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ABSTRACT

ARS
’
.

" The Modification Of Teachers' Attitudes
. Towards Teacher Directed Authentic and ,

" Stereotypic Child Art

Frieda Miller

L —_— K
" Teachers' use of convergent, stereotypic art lessons -involving

stencils to be coloured, pre-cut shapes to be assemhbled ot ‘prototypes to

# be replicated have gften been cited by éxperts as. antithetical to ideal

~

art objectives, This study attempts to’decreaseé teachers' preference for

teacher directed stereotypic child art as well as increase their -
. $
- preference for authentic child art. The strategy consisted of two slide

and discussion sessions in which information about child art ‘development
and authentic and stereotypic child art was presented to a sample of

teachers, ' Fo]léwing this, thé& teaphei’s were required-td adopt a

A3

counterattitudinal stance ' favouring authentic child art and arguing

against the stereotypic. The success {)f thié procedure was measured by

-

pre and post tests, ‘administered to both the control and treatment

y

. ¢ groups. The tests measured teachers' prefetences (Aﬁféct), understanding

(Cognif:ion) and Behaviour with regard to authentic and stereotypic child
art. The results indicate that this strateqy caused a significant

improvemg—:-nt in treatment teachers' initial preferen'ce for -teacher

9

]

N

" directed sterectypic child art. The strateqy was not successful in -

" changing teachers' Cognition.or Behaviour,

1

LY
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The concerns ©of this thesis arocse out of my expenence as an Art

+

'Qesourcbka) Teacher Part of my dutles requn:ed that I orovnie t:he

o M \ s

classroom teachers of twelve Elementarv -schools with asistance in .

plannmg art lessons Alr.hough some of this assistance took the form of

34

,' media workshops, by and large it meant regu]ar monthly visits to the

teacher's classrooms. It was never the~ object:we of the -program to

replace the teacher in the classroom and thus become the art specialist.

Rather, the mtent:xon was to prowde a service to teachers whlch might

) . enable them to develop some eXpertuse in the teachmg of art, Ultlmately

' the goal was to make them more confident and autonomous as art

teachers,

o

r s

The‘ teachers, for the most part,‘ were untrained in the teaching of

art. Fewer than half of thém had ever taken any kmd of art or art

education course, Those that had, had typically taken one art methods

course during their teacper t_raining about fifteen years prior; Teachers

were often quick to admit this lack of training, Consequently they 'weEe

generally unthreatened and in fact often openly relieved by my presence.




o *

s

o

)

N -

. Q
’

During this time there was.no officially prescribed curriculum: being
followed. Teachers were operating without the benefit of any teai;her's

. " . 3 '
manual or guide that they could follow, Typically, lessons were derived

»

from a mym:.ag- of sources, including homemaker type.magazines, The

curticulum,r,eqdired that there be a weekly fourty-five minute akt lesson,

S, B -
Despite this, art lessons tended to be erratic in frequency and, often

- clustered in frenzied.peaks of activity around major holidays and seasonal

!

events,

s ’ N . Ve

s

—

‘There ‘wefe two commonly used approaches to ' presenting art

’

lessons. The fiore divergent of the two was the depiction of a given,

i 4

. theme, ‘using fairly limited materials shch as wax or pencil crayons, this

was pft:en doné in conjunction with other parts of the .currlcglum‘such as
social studfes -or religion. The othér favoured approach was more
convergent, im{olving greater teacher intervention, - Beginning with a
p;:éconc,ei"led final predyct in mind, teachers ,would transmit detailed
instructions on how to reg]icgt:e tfaat pro@uct. Frequenfi‘y this would

’ -

involve the use of stencils or pre~cut shapes. co

‘
{

- '

a

4

It was this more directive approach which concerned me the most, .

. Tt seemed to reflect a need among teachers to control childrens' art,
~

making, using éaref;fully defined rules or prdtotypes. To my consternation I
four\d that, my attempts at presenting alternate, more divergent lessons
w.er:e often rigourously interpreted by teachers as inviolable canons.j It
was as, though' some teachers were trying to distill fixed rules fron; my
presentation, that they rﬁight ]}aﬁer conjure up to reproduce similar

2 -
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U R .. tesults More than once was I witness to a teaCher either rqpt‘oacmng a \
- = . ,,’
- %7 F : .
¢ child or crumpling. yp' a drawing for having. mmnteroreted what the ¢ e
.. . ¢ X i w ) ' s -
3 teacher regagded as .my inconfestable instructions or rules.. _
“ v. ' r ’ ' . ;L . “'u v
T A ' ‘ - !

g , o I began t‘_% s'uspect that teachers' reliance on fo mulas was

- v ‘ \tnélcatnve of a serious lack of understandmg about chﬂdrens art m kmg. o

- In one grade one class where everyone had been asked to draw then: D
famﬂy, one Jittle'"bEy had drgw;; five figures thouéh there were only four B '.'\
rﬁembers in his family.' The class teack}er actua]lyc'cor ected'. his work by | ' o

‘ croa'ng out one of the figures. The schematic nattxire of the child's ‘ g '

drawmg was\such that the ' fifth figure, his teddy beax:,mas almost o

. mdlstmgulshable from the other family members, Admlttably this may

™~ hé‘ve Just been an extreme example of msensn:mty on. the teacher s parct, -
| - nevertheles, it was not uncomrnon for teachers to misread authentic chﬂd.
, , ° art, ) .- ) /
- | . . : | . '
M ' o . . .BY .,cqni:rast, “teachersoh%d ?ew ldifﬁi.cultiesnwith stereotypic work. |
- ' They took delight i;)fchildrené'. work derived from adult images that tl’gey .
A ﬂ:hemselves “had uut:.ated and controlled, Teachers showed a eimﬂar. e
. aporec:at:mn for’ posters and ﬂ]ustrat:xons, bought at tedthers' stores,
- . clipped from magazines and caref&lly guarded from year to year. These\}'
sentlr;\ental and e j cute decoramons came replete with smiling
. o . suns, dlmpled and w1de eyed - tots, 1mp15h elves as well as the latest

. " _offemgs'of ‘Madlson Avenue)\ be it Smurfs of Care Bears. Their

L]
s T
- )

proliferation and proniinence_ often displaced childrens' art work in the

3
&
-
5

s', S 3 F . classroom. Clearly, the childrens" stencils agd identical prototypes used

- - . ., . ., .
. R a a
3 ! R . .
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by teachers aspired to the aesthetic ideals of theser competing. adult

images. o ' o . : - oo T

’

. . *
l' . . i)
1 ® . -~

g “+. - On occasxon, my attempts to encourage “an apor:ecmtlon of authenuc

b3

\ . ‘phild art ‘was rewarded. Rarely, however, did this seem to affect
%, . . "teachers'ttenacio;usly held liking for the“%careotypic. ‘Teachers seemed e

oblivious .to any" discrepancy between the Ewo approaches, The rr'}pre

4

. . althoritarian and close-ended ig@thods were ffequently justified to me on
. ( ' ‘the basis of motor control, ‘neatnels, or Fun 'for the children, ' - Lt
. Consequently,” the expressxon of my personal attltudes towards the '-" E

. stereotypic succeeded ‘only in making teachers f‘eel as though they ° hade )
N L : N N A
been caught' with their hands in the coo(ie Jr. Somet1mes teachers -made T

£ .a show of hiding these works fr&n me. .All-the wh1le, the tLde of stencﬂs

a4

and the hke seemad unabated by my efforts, . .
’ b3 ! ’ o ‘ .
co . , o o o : _ ' B ] 2
: In view of my expg.ri‘énce, a.-more direct, é;oncerted -approach , to

s ’ ’ teacher training seeméd warra"nt:ed'. I was.determined to find or deveiop a\\_
method 'of modifying tdachers” eéxisting attitudes towards childrens' -act

) . ’ 4
. ~work, both authentxc and stereotyplc ﬂ . . ' TN

[ oo
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Most ¢f the art that elementary children receive is at
the hands of their reqular classroom teachers. The

- coloring exercises, the ditto sheets, the 'tricky projects -
" are st:ﬂrbemg used (Brittain, 1976, 29(2) p. 8)

Brlttam S observation is falrly typical in its concern. wlth the
results -of entrustmg art educabpn to the non-art specialist. As financial

. restramts have reduced the. avaﬂabﬂlty of resident art spemahsts (Engel,

; 1976) or even of itinerent art consuli:ants, the role of the classroom ,

$

__teacher ‘has become ever more crifical to the -,teachmg of art in the

schools, . ' ) . i -/ )

N

Lo
[
- 4

" ' ¢/ . ) : ¢ Y

' Typically, clasroom teachers have had httle‘ or no traamng *in
stud1o art or art educatlon (Knee, 19’70- Mlttler, 1974) Asl a re_sult, they .
come to the Job of teach& art, with acquired attltudes towards child -

art, which are more’ a reflection of thelr oersonal ta,stes and preferences

' than of any informed opinion. W1thout tralﬁg in cmldgart development,

a

:t:he clasroom teacher\}s more likely to judge child art againsl;adu;lt art'

standards (Lowérffem & Brittain, 1975; Read, 1966, p. 260). Consequently;
teachers prefer realistic p1ctor1ahsm ahd Judge the number and proportion.

of body parts when evaluahng chﬂdr:ens' works (Zurmehlen, 1977). Ke]logq

- {1970, op. 151-2) says that this reahom is prefered over works exhibiting .-

dlstom,ons and greater aesthetxc hcence .

™ . Coon . Lo ’
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3 ] ! .
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teﬁtchers.

LY i . ' * b . \ .
Because classroom tkacherefare concerned ‘with the appearance.of

" the ﬁinai-*pro‘duct, they are less concethed with the child's artistic érocess

(Lowenfeld & “Brittain, 1975) As a resulrg: 'the "a'dthe&tic art ofv young
cthdren usually Eeres adults" (Ke.llpgg, 1973, p. %) and stereotypic work, -

the- result of "anti-creativity programs"' *(Brittain, 1979‘) is preferred 'by

»

4 . . N
. - ‘
! . 1

- ¢

A . . //. :
The litetatureg suggests -that such attitudes, when translated into

classroom practice, can adversely influence childrens'_‘art dévelopment,

. For instancée, "anti-creativity progra ms" or convergent lesson plans which

-

demand a ‘'uniformity of process and product, create an excessive reliance

on external motivation and direction, - It has been suggested ‘that shch

a

rehance wﬂl cause chnldren to be dissatisfied with thelr own, authéntm. 1

0

image makmg (Lowenfeld & Brittain, 1975, p. 33). In addmon, his wﬂl
cause chlldren ‘to "learn to please teachets by usmg certam symbol‘

combinations in art which, - p%omote adult concepts of rea]nstlc

‘p].ctoriahsm (Kellogg, 1970, p. 151). Further'nore, Lowenfeld & Briktain

\
suggest that this dxscrepancy between adult aesthemcs and child art will

'R
prevent children from usmg art as a true means "of self-expression"

975, 2.8 . &

. s
- B '

“ In é}rort, teachers',y atttudes and 'reStﬂtant dlassroom’ practices are
thought to interfere with childrens' authentic att.‘.maki”ng apd to be
damaging to their self-expredsion and self-confidence, . -  *

[
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0

The significanée of teachers' ﬁegative attitudes towards authentic’

cibild art’ anq their positive attitudes towards the stereotypic should not

be underestimated by art educatdrs. Not only will teachers resist changes

to these attitudes, but they W‘wﬂl actfvely seek to reinforce them. -

Therefore, it is encumbant upon art educaéors to becom® aware of t:heée

. ot .
attitudes and then consider the ways in which such attitudes may be °
acquired, reinforced, and aitered. ’ N
o " The purpose of this study is to attempt ~to” mddify teachers'
d - ; .

" attitudes towards authentic and stereotypic child art, as éx\ecuted- under

’ ‘ . . ) . . S -
their instfuction, .
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. 'Art Atdtudes:' -

.+ . . LITERATURE REVIEW

Stated most simply,i attit:ude can be’ expres'sed as a readiness or

dlSpOSLtLOﬂ towardi a referent (Schmidt, 1973, p. 12) More spemfucally,

Moms and Stuckhardt provide us with a definition of art att1tude as "a

learned and . relatively enduring evaluatlve system of - affectwe

: pre—dlsposxtrons held toward art referents" 11977, pp 21-2) Morris and -

Stuckhardt identify six major characteristics of art attitudes: a)

Attitudes are affective - evaluative 'concepts, whith give rise to

"mot:watronal behavmr,, b) Attitudes are learned; c) Atmtudes have

. spec:.ﬁc social referents; d) Attltudw are relatwely stable and endun_ng,

A

‘@) Attitudes vary in .quahty and intensity; f) Attitudes are m;erre.lated.

P

Affective evaluatlve concepm sunply refer to the degree of -

‘preference Oor no -preference for a referent In addlt.wn, attl.tudes are

described as le : and enduring but not 1mmutable. -

S
%

Zifnbardo defines attitude as the "mental readineas or implicit

pre—dlsposmons that exert some general consistent mEluence on a fairly

Large clas of evaluative responses" (1977, p 20). Zlmbardo alsoqltes

Affect, Codgnition, and Behaviour as the- major components of attitude.

These components recall a) 4nd b) of Morris Stuckhardt's definition,

, Similarly, Eisner nea'sur,"&s a) voluntary activiiry in ‘art. .(Behaviorl), b) -

- . 8 : J

S
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" art and artists (Cognition) in the Eisne}r. Art ‘Attitude Inventory.

three .measures,

L

satisfaction and c) self-estimaté in art (Affect) and d) knowledde about

@

/

Attitddes vthemsel\;es are not always directly observable malq‘ng
the ‘assessment of a‘.subjehbt's attitude or attitude change som'ewlhat_
problemaﬁc. It is for this reason that s}.udies rely on ‘measuzing those
characteristics of attiﬁudé which are more readily observable and

quantifiable. Therefore, this study will define chara&:ten'stics) of attitude

‘-as; a) Affect as a subject's preference or’ liking’ for- a referent, b)
’ Cognition as the subject's knpwlé’dge or factual understanding about the
referent, and c), Behaviour as the subjéct's overt actions towards the

‘ referent. Attitude itself will'then be derived from a compilation of these *

Attitude‘ Change

-

. Art educators have long been concerned with.classroom teachers' /
‘ i .

negative attitudes towards authentic child art and théi; posidx’le o ]

attitudes towafdé st‘ereotfypic cﬁﬂd art, . Art educators have been /kriown
to decry the "holiday art” lesson plans and to.advocate a change in

cl;asropm teachers" attitﬁGES. A search of the literature, however, dogs )

" not réveal‘any study which has attempted to modify teachers' negative

attitudes towards authentic chﬂd art or their positive attitudes towards

the skereotypic. A few related studies which have some bearing on this

4

study were found, . ;L '
’ N ‘ X . ”” ‘

/
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] 'i‘ypica.lly, such ;studies "atte.rnpt" to expand or modify the art

preférences of either students or teachérs towards adult art, Gilliatt

"

(1980) sought an effectwe approach to expandmg students' art

preferences, WhJ.Ch could be eas:ly understood and 1mp1emented by

' .'elementary classroom teachers Others-]ike Madeja "(1972), Pepper. (1949)

and Rouse (1974) have also, been concerned with the preferences of,

students.

of 'pardcnlar intereﬁt to ‘tms research is Day'a (1976) study which
found that stuéents initially judged stereotypic Kitch art to be:of higher
quahty thari Impressionism, kbst.ract Expresxomsm or Op Art, Using an
J.nstructronal strategy of 1mpartmg mformauon through slide lectures and
chscuaons, students' attitudes towards the three authentic styles were .

effectnvely qp&ﬁed However, there was only a slight modification of

, etudents' attitudes towards Kitch art.. One concludes that unless there is
" a direct: a,ttempt' to change students' preferences for Kitch,g, these

" preferences will endure, despite the change in’ attitude. towards the

authentic art styles. =~ . CoeT o, - . . R i
In addition, there ‘Have been art’ educators like 'ﬁarkan‘ (196'2),

Kaelm (1970) and Smith (1966) who' have empham.zed the 1mportance of

'expandmg clasroom teachers' preferences towards adu]r_ art; In a.

slightly d:fferent Vem, Groesman (1971) explored the relat:xonsh:p

between teachers* att:rtudes about the:r own, artistic ab:.m:nes and the

type of art activities they presented.in’ theu; classrooms. freachers w1th ‘
' 10 o
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positive art attjtudes were found to devote more time to art activites.

However, these art actvities were just as likely ko be steréotypic as’ .

those presented by teachers with negative art attitudes. Adgain, liking
art does not preclude liking stereotypes. No attempt was made by the

Grossman stidy to actually modify these attitudes,

.

‘The literature largely describes attitudes of students and teachers
without much attempt at attitude changé. Also, the referents used are

invariably adult art, be it-authentic or-stereotypic adult -art. Teachers'

3

attitudes towards child art have been noted (see Korzenik, 1981) but not

explored by .the literature, - ' - .

Q

i

ey : . -

Vardous approaches to attitude change were studied for their
‘potential in modifying ‘classroom teachers' attitudes towards authentic
-and stereotyic child art. The five most com monly used approaches were

found to be a') mere exposure orThabit':uat:i.oh, b) studio activity,‘ c) art

s

, " criticism methodology d) information and e) counter-attitudinal advocacy.

&

e

For the most éart:, these approaches were used to change students' or

teachers' Affect, by gxpanding their preferences for adult art. Some .
attention was paid to the subjects' Cognition of understanding of art
using the art criticism or counter-attitudinal advocacy methodologies.

) R.arely was Behavioural change found to be an objective. .

«

. ' . ! . A
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Exposure ° ‘ v '

[N

1 . ' ’ . . ’ v
Mere exposure is described as making a stimulus acc¢essible t0 an

inaividual's perception (Zajonc, 1968). Researchers like Barkan (1966),

Munro (1930) and Stolntz (1960) have stressed the impoptance of
sustained contact with works of art. Others like Beittel (1956), Eisner
(1966) and Stuckhardt (1976) 'have obtéined evidence .for the profound
effect that direct expenence of art has upon the attl.tudee of art-
students This direct experience or exposure is very similar to Pepper s
(1949) concept of habituation. Pepper suggested that student.s could
learn to like a work of art through habituation, or expenenc:mg the work
in the student:s‘ environment over a period of time, Gilliat (1980) also

found Pepper's habltuatlon approach to be effective in expanding student

. preferences. Hollingsworth (1983)v however, did not find habituation to

be as effectwe as either art cnt1c15m or: a combination of approaches.

Studio Acdvity

Proponents of studio activity (Barkan & Chapman, 1967; Lansing,

1968; wWachowiak” & Ramsay, 1971; and 'i,owenfeld' 1975) suggest that

.. students' art’ preferences may be expanéed by exploring various art

styles in their studio art actlvmxes However, Eisner (1966) did not

support this contention that experience with ‘art media end proceses; )

affects art attitudes, . Similarly, in- testing both depth and breadth
; _ i :
methods of studio instruction, -Davis (1969) alsd did not find any

12
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statlst:Lca]ly sxgmﬁcant change in students' art attl.tudes, as m‘easured by-

the Ezsner Art AttLtude Inventopy. -« R :

’

l
res Iv 2 . . . .

‘At Criticisw S vl |
«  Oneof the more widely used art criticism approact®s Js Fe]dman's ’
(1967, p. 469) methodology which consists of foun stages, Art works are o '
a) descnbed, b) analysed,a c) mteroreted, and d) judged Feldman . , ’ |
suggested that a V1ewer, tramed in this art cn.txcxsm methodology would -. s / -
AR gam" J.nformatmn useful to understandmg (Cogmnon) and’ feel pleasure o

’ / . (Affect) for: the works of art

_ _.Mittler (1976a) ]ater incorporated Bruners four stages mto‘
/J Feldmans methodology Bruner (1958) descnbed the four stages of art oo
b T criticism as a) primitive categorization, b) cue search, c) conﬁrmat:.on, '
. | check,. and d) confirmation completion, Using both soyrces, ‘Mittler -
‘undertook two studies ' which attempted to mod:.fy co]lege stud'entsf
atntudes ‘towards art, He used the FeJdman—Bruner methodologles in
combmatnon with counterattitudinal advocacy. Only the first study (1972) ‘ S, W
T supported ms hypothems that'art criticism can affect a posu:we attu:ude . |
| change toward’ art. A later 'study (Mittler, 1974 & 1976a) d1d not support » ‘ ,
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*a‘pproach somewhat useful in? ekpandirié. -the art - preferences ; ot".

elementary stidents, However, Gilliat's syceess was only statifstically

srgmﬁcant when the Feldman-Mittler approach was used in conjunct:Lon
with habltuatnon. o L | p

~ . M . -

-
e,

Only Ho]lmgs‘fﬁh (1983) found art criticism to be more. effect:we

when used alone .when- used in combmat].on w1th some other

approach such as Gi]lj.at's habituation or Mittler's adypcacy methogs.

Information ' r

<
RN -
- . '
-

There has been some conjecture that gwmg a, subject more

1nformat10n about the- referent would contmbute to an attltude change.

Of the four most commonly used apprOaches, " the lmpartmg of

information seems to most c]osely resemble the art cr:rtrcnsm mode The

expenmenter often descn.b%, analysa, mterpret-s, and judﬂ‘s the .

referent on behalf of the sub;pect The subject 1s not necesanly made

aware of the methodology employed, rather it is Just presented ‘to them

as mformatlon in a lecture form. S ﬁ'

4

a ‘

‘There have not been many  studies which have e:tplored _the,
relationship between information and attitude changey Eisner (1966;
46) found there was a positive, albeu: shght, relatmnshlp between a'- '

person's attztu}de toward art and er mformatlon about art. Day"

< ’ 14"

Suhsequently, Gilliat (1980) -found the combined Feld'men—MittIer '

PR TP

I
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.(1976) demonétrateii more conclﬁsive results, 'Informat:ion .about. art
f ‘ I e styles, transmitted through slide lectures, was. found to mod:fy students'

attmtudes towar:ds those. styles.

¢

"7 Counterattitudinal Advocacy A : S

. . . R
v * B )

1

C . : I
Written advocacy as - described by Hgllingsworth (1983),. or } "
ﬂcouﬁferéizﬁitudinal role playing, as used by Mittler (1972 & 1976a), ‘

erives largely from the dissonance theéry, of attitude change (F&sﬁinéer,

.
v

1957, «

w4

- - o According to dissonance theory, if an individual argues
° . o for a point of view inconsistent with his beliefs, - , "oz
: *  dissonanceis‘created, ,The individual tcan-theoretically

reduce the dsSonance by changing his beliefs so as to ‘

. " be more consistent with hi5 behaviour. Thus dissonance /’

. - theory predlcts that tounterattitidinal role-playing will g

\ . . result in, cormstency-produmng attltude change (Insko, Uy ‘ :
oo T . 196 219, | | - §

o

t
™

stated otherw1se, people cannot tdlerate dxscrepanmes betzween

!

[
.. -
- e

o thelr s and other's atl:u:udes. These mscrepancnés cause an uncomfortable
: tepsxon ‘that people seek to reduce or e.hmmatg. One way of reducing
. \ the tension would be to change the attitude. -Research which tries to.
o effect attitude . c\ﬁange' by estabhshmg .such discrepé}lézies or =
mconsxstencnes is called consxstency research, also known as balance, SR

COngmlt;y, and c’amonance research.

C LA

b
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insufficient in effecting an attitude change.

speaﬁcﬁ éaamtmgs increased. This suggests that the advocacy method -

[

Some of the déﬁéitions likely to induce inconsistency ‘are: 1)

Y

_ making a decision contrary to one's existing attitudes, 2) being exposed

to contrary mformatlon, and 3) behavmg in a manner contrary to one's
existing’ at;titude. An example of the latter is counte;attitudinal
role-playing, . o e )
C . 1 = ) [y ”
Mittler investigated the effects of counterat‘;itudjnal role-playing
on ‘the art attitudes of st:.uQenfs. (For a critique of Mittler's research
design, see Jones, 1975, Mittler's studenti were asked to respond
favourably to werks of art which they had. previousl_{/' regardea ¢
negatively. This approach was found to be more effective than the .
conventional strategy of information imparted through lectures and

discussions, Mittler's findings indicate that pure information is

.

-\( -1 . ’
. RN . -

Hollingsworth (1983) on the other hand, found the
counterat:t':ltudinaln advcgcacy sprategy to be the least effective in
modifying students' positive Affect towards selecéed art works. However,
the young age 5E Hollingsworth's subjects may have prejjdiced the lack

of succ with the advocacy strategy Notably though, Affect for

might be useful with the speclfxc refe;ent, but not - necesanly
generahzed - . Ty |

16 ‘ 'o N of » ;
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. Spontaneous Child Art .
. ‘ ’ ¢
L ~ Rarely dop educators have the orivﬂege of " seeing the. truly
2 : .

. spoitianeous art production of the children they teach, Spontaneous art
is by definition both child-initiated and child-directed, with no direct
adult mﬂuences Done out:sxde our sphere of influence, at the kltchen

table or perhaps surrépmcmusly under math workbooks, such a£t\ makmg

. is often likened to p»lay actmty (Kellogg, 1970, p 63; Wﬂson, 1974, p.-

3). D%cnbed by Wﬂson/as “tatty little drawmgs done in ball pomt on

ﬁned paper” (1974, p; ‘3) they tend to lack the polished finish of school |

/
art, !
e

~
-

The word 'spontaneous' itself js 'osua.lly ascribed a po&it‘we value

. . .
N .o . "

as though, somehow, the word also meant 'authentic' and, 'creative’, ‘As a ‘

result, spontaneous art tends to be idealized, And yet, it is not

inconceivable that” a child would sponta_néously choose to work

stereotypically. The indirect influences of peers, adults,-or the culture
- i )
at large are always availahle to the child even without 'the direct
v - N
\ " influence of educators and parents. - . o '
. i A . ‘ ’ ST

~ ‘ ~

. h . . . v’
One cannot assume then, that all spontaneous child art is

/‘, inherently more valuable than teacher directed art, Syffice it to say
that spontaneous ‘and teacher directed art differ in apééax;ance and in

* the way in which they are initiated. -

‘




s . -

Child art is a spontaneo}s, unsupervised form of graphic
expression usually done outside of school by children for™ . : .
their own satisfaction or in response to a need felt tn = e
an- environment other than the school (Efland, 1976, p,- ' C Do
7. - , ‘ RN T

Unh.ke school art, spont:aneous chﬂd art affords us a more ~ N

i
H
;

,unfettered ghmpse mto th{pnvate workmgs of a cmld's mmd ' Like -

‘teacher directed school art, Spontaneous cl'uld art can be e:.ther Cte - v

authentic or stereotyp:.c. - L. . R oo
\ é ' !
. s T .
e " ' ’ . s . ' . L
' Authentié Child Art | IR S )
. Authenfic child art is-thdught of as that.which is'the child's 'own .’ - 1
N : T : R - . R
work' and. somehow unigue to that child, in a way that is asociated‘with‘ S
Feldman's belief in the 'unique obﬁect' Authent:xcxty is probably what is .
— - ol
~"sought when teachers, exhort the:r students to do then: ‘own work' ) ' ‘
. i3 v - 7. ~ ] , “ “' - \V > ‘- ', ‘: "l
Coe ' : JETE TR
’ "Do your own work." cannot b&ably ‘refer to §ometh1ng' : T - Co
"new," "different,” or "original." It cannot possibly imply L
something totally removed from prevailing ideas, Yet . ' SUES
because’' the word "work" specifically refefs to "art . ' )
work," "own" surely ‘could not refer. to somethmg wholly - DA o
" commonplace or stereotypic. LAt best, "own," when used . k Co T
in that:particular, context, suggests a “persorialized” .~ - o
o response reﬂect:ng ‘at. least some mampu]a'aon of .. . .° Ll )
. .- = available or; glven mformat:lon (Asch, 1974, p. 19) ' ‘ :
. . v N 3 > , , , I) ~y : ‘ (
This ]a.ét phrase provm‘les us w:.th a useful descnptlon of authenhc, S -
» , ey s R .
Lo ch:ld .arts’ an art that:‘is not neceénly wholly thhout mﬂuenc&s and Lo L
. \‘ yet: notso constramed ag'to- bestereotyplc ‘ S K . s ',. ' R
. . . . . . - ¢ . . v - ‘._ . '
° N v o o
' ' L. ‘ T A > x
3 ( o o . P a0 b o " ?
- . > ' ) ‘ .



. or schemata Wlth stereotypes L . .

One must be careful not to confuse ch:.ldren's authentic symbols,

‘

s

. ' The difference between the repeated use of schema and ~ .
_the use of stereotyped repetitions is that a schema is
flexible and undergées many deviations and changes,.
whjle stereotyped repetitions always remain the same. \
(Lowenfeld & Bm:tam, ‘1975, p. 185)

‘

For instance,\ the . perennial schema of a house with its triangle

roof, its two windows, each divided into four panes, carefully flanking a,

door, is often regarded as stereot?plc. A schema-is stereotypic-only

~

b .
when it never dethes from one drawmg to the next "The key in

o ]

. recognlz]ng visual ~stereotypes lies in repet1t10n. The r eEated use .or
- reliance .upon _artjconceept."» (Vitoria,, 1973, p. 11) wh‘éreas schemata do

vary o evolve with the changing needs of a series 'oﬁ visual tasks,

- te b T ‘
° . ! R ,/' ’ ll

* 4 ~

" Authentic then bec0mes a descnptor that can be applled to both .
spontaneous and teacher directed art. Authentxc school art for mstance,‘
. would have to be vaaed and personahzed in contrast to the umformlty .

of stereotypic schodl art. !

\

That Wthh Ke]logg called authent:Lc chﬂd art" stems from_

cthdren s self—xdentxﬁ.catnon w1th the1r work. Thus to be authentic, the

art must be respdnswe, reﬂectmg the ch:ld's "concepts, feelmgs and

per:ceptxons of the envuonment" (Lowenfeld & Br:.ttam, 1975, P. 180) In

A
} addu:Lort, authentxc ch11d art is seen as an. opportumtyt for emotlonal.

growth L S - .

< ’ . ot >
- : B e

-ea
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Stereotypic Child Art, ™ ..; . . . . .. AR

8.. ‘.

t

A child who is emot:Lonally free and umnhiblted in”

T creative expression feels secure and confident in -

attacking any problem that derives from his expenences
He closely 1dent:1ﬁes with his drawings and is free to
explore and expenment with a variety of materials, His
art is ih a constant state’ of change and he is neither
afraid of makmg mistakes nor worrymg about. the grade

' he might receive on this particulat project. For him the- -
art expedence is truly his and the intensity of his :
involvement -provides for real  -emotional qrowth"

. (Lowenfeld & :Bnttam, 1975, pp. 34-2)

: °Apthentic child .art is thought of by Lowenfeld & Brittain as

‘ inherently valuable and contributing .to  children's psychological

W eli-being .

(i

> eAuthenth works also contnbute to chzldren's artlsl:l.c development‘

and as such, prov1de us with msxghts into the child and the’ art makm% ‘

&

process Unlike stereotyplc works, an authentic work reveals the 1dent1ty

‘:of the child who made it. A distinct personal style is-revealed by SJch

LAl

things as t;he body schemata used, the size and placement of elements '
and the nature of the narrative being deplcted. The ‘personal style of an

_authentic work tells us about the child's developmental, level, interests,

and powers of observation and imegination.

4 . -~

)

‘

For purposes of this paper, only the. most narrow deﬁmtlon of

stereotyplc will be cons.dered, leaving aside the more contenuous issues

o i

of copymg:" Stereotyplc art is generally taken to mean that whlch is

.y s 4
fixed in all details and repeated without thange (Lowe‘nf;ald & Brittain,
N ] ‘, E' N . B 20' ' . . . .

l

s
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}9.75, p. 185; yiton'.a, 1973, p. lll). That is, ah image is replicated as . |
) ‘exactly as possible, witd monotonous, regularity. However, some ch:ﬂd art

falls under this definition because it seems to follow a central formula,
Child art is often called stereotypic because ‘of the repeated use of - -
,,schemata or symbols, Such stereotypy is not necessan'lg( identdcal or

. unvariable (Freeman, 1980).

. .
L4 . ’

More central to the concerns of this study is another ‘type of

. stereotyprc child art. Here the means of reproduction are mechanical,

relying heavnly on tracing or following the pre-established outlines of

stencils and colouring Books. In such'cases there would be no atte,mpts

to transform the ex:stmg image in any personalized way. Often, though
- !

8

not necesanly, such work is mxtrated and directed by adu.'lts

- %  Some educators argoe -that even the child initj.ated stereotypic art-
would have been invariably mﬂnenced, either directly or mdlrectly by‘
adults Kel]ogg (1970, p. 151), claums that child initiated stereotyplc art

)

stems from an acqulred need to please teachers and parents, Vitoria. '

. (1973, p. 10) also adds peers and the culture at large to the’ ljst of

mdlrect mﬂuences on ch:ldren s stereotypic art work It is not unhkely

that child lrutiated stereotyplc work would differ from teacher duected -

stereotypes in appearance and intent., /Also, the meaning and vallle that

children and teachers would ascnbe to the stereotypes might prove to be

different, . . - LT




- “Given’ these poaﬂble differences, this' stidy will concern 1tse1f

.excluswely with teacher initiated and dlrected stereotyp1c child ar(: .

o Such stereotyplc schodl art will be- charactenzed by the mﬂex:ibil’ity of . . S
- the proce&: and the umformlty of the final products, with httle room

lefc fcr ch:ldren s personal mampulat:xon and transformauon of matenals - *

and 1deas. ~fSpec1f1ca11y, this wﬂl entall the use of such ~preset and N
mechanical means as stencils and pre—cut shapq‘s. ' .
f*ﬂﬂ!‘*‘”" -9 i . ) . v
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Teacher Directed Schoal Art

. This paper is exclusively concemed with school art as opposed to \
.‘spd‘ntaneouls child art becauge teachers' experience tends to be limited

: ko school” art and only school art is withi‘\n a teacher's furisdiction to

inﬂuence. Teacher directed school art is a broad category; which

encompaseé both authentic school art and stereotypic school arl:.

Though decxﬁedly deferent from each ot:her, theee two aspects of school
art do have some charactenstics in common. k} .
P |

All school art’' products, both authentic and stereotypic, seem to

look different” from quritaneous childrens' work. Besides being more

polished and orderly, the range of materials and themes are different..

-

Most of us are familiar with the products, themes and

‘ media given play in the school art style, The products

m;aﬁige from tempera .paintings on newsprint applied with

large brushes to 'string paintings; string printing;
‘dried-pea~mosaics; tissue collages; fish-mobiles; and -

masks of every size, shape and descnpuon Themes

' range from’ topics like "P]aymg in the School Yagd"

"Picking Apples”, and "'am at the Dentist", Halloween,

Thanksgiving, Christmas and Valentine's Day are

(Efland, 1976, p. 38)

a

observed with products in the for:m of cultural symbo]s ‘ ; (\ ol .

1 ' 1

The’ matenals used- inv schq:l azt -appear to be more varied than

what would norma:lly be at the d15posal of a child workmg mdependently
-0n the other hand, the themes g1ven play in school ax:t appear, to be

limited compared to those springing from the unfettered imagination of

spontaneous child art, | ' L.

@
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Al

-rules are one type,of constraint.among many.

\ . J

n addition, t:é-:-acher d1rectex’37 school  art ]S, by definition, -

compu.lsory, rlIle governed and somewhat more ordedy hhan spontaneou.s
chﬂd art, It IS also teacher initiated and teacher dlrected Trans]ated
into practice, th1s means that it is the teacher who assigns materials,

techm‘ques and themes and who determines the time alottment.

¢
.

. The teacher's direction and instruction are what Efland refers to

as the "rules of the game®. Efland does not consider the imposition of

such rules -or i.r\struction to be necessarily detg’imental to childrens' art
making. This is in- dlrect contrast with- Lowenfeld‘s posn:Lon, which

mamtamed that a teacher r‘ieed only react to the expressed needs of the

child, and should not actively i:ﬁtigte,;rxstruction. This view, prevalently

held, prior to the rineteen sixties, was that of 'the supportive teacher,
who provided materials and encouragement, but not instruction. With the

recent resurgence of interest in tihe effects ”qﬁ,instructiorﬁ on artistc

learning has come support for Eﬂanci‘s posxnon Eisner, for instance,

wrote that artxstl.c learru.ng is not an automat:.c consequente . of

‘maturauon and that it can be facxhtated through instruction” (1968, p
47). . (For fgrthgr di_scusion of 'thi.s t:opicf see , Eisner, 1973-74; Lewis,
1967.) Teacher directed schdol art, though a'-prod,uct of rules and

instruction, cannot be dismissed on that basis alone. One could argue

that people make art under. all kinds of constraints and that classroom

o >
. ]
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_Teacher Directed Authentic School Art o

1
e

: Recognizing how easily cultural symbols are transformed by some

teachers into cultural stereotypes, there is the temptation to dismiss

Efland's list . of dried-pea-mosaics ‘and fish-mobiles ‘as verging ‘on

- stereotypes.

d ’

Not. all school art however, even that dedicated’to the observation .

‘of holidays with -the accompanying cultural symbols, is; necessarily

stereotypic. School art can be authentic if it is the child's 'own work"
and if it is a personahzed -response, reflecting at Jleast . some.

manipulation of avmlab]e or given information" (Asch, l@@, p. 19).

Teacher directed school art is also authentic when-it ’meets the

. needs of the child within sth'e school environment. Even though schodl art
does.not meet the same needs as spontaneous art, children do seem to -

‘find it enjoyable. and diveréionary. To say that school art is a welcomed

change from other school subject:s, does not necessanly tnvmhze 1ts
1mportance, but rather hlgh]lghts its authentxc potentla.L

f et »

K |

Teacher"directed authentic school art differs from stereotypic

. s“hool art m that it is ysually the product of dlvergent, as opposed to
’ convergent, leson plans Divergent lessons are ﬂex:ble and allow for as |
. many solutions to a v1sual problem as there are students, "even though
limits were lmposed, the outcomes were quite vaned" (Panser, 1981, p.

' 86). That is .t:o. say, that.a]though hmlts of t:lme, materials and themes :

25,
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encourage, his/her personal style ‘and expresiéﬁ of ideas and interests, -

. . . ’ "

‘ , ’N ne of this is to say, that authentic school art is so divergent as

authentlc school art must in some way reﬂect,the con,stra_nnts levied

upon it by the-school ehvironment and "the’ rules of the dame".
I " | : '

k]

e 4

The -school environment, itself, is often . highly ;uthoritariap,

.exert:ing pressures . of conformity and upiformity on children, deepite

professed goa]s of individua]jzation The 'codtradiction between the

espoused xdea]s and the authontanan nature of the school are reflected
in the sch1zophren1a of the school art style 'On one hand, teachers often

want schoo; art products to have the look of individualized, humamst:rg:

limitatiors, - - o

' Teachers know in advance the look of the products they
want and what they don't want, Usually, they do got

.want pictures with a copied look or comic stereotypes
(Efland, 1976, P. 41) ’

~

- - And yet t'eacher_s impose their own reﬁtric.:tions, eyen if they are

- L, -+ not so rigid as to invite .étereotypihg. ‘Teachers often urge their étudeht:s'_.."

‘td fill -the page, use clean coi.ours or use freer brush strokes (Efland,
"o 1976, p.41. In a recent description of his own- work with students, ,
Panser asked h13 studénts t:o use black tempera pamt outlines f:rst,

follewed by bnght colours, in -order to mcrease the hkhhood of gettmg

4
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may be set by the teacher, enough lattitudev is left to the chilg, so as to

to be synonomous w1th spoAtaneous child art, In the final analysxs,‘

Jearning, while on the other hand, they want them to conform to various

-



bold and colourful paintings" (Paﬁse‘r, 1981, p. 86). None 6f tk‘ne 'exampres .
cited, present particularly onerous -constraints.‘ On the contrary, art -
educators often set limitations, not-to ensure uniformity, but to set
désign problems, Tt may be. that the Iin;ita'tions, that constitute an/
. authentic séhool art style, are an adaptive dg\\zice by which teachers can .°

steer“a middle course between "the ethos of art and ethos of the school”

(Pariser, 1981, p. 8&1\
' 1\ .

]

Tgacﬁer .Dir Stgr.:eotygi.c School Art

One might speculate why .clasroom teachers initiate and direct'
sterectypic school art’ gt a]l, given. the schpol's espoused ideals of: L
individualized and humanistic learning. Cona (1§73, p. i55) suggests
that ster‘eot':ypi.c‘ school art is undertaken as a convenient form of 'bh;sy
work'. Other explanations are that the need for classroom ‘'decoration’
. supercedes other ideals o.r that the prbcéﬁ of making stereotypic ;aft

mer'egly reflects teachers' need for control

Given that holidays and their accémpariying cultural ‘symbols seem
to inspire much of the stereotyped work, that passes for art instruction, -
‘one . might deduce that strong pressure for 'cultural Mmaintenance' (Asch,

v \
1976, p. 18) is brought to bear upon teachers.

1
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community can see to it that each and every halidy is
hailed with a spirit and reverence that would warm the
heart of any greeting card manufacturer. (Asch, 1976, p.
18)

,Be‘sides" this possible pressure, one might also assume that teacher

directed stereotypic school art must also be the consequence of

EM)

teachers' ignorance as to what const:Ltutes worthwhﬂe art mstructxom

And yet it is not uncom mon to find teachers who knowmgly favour

Al

stereotypic instruction. . ”

.Stereotypic instruction is a stringently contrdlled iaroces on the
part of the teacher, "The blad,fes&ﬂré are alx;lays 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™ (Read, 1966, p. .
B -3

264). The final product is predetermined at onéet by the teacher, The

.emphasis is placed on one final product which all the students must )
replicate, To ensure the desxred umformlty, the proceﬁ used is a‘.

. convergent one. ) .

4

At the heart of - stereotypmg is convergency, the
practice of finding a single solution to a prob]em, often
' by a pre—established route. (Vitoria, 1973, p. 12)

The difference between divergent ah,d“ convergent is &imilar to ..

Read's dichotomy between injaginative and’ logical thinking (Madeja, ,

[

1967, p. 10). The type of convergency. described by Read, however, is

not an absolute convergency. It merely leads to logical or conventlonal

solutxons with little room for explor,at:.on. However, the convergency

28 . ’

Through a "well-designed" curriculum, schpol and - )
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]

.usad in clasroom srtuatlons is often so absolute as to allow for only

.

l
-solutlon, with no room for _eXploratmn. Any deviation from the -

predete‘rminedf:inal product can only be seen as 'anferror', a result of

iy

inattentiveness or sloppiness, . -

-
-

'(

The convergent proces, as used by teachers, is typifled by two

approaches, a) prototypes and b) pre-se? outlines . or shapes. Wi

version of the final product to the c.las Each step ih the proce

" prototypes, the teacher typlca]ly begms by presentmg a completed

necessary to achieve the prototype, is then demonstrated, The students

are urged to rephcate the prototype as closely as possnble

B

asked to fan:hfully reproduce such’ tnte objegts ds:

15}

-~

* the Thanksglvmg turkey made from tongue depressors,
. the Christmas tree made from ‘fanned Reader's.Digest,

v om

‘flood of ‘red construction paper hearts trimmed with
white paper doilies, green triangle Christmas trees with
crisscrossed lines For decoration, - black construction
paper patterns carefully ‘silhouetting what one would
assume to be heads of George Washington and Abraham
Lincoln.*(Asch, 1976, p, 18).

N

The list is endless,

.

the paper doily valentine (Vitoria, 1973, p, 10) -and a -

3

The

" -prototype is itself often stereotyplc. Tms means that children are being

The second convergent approach 15 to present the ch11d with some

partially compl!hed form of the ﬁnal product such as stencils, colounng

books, -pre—-cut patterns or forms to be traced. Again, _the images td be .

]

'ir;ound in these stencils and.‘coloun'ng books are invariahly stereotypic in

.themselves, Not only are they adult drawings, but they are stereotypic
' . o . 29 . .
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\ . |
adult drauwings of the Easter bunny and the like. "Such: pre—estaB]ished § . <
outlines or ‘shapes are particularly effective in limiting children's oﬁotidns

‘and ensuring uniformity. Often the last avenﬁes of expreﬁon 'aré also .
closed to the- children, by asking that they use particular colouré,\stay
within the lines and so on. o : '

[4 . . |

Teacheér 'dirécted stereotypic school art - is everywhere ' (LeBel,

" 1983); , A ‘ -

, |
school bulletin boards and display cases are the \
temporary receptacles- for a steady stream. of tight,
sterectyped, and completely, uninspired art products,
conceived and executed .in haste and just as hastily -
forgotten by the studenks who made them. (Mittlér, .

197619, p. 13) |

] ‘ " - R ‘\ - ’ .
Such stereotypic products are a]so forgotten in the very hteral sense of . ) ) ’

.bemg mdlstmgmshable among the thirty other identical works.
_Stereotyplc school “art te]Js us so httle about the md1v1dqal child who ’ . ot
made it that often the child himself cannot recognize his own work,

Such works reflect only the teacher's directives, nothing of the child; .
- : ;o »
Not surprisingly, convergent art instruction as just described is o ‘é

. - N

~

met with ‘generall disapproval among art educators, : T

v
g

=

. . »
Art instruction that includes thése kinds of activities is '
worse than no art at all. Such predigested activities
force youngsters into imitative behavior-and inhibit their ‘
own qreatlve expression, These activities make no v o
- provision for emotional growth because any variation the
child makes can only be-a mistake; they do not promote
skilld, because skills develop from one's own expression, -
. Instead, they condition the child to accept adult
; K - 30 | -




. . - concepts as art, azt that the cmld i$ unakle to produce, i S
e ) - - therefore frustrating his own creative urges. (Lowenfeld LR
Ny . ) 5 & Bnttam,tl975, p. 1100 ‘ '
l B

24

i ) . ., The chEges against such teacher directed stereotypes are many At nsk .

{ . .

: 1s a) creatmty and se]f-expressnon, as well as b). skﬂl deve]opment, and‘
causmg c) reliance on adult concepts as well as d) the 1oss of,

D < 7.

selfbconﬁdence. ’ . ¢

.+ “Such work by -calling it "heliday art", Jameson relterates Lowenfeld and 4

? ' ' Brittain's charge that creatwu:y and self—exprmon are threatened.

: - o All that can be said for so—called painting books is tHat S
e o8 .+ they keep children qmet;. They provide no channel for = . i e

: . T communication, no creative spur and the d‘mld expresses | -
+* ’ little or nothing. (Jameson, 1968, p. 97)

o » LY . I o

v
B T e

-
-

" Other E:‘rii;icisms against colouring book’s concern t{me need tc\) encourage
- ) .children's own experience, which seems to be con‘stricted by calouring
books, Lo.wenfe]d & Brittain call colouring books an escape 'into pattern
- and "pr:otect;iori from exposure to the world of -experiences" (1975, p, 33)
while Bieljsh warns that they "tend to make children insensitive to their, o

.own experience” (p, 9). : ' ' . P

nt
*
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b) Skills’ L ‘ | ‘e T s
. One of the chlef :ustnﬁcatrons used by c]assroo;n teachers for the ' ‘
. -cont:mued use of pre—estabhshed forms or prototypes, is the clalm that 1t: . - )
1mgroves hand-—eye co—ordmatmn, by t';eachmg cutting and colourmg S 9
skills. This aréument is countered by‘ many educators such as' Ke.llo’gg, S K ‘

who clalms that "The resulm are neither free art, nor good exerc:ses for B
co—ordmab,ng hand-eye—bram controls" (1973, p. 9) ~ McFee further

contends that observatron skﬂ]s are, in fact, dlmzmshea rather than ) L

»

1mproved by such methods ' ‘ . 3 A IR , T

When' children aré given colouring books or are asked to o s "
fill in outlines of adult sterectypes, ‘they are in some R
cases decreasing their use of perceptual information, '
The interaction of logking, then symbolizing in both , : ' ‘
words and icons, then looking again, then changing and . Tt
amplifying the symbols helps increase perceptual and T
- conceptual: development and to decrease stereotyping.
(McFee, 1970, p. 255) —_—

. N

A}

In short, eye-hand co-ordination or ‘'looking-symbolizing® skills, -are ¢
. . o » , ‘

/t:hreatened by colouring books and the Jike.

? . C " /

. x'- -
N
- R
. \ »
~ e . .

Parent-s ard tedchers are warned not to encourage pamt—by—number o
sets, stencﬂs and colourmg books because "The skills developed. are

mechamcal and divorced from thmkmg (visual Arg, Education, p. 5). The

argumerit here is that not only are such activities ineffective at
promoting skills, they are in fact actively detriméntal to conceptual T
processes, ‘ ' ) ., 2L

. 32 ' .
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e . t Tt offers shortcuts to art that turn out to be permanent

: detours, teaches gimmicks that 1mpede the development ;
' . : - of self—involved t:echruques, and provides. meaningless o '
oo . 1 reclpes for instant: aesthet:rcs (Conant, p. 151)

‘W . ) The premise being that shortcuts sucl: as these or "visual sl,ang" as - "
. . . E L. ’ V1tor1a (1973, p. 10) calls them, present an easy alternative to the’ more
o “ ( arduous task &f deve]opmg skill mastery (See Carson, 1981) and mventmg :
. \(/ ' N new 1mages. ) Furthermore, it is charged that dependencies are—c_reated in | -

<. children “‘w,ho are fed & steady diet of such mindless activities.

n : - . I

¢) Reliance on Adult Concepts .

o

' Cnﬂdren'e 'dependencj.es on such pre-digested ’activities are t;hougnt ; o o

- to be uhdermining to children's auth®ntic art in that adult:_ concepts o

{ .‘ ‘ " shelter children from their own experiencee and at the same time, inure "

| S _ them to adult stereotypes, . Kellogg writes that“st:encﬂs and colouring "
| books h\eJ,p fix certam adult dewse formulas for representing objects"

L N (l 30, p. 145) m the child's m1nd Consequently, children's authent:rc\

L]

1mages are supplanted by adult stereotyped images. . o,

. -

. . : o~ e - \ ) - -
: ; d) self-Confidence L. ' s X -

~ L : <

A -
LTS

. - ' . ' .
— oo ' One could imagine that a child. might gain confidence in the o e
~ ' completion of such carefully controlled tasks, where the hkhhood of

\Emﬂ,aokﬁe\dng the pre-established image has been all but guaranteed, - T8 the
U S . /

33'_ e o -

i - - -
- . w— e - I . .
- g : T : . R e e



R

[y

‘~c§nf:raryf however, art- edqcatars - (Brittain, '19'68) claim that

pre-established images and processes cause children to lose confidence .in
their own abilities to create images. Their own images seem inadequate

by comparison.

A worse danger is that he hay feel unahlé to do any
.drawing or painting unless' he has an outine drawing .
provided for him first, (Jameson, 1968, p. 97)

A sense of inadequacy is fostered, and oft;en expressed by children who .

plaintively complain that 'they can't draw' (Bielish, p. 7). Even those

whd succeed im closely replicating the teacher's prototype are nc;t

thought to have gamed much .in self-esteem,

Lt is difficut for a child to feel a sense of

. accomplishment after -having been led step by step
through a series of mindless operations culminating in a -
product that looks remarkably similar to what everyone °
else in the class has produced. (Mittler, 1976b, p. 13) - .

\
. - .
In' the, final analysis then, modelled forms and pre-established

outlines represent an extreme form of teacher directed art. Such

3

stereotypes, the products of inflexihle convergency, are almost

universally opposed by art educators, The opposition is to the enforced

. R
uniformity, #hich undermines such basic art education objectives of

creativity, self-expression and mastery ?E skills..
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The common definidon of copying, as’imitatio}i or replication of
existing images, comes close to some aspects of stereotyping., Despite

this, copying was intentionally ommitted from the preceediﬁg discussions
A3 ¥ ‘ '

of stereotypic child art or teacher directed, sterectypic school art, This -

was largely due to the unresolved nature of the -controversy surrounding -

the issue of copying. This controversy is presented here in order to

render it distinct from the is&e of stereotypic écﬁool art, which is the

. primary concerp‘ of the present study. .Urﬁ.ike, copying, stereotypic school

‘art is almost universally opposed by ax:t“educators, whereas the debate

sirrounding copying is much more polarized,

. . &
Critics of copying say that- copying, like stéreotyping, requires the

mﬂuence of external sources What is _more, th%e critics argue, any

detrimental to artlst:Lc learning. The child is beheved to possess innate

abilities which need no adult intervention (Read, 1966, p. 263).

LY

The formations are. not learned from adults. Each
generation starts from scratch and each child teaches
himself the basics of drawmg before age six. (Kellogg,
1970, p. 92)

This reflects Arnheim's (1954, p. 95) position that a child's artist:ic

d1scnm1natnon is honed by t:Lme and maturation and needs no extemal

' mﬂuences. Cizek be]J.eVed that external influences would 1mpede the

develoment of "a'strong type of art" (viola, 1936, P. 10). Such mﬂuences

35
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: external mﬂuence is not mternally mot:wated and is thus thought to be )
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are also thought to foster emotional maladjustment (Lowenfeld, 19.53;, s}

3‘3; Read, 1966, b. 266) as well as frustration (Jameson, 1968, pp. 96-97),

Similar c::itidsmé are levelled against cc‘apying. Wieder (1977), for
instance, argues that copymg mterferes w1th the individuality of
children’s styles Others claim that copymg is simply not as creatwe as
producing personal images, De -King (1981, p, 46) calls copying an easy

solutdon, which recalls Lowenfeld's earlier dictum that it is better to

, invent than to borrow. , . '

i
*

The source of most chidren's copymg is usually adult 1mages

that mere exposure to adult images may legd to st:ereotypmg. If this is
the Acaée, thgn copying adult images ‘must ;hei:efore be as ?qually
damaging. Russel and Waugaman's study demonstraged that even a single
experience with workbook copying deten’or.ated- chidren's richnegs of

detail, size and information,

Critics have long feared that chidren may "copy or imitate or be
influenced by tradition" (viola, 1936, p. 15). The‘genérally« accepted

solution w ally to be found in Lowenfefld's cryptic prescnptlon
"Never le(:t:g\.y anything” (Lowenfel({ﬁ 195'7 D. 15 ' '

‘n

-
Pro’ponenfé/of copying present another side to' the controversy.
Since the late nineteen fifties, there has been a shift in thinking,

represented by Efland, Lanier and" McFee among J bthers,‘ which

4
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Kellogg (1970,¢;§ 98) and Russel and Waugaman (1952, pp, 10-11) suggest.
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. acknowledged the existence and need for external._i'nﬂuences. Children's

artistic devélopment was no longer seen as entirely se_lf-rr}otivatedi and

self-contained, but influenced by environment, culture and instruétion.

With this shifting emphasis came a renewed interest’in copying,

unparalleled since the days of Walter Smith; Macklin (1978) advocated a

'repetit;ive type of instruction, reminiscent of late nineteenth century

methods and much like the Suzuki method for violin instruction, Macklin
rehabilitated the idea of ‘having chidren, in'their most formative years,

copy 'type forms' such as cylinders, pyramids and cubes, which are said

‘ to be the basis of shapes to be found in art and \‘nature. Repeated

copying is supposed to enable children to replicate adult forms and thus -
. ) \

gain se]f:-conﬁ.dence.

" Marantz (1982) advocates copying, as essential to art:istic‘learn@ng

. and compares it to the role of imitation in the acquisition of language.

Piaget (1951) is cited as Kaving long confirmed that children naturally

" model from each other and that imitation is important to learning. (For a

further discussion of imitation theory see Bandura, 1977 ) Wilson (1977,

p. 5) and N. Smith (1983) have also suggested that copy&mg is natural to

chﬂdren at an early age and not as critics have said, only é?temally

' imposed. ’ ' .

Copying is regarded by Kozlow'ski and Yakel (1980, pp. 25=-26) as

well as N Smith (1983) as a valuable skill, that can help in the mastery

of graphlc forms. WiJson (1977, p. 5) claims that chhdren who copy are

'
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.advanced in their ability to "present'.visue;l ideas, and depict such things
as foreshortening, perspective and action in their drawingé". In short,

copying is sduted as a liberating rather than réstrict:lhg agent,

Those who defend copying, often do sO on the grounds that adult

. artists have often used copying as part of their own work. Efland (1976),

Gombrich (1972, p. 82) and Marantz (1982, p. 7) invoke the names of
m\arxy— such artists. Wilson also believes that artists have always
assxmﬂated cultural conventions and schemae as a first step in achlevmg

’

what Gombnch would ca]l a c.]oser: matchmg of the wox:hr}1 around them,

‘

" Wilson beliévw ‘that copying, or conventionf-’acqmsition, as he calls
'.it, is of péramount importance to artistic learning. Children, he
bf)stullates,lbegin by first copying &t:her signs, albeit the simple ‘signs of
older children. He opposes Wieder's' contention that chidren d6 1n fact
invent or’ rg—inver;t .signs,' wi{ich -arev then later compared to existing
v1sua1 conventions or’natural okgéervation,s. (For further details of this
debate, see Arnheim, 1978; Ives, 1978; Parisér, 1977; Wieder, 1977;
Wieder, 1979.) ‘ ' .

LS
!

L N

Though not all educators. would go so ‘fz_ir as Wilson has, in _

suggesting that' copying oﬁght to be' the principle feature of art

" education, there is a growimj belief that copying should be recognized

and as Smith (1983) advocat;es, channelled rather than supressed, Even

Arnheim, critical of traditional coying methods, qualifies his-position by
wriking that: | '

)
[ ‘
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a there is equal danger.in preventing the child from using, -

} . T .t « N
. ’ .3 el ’
- ' . /\/
. ' ) ’ '
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3

pictordal work for clarifying his observations of reality
. and for learning- to concentrate and to create order.
- (Arnheim, 1969, p, 168) ‘

l

Like Amhelm, Efland concurs that’ forblddmg copying aJtogether can be
represswe to the child. E‘orblddmg copymg only serves to 11m1t ch:ldren s
options. This limitation is what; Wilson refers to as "an artisti¢ dead-end
in the pre-conventional state" (Wilson, l9\76a, p. 6). F ermore, Aech
(1‘974, p. 18) makes the point that’ it is inconsistent o teachers to “ask

that children not copy from their own sources and yet expect them to

_ follow demonstrated techniques and proceaures.

It s apparent that copying remains the object of much unresolved

debate, Crtics of copying maintain that it should be suppressed

. al::oéether, while adv'ocates suggest that it be made a focal point in art

.education. Those caught in the m1ddle of the debadte, often think that

copymg ought to be at least acknowledged. They argue the objecuves as .
well as.the»pro.cem of copying cannot be compared te stereotyplc school
art, Copying, unlike ‘stereotypic art, is thought to be a tool or skill,
useful in ‘helping chidren extend 'their- ideas. But beyond that, there is
little consensus as l:o what type ef copying is best, and at what; gée. For
instanee, many’ question ,whétﬁherﬁ ¢opying images \from'popular culture is
as vaiuable as copylng' from: master wo;ks ‘As well, children's Iag.es come
mto consideration., Even proponents of copying (Wﬂson, 1977, P. 5) often

grant a penod of B to children under the age of _eight, when.

copying seems less, g ropri,ate. In a;ididon, there is diségreement about
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A]l tkus makes it qu:.te difficult to decade w1th some certamty,

v 4

whether or not, or to what degree, works that have been cop1ed ought
to be consxdered stereotyplc ¢+ Far that reason t:he issue of copymg will

remain outside t:he mairi . scope of th:s paper
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x o . 1. . HYPOTHESIS

‘ ‘Ce‘rt«‘ain basic mues emerge’ from the research literiture as just
~ S . ldescn'bed.. The first. invoives the reéurfeﬁt and undéx:lying asum{:rl:iqnv
. améng art educators as to the importance of classroom te:;lcher's' attitudes

towards chiid art, However, aside from-the long étancéing ‘work of Ke]log_g y
(1970) .and the subsequent verification by, zurmuehlen (1977) there has

% ' beén little investigation into teachers' attitudes towa;ds chila art, More
A at issue is the appar~ent dearth of any re:séarch'»concemed with the actual
' transformation or modification of such attitudes thought®to be held by

- - classroom teachers,

&t

* What does exist.is research involving the modification of sdbject;s',
generally adults, affect with regard to,adult art, It is from such research

. that the instructional strategy for this paper.was derived and adapted to

suit the needs particular to teachers looking at child aft, E |

, Tt is the hypothesis of the present research that as a result of the .

ombined insttuctional strategy of a) information épd b) counterattitudinal

dvocacy, i1l exhibit a measurable attitude change w1th regard

ecifically, tﬁe atfitude change will entail: 1) an increased pfeference

for authentic school art, as measured by the pre arid post tests, and 2) a

and post tests..

41 .

acher & directed authentic and stereotypic school art. More

decreased preferenée for stereo{:ypic school art, as r_heasured by t;hé pre -
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METHOD

(3

Selection of the Methodology

‘Selecting the final combined methodology of a) information and b)

* counterattitudinal advocacy was partially a process of eliminetion. The

literature of atf:itude change, as reviewed for this study, described the

five most commonly used methodologies; exposure, studio activity, art

" criticism, information and . advocacy, in a bewildering array of

. combinations, The literature was not conclusive in specifying which

particular combination of methodelogies would be most effective,
Therefore, the process .of elimination for this study began with the
evaluation of each methodology singly. .

The methodblogy ch mere exposure°was deemed somewhat redundant ,' .
given‘ the prq]iferation ‘of both authentic and stereotypic works already
present in the school envnronment:s Moreover, it was judged dlfﬁCUlt to
control such exposure in a schooL In addition the exposure of authentlc
works would not necessanly address the probdem of teachers' affect

A

towards the stereotypic,
The studib actvity ;nethodology" was judged to be better suited to
modifying teachers' affect towards adult art, as opposed to- child: art.
‘Similarly, the art criticism mode, particularly the stages of interpretation
L R ' ) 1 ‘ 42 :
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and judging, wene thought to be nore appropmate to the discussion of

adult art as opposed to child art,

Consequently, the two methodolog1es settled on as being most

\ appropnate were information and advocacy. The mpartmg of information
N

was thought to be both simple and expedient to use as well as being

Aimportant to the cognitive aspects of attitudé change. Information would

also be vital to the advocacy stance to be assumed'by the teachers.

This‘ counterattitudinal advoctacy approach was part:'LcTﬂarly
mtugqmg to ttus researclier, given Mlt:tler s succes with the method At
the ’%q least n: was ’thought that the advocacy approach had not as yet
been fully explored by art ed‘ucat].on, given its prominence in the social
sciences. ‘

; o . Ty , “ ~ : !
S . .

Treatment Groyp ~ )

The subjects in the treatmert group consisted of 11 first cycle
Elementary classroom teachérs selected at random from 8 Montreal

schools, The teachers had an average of 18.7 years . of teaching

" experience but had little art training. Aside from one teacher who had

majored in Fine Arts as an undergraduate, enly 4 of the other teachers

, had ever taken even one art course, That course was.a basic Art-for’

A}
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Classroom Use one taken as part of ‘their iniHial teacher Eraim'ng many

years prior, The remaining 6 teachers had taken no art courses at all.

« . \
» v . f .

Control Grdup

~

te .. o “
3
4 f

The subjects in the control group consi of JO first cycle

/ Elementary clasroom teachers selected at random om 7 Montreal
) schools The teachers ha/an average of 16, 5 years teachmg exper:uence -
but aga.m had httle art trammg. One teacher, however, had‘ an »

: undergraduate ma;pr in Art Education, Another had taken the Art for

. Classroom Use course as part of her initial training, The remaining 8_ :

&

‘teachers had taken no art courses at all,
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' PROCEDURE

|
i
i
! *
P S . N
| . Each teacher in the treatment group met with the researcher during
! . * “» s kY - . A
_her spare or lunch breaks for’ a total of five sessions. Each session
- o averaged twenty to thirty minutes. Generally, these” meetings were

conducted, on an mdmdual basxs However, in schoq]s where there was -
s k] [ ‘
P / ] mo:ktJhan one teacher pargcn,patmg, sessrons were compnsed of small
0 ‘\\ “
R ¢ " groups of two or three teachers. : w

@ ,
N , 2
Wy o

'

" The five sessions were arranged ina."jthe.a fallowing s'e&uenr:e: 1)

Pre-test, 2) Slides and discussion of clﬁldar’t’ development, 3) Slidés and

-

discussion of authentic and stereotypic child art, 4) Counterattitudinal r
advocacy and 5) Post- est:. There were three week intervals between ‘each ’ ;

of the se&méns so that the entire procedure tooJ< \four months to

cgmplete.

.
LR
P

‘ . - “?, ' ' _Unlike the treatment group, teachers m the control group met only
- ' ‘twice with the researcher for the : l) Pre-test and four months later for
‘ “the 2) Post-test, The circumstances of these sesSions were similar to that

of the treatment group. The control group, however, expeaenc,ced none of

- the mtervemng slides, discussions or counterattx.tudmal advocacy. " ’

4
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Pre—Test LA :

e Ve

The pre—test was deagned to measure teachers' initial attltudes,

expre&ed t.hrough Affect, Cogmtron and Behavmr

Y
¢t

Affect or preference for authentic and stereotyplc works was .
measured by havmg the teachers sort a gdlide sequence (Appendlx 3) of the’
ch:ldrens' works into the two categories of like and dislike (Append:.x 2),
Half of the slides represent.:ed\ sgth;hdc schoql -art and half /were
stereétypic school art, - ‘ /

v \ | )
Cognii:ibn or teachers' understanding and judgement about child art

was measured by having.them respond to statements about child art while

viewing " a - slide sequence (Appendix 5). There were ten slides "with

' accompanying statements, which were sorted into the two. categories of

agree or dxsagree'(Appen&x 4) Ha]f the slides were designed to' test

teachers' understandmg of chﬂd art development and ha]f reun.red the

teachers to d1stmgmsh between authentic and stereotypic” works

-

-

; - Behavior, defined as teachers' 'voluntary activity in art'_(Eisner,

[N

1966, p. 44),41as measured by the results of art le&éns independently
initigted and presented by the teachers, Slides (Appendices 10 &*11) were

. made .0ofi a representative number of childrens' works foind to be

- ~ ’ : *
exhibited in the classrooms at the time of the pre-test, These slides were

then judged by both the researcher and two other art experts as being

either authentic or stereotypic. . N &
r) - .




Slides and -Disclissions

During the two slide and discussion sessions (Appendices 15 & 16),
Ehie r,esearchef imparted information about child art wl'ﬁle,_att‘:empt‘:ing to
engage the subjects in mutually reflective activity, Teachers .weré
encouraged t? reflect on théir underlying agsumptions‘ and. véﬁues about

child art., Such reflection was directedi towards finding implications for
\ sl o
action based on what was hoped to be a changing awareness.

[}

, ld
The information imparted by the researcher in the first of the two k

sessions dealt with the deVelopmqn't‘:al stages of child art (Appendix 15).
These stages were not presented as an "absolute measurernént but as an

aEtempt to generalize childrens' ‘art development. Included in the’
x

\

informétion was some analysis of t“:he formal proéert:ies of child art, such
as spacial relationships and typesoof f:iguré schemata. ‘
. \ -

The information presented in ; the second session ¢Appendix: 16)
compared the expressive qualiies of authentic child art with  the
~ limitations of stereotypic child art, Some oi.i‘_t'he chara'c;tedsti.cs of
authentic child art presented were the diversix:y; narrative importance,:»
‘degree, of self-identification, as well as the expressive ef.fects of

omissions and exaggeratidns. Teachers were also'encouragéd to appreciate

the spontanaeity, inventivehes amci' even the awkwardness of these works.‘:

‘ }
By contrast,  the sterectypic works were presented as inﬂ.exible,\

47
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‘repetitive, aqd uniform. Such works were shown to be 1éss revealing about

~'ch1'ldré‘n's own development, interests or personal styles than they. we’;g

2

about teachers directives. Stencils and pre-cut patterns were viewed as a
£

reflection of adult control and aesthetics and not the ehildren's, .

Rale of the Researcher

’ - . - }

: {
The. role adopted by this researcher was twofold. In the slide and
discussion sessions the Critical Inqu:ry Onentat:xon (Aoki, 1978)

d'ominateqr "Researchers within this orientation are ‘concerned with

+ cribecal understanding of fundamental i.nterests, values assumptions, and

1mp11catxons for human and soc1al act:Lon" (Aoki, 1978, p. 55). In the-

dnscumon ‘sessions, teachers' values and atutudes about child art were

being challenged in an interactive ' manner, The subsequent

counterattitudinal advocacy ‘yas intended to be part of a "'proc&s of

tra;nsforma_tion designed to liberate" KAoici, 1978, p. 56), Here the

' emphasis is placed on action and change as ‘_opposed to the Sii:uatiqnal

~

Ipterpretat‘we Orientation, -

i

In attempting to measure the results of the interventional st;rategy

of sdlides, discussions and advocacy, this researcher uséd pre and post

‘tests which were more Empirical-Analytic in Orientation (Aoki, 1978).

Combining these orientations created an intdrplay -between distancing and

involvement on the part of this researchier. .

“48

SRR, T




]

" reflected this researcher's own input, The few teachers that had liked all

" disliked afl the stereotypic wokks also performed the task. . 4

b

Counterattitudinal Advocacy

-’

Teachers were asked to adopt a counterattitudinal advocacy stance
(Appendix 14) in the third session. This strategy was intended as a means
of dire'ctly addressing teachers'. negative attitudes towards authentic
school art and their positive agtitudes towards stereotypic scheol art.

All teachers who had disliked an authentic work on the pre-test,

were asked to argue fav"ouralﬂy towards that work. In presenting their -~ L

‘arguments teachers could draw upon the information gained dur.ing the

dlide and discussion gessions. Not surprigingly, teachers’ advocecy often

of the authentic works in the pre-test were also required to assume the- -

advocacy stancﬁ:e‘toward an authentic work, chosen by the researcher,

T

F)

In addition, all teachers who had liked a stereotypic work on the

pre-test were asked to argue against that work. Those teachers who had 2 ,'

’ml

mterestihglj( enpucjh, this researchérfs efforts to effect change-
ti'xroggh the use of the advocacy tesk was pot lost: on the subjects. The
undedyinéf intent waso self-evident to the point where some teachers \J\
openly acknowledged the purpose in a co—-conspiratorial sort of way. One '
teacher who had always aggressively defended her stencilled leson plans
said "'l argue against these stereotypes but 11: won't stop me from using
them in my classroom . Tms sort of cha]len seemed to demonstratg that

A | 49




behaviour,

-~
1

the édvoi:acy strategy could either be adopted or rejected by teachers.

' There was o insidious loss of will on their part,

.l

' Post—Test / ; <o

H

*  The post-test was designed to measure teachers' final attitudes,

. after havmg undérgone the instructional strategy As in the pre-test,

these attitudes were taken to be expresed through affect, cognlt:Lon and

Ty . vt

Affect was measured by having the teachers sort a second slide

t

‘ sequence of ten works (Appendm 7, han of which were authentlc and

half stereotyplc, into the two' categories of like and chsllke (Append:x 6).

Cognition was ' measured by having teachers sort another slide’

sequence (Appendix 9) by responding to the accompany:ihé statements with

either a‘h'agree or, disagree (Appendix 8),

* Glides (Apper’ldiceﬁ 12 & 13)‘ were taken of the children's works.

exhibited in teachers' classrooms at the time of the post-test, Behaviour
was then measured by judging these slides as either ‘authentic or

stereotypic. this was done bﬂhe researcher and two other art gxperts.
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: 'I.‘g.st Verification

l
The fourty slide sorting tasks, - that comprise the Affect and
Cognition parts of the Pre and Post-tests, were first presented 'to three

other Art Education experts, They all had Bachelors of Fine Arts and two

had Masters degrees in Art Education. They averaged sixteen years art

" . teaching experience and were employed as Art Resource Teachers, two at

the Elementary level and one at th’e Secondary level. A high degree of

agreement was fouﬁd between experts, The t_wo Elementary art experts

'scored 40/40 and 38/40 respectively, while the Secondary art expert
. . ¢ .
scored 38/40, ‘
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. * RESULTS .

The results of the test procedure are summarized in Table L. In

analyzmg th%e results it is necessary to compare the means of the

Treatment and Control Groups, pre and post. The basrc statistical test

employed is the t-test for differences m means, In order to use the

t~test, it must ﬁrst ‘be verified that the vanances of the Treatment and
Vs

Control Groups are equal. This was accomplished using the F-test
0 A

(Yamane, 1973, p. 802). It was found that no significant dj.fferences
e>dsted afnong the variances ‘and that therefore, the t-test (Yamane, p.

664) was appropriate,

~

For the purpose of analysis the resu]i:s are divided mto two parts.
(See Table 2, 3 & 4), Table 2 pr%ents the results Wthh are primarily o

relevant to the Control, Group and Tables 3 and 4 present the results

which are pnmanly relevant to. the Treatment Group, ‘ .

v

" As demonstrated#by Tahle 2, the c{ ol seems to have worked '
There is no stat:st:rcal dlt'ference between the means of the Treat:ment
and the Contrpl groups in the pre—test, nor was there any d1fference in !
the means for the Control Group m the pre enu post tests, for both the”'
Affect and Cognition -Questions,

‘.
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This shows that in the pre-tests, the two groups can be consideréd <

thé same. In addition, the Control Group showed no significant change in

the ' post-test, In fact,’ the mean declined in the post=test for the

*

‘Chgnition Questions.

Although there is no difference in the means in.the post—tests

between.the Control and the Treatment Groups, the Treatment Group

nevertheless exhibited substantial impfovemen(: between the pre ~and

post-tests for the Affect Questions.” However, there was no evidence.to,

prove that the scorés of the 'freatment Group improved in any way-ep the

i

Cognition Test. '

The Treatment Group's improvement on the Affect Test is
summarized by Tables 3 and 4. The t-statistics for the pre and post-tests

(Table 3) clearly shSW that there are significant differences in the means

.: of the Affect Teét, with the level of signiﬁcance' dépending on how the
p ‘ ’

1

éample was defined. For the Complete Sample, there ws a t-value of 1.50,

which is significant at the .10 lett'/ell“

Oof part:.cu]ar concérn to art educators, are those teachers who

would typically have high preferences for the stereotypic. As such

teachers would be low scorers on the Affect Test, it was deemed

worthwhile to study their results on the Affect Test independently. For

’

the sample of Low Scorers therewwas a t-value of 1.80, which is

significant at the .05 level, -
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In a;idition, there' was one case, in which the respondent!é score
deteriérated badly between "the pre‘ and the 'post-‘t'ests. Sinée this score
was inconsistent with th’e rest of the re_asults, it was felt that perhaps ‘the
respondent had confused the directions, Omission of this observation , - "
brings the sigm’ﬁcance level to t=1,88, Fina]l’y, the omission 'of this

' . -
' observation from the Low Scorers' Sample, results in a t=2,55,

Bec:?\use' the Afféct Test measured t'wo distinct .responses;\
preference for authentic works a.nd‘ preference for stereotypic works, it
was thought important to separate the results of these tWo responses.. )

~ Table 4 summarizes the results of the division of-the Affect Test a]oﬁg

' authentic and stereotypic lines,

* 1~
Preferences for authentic works showed little change between the p

pre and post-tests .for gé)th the Control and the Treatment Groups.
Though, in fact, the C c_)ntroi declined slightly while ’t;he' Treatment Group
increased their prei?erencz for the authentic, Overall, howevet, one could
say that gengra]ly ther:e was a h'iglf_x level of preference for authentic .

works in both the Control and Treatment Gruops; pte and. post,

©

/

¢ - .
As one would expect from Day's (1976) study, a high degree of

preference fo:c the authentic would not necessarily preclude a high degree
of preference for the stereotypic. True to expectat:io-ns, the ére-te'sts for
both " the Con&ol and the Tréatment_ Group show a‘ high :aegree of
prefe;e‘nce‘ for the ‘stereotypic. Preference for the steféotypic declines
slightly for the. Control in the post-test. By contrast, the Treatment

L]
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Group's preference for the stereotypic  declined consrderbly in the
poét—test In fact, the degree to whlch the Treatment Group decreased its

preference for the stereotyplc, isa result which occurs in no other case

1,
Given this,. it would appear as though thé t-test results (Table 3)

are in fact capturmg a change in att:’rtude ’J'w'lth respect to the stereotypic
‘preferences only.

Cd

The results of the Behavior tests, pre and post, a're summarized j

Table 5. The nine possnble .outcomes were divided into three categortés of

progress, regre&m)n or no ctfange.”

”

For the Control Group, one might think of the post-test outcome as
being rahdom, that is, governed by chance alohe, In this case, a randomly

selected individual - would have a,l1/3 chance of being observed to
progress, regress, or not change at all, This would suggest that the nine

individuals in the Control Group would be found to be equally distributed

-«
among the three categories. - That is to say, that three would prodress,

three would regress, and that three would nét change. ',rhagt is more or

less what we find.

For the Treatment Group, on€ would expect that the non-random

intervention strategy would résult in a systematic reordering in the

e

post—test- phase, In faet, it seems to be true that the treatment cjroup is

over represented in the no change category and under represented m the
regtes:".’mn category.

PO

e

This latter finding suggests that the intervention
55 '
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strateqgy has at least been successful in rétarding regression. It cannot be . ) ]

; o said that the Treatment Group actually impraved. oo T
; L 4 \
. ‘ Given the limited number of observations, and the subjective nature ,
! of the classification, it would be difficult to draw strong conclusions. "
=) . Nevertheless, it does appear to be the case, that the, Treatment Group .
was superior to the Control in each category. That is, mere members of
. jfere mel
. the Treatment Group showed progress and fewer showed regression, . ~ . - °
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DISCUSSION

-The purpose of this study wal to investigate the "effect of an

. instructional strategy which combiﬁed Informét;i.on and Counterattitudinal

Advocacy on-the Affect, éogn‘xt:ion, and Behaviour of classroom teachers, .
The results of the study demonstrate thakthis strateqy was only

significantly Successful in changing teachers' Affect, not their Cognition

_or Behaviour, '
¢ A partial explanation might be that unlike Affect, Cognition and
Behaviour were only indirectly addressed by the instructional strateqy.

Information was lmparteid in order that teachers could be assured of

having the means necessary to assume their Advogﬁ?:y positions, Similarly, ‘

Belf;avioural changé was & hoped for by-product, without having been
> »” re?

dirc-_;ctly addressed. -

| : | A\

/ e : C N

L}

A further explanation might lie with the comparative reliability of

the three tests, Unlike the Affect Test, the Cognition Post-Test seems to’

have been more difficult than the Pre-Test, as evidenced by the fact that

This 'increased difficulty may have contdl?uted to the Treatment Group's

' 1ack of progress, | 4

ke

o a2

bot:h’the Control and the group of‘ experts did less well on the Post-Test., .
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The unre]ia%ﬂity of the Behaviour Test was due in part to the

A attempt to rrheasure teaéhers' behaviour-at one moment in tune instead of

over an extended penod of time, . In several cases my expenence«wu:h the
sub]ects led me'to beheve\ that my moment in time assessment’was an
inaccurate reflection of the, teachers' ongomg behav:.our. Subjectively
then, there was reason t:) r)belleve that the objective scores understated

-

t_he behavmural px;og:es. 4

Previous stucﬁ.esy(Gi]]iatt, 1980; - Hollingswortli,; 1983; Mittler, 19‘72,

1976) Wthh have adopted a vanety of mstruct:,onal strategies have

~'&ected them at only o@ of the attltude components, Affect. - All these
stud1es have dszered i the strategles employed and yet they have~all

shown that Affect carr indeed be influenced. Mlttler%n, 1976) found a

,combcination of Cni{:i.cism and Advocacy tozbe effective in changing

college students' Affect towdeds art, By contrast,“‘HfoJJjngs;vorth,uQéB)

fqund Advoc;aéi/ or a e€omhination of Advocacy and Criticism to be less

effective than Criticism alone on the Aéfect of Elementary and. Jum.or

High students, -Gilliatt (1.980;9 found success with an even ér%atet vax}\ty

of strategies. Habituation alone, habituation in comhination with studio

art or in combinatioh with art criticism were all ‘found to expand the art

.preferences (Affect).-of Elementary students, - R

7 -
= —

b

* The results of the present study seem to confirm the observation

¥
that Affect can be readily mﬂuenced The ptoble;n/ of selecting’. an
appropriate strategy wou]d appear to depend on t:he age of the sgbjects

e

The faét that the present st;udy s resu]rs seem to support Mltt‘fer's (1972,

’
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1976) Advoé‘acy strategy, which is in contrast to Hollingsworth's (1963)
laqk of success with the Advocacy strategy, may be l‘_;ely due to the
young age of Hollingsworth's students
1
Thc; results of the presént study's effec'ti'ven&s’ in; aJtex:ing

!
teachers' Affect, but not their Cognii:’ion or Behaviour, may simply

-] ! —

-suggest that the choserf stratégy is inapprop&;_’;hen ditected at

Cognition or Behaviour.* It may be possible that specific strategies must

be devised for successful 3 intervention into these areas to occur, It is
- ! . L

likely that Cognition and "Behaviour require intervention strategies of

‘greater duration and intensity, In addition, it is likely that the Cognition

questions required a greater\understanding than had been gained during

the slide and discussion sessions. Changing a teacher's Behavidur tequires

K

a greater expenditure of effort on the teacher's part than .either a

change in Affect or Cognition. In order to change Behaviour a teacher

" must relinquish the ease of familiar methods and come to terms with the
- &»

/ mgltldlmensxonal needs of the clafsroom which often seem to confhct w1th

art objectwes& An intervention strategy aimed at Behaviour would likely
include a support strucj:ure of alternate methods to displace the teache_r's

familiar ones,
A \
<)

The agparent effectiveness- of the pr&ent study's interventional
strategy in changing teachers' Affect is somewhat m:sleadg It was the

mtentxon of this study tgat both teachers' dislike for the au“ﬁ?ntlc and

their liking for the stereotypic be modified, The r&ults demonstrate that

the apparent change in Affect {s largely a reflection of a change with
P ‘ 59
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. c regard to the stereotypic preferences onlﬁr. L is po&m“,ble that the - . '
. inst:ructidnal/f{a&egyl{ise]f ';vas‘ unintent:iona]ly biased in. its emphesis on q
'the‘stereotﬁ:ic preference change, Another factor might have been the R
; . upexpectedly: high deqree of irdtial preference for the authentic as : ' /
q pdemonstrated by the. pre-tests, Such pfeferences for the authentic may ‘;‘ ,o‘
\ o :

have been established oven,‘gme smply as.a result of direct and continued

.v:
exposure to such wbrks. iven teachers' high degree of initial preference
for the authentic, there was not as much room for improvement on the S
. - . + N
5 R N . A ) -
post-test as there was with regard to their preference ¥or . the . <
T s . s .
» ] > .~
. stereotypic.
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‘ art. These results combined with the results of previous studies in the

]

CONCLUSION s .

. . ‘ . \ . . ¥v}ﬂ

The present study found the combined instructional strategy of ' "
‘information and counterattitudinal advocacy to be effective in modifying

the affects, of teachérs., This strater was particularly effective in

. . ’,' . .
.modifying teachers' preferences for "teacher directed, stereotypic school

o literature may be interpreted as evidence that Affect is readily changed.~ B

. preference for both teacher directed, authentic and stereotypic works. \ ‘

‘< The abmty to change teachers' preferences for t/acher d].r\ected, ,

One mlght also hypothesrze ‘that such a strategy v(ould be equa]ly
effectnve with _teachers in. tralmng as it was w1th exper;enced teachers,
.with,strongly.held attitudes. .
) . s -
At the onset, this study expected that most teachers would- eXhlb].t
a negative attitude toward authentxc ch:ld art on the pre—test Th:s

proved not to pe the case, possibly. suggestmg the posmvev ffect of

b e BB bes che el 18 S e Rt ek S m

previous egposure. Instead, teaches exhxb:ted a high degree of initial

Therefore, the success of ‘this study in modifying teachers', attitudes with ' i
. : ¢ R N . . \ 5
regard to the stereotypic is even more significant. ' ) o

W . e

- A

stereotypxc child art has’ direct and posu:.we repercumions for clasroom . ’
pracucas. Authentrc art seems capable of survme_[ despite teachers' lack
,of dlrect encouragement Teachers will often mstruct ch:ldren to draw
what they like * or ﬂlustrate a given theme, theréby giving ch:ldren,

] . R R

© el . T




-

- et i

/

LY

whether by default or benign neglect, the lattitude necessary for
authent:ic proddction. The greater challenge for classroom pract;i_c_es lies
in trying ‘to ‘curt%il the prepcnderance of 'teache'r' directed stereotypic
"work, This study's success in altering teachers' .p;:eferences fo; such
production may be seen as a useful contribution to that objective,

. .

Given the present evidence, élmﬂa/ claims cannot bé made of the
effectiveness of this stfateg_y in modifying teachers' Cognition or
Behaviour. This is not surpnsmg given ghat the major thrust of the study
was directed at tr;e Affective response and not at the Cognitive or

'Béhavioural. It would be important for subsequent research to*develop

1
alternate strategles) aimed at teachers' Cognitive and Behavmural.

-

responses, part:Lcularly the latter.

. This study »{as designed in a way that presented preferences for

teacher -directed -authentic and si:ex:eothidh school art in direct

contraposiEim with each other. ’ For .instance, the Affect pre and

post-~tests aJJowed for only like or dmhke, responses. Teachers' ab:.ht:xes to

like both the authentlc andg the stereotypic suggests that a, sumlar

' chscx:epancy does not exist in teachers' minds. Future research mlght ﬁnd

K]

that allowing teachers to rank their preferences and -cite reasons for

these preferences would prove. useful in refining the present instructional
. ' ° N

Stratequ ) a.: ’ .

Some fundamental questions arise from' this research which have

» .
intriguing possibilities for further study. For instance, it would be
[ N N ’

62
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interesting to clarify teachers' 'preferencés for both teacher directed

'2 __— autpentic and stereotypic child art in terms of vteachers‘ perceptions of
value apd aesthetic beauty, In addition, one might question what needs
are served by the imposition of mechaﬁéica]lyn reproduced stereotypes in

" the cle&troom. Teaf:hers may @rceive such stereotypes as beneficial ar}d
amusing for students, Other‘ factors, such as .keachers' feelings of

‘ inadeduacy with regard to teachirig art, the demands of other aspects of
the. curriculum or the need for control miy help explain the 1ure/ that

- ‘ \
these activikies hold for teachers.” . . K

A=

Children also exhibit an apparent liking’ apd need for mechanlca]ly , g

et T

reproduced stereotypes, both those initiated by themselves and those
. .
. u directed by their teaches. Exploring this issue would certainly be. AL

ﬁmtriguing both for its own value and for- what explanation it might

N provide for teachers' valuing of stereotypes One might aJso compare

bt s st n A o e

teacher directed stereotypes with child uui:xated sterectypes in terms of .

their appearance, motives, perceived value and pleasure derived.

T Such an understanding about teachers' and chi]drens’ Jiking ~and
need for mechanically reproduced stereotypes' might be usefrll in helping
teachers explore the meamng of stereotypes and how they relate to

larger societal questons of conformity and individuality,

4

In addition to its direct contribution this study, as summarized o
above, points to other directions which future research might take. In
‘particular, it has become increasingly apparent throughout the course ofs '

- 63
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this research, t:hat further . explorat:Lon as to why teafhers and children - /

value ‘stereotypic art. mlght prove useful to any* future attu:ude change

Y
strategy. "
’ ’ '
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R TABLE 1 , | o
: : " Means Comparison for Treatment - o ~
" and Contral, Pre and Post ' -

’ A :
. Test L Treatment éon‘troL '
i . . -] , . Y
/ , Affect  Cognidon ' Affect  Cognition -

« DPRE Mean 4,82 6.82 5.5 7.7

" Variance . 7,78 2.87 ‘] '3.45 1.81

[ 4

POST Mean : 682 682 5.6 6.8

Variance . . 10:14 2.51 | 6.64 - 2.56
’ ,/ ! . “
. ]
q.
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Affect - t=091

. i;-teﬂ: was‘ calcu]ated as: t‘.=xl—x2 NN

TABLE 2 +

t—Tests

.-Pre Test Méans-Contral and Treatment Groups

Affect £=0.62

Cognition t=1,26

Post Test Means Control and Treatment Groups

Cognition t=0

Pre and Post Test Means: Contrdl Group

Affect t=0.09

Cognition t=-1.29

172

e .
- / ' O A NN,

_(see Yamane, 1973,. p. 664) L
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TABLE 3
_ t—Tests Pre and Post ' .
\ . » .
Test Treatment -~ . Cortral
Affect  Cognition - | Affect Cognition

complete sample 1504 -0 009 ¢ 129
low scorers . 1.80% 0.72 014 . 092

complete sample minus LO., 1.88*% L~ - coo P
low scorers minus LO, 12,55% | l _

* significant at 0.05 level, one-tailed test ' e '
**  gignificant at 0.10 level, one-tailed test o -

LO. Inconsistent Obser\éation . .

t-Test was calculated as t=x,-X, (NN,  (Yamane, 1973, p. 664) AR
- c /NN, . - - %
o =Standard Deviation . §

' «.g |
. S -
' f )
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‘Pre
Liked Authentic . Pl
Disliked Authentic 9
Liked Stereotypic , 36

TABLE ‘4-

Affect Tests

Controk

Disliked Stereotypic . 14

Post
37
13

31

19

.

68

Treatment
Pre © . Post

\

36 L 39

19 . 16

38 ‘19
17 36
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. ' TABLE 5s ‘
‘ Behaviour Tests '
p , , , .
Progress ; | o EER o N
‘ ) i S~ A - M- A \
Tn;atment | ‘ ’ '_ 2 1 , ‘ ﬂ 0
- ' * Control , R S o - - - l
, Regreésibn
. A=S K-M ) M-S .
" Treatment . ( . 0 ! | .0 'L.
contral - 0 1 _ 2 |
1 ~* No Change I v : - |

, . ,W -

T ) \ ‘ . - . N :
. eatment , T 2 - 1 L2 e ) . \

i)

control’ : L2, 2 3 0 S
A=Authentic  S=Stereotypic  M=Mi¥ed : ‘
S - o I s

it ok Y 3on

:f -
¥ M N
i ' ] S
T, . 1
. 4 — .
~ -
~N i
Fig . . ¥ §
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APPENDIX I

Pre—Test/Teacher Profile E

NAME ' | S |

SCHOOL: __ - 'GRADE LEVEE TAUGHT:

Nufﬁber of years teaching this grade level:

" M /
Numbex:i of years teaching ‘ experience:

Number of courses taken in:

Art for clasroom'teacher§ .

Art history

' 4
¥
5 R
. .
. ) . .
/
-
o I3
¥ -
w LY <
(3
U |
LY
o r
I3 .
- . .
. K K 8
-
»
. 70
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APPENDIX II

Pre—Test/Affective Attitudes .
el
nﬁt:uc:tiom

As you view the slides of children's art pJease circle the appropdate
response, (like/dislike)
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' Pre—Test Slides/Affective-Attitudes
° . N o :.? o }t’ R ‘
, Slide : ‘ . L
. Number . \ ‘ o . '
a . . - ' ’ : FaY
1 - Authentic N .
2 Stereotypic IR
. .. Pre-cut shapes L '
3 Authentic
" 4 Authentic L
.5 Stereotypic o o
Stencil .outline and colage :
‘6. ' Stereotypic . : ’
. Colouring book ot.}ﬂine ,
;T
Nz Authentic =~ .
. 8  Stereotypic . o
.Stencil outline ' Lot
' . ' - .
Stencil outline “. o ‘
.10 -Authentic "
.. » H ' L’ ,® ’ “‘_ e !
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APPENDIX IV

) Pre;—trast/Cogmﬁog;
. / \

‘ : - . o - .
As you view the slides of childreg's art you will be asked to agree or
disagree with the accogpanying statements. Please circle the
appropriate response. (agr. d:sagree) '

11  Easter %ggs are not smf:able decoratwns for a Chnstmas ange].. .
‘ agree/dxsagree 7 ‘ / A DR

» .

¢

"12 | The stor'y behind this work is probakly very important to the child

who made it. agree/ agree

13 This work is typmal of an eleven year.‘ old. agree/dlsagree
. \ 3

f\'l4 Tracing these cartoon characters shows\}magmation“ .
- agree/dzsagree . d : e
N » . LI . /_-a - . N 5
15 rhis six year old's lack of understandmg about body proportxons /{* g :
should be corrected. agree/d:sagree N , LTS RN
+16° This class. mural ows good ° explnrat{ibh of m'éteda]s. - “‘ 1
o agrei/dzsagrbe . . . , ' S
e T s ]
17 .This work is typical of a &ix year old agree/diagree -8 E
‘= 18 - Calouring. stencils like this is a good idea for Easter because,"the i
. ,.children love to takeé this cute bunny home with them. . ;
. agreé/dmgree : . ¢ .- - ' -
. , b
19 " This co]lage ca.)led *I am Swmmiﬁ; by a first grader is Very \ i
, ' inventivé, dgree/disagree’ . , . :
. Ty , / H
.. *20  ‘The children who did these’three portraits were fo]lowing exp]icit :
& guidelines set by their teacher. agrée/disagree ] N
o J ,‘ . . W . . .
) ' 7 p ak : “ , !
M N - - “ ' -
. ‘ LIPEY . . .
LRt . 7 o ! [
¢ PO . h -
J o » ' Y., !
. A\ .
* * + , . . ) )’ N\ ‘
L ] . } } - ° ’ ‘ . . ¢ : * H.‘
. < , ‘ 73 ) .- : ’ ;) . 4 l
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APPENDIX V .. : ,
'}‘ , ’ . rg ' Pre—Test S]ides/Cogrﬁti.on"
| * ‘

i o Slide ' - r’ (
.f ) Number ‘ : . -

11 ,Authentic - N
Cut paper mosaic : ‘ '
. ' 12 Authentic : ) : ‘ )
, . .13 Althentdc . '
- ' , A N « . ‘ . - L
14 |, Traced cartoon figures" : . .

15 Authentic

‘ ' | |
. " 16  Stereotypic I g
+ Cut out stencils \ R 3

17 ' Authentic - ' . S

@

© 19 Authentic ' T .

20  Combination I ‘ ’ {.
Pre-cut forms, mdiv;dua]ly completed accordmg “to rules of o

: ' | . proPOrtion ' v

] . . -
- 7 /
, . ) /
; Ky ‘
- -

q vy \ : ’ . " , ’

o . ] . » 1

. : \ )
l L
( . * d .
.
~ Ny .
: | ‘
\ \ -
. | ' .
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oL . APPENDIX VI : 5

Post—Test/Affective Attitudes

Instructions ‘ - : 5

As you view the slides of children's art please circle the appropriate .
response, (like/dislike) -

-

.o , »

3

s

s Ao

]J:Jce/dislike

e/dislike

/dislike
like/dislike

like/dislike )

like/dislike
like/dislike.
like/dislike -

“like/dislike

like/dislike

N t
Slide - " ' i
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. APPEND;k\VlI

_Pést—Taﬁt Slides/Affective Attitudes

Stencils, coloured and cut out

/
Slide
Number
21  Stereotypic
Cut out stencils
22 Authentic
23 < Stereotypic
Pre~cut forms
24 ' " Stereotypic
25  Authentic
26 Authentic
27 . Stereotypic
Pre-cut shapes
28 Authentic
. 29 Authentic
30 Stereotypic
: Pre~cut shapes
¥
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- APPENDIX VIT
Post—Test/Cognition
-/ ‘
Tnstructions ' ' =
As you view the slides of chidren's art you will be asked to. agree or
disagree with the accompanying statements, Pleage circle the
appropriate response. (agree/disagree)
31. Comhbining art and language arts in this way can enn.ch both
programs, agree/dlsagree
32 This work is likely that of a four year old, 'agg;ee/disagree
33 It should be pomted out to this child that snow is not pink.
agree/disagree \
34 This autumn tree was probably the child's’ own sgfntaneous
\ invention, agree/disag‘ree , N
?5 This work is an attempt to resolve a complex spatial relationship,
) . agree/disagree
36  Class projects such as this can be very useful in developing the
technical skiJJi of cutting and colouring, agree/disagree &
e
37. The elongated arm of ¢khe- figure on the left sat:sfactonly
symbolizes an action. agr /d:sagree
38 This project discourages individual inventiveness. agree/disagree
-39 ’The difference between the figure schemas and the drawing of the

tree shows a basic inability to draw people. agree/disagree
/o, '

This work is typical of a six year old. agree/disagree

77"
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APPENDIX IX

Post—Test Slides/Cognition,

‘slide

Number

31

\

32
33

34

35
36

37

38

39

- 40

Stereotypic
Caloured stencil

~ Authentic

" Authende -

L4

Stereotypic
Torn outline and sponge daubed ‘geava

Authentic

Stereotypic
Stencils coloured and cut-out

Authentic

Stereotypic Yo
Prototypes

aAuthentic

Y

Authentic

R é
” ' “
. .
- v
° R b
: : ! 7. .
K * o [
" '™ “’
. . A
\ m-
5 . ¢ N :
! . s N
. . ¥ o
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Slide .
Number

41-44
45-46
T 47-49
’ 50-51
' 52-53
- 54-57
. 5861
<> 62-65
66-67
- 68-69
70-73

L
P
”
“
.‘
~
a
-
t ¢
e
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APPENDIX X

Pre—Test Slides
. Treatment Group/Behaviour

b

Teacher A .
Teacher B - '
Teacher C

Teacher D

Teacher E

Teacher F

Teacher G

. Teacher H

Teacher I ’
Teacher J. .
Teacher K :
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Slide |
Number

74

75-76
77-81
82-83
84-86
87-88
89-90
91-94
95-98

APPENDIX XI

. ‘ Pre—Test Sﬂideé
- Contral Group/Behaviour

N

Teacher L
Teacher M
Teacher N
Teadher O
Teacher P

‘ @acher 0
‘ acher R

Teacher S -
Teacher. T <o
Teacher U C

.
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. “ APPENBIX XII

Post—Test Slides
Treatment Group/Behaviour

$ “ A E | . ) ,
Slide ; ~ .
Number

-100-103 Teacher A

NA Teacher B

104-105 “Teacher C

NA -~ Teacher D - : ' T
106-109 Teacher E . o I
110~-112 Teacher F’ B ) "
113-116 - . Teacher G

117-119 “Teacher H ks '
120-123 Teacher I o .
124-125 Teacher J
126-127 Teacher K
. (NA = not available) ' _
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APPENDIX Xm - . :

Post—Test Slides -
Control Group/Behaviour

Slide
Number

128-129 Teacher L ‘o .
130-132 Teacher M : B : ) i
133-135 . Teacher N : . :
¢, 136-139 Teacher 0 : - ‘ o s .
140~143 Teacher P ' . ‘ , ' .
144-147 Teacher Q : ‘ - %
148-149 Teacher R C. ~ : : :
150-155 Teacher S T o ' 3
NA - Teacher T ’

156-158  ° Teacher U® | ‘ . 'g‘.
(NA = not availahle) ' p
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APPENDIX XIV : e T
P2 ' . . -
4 Counterattitudinal Advocacy
Instructions/Authentic

Regardless of whether you like or dislike this work please look at this
work and defend it to me. Describe the positive qualities you would look -
for, their meaning, their merit or their importance, oY
]

- developmentally

- authentically .

- narrative . - o ~

- expremvenem :

- diversity

Instructions/Stereotypic o .
Regardless of whether you aictually like or dislike this work, pretend

that you dislike it and criticize those qualides which make it ;
unrewarding as an art experience, . <

- reliance on models

- repetu:xon 4
- inflexibility ) , | ' i

. - similarity of final pgoducts T ¥ ~

‘ i ) ¢ . . @? . ‘%

e : RN

4 - ' : ’ ;

. i

~ %

- _ 2

l‘ 'j

| |

. |
%

, \ &
4 ) ¢
¥ -~
1 q s . N . C ! Lo . . -
‘ .' X L .



s onm

e T

" APPENDIX XV ' : .

Slide and Discussion Session
Developmental Stages of Child Art

4

Number , “
159 Random Scribhling - .-
ages 1-2&1/2 : ~

160 Controlled scribbling
. ' ages 2&1/2-3&1/2

161 - Late controlled scribbling X
repetition
162 Emergence of forms
' circles
163 . Late controlled scribbling
Isclated shapes ; 3
164 Emergence of forms ‘ ;
rectilinear to triangular o
165 Naming of scribbling q
, rainbow : 2
166 - Early representation ) . f
~ + age 4 - head foot -symbal !
. . ( b ol K
137 Early representation 3
environment - house surrounded by fence . e &ﬂ
. . %
168 'Pre-schematic i
. age 5 - whole formed by parts . é
- » J k.
169 ' Pre-schematic :
whole formed from parts :
170 Pre-schematic , T
- size relationship and volume
171 . Pre-schematic =
- environment. . ’
' Cg
S RN N
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172
173

174

® . 75

176

77 -

178

179

180

181

Late pre-schematic
environment and size relationship

Late pre-schematit.
richness of details and emergence of baseline (space)

Schematic o .
ages 7-9

development of space and referential colours
profiles

Schematic |
simultanaeity of view (top and frontal)

Schematic
fold-over spatial solution

Schematic B .
simultanaeity of view and fold—over effect .

Schematic
x-ray view and lack of occlusion

Early realism

age 9-10

proportions

continuous form not the sum of parts

" Early realism - ’
‘recession in space and occlusion

S

-Barly realism ' -

recession in space and occlusion
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. SlideandDiscuaionSea.on .
Authentic and Stereotypic Child A Art -

- Authentic development, emergence . of base.hne
months #-
Nancy - age 5

®° e

‘ Overall organization ‘ "
Baseline and skyline . | -

- Development of middleground
Integration of sky and middleground
ded]eground anchorfed to ba.ae]ine )
Development of vdlume

Authende . . ¢
Expraswe, sdf-menti.ﬁcahon ,

Authentic : v “

. Distortion contnbutes to expreswenes

Authentic .
Exaggetat:.on o‘ parts

Authentic

~

» Ommission of hands and exaggeratl.on of ears contnbutes oot

A}

to narrative .

Authentc
Ommission of body obscured by ram

Afitheftic .
Mood exptmon

Authentic '
‘Nening “chocdlate chips c@a

- .
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198

199-201

202-203

Y
)

204

205
286-207

207-209

. 210-213.

| 214-217

218-219

220-222 .

223-224

225-226
/

/

v
A Y

.
®
N s
- Q
B 4

14

Authentic
\Iarratwe "Little Red Rldmg Hooa \

o

Narrative "Robot,. gardner honmg asparaqgus,
Mlchael hates" ,

Authentig

. Re“ﬂegts@ interests

Authentic e
Divergity in style o .. -

Q

‘Stereotypu.c

Pre~-cut shapes
Identical Aproduction

Stereotypic. .+ -
Individual development md:stingmshab]e

Stereotypic

Repetiion” =~ . T o . v

Deviations minimal’ .
-

' 'SQereotpr.c ( i

Dematuom seen as errors :

Authentic
Diversity in kindergarten treatment of houses

Authe g ¢
Dlversty in’ kmdergarten depiction of ammals

Stereotypic
Colouring book depiction of ammals -

© Adult. aesthetic:

Stereotyplc v
Teacher directed _prototypes ‘

Stereotypic .
Pre-cut shapes negat&s hand-eye co—ordmat:.on

Stereotyp:.c :
Holiday prototypes and stencils reduces expression

~ ]
“

fo

87

Authentrc

Narrative "Father carries Michael, in a car, home to the:r
duplex” - ‘. )
'Authentic L

which
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