
ceptual or organic difficulty, assist towards the improvements of their
deficits. Visual principles related to thelétudents' 6wn work served as
a starting pdint. By stiﬁulating their discussion and posing questions
about their art work the student's visual perception improved since

they were engaged in relational concepts that nourished their intellect-
ual and perceptual development>?

! 5]'N.E. Wood, "Directed Art, Visual Perception and Learning Dis-

abilities," Academic Therapy, Vol. 12, No.4, Summer 1977,

. 52.I.J. Bose, "An Art Teacher's Contribution to the LD Chila,"
Academic Therapy, Vol.12, No.4, Summer 1977,. .

53R Wirth, "Art for the Handicapped " Pointer Vol. 19, No.2, -
Winter 1974, .

»
¢

54

L. Gitter, "How Art can Nourish Self—Concepts, Academic

Therapy, Vol. 8, No.l, Fall 1972, {

553 McNiff, "Organizing Visual Perception Through Art,"

Academic Therapy, Vol.9, No.6, Summer 1974
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Another noted form of art th;;"leug"s_ itself for developing
perceptual concepts and expressing-feelings and emotions, which other-
wise might be blocked, 1is pup'pe'try. A ]eaﬁrning disabilities clinic
established a puppetry wo'rkshon for children with-a variety of emot%on-

al and learning problems. Constructive opportunities for making puppet-

ry was used to help express their concern. Methods were instructed in , ~

the hope of providing. the necessary boundaries and effecting a change

" in their behavior. éy allowing them to vent their frustations and fa-

cilitate creative opportunity, self-esteem improved as well as behavioral

growth and acader.n‘F: Maarnings.6 Thé psychological va]ue's inherent in
the making of puppets is in agreement with Sonmer'557 who, over a per-
iod of two months, invoﬁved' herself with fifty children having learning
disa.bﬂities. She olﬁserQed that the chﬂ(dren were more able to express
themselves and act out-their feelings and emotions through the person- ’
alities aof their puppets.

A special project for han ic'ap\'ped ch‘ﬂdren that éxplored cre:- ‘
ative avenues in develgping artif;ic learning and growth experiences
w-as designed by the National Committee, Arts for the Handicapped. Their
purpose ‘was to demonstrate the importance of the arts, not only in t;arms

of artistic responses, but rather that art can help the handicapped to

“increase learning achievement. Therefore the emphasis in art is on

! '

H

56L. Pope et. al. "A Puppetry Workshop in a Learning Dis--

abilities Clinic,' Academic Therapy, Vol. 9, No.6, Summer 1974, o

-

‘5“73. Sommers,"Marionette Making and Self Awareness,"
American Journal of Art Therapy, Vol. 16, Jan. 1977,

&
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learning, and as learning becomes successful the achievement becomes

therapeutic and the process in turn wi]]_]end expression to accumulated

kho‘&ﬂedge?8

That the use of art concepts are considered pliable for bail-
ing out other programs can be observed fromca study in where a C]ASS‘
of tﬁénty—five youngsters at the Seéonda;y Hével receﬁxs:\izi]y art
instruction to improve their reading skills which were at‘ ast two
grades below level. Mention was made that teachers "never diluted
the éuglity of art experiences" because the art activities "demand a
sophisticated level of aesthetic and manipulative competence".s9
Activities for-heTping to improve their reading skills which

in ggrtpwas done by keeping daily logs of their art work as to expand

i

" vacabulary and reading skills, consisted»of "designing a border, car-

tooning, bookbinding, leathercraft, glasscraft, ename]craft,'designing
. e, . l\
a textile, painting and photography"?0 '
While statistical significance was noted in the pre-test

and post-test for reading skills the researchers expressed the concern-

of other educators who believed that art as an interdisciplinary with,Ff

a second subject would diminish the aesthetic and creative impact.
They strongly believe, however, since art may have simi]aritifs with

linguistic modes.of learning, that learning 3§ieriences of combirfed
Y o

¢ .
- [}

‘ o |
58E.E. Maillard et. al., "Except:gj;nal ‘Children: A Very Special
Arta Festival," Instructor, 86, 7,March 1977.

598. Corwin, "Art as @ Tool for Learning', School Arts, Vol. 77,
No.: 7, March 1978, pp 34-35.

601p1d,p.34. ‘ - b

3
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ef%prt should not be postponed since the handicapped wi£h visual and
vérbaliilliteraéy maj benefit from valid methods as described above.
When art for the child is centered around structured learn-.
ing and manualldexterity then the child is not helped to gain in-
dependence. Highly structured approaches diminish this' purpose; thére-
fore, guided activities that permit emotional and creative expresgioﬁ;
set in a supportiye envivonment, seem most appropriate for develop%ng ' ﬂ'
this g;;wth. 6 | |
Su¢h view is confirmed by art brograms 1ike the ones at . -
Oberlin College and the ﬂ%iversity'of Wisconsin that were desigﬂed
”&Nti 1mprove asp1rat10na1 levels of ch1}dren from low socio-economic
backgrounds. The aim of the program was to foster growth and a
feé]ing of success by creating a relaxed and supportive learning e
environment: based on the phenomenological approach to psychology:‘
which as a result wouTd "lead to a positive self-image for the child.
. Through interviews 77% of tﬁe siudent population expressed satisfact- -
ion and valued "the freedom to express oneself as one of the most

valuable aspects of the program" 61 .

A p1lot study on art education for the cu]tura11y different
by Ca]i%ornia State College revealed a moderate success in develop; ' .
ing emotional growth by means of individualized {nstruction, guided to
encourage }ndependent and se]f—suf?icient endeavor. ’Since art is often
conside;ed.to be a personal experience the study interestingly notes

that "group , rather than individual self confidence and personal ego

[ .

X 61.] and M. Antes, 'Art Programs for Diaadvantaged Youth, o .
School Arts, Vol.7, No.7 March 1972, p. 22, '
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" his capacity or means of expressing and developing artistic ta]ent might

School Arts, Vol. 69, No.?,‘March 1970, p. 14.

' University Press, 1974
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development seemed °to generate a negat1ve and compet1t1ve attitude in

e ~

a group activity”. 62 ‘ . : o ‘
The notion that children with special needs are not capable
€
of anything creative or constructive has been proven wrong. "The child °

w1th special needs'ﬂgs creative potentials like any other child, though

be limited. Regardless of such limitation, if the assumption that -

the true creative spirit is in the unconscious®3 and all human beings

¢

are endowed with the latter, then ex;ept%ona] children too possess a - 'z\-
creative spirit. . \v/g

The slow learner is a developing human being and, as with the
normal child, his source of inspiration is not reality, but .
dreams - limited dreams for the child, butydreams nevertheless, :
From these ‘dreams comes the child's potentlal for artistic '
creation and through such creation some of the real benefits .
‘of art begin-to emerge. Because of the unimportance of object- B
ively realistic expression, the child chooses from his own '

ideas and past experiences. Imaginatively living and re- .

living these experiences help him to learn to meet and solve’ '
his problems and, most importantly, to begin to integrate '
himself and his environment.® ‘

{

62D.L‘. ﬂarélay, "Art.Education for the Gultufaily Diffefent,"= B

N

63J Jacobi, The Psychology of C.G. Jqu,New Haven. York ’ )

! AR

64y, . Enlen, "Art and the Slow Learner', School Arts, Vol.69, .
No.7, March 1970. pp. 11-12 //
[ & ’ ) : . N ¢
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Ths/varidus educgtional models proposed during the 70's were ~/
based on behavioral categories and sensory modalities with creative
art expression being secondary, neverthgless,'the importance of uti-
lizing art experiences for edu@af?éha] and human deve]opment'had be-
come recognized.

P Curriculum developerg, school consu]ténts, educators and admin-
iéfrators found themselves in agreement that the exceptional child,
placed in special education Elasses, was as much in need of obt;;ning
experiences through art as any other child. The purpose for providing
these experiences d1ffered from the “normal” or regular child. The
value of art was to explore his envirQnment through‘manipulating tqo]s.

and materials, which was to provide the child with'multi-sensory ex-

,

. periences, remedial purposes or-to improve cognitive skills.

According to one member of The Association of Principals there
has been an .interest in incorporating the arts into the education of
he 1nte]1ectua11y handicapped child for reason*that the application
b ]

of art and its value as a teaching tool for the handicapped has been

retogn1gedxas an alternative way for reach1ng those youngsters that were

normd1ly regarded as unteachable.53

. '\.
3. Art activities for creative self-expression -

~
]

The éxpressed interest in the creative procesé to ex- )

H
&

amine its therapeytic value inherent in'@he art experience did not

take place until about the second half of tﬁé twentieth century wﬁen

\ ' IV
635 . ku 1uk and J.A. Sjolund, "Arts for the Handicapped:

, A National Direct n," ‘The National Elementary Principle, Vol.55
' No. 3, Jan./Febr. 1 76. ‘ , X
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an increase of studies were on the upsurge to prove the therapeutic .
(balue in art.f One of ‘the early pioneerﬁ is Margaret Naumburg who in

.1947 published Studies of the "Free Art Expression of Behavior Problem

Children and Adolescents as a Means of Diagnoses and Therapy. She des-

cribed how art,66 when used intelligently, can make valuable contribu- Com
tions. Her app]ication encourages the release of dreams, fantasies and
emotiohal conflicts into graphic expressioh. This technique is rooted
in the transference refationship as used in psychoanalysis, therefore
"§¢tt1ng“ art‘in an adjunctive role to psychoanalysis. The use of ’
free expression‘through art has as its aim the release of unconscious
;o association, and projected images are regarded as an imaginative .or
r non-verbal process and is éonsidered by Naumburg to be advaﬁtageous
over synbo]i& speech. )
In that same year a study of young chi]dren‘by:A1schu1er and

Hattwick (1947) was published concerning the issue whether easel paint-

ing hés therapeutic vafug}for.the child in terms of release and self-
~expression of repressed feelings. Their reséarch indicated that:

‘. It is when easel painting leads to genuine release that
- : its therapeutic values may be very real. Easel painting , 4
also seems to have geﬁuine release or therapeutic value -
for children who find in it a medium for symbolic ex- - ' /

prescion and use it as a means for sublimating feelings
and concern that are not permisgsible in more direct and
overt form.6? ‘ . .

66M. Naumburg, An Introduction to Art Therapy, New York:
Columbia University Teachers College Press, 1973.

o 67R.H. Alschuler and L.B. Hattwick, Painting and Personality,
A Study of-.Ydung Children, Vol. I, Chicago: The University of Chicago
Press, 1947, p.159. - .

v .
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According to this $ame study it was revealed that helpful
- 7

" 34

' clues could be obtained possibly analyzed through longitudinal studies
from which various observations and possible deviations could be detect-
ed in order to help the ch11d realize his problems and find a poss1b1e

remedy to his anxieties by means of self-expression.

The reseqrchers
believe that:

progressive freer painting patterns, such as increased use aof
warm colors; wider use of space; less restricted lines and

forms; evidence of increased freedom to dab and smear; to
intermingle colors rather than to use them guite separately !
or to overly them --- all these changes in usage, especially

when paralleled by freer verbalization and less restrained

behavior while gainting, suggest release value in-the paint-
ing experience.58 '

f

\ - ,
In short their research findings suggest that the painting
by itself cannot predict behavior but rather that the ari work may
supply additional information that could provide an increased under-

standing of the child's personality.

That differences of op1n1on existed even among those that

placed art in the service of mental health can be observed by Edith

Kramer's whose views seem somewhat different than those held, as for

¢

. 8- ¥

68

R.H. Alschuler and L.B. Battwick, Painting & Personality,
1947, p.160. . : ‘

’
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example, by Naumburg.. Her.concept of the therapeutic value in art’is

explained in her book Art as Therapy with Children.%° As with Naumburg

her approach is influenced by psychoana}ysis, but unlike her Kramer
is not concerned with uncovering unsconscious material or diagnostic’
intepretation of the art product, rather she concerns herself with.
Freud's sub]imatiaa/;heory and the strengthening of ego development.
.fhe emphasis is;on‘the act of creating visual images which in turn
can have a healing effect: With.this apprbach faith is in the pro-
cess itsélf.' The therapeutic value lies in symboiic expression, com-

" bined with\encoura?eﬁent for artistjc development in a permissible
;hblimated way. ’

Naumburg's approach seems to be more precise in nature be-
cause it is firmly rgofed iq psychoanalytic theory. Kramer buts it
more simpler when stating tﬁat art is good for you and values artis-
fic insight over psychic insight. Both authors do agree however that

. a good background in psychology is necessary for practicing art as
therépy. '

The jmportance of depth psychology contributed much to the
understaﬁﬂing gnd development of the creative process and accel erated
the improvement of conceptual models for the teaching of art in and

’ 2 .
through education. Theﬁgindings from scientific inquiries helped, no

doubt, to formulate art coricepts for the purpose of human\growth, but

AN
-

A\

E. Kramer, Art as Therapy with Children, New York:
Schocken Books, 1974.

»,
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searching for new deve]obments in art for exceptional children was not

* considered fashionable and onTy a handful publicized their ingquiries

apout the handicapped yho too‘%re in need of artistic and creative ex-
P essioﬁ as to become more fully integrafed.

Where qualitative art programs for exceptional children, as
initiated by the progressives, stagnated and eventually dispersed in-
to interdiscip]jnary diversity, therapeutically oriented art approaches
and techniques for classroom use seemed to gain in popularity, albeit

limited in number?0»>71,72

The need for therapeutic art approaches seemed
the result of: a) a gemand for therapeutic use of art medfum in the
school curricula for special education as it serves human growth and b)
a growingcinterest in art therapy ?s a profession. ’ |
According to Nickerson, art as a therageutic medium in the:

classroom is important for‘it builds self confideﬁce'and promotes self-
esteem if the child experiences himself %hrouéh art. In addition "to
the therapeutic employment of art activities in the classroom are: an

opportunity for self-expression; a further opporiunity to view one's

>
‘own and others efforts, perceptually, motorically, and verbally; and

tb share experiences with others".73,

70F.E. Anderson and L.S. Barnfield, "Art Especially for the

Exceptional," Art Education, Vol.27, No.45, April/May 1974,

71F.W. Cohen,h"lntroducing Art Therapy into a School Syétem:
Some Problems," Art Psychotherapy, Vol. 2, 1975.
> P

v

72R. Wolf, "Art Psychotherapy with Acting Out Adolescents:
an Innovative Approachcfor Special Education," Art Pgychotherapy,
Vol. 2, 1975, ‘ ) : ’
vy

'7%E.T. Nickerson, "The Use of Art ds a.Play Therapéutic'

Medium in the Classroom," Art Psychotherapy, Vol. 1, 1973, p.296.

o
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A similar outlook seems to be held by Spero and Weiner
who iﬁvestigated whether the iﬁfluence of a creative arts therapy
\program, would @ffect the behavior of children enrolled in special
education. They found -their approach to be an effective method in
phanging the behavior amo;g the intellectually Handicapped children,
The three classes that made up their study were divided into
experimentai group and'the two remaining classes served as control
groups while the latier ones were excluded from treatment. Results
of the study showed behavioral‘changes in the experimental group,sta-
tistically signifiéant. Also the author observed a "positiye?:orre]--p
' - ation between the children's heightened self-confidence and their

- /
‘ . expressive ability." 7 . =

\ In their writings Spero and Weiner stress the need for social

development for handicapped children and point out the limited oppor-

< g e

tunity for.socialization. They uphold that creative arfs therapy in
) \ ~a classroom setting can provide such opportunity; and since'Che.thera-
‘peutic use of "thd arts not only permits spontaneity and freedom but .
. ‘ also imgoses order and structure, they hélp ¢hildren with retardation
" feei more emotionally set;ure".75
There were few art educators besides fhe ones mentioned ear-
i ' lier (Schaéffer-Simmern, Gaitskell, de Francesco, Lowenfeld). who con~

tributed new informaiibn in relation to art apd the handicapped child,

&

. 74R. Spero and C. Weiner, "Creative Arts Therapy: Its Applica-
tion in Spec. Ed. Programs," Children Today, 2~4 Jul-Aug. 1973, P.15.

°

.yslbid., p.12.
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except for some that'épp1ied art as therapy. The few interested art
educators that did engage themselves seem to have adopted hypothesis
that were already formulated and rather app1ied existing concepts to
practical situat16n§ when called for.

Munro, for instance, states that art has been widely used as
"a corrective" for helping maladjusted children and believes that the
therapeutic value in\a;t is through tﬁg}EQt of "bringing into play mus-

culae,. sensory, and other functions too lifttle excercised in asendentary

life".76

At times the role of teacher-therapist or "enlightened art
teacher" leads to complicating circumstances, for the lack of appro-
priate educational guidance seemed to have resulted in misunderstandings

such as diagnosing symptomes by misreading the art products of children.

.According to de Francesco this had "reached proportions of malpractice

of psychology“z7 Lowenfeld too had warned to stay clear from psychoana-
lytic interpretation of symbolic content and erphasized to concentfate
rather on using art for self-integration and the potential for creative

expression.

It is neither the interpretation of symbols, nor a diagnosis
reached by speculative inferences based on certain symbols,
with which an art education method deals. Teachers are
neither prepared for this type of diagnosis or therapy

nor do they have the proper bacground for it. What they

76T. Munro, Art Education; Its Philosophy and Psychology,

New York®? The Bobbs Merril Co., Inc. 1956, p.38.

771 de Francesco, Art Education, Its Means and Ends, New York
Harper & Brothers, Publishers, 1958, p.293 °
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should be prepared for i1s adequate, motivations which free
individuals from their restrictions in expressing them-
selves, and that include the body image. 78

. , .
Despite the fact of being;iimitéd in number those concernea

with art education for the handicapped seemed to write from observa-
tion and strong conviction of tge "creative spirit" endowed in each
of us. Conant and Randall’’ discuss the positive aspects for allow-
ing problem children to participate in art activities in order to
provide them with an emotional outlet. Their findings seem to com-
plement. previous views rather than oppose because similarities be-

tween the therapeutic model ar art as therapy, and the creative art

£

experience or art{étic insight, seem to be in agreement that authen-

tic art exbression has therapeutic value and thus aids in the develop-

. ment of the person'as a whole.

In addition to the possible improvement in the emotional
. : 4
and behavioral aspect, the form of socialization that takes place

during art sessions builds for better channels.of communication be-
Eause "emotionally disturbed people tend to isolate themselves and
live in a wor]d 6f théf?NEWq making. . The arts can. penetrate this

lso1at10n where words fa1]" 80

78Lowénfe1d, Creative and Mental Growth, 3rd ed., New York:
The MacMillan Co., 1957, p.435.

79H. Conant and A. Randall, Art in Education, Peoria
Chag. A Bennett, 1963. -

801bid. , 174,
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‘The sahe authors suggest that art activities as a participa-

)

tion for the socially malpdjusted can be sinultaneously or as a sepa-

rate entityhsoothing and relaxing. The important factor towards the
development of emotional growth through creative art expression is

that the problem ¢hild “can derive satisfaction from finger painting,

pounding and squeezing clay, or by painting or drawing monsters to show

a 81

what he thinks of the bullies in the wor]d and release his frustrat1ons
Thus, through art the child expresses feellngs and emotions while crea-
ting his own environment and acting out his frustrations in a socially
accepted way that promotes the growth of the chi]d'énd develops crea-

tive,potentia] ' ,

4
t,

o

""""

art media and its app11cat10n for the release of affective behavior

has not only been recognlzed in the field of psychology, art educ£t1on

J

"or art therapy but also has come to the attention of those in special

education. However, the latter's understanding and function of crea-

tive art expression leaves something to be desired. . /
Understandably art for exceptional children was not only

provided by art education specialists but was similarly employed by

. special educators who seemed more geared towards arts and crafts type

of activities and overlooked the individual's need for creative ex-.
pression, consequently missing out on fine opportunities to nourish.

self concepts anﬂ teach towards independence as opposed -to dependence.
Q [

i

81

H. Conant and A. Randall, Art in Education, p.179.
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b That the framewdrk for understanding and presenting art to the handi- /f/ﬁ
cabped differed~ﬁrom art education concepts can .be observed by the writ- 7

S

1ngs of Cru1ckshank Tay]or et. a183 who are respected members in the

} E field of special education. ’///

Tay]or et al. *970 in their book Creative Art Tasks: for

Children, Implications For Use N]th the Exceptional Child seem to C

. )

have no faith in-artistic expression or otherwise are perverting art
- 'concepts by misusing the scribble technique, which was employed by

Cane and others for &nfo]dinq creative potent%a] and flexibility as '

opposed to closed in rigidity;* To note the difference between art

educators and special education theorists on the function of art ana-

lyze the following statement by the latter who posit that the except-
ional child, in a special education class, needs as much art experiences

- as the child enrolled in a rggular class "although initially it may often

be for different réasons. Just as a physician or therapist may en-

L . ] . .
courage artistic expression with a given patient to help reduce ten-

o

; . sion or frustration, the special educator.may use the physical materials
4 . \ .

°

. ' 82
: ) M. Cruickshank, Education of Exceptional Children and )
Youth, New Jersey: Prentice Hall, Inc., 1967. Ce

> o-

83 .
. Taylor et. al., Creative Art Tasks for Children, Impli-
cation for use with the Exceptional Child Love Publishing Co .y
enver, Colorado: .

S b 8

xThe scribble technique or procedure allows the individual to res-
pond to one's own ambiquous statement of the origimated scribble
upon which projections of (unconscious) imageéd may be drawn and
brought to a development of artistic creation that reflects the
person's inner psychological state. This technique has been in-
vestigated and utilized by a number of writers such as Cane (1957),
' ‘Naumburg (1947, 1966), Elkisch (1948), Winnicot (1971) and Rubin
(1973) to name a few.

©
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of art to help children explore their environment”§4 These explorations
’ 3

take the form of multi-sensory experience that seem typically character-

istic of art, according to Taylor et al. Differently stated, it is in
the materials that the value of art is experienced.

o

To objectify creative art tasks they propose an educational

B ey T

model postulated on six 1evels of behav1ora1 categor1es The aim
sought after is that the student adapts to rout1ne by d1rected art
act1v1t1es such ag the making of a scribble on a paper 9 x 12, examp1e
v on how to proceed is.specified for the child on an instruction card, .
: . to be read and fo]]oweﬂ step-by-step (no consideration, for exaﬁp]e, _ (”:X
; is given to the fact that many exceptional children have reading prob- 75

lems) and f1na]1y are instructed to fill in each area of the scribble . 1

s T

£

! e with a different colour. In order not to overburden the teacher with

S too much preparaiion‘they casually remark that instruction cards with

. creative art tasks are also qvai]ab]e from the pub]isheé.

P In contrast to the above investigators Cruickshank pais more

| attention to the expressive qualities of exceptional children but none-
theless describes a secondary role to creative-expression‘and empha- .

» sizes play as an opportunity for growth. Furthermore arts a\d crafts : o
are seen as an extension of play that blends into educatlonal\and learn-
ing prospectives. His op1n1qn is that: ) N

\

the objective is to help the qhild develop insight into \
his difficulty and assuage his guilt, and_to provide hy- o \

‘ i
¢ ' 4\ o '& ]
.“ * v
.
)

| . 84 . .
§ - b . ) Taylor et., al., Creative Art Tasks, p.vii.
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gienic emotional patterns with which he can identify. -
From the teacher the child will need profound understand-
. ing, tolerance for neurotic symptoms, an opportunity for
) mildly cathartic and relaxing experiences, glus a select- \
ion of gratifying and possible tasks to do.%d

f

The gratification in the task of doing seems to interest
' l
spec1a1 educators more than the mak1ng of 1mages and consequently sub-

‘scribe a ‘different function to the rolesof art. They suggest ‘that

)

certain play art activities reduces the anxiety within the.child and
at the same'time reinforces the reconstructure of motor developnient
and mental abilities. The type of release fgr feelings of hostitity

¥

or aggrégéion according to the same'authorug;uld fake‘ﬂace in the

form of hammering, pounding, squeezing and manipu]atioﬁ of various

arts and craft media.. Consequently the nature of playful manipulation

. of the art activity: - :

L3

ig not intermittent freedom from the discipline of
task, but a therapeutic and creative effort in itself.
. Play has powerful potentials. Through play the child
experiments with self-control, with control of his
environment, with fantasy, and with legitimate dis- °
regard of reality. Play theragy is based upom the
reconstructive nature of play. The motor compo-
nents are . pseful channels of tension release.

Cruickshank, Education of Exceptional Children, p.590.

861p1a., p.607.
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It 156%bvious that art activit;;s were intended as. creative.
effor'ts but with the overemphasis on motoric and mahipulative aépects.
Those efforts do not only 1ack'creative, nnique or actualizing Aualities
that touch the ;h01§ iﬁdividua],but rather 1imit themselves to only one - 4
side of the many faceted possibilitigs that theiart’experience has to
offer. ' . ’ C 1

The ardentness displayed by some special education theorists

in utilizing art activities pays minimal attention to creative self-

expression and reduces its effort for self-actualization which seem dis-

tant to recommendations proposed'by‘Axline87. She demonstrates how

. K3 - - !
. art and play are much closer' linked to creative expression which, from 3

this viewpoint, has as its aim to promote self-concept referénces and
human dignity.

In herbook Play Th;ragz she provides several §uggéstions how
non-directive principles may be adoptég in modified form totguit praé;
tical ciassroom’ppp]ication, She believes Fhat free expression alone

> is nof sufficient aﬁd recommends that‘educatems appiy the basic prin-
| ciples of non-directivg therapy which is "“the permissivenéss to be them;
| selves, the understanding, the acceptance, the recognition &f feelings,
. the clarification of what they tﬁink and feel that helps children re;, ‘ % '

tain their self-respect; and the possibilities of growth and change '

are forthcoming as they all develop inéight,uaa .

5 0.
87V. Axline, Play Therapy, New York: Ballantine Books, : 1 -
1977. | o Co
. n ‘ . -
81p1d., p.140. | - WL

LI . . s /\\f ‘ B £




LI A S TR S ]

. ° ~
. . + ©

45

.
- - K N
r . ’ - »

§ - It is during events of plgy and creative.expression that the.

teacher must previde a sense of security, understanding for unconven-

RN

tional behavior and acceptance of art production, s¢ that the child can®

/’

touch™his most inner core and bring out his real self. For the self to.

. _be expressed 1n‘art subjective'qualities 1ike fee]ings and emotions

I ST T SRR TR T

are of prime impertance in addition to obJect1ve qua11t1es such as think-
« ing and perce1v1n€ The subJectrae aspect is not only aJsource for en-
ergy but creativity as well.
SubJect1ve qualities are also noticed in Susanne K."Langer' sl_"
theory who' too looks upon the function of art to ob3ect1fy feelings .
© i ’ through art in order to contemplate and understand them Art she ex-
L' E ‘pla1ns is not an iftellectual pursuxt but a necessmty for 1nte11ectda1
. . life. "what art eXpresses is not actual feeling, but ideas-of feeling;

¢

as 1anguage does net express actual things and events but ideas for them.
. CArt is express1ve through and through - every line, every sound, every ’
gesture, and therefore. it is a hundred percent symbelic. n89 o

z . Through authentic art expression the child can symbolicafly

' , . . ; .
; act out accumulated feelings such as aggression, fear, frustration and
N . - . . o ’ \

, - %nsecurity, or happiness for that matter. During'such event sensations
may be explored .and brought to the surface and lnto the open, they may -

* be confronted, manipulated or simply rejected. As such the. aim of art

‘A

_— expression 1nc1udes the child's achieQement of emotiona] relaxation,

<

et self-confidence, 1ndiv1dua11zation and psychological matur1ty And_

. ‘not just focus on °one’ 51ngle aspect of the total art experiepce such

- . .
" . 4 .o 1

> . ’ - 89k, Langeg, Feelini and Fom, New York. Charlyes Scribuer's -

SOna, 1953 P 59.

o
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z
as manipulatijon for example, as some writes have ks believe.
/ .
. There were others that gave different es to concepts that

seemed to have, if not distinctly”identical, then certainly large com~

L]
>

monalities for achieving self-actualization through creative art expres-

sion. For instance Kaelin's. phenomenolog1cal subscr1pt1ons, based -on

©

He1degger s Existentialia, are worthwhile implements for d1dact1c pf// ‘

poses and to facilitate creative expression, which he called "aesthe-

“tic conmumcatwn“90

The role that Kaelin subscribed to aesthetic educators is one
of guidance in the.art of making aesthetic judgement, eventually leading

to intensified and satisfying experiences that are of social and human

14

.gmportance. His 'discursive argument is worthwhile contemplating. The
.obstacles he foresaw that would delay such implemggﬁation is the educa- o
tional reliance upon statistical research with itsygreoccupation for
nomothetic instead of idiographic concerns.

By far.Kaelin was not alone in contemplating the app]%cation of . v

existential ideas to art education because people 11ke Madenfort91

Falhco?2 have.urged similar views.

Read, another expdnent of the humanistic approach to education,

seems to endorse “the aesthetic method of‘egUCation“, as observed f:om

s

” \

o

",.Il 90

F.F. Kaelin, SpathenlogsndProbleus of Education. Smith R.ed.,
Chicago. University of nolg Press, . . :

%

( .

. 91W J. Madenfort,_ A Phenomenology of the Esthetic and Art
Education, Dissertation 66 - 4829, Ann Arbor, Michs Univetsit:y
Microfilms, Inc., 1965.

[
92A B. Fallico, Art and Existentialism, New Jersey Prentice-
Hall, Inc., 1961. . . R

/
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his writings, and in particular from his The Grass Roots of Alr't'93

But 1ike the previous writer no "concrete" solutions are demon-

r

W»

strated as haw fo apply such ideas to teaching methodology. Read narrat-

es how art teach1ng accord1ng to the aesthetic method should proceed
and believes that

- . . M

o

B
.

The bad results are always produced by a method which

is too conscious and deliberate, by a discipline which

is imposed from without: which is the command of a drill
sergeant. The good results are produced apparently by .
no . method at all, or by a system of hints and suggest~ '
ions, and the discipline which undoubtedly exists ard

must exist, arises out of the activity itself, is in

fact a kind of concentration on tools and materials, f
and absorption in concrete things.94

¢

Although Read does not directly address himself to art
for the handicapped he is of the opinion that:

When the mental growth of the child has been impeded,
and its psyche distorted, ,then there is much evidence
which suggests that the practice of a creative art )
may have therapeutic effect, gradually leading the .
child back to a balanced psychological disposition.gs‘ o7

?

-

3

9%, Read, Readinge in Art Education,Eisner and Ecker
ed., Toronto: Xerox College Publishing, 1966.
L

gﬁbid- » P.264,

%1bid., p.266 '

a

<
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Furthermore Read notes that a good teacher is more.conscious
of the goals specifieq as well as being know]edgeab]e of appropriate
means. The task of the edpcator is to instill self confidence. What
prevents the child from béﬁZg an artist is -fear, Remove hié feafg and
the potentials for emotional and intellectual growth will have been
released.’ Upon such liberation unaffegted education may begin to de-
ve]op as art becomes an integral part of daily existence.

In conclusion art for exceptional children during the 60's and"
prior seemed largely to have'centered on directed ;rt activiéies ahd.
practical 1earn€ng outcomes. And whi]eathe early 70's marked an era
of‘exploratoﬁy search and inno&ative programs with a variety of djffer-
ent art approaches and aims 11tt1e~0r no scientific inquiry was méde

to investigate non-directed approaches to art activities for the in-

tel1ectua11y handicapped.

N

Og }he one hand art is qti]ized‘for theraéiﬁtic purposes with
adherents of process oriented approaches, while on thé other hand we
find art is ut%lized for the produétive of aesthgﬁicyénd aréistic out-
come. These are the two vigws polarized to thé éxtreme, w%th possibil-
ities of combinations of either in between.

Conclusive answers from re]atediliterature that presented two

. views of .art teaching, one stressing the outcome of creating vis

images and the other the experience of creating visual images, can not
be easily obtained. Yet suggestéd confirmation of the wholistic approach
to art education leads us to believe that humanistic application for art

and exceptional children presents a theoretically acceptable framework

fhat wbu]ﬁ serve the individual needs -of exceptional children. -

»
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If c]ar1f1cat1on of art goa]s and pr1nc1p1es could be formu-
lated w1th1n the framewprk of e&hcat1ona1 obJectlves then a quality
art education program for exceptional children may be feasibly. devel-
oped.

d) Re-Orientation of Pedagogy for Art and Exceptional
Children.

7
J. Humanistic Framework for Art Teaching Practices.

The achievement of 9stéblishigg“dﬂa1%tative art programs, for
. ot I4 .
the purpose of fostering growth and dfvelopment, is largely dependent
upon the effectiveness of insirbctioﬁa] methods employed. One way of

‘establishing effective qua]%ty art education methods is to identify its

"purpose and its theoret1ca1 base upon which it is founded.

Ba51ca11y the orientation to a theoret1ca1 model for art teach-
ing is two fold nqgg]y to present basic tenets and identify potential

guiding principles for art teaching. Thus, the inguiry is aimed,at es- -

|

. tablishing some kind of anchorage or assumpt1ons that show prom1se in

the materialization of art education methods, a suitable program and °

' approprlate guidelines that could be put into print. N1th this 1n

P

mind we attempted to deduce the necessary constucts for formulating. a °

LY

conceptual framework that would guide and provide art education for

except1ona1 chi]dren with its own methodology.

]

The main authors that we rely on for understand1ng the human-
istic viewpoint as a workab]e model or framework for present1ng art edu-
cation practices are those of Rogers', whose v1ewpo1nt@pf ::1f reali-
zation is regarded as-a process of growth and development that strives:
for becom1ng independent as less emphasis on environmental forces are
needed for control and the concepts of self-actualization as postula-, .

ted by Maslow.

PR R




s . - s
The -methodological proposal in this paper is thus based, in

| ,
princifle, on humanistic thgqrists and developed from the theorétical

backgrougd as presented by Maslow and his theory on se]f—actua]ization,

to art educatiénbthegrists who advocate wholistic teacping.

-

According to Rogecrs?6 educators can assist in the creative
process b}~attempting to estéblish a climate that encourages creative
expression. A climate desctibed Qy Rogers a; psychological freedom -
and safety. fhe p§ych61ogica1 freedom he is tslking about is~ founded

. o? acceptance and freedom to- be 5nese1f. A supportive environment
that is considered ;s psychologically safe s noted by émpathy and
total acceptance 6f,un§pnditiona1 worth of each individual. To be

’ % ~ open to. new é;periencéé and the abi]ity to tinker with new prospectivés

n

and ideas describe the main characteristics and inner abilities of the ;

. creative person.

’ 2 In his book Client Centered..Therapy Rogers lays down the hy- ! o
pothesis for learning through'therapéutic principles, which he refers

to as "student-centered teaching" énd points out the benefits éf such

approach. Through the child's efforts of coming‘to accept his own work, .-

he may devé]op tolerance for activities undertaken by Bthers. And if

the child becomes "open to experience" as Rogers suggests then creative

| Q qrt actjvities assist in developing the chi]d‘s éwareness throudﬁ the ‘

senses” that hear, touch, see §dq listen. r

« -

K ‘960. Rogera, Client Centered .Therapy,’ Boston: Houghton
Mifflin Co., 1965° _ e
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The humanistic approach, modified’ for art education practices - .

thatcapﬁlies the principle of non-direc;:ive therapy, that is, to facil-
itate a feeling of permissiveness that assists the ind}'vindual to real-
ize his potential of self-direction and growth, seems feasible as an
alternative to direcfed and réductionistic approaches to art education
methaods.

If, for arguments' sake, we operate‘un‘der the assumption that
art ed,ucationﬂ is proad]y defined to be a 1earnin§ process that entails
mental and physical activities, thus involving the whole pérspn aspect,

. then the humanistic viev;point for developing human potentiais in special
chﬂdrén by means of creative expression, as one approach, may prove
to be a wor"chwh‘ﬂe undertakingA for nurturing self-actualization.

; As egpressed by ,McFee97°, art may not be the only means to-
wa;r'ds a fuller existence, nevertheless it is a desirable activity for »
healthy living; because’, to create and to communicate to others is a
basic need. She believes that the creativeld/r‘i‘ve is necessary 1;or the
development of the éeh‘ and for becoming a/fulfilled person. For if.a

person does not create he does not affirm Tmself.

In summary some recommendations for educational practices as

.mentioned by Rogers may include the following objectives:

Q

..a) To promote growth opportunity that facilitates
learning must be proyided. ‘ o )
b) For learning to be meaningful it must ’iﬁvol the
structure of self; therefore ex'qérna]" Jjudgement; must be

subordinated to the enhancement of the self.

9.7J.K. McFee, Prepatalﬁm for Akt—) San PFrancisco: Wadsworth
Publishing Company, Second ed., 1970, '

o
v
v
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c) To pr({mote the 18arner's self-esteem .... education
\ or ]ea}ning experiences must be free from threat or '
98 '

reduced to a minimum? y
Apart from Rogers' recomende;tions for appl‘ying the therapeu-

tic principle to education Mg,s]ow's theory for developing human poten-

tial through creatlive expression may provide art gducation practices

with some additional understanding for presenting art experiences.

According to Maslow "the concept of creativeness and the con-

cep

e healthy, self-actualizing, fully human person seem to be

coming £loser together,.and may perhaps turn out to be the same t‘.hmg"99

In his opinion self-actualizatiop and creativity seem to share qualities oo

of abilities that unite the inner with the outer_wor]d.
. Maslow recognizes the importance of creative art education,
‘ which he prefers to call."Education Through Art" and puts it high on

his 1ist of recommendations as nhoted from the following where he states

that creativi art education: : /

4

¥
i

may be especially important nmot so much for turning out
artists but as for turning out better people. If we

have clearly in mind the educationmal goals for human

beings, (and) - 1f we hope for our children that they ’
will become full human beings, and that they will move
towards actualizing the potentialities that they have,

then the only kind of education in existence today °

that has any faint inkling of ‘such goal is art edu-
cation 100

8
J C. Rogers, Client Centered Therapy, pp. 388-395.

99A. Maslow, Therapy and the Arts: Tools of Consciousness,

Anderson, W. ed. New York: Harper and Row Publishers, Inc, 1977
~pp. 11, ‘
,“ ' N 0
| 100 . v
Ibid., Therapy and the Arts, pp: 11-12.°

&




Lo e
<L . %

-
T I
3 PRI S s TR

.

0

As a final premonition Maslow prophetically states that "ed-

»

,ucation through art may become the ﬁaradigm for all other education"10}

Pedagogically speaking Maslow believes that the institution of educa-
tion can help all huhan beings respond to their aspirations of becoming.
While he does mention that young children are not able yet to be self

actualizers he nonetheless is convinced that a healthy {tart may assist

them to.proceed in that direction. Education, according to Maslow, shares

an all important function in providing young people with eéxperience$

. that develop their potentfal of being.

Maslow recommends several important aspects that nurture such

growth of which some include the following concerns: :

o

We should teach people to be authentic; to be aware

. of their innaer selves: and to hear their inner-feeling
. voices. ’

We should help child¥en and youth discover their voca-
tion® in life, their fate or destiny,

We must accept the child and help him or her to learn
'their inner nature. . . ¢ )

t
!

- ‘We must see that the child's basic needs are satisfied.
That 1ncludes safety, belongingness, and esteem needs.

°

- We should teach our children and young people to trans-
cend the trifling problems and grapple with the serious
problems of injustice, pain, suffering and death.l0Z

York: Viking, 1971, pp 180-195.°
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It is especially in the area of explorations of being and hu-
man ptroblems of existence, its re-affirmation of life and individual

freedom that humanistic theory provides art education with a potent'

 framework for creative expression. From this point of view the human-

istic approach to art education practices appear compatible within the
educational framework and may Vend support for developing tgaching method-

ology for all children.

-

2. . Humanistic approach for art teaching practices

/
Viewed by advocates of humanistic theory, education encourages {
the development of the individual in all his capacities and centres on \
developing the human potential. This includes sensory learning experi- k o
ences, developing mental capacities, the improvement of self-image,
sensitivity to others, the awareness of aesthetic perception and the en- \\
couragerent of spontaneous art that reflects the uniqueness of the in- )

: i
dividual. To iiprove on these qualities many types of learning are need-

ed. One tybe of learning that may touch the inner core of a person and 1

Experimenting with art medium and making innocent images can

be regarded'a; play and'may assist the child to bedee a more spontaneous, e

[

creative and free individual. The importance of play lies in the fact

that play is a natural medium of se]f—expression which in part is based

on the theory of persona]iky struqturé that believes in the inhérent

o

driye towards self-realization in any individual and the ﬁeed to be

himself. The use of play is non-directive and is based on the assump- .

“

tion that each individual has the ability to‘501ve his own problems due

to natural growth impulsesi?3 . ' /

103

C. Rogers, Client Therapy, -1965. . L v oo T -

4
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" Evidence from humanistic théor%es, with Maslow and Rogers
as spokésman, seems to indicate that creative self-expression is a
' potent force to enrich human growth and develop&eni as it changes ﬁis—

- order to order and builds meaning into existential living. The exper-
~ience inhérent in authentic art’expression may deve]ép awareness of thé
self.

Since "education through art" has become widely recognized as
contributor to life skills, all human bei&gs may profit frpm active ex-
posure to creative art expressibn, no matter the inth]éctua] or physic-
‘al limitation of the ihdividua]'s resources as it complements all other
learning. This naturally includes the intellectually handicapped who
too ;;3\§ptitled to quality art education.

Obstacles that prevent the fu]fil]ﬁent'of guch objective seems
to rest upon its methodo]pgy for presenting the a}t experience. There-
fore, since the alternative method to difected art activiti;g, namely
guiding and faciltitating creative expression, has no standardized form;

ulation of what should take place during each art session, as each act-

v
L]

ivity and experience is‘ﬁnique and cannot be duplicated, the frame-
work for instruction seems to rest'up::E)/a) understanding human pro-
cesses and b) tolerance for creative xpréssion as explained by humag--
i;tic theory that recognizes both, object{Qé as weil as_subjective
experiences as valid perceptionS for developing and actualizing the
self. “ |

The rationale for teaching guided art activities for excep-
tional children, pedagdgicalky speag?%h,_xdll fherefore base its proce-

dures on: . N C

’

' o

"
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0 The molar approach to instruction, which essentially

teaches towards the potential of creative and exqreésive develop-
ment. The choice of applying the molar approac‘h.:t':o teaching is
based on the assumption that creative self-expression-assist
towards developing and ;c"tualizing the self. The goal of educa-
fion as in art-education thus centers on ar‘ti§t1'c deve]opment_.

“ ‘In keeping with humanistic trends that facilftates art-
istic development and guide the molar approach of instruction,
the basic principles of non-directive therapy would be taken in
consideration and modified for art instruction and teaching. to--

wards artistic development which structure needs to incorporate

permissiveness, acceptance of unconventional behavior and free-

dom of choice as the ingredients of growth experiences.

The cogcepts of humanistic theory applied in our experi~

mental research project provide most of the basis for our think-.

ing and model for art activities with exception{ﬂ children of which

the focus_n)ain]y rests on the deve]opmer;t of the 1’nd1’v1’dua1 in aH‘
his capacities. In short humanistic art educators bel i‘eve:

-0 that creative self-expression allows for experiment-
ation, investiggation and exploration during playful events. that as
a whole as;ists the incjividua] in gaining insight as opposed to
'di,rected art strategieg that hampers growth towards self-actuali- -

zation and development of human potential;

THLTNON T T R vy o~y

!
]
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o . that creative self-expression without knowingly be-
ing therapeutic, assists the individual to act out his difficulty .

through artistic expression, reduce frustration and apply thjs em- ,

otional energy,\towards artistic develépment and human growth;

0 that the experience of Creating visual imagery is a

learning process that ‘engages qi sensory modalities and increases

Ebgnitive value and assis ﬁﬁe individual to develop his poteﬁtiéls;

o that a c11m e acceptance)and appropriate facilities
for art and human int act1on conqggg/ng)promote integration for .

2

social learning. t

To adeguéte]y present quality art eddkation that nurtures
authentic gxpression iﬁ.alllchildren three core characteristics
need poﬂggéi;nsidered when offering art produétion namely emotive,

exprégsive and experience. ¢ )

L 4
0 Emotive

.
-

To some extent the impulse quakity, thﬁ/}ée]ing aspect and

behaviors that are identified under fhg caﬁtion of emotions are ne-

cessary ingredients for creative expressions and the process of art-

_istic development.

Art creation, the’making of visual images, without the in-
clusion of emotive tendeﬁéies could not be cénsidered as art; at-
least not according to our def1n1t1on of art ;.. since the noﬁ?
presence of emotive qua]1ty lacks the truly human 1nf1uence. “The

‘issue 1s not to weigh pro's and con's and expand upon the identity

«0f feelings and the function.in relation to art because this topic

i
i

= > e
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is well represented by Langer's work mentioned earlier and other$ whd
have inquired, fhrough phi]osophié discussion and elaboration, on emo-
tions in aesthetic education.10* - ]

The point we are emphésizjng is that if huﬁanistic art edu--
catjon is to be "successful", in the sense that it enriches the ey
perience of life, then it needs to take effectively into account and

incorporate it into the art program so that students may express emo-

. tion-and feelings 'in an acceptable manner as part of the artisfic

process. .

What exactly ought to be tolerated as "accestable" is diffi-
cult to.answer since educational and social norms often dictate be-
! o havior froh a cultural Viewpoint. Hence for argument's sake we
- assume aéceptabi]ity to be based on constructive an& beneficial as-

pects for the individual that contributes towards the. enhancement

3 " of li¥e and therefore caonsidered valuable.

Arnheim in What is Art for7‘afticu1ates artistic validity

| Co and points out “valuable eth1ca1 and educational aspects of art-

istic activity." 105

! “' " that soﬁething repulsive ‘or unacceptable is supplanted by soéia11y ‘
acceptab]e express1on, as through art expression, but that the in- "

Sp1rat1on of something deeply personal and private demands 1ts own

experience which may be .viewed -as/a process of “automatic purifica-

tion" to usé Arnheim's metaphor.

104 J

\"\pniversicy of Illinois Press, 1971. (

1055 . Arnheim, Aesthetics and Problems of Education,

Smith R. ed., Chicago:  University of Illinois Pregs, 1971, p.22.

P

et

el

wh)ch he believes is not Sublimation in the sense °

- R.A. Smith, Aesthetics and Problems of Education, Chicago.~
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. 5

The emotive and impulsive quality that initially gave rise
to the art product is_ﬁexplained by Arnheim as "transformation of
egocentric needs into requirements of a life situation - a trans-

formation brought about by the demands of that life situation -

,”itse]f".wb Consquently, artistic activity goes beyond the making of

a final product for the experiencé brings us in contact and makes
us realize the (human dimension. 'To do so both, perception and in-

7 .
tellect are required to make such objective worthwhi]e.

Visual thinking, artistic insight, psychﬁ consciousnessy

_ self awareness or whatever the terminology for truthful existence

can never be reached if the individual is not allowed to discover
his own feelings and senses. Oniy when 'feeh'ngs are brought out

‘ 4
into the open is the child in a position of making adjustments ac-

rding to his under"standing and needs. For this he needs support

#

tl(oy an understanding teacher.

o - Expressive:

Free expressi‘on that has authentic meaning for the in-

‘ dividual is essentia]]y'the' re]gase of thoughts and feeling's_ that:

become graphically expressed withdut being neither cliche nor im-

13

>

itative. It requires the tapping of resources that combines per-

-

3

Productive creatmns the r1ghtfu] combmatlon of the im-

~

agmative kind coupled vnéh "perc(eptwe 1nput, are potent e]ements _,n
that complement the various mental and physicaL actw1;1es as 1t :

,ytﬂizes a1l of the senses. .The educational system would perform

v

106Arnheii, Aesthetics, p. 238

fi
3
4
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a great service if students could be "in§fructed“4towards thg?r own -
uniquengss. Hhat.js so unique that nee&s to be exp?esggd one may
ask? 'Thé'answer along humanistic lines is to be found in poten;-
iglit%es and the fusion of the~idea1fsélf with the actual-self in
,‘order to achieve sélf-identity.h ” D |
To work towards this self-identity the student needs to
exbfess himself to such an extent that insight may result from

-

- -
‘this activity which may not be derived at through studying art

formally.
0 Experience
There is no suﬁgiitute for experience, the encouﬁter, the
active inQo]vemept of creative production. Rogersla? describesl
. experien?e as the "ultimate authority" for which there is no
edLa]. . v‘ . . '

By means of(ph}sical And mental involvement the child ex-
gerience§ all his senses and develops his whole Being. To ex-
ﬁperience hi; whole being in art the child needs to be given op-
portunity to be himself and allow his poten%ja] for crgative ex-

pression tg‘develpp fully énd freely. )
- As the child experiences .growth from within and from with-
ou?vhé will recognize thqhneed to be himself as he develops further

ER
i
-

runderstanding: . o T B

-

107;  Rogers, Client Therapy, 1965.
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' s, Self actualization, or at least the bebinning of the |
foundation for self-actualization, may occur when facihﬁtative op-
portun1t1es for growth are made ava11ab1e and.where - the teachér in<
vo]ves himself emphat1ca1]y to support the student in finding a
solution to his encountered experience which relates to the here-
and~now. .

Since each experience is a new experience\xhet presents dif-

ferent problems, no predictions and pre-conceived ideas are possible

for planning artistic outcome. When directions are specified

it is not in the interest of deve1oping growth. Only whé \the
student is a110wed‘the opportunify, as through his expe;ience,
is he ab]e to make adjustments according/to his. acquired insight

and app]y this to regu]afe h1s own growth in the cont1nuous

process for self—knowledge ‘ - @

» 3. - Purpose of Stggx, o o ’ o ’

Regular art prograﬁs are not universal and range widely in

-

‘quality‘;;—we11 as quantity. If such is the case, and }he divereity

to art-education approaches %nvestigatep in this research seeh to con-
firm th1s, then art instruction in special educat1on is even less ava111
able }08 "If self-functioning and independent funct1bn1ng are two goals
of art .for the Qendicapped, the ‘structure within which “this occurs is

critical. in order to creatively actualize the se]f; every human being -

? . ‘ .. C Y / ) x . ’ ’
108C C. Allrutz,' "A-Rationale for Tez:;fﬁér Education, for .

. Art Education: Special Education", Art Education, Vol, 27, No. 8, -
Nov. 1974, Cor e

v ~t




- . !

A, SN e S I A S T T ATy o - s
.

62.

NS

N N
-
—

must be a11owed to develop freely in his or her own way“109

e

Moneover, it has been not1ceq that special education programs
emptoy art for a variety of reasons but nothing much has anythinb in
common or comes close to promoting creative art expression. In addition
art or what passes fér art is often taught by untraingd personnel, accord-,
u °1ng’io the N.A.E.A. Conference. Art expression is not considered as the
vehic¢le or central force that may promote growth andudeVeloﬁmeﬁt in
éach individual but rather it is employed for other purposes such as, N
diagqosis, tﬂérapy, or evaluation of intellectual achievement%10

- A renewed attempt of searching for qualitative and conceptual . . \\u
frame of reference for teaching exceptiona]lchderen through art seems _ N
to stem froT the fact that exceptional children were considered tncapa- i

ble of being creative. The present search for alternative ways for

briﬁging'art to exceptional Fhi]dren‘no doubt has been §trong]y influ-
enced by the findings of-depth psychology and the humanjstic forces.
éoth tﬁeofies have made’ considerable contribution for understanding the
need'to express or to be authentically creative in order to become fully
inte§rated human beings.

5 Also the seif aspéct in ilrsonal%ty theory has been 6f signi-
ficance to art and education because its attention to the self has been
clee\y fiﬁked with creative processes'that may’assist ip the potential

towards self-actualization.

‘e &h
109 . . S
: J.A. Rubin, "Art is for All Human Beings Especially the c
Handicapped " A¥t Education,Vol.28, No.8 Dec.1975, p.9.

- 110 C.Cy Allrutz, "A Rationale for All° Teacher Education for
Art ‘Education: Special Education," Art Education, Vol. 27, No. 8, -
Nov. 1974. . . L (
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. proper framework for guided self-expression with children of special

+

* tured art activities. Besides promoting open ended classroom practices' .

-
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_This alternative, the wholistic approach, developing the full-

est human potential, lead us to believe that such approach provides the

needs since it taksg_into)account the whole person aspect,. objective
as well as subjective, dnd increases cognitive and creative abilities, .

for successful participation in social, educational and life kit acti-
. N S

fvities. - i
~ The central purpose 6f this stﬁdy is to investigate the fol- SRS . |
Towing, hypotheses:“ o | K .
i) - to examine whether the effect of specially designed ‘ ) ,.

art strategies promote creative self-éxpression in .
intellectually handicapped children, and evaluate the
outcome of artistic development for finding out whether .

o

such application has a_positive effect on their.behav- . .
ior.
Since the educational mainspring cannot be neglected nor over- \
1oaked we have attempted to compromise and accomodated modifying aspects

of art and education into a combinatian of non-structured and semi-struc-

an addi%iona] obtign that compares the relatively free-choice art pro-
duétions to the somewhat moré deliberate or guided art activities remains. -
With a healthy-emphasis on the pedagogﬁcal'qual{ty of art, thus stress-
ing and taking both art as well as educationviﬁto its prosbeétu;, we

therefore hoped: | ‘ ~ : C
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i1) to solve the practicél componentlochhe 1earniﬁg pro;
cess by means‘of presenting a series of art learning
strategles that simultaneously guides the program's ¢
:verall aim. ‘Each sublgivisicn of the art learn-
ing proccqs;consists of a pre-test and ; post—teht.
The experimencal art education proéram has been séhe—
duled fog.the auration of ninety (90) art sessions.

For its theoretical base or conceptué] framiework we have re-
11ed on humanistic teach1ng practices and incorporated held suppos1t1ons
to learning objectives in order to find out whether such experimental art
educat1on program is effective for growth and learning. Through gath-
ered input some evaluative conclusions, germate to art for exceptional
chi]dcén, may thus become known. Therefore we hoced:-'

‘iiio to solve the theoretical component by examining the
hypothesis collecting the necessary data and pre-—

sent the result in a descriptive amalysis. The

_visual presentation of art works or products will

appear in the form of slides supplemented by anec- ) 

dctal information.

'

Viewpoints that regard the individual as a unique person seem

. to be more in agreement to art concepts and its heritige with humanis-

tic concerﬁs as it is linked to problems of man's existence and the in-

‘ hereng freedom of will to direct one's own destiny as opposed to re-

ductionistic viewpoints so widely excercised in formal education. The
motlar approach to teaching art for exceptional chi]dren is more appro-
priate than mblecular leaning as creative self-exprassion through guided

activities will enable 1ntel1ectual\y handicapped children develop their
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fullest human potential and come to enjoy the learning“process through
art as it develops artistic skills and compliments all other learning;

Y

both behavioral and developmental. The methodological assumption there-

s +

fore is that: ‘
iv) wholistic teaching, by means of facilitéting con-
. . structive stimuli, suitable materials, and appro-

priate facilities, art learning processes could be

improved and as a result would bring about: artistic LN

growth; positive self~-concept references; and warmer
colours, freely.mixed, as less restricted or innocent
images are produced as a result of less restrained be-

havior.

M

reado
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I1. PROCEDURE ‘AND METHODOLOGY

a) Definition of Terms -

This paper has used termino]ogy with the intent to Maintain
a certain level of interest., Synonomous terminology has been inter-
changed to prevent monotony of reading.:  The substitution and inter~
cinangeable termino]bgy may perhaps lead to confusion instead of cla-
rity.

Théreforelthe next demarcation is an attempted summary of key
words that offer, in‘its 1imited way, the f611owing interpretive glos-
so]ogy. This hopefully clarifies and strengthens our position.

Definition: Art is ..... skill and creative process.

Descriptive Explanation: The term art connotates a vague

description of human skill and creagive process. To some
of us art is‘an activity that includes a wide extention

" of various physical but mostly menfal activities. It

© may be vi?wed in terms of aesthetic perception for some
and to others the activity as a process of growth may be
considered as the important factor. Technical ski][F for
creating visual image?y are learned throﬁgh practical ei- ’
plorations and repeated till a cgrtain level of proficiency
pas bgen acquired with $he confidence ?? manipulate art
materials to such an extent as to obtain the desired re-
sults. To a large: extent, certa1n1y.where no> professional
preparatiqn is involved, techpica] accomp]ishmenfs are of

. minor concern to the educator. The additional ingredient

to skﬁ]l, namely the creative process, poses educational
T »

T
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imp]ﬁcations and causes misunderstaridings, because it
.. can not be readily formulated or accurately observed.

" The concept of art in this paper relates to the act or

process of creating visual imagery that involves:

‘a) -- human skills, and
b) includes mental activities.
‘Ari,‘according to the Oxford Dictionary, is a "human ;kill
| as opposed to nature" of which the foregoing is “applied '
- “to imttatioh and design’, e.g. in paiﬁting of artistic de-
'sign" that demands imagination of the mind.
- The process of art enables the restoration and integra-

tion of conflicting elements into harmonized wholes.

..

The fact that art and discovery draw on uncon-

" scious sources indicates that one aspect of

all créative activity is a regression to on-
togenetically or philogenetically earlier levels
an escape from the restraints of the conscious
mind, with the subsequent release of creative
potentials - a process paralleled on lower le-
vels by the liberation from restraint of gene-
tic potentials or neutral equipotentiality in
.the regeneration of structures and functions.

"

i}

Definition: Creative Process ..... conscious and uncon- -

* scious elements expressed. ) . .

BN
N

! . . .

= 111&. Koestler, Therapy and the Arts: Tools of Comsciousness,
Andersofi, W. ed., New York: Harper and Row Publishers, Inc., 1977,
p.6. e <
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Descriptive Exglanaﬂi'n: The creative process is composed of

severa} elements. The most obvious being physically involved.
Active participation requires a conscious effort which stems
froﬁ mental activities. Researchers such as Guilford, Torr-

ance, Barron, MacKinnon and others have extensively investig

ated Whether creativity was linked to intelligence but were

‘not able to arrive at conclusive data that creativity is the

N

.result of superior intelligence.

"Brittain

©unconscious.

112

in hisuAn Experiment Toward Measuring Creativity
identi%ies a number of clusters associated with creativity‘
namely, fluency, f]exibility, origi?ality, sensitivity‘to'
problems and the capacity to organize.

The creative process may be regarded as an act of part1c1-
pat1on that is guided by consgious effort of 1maglnat1on and
sensorial experiences that form and make up new information
in conjunction with past perceptual experiences from the

113 )

Its process might be thought of as a kaleidoscopic event in-
where rﬁpived images are combined in a Jpresent experience '
at the ideational level, which is not in its totality a re-
production of a past experieﬁce, but a new organization of

material derived from past experience: such construction

a

11 oy mol . ‘
ZW L. Brittain, "An Experiment Toward Measuring Creativity,"

Regearch in Art Education, 7th Yearbook National Art Education Associa~ .

Books,

1956

\

113
J. Drever, A Dictionary of P;ychologz, Baltimore: Penguin
Inc., 1956.
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is. efther creative or imitative, being creative when self-

initiated and self-organized and imitative when following

a construction initiated and organized by “another"114

* The creative process is still much of a mystery in the sense

that we are unable to fully explain the ins and outs. But

according to Maslow:

It is always described as a loss of self or of ego,

or sometimes as a transcendence of self. There is

a fusion with the reality being observed, a oneness
where there was a twoness, an integration of some

sort of the self with the non-self. ‘'There is uni-
versally reported a seeing of formerly hidden truth,

a revelation in the strict sense, and finally, al- .
most always, the whole experience is_experienced as
bliss, ecstasy, rapture, exdltation.

116

Expanding on this, Rollo May ~"says that the encounter of

icreativity stresses the need bringing the "subjective polé"
into contact with the "objective pole'™ in order to create

and experience heightened consciousness or awareness.

114 :
J.” Drever, A Dictionary of Psychology, Baltimore: .
Books, Inc. 1966, p.130.

1 ' .
15, Maslow, Therapy and the Arts, 1977, p.16.

o ° ’,

116R May, Therapy and the Arts: Tools of Consciousness,

Anderson W., ed., New York: Harper and Row Publishers,.lncl 1977.

-




bt T st ¢ ST

- —— [ + oo o oty b s et

70 \ ' S

Definition: Creative Expression ..... se] nd ex\kess1on

Descriptive Explanation: In cont1nuat10n of Drever s state- ‘ o
‘ﬁeqi.concerning creativity when se]f—jnitiated we acpentuated
the self-aspect as explained by humanistic psychologists and

therefore emﬁ10yed the term creative se]%—expression.

In fact, we believed creative self-expression to be synono-

mous 'to the same concept of authentic expression, creative

N

expression or spontaneous expression which terminology, as
far as we understood, is interchangeable since the self is
impiied‘in such description as the potential source of crea-

\1 . ~ tivity.

“If such is the case then ‘it may seem redundant to call it

creative self-expression instead of creative expression.

Nonetheless, since no professional dic::jyé?y of terms ex- : : '

ists to better guide us, and since we wished to emphasize 0’;/)

.tﬁe self, we frequent]y‘apply,fhe term creative self-expres-

) _ sion. |
| ’ By creatiyg self-expression is thus meant ap'expression of -
.the self outwardly and where the creative act attempts at
some form of‘authenticity, while employing obsective and
subjective ‘levels of functioning. The potential that art
-2 has to offer depends on the individual's willingness to

venture and find meariing useful for himself.. Tperefore

the lesser the dependence on directed stimuli the hjgher

the Tikeliness of being an expression of the self.
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- The true self comprises of inner aspects (unconscious)

that are projected outwards,'as well as outer aspects that

-are felt inwards.

Bl

Since the ultimate goal is to strive for independence, that
assists the individual‘to develop his own unique identity
_ (self-actualization), appropriate learning experiences ought

- ?
to be provided. The antithesis would be when art activities

become too directed and too concerned with technical accom-

N

plishments that not only results in stereotyped art making
but hampers growth and development.
In exp]ofing art creatively, problems Bre encountered and

)

solved by means of physical and mentall abilities, excercis-

S

ing thus all aspects of human capacity.

2 -

- Definition: Guided self-expression ..... quality of stimuli
and teacher as facdlitator.

Descriptive.Explanation: The emphasis in creative expression

is on the self. Art activities for fostering. growth and dev-
elopment a;e guided as opposed.to being téught and suggestions
are pe{ng,made instead of jnéféuction on how to proceed. Ace
tivities that are too directive become ‘excercises that often
lack ingenuity and somg}hing persanai. )

Guided se]f-exbression can 6n1y take place under those con-

P ditions that are favorable in terms ,of encouragement and ex-
N
”

‘perimentation with media; in terms of ckeativg imagination; &
in terms 6f expreésing feelings and emotions in an acceptable

" manner..
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As the teacher becomes a facilitator and gives personal

attention to each individual with a minimum of interference
in the creative process the child is encouraged to draw on
his own mental and physical resources. Technical assistance

El

is offered when the child may be at a loss; and art principles RN

. are introduced indirectly by means of making suggestions when

‘st1mul1 that encourages the creatlve process as opposed to

discussing the art product with the child. These principles
are only understood when they have meaning for” the child and
can be manipulated as it enhances the experience through art.

The teacher's role then is to help the child develop his ab1-

«. Tity to express h1mse1f creatively and, for the purpose of

this discussion, is regarded as a facilitator who gives per- .
sonal attention to each unique person on an individual basis.
Directions, 'given at the beginning of each a}t session, are B

kept open ended. Verbal instruction or cues serve rather as

rig1d adherence of 1nstruct1ons that students are to follow
blindly. - The resulting product, in addjtion to 1nteract1ve
processes ma& give the teacher fomefindication of the child's
weaknesges and‘strengths In this &ay"the prefessional1y com-
petent art teacher'can be of better service to the child and
provide him with- 1nformation relevant .to the needs of the chi]d.ee
Virginia Ax]ine, an associate of Rogers, urges educators to )
prov1de "a feellng of perm1ssiveness" during the activity S0
that the child is not stifled in expressing his feellngs crea-

tively The basic therapeutic principle, modified fer educa-
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tional purposes, is to;ellow the child responsibf]?ty for
mak%ng his own choice‘SS often-as the educationa\ system allows
for. Axline advocates that when a tegcher applies the basic
pr1nc1p1e of’ non- d1rect1ve therapy to a child's free- -expres-
sion, then. that "teacher adds an fmportant dimension towards nyi O
ihe child's orerall‘growth”hnh development.
However, she‘beliéyes misunderstandings of this priqcip]é . ' ‘ q -
have daused»ﬁnspances wherejteqchers abandoned their_prin- h
ciples ahdlsubstitoted them with the'"do your own thing" kind
or laissez-faire. This according to Ax}ine is neither -
plied nor tb take plece for‘she continues "free expression

is not enough in itself to br1ng about 1ns1ght for the child. )
“ﬂThe theraplst teacner 1s alert t5 recogn1ze the fee11ngs the ‘);::N:a‘
_child'is express1ng and reflects those fee11ngs back to the .
ch11d in such a manner that the child gains 1nsight into h1s
behavior“ ur - Co °

°Usoa11y it is when the child 1s cha]lenged by a qua11tat1ve

input and. stimulus from within that selfrexpression becomes ’
,'a tool for oevelopihg inner needs and cognitive processes In
the process of creating visual images the child ut1]1zes var-

jous menta] abilities, develops sensory awareness and expressés

o
Y

emtional needs@, -
4 . -0 /

° . : A . ,I R . - i ) ’ - . A
" 17y ax1ine, My Therapy,1977, p.142. . . S
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- Guided self-expression therefore seems more appropriate ds

directed activities would minimize those aspects. Especially
wﬁen the outcome of art is greatly pre—detéfﬁﬁned by the ex-
pectations of the learning process, the school program or the

v

teacher which as a result may drestica11y diminish the chall-—""

‘engé to create new concepts. Besides emotional and behavioral’

1mprovements the forms of socializing that take place during
constructive art activities build for better channels of com- '
munlcatlon and integrate-all aspects of learning.
Définition: Speeial Education ..... quality of'instrJEtion
and slpec%al learning facilities. T

Descrlpt1ve Exp]anat1on Since the educational needs. of ex-

cept10na1 ch1ldrén are more complex a?? more demand1ng~than
A
"regular" chlldren prov1s1ons must be made to accomodate these ’

needs. Approprzate cond1t1ons may alter their behavior ﬁhen -

an accepting tlimate has been established in where .the whole

child has. been censideeed,~develppmenta1}y, cognitivety and
‘emotionally. Tﬁese considérati&ng wil%“encou;age the’thi]d

to’ flourish Dur1ng act1v7ties where a11 aspects are 1nte-
grated 1nto educational. opportun1ty can learnlng through’ art
make valuable contributions to ch11dren with spec1a1 needs

that experience difficulty W1th the learning process. j T
The definition then of “specia]“ as 1n special "education

broadly speaking 1is-to be understood the\provis1on of "spe-

. v
" -

8

{

"

c1a151earn1ng oppd.hunit1es for those not able to benefit . “'

20
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from normal ethods of/instruction (It usually invoives

the édaptation of methods and materiais"118

Instructions for enceptionai children, as offered by Qnebec's
school system, is regulated by the Ministry of Education and
organized'accordind to emotional or learning difficulties.
The Minist;y of Education has adopted, for the purpose of pro-
viding speaial measures of teaching for Quebec' s 72,000 handi-

119

capped of which 8,000 are in institutions in the foliow1ng

"categories: | . \ . -

.a), Child with-learning or emotional prohlems.

b) Mental deficiencies.

¢} Physical deficiencies. L | .
d) Auditory deficiencies.

14 ‘ !

e) Visual deficiencies . : .

f) Soc1o-emotionai def1c1enc1es . ;
- . N ot P Lo "‘ { I (". . A .. k4
9) ,Learnnng disabi]!ties Y
" h) "Being muitipie handicapped 120‘ R ’

1. Exceptional children are also calied handicapped children

6 !

_with special. needs whose 1nte11ectual 1mpairmen; or phy51ca1

disabiiity such as deafness v1suai 1mpairment or emotional dis~

A

turbance thus requ1res special measures of teaching: methodo'-

B

-

f .
] :
s ’

1185. Rngow and C. David, "Special Education. Perspectives, R
Trendb, and Issueq," Phi Delta Kapan, Vol. LV, No 8, Qpril 1974, p.514.

, . oR Entente,-1978-l989. Ve g ) R
DR (. L ‘ Lt , . ) K . K K i Lt i .
B S \ i , h oL - D ‘ . v,'v‘% N

A 1193. MaskouliS,"Handicagped Kids Surviu@ on Love,"“The Gazette,
February 18‘ 1980. P51, . . '
120, C . PR

-,
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.ally to help exceptiona] children discover and enjoy their own crea- ‘ ' /

.

‘

1ogy'from(5gﬁeh the child may :benefit.

a
7

2. Intellectually handicapped chi1dren.are those children
?® jdentified under the head%ng of mental-deficiencies (b)ﬁand
lare considered eifhen to be educable menta]]y retarded or

:trainable,mentally retarded. ; | (
This research project addresses -itself only td‘fhe educab]e"
mentally retarded (EMR) who,is be1ievedqto be a "child.

who, on a valid inte]]igence test, administered by a quali- -

fied person and“according to the scientific procedures has

© an intelligence quotient which is between 55 and 75. A

deviation .of 45 or -5 is cohs%dered normal in the use of |,

‘ an 1nte111gence quotlent"121 - .

] - -

- b) Pedagogical outline to guided art act1v1t1es with.ex-.

ceotional childrgi;/r/”‘ | : Fo. ,

1. Extensive Educational Goals.

The experimental art education prdgram is designed,speEific-

t1V1ty without the loss of support or fear of failure | Learning through
art, by exploring lnner and outer worlds, makes “teaching" méthods in N
art redundant since the pup11‘estab]1§hes his own aspirations for learn-

ing and behaving under the.guidance of an adult who facilitates this op-

portun1ty as much as the edufat1ona1 system allows for.

Art presented from 7his point of yiew has as its u1t1mate goa]

the fo]lowxng aim: - o < | o

O

0 To develop the‘c i1d's fullest potential as it re]@teQ

lgncente; 1978-1980, poig2, . - o . . 0

{
i
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to affectire, cognitive and psychohotor behaviors;.
o To foster the child's creative abilities as it compie-
ments and reinforces all other 1earningtand promotes growth
-in terms of self-realization. u

‘ Arti§t1271earn%ng procedures are uti]ized for developing

personal growth, of which the art eiperience the encounter between—

the pupil and his medium, guided by the teacher, thus becames the vehi-

. cle for worklng towards such goa]. The emphasis therefore, since each

. . . . Pl
. experience is unique, is to be directed towards, or dealt with on, an

individual basis.

2. Formulation of Criteria

., Due to the characteristics of éreative‘expression and the dif-

. ficulty to articu]ate this process rerba1ly, it seems obvious that no

~

’

[

single test for evaluating artistic responses can be formulated.

The d1ff1cu1ty to estab11shegref1se 1nformat1on in c]ar1fy1ng
the methods of evaluating creat1ve art exper1ences nmy stem in part
from an 1nte11ectua1 desire or professional need to approach the crea-

&

tive process in scientific ant1¢1pat1on. Numerous studies, have been

o

conducted as to identify creat1ve bdhavior which too often was form-

ulated around inte]ligence Those studies (Torrance, Brittain, Burk-
“hardt and MacKinnon to identify a few) have po1nted out that creati—

“vity bhas many versions wh1ch cannot be put into a s1ng1e framework

’ General1y, it is an acceptable phenomenon that creativ1ty is
\ K . ’ '

‘developed by mental activities that structure new poésibi\ities- upon

closer examinat1on this indicates that the learner employs a var1ety
E

of b111ties for solving the problem during the 1nit1a1 stage and vari—

‘.




———he s ot £ v

! 78 &
\
A

fies his result with perceﬁfive information that support his idea,122

The sole reason for touching upon the issue of creativity in
relation to intellectual pursuit is‘to‘drive hohg the point that true
créatf&ity cannot be taught through intellect é]one as some believed
it to be. This factor must be borne ii ming when artistic activities
are planned. For, presenting appropriate educational opportunities does
not mean establishing a criteria in where the student ascribes his crea-

tive expression, but rather to formulate those elements that can be

promoted and understood for the purpose of f&ci]itating quality art

. education that enhances the stuqent's growth."

Those: so called elements could be summarized By a further divi-
sion of .the overa]l obJectlve into sub-categories of goals. n
Having stated the overall objective of the exper1menta] art

program several sub-categories are to be considered as they identify

and orient the teaching methods and art"stﬁatégies.‘ Our belief is

based on concgpts.that are inherent in-quality art education which

¢

attributes are claimed to‘be:

I. Expressive

4 : 0 as it develops cymhunication and eipresiéon of ideas
and feelings fn grabhic form.. ‘ . B .
_ ‘o as it develops imagiﬁationAand problem solving aspects.
iI; Developmental ’« , | e
o' as it provides arttt;sks that ére Qratifying;mentally
T ) and motori é]ly. . \
i o as itd Ve]ops“ordef. control. and self-discipline.
S ' C G v
V. l.z-?w. Brittain, "Measuring Qréati-vity", 1956.. .. w‘
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ITI. Educative
0 as it‘promotes positive learning situations that
allow for a sense of achievement. .
0 as it provides opportunities for self imprerment
within a structured envirdnment, (educaﬁ}gna] system).
., 0 as 1t'prqvides oppor%unities for fndepenéent fune;

I

tioning.
R L' 'Integretive-
v 0 as it provides opportunities for the mind and body - .
to unify andnwork fogether towards the harmonization of
'se]f—aspecte. |
V. Therapeutic
0 as it provides socielly acceptable 6pportunities that

< reduce or release tension end inner frustration.

0 as it promotes healthy ‘interactions of group and social
~
participation.
. "0 as it nourishes a healthy self-image and promotes aware- . Lo

<
ness or psychic consciousness.

. , c) Teaching Procedyres Described’ ,

i Pbthodo]ogz: Tﬁelprocedure for faci]%tating creative self-ex-
pressioh is divided into thEee areas: 1) ‘teaching methods, 2) activ-

. ities, and. 3) materials. These threé'items, in part, are'accomp1ishe&

by %eveloping units of descriptive information: and instruction that spe-

a]e or conceptual framework for dev oping behaviOr, the obJectives or g

\

L ‘.’Ht
;‘;\. k3 <
S Ty
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structions with specified verbal cues to stimulate creative art axpres-

sion and processes of emotional and mental growth for human development.

i .
1.  Process Component -

The methodology, as presented combines or attempts to inte- . = . . \
grate principles and ideas related to: .

0 Education, that stresses developmental and cogpitive

processes. e '

o Art, that stresses creative processes and perceptual

awareness.

() Psychology, that stresses (as related to'our topic) o ~

¢

integration of the inner self and therapeutic pr1nc1p1es of

{
4

psy hbtherapy . ' , . -

o 7

The application of the creative process identifies pedagogical

procedures which mosf'effectivé]y increases and fosters development of
the fu]]estohumanlpotentials. Indigatively,”the modus operandi for in-
struction is fmpTied or indirect as opposed to direetijnstructions found
; . . in formal teaching.
The.creatipe process is constructed upon tpree'mainAconcepts
-that djrect the process namely authenticity,"autenomy and symbolie com-‘
‘ ' munication. If these features are proper assumptions sthat affect the
creative process, as alleged by humanistic exponents, then it seems
T reasonable to deduce that the act of creative involvement can ndt_be
forma]]y taught by means of directed teach1ng procedures. )
The educationadl role. as presented in this paper, amounts to

L) "o

h.f , - one where teaching is performed by giving suggest1d§s and hints that

endows the student with abi]ity to, man1pu1ate and explore those cues«

T " graphically while 1nterpreting‘agd*giving expreseinn.to,its Weaning._
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As there is no single correct ._approach or definite rule for develop- °
ing its meaning the student is challenged to find a creative solution.
To do so he needs to tap his own resources ‘and touch his inner potentiaﬁ-‘
lities, In his willingness to venture into the unknown he opens himself
¢ to new experiences. Independeant functioning is thus realized when the
'student takes im'tiativ'e, ‘is wiTing to work through and givias Hhis ful-
lest expresswn to the art task.
For that reason methods that divert from thj creative process, f .

or art1st1c model, could be turned, unknowmg]y, into practical excer-

/

cises that have fallen prey 'to stipu]ation. Tht jdea of drafting peda-

gogical outlines must not be regerdeduas final formulations that at

all cost must he followed verbatum in pursuit of education. L
- Rather outlines are ~See'n as working papers that serve as re-
‘, E minder;qfor staying on course, to p’reventppitfaﬂs and undue sildetracking
. and -to mainta%‘n as much as possible concepts that devellop human growth. '
, The intention of specified verbal cues 1‘; to aid 'the teach-

i

er, when'commencing art sessions, to evoke a responsive cord in the stu-

* dent as to spur on creative expression. The)teacher needs to be awar,

thiat what .is communicated at the beginning of each session may set the

pece' for expectation. If authenticity is to.be supported and_ encouraded

then verbal subtleties that suggest authori
In what direction creativity should unfold cannot be wfitten

objectively or verbaﬂy communicated since' art and its eqcon’mter. al=
]

/ " “though umversal cannot be fu]]y exp1ained ‘nor formaﬂy taught.
An alternative to formal teaching takes place when m‘dividual '

.ihs.trimtion is' gmphasized. The. relationship between teacher and indivi-,
- dual becomes an important aspect and art teaching occurs when t‘he\*‘teach.‘,

-
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er tries to understand the frame of mind the student s in and what

*

'it is that the student tries to\develop. To assist the student in his

aspirations‘thel teacher communicates by means of suggestions and hints
13

at a numbgr of p?)?fibilities for developing the art product. The stu-

dent may accept some of the. suggestions or he may reject them but at no

time is the student forced into 'a situation that he/she is not égmfort—

~able with.

In short the teaching procedures that seem Xto be most effective
for deve]opmg human growth through art are those techniques that in-
corporate exploration, imagination, manipulation and suggestion%23
Art is a Tanguage o% metaphor and presents the inner erxperience.» Spon-

taneity and genuineness is what the teacher should emphasize when ex- .,

>

pforing ‘or offering art acti\{ities which as a result of ifs or'ienta-
ticrn i§ conducted along non-d'ire'cted processes in the sense that the
teacher steps back after introducing the stimuli a.nd only mediates‘
when progréss is impeded or upon request: by the student

Creative expression is heavily weighed towards the non-
fﬁnctiona] or symboh‘c idéntification which plays an impo,rtant role
in this process. The peculiar funcfion of art is characterized by |

its ambiguitylwhich‘makes'it impossible to predict art responses and

human behavior, with precision, in advance. Even if outcomes may not

, i)e clearly defined it is of the utmost importance that its methodology

assures that the product be genuine, that the decision of developing.

. prt productwn rests largely with the student and that feedback of

its graphic expresswn is positjve}y, communicated.

123 3. Je Hallnmn, Teach:l.ng Vantage Points £01: Study, Hyman, R. ed.

New York: J. B. Llppincott Go., 19¢8.

» *
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o avoided.

" ... growth. ’ y

- that requh‘és skillful manipulation and practical excercises for mas- +

" to-become sources of irritation that increase frustration and hamper ‘

,plorations, basic materials such as pastel-s, water color\,} poster-paint,

——— i
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2. Content Component

o  Art Materials: On the suBject of what kind of art mate-

‘rials should be introduced to the learrer little information has come
. forth that would recomment the kind of materials fmr'r a certain type

"

of art activjty. Seemingly explordtion of media has resulted, not

{ .
towards the benefit of creative and spantaneous expression and po-
tentialities of the individual, but rather towards the possibilities
of typical excerc1ses of which the "rorschach" ]1ke pamtmg, as one

examp]e have become the run of the mill. '

No doubt certain materials impose technica) competence

'temng its techmque, at least basically, before the medi um may be em- .
ployed as a tool for creative expression. If these'matenalé are not
freedom of expression for exceptional children then a wise choice of

materials has be made by the adult who Lproyides opportuhities for crea-

)
o

tive self-expression. '

' It follows that materials-that need to be exp]ainéd formally - - T

*Land practiced with before attempting art’ production ape, momentarily,
A\

Since the aim of this project is centered upon investigating

the deve]opment of creatwe self- expressmn as opposed \to technical ex-

€

tissue paper and 'clay to ,r!anie a few were prefej'red as we believe them.

.

to be more suitable for exploring and developing artistic and human
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We realize the limitation of only offering, for instance, pastels,

‘instead of allowing a fuller choice and range of art materials to choose

from by the student. The reason however, for "restricting" art mater-
ials for the duration of each of the 15 art sessions is largely due to

the research design under the ob]igation of consistency of variables,

: o
among which materials is one, for the purpose and benefit of research.

Nonetheless, on the -‘choice of materials, We'basically share

1g124 opinion that students become impoverished by introducing too

much variety and materials which only explores superficially and. most

probably contain little substance for developing artistic creation.

The constant exchange of materials and expectancies associated usu-

ally 1eads to want1ng more of the same since deep satisfaction, an

exper1ence that transcended s1gn1f1cance, has not materialized.
‘Keeping -ig mind the ultimate goal we felt the respons1b111ty

for fostering creSﬁﬁve pbtenttal is partially in the hands of the teach-

er wne\introduces the materials.as tools for growth. By having of— ,

fered the basic materials we believe to have served the physical. need

of the créative process which to our understanding seems most appro-

priate and suitable for developing this goal.

0 Art Activities

As the edueational component is part of the paradox within

"art education" we could neither ignore nor neglect this factor even

Jif we are not able to resolve its imposing conditions.

. N »
;?4E. Kraﬁeyl Art as Therapy, 1974. . T
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Tdking into account the methodology within the field of edu-

cation we assent that concepts of humanistic theory would serve best

. to represent the educational’'goal and methods of instruction in edu-

‘cation through art with exceptional children as set forth in this

projécf. Consequent]y its importance on how art activ{ties are an-
nounced needs to be construed.

' First of all if non-directive princip]es are modified and
incorbérated in art precedures then verbal communication, that di-
rects without beﬁng too direct, yet éxhibits conéern and Under-

standing of individual needs and sentient art processes that for

all intents and purposed/is imbued with direction and order, be-

- comes all imbortant in the process of learning to become;one-se]f.

Secondly, while we proselytize to viewpoints that true cre-
L T ‘
ative expression can not be injected by pre-deteriined didactic in-
f

formation, we are also of the opinion that there is a consideréb]e
[

‘need, pedagogfcally/§péaking, to put into print sensitive instruction,

°

cues and ‘clusters 9& subjective experiehces that seem- to nurture and
effect the Qnild'g‘devefbpmentl

Iffotﬁév\gishiplines in the teaching professioﬁ are‘capable
of co]]atiné resources in priht then should art/educétbrs be exempt-

ed from this task? How is the discipline of art education to improve

" its instruction if no comparisons of scientific significance can be

made? 4 ‘
.Certainly we do not profess to have a solution to problems

that eminent art theorists long have ffgygglgd wi}h.' But on the

-

@




other hand, if art education for exceptional children is to make pro-

Q - gress then it must address itself to field studie§ in order to find
answers for improving its conditions, and not mefe]y limit itdelf

to intellectual debate or philosophic inquiry no matter how rigorous

!

its discussion. . . o . /

L]

For action research to be minimally successful we are of the .
opinion that some format is necessary to gu{de its methodol&gy. We
2 havs come to.uhderstand that certain key concepts érejnecessary for
| ' deve]opiﬁgjbuman growth through art as advocated and in accordance -
.have attempted to build themes around these key concepts. ‘ ’ \
As the main purpose is centered upon investigating.arte
activities with exceptiopal children we have somehow restricted ac-
cessability to art materials, variety that is, but &ssume fo have

increased creative self-expression.

>
.

Not wanting to restrict the student in preative self-expres-

—~—

sion we attémpted to avoid formal studies of art'prjncibiés and in- . 1

troduced an art task, a theme'capable‘of evoking imagination, feel-
P © !

_ 1ng and express1ng its sa11ent personage T : ‘ o

*
2 y

The initial gu1d1ng of the art task 'or theme is accomp11shed -

by 1ntroduc1ng evacatory statements that may take on either d1rection /
i \ .
~ for deve]oping the ‘art product. Slmu1taneously it provides the student :

w*th 8 feeling of 1nstruct10n and encourages the use of his own re-

x‘ !
'soufces in the search for subject matter as well ;; to deveIOp his
‘images creatively, ' '¥ '

o -7 u -t
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f . " JSince its orientation is not therapy, there is no need to
1 encou}age unconscious projection for release. But neither are art
~ - ) . : .
) )f \ activities to become overly stimulated or directed, 'as that too might ~ .

" reduce the effectiveness and probably hamper emotional growth and

-

£

‘ ‘human 'development. .
j . ‘ . '1 ) To méintain hea]thy\balanEEN;;% dvgid activities that are
- either too directed or place too much emphasis on cathartic outcomes,
carefully plagned procedures‘have been designed fo bring about human-
o istic Eonce?ns a?d pre;ent consistency in format, compatible within
o an educational framework that allows the student optimum choic; and
i opportunity for development. .
' The themes and opgﬁ-ended sessions promote and ;evea] con- A
cepts fér humanistic art' education, wbrthwhi]é for advancing/coniepts ' ' 3
of se]f—aspécts{(awareneés or insjght, imagination and feelings.
\

In contrast to some views we believe that suitable art strate-

-* gies can be formulated not so much in observable outcomes of behavior

. ¥ B Coe
o but in identifying clusters of subjective and objective experiences

" that have a positive effect on the wﬁg]e person and by facilitating

2

those themes that promote these clusters. The feed to write down

DL M ey g ne

. " g “strategic information is demanded professionaTTy in more than one

’

way. To ask for procedures, in theory and practice, seem reason-

able demands for knowing how growth may effectively be encouraged

1

through art. . X Lo

Patl

¢ ; . .
. (R S
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\ : ‘ . " In order to observe the aims of growth processes guide-

lines can assist the teacher to do a better %ob as part of the activ-

'é ity is pedagogically formuldted aﬁd the completion of stimuli is'l\
; . Teft uﬂ to the student who adds and manipulates evoked images; ac- -
i i .5 y cordiﬁg to his creative potential and need. ' ‘
. ? The didactic concern is to communicate emphatically that in- ,
; put or stimuli to which the student can reépond creatively. Art
sessions for exceptional éhi]dren are desigped to dgye]op creatjve ///
; potentials with fhe intention to promote:
g' » Q self awareress and sensory pe;ception;
f 0 creativé sglf—expressjoq and communication;
E h o/ imagination in approaching and solving prob]emsé ¢
( " 0 developing skills in art media. : .
E ’ . d¢) Design and Procedures . . ' ,
i 1. Research Methodology | :
‘The research methodology selected, to investigate guided self-
i ? X exﬁressihn with children of'specia1‘needs at the junior high school
g * | ‘level, is in the form of action researéh? which, because of limit- ' ) ;
é ations seems the most workable approach. This approach allows the
§ hiqvestigator to experimen%lwith differen£ art education qpproaches
g . ‘ ‘

4 germane for obtaining knp&1edge that is applicab]e'to»the'learning

* e process as it may develop new skills or fresh approaches to guide
art activities more effectively for exceptional children. f
\ Action research because of its practical approach and relevan-
ko
. . ; ’ ’ , T
@ v % " v b R .
'?—"“ ';‘ A d > l/\}‘»-'“ ")J,W'M :
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cy to an actual classroom situation is chosen. As this kind of research
is more accessible to the teacher-investigator. An orderly framework of

wholistic teaching and éuided art activities by means of specific art

strategies, based on’humanistic theory, may thus be applied, tested and

é&anﬁned by means of\use?ul”feedback. As this study involves and re-
lies on actual observations, behévjora1'data and ‘artistic products, some
degree of empirical kﬁowlehge may be present.

2. Experimental besign:

7 In order to stay within the framework of educational struc- |

ture the planﬁing of art sessions necessitated imppsed time limits, set
by scheduling and the class egvironment in where the art activities were
held. Due to unforeseen circumstances the E]ass group had /to movenits /
quarters and located themselves in a regular classroom un§pited for

art activities (no sink, no art tables, lack of art equipment and ma-

'd

terials.
, N \
Wigh these limitations in mind materials were introduced that
would benefit the student's needs and adhere to restrictions of the . .

physical env%ronment; and provide, in addition, useful information rele-
vant for experimenting with guided self-expression for the purpoée of

researching alternate art teaching procedures.

In the attempt to control the variable "matérials” each Student

~ was given identical equipment, such as coloring pastels, paint, the same

size paper for most sgésions; but especia11y for pre and’post test art

activities, for which grey construction paper was used. This paper is

. more suitable because all colors show up and provide a good background.

{
Vs .

-

i .
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Equally importagt to ke pind ma}erials constant is sthe adhering to.se-

quence of directives as it provides an open ended structure.
<

Art strategies are.spelled out in’ the teacher's guide to art

activities as descriptions of art materials, and practical applications,

are provided to guide its humanistic orientation.

To put the research hypothesis to test four activity components -

were selected namely drawing (DlDZ),

clay (C1).

lowing plan.

pa1§t1ng (Ple)3

Design - One Group Time Series

collage (C) and

Each activity component is presented according to the fol-

L &

5

N4 «
) 1, p 3 4 5 6 7 8 9 10 11 12 13 14 15
N ;
T1 X <X Stl X ?x X Stz X X X St3 ‘ X X T2
- Legend: ,
0
.,TI - Pre-test. .
\TZ - Post=test.
St - Experimental Treatment
X - Developing skillsg

At the beginning of each act1v1ty component a pre-test,

T] (art assignment) is given to the entire group.

Fo]]ow1ng the pre-

test, specified directions (semi-structured) and art strategies (sti-

. muli)are introduced, X, for practising and developing creative art learn-

ing skill.

guided directions experimental treatment is presented st 1,

4

non-directed 1nstruct1ons (non- structured stimuli).

Hé&ing had some opportunity for se)}f-expression through

2, 3, by

The last two items,

.’ sem1J&1rected (guided) and “non- -directed activities,. recur according to

- N

—

[N L AR
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The duration of the study covers ninety art sessions, occur-

ing on a daily basis with a time spén_of fourty-five minutes per ses-

/o

sion. A breakdown of each process component is as follows: p
PROCESS ORAWING PAINTING COLLAGE CLAY DRAWING PAINTING  TOTAL
SESION 15 15 15 15 15 15 90
~

“

3. Sampling

The experimenta1 group for this study originally existed of

s

fifteen youngsters enrolled in grade seven. (Their first year of ex-

.posure to a comprehensive high scheol). Due to a var}ety of reasons

only ten remaiﬁed 1n,the prog;am. Their ethnic origin and cu]tu}a\
background varies, whjch for the majorigykis European. They sharg

soc ig-economic simi]arities.j At pré;ent tge students ate at'leagt two
years behind in their acadenic progress and are following a special edu-
cation program aithough integratigp into regulaf classes is attempt-
ed as much astthe circumstances allow for.

They have been ideﬁti%ied>as intellectually handicapped (EMR)
[ '

students. Each individual presents different problems that interfere

with the learning process. Due to  sampling restrictions beyond our con-

trol the study for that reason consists only of one experimental group

exposed to a‘specially designed methodology.

v
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. 4. Instrumentation iy ,
. $ '

i s ~

4 ” The measures for gatheri?"g relative information make up the

/

foMowing items: /.

. ' ’ ' &
Test: . Art assignment (pre-test and post-test).

Children's Personality Questionnaire (CPQ)

(Guidance Councillor). .

Slosson Reading Test.

- The Lusgher Color Test. -

9

, \ s o -
Scales: . - Art rating scale for color preference.
ch . Art rating séale.for expressive ability

and art responses.

. Opservations: - Anecdotal 'reg:ords are kept in a daily log
and art, responses are made to describe or

. record )wc.wk habits, behavioral .and art
nresponses, : E)‘ ,

Measure: - Daily r;eco'rds: are being kept of stulden\t's
responses to the art..activity (po%it{ve or.
negatibve'), r’n's/her attendance, anq behavior

- imprgssion are recorded by an outside ob-

N - server.

5. Methodology

The classroom procedures for facﬂﬂ:at\ng and testmg creative

¢

self expresswn through art is divided into three areas:? 1) teaching

methods , 2) activities and 3) materials. The three items, 1n part, are

/accompl'ished by units of jnstruction that specify-fhe t'reatmentt or con-

\
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ceptual’ art theory, the obJectWes or goa]s to be}i ned, the art task

or theme and a reference to instruction and specified verbal cues to [

st1mu1ate creatwe art expressmn and processes of menta] growth
6. Analys1s of Data ‘

N b ‘
The ana]ys1s of ldata shou1d show changes in growth and develop-

ment and answer: a) whether the effect of guided art activities fostered ‘ ,

P}

. -creative growth in art expression; b) whether art strategies and whol-

1st1c teaching contmbuted towards pos1t1ve changes in att1tude, se]f-

references, and lmproved the 1earmng process. .
o All children teve been d1agnosed prev1ous]y and grade

- Tevel and abmty has been established. ‘

"o ‘ Tests have been adm1n1stered at “the beginnihg of the
prﬁgram by the guidance counsellor and re-administered upon
con;pletion of the\p'rqgra‘m.

0  The research study was started in November 1978 and

- ended in \_June,' !979. The‘teacher—ihveﬁstxi.gator .ha\s been
assisted by the Department Head of Special Education for
recording observations and art'respon§es. Th“i%j}program was
_offered.S days p’ér week, 1 period per day (45 minutes) at

© the same time slot. '

o] All art products were collected by the teacher- investi-

gator, numbered and recorded. ’ The evaluation of the art
{

products, pre-test and pdst-test, were presented to two'

group§ of independent judgés. One group consisting of éx-'

perienced . art educators while the other group consisted lof

- . 4 ’
©

inexperienced judges. |
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0 ;Statistical apa]ysis of pre-post test results are re-
ported in Chapter of findings. - |
7. \Limitations .
- ‘ The lihﬁtatibng su}roungibg ghe study are Qf the followjnﬁ”
nature.. The methodp]ogy employed in tﬁis study for statistical ana-

lysiss is rather weak since there is only one experimental group'and

no control group for adequate comparjson. Because of teacher parti-
. ] Y

cipation a certain degree of bias is to be accounted for, thus the re?.

cording of pupil behavior and art quality is influenced by subjective

, .opinion. However-limited the concern for nomothetic aspects of sta-

* cation students~in our comprehensive high school which fluctuates around

o

e

tistical group averages may be, the ididgraphic concern for the
I \

untque individual has been maintained by recording descriptive data

‘that seemed ﬁeaningfu] for the indiyidué]. )
i \ .

Other restrictions that limited the experimental study to ac-
\
tion research, \instead of a more rigorous method of investigation, in-
\ ¢ %
volved factors such as: - 1) the limitations of the teacher-investigator

as a "professional” researcher and 2) limited "access" to special edu-

4% of the total student population.

"
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TI1. RESULTS OF THE EXPERIMENTAL ART-EDUCATION APPROACH

oa) Art Activities Component. , \ 5
- - Media such as drawing, painting, collage; clay and-again ﬂraw- \
in'g and painting (D]é]c C1 D;Pz) were pres:ented r:especfi‘vely. Each
component’was p]annéd for 15 périods and consisted of non-directed
sessmns; and semi- dlrected or guided sessmns with the overall em-

phasis ‘placed on the development of spontaneous and creative self-expres-
sion in the service of ht{man growth and deve]opment.

, _Espe\;aﬂy in the early stages of the s‘tudy the children were

hesitant and unsure what to expeci:. But once they had started and were

relieved to see that innocent images, scm’bb]es, and playful events were ~

required to record on paper their tenseness subsided. Doing what seeémed

contrary to producing a technical accomplishment was certamly an ap-

instructions they had barely become acquainted with during their short
1ived‘intr.oducti‘on to arts and crafts. - J

For a whi]é the majority seemed apprehensive of not peing‘able
to deliver a good .picture, the ki‘nd that would gain the teacher's .ap-‘
proval and wip the admiration of the-i‘r peers! But as time went on
w%th'added assurance and aer(n‘uch support we éould. muster to create a
relaxing atmosphere, ‘théir self-confidence built up, most students

became less doubtful abouf their own ability to produce a picture.

<

. Even when their pictorial expressions did not turn out-the way ‘it was

’ originally planned, "they seemed to become somewhat more accepting of _

their temporary set back and learned to cope with life's frustrations.

-

\ -

‘ proach they were not dccustomed to; and probably missed the spec1f1c art
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Of course not every session.turned out to be a winner. But
slowly certain improvement could be observed as angry outbursts, frus-

trations, and excessive energy lJevels were constructively channelled into

/ the enjoyment of doing something that provided:sucCess at their level

while expressing through the medium their concerns and daily experi-
ences by which they seemed pre-occupied.
Over a period of time their ability for self-expression im-
prqved as observed from the visual images-produced. But more sjgnificant
were the signs of deVe1opin§'insight and se1f-awa}§ness, albeit small,
as evidenced by their’apility to hand]e\form, shape, size and to be-

come absorbed or concentrate, certainly longer than some were capable

’MG_at the beginning and.to draw and paint objects and scenery that had

\

- meaning to them. Often their subjects became conversation pieces and

allowed the adult to enter the world of the child thus obtaining a
g]impse of their hopes, desires, painful -as well as joyous moments which
- ordinarily would have‘ﬁeen difficult to share in a verbal manner.

Tfying to understand the child's predicament—gnd-taking a gen-
uine interest in whatever he/she offers, whether it be a need to ver-
balize or shéw their art work, were regarded as opportuﬁities to Strength-
en the.student-teacher relatignship. The small .class size and um'ci.gug,>
position of the art teacher allowed such interaction and consequently
each individual reéeived personal attention and care‘when required.

When the first series of drawing sessions came to an end it
&ag noticed that some activities were less successful than others. The '
reason for it can only bé guessed at. It may well Se that either the
art task was too demanding, gjd nét stinulate eqough enthusjaSJPto ,
sustain a level of interest, of instructions were not clear or simple .

enough. '

.
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At any rate diversionary tactics were used for instead of it

~

being a creative exper1ence it turned into an acting out session for
some, ~ Possibly intense feelings were aroused by the act1v1ty and block-

ed their ability to respond creatively. ﬁ feg\sess1ons def!nstely turn-

Fy

ed out this way. 1In all, even those sessions were of some benefit as

it promoted a personal release. As a result'some changes were made in

-

existing plans and activities that seemed to generate inappropriate be-

“havior for a classroom situation were replaced. »

I

The painting sessions were started with a pre-test that involved
making d1fferent kinds of brushstroke marks followed by a free cho1ce
picture. Of greater interest is the second p1cture for although the

’ first one prepares the student to loosen up, the next one an provide
the teacher with some important clues as to what he choose as suoject
and its treatment or rather preferred to continue the playful events -
as suggesFed in the making of different'bnushstrokes. . |

B& now most’ students were painting in a sty]eatnat reflected

5« A T) their shortcomings Some had more difficulty than others painting a

| house, a boat, a car or landscape. Being sensitive towardsrthewr-art

!)work and giving hints and suggest1ons to choose from, mainly upon re-

-quest or clarification, became an all important aspect for their growth

as it uplifted their confidente for se}f~expression. Their art work,

’

perhaps, had been ridicuied‘enough in the past. One puzzling fdctor
remained as %he subject matter of peopleiconspicuous]y lacked their

\
. ]
repertoire.

_It was only during collage making that the real reason for

et s s ——
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avoiding‘to draw and paint people came to light. }h'this medium

their subjecfs consisted very much'of people, mégazine cut-outs, wh
represented a certain im;ge such as fame, beauty, mothechood,'lovéfc
marriage with which’'the girls 1dent;fied théMse1ves while the boys

were¢more 'interested in masculine subject matter, gsrs, motorcycles,

13

bad guys and movie staxs. With co]lgbe materiaﬁs; it was remérked4

it .is not so difficult to paint pgop]qb Séeming]y they felt less con-

- fronted by their inadequac; to-portray people than in drawing or paint- "

ing. o

Making collages took on a different direction then‘was,ofﬁgin—

~ally. foreseen. Although the art works were fess creétﬁve]y put together,

.

because a lot of magazine pictures were employed to. cover (p their paper,
o . \)

more information about the students' dreams, hopes and frustrations be-

. . 4 . .
came known. Also the way in which art materials and kind were introduced

may have doused the interest of the group as they seemed reluctant to
w ‘f

-~

put in greater pérébnah effort. '

Working with mpdelling clay was we]comed, especially by.the

N\
boys but less enthus1a5t1éa]1y rece1ved by the gir1s who were reluc-

tant to touch and handle the clay at f1rst but adJusted themselves 1n&
due course. This medium was occasionally used for release as some
boys obtained satisfaction in its pouhding capacity, a need to flatten

! . . , . \
and squeeze its mushy'substance till literally covered, or explore )

'\propeL}ing effects at the expéngewof others. After clay modgl]igg{

‘drawin§ and painting activities were repeated in order to assess whether

\
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creative self- expression and growth of self-awareness had progressed.

e 3

Since we were simultaneously interested in the students' pre-

ference of medium and gauge the quality of facilitating, students were

asked, at every session, to state whether they liked or disliked today's

preference for clay (93%) followed by Collage and Drawing (92%) with
painting last (90%). '

“activity. From the responses gathered this group indicated a higher

TABLE 1
' A e
— ‘ ACTIVITY PREFERENCE SCALE o -
D] P] C. ,C] D2 P2 Component
118 125 12 | s 134 85 +Responses | -
NS
34 14 1 9 12 18 -Responses 7
78 90 92 93 . 92 83 +% Responses C
22 10 8 7 8 17 —%'Resﬁonses
These tabulations are not-offered as statistical evidence
but rathér serve as indications from which a number of evaluative ref-
erences may be drawn. e ¢ ,
ft is .interesting to note that the four components D]P]C C1
show an incremental gain (upwarﬂs) that possibly came about as a com- . ‘ -///

bined result of:

-
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(1%) in D, did occur, followed by a more drastic drop in Py

101 !

a) more children Started to enjoy artistic expres‘sion

that enriched the learning process, and/or,

"b)  the ’progrém as a whole reduced the hutrjber and in-

tensity of behavior problems and enhanced the stu-

“-

dents’ "se1f-1'mage and/or, ’r .
¢) as the students uncovered capabﬂit‘ﬁe’s, unknown to
. )
them and experienced positive r'eferences', i.e. some
form of success, their level of &noti\iation to obtain
“more of the same increased.

While the percentage is minimal a decrease of one percént

o .

may have accounted for the fact, by the students' own admission,

- This

b e tgm P

that they had done drawing previously in- the program and rather pre- -

ferred a different activity.v Unable to f‘u}fi]]r their wishes because

ing activities.

-..of design the students, reluctant at first, actepted a repeat of draw-

In this second time around a number of positive-changes were

observed during these dctivities and, with the exception of two, (one

ining within his previous proximity of artistic perfdrmance while

the other regressed) the remainder of the ogréup»increased their own '

level of performance.

Examples of behavior and expressive changes were

recorded from a number of sessions which were devoted to developing

spontaneity, fee{h’ng aspects as expressed through and in their work,

which seemingly.also started to de\?ﬂ_op in significance. Some were ¢

seen happily whistling and hunming'’along wjth the music, brought in.

as a stimuli while others became more experimental with colors and

"shapes-.

L
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At times when explaining the free choice activities students
frequently budded in and practically recited the instructions preparea

for the activities. Having used a standard set of phrases over and

‘over again the students by now knew exactly what the teacher was going

-

to‘ say. Being precise in what 'the task entailed reduced insecurity
of not knowing how to proceed. :This uncertafinty was noticed espeEiaHy
in the beginning of the program when‘sev.eralh students pr]’vate]y'asked
for re—exp]e‘mationﬁL Keeping to the same fbrmat at the beginning of
each session the cbnsisten%m?h”which it was presenteq seemed ﬁ;) have
paid off,
In explanation to the last series of painting sessions(Pz)
which in response to likes and kE'ﬁs]ikes decreased, several factors.
may have influenced this‘ drop and does not per se indi’cate increased
rejection. First of all art sessions were 1ike‘d' or disliked for dif-
ferent reasons. Answers, by the students, as spécu]ated,'may gave been
influenced by peer responses and their displayed moods or behaviors.
Also it must be mentioned that due to a number of mterruptwns tlme a
was running short to cugr the intended 1ength of "the program and con-
sequently a number of activities had to be doubled up. Besides, it _
is our experience, that :cqwar;ds the .end of a school year motivation .
an‘d performance slackens. as evidenced by attendance.

b) Behavior Change§

-

The following information (Table II) is preSented as an in-

dicatioh of changes in attitude and behavior as noted by an observer.
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~ While previous material was offered to gauge the acceptance of guided | ' )
art activities with specially designed strategies to promote self-
expression, the record}ng of behavior, it was hoped, would furnish

additional information of behavior as effected by the program.

. ) . f
While no particular or official scale,was used, behavior ’

was simply recorded as an overall impression dyring the student's "
daily art task and rated according to a five point system. What to : f

one teacher might be considered as inappropriate behavior, to another

B it may not, depending 9n tolerance and understanding of growth pro- ‘
é' cesses related to pérticular age groups and deficits. But even though
é some bias, combined with difficulty to "measure", may be accounted for, .
% : some degree of consistency was maintained since all recording was done
h by an outside observer. o
. \ The scale fhen useé in this stu?y'consisfed of the five |
3 following entries that read as follows: ’ 7
%: o Scale for Overall Eehavior Impressions
E | 11 Inappropriate' (overly excitable).
; 2. less Inappropngteliﬁess excitable tending towards average).
E ‘ 3. Average ! (Behavior usually displayed). '
? 4: Less Inaﬁpropriate (Less quiet or wiﬁhﬁrawn).
§ : T s, Inappropriate (extreme]y quiet or witﬁfrawn).
? ' The numerical values ]—Shwere assigned as to be understood.-as .
E. , presenting impressions as: 1 - overly excitable; 2 - less excitable and

té%ding more towards averaée; 3- averagé or that kind of bghavior the
student usually displays; 4 - Iess’quiet or withdrawn and tending more

4
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towards average; 5 - ext?emely)quiet or withdrawn.

% -

ot . TABLE I1I

L. L. 1.0 1.1 7 MEAN SCORE
/ 0 ' . . ' '2.92 .
.92

.86
6
.89 1 .

(e
——d
.
»
N [a%] ~N ~N [aV]

.87

‘

‘\\\ From daily recordings'a class average Or mean score was cal-
culated representing each of the six activity components. As noted
the groups' averages fall numerically between 3.00 and 2.00 (ave-

_ Q
rage to less inappropriate), possibly indicating a level of energy

PR e i SRS o TSN

'\\ that we assume to mean "active activity" as opposed to “passive

JORPE VIR T

activity".
' i As no real comparison to a set of criteria is %ossib]e‘the
? ' clay component (2.76), showing the furthest from the average, may be

y explained, in that working with clay dréws out more of a behavior re-

o BNt . e it e S b 2 .

action for most, an emotional response to which students are compelled
to act. A preference and need for working with clay may perhiaps signal
a level of development that is in need of sensorial expressioh as draw-

ing - painting deals more with abstri&t and conceptual references. This

N . .
. N
-
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however is more of an afterthought as we were not able to observe such

, assumption with greate; precision.

Regardless, it is interesting whén the‘observed behavior ra-'
ting scale is placed in coemparison to the studeﬁts' choice of activity.
Their preferential order against the mean behavior, with the exception

of,painting'(2.87) poses the qhestion whether an inverse relationship L

between the two is possible? B

. Preference Actjvitx" | Mean Behavior
1 93% Clays . 276 -
’ 2. 92% Collage 2.86 !

' 3. 92% Drawing 2.89
.| o0 | Painting 2.87
%{ -~ Furthermore, when comparing the early serie§ with the last ones ' %
i. . _ we also notice a numerical difference, but unfortunately are notlable ;
: \ to say with exactness wﬁich figures would pfesent a more acceptable norm :

of class SehaVior for making visual imagery. We sugd@st the last serigs ' é

DZPZ Eome closer to repfesent their true average behavior since the é
é eafly ones DlP] could be regarded as acquainting session§ for students . 2

5
4
L]
o

to teacher, and for.students to art activities.

""—w.‘? - » . 1]
Pre-test Post-test Mean Difference
D] 2.92 . 02 - 2.89 . - .03-~
-P] 3 2.92 P2\ 2.87 - .05




e N

ot vy

5 . " B RN b i AR
4 \ -
) 8 .
‘ : 106
’
o

c)' Attendance ' o o

-
Lo

)
oo
Reporting on the number of absences is as valid for indicating\

changes in behavior as being present. Both‘effect the learning process\

. &_a
and creative experience, the difference between the two is one of growth.
‘ . ] L,

As we had no control over the, absence of students s%me diffi- \

3+ t
Y

culty was experienced to maintain regular attendance. Due to various

reasons that ranged from family matters to school problems the program '

was somewhat uneven in the sense that collected materia¥s and presented

tabulations do not always account for the total class size. This fact \

/
must be borne in mind, since it may have some bearing on the information

presented. !

TABLE 111 \\
\ ATTENDANCE CHART ' L A

»
1 ‘ P] C ,C1 02 P2 Component

. 20 16 16 15 17 12 Total # Art

Sessions

50 21 | 28 25 24" 17 Total # Absent

d

- —

Color Components

Research findings have suggested that thé use of colors, as
in .painting for example, cannot predict behavior. But~eather that the
use of freely mixed and warmer colors in conjunction to painting less

restricted or innocent images are produced as a result of less restrained
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behavior. While understanding the use qf'co]or shou]d"ngyer become

diverted -from the artistic and physical setting in which it was pro-

: ducéd, the additionai color information made.available through art

may turn out to be a wefcpme addition in the attempt to obtain an in-

‘ créased understanding of the child's personality developmenf.

The pedagogical emphasis was far removed from the s&ep by
step apprpach or other learning by imitation. Also serious or mono-
tonous excercises that involved the making of coloring wheels or other

-

studious attempts that seemed in conflict with the creative potential

were aVﬁﬁaedi Rather by means of hints, suggestions, discussion, ﬁbs-;

ing open-ended questions, by drawing them out and to have them re-
examine and comment on their own art work were they encouraged to find
their own solutions as much as their creative potential a]]oweq for.

Developing creative art skills and to apply them economically
as well as artistically did certain]y'nof occur overnight. ﬁrogress |
was ;Iow but“devglopments that did take place were initiaped by the
students who successively acquirgd some %nsighé into the.creative pro-
cess. From the first series of drawing and painting it was ob;Erved
that little mixing of co]drs by pastels or paint, with fiiﬂers or
other implements took place. Their first color exp]ora;ions very much
i;voived ihé use of nearly all primary colors. These colors were used
to accentuate the appropriate subject matter such as blue for sKY,

yellow for sun,‘b1ue-gregﬁ for water, red for bricks and so forth.

In due course, especially after the first drawing and paint-

_ing sessions were over progress seemed to accé)erate somewhat. The

S

LR W -

-t -
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odd student was seen, with some flare of assurance, to dabble and spread %

paint with an implement other than a brush. Some seem to take delight

in mixing the most beautiful celors on their palette but were hesitant

to apply same to paper. . While others remarked out loud, and 1n'§ur—

prise, that yellow, as an example, mixed with red turned into orange.

. Peer feaching too or sharing the newly discovered color combination
took place as well, as the ones less capable asked around how to . '
N , obtain certain color combinations.

. C e v sy, 0 e
PRMeye SR T S

The vast majority of students seemed to respond more and more

M

to the quality inherent in art. And although the act}vity is organized

oy S

a\ong‘educational directives the application of color may bring to light
sensitive information that-discreetly may be passed on to those pro-

fessionals whaose task consists of looking after problems that require

5ottt 1

special aﬁd %ndiVidua] attention. The reason for touching upon this
matter is best exp]ained by the following-illustration.
After having made adequate progress, equal to his peers, and
displayed promising potential and capability over the first fqur art
. activity components, a déQline in creative endeavor and outpui became
(; ' - increasingly noticeable in\éhe student. Freqﬁently he'sgg;ted FP com- -

plain about headaches, showed signs of irritability, got into fights

" and argumentive debates.

/

His usual jovial and happy nature ‘became less observable, as

%ﬁ . moodiness seemed to accentuate his activity. A change invbehévior

g% ‘ had become more pronounced after hospita]izatfon which kept him away

: . from school and his peers. Altﬁough before, his squect matter en-
tailed ghosts, funerals, bad-guys and scary monsters, he now more

’U
. ] . A : . o . \
frequently seemed to be bothered by the topic of death and one day -
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- asked if all people turn to ashes when they die? Coincidentally or

— ) .
\ N &

A

not his art work very often started to lack in Eo]ors, in comparison
to others in his group, as he preferred ba11point and the color black

over other colors.

While the foregoing is a summation of observations, which

iﬁ bart may expiain the intricacies of'an individual, anecdotes as
such could‘be of additional help to other professibna]s in the school
system. And in the long run the benefit would!go where it belongs,
namely the student.
‘ 'The usefulness of color.as an indicatidn for development, view-
ed within the educational-artistic proc;ss, may .possibly provide clues
beneficial to the learninu process. Therefoﬁé} we assumed that an in-
crease of (warm) colors, the mixing of colors and freer application
would result as effgcted by pedégd@ica] strategies and motizg?iona1
‘ factorslinherent in the student's natural growth processes.
To find indicators from which comparisons could b n.we
set out 'to rgcotds all colors used in each picture during eacﬁ arf
sion, NExamp]e: if the color yellow had beén applied, regardless
- of its quantity, in picture 1 on a.certain day then one recording was
entered. If the color yellow was used in a second picture dur%ng the'
same session then two recordings were‘enfered. In ;his way we were

able to arrive at a quantitative.comparison between D]P] and DZPZ‘

\ The results of tabulations are noted in Table IV.
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~an overall difference with .the sécond one (02) having gained in

- ation may have crept in.

111 o \ ‘ &

The-way it stands we have to reject the assumption that an -
vincrease of colors (warm) would be e*fféc;ed by the pr'*ogram if we
"take the f’/i‘gﬁrgs of Table IV in consideration. The only increase
in color between D]P"and DZP2 is noted in yellow (170-177), purple
(100-186) and black (172-210) with purple being the only one with

a substantive increase. It is further noted that the decrease in °

the latter activities DZPZ is only slight. But it is a decrease

N e}

ndnethe] ess.

When compari'ng D] to 02 however we notice that tﬁere is , "

r
-~

number.~ The loss seems to have occurred in the painting activ- : L
ities where the total number of colors in P1 '(882) dropped as seen
in P2(773).
As this study is considered action research and thus less
rigorously defined, we would l'ike to speculate and identify areas

that have resulted in a numerical decrease. It has been reported

1

that the program was une\}en for reasons explained. This unevenness
(having to double up activities and other discrepancies) partially . .

accounts for a decline in (PZ)' Also it must bé reported that color

descriptors were collated by the writer and possibly some biased inform-

- Glancing at each individual case, déta not' included, where
steep d\rops and gains are noted, appears to have‘ r,esuli:edifor different
and personal reasons. If attendance and unevenness in the' program
could have been prevénted_ then. perhaps a more truthful picture could

have been presented. And although we did not put the total of art pro- * -

~




T

>
L T ¥ pimasels TN MRS e e

nz .,

©

ductions, estimated at 900, into separate categories as divided by
B P] and DZPZ we guess the productive output to be h1gher in D]P] .
-~ which possibly may t1p the numer1ca] scales.
It has been suggested that warm colouré would indicate ppsi—/’
. tive change. But in thiivgontext since most colors between D1P4 and
DZPZ are reportedly c]osé in number it may be worthwhile to remark
that the students displayed a level of awareness from which they sel- -
_dom di?erted. For example certain subject matter was repeétedly drawn . [
or painted in Colors that resemble 1ife situations, green for grass,
blue for sky, and consequently may not drastically have a]teréd their-
pétettes since there was no neéd to elaborate with other colors. We

]

hastily add that such partial explanation, numerically stated, only *
describes content and does not take into account the process of crea-
ting visual imagery. This may be borne in mind when viewing t”is
'study concerning art and exceptfonal children. (
. . . N gl
Interesting though it may be we decided, at the last moment,

[N ‘ ’

after all data was collected not Fo inc]ﬁdé individual test results
of the Luscher color test since itldoes not add nor lend itself to a
descriptive summary. Besjdes, to report all findings we now feel “43
- would be beyond this topic‘of educdtioné] intent. However to get .
a feel of what we attempted in this experiment we do include an al- .
iered déscriptive application of the Luscher color testﬂﬁigh inter- 3
" pretive material as compaYed to group findings of colors uggd. : -

Notice is to be served, for the use of this test, which is (/




. 13 ‘ :

g . . N
. described as'a psychological test "involved with conscious and un- ° .t
- ' ) .. .
conscious characteristics revealed through color*}?3 s not applicableg
. g , ' - |
. td group averages but to individuals alone. But, to compare class

observation with Luscher's anafysis we attempted to explore that

direction. For this we togk all color tabulations (DIPIDZPZ) in

ordér of rank and gppligd Luscher's descriptive analysis to rank

.order of color as reported in Table IV. ‘ v
The only color which is missing from our presentation anq ' ‘»“~
is used in the abbreviated Luscher color test is grey. All other L

[ -
* colors besides grey like, 1 blue; 2 red; 3 brown; 4 black; 5 yedlow;

" 6 green; and 7 purple (referred to as violet in the‘test) are noted
a .
. . in this tesE/ged the same colors are to be found in the collection of

i art materials. ;i¥\ ‘ |

According to the Luscher color test there are five attitudes . '
(functions) of interpretation but since one color is missing from our

*_ repertoire we will only report on the first three.’ In short, the first
s « ' :
one which involves our blue-red combination, mention is made that:

- y

= When blue is chosen in first position, there is a
need either for emotional tranquility, peace, harmony ' .
and contentment or there is a physiological reed for : N 7

é}‘ rest, relaxation and opportunity to recuperate. (Also . o
. e there is a need for) calm and orderly engironmént, free
N from upsets and disturbances, in which events move and ,

develop smoothly; an enviromnment in which relationships : . " ;
with others are placid and free from contention.126 '

©
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' I. Scott, (f?\xhe Luscher Color Test, New York: Pocket

N

Books, 1971, n.p. N . R
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This is only a partial exp]anatfon~6f the Luscher'color
Test on the topi¢, of blue w

ofcecondmy we will have“to resort to abbreviated descriptions of

color functions:

1 Blye - 2 Red

4

¥
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.yhlch combination in f1rs§ and second
position is described as seeking an af-

tionate, satisfying and harmoniys rela-

tionship (p.92).

fourth position is described as hawing

hen in,first position and for reasons

/-

3 Brown - 4 Black which combination placed in third and

a need for peaceful conditions and is an

- “®ttempt to compensate for conflicts, tén- .

sion and reduced self-esteem (p.113).

T

5 Yellow -6 Green  which combination in fifth and sixth posi-

]

f‘7?Pyrp]e

)

t

;tion is described, as trying to overcome
difficulties and feelings of burden (p.121).
which .in seven out of eight positiops is

described as avoidance and suppressed

sensitivity (p.145).

re

’

[

N

Va]id*iqformation that provides an increased understanding of

. N <3 = N
the child's persona1§ty development and facilitates the learqing pro-

cess'is‘certainly welcome to supplement pedagogical strategies. And .

t

3

certainly the Luscher color test may as§ist in this' task if app]ied in

*

-

e
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a more controlled sgtting phﬁn our stgdyfAn‘icatéd. The Luscher .
coior test offirs samples of statistical information on its validi-
ty but we ha}e made no ﬁttempt“to regjgw Burps or other qesearch data
to obtain facts of reliability.

For this reason and having'app1ied group averagés,as oppssed
to indivjdua] golo% preferences we proceed the discussion as a hypo-
thetical sttuation and offer the.wrfting as exp]oéatory information,
keeping open the possibility of adaptation to educational procedures
for.art and exceptional‘chivdren.

With the inclination to agree on some of thg descriptive
references’ from &he Luschfr color test'?e will next compare our ob-
sefvation'wjth the verba]ncontenf of functions (1-2); (3-4); (5-6);
(7-): |

- 3

i)  Wanting an Harmoniu§ and affectionate relationship
‘seems a baiﬁc negd,'{f not for all then certéin]y
. fBr most human beings. Admittedly, based on class,
nobservation, we would agree that this g}oup too
8 would long for such normal human interaction. The . ' .
difference perhaps according to this test implies
that this seeking is more of an unconscious need
than‘one of choice. In relation to Phe foregg}ng,
pictorial expression especially in the Seginning
lacked sigﬁs of harmonius, human an@'affectjonate

\ - relationship as most of their creative expressions

evolved around depicting objects rather than people.

- * S N

AN .
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i

_Fear, for whatever reason, had stopped them from

even attempting to portray ‘human experieﬂces as they .

felt unsure and incapable of‘recbrﬁing sdch experi-
ences through art. The humanistic approach, we
would Tike to believe, may have contributed to
undo the shack?es that prevented or interrupted art-
'1st1c growth and human deve]opment as the frequency
of human themes, over a per1od of time, seem to
? emerge. Expre551ng the self, narrated through art,
/ incredsed and enriched the experience of life as .
_personal experiences and/or fantasies were depict-"
ed withoqt feelings of inadequacy.

ii)  Wanting a peaceful'exiﬁtence seemingly oyerﬂaps with
the previous information, but when tension %s in-
volved then certainly there %s conflict. AcCording
to interpretation, a function'or attitude of this
kind represents the situation a person {group for
our discussion) feels himself to be in at the moment,

which in this case is one of tension and lowered self-

~ .esteem.* It is true that this group of children can

N

*NOTE: To maise the level of self-estgem is an aim-in all education,

,1nc1uding this experimental study. Putting focus on, professional

jargon like self-esteem would complicdte the art program which' is
educationally oriented gnd not psychologically in the sense that
factors such as psychological safety, personality development and
self esteem are implied to be present ds they have’been incorporated
in the learning process.’ The humanistic cause, educating the wjole
child, takes this into account as it attempts to provide objective
as well as subjective growth experiences.

AN
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iii)

_JPossibly-our observations and suggestive references

+from the Luscher color test may share certain common-

- The only reference to ‘this that comes to mind 1s-the

ypers1stence almost fanat1ca1 participation, some-

PN N NN ) iAWy e e——

behave in a manner that is usually not found in a

reqular class. And when tension surfaces it is not

at all directed against a fellow classhate or the °

teacher, because the source of tension is usﬁa11y

found elsewhere. Tension, ‘a buildup of mental and

physical energy with no out]ep to go, dissipates at

inapproprihte moments, possibly during class ' ?t““
time, due to a lack of copingfski1ls. Art, there-
fore, is an ideal medium for release and the build-
ing of positive and creative channe]i that hé]p
‘students learn how to cope by means of progressive .
success. When success is thwarted repeatedly, coup-
Ted with insensitive and cruel remarks from the pop-

ulation at large then se]f—esteém will be shattered.‘

alities.

N
PITCRVIE Wr = T R

The Luscher color test makes reference to indifference
for the functional position of yellow-green and ex-

plains it as an attempt to undo feelings of burden.

tlmes border1ng on creat1ve destruction, that some
occasionally displayed. Little creative outbursts
so to speak, béing totally absorbed in their work ,
as having lost the. world (c]ass) around them, fleet-

1ng1y perhaps, but those were the impressions from.

2
v , -
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,sgVeral somewhat aggressive or overly active stu-

]
dents. Perhgps they looked more agressive than

they really were and simply stood out for the
ﬁere fact that several others were overly meek,
thus the extreme -opposite.

Having noticed these two extreme behaviors an
attempt was made”to encourage verbal conversation,
the more the better; through art discussion for
this part of the group. While the other group

was encouraged to dissolve their excessive energy

by becoming more creatively mobile through art

.

expression.

Depend{ng upon fhe intensity of burdened feelings
art may,ass{st In the® release of such feelings - ‘
and satisfy not only growth précesses, se]f—esteeé?
but simultaneously may turn the making of visual

imagery into creative and artistic endeavor that

_is appreciated and enjoyed for its aesthetic in--

"quiry or spellbound magic to hold audiences in sus-

pense.

To understand how creative art processes can in-
fluence the reduction of over-active behavior and
lower feelings of Burden.to a more comfortable and
6opiﬁg manner we offer the following illustration.

The material presented concerhs a student whose early

°

-~
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‘as he needed to hold on to existing (art) models

e v - v - N . (e e
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théracteristﬁcs and deve]opments may be summed up

as rest]esg, stewhyt,disiuptive, a need foq<ap- '

proval, feelings of inadequacy over his art abi]it&

as noted by his frequency of asking (in the early

sfages) if his picture was good, unsure about the .
suggested art task as he asked privately for direc-

tions, immobilized or afraid to explore the unknown

which he copied mechanically, using his coloring

box as a straight edge. Wooden attempts weré soon
abandoned as his eagenness/?gr artistic expression
inspired a]ternate'procedures.

Although-his early attempts were haltering he be-
came one of the few whose art work flourished, crea-
tively and productively. His work in terms of speed

and output exceeded the majority. Art became an ally

i

in his rebellion agafnst authority and helped him'to
express his angers, fantasies and‘wishes. But most

of all hé struggled to undo his disruptive behavior
that spoiled and blocked ;btry into creative enter-
prise. T

Noticeably, hi% impulsive reactions were temporartly—"
suspended -during moments'of intense concentration since

all creative énergies vwere required and channelled in

the making of landscapes, that brought back memories

.
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" of his birthplace Portugal,,an1ma]s like the parerfu]

"Toro and people the ones he admired and despised,
bad guys, good guys, and heroes with each their own

peculiar characteristics.

These pictorial represenggtions gave meaning to his

special needs (wanting to ‘be tough, as to'shield his

inner sensitivity). 'Releasing his angers 3r-emotion§,L
through art medium tells of misguided or not properly
understood circumstances that might have had a scary

impact on the child as noticed during a painting ses-

sion where he whacked his brush on a political figure

. " he had’portrayed. Unloading the red paint on to his

paper, he triumphantly remarked "this is blood" and
added the letters “DIE". The reason for his scorn was

based on his belief that this political leader "wants" -

\
" to send his family back to Portugal.

His awareness as others see him occasionél)y is expressgd
in the picture of a green mong,,/te.r\1 paft]y in adaptatiqn
and influence froma T.V. se;ies éa]]ed "The Incredible '
Hulk". Of the picﬁure‘he explains "I am\the'monster in

the family" and a moment later added "in school too".

He cherishes the thought of this role for a special

- reason as he claims that a monster has power! The

enjoyment and possibilities of and through the medium

- must have impressed him for he borrowed paint and

other art materials to continue at home.

<
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The pictdres he producéd matured quite well and
-displayed some understanding of perspective as he
commented that birds become smaller when they are
further away. This he showed in his paintings.

Depicting birds was 6ne of his favorite topics,

. that is birds high in the sky enjoying their free-

dom of movement. H%,wohld like to be a bird "be-
cause they could fly". -And if he had wings he
would leave schoot and fly out in the country. In
one of his pictures numerous birds are seen high
in‘tge sky. enjoying their freedom and activity
while the landscape below is depicted as desolate
as, the only tree in the picture leaves a‘]one]&
impression. His moods and tempé} were not always

even and though hevseéhing1y wanted to control his

impulsiveness, the slightest provocation aroused

. his antagonizing behavior. As driven by unknown

fgrces his compelling nature cataﬁulted him into
action in response to eﬁvironmental iﬁtimi&étion.
These flare-ups, not oh]y disrupted the creative
process or upset him but left him incapacitated
as he found himself unable to reconcentrate.
Whether in protest or despair we will never know,

but during a session that 1nvo]yed,expressing some-

thing related to the topic of happiness he expressed

-
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tude orchoice of color preference.

) thisvand the next function.
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the oppositeg&in'siTEnce, on the back of his
paper where he printed "help" in black letters.
A]]lin a1l having observed some stormy expres-
sions his creative undertaking took mpst defini-
tely the upper hand as handsomely brogressed
in terms of Qrowth‘andirzciorial expreseion.that
provided him not only with an outlet for reducing
and channeling his impulsiveness but genyinely
heiped.him to develop his creative potential.
Rather unfortunete for his development is the .
fact that for the following year no art activi-

ties were 1mp1emented as academ1c and vocationa]

directions deemed more 1mportant in the prepara-

)

-~

\\

tion for industrial usefulness. T

The Luscher color test makes reference to avoiding’

and suppressing sensitivity for the fourth atti-
Since our in-

formation is incomplete (as the Luscher color test

includes the color grey) we cannot elaborate on

Having possibly con
vered the topic of avoidance to show sen51t1v1ty,
which we understand is a normal progre5510n-1n the

development of teenagers, we will next proceed

to the explanagion of keeping a daily log.

Daily Log ( g

*

!

. - The reasons for letting-a daily log come into existence were
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manifold. First of all rigorous research in_arﬁland creative ex-
preesion eccording to eminent art theorists who emphasize the human-
istic approach 1s"ndt feasible. Naturally, to'establish equilibrium
of forum, this is contradicted by their opponents who claim there is
a need'for art research based on objective data. , .
Second, our investigation into suitable arf tests, offered
by the Institute of‘Psycho1ogica1 Research, Inc. turned fruitless '
as available art tests (Knauber Art Test; Graves Design Judgement
«Testf'Creatinty Attitude Survey; Goodenough-Harris Drawing Test;
‘ House;Tree-Person; Meier Art Judgement Test; Rutgers Drawing Test;

Torrance Test of Creative Thinking; and others) measure personality,

5T ke T

aptitude, mental abi]ity and objective art measure for'yoeational
guidance, thus rendéring them impotent since they only measure- a
speck of the vast gontingenﬁies that make up creative potentiality.
, :

_ " Third, since standardized art criteria is-difficult to ob-

et R, TR N e T

-tain for collecting reliable and quantifiable information for an

R

art program in value building that accentuates artistic learning for
£, ¢
’ promoting growth and self-actualization as opposed to dictated ap-

N \pnoaches by pre—dete?hined learning outcomes, a more re]iab]e method
\needed to preserve valuable bits of information. .Film and taped

l

record1ngs were beyond our means and therefore settled for second
best, a daily log to reflect the experumenta] study as it happened
Therefore, the recorded observations, the accompanying anec-

. dotes and quotat1ons descrlbe the 1nv1s1ble, intangible e]ement which

.,
S

reflects the process and the theoretical bases on wh1ch the experi-

‘mental art program has been founded. While the pictorial, yisual or

[
o
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created images make up the labouring aspect or'end product and go
on reéqrd as examples of creative g;oyth and human development.

| This we strongly believe makes up the essential core of our
presentation, the final art pfﬁducts and Qpitﬁﬁgé)that describe each
individual picture producéd and'thé:;;rson who created it.

Perhaps some limitations mdy have to be over]ookea as the

reporting and recording of students was a onesided affair, for a few

"entries, with noted_exceptions,.were made that described the teacher's

involvement or his b;ofessional behavior énd attitude during class-

/

?

time. This, the daily log 1eavg§ out and quietly has to be assumed.&
of course'this was part of the design as art actiyities for exceptional
students was the choicg of our investigation.
The result though of quality art education is tantamount

to the sum of art experiences and visual images produced as it re-
flects the efforts put into the program. What transpired in the class- :
room, the interactions between students and teacher, may be inferred
from the readings as presented in the daily log. And to obtain 5 more
intimate  understanding of the verbal presentation at the beginning of
each class we refer the r;&der to the art activities outline where -
we attempted to fo]]ow the verbal content of suggested art taék. This
brocedure we religiously attempEéd to follow in order to maintain an
even pattern of presentation. , |

‘ And while self-reporting often falls in under or over state-
ments we believe that teaching methods as attempted in this program' |
combined with‘creetive se]f-e;pression is very‘much a worthwhile under-
taking for helbing exceptional children to learn and act;a\ize the self.

o A .
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-This posed a serious dilemma and’ Consequent]y' attempted tok d;/—e]op

' a rating scale that would effort 'to obfain objective or sta-

By this we do not imply that every session tyrnéd out aé a
sqcce§sfu] and joyous expet;iente for teacher or student. Such lob-
sided i't‘jeology would not b]e congruent to the human 'experience which
includes negative as well as positive momefts. What we briefly at-
tempt to summarize is that, while differences may have existed, mu-
tual acceptance, based on genuine human interaction, was possible as’
deep svincerity to.‘t:; of assistance with the 1imitéd knomedge -and edu- k
cational tools a teacher has at' his disposa] was expressed throug@i'com-.
mitment.

As fhe teacher's r“o1e has been discussed in the previous chap-
ters, combined with this short exposé we feel tﬁhe;'e js little need

to/expand this topic and reiterate that the daily log and visual pre-

¥ N
Y

sentation comprise the most important documents of this experimental
study. That decision however will be left to the reader who may draw

his own” conclusions.

f) Statistical Assessment.'\‘ ‘ ‘ .
PreviousTy we expressed the basic difficulty of employing
existing art tests that would measure artistic growth and human’de- ; :

velopltnen}:. Art tests with relevance to inteHeétuaHy handicapped

'~ [3 3 -
children in particular are as far as we could gather nonexistent. .-

- .
tistical assessment of clusters we .believed to he‘ve direct bearing

on artistic development and human growth. .For guidance in design

we re]ied on Osgood's semantic differential as explained in

Lt N
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Handbook in Research on Evaluation!?? and a variety of readings whose

sources have become blend.

In the belief to fulfill the minimal educational (empirical)
reauirément we resorted to quantitative measure to explore statis- B

‘tical alternatives to argue the humanistic approach to art for ex-

ceptional children.

-

Therefore to test the'assuﬁption of artistic learning in the .
service of growth twenty judges were invited to rate pre and post art
products from D]P] and DZPZ‘ A breakdown of the judges is offered -

in Table V. The evaluators consisfed of ten (10) inexperienced art

3

Jjudges with no knowledge or background in art. The other group con-

“?~axisisted of art judges with an extensive background and professional
N ,

preparation in art education but not in relation to exceptional child-

ren.
. TABLE V \
# Art Occupational M ¥ | Experience | Mean
Judges Type , . . Experience
10 Inexperienced Educators 713 |7-18yrs. 10.3
10 Experienced: Art Special- 416 [ 3-15 yrs, 9.7
ists '
° )

. ® .
1275. Isaac and W. Michael, Handbook .in Research and Evaluation,
San Diego: Knapp Publisher, 1974.
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Actual art works were presented to the juéges for personal
evaluation on a rating scale. Except for ;tating that the artspro-

ducts were madé,by exceptional children between the'ages of 13-14 years .

of age no opinion or advice vas offered. - A1l judges were asked to .

~

indicate with a checkmark their own preference for each product oni
a scale of one to seven, from high to low on the following topic c1u§~

ters: I color; Il creativity; III composition; IV affectivity; and
-V performance. ;fo reduce confusion on the topic of creativity for
-example, descriptive properties making up the polar adjectives were

L

identified under the comnpund'cluster of creativity (see example).

IT.  Compound Cluster: Creativity '

Descriptive Properties. ~

a. Spontaneous i Deliberate
“b.  Authenticy 7 foult
c. Sensitive __:__:_:__'.;'._.:_..Z Unfeeling
d. Artistic ‘ ; Decorative -

e, Bold. ; ‘ Simplistic

> -

!-Next all scores were collected and tabu];ted for l1osses or

‘gains. The outcome of findings is presented in Table VI.

' f ‘ E
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., - ’ . TALE VI
; IneXperienced Judges
Activity: DD, | B :
7 6 5 4 3 2 1 0 X X X O
Compound Cluster 1...1...1...1...1...1...1..1 09y  Dp Gain Score
"2 1. Color . | 3.34  4.66 1.32
, Il. Creativity ~° - 3.17 4.62 1.45
0 I11.Composition 3.48 4.52 1.04
.. IV, Affectivity . 3.12 '4.28 1.16
i— Activity: _P]Pzz T < 7 |
. 7 7, 5 4 3 2 1.0 p p = Gain Score
P - Compound Cluster 1...7...1...1...1...1 \/jKI 1 2 yVah
- . I. Color - v 3.33 4.79° 1.46
II. Creativity 3.05 4.40 1.35
I11.Compositiony " 2.77\3.79 1.20
V. Affectivity ~ - 2.90 3.98 1.08
i ~ | ,
Y. ' Performance:; Quéntitatiye Achievement
. d Student: D, -+ D, ' P P, Total Gains
, L e 1
A 49 .54 . ({ 5 47 48 +1 +6
’ B 57 68 . + 30 66 +36 47
Ko 0 63 . 422 40 55 +15 437
D 52 62 +10 37 54 4177 427
E 39 53 +14 44 55 411 425
F 55 N #6455 T 63 418 +3
G’ 50 - 65 +H5 ' 46 68 ~ +22 +37
H 8 53 .45 14\5 58 +10 425
I 54 59, +5 . 40 . 55 415 +20
- J "33 p 43 H0 36 48 412 +22
] v 123 157
Mean Class Gain: 12.3 ' 15.7 f
IR =~ Post Test -l ‘
" _Pre-Tast . ’ _ o




Quantitative Achievement

. e .
' g@erience\d Judges
| Activity: [)]1)‘2
. / f) 7.
Compound Cluster I..
) I. Color
: Il (Lreativity
% ITI. Compos1t1on
i IV. Affectivity
Activity: PP,
' 1
Compound Cluster 1.,
: I. Cotor
§ II. Creativity
! II1. Compésition
IV. Affectivity
:j
s ¥. Performance:
: ’ .
1 { Student: Dy D
; A 42 K5
¢ . B 55 55
. c 5 65
o D 49 65
- E 3 56
3 F a4 54
%; G N 58
4 ' H 38 51
% I. 44 - 60
& J 2 43

Mean Class Gain
------- ' Post Test
Pre-Test

*

—r——— e
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TABLE VI (cont'd.)

/)

+ 1
+'0
+14
+16
+ 21
+10
+17
+13
+16
# 1
~109
. 10.9

5 4 3 2
R R
5
5 4 3 2
I..0x.0...

47

42
47
3
39
33
43
46
82
4l

szg

53
50
58
53

57

44
64
62
51 -

. 61

4.10
4.04
3.97
4.13

X

.Gain Score

1.28
.73
.94

. 1.00

X
Gain Score
1.14

.89

.98 -
1.00

Total Gains
D4P1-D,P,

+ 7 -
'+ 8
+ 25
+ 38
439
+ 21
+ 38
+29
+ 25
+ 21
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As noted the-two groups of judges, art specialists and in-
experienced- judges, recorded both marked increases in their scores.:
of pre-test and post-test art products or D]P]—DZP2 that regulted ;
in quantitative gains in all cdmpoﬁnd clusters from I - V. The in-
gxperiénced art judges in comparison to the specialists were slightly
~;ore generous in their\mérkings as a group and m;; have been influ-
enced By their educational prepération on which they may have-telied
for judgement: Whi[g the experts may have reacted more to the aesthe-
tic presentation of the product. Regardless of the fact how they found-
ed their att%tude preferences neither éroup observed afi equivalence -y
nor a regression between the pre-test and post-test as read in the
profile comparison of Mean responseé. In fact, both groupg; by in-
dicating similar views of mean reéponses suggest that some form of
art 1e$rn1ng may have taken place.
. While the mean responses of compound clusters I -~ V suggest
an increase of artistic learning it falls short of explaining sta-

tistically how significant the quantitative increases are and whether

© : ,
they represent a gain that would be regarded as. educationally worth-‘

" while. Possibly this could be answered by employing a t-test. However,

~ 4

having not included any provisions in our design we did not consider
it appropriate to validate prg-postbtest scores ex post facto for jt'
would not increase the validity of research findings because: a) we
h&ve no way of knowing how expertise the art specialists are and, b)
whether the second group,‘consisting of educators represent a suit-

able population for inexperienced art judges.

4 .
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In the attempt to describe with more numerical exactness
the gains or losses by students all judges rated the compound éluster .
performance. (V) and thus assigned a quantitative value to their per-
formance. This, the judges did on the same rating scale that includ-
ed compound clusters I - V. This performance rating scale asked the
judges how they, on a scale of one (1) to ten (10), rated each pictut§.
The results from inexperienced art Jjudges “indicate a mean gain \ .

of 12.3% for’D]Dz,and 15.7% for P1P2. The art specialists reported a

~ mean gain of 10.9% and 14.2% successively for activities D]Dz‘and PiPZ‘

To allow for a quick comparison between groups we offer the following
Co. - *
frequency polygon which gain scores include D]P1D2P2'

FREQUENCY POLYGON

Inexperienced Judges

Experienced Ju&ges

10 1 . TR
9y ' 9 .
3 81 8 : : &
g?. , 74
36' '61 N .
[7,} ,
w 6§ 54
°
" 4 1
o . , o
EB" ’ 3’ . / .'
= 2~, g . pe 2'! .
| ’ ) «
: , : < Y
'l L ) 1 " 1 § L L v L . N K 1 | |  J  J L J | L L g L ]
O 5 . .20+ .38 - 50 o 5 20 -2 - - S0
*Note: It may be interesting to note that the same student (this ,

is the only discrepancy of opinion between judges) received top
gain score by inexperienced judges and the lowest gain score by °
the experienced judges. This is due to the fact that the art
specialists asgigned the same scores to pre and post art product
-which numbers in comparison to other students was more than ade-
quate; but possessing the same value cancelled the possible gain.
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Although no regression is Fepqyted the significghce of edu-
" cational value along statistical lines would have to be applied for
¢ further examination. Again phe hypothesis of the experimental stud&
only set out to indicate creative deve]oPment as it complements 1earn-»
ing which for this study excludes the application of extensive analys-

is by quantity. Evem though statistical preséntations would perhaps

be'of use it does not present a complete description since it does

~ not take into account the subjective and human qualtity so important

y .7 : ' 4
in the creative process.’
Furthermore a true picture by means of presenting pré and

post test comparisons, even if favorable, lack a gréﬁf deal of infor-

P

‘mation. It has beg; our experience that students do not necessarily

1 produce the or their best picture during pre or post test. This could
lead to distortivhs especially when the bost-test would be extremely
negative. Students wﬁose thoughts and feelings are locked inside them,
progress at a rather slow rate and representational “averages" are no
real indicators as "averages" since each student presents a learning
deficit fhat may differ from others, eveﬁ in the same classroom. There-
fore it is of the utmost importance that each child is studied as an

¢

W ‘individua1d§nd on its own merit.

To j]lustra{e theﬁgoregoiﬁg, let us examine the progress of
.one student (A) who gained,ZS and 29 points respectively according .
to the results of judges. The same judges alloted another student
(H) 6 and 7 points in gain scores for drawing and painting. Not
disputing the facfs, for basica1]y‘we are in agreement with the pro-

portions that the judges indicated for both art performances, we mere-

¥
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elaborate the statistics when we attempt to describe the inside account

<«

and the process that resulted, in the product. This the figures do not

1

provide and may miélead when other data is excludedlto arrive at an

orverall picture of the students' gain.
The case in point is the illustration of the two mentioned

students A and H who obtained 1.Q.'s éf 75 and 61. Yet the student

receiving the lowest 1.Q. gained statistically.the most points in

art. Also the reading level of A showed a minimal gain of .2 (2

months) from pre-post test (1.0 - 1.2) with a time lapse of eight .

months in between. While student H gained‘.S in her reading level

from 2.7 to 3.2. An ‘increase of more than 109% in comparison to

student A’ The point we are trying to make is that although quan-

titative ﬁeasure may be of assistance to plat numerical,prégress re-

ports it does not make mention of the quality of human progress as

it only focuses on quantity. . i
| The question on how statistical facts and figureé alone‘deé-

cribe the léarning process cannot be satisfactorally aqswered as it

does not give.a full account of the intangible, the process, the

“

other necessary half of artistic-and human development which is omif-

both, objective as well as subjective learning experiences for develpr .

above.
Loy B ,
Student A, it was‘observed occasionally displayed a somewhat
childish behavior when coqpared to others in his group. But in gen~

eral displayed his good nature and seemeg largely content with the

.
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’ way in whiéh 1ife unfolded. Even when reciting moments of bliss,

such as the occasjon when his father gave him a new bicycle, he seem-
ed able to re-capture feelings of happiness. However, translating
his ideas in pictorial form did not come easy as he encountered dif-
ficulty to bring shape and form together into a ha;monized whole.
While lacking in manipulatory skills his healthy desire to partake
in the art activ{ties preveﬁted frustrations to escalade.

Especially in the early. part of the sessjons he repeatedly

spilled and became covered by his art materials as he paid Tittle

-attention to item around him. Ti1l one ¢ay when he protested to use

the pastels and emphasized the fact that his mother will be mad. To
compensate for future messy operations he now had brought in his own
coloring pencils! The problem was solved when the teacher brought
in an apron; he compromised and agreed to use the pastels again.

Hjs sﬁbject matter covered many areas put his favorite
centered 6n depicting cars, trucks and fast r;cing cars. When paint-

‘ing a cadillac he expressed a wish of having one and drive it. But

he realized he is too young to drive a car and also knows that a ca-

“dillac costs $10,000. Unfortunately he only possesses $200, so he

-

is goihg-to work in a factory sewing pants to make money. His in-

terest in speedy -colorful cars was pursued numerous times but un-

fortunately not always free from frustrations which resulted from

his ability to manipulate materials and draw carSvco$pa5ab1e to those

o

of his peers.

- Naturally some sessions were more successful than others but
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when artistic results were fai]ihg he started to distract others.
It was noticed especially during the clay activities that his ability
to create objects improved a great deal. For the next drawing and

painting seriés his progress continued, parallelled by a sense of

NS L e e

accomplishment that boosted his self-confidence. It was also noted
that he acted less childish as reportgd before. Being aware of his
own progress he confided one day that he is coming back forever to
this school. While at another session he'exclaimed "look, sir, it
is coming out". ’

At one time he gets into a shouting match with one of the

%er -

girls in class and very abrasive language is e&changed'with his
mother unplieasantly referred to. This he cannot swallow and readies

_himself for the attack.... The conflict or difficulty fo handle

boys-giris interactions is symbolically expressed through several

of his art works. iq depicting a park scenery he tells about a dog ;
that belongs to a boy and a cat that belongs to a.gir]., The dog and ‘ i
the cat in the picture fight‘and he does not 1ike that one bit. The Q

‘ topic reappears again and expresses a likeness for dogs and a dis-

like for catg.

In one of his last pictures he tells of "a boy going to
the mountains by car". Ndiibeably this picture inc]udgs background
information which he did not incorporate in his earlier pictures. His
colors though are still primary or at‘a non-mixihg stage fof re-
presenting reality of objects and images. The figures of persons and

automobil®s are still elementary and compare to his early development.

o, ,
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His vividnegs of story telling however through seff-expression with
art materials has become more involved. Upsetting references too
have become 1nconsequen§ia1‘as shown by his improved self-control
when impulsiveness of peer cruelty insensitively remark 'faggot"
and other‘reproduttjve nomenclature.

° The opposite could be said of student H who was extremely
shy and usually wh%spered when respondihg to leading questions.. Bé-

sides the bare essential of language use she subserviently clung

to the other two girls in class and practically verbatim followed

- their steps. Seemingly her method of learning evelved from examplés

¢

~

provided b&'the other two. Lacking temporary imaginatign,ﬁgg.§39§ect
matter she too drew a house, butterfly or flowers when one of the o .
others did.

Certainly at the beginning of the program her ability to
produce original work greatly lacked. But by supporting her‘art work
and encouraging'hgr to talk about heé pictures she slowly started to
develop ideas and potential that reflected her every day experiences

and eventually found ways and means to express herself through art.

As time progressed definite improvements were noticed

..‘*/fNEBR only in her art work but more so in human growth. Her depend-

ence upon others subsided as she broke away from her subgroup when
creative expression required her to concontrate. Gradually ideas
emerged, her ideas, as thought and skill united feelings and form into
an expression’ of her ownl?xperiences. Whereas previously she. had

copied her friends' work, produced clay work that was linear relief-

By 00 T Do
,

A T S
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" 1like, in her two dimensional stick figure, she now became more as-

sertive and portrayed events 1ike the celebration ofuher birthday,

-

. the people on the beach, a windmill, her favorite animal a cat and
a self portrait surrounded by cupido hearts. |

This was in great contrast to other work that spoke of big
black scary birds f]y1ng over a boat. The boat on which she andlher'
family are the passengers and remarked it will never cone home again
as it will stay over there (Portugal), where she had wanted to stay
because all her relatives are there. The subject matter of the boat N\\
and other scary pictures became less and‘less. Seémingly she ignd

made a symbolic transition through art as sad pictures were replaced

- a

by ones that reflected her adjustment and created visual images which a
now spggk of happy and j9yfu] experiences of a child her age. ‘

. These two brief summations indicate how artistic: expression
was used by each individual to work through certain difficulties that
immobilized cfeative expression. Each student encountered problems’
and handled them to the best of their ability. Creating images in
the best way they know how shows that exceptional ch11dren\gre ca--
pable of creative art experiences that match and cha]]enge the1r 1eve1
of thinking and motor skllls, ; -

In order to provide the reader with a somewﬁat‘more com-

plete view of the educational progress-and personal development .
of students presented in this study we present Table VII that in-
cludes an dﬂditigna] 1earﬁing'subject.

Sen

(ége Table VII on next page). ' ’
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: TABLE VII T
: . . .
o o Stupe{t C.A in Slosson Oral Y _ \
N . Months _ Reading Test  L.Q. D,Py - D,P, Gains
‘ : ’ Pre-test Post-Test . EXperiehced Inexperienced
Judges Judges
a .
A 13.2 1.0 » 1.2 75 +6 +7 .
' B 13.9 5.8 6.9 10 +47 +8
; »C 14.0 4.6 5.7 81 +37 +25
H
: D 13.1 2.5 ‘ 3.7 73 . +27 - +38
1 , E 13.3 4.1 4.7 68 +25 439
| N
F 13.3 . 6.9 - 8.0 72 434 +21
. G 14.0 3.3 4.2 80 +37 +3e‘:
H 13.5 2.7 3.2 . 61 . +25° +29 .
: I, 13.5 . 3.1 4.0 62 420 425
; 3 134 0.4 0.6 65 42 +21
2 ) ) ‘
5 Mean age 13.5 Mean 3.4  Mean 4.2 70.7 Meanl4.0 Mean 12.6
b b - -
@ . As noted before, reading gairs were minimal but neither
] .
H were the art gain scores large as reported previously. This may

suggest a normal degree of diZelopment in artistic expression for
EMR;S as extreme gain scores 0f high enumeration would be unrealise <
tic ds an expected outcome of the study. One item of importance

s remains to be discussed, a measure of self-concept, wfiigh we pre-

sent in our next topic of discussion.

®
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g) Self-Concept Referamces

The children's personality questionnaire (CPQ) in our ex-
. $
perimental study has a proven record for its reliability and con-
sistency to measure peféona]ity clusters used to predict, within

reasonable accuracy, future ach1evements The CPQ: : .

includes all of the more adequately research-demonstrated

dimensions of personality from the general personality

sphere (Cattell, 1957c). They are,” #hu#, the objective-

lytdetermined source traits that are of potential importance

in clinical, educational and counseling practice. The test

‘results give'the teacher a psychologically insightful un-—

_derstanding, as well as a precise, quantitative evaluation

of those aspects of a particular pupil's personality con-

tributing to or dgtracting from, his performa?t,eiln school

and his social adjustmest inside and outside the classroom.128 J

+

Besides the primary source traits the CPQ also permits “sec-
ondary order factors" to be measured such as extra—version,.anxiety,
tough poise and independence. While more closer related to our topic
of educational psychology the-CPQ lists research.studies involved with

predicting creativity,but more important a sample profile of mentally

retarded children and underachievers. The CPQ lists four studies

with one by, ' " .

\

-

Porter, Collins and McIver (1965) (whd conducted an in- \ i
vestigation into the personality attributes of educable .
mentally retarded (EMR) children. A total of 329 EMR'g -
were involved in this study (mean age 12 years, mean I1.Q.
approximately 65, I.Q. range 50-80). The male EMR's dif-
fered from a normal male profile insofar as they were more
reserved (A-), less intelligent (B-), less emotionally ‘9‘.
stable (C-), less happy-go-lucky (F-), less conscien- .
tious (G-), more venturesome than shy (H+); internally

regtrained (J+), more shrewd (N+z worrying (0+), and

lacking in self control (Q3-

' >
a

L.P. A., Manual CPQ, Ché?paign, Illinois, -U.S.A., 1963, P 8.

129 : .
Ib4d. , papual crg, p.8. ) 8

128

e e— e
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In regards to a more recent study (1972, reportgd in CPQ)
a further breakdwop ié given for EMR girls who "were fouﬁﬁfzgfﬁi
B-, D+, H+, O+, and (3-". Those results of per;onality profiles .
of mentally retarded children are found 1n Table VIII where we
used the EMR profile as a criterion for comparing the results as found

in our experimental study. Also for references to personality traits

in the regular population of 10-13 year olds we included a second pro-

.file. ! ?

As indicated by ‘the data of pre-post test a difference of

positive gains in most of the sten scores has resulted from a time o

exposure, possibly. effected by the art experimental program, if not
much then perhaps in part. A difference in resp%pses by the students

suggest’s tha£\hrowth, insightfulness and learning has taken place.’

Before continuing our deductions we serve notice that a slight dis-
tortion is present in our sten score data since we omitted a break-
down of the group into boys and girls ag reported’by the criterion
p}ofi]e. Negligence we assume is not 6f extreme importance for the
rafﬁo of 7:3 is proporationally small..

/

Naturally the art eiéerience may not have been the sole con-

p

tributor to these'chénges in attitude and growth patterné because, as

¢ ' )
reading scores for one indicated, other sdbject areas too were ime

. proved albeit different in proportion and intent. Also as the profile

of EMR's indicate, the one to which our profile is to be compared to,
a great deal of similarities exist between this standard criterion

and findings from our experimental study. Confirming thus traits that

-
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/

. are compatib]e and in keeping with research find{ngs of the EMR pop;
ulation. Except for a féw p factoré (C, N, Q3s 04), that é;mpare to
and seem closér to source traits associated with a regular populatibn;
most factors attributed to children /in our study thus hold up and com-

. pare\fo‘researched data as reported in the CPQ.
. Although statistically growth and human development héve

' change&\for the better it still leaves us in suspgﬁse whether crea-

. tive self-expreSyion through guf&g& art activities was,-~in part at

1ea§t, responsible in effecting changes in their psycholéggcal and

”’personal development. For this we will have to examine individual

p factors and attemp{ an explanatigh how creative expression in the

’ 33 oans
service of self-actualization mayihave fostered such ‘development.

L . As this study is mainly. concerned with deve]opinb insightful-.
ness intd the learning process of exceptional-children, with the aim
to improve existing pedagogical methodologies, it is largely redun-

n,73

~dant and beyond the scope of this:.study to report school achievement,

primary thought processes, creativity, secondary source “traits or ana-
I+ B .

* - lyze each and all of the fourteen p factors for reasons that this ex-
) pgrimehtai study set-out to investigate ;pecificqlly human ﬁotenfia]
. germane to: : A r -
) “é a) Self concépt'refgrences.h o e '
L - "/ Tb) ’ The‘effect of art strategies and art concepts on their
" behavior, and
P ”' A o c! beve!oping‘;reative anq artistic skills.as it cggp]i-
) . ments all other learning; both behavioral’and develop-
;Y . | mental. ) | “

-
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’ ' )
. The latter two b and c, we believe/ have been sufficiently

-
reported, thus remaining an explanation/of findings on self-image.
The main p factor that statis¥ically and objectively reports

self-concept references is Q3. Comparing the pre-post tests a sten
scoré of‘5.4 and 6.2 respectivelyAis‘noticed; or an increase of .8.
When comparing the'post—test (6.2)_;0 the- EMR criterion for-boys (4.6)
or agajnst the regular population of boys (5.7) and girls (ﬁ.Q)jthen

a gain of .8 becomes more apparent as a change in "attitude towarhs th

;sélf-concept" which according to the CPQ "is largely internalized".

In further explanation of Q, it:

expresses the degree to which the individual has adopt-

ed and invested his interest in an ideal self-regarding
sentiment. That is to say, it represents the degree to

which he directs his behavior by reference to the concept f
of himself which he wants others to have of him and which ‘\
he believes represen%& his real potential. 130 N

‘e

The low self-image that may be,asgigned to EMR's may not

apply to this group in.time as responses from the queétionﬁaire have

- us believe. The reasons we assume, are connected to their.own abili-

ties to externalize processes of mind and soul into creative expres-

sions as facilitated by psychological safety in the environment, en-

/

- e

couragement of artistic learning and more iﬁportant to comunicate
aspects of self worth.  These concepts may not be as unrealistic as

they sound for "there is every indication that the self-concept and

1

1 : | B -
. POura., Manual cpq, p. 34. Lo

Z30s T Aals® bt N




PRSP

144

the associated self-sentiment dynamic investment can be stimulated
by direct, constructive education in sécio-mora] values and by en-
couragement in self-respect"P1 ’

P factor 03 is the most important factor that describes .self-
concébt.referenceé. But others too strongly suggest some maturation
of growth patterns. Because of extensive explanation on low and high
score dgscriptor§ we will summarize some factors germahe to this sfudy
and hope its brevity does not mislead or cause injustice inaréporting
qualitative values in such limited treatment when its reality is in-

%

, finite and complex.
= - %
In alphabetical order then a moderate statistical increase
in factor C indicates that our group eplarged its "capacity for frus-

tration tolerance" as noticed by their attempt to integrate and sta-

2D o g s o

bilize dynamic'processes. As where in factor E and increase from
3.8 to 4.6 established gains leading to "independence®and creativity
b of mind". Even though high scores are considered inappropriate,

_ not the case here, expressions "in sublimated form" are not always

inadvisable when, for example, "creativity in arts" and "independence”
are involved. A
A high!score tendency in factﬁr I1 makes reference to "emo-
(¢~\ tional and artistic interest" and 5.5 seemingly is more average wben
compared to EMR criterion 6f 5.4 and to the reéular population of

oy
'5.6. A very important factor in identifying artistic response is

131

I.P.A., Manual C.P.Q., p. 34. o .
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I; while factor J pointed at increased activity of social interac-
tion, N indicating an increase towards spontaneous and natural. gevel-
opment and last, Q4 which.compares closer to normal patterns instead

of EMR criterion. Our data of 04 suggests, a lessening of frustrations
has taken place as opposed to "excitement and tension (wh}ch) reflects
the level of undischarged drive, not frustration only of sexual libido

as in the Freudian account of anxiety, but the general level of frus-

" tration of all ergs." 132

With this we have exhausted our educational input, reported
all findings of\our experimental study as observed, recorded, des- ‘
2 \

cribed and-prgseﬁted.

o ’
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Iv. Summary, Conclusions, Recommendations -
- a) Summary . ’
..4 3 From an educational viewpoiﬁt the 50's marked the beginnihg

<o

¥ of providing art experiences for handicapped children in the school

‘system. At times these children were believed to be QUII and uncrea-
tive and were given unchallenging art tasks. While admitteﬁ]y some
headway in art programé of the Ggfgzwére made, by the influence of
progregsive educatGrs who stressed creative activity and bsycho]ogica]
growth for all children, the best of intentions resulted in a;t ac-
'tivities that reflected, not thé'promotion of creative expression nor
human growth or cultural development:, but occupational aspects and
.the faprication of instant art that was dogmatically and vocationally
structured..

The Tack of trained personnel and sound theoretical frame-
work forced the adaptation of stereotyped art ;ctivitiéﬁ, copying
and busy work in the belief to have obliged to educative services. -
Emotional development, individual needs, sacial integration or truly
educational processes were thus severely neglected. The idea that
the handicapped had to be taught differently was based on pre-con-
ceived notionsxthat impeded 1nnov$tions. Discussions in professidnal
Journals seem to suggesf that, in part, the reason for continuing
the practice of ;%ructured exploration was due to a general]& accep;
ted ﬁotion that the handicapped were not Eapab]g of anything cre?-

tive and instant art could provide them with some success where they
L

o

themselves have .failed. ‘ . ' ‘
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From collected observations, as reported.by the N.A.E.A.*
there seems to'Be a dire need foranagiona] directions on art edu-
cation for the pandicaﬁped. Pressing needs for establishing di-
dactic guide]ineé might be viewed as a result of art curriculum
changes during the 60's which shifted its emphasis from creativity
to exploration and later fn:the“70!s to individualized instruction.

As for Lo@enfe]d‘s‘thedry (eduﬁating the whole child) his
concepts we;e-not necessarily abandoned but rather have become in-
'tegrated.with the daily task of art teaching. Unfortunately as a
resu]t? the mainlobjgctive h;d fost‘i;s potency due to the vagueness
,surrounded by the search for novelty. And the prime goal of fostering
growth and‘deve1opﬁentathrough creative self-expression which places

the” artistic ‘experience central to such goal had thus been neglected.

Shjfting,trends over the last couple of. decades resulted in

- a conscientious effort to provide qualitative art experiences for the

exceptional child to _some degree as questions were raised whether
the effectiveness of an art based program was capable of deécribing
the needs of each individual. As a consequence the veil’that‘surf
rounded the vagueness as howlto pﬁoceed'and bring qualitative art
activities to exceptional children have become partja]]y Qemystified.
For it is E]ear that the role of art goqu make valuable contribu-

tions towards the overall development of the child, the exceptional

<

“child inclusive, if %acilitative opportunities are made available.

1
7

*For more iInformation seei Allrutz and others who contriljuted to
the conference on Art Education and Special Education in; Art
Education, Journal of the National Art Education Association,
Vol. 28, No.8, December 1975. ’
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.Mor‘g recently, pressure from human ﬁghts group§ brought /
| ' . abbut changes /in the education act. The right to receive educa-
,; “ tional instraction no longer excluded handicapped children. As
;E , a consequence attempts were made to develop programs th?t Lould
% answer to the needs of exceptional ‘children.
L .Since these changes are of recent date inadequate attention
and preparation has gone into long range forecasting. The innova-
_tions ;that followed the scarcity of research were mainly characterized
'b_y diversity that mostly ignoreéi, intentionally or not, creative self-
i ‘ expression, as the emphasis on creating innocent j’mages was of second-
at;y importance. The not;ed exception to this were adherents ‘Who p»l aced
artistic expression central in the process of human development.
A number of art educators and art therapists, faEthating Q
art éxperiencgs in spécial edt;ciation sétti‘ngs, based their practi;:es )

on concepts as developed by Lowenfeld and o:chérs. In addition, psy-

chological theory on personality development, as presented by human- -
istic theoristy, vere instrumental in leading the way for developing

alternative tepching methods for classroom use. . R

Historically, art education is well represented in terms of

literature since the time of Smith (1871). Also art education adress- }1

: : f - b (h
es itself to the education of exceptional children as eminent art the- | Qﬁ

orists, noted in the review of literature, have made significant con-

tributions to the topic of art and exceptional children. Yet the °

A S

pedagogical development ‘and the wkground from which one’ may proceed, |
i.e. to present art for the exceptional child, with the artistic ex-

|
o .
|
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perience central for developing human potential, is not very com-

. prehensive nor clearly defined in terms of terminology, models

and programs.

‘ Naturally there are a number of reasons for these shortco;n-

ings. The most pressing of all is the need to carry out extensive

research and to establish a theoretical framework that is based on

empirical 1ny§st1’gation instead of popular or social opinion.
Unfortunately, the issue may ﬁot bfa considered much of a

priority as educational d,eye]opment for exceptional children is marked

by financial constraints. De§pite{fhe lack of funds the encouraging

_out]ook from literature available have us believe that there is a sug-

!
gested confirmation, that creative self-expression through art con-

ti‘ibutes in_the growth and development of all individuals, including
the exceptio\naI child, by facilitating a sense of direction that
strengfhens ego development, self-worth and brings closer the real
self. ’

, Therefore, in the hope to make a small educational contri-.
bution .we attempted an expgrimentaf art education approach with thild- -

ren of special needs in order to study changes in attitude and dévelop-

ment of self-expression through guided art activities. The rationale

_for investigating this subject matter, much overlooked by researchers,

sprung from a heuristic need to gain insight into art processes for

developing human potenti‘al, 4n addition to a much more pressing need,

i.e. t<; search for suitable art learning experiences for intellectual-

1y handicapped children.’ This objective may have been partially ful-
filled through syntheses of the three following areas:

M,
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PYCH




— = o prm o Ly

150
1.  Problem: The question or difficu]ty'propounded in
need of a constructive solution has been identified
as: the lack of quality art education programs that
inéorporate the needs of intellectually haridicapped

children as well as a lack of ;iédagogiczﬂ procedures

describing suitable experiences.

( B

o ‘o

o , M
2. MethodoTogy: By designing appropriate art strategies,, ‘

<

e learning experiences, and adopting humanistic concepts ' :
the didactic procedures gained in significancé as an
existing theory of self-actualization directed its

methodology. This methodology ‘and guiding principle

LI describes: a molar approach to instruction and teaches

towards the potential of creétive and expressive de-
velopment. Furthermore this approach assumes that au-
thentic or creative self-expression assists towards

b : developing and actualizing the self which needs to -

4incorporate° pe‘rmissiveness, acceptance of unconven-
tional behavio}*. and freedom of choice as the ingre- ) ' .
dients of growth experiences. As such the pedago-
3 . gical role is lp'erformed by giving suggestions aﬁd
\hi~nts that endows the Qtudent with the opportunity
< _to manipulate and explore those cues graphically >

while interpreting and expressing meaning.

- . &




o

. . <
T R O Sy I s i 30

WK AP Cpmrr oy e e S

e e e Aien e a

151 -
b . L
3. Findings: As a result of the humanistic approach -

to art education for ex'ceptiona1 children a number .
of findings were noted and reported: that positive
behavior changes have .taken place as noted by statis-
tical data that was based on actual observation. The
preference for a certain medium or art activity is |
n;Jt “conclusive since numerical distinctions are too
close for indicating that 3 dimen/s’ional activities

-

are favored over 2 dimensional orﬁes.

.The color component scale for distribtt{tion (see Table IV)
while 1n1\:eresti\ng and useful as indicator for ",\development and the
1earni|ﬁlg process, did not satisfy in full ~the assumption origin- N
ally postulated. That is, an increase of warm “ olors, freely nijixed
and applied innocently would coincide lwith posi&ve c\hanges‘of be-

" havior as effected by pedagogical art strategies and creative self-

expression. : B
However, while our hypothesis does not hold up according

’

to design, which originally employed a color component scale for re-
cording all 1nformat1'on,. an interesting result occurred when pretest

posttest D]Pz- D] 2ﬂ‘om experienced and ‘rnexpenenced Judges were

analyzed (see Table VI). When taking the results of both groups

of Judges into consideration we notlce an outcome in ‘the cluster

(warm) color that indicates gain scores of 1.32; 1.46 and 1.28; 1.14

* respectively for 1inexperienced judges. Furthermore, both groups of

" judges not only reported statistical gain scores in the cluster color

but creativity, composition, affecti yity and quantitative performance

-
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as well.’ As only the cluster color needs to be examined we re- v
frain from discussing the other clusters. »

- Prevmusly we .reiterated that positive behavmr changes have
taken place and, according to data of judges ah mI:ease of (warm) |
colors was noted as well. Does this suggest then after all that the
results of judges have some bearing on the hypotheses? While un-
able to answer the entire implication we offer a partial explanation
of the foregoing, based on personal observation and invol vement.

First of all we like' to mention that we con\si'der' it diffi--
cult to place a quantitative value on artistic growth a.nd creative
Bevelopment even if the findings coincide with our acknoyl]edgement
from actual observation. For how shall we intérptet the gain scores
of ‘pretest-posttest results beyond its numerical vaﬁue? Besides
it must be borne in mind that visual images 'presented to both groups
of judges only represent thé first and last art products as no measure
was attempted to evaluate; independently, the "progress" of work

created between pretest and’posttest. Of course this was part of the

) design. " Yet we do believe that additional insight into the process

of human development may be overlooked when the total program in value

building an'dfygosure to artistic experience‘s are not taken into

. account. This we fee] is a problem that surrounds the study of art-

.istic experiences from a quantitative po1nt of v1ew >

Furthermore content material from the total experience, sepa-

rate]y mvest1gated and analyzed produces inadequate mformation as

more questwns then answers seem to cor&@rjh on the topic of quanti-

tative color. Our tabulation of colors does not confirm pretest
. ! )

[N
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and posttest results o£ both groups of judges. Although, ;ne hasten —————— !

to add, the difference between gains (+) or losses ( ) in Tab]e v

RZTN

seem rather close, with the exception of purple that 1n\:reased from

100 to 186.

Could it be that thé children became somewhat more se]ectiv)e
in their choices of colors or was it due to thé unevenness of the ’
program. We sudgest that both factors were involved as D]- 02 in-
dicate an increase of color output {899-955) while P]-P2 shows

a decrease of color output (882-773).

Likely, more than one interpretation seems open as both at-
tempts to measure an increase of (wgrm) colors may iﬁdicate some va-
11'&1'ty for understanding human processes through art. Possibly the
opinion of both groups of j[ydges may represent a numerical or sta-

\ ,
tistical assessient of (warm) color increases whilg the scale for

color distri_buﬂon may reflect more the process of human devel'opment.'
On the topic of self-concept referencés,;traits comparable
to research findings of the EMli population as reported by the CPQ
were _confirméd as our group*, in compa‘riso.n to-the criterion group
of EMR's**, scored close to expected norms of the p fac:tors, with the
exception of C, N, Q3 and 04 which according to our findings seem

closer to source traits with a regular population*** as reported ({n

Table VIII.

* Experimental Art Education Group of ten EMR children.
Ak Criterion group EMR from CPQ Boys (N=64); Girls (N= 37).
*%%  Regular population from CPQ.

X!
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Again pretest-posttest results demdmstrated quantitative
growth in human developmgnt and suggestiv? references in the CPQ
indicated that creative ;elf-expression through guided art acti- .
vities may have been, in part, responsible for effecting changes in
their psychological and personal development. Their ability to ex-
press themselves creatively, facilitated t;.hrough psychological saf;e-
ty in the environment, increased aspects of 'self-worth, independence,
socia]—interégtion, spontaneity, and a lessening of frustration as
an~attempt to. self-actualization, integrated, with moderate success,
polar exper'iences. h

While references from the Luscher color test may be sugges-
tive and difficul(t to confirm, in part, we do believe that outcomes‘ :

of the (incomplete) Luscher color test suggests similarities to our

own observations as described in our daily log. This vrecord, to-

gether with the actual art products, we consider to make up the core

of this experimental study as relevant information, qﬁotations,‘ anec-
‘dotes, descriptions of art products reflect and come close to describ-
ing the ggj:_u_a_l_, observable, part of the activity and hints at the pro-
cess wr'n'ch together make up the art experience in the service of men-

tal growth and human development.

. - v ]
b} Conclusions o -

It has Eeen an accepted fact that the process of creat(ng
art possess;es qualities that are difficult to describe, in terms of
Eehavioral and educah:onal terminology, because 1nne; expressions
through art are experienced differently by each individual. Essen-

tially the creative process is an individual experience and can not

e

e -
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be "taught" by means of formal education. Rather it is to be rea11zed :
through the potential 1nherent 1} art-and a sympathetic environment.
In order to rate the success 1eve1'during‘the process it is ‘impera-
tive to view the sum total of the art experience which may)take*inio
account the fo]]owfnd factors: 1) the quality.of art stimuli,
2) educational methodology, 3) the envi'onment or setting, and
4) the level of tolerance and"accepted behavior for allowing the
student to be himself end mature ac&ording]y. Any single factor op-
erating in dom%nan;e will s?r?ke a discord and- reduces chances for
harmonious unison.

Having atfempted.to facilitate the foregoing we now put the
question forward whether art experiences along\bum&nistic princib]es

have made a difference in the development of intellectually handi-

capped children? While the difference may or may not have a lasting

ot e e e e et vt s et i e oy

effect, since many environmental, social cultural and economic cir-

cumstances shape and influence its development, we believe that peda-

v g o

' gegical procedures that incorporate humanistic theory, modified for
: ' art education, are appropriate "learning tools" 1n‘as§i§ting others
to grow. ) ’

This view seems to be shared~by the few inrestigators who

have noted positive correlations between creative self-expression

: ~
#
z
I
£y
&
Vi
i

and lncreased self-concept referenc Present knowledge however
, . " of art and the exceptional child is thinly spread and makes it dif-
B ' “icult to present ‘its case along well developed 1ines. |
1 ~ J .
\! . . l .
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Some prog}ess was made as the growing interest for art’and
excebfiqnel chiiﬁren indicete. Contemporary opinion now holds that
e_xceptiona] children are c\apable of creative self-expression, equat-
ed with their own level ef‘deve]opment. This is in sharp contrast
to the myth that intellectually handicapped chﬂdren can not experi-
ence nor express themseives cheativeiy. |

This def.unct belief was a.bandoned ;s exploratory art programs,
often nn comblnatlon with a second subject, established the value and
benefit to be gamed fr engaging in artistic expressmn, It was‘
foynd that learning achievement could be. increased by artistic re-
ponse The apph‘cation of art and its vaiue for 1earhing with the
intellectually handicapped became thus recognized by educators, con-
su1t[txn1;s and administrators as an altem?tive for'reaching the un-

teachab]e.

While it is generally accepted that art can provide new mo-

et

" dalities' for learning, as research indicat_ed.’*the latter view does

-

not ascribe to artistic development in the service of self-actuali- -

" zation as we attempted to present in our experimental study. For our

framework we adopted humanistie principles 1nstead of educational
goals in the tvad1tional sense. And emphaeis was placed on ;;rowth
and deve1opment as the 1earning process, as opposed to forma] learn-
ing that effects human growth. ' 4 ‘

To ca]l attention agajn, to the questlon, whether whohstic
teaching, that values, choice and freedom withm educatmna] bounda-

ries the molaf approach of bringing subjective and obJective experi-

; ences( fogether, has remunerative qualities for answering the needs ,

N
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of exceptional children, then the answer is affirmative as truel’b

créétive expression and develonent of the self is -intended.

How “successful” this experimen@al study was in apf)roxima-
ting such intent‘%on is difficult to analy;e through the discursive
language of' art that speaks to us in ”metaphors and symboh:c iméges_._
How: do we communicate the real value Jinherent' in artistic expression?
The only alternative it seems, to communicate such concerd, js by in-
corpo;‘atin’g appropriate scientifi} feedback in‘or‘der to_e‘s\tabfish_'
growth and development as affected by creative self—expresssionwand
guided art activities. o _

With this concern in mind we included some quantifiabie data

that would possibly indicate growth or performance in terms of nu- -

, i , ]
merical exactness. And even though findings indicate some moderate

’

" success we believe it is premature to make conclusijve statements

as._no sir;gle test or art work truly represents the complexities of

an individual. N :

.

. &
J " The art works presented in this study merely represenF stages

of development ‘and records of mental reﬂections that came into exist-
ence by combining thought ‘and'skill. As such the p1ctures represent
bits and p1eces of information about their personalit_y spread out

on paper: Since the need to express onese]lf is a natural development

in every child the significance of facilitating opportunity for self-
® % N @ : f &

N

o
expression becomes an all important aspect for fostering human growth.
At the beginning of <the study a numpber of children were not
able yet to deveIop their skill for contro'ning and manipu]ating their

medium and consgqﬁen;ly difficulty to hide intellectua]. e_mtion?l

'F"
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or social adjustments became exposed in and during their art work.
Q

S]owly pos1t1ve\ga1ns became more frequent as they developed skills

1n expressing themselves more, freely. Studénts who 1n1t1a11y had o

shown a need for excessive structure were able to express themselves

1spontaneously towards the end as they relied ¥ess upon the teacher

Jfor solving their problems as self initiated or peer participation

‘often lead to acceptable solutions.

{

Comments such as "It's coming out, sir"; "this is like a

free activity"; "look I made brown" or simply humming along with

fhe music, or a smile that needed ho explanation are just sg%§ of

the references that emphasized a relatdonshipothat was buidt‘dn

mutual growth and development.

@ o

" To meet the children's needs authentic and creative art ex-

|-

perienceg'to share feelings and ideas were faci]itated within education-
al boundaries. From-ectual observation we -observed a gradual increase
of-active fnvo1vement>and'self-concept references as they.c;ea;ed,
invented, manipulated, exnloned, improved and developed innocent images
that reflected human experiences from past and -present perceptiens.

Through the creative process they shared and expressed their pn

fears, dreams, but most imiportant their hopes for fhtureeev nts. Pro-

blems and reminders of "academic failure" were less*fnequéntuin art

as self- expression through the art medium bu11t up their trengths,

success&s and accompl1shments

This-approhch no doubt gave the children the courage to

g be themse\ves and venture into unknown areas that needed to be 1nves-

L] t

, t1gated -and expressed in a mean1ngfu1 and creative manner. The educa-

°0

t1ona1 benefits of creative se]f—expression were recognized by two

-t =

¢
o A s otk 1w

~

Hers

£ i s Bt




g Pt

o it

159

-

,\groups of art judges: -And if both groups are representative of

experienced and 1ne§perienced judges then their"reported observations

r

may verify that self-expression contributes to growth and deve]opmeht.

" If the pretest-posttest resu]fs of the art products refiect

that some form of learning has taken place then indicators for assess-
ing the process aspect may have provided additiomal information. We

Jhavevrehson to believe that the'art product may have satisfied the
aestheéic‘impulse of the child as the opportunity for creétive self-
exéression stimulated growth and provided .an outlet of expression .
that was socially acceptable.

" Therefore if the CPQ is a reliable source to measdre~cér-
faiqfﬁe}sonality factors re1a{ed,to independence, emotional sta-
b{lity, a sublimation through értistic endeavor,‘then we have reason
to believe that the experimental conditions, in part, may have affegt-
ed cﬁangesxthat led. to the_iﬁprovemént’in human development.

Final conclusions may not‘be'reached because of the uneven-
ness in'the program, and,’a1s§, the question remains how reliable
our sources for measuring artistic development and human growth were.
N;§n these two aspects are resalved a more precise statement may be
possible. Despite these obstacles, a suggestive reference to art-
Aistic growth and human development seems to run fhroughout the experi-
\menéaI étudy of'changés in attitude and development of self-exprgssioﬁ
throuéh guided art activities.

A

c) Recogmendafions

.Seemingly the scope and purpose of art is sloﬁly shifting -
. N s
its emphasis where it concerns the hand1cappqd child. The recog-

nition that art can provide new(moda]ities for learniné and thus

”
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can make important contributions f:wards the education of the handi-
ttapped has elevated art to an acceptable form of learning. Predict-
?ng what the future holds in store for art and thekexceptiona] child
is not only hagardogé\But\pighlyrunscientific. Yet, speculation of
current events have us b$\ieve that there is a hem'nd and need for

developing qualitative art education experiences flr children with

1
-

special needs. . : : : , //

Through the experimental art education study we have become

" more aware of the v?rious broblems when attempting to facilitate qua]J

. L
ity art education for exceptional children. Therefore from having

gained some educational insight to the art experience with intellect-
ually handicapped children we would 1i£3'to make th;'following recqm- |
mendations: | - )

0 That institutions of higher learning involve themselves

With proféssionai prepargtioh in art education that adg-

\ resses itself to an interdisciplinary approach to art
for exceptional children. He
Pedagogues could be assisted in becoming more knowledge-
aple and competent with creative art processes fpr ex-
geptioha} children if a co]lectfve study in this\area
/could be undertaken. A demand for interdiscip]i&ary’
studies s;ems warranted as 1im1ped opportunity foL stu-
dying creative grodth brocesses %n relation to éXéep-
tional children is practically non-existent ?hroughout\

Candda. The only exception is the University of Victoria

that offers’ graduate studies in educational counseling \\§.
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with specialization in art therapy and the Toronto Art
- Therapy {pstitute that offers a clinical training program, . ° ~

leading to a certificate.

0 That an attempt is made to provide a g]osso]ogy of terms

©

and concepts used Tike in a dictionary of psychology
Art educators do not share the same belief or opinion
- as the nomenclature in the professton is injected with
1ittle nuances that changes its'meaning, e.g. art in
a7 o Egucation; art as education; art through'eqdbation; each
b signifying educational positions that influence the pre-
sgnthtion and purpose of the art experience.
0o - That research p;ojectstbe attempted.by combining. pro-
Lféséiona] input from art teachers, researchers, consult= o -
‘ants, psychologists, edutationa] experts in art and
child development, who would further investigate the
tqpic-of art and exceptional children in order to ar;
rite at an appropriate educational model for growth and
development through creative self-expression.
T At present the Montreal-Catholic School Commission has made "
| available th?usands of do]fﬁ?§"and encoﬁraged‘resgzrqh brojects ini-
tiat?d by teachers. However, to make such undertaking worthwhile
professional input from an institute of higher learning, combined
. with pedagogica] khowledge to apply quality art education for ex-
cept1ona1 ch11dren, would have a greater educat1ona1 impact and turn

e

a .research project 1nto a truly profess1onal undertak1ng e

s N\ : *
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To do 'so however, it would be imperative for educators

to recognize the importance of creative modes of(ekpressing the

iﬂner self and practice its dicta so that they are truly educators
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