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ABSTRACT P )

Two Case Studies of Teachlng Styles and Strategies
in Art Bducation at the Elementary Level

v Rita Shizgal

~

‘ . . N ' ¢

'.Two elementary art teachers weté'oyseréep in their
classroéms over a period of a month‘of"teaching days. I
obseived’ and pecorded their teaching styles and
strategies and a :codparisoq was made-on the basis of
methods ~ of ‘ presentation, orientation,‘ classrooﬁ
organization, relatioﬁship with students{ ydisci§line,

i

expectations and project results,

e

The .research for this study was conducted .in anx
alternative school of the " Protestant School Board of

Greater Montreal. The research method employed was

.Pargicipatory Observation. Teaching styles and ~m_ethods B

were identified and described. A post-éhservatioh
duestionaire was administered to elicit from the
teachers their pé;ception of their own behaviour and
prgctices. This was oéten inconsistent with my°

observations of what actuilly occured in the classroom,
. . &
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These’teqchers conducted their classes 1in - very

v

’ diffetent styles. One was well organized; his lessons

[Nl
‘

vere pte-pianned; his method was highly directive, with . C e

' predictable results. The other  teacher was |
] disoréanizedgoshé was emotional and experimental. Many
activities Jent on cpncurrenfly.< The results were'

open-ended, individually determined by each pupil. .

N t
.

The teacher's role in the art room was discussed ‘! \
within the framework of theories in art education,
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A

‘strate%ies in an oﬁéoing Situaﬁion aﬁ the elementary

[

. "' 1 Introduction

. . . - . -

Cy , Pl
_This. study consists of case' studies of two'_

elementary school’ art teachérs. The investigation was

undertaken to observe and ddcument teaching styles and

N

level and to compare and contrast the teacbinéjstyles

3

and methods of two art educators,

A

»

+

. . e
The research took place in an altefnative school of

the Protestant School Board of .Greater Montreal,
(PSBGM) , * which employs spec{alists in the elémentary
. . . ‘ :

grades, Pupils in this school follow the regular

academic curriculum plus electives in art; music, drama

and/or-music. The observations were mdde over a period

°

>

of 30 days {ﬁ-egch classrtoonm,

.
~ ‘e o

o

. e ’ " >
During the study, I observed - how. the teachers

) [ '

. , . o ‘ R .
motivatgd the lessons, the nature of their instruction

L4 .
and whether the source for the projegts came-from the

4
teacher or the students. Other considerations were the
A I 4
rote: of the acquisition of skills and the role of

experimentation and exploration of med}g.

-

y .

[
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3 =. "~ "The relationship between

3

d 7 e
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. -
a7 » -

F

the teachefs' statements

_of theiF~theories about ¥art education and their

’

practiges in the art clafses are also disc&gsed and

) N .
notated. e o ox . }

-

i -

-

Fromi the data ,collected duting the observations,

DindivijZfl differences and similarities became appafent
.and we éuly docyumented.

R A J
Statement of the Problem -

The -activity in the classroom is dependent’ on

" warigus interacting' factors. Some bﬁ these f4re the

availability of materials‘'and classroom facilities, the
students' level .of ability and comprehension, the

teacher:i conception ‘'of what the important goals of art

education. are ~and his/her background and ggrsonafity.*

This studi foéuses)?n‘the style and strategies of the

k] -~ M

. , "\ : L e
- ) . Q B * =] ' *
Selection of the Site and the Subjects —

13

.2 [Ioae NEEPY 1 ©
oL N L ‘
~ The school in wgic:;:;;éustudy was conducted was

0oL in ¥ 1ay A

selected for two réﬁéoﬁ%: firskly, there is a scarcity

xeacher. o

°

3

‘of English gschools “in Montreal|where .specialists . are

\ : ’
. s
)
¥

1s

frme
,
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yedrs of experience in teaching ‘art.®

employed to teach elementry art classes.
bs I T '

In addition, my acceptance byk/the admlnlstrat;on

‘ gnd staff wa fac111tateo by ny professzonal

association as a replacement teacher in this school for

the past eight years,

. ‘
. o
- .. ¢
A

The criteria for selecting -teachers were that he or
. » . [

.
LS

she was an. art speciaiist, teachihg mainly .art subjects

at the elementary level ~and that the teacber had taught

thls grade. level for several years.

¢ L - " \ ' w//

& o , : A \
The two teachers observed had - very different

“

bagckgrounds in art traxnlng and a large diversity ih

]

f -~
LY

. x . . r. ..o . . ~
. a
\‘\_ N '

. Limitations of the Study

-

- L]

‘.u»In mcet elementarg ‘s\c}hqols art_is usually taught by
clasércodﬁteacaers fhie alternative sopoelwemploys art
specialists for the elementarv “art clasSes, making the.
situation atyp1cal Therefore, 'the', analysxs . and
conclusions of thejpbservatlons in thie étudj’may not

P

be dlrectly applzcable to regular elementary schools.
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”

. The time Tactor was another limitation.. Permission

¢

was granted to me by the school adminis‘trabion'to sit.~

o . o ,
in on the two. teachers'-art classes. This authorization

' : : . . ) . ¢ :
was contingen;'pn.the fact that the research would not

.

. preempt my replaCehent work whenever required. The‘

* t

, continuity of - the research was thus affected by
. . s “ ‘ E-] . .

Toef

i

*y

[

occasional' imterryptions,

o

: ‘An“addipional limitation waé_that no folldw~dp lqok

place to observe whether changes in teaching strategies
and/or teaching styles occur. at different times of the
) ' ‘ ‘ ’ . N

- .

if changes . in

schoal year or teacher-student

relationships were affected over time.

.

>

Due to 'my-substiluéidn work in the sghobl, I was

o~

acquainted githzbofh teachers and most of the pdpils at

the- commencement of the qtudé.'Priot. to this position,

.

I taught extra-curricular art classes ih various PSBGM

—

schools for about 15 years, - I was on guard rnot . to

‘project personal ideas, " preférences or biases which

might have developed over the years. .

—_—

AN ) -

R}
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(At all times I was consc¢ious of the necessity of - -
- ’ T e, ' ' ,‘ *
maintaining my role as impartial observer and to record
M ~ 4 ) s " ; ‘
‘objectively what was actually happening during the art -
periods, ‘.- o _ , - '
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2 Review of Literature

1)

.

Iy

The litera;@re reviewed includes puBlitations on .~

the‘topits of Various 'tgachiﬁg stylés,Asﬁfategies and
l &

methods at the ‘elementary leﬁel.

@ s
’ .
' v

‘ The teacher's role in the art. ‘room, and the .

intégration of art and general edubation are explored,

A . ’
’

<

education in school is discussed, Also contemporary

Ad -

trends in art -education literature are reviewed.

-

P

. Teaching Styles

3

In the PAR (Practical Applications of Research)

‘newsletter of December, 1980{ recent studies are

reviewed on “Mixing and Matthing of Teaching and
. . A1

Learning Styles."

¥

b
. :

Teaching style is defined therein as consisting of"

"a teacher's persopal behaviours and the media used to

¢

transmit teo_ or receive data from the learner® (p. 1).

[y

A ‘brief 'backgrouqd' of the development of art

e

x



I3 i

,“A -' . : s .
~ Learning styles are identified in terms of the

.

educational conditions undér which a student is most
likely to léarn. Student preferences are discussed as

visual, auditory or tactile ways of learning; whether

-

they have a greater need ‘for structure or flexibilitys:

whether they prefer to  work in large groups, small
- v, -
g;oups or alone, N )

Four learning styles are itemized:

(1) Learners who perceive concretely with their
sense and - féelings, and process reflectively by

watching, i.e. reflective sensor-feelers.
= 4 & .
! ’ C

3 . .
(2) Learners who perceive with their intellect,

i.e. reflective thinkers. ~

)
[

(3) Learners who perceive with their jntellect and

. \ . «
process by doing, i.e, thinking deers.
2 ' ! 2 .

[

)

(4), Learners who percgeive concretely with their

senses and feelings and process actively .by doing, i.e.

doing/sensors feelers,

o

]

'



©

)

‘On the baiis of research, ("Mixing and Matching,"”:

1980) it has been found that the majority of teachers
teach iﬁ>only one style and that schools'tgach mainly

to only one style of learner, the reflective’.thinker.

© .

This indicates 'tQat most students are not getting the
education best suited to their abiities,
{

Teachers' energies appear to flow easiest when the

A

natural learning style of the student and teaching

style of the teacher are matched.

-

)

Teachers' preferred styles .are often limited and
unchanging. Usually, coﬁsideration is taken only of the
effect of teaching on students. However, it was . found
that students also exert an influepce on teachers and

that matching can be a reciprocal, two-way procéss.

"Mismatching can be beéneficial when individuals

learn new behaviours, Prolonged * mismatching can be

‘harmful resultindn frustration.e

y

~
\

McCarthy's (1981; p. 3 ?AR) research recommends

that development and inttgraqion of all learning styles
become major goals of education. Respect for - the

uniqueness of the individual and the furthering of

i

0




ta '
students' abili'ties to learn in alternative modes is to

be. encouraged, without pressure on the student of the

fear of being wrong.

v B o

' #he research indicated that various kinds of
p;océssing are valuable, The ideal environment would be
to select a teaching style that .best matches each

child's preferred way of léarning,

Teaching Strategies and Methods
' * \ .

»

In his article on teaching strategies, J. Douglas
{NV

. Stewart. (1979) attempts ‘to differentiate between

¥

teaching strategies and teaching methods.”

-

-4

¢

Strategies are défined as "the patterns of teacher

RN

. r—~—— y : , < M v
‘behq&iouz that are ifburrent, applicable ,to various
B

';>eubject matters,é7i£aracteristic of more ~than one

»

‘I

teacher, and relevant to legrnihg'; , .
A ~

* g Stratedies implies there is* a séquence‘ of‘gélatgd

. actions which form an overall pattern or deveiopmeng.

\ . Y
. 5
. . a

The actions are planned action$s and are engaged in some.

3

. L . . L
specific purpose, objective, or desired end. Therefcre

‘ o . »
the three criteria for teaching strategies consist of:

N
/

,
;
Y .
9 ! N
. . /
. -
.




(a) A set'bf sequential actions on the ﬁar; of the

teacher, . ’ ; ' D
(b) A seguence of teacher actions in a classroom
]

setting, which are based upon a wide ‘range of relevant

factors.

H

(¢) Both the sequence of actions and the ‘type of
factors have éome,desired end or objective, relevant to
a téaching-learning situation,

1 o~

The intention of’ bringing about 1learning 1is a

common factor in teaching 'Jvﬁﬂtegies and teaching
.methods. The first ¢two criteria, however, Are not
\éeally applicable to the .tgrm "teaching meéhodsf. An
example Qoqld be that "question-anéwer' can.(;;Eef to
“teaching methods but ' nat to teaching strategies, which
are more complex, more wide ranging and 'more

comprehensive, .

.
. .
r\fg,l '
R

N » . : |
Discovery'as a Teaching Strategy

54

Stewart étates!that the teacher's role in discovery

‘in the classroom is crucial. 1Ideally, learning *is

- ”
o
. )

. .
R




. order for discovery to succeed, . the teacher, as a

enhanc?d* by'teaching, eveﬁ, though learning can take -

place without teaching. The teacher must ensure -that’

.

the student's . conceptual development and gfasp of

related facts and skillsﬂ are adequat '_to the task, In

4 - p .
conscious objective, must have supplied sufficient

Y .
structure in appropriate prior kinds of learning, so

\ 1Y ' - A
that the pupil has a chance to succeed.

Changing Trends in Art Teaching Methods and[pbjgg_iyé,

One 6f the first:books on art Eeachiné me;hod&logy
was published in 1875. It was entitled "Freehand
Drawing™ and was written by "Walter Smith, an eminent
educator: In this book fpr tHe classrom teachers who
teach art, Smﬁth stated that the purpose of art
edqcation in schools was "to teach pure form and the

principles of good design”,

He advised thafﬁschool children be taught to follow
directions in order to develop powers of observation.
He advocated the~step-by$%tep method of instruction.

Teachers were told to draw an outline representation on
. .

the blackboard and to require their pupils to copy it

exactly.

v;r—*——>

.



1

Smith gpqlled" out details of lesson plans,

including the length of the lesson and even the quality

of the pencils to be psed: Some lessons consisted of

+

drawing. in pé;spectivé’and others of fenderiqg.light
and shade, He also recommepded.diélation and‘memory
ekercises and practicing in coéybgoks.'

During the thirties there. was a reversal of art
teachingb' philosophy. Rigigd, high%? structured
ag?roach%s to teaching art to cgildren were abandoned.

A transition took 'place from the mechanical copyin& of

objects to tééching by the encouraéemenﬁ of

self-expression, experimentation and free’ play. The
teacher's rdle. underwent a radical changé. Art
e&ucators ;dvised» them to merely help young art
students "to see"., Teachers were to serve "as a source

of encéuragement and sympathy and to offer suggestions

only when absolutely necessary” (Gibbs, 1934).

NI

Gibbs recommended that children be offerea freedom

to express their own ideas. Children were to be

encouraged to obtain enjoymentffrom their efforts. Her

book served as an inspiration to art teachers for many

years,

12, ‘ "y




.colleges for art teachers for many years.:

-
~

In' the fortieé, Viktor ¥ Lowénfeld presented . his

theories on, children's  developmental stages,. He
advocated that art experiences be'provided." for children

in -an, atmosphére -where’ each child could grow and

w

. develop at hiﬁiz,’ét‘own pace. The teacher's role
o

consisted of encouraging creative thinking ~ through

experimentation and to provide sympathy, ‘encouragement
and approval'(Lowenfeld & Brittagin, 1947‘)x. Thtrﬁeok

became a classic and was -assiduously , studied in

i

' a

Sir Herbert Read's famous book, ‘Educati’op Through
Art" was publishedq in 1958, This book was a *must” for

every student art teacher as well as for established

teachers, o N

. N\
Read's philosophy of the a'esthetvic development of

children'consisted of giving them scope to develop from

'one stage to the next, in an understandiné,-

.

stimulating, productive  environment. Teachers were
B iy .

. .
counselled to attempt to recognize the various types of

children and ﬁo encourage and guide thenm, accordingsf@@
: ' VEKG

individual tempe?arnem:al and personality di\‘fferences.

.
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i ,Duri‘ngi the sixties, t?x-é conc
'came i‘ntp %bgi‘ng as’a wew and diff
In ‘thi,s, sysgem,' lesson’ plans are
‘arrar‘lgement,s of claésr’ooms'arewno

| provided with opg;_ortunities‘ to
discover the,melan-s‘ of implementa

——

Teachers function as advisors and

.. Current Trends in-Art Education

~

authors have discissad teaich‘ing
Last‘ ib—ls yeatgrl the t're\nd cont
" planning with predictable résulé
’ on the importance of teachers®
%Also highly stressed is adapt

"student ‘needs, 4 .

To establish a rigid pattern
. [ . L Y
. the purpose of - art education as

The prime concern is no longer

skﬂ*lﬁ for their own sake (Yakel

T 1

ept of open classrooms

erent way of teaching, .
flexible and phy’sical

t rigid. Childrfp'are
N o ) '
explore. ideas and to.
tion for themselves,

\

“Tesource, persons.’

L
‘ \Q;"' =

-

. In contemporary art education literatuge, various

strategies. 'During 'the
. . )
inués away from.lesson
o Y o gy
s."Emphasis is placed
-aims. and approaches.

ation of Tontent to

F)

v

) ’ .
of instruction defeats
it is now considered.
to develop technical

& Schulte, 1980).
—

e

———,

|
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1 - -

The teacher's role is seen to inspire, stimulate,

efcourage and advise., Mark Luce, (1968) ‘declared that
the teacher acgﬁ as the stimulus for creative

expression, whereas the mggium is the catalytlc agent

The most impogfant factor in art education remalns the

.
* LY

teacher, ‘.

Earl w. Linderman (1967) declares that the art
teacher +is the sidqie element of greatest potential
value% -in.art education He claims;pupils are inspiréd

by 1mag1nat10n and inventive teaching presentations,

w . - )
’ Th1s of course 1mp11es that ‘rigid lesson plans be

gonsistently avoided (p. 22).
Luca is in accord with this perception. He writesﬁ
'Good teaching at the eleﬁ@ntary level is ctucial,

sxnce it sets the tone for the future (1968)
1 : SN

"

educators criticize teachers - who
P

over-emphasize thie productive aspects when teachlng art

and ‘do not focus on aesthetlc 'eSponses to v1sua1 arts

(R.J. McGregorj; 1981).

— v

Pup;ls,#/déGélop insight into the na€h#e " and

‘potedtia1 of materials by exploring apd tryingecug the

Y

- N .
e AN LW, ainy

IO
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- )

- “

possibilities of “tools agé various materials (R.N,.
.8 . .
MacGregor, 1971{.

%
-

Current opinion- is concerned with the total
educati@ﬁal process, ‘Diick Field (1973) suggests that
a{t ‘studies proceed separately in the deneral 8chool

~

programme. Art can be combined with other subjects for

common study and sometimes .diverge for individual

pursuits, )
§ - -
K

‘ .
, . . . -

Media‘and Skills-
, ) | ‘ B

S

Hausman (1967), points out  tHat every medium

imposes its own demands in terms of skills and
N to | N ¢ v

techniques during the .process of «peating art. He

‘

— -~ ‘
caut?@hs teachers to ©~ be aware of the - dynamic

{ the work: progresses angd finally ideas become

N 5
» &

~ .
refatioénship between theé medLum being ‘used and the’

Can

ideas béung formed. He states the startlng points for

art WOrk<££e,~1deas and images. Changes take place as

O
siynthesized as images.

- N

©

In the 'same vein, Themal (1977) believes the

5

individydl approach is best, He advises that ~ teaching

¢ . . ’ . \
QKrategieS' include teaching pupils to  respect

N , %9 .
l6 '

[N
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Q!‘/\ R .
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' R . , . ~ :
~ materials, but not to . include telling them how to use -

the' materials. He also states that ‘skills dévelopl
naturally by allowing freedom to experiment. The
child's level of ability must . always be taken into

consideration,

LN "

Kurt Rowland (1976) concurs with this theory. Hgi

suggests that teachers eliminate static concepts and
routine reactions by allowing free play of exploring
materials and ideas during the art expe;ience.‘

a

-

Dimondstein  (1974) states that she _ considers

materials to be significant in that they are conceived

‘ e
, Y

»

/!

s

»

and .hsed as-a means of artistic expression, but they -':.

are, not important as ends in themselves.'

: - Y

e s

Process and Product

@ -
' ¢

Process is defined by pimondstein (1974), 3as <a

stransformation of each child's imégination.and the end .

product as the material reflection of thIs symbolic
transformation, T o ' e Coe
e ’ N ‘ * P - ' \

In'1979 Ronald N. MacGregor stated that school art

programmes should be concerfded with more than ritual’

, e '

»
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' . . . .
’, A .

and tradition. Teachérs can get the thought processes

-

going Qyiencouragxng young chxldren to sharpen theit

abilities to observe, relate and make sense out of what

B

: " . ‘
they see. !

Elliot thnér, 1n hls lecture at the National . Art

Education .ASSOC1ation Conference in _Dallas pin 1971,

. .-

pointed .out t_:heu relationship betweeo process  and

through processes and -we - know pfooégses‘only ~Eh:ough‘

. products, He warned teéchers ghat‘ip is riot enough to

4

be intereeted only in protéss in child art educatidn,

4‘ Al
- . .. ¢+

_product in art. He specified that we have orodupqS only

»

' : :
4*A warnlng agalnst the 31ngle art lesson fllled with |

. noveltv 'comes from Robert J._chGregor (1981) 'He

¢

-~

directs teachers "to( ‘integrate . art ‘1esson§ intg.

'sequentlal nnlts of learning. This approacth av01ds

. , 2 :
'empha51s on ;the~art _product or concentration on the
5, N .

-~

form; the .art product takes Rather, the 'stress’ 'is

',pIaced on fhe'.con;eht that goes xnto the art actlvity

and on the s&udedts“ inyvolvement in expressing. their

'

ideas.: ‘ - ) .

Dick Field (1973) makes the interesting comment

4

that the .quality of the experience is not’pecessakily

.
'
:Q.'

5 T

\



reflected in the qual&ty "o f the th1ng made. S1nce¢’E/’
art experlence enta1ls working on some material with
you& idea, art 15"made by making something (Field,

1970). Therefore the proCess and ' the ‘product " are

. ‘ 3 *

1nev1tablx Lnterrelated

'

A simple-definition is offered by Wooff (1976). He

A states that the process entails ﬁqy ta learn, whereas

-~ - - . .

- the product is what to learn. )

1

' -Aims and Objectives

3
- [

< e
.

i, One of the most 1mportant aims of contemporary art
F

educatlon is to help 1ndiv1dual pupxls ‘achieve therr.

potential (Rowland,,P976)._Llnderman believeé teachers'

oL main objectives to be ."the growth of the oupil's

' artistic capacitiesﬂ’jiﬁ'u both  ’'skill and  subject . °

R ’

‘awareness® (1976).

"\
» .

Joachim mhema1<. (1977)l adviges  teachers  to

*

- co-ordinate ob]ect1vgg wlth aporoach He states that at

the outset of the art perxod, the progect develops out

of the 1ssu1ag of materxals. He con51ders the teacher ]

role to consjst of superV1S1ng, orgamzlng the clean -up"

and the display of the ch11dren s art work. He regards




)

the work itself as being its own reward. Consequently;

‘he is against all forms of competition and evaluation

of the products. To learn self-evaluétion, students

compare their later work with their earlier efforts.

1

-If teachers are obliged to "mark arﬁ work on the

'insistence of administration, he suggests they mark the

work for effort and not for performance,

S
[y

Geraldine Dimondstein states that the focus of art

lessons be bésed ‘not en teachers' precodcei&ed ideas
and‘subject matter, but rather on the indivi§u51 bhpgl
(1974); She cqnsiders the ait éxperience fét young
children to be a .process of ~g:owth,,,evolviﬁ‘g from

3

students' personal experience. , s

According to Edmund B. Feldman ~(1978),. teaching

strategies ‘include organizing images and conducting

enquiries which lead to the preséntation of images.’

-~

Strategies must also provide fqr -variable and

unpredictable features of teacher—pupil,intétacﬁion.

o

Pl




Teachers' Role

According to Terence WOoff (1976), the teacher's

“role in primary art education is to. providera wide

jrange of starting points for 'childrens' different

A

skills and abilities. He suggests that teaching

-

for exploration and 1mprovxsation. The teacher remains

N

avallable to instigate activity, to stlmulate rdeas and
| .

-to advise and encourage pupils' efﬁorts.

~

R.N. MacGregor (1979) states the teacher's function .

in the ?art rom is to.present ideas in .order to get

[
s

childrens' thought-processes 'goingi He, like Feldman

(1978), considers ‘the teacher's role consists of

encouraging pupils to select, organize and use

materials in order to give their personal ideas visible
T \ :

form, .

<

Agreeing with this premise, Tony Burgess proposes

‘the teacher's role should be that of orqanizer, advisor

and source of stimulation (1973).

-

In accord with most contemporary opinion, Hausman

& ¢
believes the teacher's role is mainly to stress

N

strategies include offering a wide variety of materials;



advent&re and discovery. He advises teachers to create
an atqosphere in art clasérooms for the explotationAof
Visual form. He considers it to be of great importance
to offer students support in their differences. Art\
teachers' role embraces ﬁelping students to find new

possibilities through emerging forms as the work 1is

evolving.

Hausm&n (1967) considers the key factor in.teaching
art at all levels to be the creation of condigibns and
an aémosphere in which studen;s'%njoy the excitement in
;he search for and discovery of visual idéas. He also
thinks the teacher's role is to provide an ambience in
which students are able té project their own ideas and

5

feelings into their work.
v

Stubbs. (1979) agrees., 1In his writings he 6 tells
teachers to <create an atmosphere which provides

opportunity for both creative thiﬂking.and ekpressipn.

Teachers are warned by 'Feldman (1978) not tqqgerely

" follow artistic fashion. They are. advised to be on
. . : ; N
guard about imposing their own idiosyncrasies and +to

avoid personal preferences, o~

’N ‘ 22 '




‘ . ,
‘Luca 'sees' the teacher's role ifunction;ng\ -éo
stimulate learning, at the same time as maintaining an
awareness of each pupi;'s comprehension level., He
bélieves the developmént of - 8kills in art to be
commensurate with the individual child's abi;itie#.
This samelviewpoin; is held by Rueschoff and Swartz
(1969) who also consider the teacher's awareness of

each pupil's ;qgel of understanding and development to

be es§}ntial. Some directed expe}iences may be inctluded

in lesson plans: if they encourage problem-solving

through experimentation. Their interpretation of the
teacher's role similarly includes - providing
opportunities for chidren to learn and to express their

feelings through art.

~ ¢

An interesting aspect; infrequent;ﬁ ment;oned in
the literature, is expressed by Dick Field (1973).
Apart from encouraging ﬁupils' developmgnt and skills,
he 'considefs /that the tegcher's role incorporates

providing an.atmosphere in which students retain a

continuing enjoyment of the art experience,

_Diﬁondstein declares it is up to the teacher t

[y

create an environment which 1is conducive to artistic

23
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’ ‘exégéssién. éhe believes aesthetic judgements are to be

shared with studénts. She states that the teacher's
:role as ;rt‘educator includes . providing freedom within
structure, and emggéces . sharpening childrens'

perceptions  and encouraging responsiv%ness.

Contemporary Approaches to Stratégies and Methods

Learning Through Art and In Art

‘ o A recent trend in art education literature is to
incorporate a deqgree of strucfﬁ intq art lessons, The
_structure often advocated taKes tHe form of a series'of-
Lo "learning modules;, co—ordinatea .whenever possible,
with régular learning experiences in\ the child's
general education. An understanding of childrens'
abilities and their levels of cdmprehension is regaxdéd
* ,as vital. It follows that. teéchers must adjus® art
lessons to inaividual'pupil's needs, ‘

Stupbg (1979)9 suggests an art programme that
develops bath conceptual understanding and vskills. He
would like to see a shift of focus of school prograﬁmes
awaé from the finished produc; to -a concentration on

pupils' intellectual development. This _approach

ar



4

a
v

coincides with the'current trend to use art concepts

for instruction ia schpol as tools for general

‘

learning., Art cancepts are defined as 'reiatively.

complete and meaningful ideas in the mind of students.
. , .

In accord- with contemporary thinking, D?ck Field
declares that thg' teacher's role in the art classroom
ihéludes providing structure for developing skills and
acquiring knowledge and experience (197;). He agrees

with the avoidéncé of rigid lesson pdianning and highly

directive instruction. He suggests teachers provide

students with freedom of choice to develop their own

ideas, within the structure.

¢

Field alerts teachers to respect young students and

their work. He considers art a learning activity. The

teacher's role is to provide stimulation, encouragement

of wunconventional thinking and to be available to
pioffer advice. Hé,believes education in arE consists
of understanding a;p as "a mode of organizing
experience”, He stresses thHat art activity involveg fhé
whole pérsoh, mentally, physically and emotionally.

P

Kurt Rowland (1976) embraces a non-authoritarian

approach to lea¥ning which relies mainly on the idea of
.




v conantipt,

\ [

diséoveryx ‘learning. He suggests teachers employ
strategies which include problem-$olving projects which

encourage 1imaginative responses, He advises .pupils to,
" .

: . , - . &
search. out their own sources of information. This

'
N

approach provides for self-expression and artistic
3 » ' :
freedom; but at the wame time, stipulates control,
The art experience can be thought of as a form of
communication. WoOoff (1976) suggests integrating art
lessons with  language¢, social and environmental

-

studies. Art education, he postulates, can be concerned

', s ffith the transmission of social and cultural values, He

. is against structured lesson ©plans. He believes in

carts (1976).

keeping plané flexible, thus 'leaving art activities
amenable to change and open to discovery.
' ~
L ert Brittain would also like to see art in
schools incorporated into. a larger framework which

includes dance, drama, music' and some -of the language

In a—éurvey conducted by the School Arts Journal in

.

' 1978, Laura H. Chapman reported that 43% of the art

LN

teacher respondents intérrelated visual arts with other

art occasionally in their classrooms,

A




o ©

Lidstone & Bunch (1981) advise art educators to
‘ »

: update their‘idedg on- the function of art :education,

They state important areas today include bhody awarenessA

’

and movement, event-structured .participation and
. '
confrontation with teal space, as contrasted with

classroom space. "There is a marked shift away from

. 3 : ' |
desk-top instruction aqd a new enthusiasm for f%orking

1

with youngsters in ways that are compatible with

v

contemporary life and art" (p. 49). -

Ly

adult-conceived working situations. However, in "real-

space" projects they use naturally, ordinary_chiidﬁood

Y

activities such as building forts, tunnels, tree houses-

and sgand and snow castles, In modern experimentai
projects, created in St. Louis, Missouri and in Newark,

children created air-taut tunnels of their own

b ]

construction. They flew fantastic kites and ran, jumped °

and went ;}{diné on‘their,'real—space’ sculptures.

3
[N
-~

The trend to keep pace with’ rapigisocietalkand

technical changes takes art activities beyond studio’

“

exploration. ' o .

g

27 . . '»',

In -the «classroom children must adapt to
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Vincent Lanier (1975) notes that the art cﬁrriculu@
in schools has remained about>the same for the last 50
years., Media and maierials\5¢e still primarily studio
processes with the biggest chandé..being the acceptance

of crafts, photography and filhiin'recent years.,

He advocates red)recting theory in'art e@uééﬁ?on as

follqws:

s (é) Provide young people with aesthetic literacy.

]

(b) Expand their horizons to enjox,visuai aesthetic .’

experjences in a‘'wide variety of contexts. . .

[

N .

(c) pDeal with all the visual arts, including folk,”
ggpular, mass media and the fine arts. |

(d) Include in the curricalum an examination of th;///’
characteristics of aesthetic response to objects in the
world around us. . i .
o Yoo L
. Production. of art objects should. remain as" an

éVailablé\option‘onlyn in _the required programmeé, to

L TN

mg

proyide effective learning,
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content. ' o

sSummary

+ ¢ . ,
Contemporary art education stresses the importance

of the creation of an atmosphere in the art. room of

search and discovery. Many authors consider it is up.to
g

~ .
the teacher to provide an environment in which children.

- [ ]

can explore. their own ideas and experiment w;ph'various
\ L] :

media. . a & ! .

P

-, ] ;
However there is a trend to more structured lessons .

based on sequential learning modules .thrqqu\irt and

L.

about art, as well agimaking gnd‘doingﬁart. .

oY%

i N - -

A
.7 Much of recent art education literature Strésses.

the necessity to use open-ended lesson plans which

leayve room for personal experimentation and discovery.

? s i
v
‘

.

The . teacher 1is seen as someone who facilitates
making, but also provides .a coherent structure
opportunities. for the learnifng of .art conce

\'/\

[

1 -~

is trend was quther emphasized by Chapman in

e

-

\

N

1982, she gdvises changing the té%ching of art at ;he"

' elementary level by casual instruction to a more .

-

»

-



v

- stfucturgd planned programme. she'prppbses a modul 5

AN

5

——

¢ . .

plan fot)study, containing eigﬁ;'

She would iike,to see art regarded as.a major domain of

) PO,

,study .controlled fqr quality ana continuous

development.

i

To sum up, a tremendous change in art education

took "'place in , 'the 30's after the child-centered
: /_»J' : g
movement was initiated by Franz Cizek in Austria in the

L]

20's, Evelyn Gibbs laid some grogndwork for a

laisqu—faire approach, giving reign to children's free

expression in art, In the 5@'$ Viktor Lowenfeld, Victor

D'Amico and Herbert. Read examined $stages of children's

creative and ment#l growth and adapted their theories

B

to children's needs at varioails stages of development.

[ .\

nlj ’ B . -
The . histerical ®trend has developed from an

9

Tunstrycturgd, spontaneous role for the«teachgr,in the

30's to mofre recent concerris i the 80's that teaching.

- . R
and learning .takes place in a more consistent and:

organized fashion,

- -

- ';“

a )

We are currently undergoing a re-examination of ar¥

~,

education in the context of learning through art“and by

-

art. The importance of lesson planning (see Chapman),

. i . H
R - A

30

s of instruction,



<<

L4

v

. ¢ , SN .
the 'development’ of technidal skills and sequéntié;ﬂ” s

“

modules - in’ 1learning are - all under *© Tserious

consideration. T ' , - SN e
< . v .

Much of recent art education literature stresses
the necessity to use’ open-eﬁdéd lesson plans which

»

leave room for personal orien&ption.i ‘ B . f




- 3 Researkh Method

ot Lo . >

&

Partiéipatory.Observaéion .

L \ ?he research method I employea in this study was
e parﬁicipgﬁory obse;éétion.
v Maﬁy éduqators currently doing research in art
education are in' favour of this method. "Participant
L .A. observation is. characterized by & period of -intense-
| social iﬁteractiqn between the researchers and t@e
xsubjeéts, in the miliéﬁ of the 'latter. During this
pgriéd;"déta are, unobt}gsively ané systematically

collécted' (Bogdan, 1979). . : . !

{</' - ‘Breqt Wilson (1971-72) <¢&onsiders par‘ticipatoryw

observation a valid method of research in ;:i/fi;ld" of
L . art egucation. He sqeﬁests,theu method “offers a means

for inquiry which ‘seems to match satisfactorily the

i

complexity of methodolbéy "with the xcomplexity« of
phenomgna being studied" (p. 23). Wilson aqu that the

researcher 'is able to observe variables énd”,théir

L

‘interrglationships/ concurrently, He considers  the

‘procedure to -be a flexible method which can be.

9

32
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redefined as new circumstances aﬂd,that bpportunitiés

arise spontaneously.

Concurring with this opinion, Stewart  (1972)
declares that ."the research provides.opportunities not
only to observe and déscfibe' but allows for . ways to
efféctively modify the observer's point‘of view dnd*can
élso apply to otﬁer sfituations® (p.l20).

-

Rogena Degge (1975) cohducted the research for her

°

doctoral dissertation in a.junior high art class, using’

participatory observation as the research method. She

states "ethnographers attempt to discover patterns.and
I \

relationships within the dynamics of the situation Ehey

observe" (p, 6). . .

The  'relationship be;ween' ethnography °~ and

participatory observation iSv.clérified by wdldott

L)

(1975, p. 122)., He wrote "the ethnographer wants ‘to'

record and report-aat only the interaction he oQ@prves,

Qbut something of the setting: and, especially, the

meaning the actors themsélves aséign to events in whicﬂ

they engage”, R.N, Macéregof and David H. Hawke (1982)

define'e;hnography, a method derived from anthropology,

*as a ;Etond of how a gr;upinq of human beings
e

. 133 : '_' A
S =~ )

*
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. ‘ . . l
interacts. under a variety of conditions over time®, It :

becomes a matter of ’‘some individual judgement and-

‘tolerance (p. 38).

/

o
: L3
) /

-

In 1982 Professor R.N, MacGregor stated that "these

,ﬁethods offer the researcher a way of concentﬁaftng

“upon individual diffgrences rather than upon mean
4 N .

performance, and also the oppd}éunity to .examine

W

specific -significant moments in the ongoing.flow of '~

" classroom events'l(p. 38). , ’ .

. A N -

o ’ N
Robin R, Alexander (1982)\'describes participatory
observation as "a group of metheds that stresses
observation in the getting, informant and informal

counting of events" (p. 65).

Interviews : "Iy

'
Prior to commencing the research, I interviewed

both teachers and obtained brief background informatiaﬁ
as to their teacher training, years of experience of"
teaching art, the grade levels ‘they teach, their
personal art experience and their present involQement
in art. I then offered a 'cursory ‘description of
participatory observation research and explained what I

~N

34
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would be doing in their classrooms. - ’ -
. ‘“;7_

- te

A post-observation interview \waa conducted ‘with
both teachers at lenéth, covering various hspects of

their personal .deas on art education. The questions

. " related to their attitudes on disciplihe, classroom

~

atmosphere, media and methodology (see Appendix p.

146).

Setting

-

' o . ‘ ,.(
-An Plternabive school permits a laféer number of
observers, student tgachers’and’g:aduate‘studihts doing
, “their practica, to come into the school than do the

‘w

+« regular schools. - Pérticipatofy obsérvétion, however,
has not been conducted ia the school before and neither
‘teacher I observed had ever participated in this method

of research.

-

- ' . 4 ' ,
R The location of the art rooms in the basement of

this very old building is a handicap. The rooms are
~ oddly shaped ana are poorly lighted. Nevertheless, they
are equipped with sinks at alheight §oungvchildreq can
_easil&/“?éach. .Grouping'all' the art rooms ngdr »each
other proved to be an .gdvantage.i Su?plies could be

,, o 6 U
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planned more.easily between two teachers of the same -

r

shared or bofrowed when necessary and projects could be
grade levels,

. \
These art rooms are very large in area and students
. \
\

work 1in various parts of the rooms. Both art roomé\
' \

observed have many cabinets and shelves for séoring \

materials and work in progress. Furniture, such as work

tables and chairs, are also plentiful.
.?,t

Procedure

-1 seated myself as inconspicuously as possible in a
. -~ |
corner of the room and took continuous not¥®s of the

ongoing activities of each lesson, frqp the start-to

‘the dismissal. I included notes on the setting, the

interaction between the téachers‘_and #tudents and
betwéen the teachers and ﬁyself. I noted the date,
time, nuﬁber of pubils, propﬁrtion of bbys and giris in
each class and the projects " they were working on. My
rough notes were then edited and typed., These notes

constitute the main source of data for this study.
\\‘/ N -

From time-to time I took pictures of pupils at work

in several classes., I asked children not to pose for

36




the camera, just to continue with whatever they were

doing. I sat on the floor waiting for an appropriate
o ’

moment and made every effort not to interrupt or get in

the way of either the teachers or pupils. I thought it

would be too conspicuous and intrusive to walk around

with a tape recorder in hand and used one only once,
with .the teacher's consent, go tape a.grade one class

. ey
singing a song the art teacher had taught them.

’ .o

Interaction ' ' ' a

‘

As time went on, my role as researcher in the two

art classrooms evollved to include indirect and
sometimes direct partieipation at the teachers®
request, Certain circumstances seemed to call for me to

gét'involved. When the teacher was particularly pressed

for time, or if students asked me directly for
suggestions, «criticism or for supplies, I helped out.
From time to time the teachers discussed projects in
hand ‘ot pupils' work with me. They solici;ed~my opinion

or an exchange of ideas, and sometimes asked me to

sha;enin the evaluation of what was being done,

. o .
" During every lesson I tried -to walk about for a
short time to observe the students as they worked on
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. . . {( '
the gssignment and to observe how they were developing

their ideas.

v

. Analysis . | ,

1
’ .
L »

Anaiysig of the data collected took_place after the

field work was completed. In the analysis of this

‘'study, I consider ‘the classroom behaviour of both

3

hers and students, the teachérs'. styles .of

vating the classes, how they presented the lessons,

——

the correlation between process‘and end prodqcts'and

the teébhets' role. -

‘Their differences and similarities are pointed out.
The relationship ' between ‘thé!&’ teaching s;yles and
strategies in art education literature is discussed.
The teachers completed é post-observation - qhestidnaire
about the motivation which they attributed to their
activities in the classroom; I comparé’their responsésn

to my own observations,

i

In order to assure angnymity, aliases have been .

4

used for both teachers .observed.

%)
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4 Case Sstudy "Paul"

Biographical Information

r
4 L]

Paul graduated from CEGEP de Vieux Montreal. He
continued his studies., at McGill University and the
Rolle College of Education in Devén,-England.

1982-83 is his third year of teaching. He has
‘wgiked qnly'in this~school, where he is employed in the
Prench immersion section. He teaches A:t exclusively,
in cycles one and two>,£bét is, grades one'ﬁh}ough

1Y

severn,

 Paui is the curator of the mini art gaileky yhich.
has been set up in the‘audito;ium and ;he entrance hall
of the schooi. He has twice organized staff exhibitions
of paintings, drayings and ceramics. Towards the eﬁd 6f

the year he arranged a'di§play of student art work, He

is also active. on the staff social committee,.

He is Qery fond of music and sings in a choir which
rehearses several times a week. He writes poetry and he

i

paints in his studiof He often brings his recent

’ . , 1)
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. watercolours to school to'sﬁg: the staff his art work.

- He has twice exhibited in group shows. At the °

present time he is preparing some gouache paintings for

LY

a qroup show;

The Setting, Room 10

Paul's art room is located on the basement level,

It 1is a rather dark, cluttered place. Some 10 or 12

. o Sy . 4 N .-

paintings are displayed on the steel hood .towards the
: . ) ' .

rear of the room. They seem to have been there for a

long ‘time. No: additional decoration has been added to

this room. . .

-

It is a. very long, narrow room, 10 feet x 53 feet
(see Diagf;m,’p. 144) . .Tﬁe cement floor is painted
battleship grey. The brick walls, approximately 16 feet
higﬁ, are painted yeliéw f;om the ceiling half way down

and then green to the floor. Fifteep fluorescent light

fixtures are suspended from the ceiling, which do not

provide 'adequate lighting for this large .space, All
water pipeé and various switches and fuse boxes are
exposed on the walls. The windows are located on the

back wall ‘and side wall on the right, near the fear.

- -
-
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Large old-fashioned radiators ~ are situated under each -
' ’ . , ' .

G

window.

The rear third of the room contains large empty
corrugétéd cartons, which Paul haé been collecting f
someé ,projects He is planning. An 0ld4 broken-down arm

chair, some unused’old 'kilns and a ceramic . wheel/ are

‘érammed into the corner at the back.

-

L)
.

This room was probably used for teaching crafts

'many.years ago. The oak tables,-now not in use, &re of
excellent quality, but they too are very old and®’
shabby. Dust has, been collecting for a long time;Pn all.,

the discarded material and is not cleaned ﬁy the °

maiqteﬁancé staff, although the. floor does gét swept

and washed from'time to time. L fo

s

. There is so much furniture and yarious built-im -

large and small cabinets on the walls, thatf;here is

. virtually no wall space -between them.

[l

On the left side of . the foém'Paul has placed .art

: shpglies( such as.tissue paper,_un?pened packages . of

paper, inks and various containers of small items on
> N n * . *

‘the steel shelving. On the right side of his desk stand
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three open 'steel shelves,
v * v . . A

. designated 'for'each class. Every pupil knows whereuéo

’

find his or her unfinished work. On the top shelf, out

-

of ‘the children's reach, he stores large conta{ne:s"of

liguia tempera paint. On the bottom shelves he

" accumulates empty Bottles, plastie é?rtoﬁs and ° other

.

scrap material he intends to put to future usel{On the

floor; next to the shelves, are cardbgard boxes full of

* - '

" art supplies, such as paper, papér towels, construction

/ :
paper dcraps and’ so forth.

*

.

N a
1 B : - . N A v

Paul ‘bas"arranQed three table ip a U~ shape as
working areas; towards tﬁe fron; of the rbom.‘He}.haE
left sufficient spﬁcé.bétween‘thém so that he ﬁdan‘;alk
around. His desk is very néat? He geéps.a few smaii,
containers on top to héld‘ scissors,, rulérs, glue

spatylas, exacto knivgs and the stapier‘ 'His roll call

"book and lesson—pl%n book are in'a drawér in.his desk,

- .
e
® . ..

one. of which he hds -

< v

'He rarely uses the —biackboard on the front wﬁll.h

Thé& rqoﬁd feé{s qrdwded because of'its peculiaf shape
and the large ﬁﬁmber of furpishiqgé. Paul hastarrangeﬂ.
all available §helves M an  orderly ;fééhion and“caﬁ
immediately find anything he Mﬁﬁts.'Hé ‘knows exactly

'what: materials he has on hénd;.

:
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Teacher's Stvle

3

-

Teaching style refers to distinctive qualities of

personal behaviour that are consistent over b£33 and
carry- over from situation to Situatiaﬁﬁ(éiscﬂe}'anq
Pischer, 1979, p. 245).

.
1

I observed many aspects of Paul's style which were
: . - v
consistent in all of “his art .classe%. For example, Paul

 presented himself as the authority in his classroop. He

.Wwas in charge and he made it clear thdt the pupils were

<Q

there to listen and learn. He did not object to talking
or *singing guring the art class, as long as the
children were not tqg “noisy and obediently stopped to
listen to him when he \spoke'tto the class. Actually
theré was very little'fooling around amonéét the pﬁpil#

during his classes, Also, normally he spoke to "the

students in a soft, well modulated voice, If any
$ : ' o

student was inattentive §r continued talking when Paul

asked for attention, he shouted "Hey!". One word was

.

enougb. After a reprfmand, ,he Sometimes tozé the
chiLdreq‘how much he disliked having to shout.
. e’ X P B P M )

»” - * . ‘ P

&
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Ten or 15 minutes before the end of the’pzjiod, he
0]

. . .
called out 'Stoé whatever you are doing RIGHT

. flicked the ‘light switch (the signal for silence) and

"insisted that Ehe,clean—up beginjat once, All students

"had been trained b?‘him earlier im the school year’as

to what they were required to do, and most obeyed
v

without question. However, some childrén in the midst

of concentrating, moaned.or voiced objections, but they

were immediately overruled. Paul kegt to ‘his'time

»

schedule. ' :

. . ) 4

Also during -the period,” any student wanting advice,

or instruction was free to come‘qp to his desk to speak
% % ’ ) Y '
to him. He. never ignored them. They waited.for their
turn and he ‘answered them individually.
3 . *

5]

- ~ ‘ . ! . [l
At the end of the period, somer of the young

children occasionally;came up to!him and clung to him.

_Several of the girls in grade three F class kissed - him

on the cheek on their way out. He smiled and they left

quietly.-Paul did not seem to encourage this behaviour,
he remajned aloof and impersonal and somehow’ managed

not to reject them at fhe same time. He didn't make a
big deal gut ‘of it, neither did he ignore thém. As a
I :

rule he responded by a pat on the head, ' \\m;

44 ‘ .-
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Consistent with the’research results.noted 1in the
PAR article on Teaching‘Sty\ s (p.'lZ); P;@l maintained
his pezspnal style of teécﬁing, -

. - . .

Dick Field (see p, 18) advises teachers to include
structure 'in their art lesiphs in . order to devélop
skills and experience, Ell1ot 71§ner (see 'p. 18) points
out the relationship between‘brocess and producs// 48:
advi;es teachers not to 11m1t tHeLr interests onlyﬂto
the process in art,

, S ; L.

Paul preéenéed varioeus projecfé*as a me;hoéy of
offerlng dlfferent ex;eriences However, Hef direcééd,

. ' ,

superv1sed and control¢ d tne lessons and emphasized

the importance of the apbearance of the finished work,

¥

Teacﬁér—Student,Relatidnship

B . o

r

"Paul demanded apnd rgcéivea obedience and respect,
When children became unruly or 1inattenti've, he stopped
‘Ehe lesson, called out ' "Hey" or "Quiet" in a loud

v01ce, and a hush 1mmed1ately descended over the room,

He often lectured the class about how _he .disliked

raiding his voice and that he respegted his pupils and

é . ‘e

T as 4

~

t . .
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4

expected reciprocal respect from them,.

’

-
Pupils 'appeared to\be Yager to begin their art '
o t ‘ '
work. Rarely did I ev hear anyone complain. I never coe
. B _ : - N
observed any pupil. [object to or refuse to do the h

)

project presented by the. teacher. Most -'of the

objections -came when they were told to stop working.

Compliant behaviour concurred., with

i.

_student the .

r teacher's expectations,

v ' . "
1

Paul seemed to understané his grade seven pupils'
adolescent stage, I was under the impression that some '
‘of the more developed and. out-going gig&s had secret or

overt cYu;hes on him. Three girls 1in particular were -
very demanding of ' his time ang attedtion and he was

. [
‘

obliged to spend extra time at their work table.

- . .
' ' . 0 SR

\ < K ,
Seventh grade kad to comé down from the third and

‘fourth;fléorS‘to the art Foom-in the basement and Paul

permitted them to wander in. Usually they' started to

work at onc,k picking up their unfinished "papers,
.getting  their own materials and clustering at -the

. . - . I
various tables in small groups 'f"friendg. Most .often

the bo}s and girls sat separately by tﬁe{j own choice, N
althodéh - during the course of the( 'period thei,
. ) . : . '
'3 i 46 .
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intermingled,

In spite of his insistence on obedienée, Paul was
sensitive to stué nts' needs. FOt'exa@ple, one day he
noticed é li;tle >§r§de two ‘girl was crying. He
immediately . went over to her, found out what the
ptoblem was, resolved it and comfértéd'her wi;h a'hug.
She stopped'czyiné and joined in the activities. |

.

Occasionglly Paul thought -the vyounger  classes

ﬁeedsd a change of'pace'during a double period and he

called for an early stop. After. the clean-up, he.

diiecpgd'them in playing:a few games before dismissal.

v

Classroom Management

+Classroom Atmosphere

A . A

\%«
The art room to Paul, isAa‘plade in which to work.,
As soon as.he gave the’ class permission to start, ﬁﬁé

children plunged right in without questioh;

il I s

" v . ‘ '
» . : * R

The art room funciioned-sﬁmilarly'tp a rgguiér-

classroom. The teacher presented. his ’pléns forr the

5

lessaon period and the pupils were required- to follow

s \

‘
r.
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'them.

Social Behaviour

. , \ )
Good manners were taught by example. Paul usually

spoke’quietly and politely to all pupils. He expected

them to do the same, Yelling and bad languge was not

tolerated Occasionally one or two boys uséd swear

i

words and they were quickly dlsc1p11ned Any- flghtlng’

v

+ Qr scrapping around was teﬁmlnated at once,

L

On Frldays he ofien stood near the door' as the

thlldren f1led out and wished them a géod week-end. If
the :students had done a quick and efficient ciean—up,

he sometimes thanked them for their co-operation.

‘ . LN

~ ' .

S;udént~observer rélationship in all grades was.

s

amicable., Due to my substitution work in the écpool, I

»

knew most of the students, -~ . . ‘

-

Music : S C /

l

—~

and artxclpate in schdol con erts They sometimes sang
P F .

vwhile drﬁga g or palntlng, Paul never remarked ‘about -
' = . N

4 -
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- ' ‘ v

it, but he seemed not only to tolerate but to enjoy it.
Y .

' >

;He'obviously enjoyed music. For example, he became
fascipa:ed by a smalllelecﬁronic. musical instrument a
tep—year old boy brought to sdhpdl. He imhediately
learned to play it and }ooled aroénd ylth it for the

first 10 or 15 minutes ' of the period, A few children

gathered around to watch him and to listen. Others, not

" interested, or more interested in doing art work,

’
[}

cehtinued with their projects.

!

Once in a while, Paul set-up a tape recorder and’

played one,_of his cassettes softly, as . hackground

‘

music. Wwhen we distcussed the effects' of music in the

%

art room, hs}stated' that he believed musit calmed the

children.

k-
Entrance Into the Art Room

At the beginning.of the school year, Paul set down

a rule that his stud®its were to wait quietly in the

A

hall near the art room until he opened tHe door to
]

admit them. This hall separated his room from other art

rooms and the gymnasium. Any running about or shouting

was severely frowned upon. All classes had /€3 cbey this
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1

rule afl normally they entered.in an orderly fashion,

. A | :
Upon entering, students were required to go at once
' L

.®
to the work tables, remove their school“bags, take down

the chairs which had been placed upside down on the "

tables: by the previous claés, and wait quietly for the,

teacher to start the lesson. They remained at their

-

,places and 1listened to an explanation of 'what they

would be working on; Everyone was familiar with this

+

procedure and accepted it.routinely.

Lateness.

v

\

Late-comers were always réﬁrimanded. Usualiy they

-

were told to wait near the teacher's desk until he was
ready to hear their excuses, At the beginning of the

term he warned them not to arrive late again. After the

Christmas recess, he began to send them to the oEfice
for a note admitting them. Paul announced this policy

to all classes and added that pupils who arrived late

equently would have to‘brihé him a note from home in

the future.

; | o B . .
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Roll call

- é

Attendance was taken at every lesson -at various
times, sometimes following the period of motivation by

’~

the teacher, ét'other Eimes after a lecture on good
behaviour. Pupils were sometimes permitted to complete
work iq'progtess at .ﬁhé beginning-éf the period, Later
§h they were asked to siop-yorking for a'few minutés to

respond to the roll call., = -

Silence was mandatory during attendance taking at
all tinfes. Jofaul waited for"evéTyOne to . be geated,

flicked the lights for silence and called the roll,

Atﬁpica{ly; occasionally atﬁéndance was - taken at’
the end oé the period. As each'pupil;s name was called,
he‘or.;he was told to pick up gome écfap paper from the
’floor, throw it in tﬁe waste-basket located near the
door, and :then leave quieﬁly. Thus roll call, clean-up
and dismissal were all combined into an orderly

departure,

2
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Getting Students' Attention

¢

Insteaé of raising his voice, Paul flicked the
light switch on Snd off as a signal that he waﬁted the
class to stop talking and listen to him attentivély.
This signal is widely used in the school by different
teachers in 'the‘ younger grade§ and all studenﬁs aée
familiar with it. In Paul's ‘a'rt room this siénal hgd to
be meticulousy adhered to. The first éime it wa;
disregarded, he stared at the guilty one or called. the
culprit by name and had the pupii~repéqt the rule. Most

of the timé, students hushed their neighbours and in a

few seconds all were quiet.

PY 4

Clean-up

Paul kept track of the art supplies. In'the course

of the clean-up time slot, students were asked to hand

him the rulers, scissors, staplers, special brushes,

-

'etc; During the Christmas ~rec‘ess he had  purchased
additional supplies. He asked every class to take
special care of these. He «counted them at the énd ;of
every period and 1if any were missing he appointed
‘several students ﬁo search thefropm before dismissal.

Nevertheless, mysteriogsly, towards the end of the

[

+ -
'
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term,/alfew rdlers and brushes, had disappeared, .

Paul organized the clean-up carefully. Everyone had
been taught. what they had to-do and what was expected

of them. He usually terminated~classes 10-15 minutes
‘ 1

’

early-to allow 'time for this. work.

After he flicked the lights and called *Time®, no
one was permitted to continue their art workﬂ'In all
.giades, évefy student ' had to clea; the.Spacg he was
warking at. All papers. were removed and scraps put into
the waste-paper basket., The .pupils washed the wo;k“

14

tables with soap and sponges, which were stbred beside
the sink for this bu;poqe. Paper towels were used to
dry the tables. Finally, thé chairs wereﬁplaceq upside
down on top of thé tables. After a painting session,

additional time was scheduled for-cieaniqg up;

If Paul noticéd ehat some children wer;-no£ pulling
:their weight,‘the class was called to a:iéntion and he
reminpea them that everyone was required gp garticipaté
in the clean;dp, *le méﬁage‘. He supérvised the entire
procedu%e assiduously, making cerkafn that the Jjob was

well done before the class was allowed to. leave,

0 . =
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Dismissal

After clean-up the pupils handed in their art work

to the teacher ahd he directed them to place it on thée

appropriate shelf. When the elean-up was satisfactorily |

a

completed, the students picked up-‘their school bags-and
stood quietly .in their places, waiting to be given
permission-tq leave, .Sometimes they had to wait a. :éw

minutes for those who wéré/washing brushes at the sink.
. ; _
e

Paul waited for complete silence, If the recess or

i

lurch bell had rung, . Paul still remained standiné near

his desk waiting for the c%ass to come to,ordei before

qishissing them, Thus, an entire .class .might lose some .’

‘of 'their recess ot lunch period if theéy did not comply

‘quickly.

-Occasionally Paul dismissed one table at'a time if

the’entire table was ready. Once in a whilé, usuafly
after a painting cléss, some~studgﬁts.might'be delayed
- at the sink, and others who were ready at their table

.

would be allowed to go.

‘The grade seven class, after cleaning up to Paul's

/

. / . *
. satisfaction and showing him their work, were usually

54
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permitted to leave’singly or in small groups.

—_—

Paul's grade two B class did‘ not please ‘him one

day. He ended the class early and drxlled them on hows
¢ .

he wanted them to leave Fhe art room. They stood at

their places, he walked around making sure no - bne’

- ?

scraped his chair or-slqgshed. He repeated instructions

on lining up, on not running in the halls and on how to
. ,". . .. "
wait to be dismissed., The class performed a practide"

dlsmlssal several é}mes, untll he was satlsfled They
were‘then aliowed.to leave and flled out quyetly,txn an

orderly fashion,

Disciﬁline
Paul maintained 'control in all of his classes He

éxpected his students . to obey him and Ln51sted‘ that

| they dxd He con51dered thls concérn part of teaching

young children, regardless of the subject

ppse g

[
i ’

~_He {biiowedda\certain péptern'to obtain. obedience:,
He. flicked the light switc¢h. and edpected- immediete
response, He.ealled out in a 'ioudet than usuai ‘voice-
*what am I Qaitydg for?', ?pe children ahswefed in.
unison "Silence”. "What doee,it dean wheﬁgi‘flick .the

+

.
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lights?" he asked, and "the children replied “Quiet™.

This procedure was repeated in %ge;y class and in every -

grade numerous times during my.observations.

4
s * b
One day the grade three E c¢lass behaved in a

e somewhat. disruptive manner. Paul .stopped the lesson

early and had the students sit quietly after the

. L. : - : o
. " clean-up, .He scolded them. for not listening to -him

: vy R during the period. He told thém he was. displeased:

Paul continued with 'a lecture oi behaviour and

R aggression. "If we want to be frignds, we must réspect

qgch other”-he informed 'them. He stated thatfﬁhé" next

: , . . -
time he would keep them all out og}ghé art roonm.

¢

During a very noisy grade seven period' oné\‘day,
Paul asked for silence-several times. He called,a’halt

to working ten minutes earljer than wusual and toild all

.

pupils to go to their places., He scolded them and said °’

£ , . . ;
he was not satisfied with their behaviour. He chastised .

them for an unsatisfactory clean-up: He décided at the

pext .class that all pupils nust change their. work

- , .
places. Just then, the recess bell rang and. the pupils

were eager to leave but were told to remain until the

table containihg the. paints had‘been properly arranged.

-
~
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He dismissed them a few at a time.

“~
1

An unsual situation eccured once when Paul arrived
late ;fter his lgnch period. <Ggade two B had gathered
in the\ﬁgii and were running about, shoutingﬁdat play. -

aul  scolded thém‘and ordered them to sit silently on
he npear-by staircase beside the grﬁ(;oom for five

minutes befgie he would allow them to enter.

1
frez_m,

After fiyeion<g;@ minutgs he unlocked the door. The

N ) .
children entered sileritly and went immediately to their

places.,  He began with. a 1lecture,on “proper and

»acceptabie behaviour., .|AlXl were silent during this

various classes’ in thg school. Truthfully, they were

" more unruly and harde"\;fp,handie in other classes, In

Paul's room back talk'was rare.

N
. by :
When Paul reprimanded his students they . accepted

responsibility for their behaviour ‘forthwith.

B
* + * »
. . N .

—— s e [PPSO




Sk

\ a2

Class Behaviour wWhen the Teacher Was Qut of the Room

v

At times .Paul: left Ehé room to get a cSrtoﬁ of
paperfFowels or'pther supplies, Hé informeduthé. class
that he was going out £or *five or ten m;nutes:“ He
signaled to me ;o take over. I left my néée—taking'and
circulated amongét the pupils, éalking to individuals
about their work. Everyone continued with “their

o : L
activity in their usual manner,

An unwonted occurrence took place in grade three C

one day. The class was involved with drawing life-size

figures on brown kraft paper. While Paul“was out of the -

room a boy drew a very largé penis on his figure, Half
a dozen boys' gathered round him, whispering and

giggling.-Hédtnpp.attemptéd to-drawcmnther such penis
i £ : .

on'hié neigpbour'é figure, but that boy objected and a

]

scuffle broke out. Several girls came up totrepért the

incident to me. I jokingly toke themee, could all be

>

certain he was drawing a male and advised them to

ignore him since he was only tfying to get attention.

&

Incidentally, upon ,Paul's’ ré?ﬁtn 1 informed him

" about what had occurred, He informed the class that
> oo * ©

. eveyone must d¥cept responsiblity for what they draw

58 '
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and immediately made the'ch?ld sign his name besid% his

drawing. Tne student did not want to sign, but Paul
' - .

ingisted: These panels ‘were to be displayed in- the.

school and the boy was - less then ﬁappy‘éo.go_public.

However, he had to "obey the téqchef: inéidentaliy, he’

managed to paing clothes oﬁer the genitaLSngring‘ the
next session and Paul let it pass., Paul had- handled the

situation with a minimum' of fuss,.\quietly but fitmly.
. N .

N

Games L L s

As a fqyard for doing a thorough . and. quick

clean-up, Paul sometimes offered games at the end of a
period. The pattern during.game playing was consistent

with hi's teaching style. Art.wdrk was terminated early
and he demanded the pupils”‘attentionf He seléctéd the

games, organized them and directed the activity. Chairs

and school bags were pusnédiput of the way, tables ‘were

moved to provide more space’ between them-dand the

children listened to him repeat thé rules of .thé game..

»

L

~ These ‘gémes were dsually the type of~circlefgame§‘

that children ~§l;y-in summer camp. They were familiar

with the-rules and éppeared to-enjoy playing together.:

Noisy or dis:upt;ve pupils were taken out"ofﬁthe‘%ame

e 59 -
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at once and had to sit on the floor near the door unt:l

dismissal, R o 3

‘

1

i

During one .double period grade three F became vey
active andfldud. Paul ended the lesson early, abruptly.

After cléan—hp he taught them some relaxing exercises,

These were done in silence, eyes closed; limbs limp,

+* heads, down, minds emptied and finally a big_strelch up.

. o ‘
The sessib%n ended with the game of "playing dead”.

‘ ' +
While discussing games' with me, he told me the.

younger gradés‘ sometimes needed a change of ‘paCe.

)

.Andther. 'reasgon for games,” he said,. was that games.

‘altered the .mood when .children became too noisy or

. . i
rambunctious. . Y S
. Teaching Strategies and Methods

vl ' K oo

2

~ [

Teacher's Presentation = R .

) N . '
v . ' N . . .
- P . -, N * "
.
Al

‘After the students were seated at their 'places,
\ . S .

Paul generally sat on a high stool ‘in front of the-

s

élass. ‘NHe » usuaily. began the period . by éivingd

¢

H

‘preliminary instructions for the art activity which he "

had planned. He repeated the instructionf until he.was
: [T LI . : .

“a .
oo ' . 0
-y . .

ot
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_Concept Initiation

0 . R | \\ .

sure that he‘had been understood, While the work was in

progress, individual pupils were free to qgggfup to him
for further .explanation or advice on how to continue to

hd .

the next stade. N

[
Paul's customary pattern consisted of handing out
materials refuired for the project and then returning
to his desk, After a while, he walked about to observe

and supervise,

v

w4 . ¥

Students were not given a choice as far as subject
matter was concerned. Nor did I ever near a student ask

to do 'somethiqg other than the prescribed lesSon plan.

; o , : 4
Paul preseqted his project and tpe students proceeded

to work on it, - - . .7 .

Some projects were initiated with a discussion
peridd. At these’times,‘Paul'began the lesson by aéking.

questions.an? soliciting responses. He either " stood at

the nead of the class or sat on agyigh 'stool in front
— - ' .

of his desk -and ‘asked, for example, "what is a

silhouette?*, prior to a lesson on figqure drawing, or

H

*What is meant by 'motif'?" as an introduction to'a’

.

. . el e



J’ N +
group project employing this concept. After some of the

chiLdren answered, he . elaborated and instructed ' the

class on how to begin.

Other t'imes’ after the initial explanation, Paul

. . L
introduced the subject by demonstrating how the
material was to be handled by shoqing the class how to

do it. ' _ 4 S

™ /-

Someﬁimes hé‘aid a piece of work hiﬁ;elf and showed
it to the class as an example. He planned a lesson on
collage by'using“pape: strips¥gﬁsted to a coloured
background sheet in.a pattern. He w?rked at one éfvthé

'stugents' Eables. Some watched him,.others contihued Qn
“their own york, looRing over'a;.him from time‘tp time.
Wheﬁféompleted, ﬁe heid.@t up and quesﬁione& the clags,

"How many pieces did I use?", “Where did I repeat?f,'

k)
-

"How did I go to the edge?® and so on.
Another sﬁkateqy he used was working directly on a -

pupil's page. He drew a few lines, painted an area, €yt .

and-glued a section to clarify hgﬁ verbal directions.

We later discussed ;His teaching method and he tolgd me

"They learn from me and I learn from them®.

62
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pencils,

I3

'Afte;‘é general explanation and description, grade
seven .students 'were frequently given .individual
instruction, for example when he decided to teach them
perspective, He asked them to make”practice sketches on
scrap newsprint, using 'rdlers. Some of the girIs had
diff{culty wiﬁh this le§son and called him over, again
and again. Paul’ evéntually seated himself at their
table)!nd'showed them exactly how'to do it. Pupils from
other tables 'Eame over from timé to time‘ to ask his
advice' or to show-him how the& weré progressina.: He

looked at.their ‘work, commented and told them how to

proceed, .

During my observétions,.there were two occasiops
when the teacher éllbwed free drawing in single period
time slots. The subject matter. was not specified but

the pupils were restricted to newsprint and pencilé, or
. L
if they preferred, their own markers and coloured

’ [
“

Preedom Within Structure “~

LY

Most projects were highly directed. The concept was"

always the teacher's. However, students selected geir

i

colours and interpreted the idea in their own ways. The

° 1
.Y
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media"was'also prescribed but, after obtaining consent;
students were often permitted to use their own

supplies.

Step~-by-Step Insérﬁction

‘Paul res;pted moét projects one step at a time, At
the beginning of the period he toid_ the class how éo
start. When the work came to a $ce£taih point of
developmént, he explained the next step to the entire
ciass. Later oﬁ he, instrﬁéted théh on how to continue

in. order to finish. For some projects, the initial

instruction was given to the whole <class and further

instructions were given irdividually as children came

up to him or as he walked about the room looking at

” »

their work ind progress,

in the grade seven cilass, ‘he occasionally presénted
an over-all view of the project during the mot%vation

peripdﬂ

P
-
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"Evaluation
J——

¥

PR

Evaluation was minimal. At the end of each petiod,

v A

_Paul stationed himself beside the shelves and the
studehtg brought their work to him. It was then piééed‘
on thak ciass's designated shelf, However, if a pupil
showed him h;s/her work, he acknowledged it with a nod
of his head to indicate that he had ééeﬁ it. He neither
praiseﬁl nér criticized it. Tﬁe pupils understood that
this was thé end of the period and they wouid ﬁave'lto
wait ﬁﬁtil the next time. . .
No group discussion of the work took place-at any

time, He made suégestions privatgly‘¢uring' wbrking'
time, eféﬁer at the student's place or at his desk.

.

Content and Curriculum M

Media

-~

Each art teacher was given' a certain sum of money
every year with which to purchase materials of their
own choice, within these limits, Paul was in charge of

.the budget for the school's art supp{ies.

B N

e
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Art materials were never plentiful, but each
ééaqhgz had a backlog of thé previous yeag‘s supplies
in addition to the new gquota. The paper to%els;
bowevep, were stored in the gupezintgndent}sioffice for
general use throughout the school. Paul was the only
teacher who went there to pick up\ a large carton of

paper towels for His system of clean-up.
' Temﬁera blocks were kept on the table next qg thé

sink and students went thé?e to select the colours they

%

. P
wanted. Liquid tempera, in large plastic containérs,

was stacked” on a top shelf and only Paul handed "out
this paint. He also collected scrap materials, as most
art teaéhérs do, such ias empty cartons styrofoanm,.

yogqurt containers and old newspapers,

-
t

He had 5 good supply‘of various quélities of art
paper, an ample'supply ?f paint and.somg'inks.'He‘never'c
purchased' wax crayons, even for graae one., He bought;a
dbzen boxes‘of paétels, which he made available to‘all
grades. 1 never obéerved him give instruction on how td'
use thig medium, Mosily,l the .children used.them like

wax crayons. The pastels’ were quickly used up., Later in

the term they resorted to whatever was avaitable plus

""their own drawing materials,

L]
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' zig-zag, leaving the ends free, for about two feet in

~length. The next person in line took up where the first

ceiling in’ the large area that leads to the phéatre'

Projectsr_ {

3

‘Pa@l had purchased a <large roll of white kraft

paper which he- used for group projects. In . his
customary - step-by-stép method of instruction he

discussed "motif" with each.of his grade three classes.

»

, N s *
Thé children were lined up at two long work tables.

Monitqrs were appointed to unrqll the paper at each

-

table, Pupils were directed to drqw four lines with a . '

pencil, -in. -any way they liked, §Eréight, curved or

had left off to continue the design,-When everyone had -

taken a turd Paul cut the paper off the foll. During
. . ! . ) . \ e .

the next ‘scheduled period, all pupils were engaged in

draﬁipg metifs around these lines: The next step

consisted of\re-painting the outlines, and the f;naf

lesson was used to £ill in all blank spaces, -
‘ . :

’
v

The final results looked like bintgt "Christmas -

scenes. The panelé were later hung by Paul, from the .

- auditorium and were quite dramatic in.effect,

/

a

67



- o ’ ‘ A /
Grade . seven's perspective lesson evolved- into
landscape drawings and paintings. All' areas had to be -

filled in with paint or pastels. ° /

 Just ‘before the Christmas holiday, Paul talﬁ the

younqer grades a story about a wood-cutter. He asked

v

certagn children . to act out.for the class, how to chop

a tree, how to paddle a canoe and so forth. The lesson

’

was . to draw. an 1llustrat10n referring to the story,

Some pupils wanted .to pa1nt at once, but thereﬂ&as not

sufficient time 1left and for the ' time being they were

allowed only to draw. During their next art'peribd they
were permitted to. paint their pictures. .
l

The‘majot-project of the year was the produetion of

&

'the play "Sinbad the Sallor .,.By the tlme I-began my

observations, parts had been allocated and the play was

already 1n rehearsal Paul had designed the stage sets

anq different pupils were working on,them.

, N . .o ’ : pe ". / .
From what I ‘could make out, Paul had adapted the
play, written each student's part,'éesiéned the scenery

and lighting and'created the choreoéraphy; He spent a

great deal‘of time ,and effort on-this prbject. The -

. production .was presented by’ his family class. It was'

¥
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. eventually acted out for all cycie one students, staff

" and a few parents in the main auditorium.

e.

The props were drawn on large sheets of corrugaéqd

paper. Paul closely supervised every. .step of the

cp;ting gnﬁ painting, explaining exactly what he Qénted
and showing the children how to ‘'do it. N
- ] 4
.He designed and made bhe'baﬁnérs for the 'kihg's
guard. He: cut ‘long poles in ‘the wood-working room,
sanded Ehem and attachéd the bahnerg. He purchéed
materials for the costumes and banners. Some children

- -

had costumes made at home. Paul brought a sewing

'

"machine to school ' and as the production dateA'

approached, he started ,hi_s s asses and t"hEl:l sewe_d yhile"'

the children were drawing or painting. Sthdents
' ' s R
3 “ - '

h ’ . 0 4 » !
interrupted from time to time to ask questions about
\ . ‘ - S .

their wérk and were always civilly anéwered.'All‘ptops,

finished or inéqmplete, were stored in the rear of the «’

toom at the end of each period.

4
E]

’
2

double period and he rehearsed -them to music which he

’

had taped., He became extremely annoyed if. students did

- e
-

a7

o
7

On Thursday afternoons, the family. class had .a

not remember their lines or the dance stéps-he had

69 e



prosentatlon was the dlfflculty in hearlng them clearly

‘this dramatic produ%tionﬁ' - ' , T,
[ ' ] N . . -

,'parricipéteagﬁ

:{nside,apa out. Cuttxng three-dxmensxonal forms out of

. taught them. During one of the rehearsals he asked me

O

to sit at the back cf the auditorium to listen to how.

well the children Brojected their voices and gave me a

EEE Y

copy of the script to follow.

(2 : -
Paul expended a gneat deal of time and engrgy on

this project., The entire production right ' down to the
. s

minutest detail was ‘his concept, executed by -his

v

" student§. He also took part’ in the play; dressed in’ a
_costume hé had, designed and made. The children.seemed

ro enjoy play- actlng One dlsapp01ntm€‘k durlng 'thg

or understanding completely what they were- sayindg

S

‘because of , a certain degree of shyness ‘and: the

inadequacy of the 7souna system. After the shrw, Pa&ig'
.o ' ' . .y . : o .o

was cdngratulatéd and greatly lauded bylthe staff for-

~

1
e

During my period of observation in Paul's art room,

the foIIoQinqv'were«the projects in  which hig,chssegg
[ ' .(/

Gréde“ WO | Pa1nt1ng corruga&ed cardboard cartons,

»

coﬁstruction"paper and pastxngvthem iof the 1nterxor

N
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-~

-

'Painting Christmas motifs on white kraft paper panels

' (group activity). Story illﬁstration.

4. 4

i ' 1
Grade three-C, D, E and F: Papier mach@ puppet

heads, painted. Life-size self-figures on brown kraft
paper (group activity) (see photo frontispiece).
Christmas cards op'white iliustration board, using torn

paber collage,

-

.

Grade four G: Limited colour painting on small

squares (2 x 2 inches), later asseﬁbléd and pasted on

an 18 x. 24 in§h sheet of coloureé qopstfuctibn papér.

A o

LY @

Grade four H: Papier mach®é relief, pasted on

AJ

. . . - . M
corrugated cardboard to create a textural environment,

Painting small cardboard cartons, inside and out.

M 1

t
v

Grade seven: Painting squares (6 x 6 inches) in

)

warm or cold. colouts, arranged in pattern to cover an

_18 X 24" inch sheet of- coloured construction paéer.
~-Research a givén famous érhisq, write a brief biography

band‘reproduce one of the artist's works -in colour,

assembled ,on a single  sheet of construction paper. .

¢
-
£l

Perspective landscapes. Architectural drawings, - to

scale. , o #

71
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s Family class:

2

Dramatiq presentation
\

of

Sailor, 1including making stage probs,
\

sinbad ghe

castumes and

. ~ ‘ N .
\scqneny. g . )
N ’ . ( Fa » ‘
] ’ ] ]
. . o
Process ‘and Product . =
-~ <> -
¥ .
- i ‘ N .
All classes had ﬁa. mix . of . children " of diverse
- abilities 'gnd ‘developmental levels, Paul planned a
i . E B . N . .\ N o .
variety of | 'ecds. Often he _repeated them for
- ; TR . . \ ,
W V' different cllgsse/s in the dame grade, o
- , RN . . ¢
et A N -
oPayl was  very coftcerned with the effect -of the
final resuL . AS a rdle the work had a neéat, finished
look lat*the‘end Befqre he accepted a plece of work as

f R YE'*
R compleﬂea, he

covered, usually

L4 .

with paint or

CEQUITEG all. ba kground

pastgls.

A

spenc\an entlre perlod ffllllnq in"

“. AN
He

'

L
made -

e
an
+

tHe 1ifé—size

1

éxamﬁle

-kraft papgr He . ‘put these up‘in Rhe hallways leading to

N

-

- .

N

£0 Agr
A"" .

A -

< ¢,
attempt

4

paintirgs

from gym and art ciasses.

]

.

72",

to display 'grbup work,

1

ofr

- ! . o ! .
unsupervised and many* children 01rculate

"The work'
’ 4

space

to be

Ssome classes

.
.

figures on brown

. Ehé_ art. raoms ‘\gﬁfor;unately these- halls are

there, doingd -

‘was qqﬁckiy

for -

P



torn ané defaced and he toox it down.

s »
‘ - \, . s ‘ \8-' ‘ ’ .
The biggest and most aAmportant disgplay w#as 1n tne
dramaticgperformanc; of anbqé the Sailor. In tngs
display pupil's 1nput® was_ restézctec tc  de¥ign t

3

arrangement and colodr selecticn in  tne reaiizaticn of =

' + the teacher's choice of sublegt matter. s .
/ ’ N K :
’ - Paul planned aheac of time, He offered g rance of

v
[}

¢ activities reguiring some problem-solving and tne

!
)

acquisition  of sqme technical sxilis. , These K were
v o . . S- et Sun a

TS . . J C -
" -isolated expg¢riences, however, and were not’integratedc

into a totafl ceoncept. o
-~ - b ]

:

) ., ,
N . Teacher-Observer Relationship '

r . . \

~
¥

.
0

Prior, to my observation in -his <classroonm, a;
' £ . .

~ : Al

pleasant social relationship had existed between us. A

subtle change came aboUt- when I- began my research. He :\

w

.  w;s in a position of authority and had the'prefoggtiv;
. of asking me ﬁot to return, - \\' |
3 « ( . ‘ | ’,

‘ To bring about 'a _g?ré relaxed f:ieq&l& ﬁgppért, T

-

N N . v . ¢ L . % ‘e : .
invited him to "dinndr with my family at my homew. It -was .

_\\ a pleasant social evening but did not alter or affect
.’ ( . - . ‘ o
- , . . e i ‘ ‘ L.
S ©713 L
— * ’ ‘-
. 3 i ¢ \
: - ¢ *
. . A - '
‘l L i ! \ 'R
. - “ v .
\ : ‘ 9
- , \ . ."
. i ( ’ . )
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t N B
L the way we got alond in school, ‘ %
s ”)\" . v ° N .
- o My participat:ion was sometimes ignored or refused
. “7 ) | N . 1 ' - N
.and at other times welcomed. Most of the time he
. N L he , _ '
) appeared to be incifferent to my opresence 1n his
g . classroom. )
i - . n ! .
-~ _ ]
. Géperally, our , relationship throughout my’
) observation was. maintained. on ph€‘ levei of two
) . colleagues zhteracting on & professional basis.
+ ! \‘ R .
. \
.l .
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‘ o . !
\‘ P
\ \
’ oo
BN
-, F [ :

"

M \ 0 P L T R e RIS W,
) i #‘

PO



o

»

\ -

5 Case Study "Sylvia®

& '

Biographical Information . T

a

Sylvia spent two years at MacDonald . Teacher's
. s . ' ' - ' B 4 v
College where she edrned her Bachelor's degree in

¢

. Appliéd 5ocial Science. She continued her educgtion in

[
-

the' evehing division 'at Concordia  University .and

received her Bachelor of Fine.Arts. several years ago.’

* x

'
-

\

. 'She has had '14° years of teaching éxperience.\ShQ

.

. has been eépioyed\ by the - PSBGM and has worked in

0 - ’
severa] schools where she has taught mamy subjects,
N ; ; ,

. Because of her personal involvement in art, she asked

for a transfer to an alternative school.,

lei) " \ . 1 \
. - ) : .
: . . §
Ner

- ” . .
x';982-83 is her first year of teachirg in . this
'alternative school, wheré fine art subjects are giyén7
%muéh importance, She isﬁemployed in cyéle; one and two,
that %s, ~grades one ~throhgh»sevenr'id the English'

section. She {eachgg mainly .art, and also has a. class

in humanities and in English as a second language.

. - . [ ’ c
. PR




Her own art activities have - been in ceramics and-
design work. She has' exhibited in Concerdia University
art student group Shows. ~ 1

‘.

.At present she 1s studying sculpﬁﬁre .and attending
evening courses in_ait education at Concordia, working

towards a certificate in art educaticn.

'The¢Setting,

Room # 30
[ 4 . K
L 2

Sylwvia's art room, like ©Paul's, is located on the

basement . level., It has. a peculiar shape, nazrow™ in
T : \ .

\ "
-

depth ané very long. Its about 16 feet higr,
| oy ) |
\walls painted yellow, The floor

is "covered with rubber tilés. Electric conduits a

' This rebm nas orick

N

n

. | \
plugs run along the back wall for about five feet. The
ibom is_1lit by flouresceﬂ{ fixtures, . a:radgéd in’three\

_rows. Several bulbs wéré not functidning and were not
.

.repiaced. Student art work, painted at the beginninggof

the schcol year was - scotch-taped to the back ' wall,

These pictures were infrequently changed.

i

«
.

R -
The ?ntrance door is located inx the g¢enter of the
v ' '

front long wall. It opens onto a long.narrow hall,

A T8 | AT
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‘ . B »
The room is cluttered with supplies. Little piles

of papers are stacked on table tops, in cardboard boxes

- \and/or under~)y0zk tables, wherever some space can be

found. Completed work and work in progress 1s placed in
small stgéks wherevar space 1is Cleared, sometimes on
thé end of work 1tabies or on a _caﬁine: resérveéa'fQI:
this purpose, . Lo o o
DR R I “
The tgache:is‘ desk is covéredhwich papers, some
unfinished Wwork, sé&den£s' forgotten clothing,r the

Y

. ‘teacher's smocks, books and attendance sheets.

-

One cabinet, in the .corner .of the right narrow.

wall, is . neatlz arranged and contains supplies Sylvia '

3

keeps track of, such as special. pastels and crayons,

. 8

bdxes of new‘péncils, special inks, eEc. Thé'child;en
were fot allowed ko o to ‘ﬁhis cabinet without the
teacher's perm;sshbn.”Ne t to the Eabinete‘another‘gréy
steel ' cabinet : ig plac?a against the” front wall. %e

. . ' ",
—~contains various kinds of paper, consisting of assorted

sizes and co%burs of construction, tissue and
| . ~ ‘ \ ' ' ! '
cellophane paper. .-

\ ) 4

.
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1 3

The biackboard, onKthe left front. wall near ghé

' door, h;% 'two sections. §ylﬁia often wuscd it to jot
down suggestionf dhring the drséu551on per-iod at the
beginning Oof ‘the lesson, or to help children with

spelling when words were integrated intc drawings or

.

_ paintings.

. . ) , ’
On one side of the blackboard, a broken pencil

sharpener is attached to the wooden frame. Scme attempt

[y

must ‘have been made .to repair it, because various

| brcken parts were discérded'on the blackboard ledge,.

ing order during
a
' the entire terzm, y . .
P - . < S
"There 1is another blackboard/ on the right. narrow
'wall, in three sections and was not used, It was'
N . . o
partially obscured by a 5 x 12 foot sheet of plywood.

dowever, it was not repaired or in work

4

>

L)
Cabinets of different sizes are placed “around the

v

room. A dgrey steel cabinet coqtaihing numerous small,
items stapds against the long .blapk wall, facing the

'door.‘ Oon the igside shelvé; SyLvia 'has apparently made
A h '

an effort to use separate containers for crayons, felt
’ N

\markers; coloured - pencils, scissog;, etc., put-thing;

,had gotten mixed up. Anofher largé¢ wooden .cabinet, also

Bl



\ . .
placed against the back wall i1n the riant corner af tne

room had been paihted by former s+-udents. It contains

2

scrap materials, mostly eempty - styrofoam <trays of
difﬁerent sﬁépes"and_§1zes, an the tors of'ali‘babznecs
thers aré large bundles, p{astxc bags stuffed with
scraps of clatn ahd‘ wool; lefc over from previous

years, These are zightly ti1ed up and are not used.

'
!
|

Some booksnelves, .stacked with paper, are locateq,

in front of tne windows at the rear of. the room on the

[ °

right side. Cardboard boxes full of paper scraps, foil,
egg cartons, bits of material and ribbons are on’' and

under -other shelves, This énti{e\secqion of the room is

B

so cluttered ‘with accumulated materials that one can

‘hardly walk by.

v

.

Situated dqainst the' front .wall on the extrehe

rigﬁt; are four open metal shelves, 10 x lZ'feeg, where

packages of 24 x 36 inch sheets of white paper arg

-

storedz Beside thése. shelves, a large table is p:obped

4

against tne wall, on top of /which/ are plastic

containers of liquid paints, tin cans filled with

brushes and empty yogurt tins 234 water and paste, A’

"lower shelf holds an assortment of tempera blocks and

mixing tins jn disarray. ’ '




* " Teacher's Style

chalk. .

¥

“There is a built-in steel §ink next .to the table. A

'1ow‘she¥; nearby. 1s covered with assorted papers. Near

. o,
the door there is a smaller wooden téb}net, 2 x 3 feet,

v

and about 4 feet in height, This cabiné; 15 kept locked

I

at all times, More supplies are piled on top. of i'%,

such aé;éaper, some art work and a box of blackboard

' '
B

-~ 3

i

“Black stovepipe projects from. the wall between the’

sink and the wooden table. An electric meter is

suspended on the wall above the cabinet next to the

‘liqht switch. Above Lhe:door, about four feet below the
' /

ceiling, there is a built-in electric clock .in good

working order, . t

, At 'the bYeginning of the term, Sylvia _organizgd a

semi-circle of students' chairs in a space-she cleared

'

in the center of the . room facing the door. All .pupils
were,expectéd to start every lesson seated thére.i ,
. . ! v .

Y

- . > .
w . . *

. sylvia is -.imbued with enthusiaim'\foi her art

classes. " Her teachfqé style’ consists’ of providing

/-

.80 ‘ ' N
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stimulation and offering encouragement and positive

reinforcement,

She deals

with her pupils on a one-to-one basis,

She 1s 1nterested 1n egch‘xndiyidualfs development. By

‘the time [ began to observe, sne knew them all, =neir

ways of working, their personal interests and.their

levels of ability,

' +

e One aspect of he;( teaching style 1s %o relate <o

the students on a personal basis, Her assumption seems
i - < ' N

- A L

to’ be that the crildren care about how she feels, If

v

they misbehave sne  tells them they are making her

ey pecome very noisy she asks them, from
‘"po ypu-want me to be embarassed?”,"and
(s J N ‘

.reminds them that Paul can hear/them down the hall,

/
. -
o
unhappy. I€ én
“ime to time,
/,l”‘
One day
restleéﬁ and
v begin the art

for attention

’

the ‘grade two. class 'was particularly

slow 'in settling down. She was eager to
activity. She flicked the lights, asked

a few times and asked, "Do yQu want me to

N " /;\

get upget with. you today?”. Théfcﬁildren respdnded

’

*No", and came to oAder. Another day she was éufferihg

from'a sore throat'and asked for co-operationsin order

i

to avoid raising her voice.. When a child did not want

'

y g
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to continue working oA a drawing or painting and she
'thought he or she was capable of developing it fu:ther; s

she said she was sad about 1%,

K

. ' ) . a_ “ﬁ'. ,
Sylvia was constantly on the move, A¥ she walked
w .. . '

apout ' ‘from one pupil to anotner, she always found

something nice to say to *ach one. She was élways

. '
o

available to help wigh 1deas and to stimulate the
" . studénts to. develop qhéir own 1deas. She dard not insist

on work being finished if the child had lost interé&st)

but she did encourage him/her to do so. - LT
N oo - o
WhedVE%eaang to the entire class at the beginning

e i ;e e el e om e bt

. .- cof aperiod, sb_e..u.s.uall.y,.,cﬁ-;e,d ik By -l oS gradE N TAE

e.g, "qrade twn" or "grade three people”. [If they were .

‘. too nélsy for. her to start,’ she admonished them w~.ith a
. - " . . ' - . ‘f ! ] r

. ] comparison td/ another .grade's behaviour by saying
. ,"Grade: four came in and, sat down so'nicely, please do
_. ‘ .‘ ‘\ l' . ) : N s . s . - e . /A

- , -Vthe same” ) ; , : v
p A \ , , , / , "\ . . i \ , . oL
.’ S Lot 3 ) / '

. . Due to her small voicé and freguent sore .throats, . /4
-« " .

! . she was unable to shout or project her voige. When she .
-explained a project to a 'group; she  asked them to'be ’ -
SR -

quiet and answer one at a time and spoke in natural,.

EnatA ’
clear tones. ' ¢

. 4 .
| .



v ‘ During rw entire period of observatign 3n Sylvia's
E4 B}

art room, ] never saw her use ner cesk or sit down when

a class was .1n session, except perhaps on tne floor

with a small group of chtldreniardund her. Usually she

. walked apout from one child *o tne next, admiring,
. / encouraging and 4“rying to stimulate tpem to further,
[ . . - ’ ’ ' " * P
« ' + develcp the work, Sne tried to help them think through

1deas and then ‘let them decide for themselves how to

S B Lo ) ' : <
) proceed to the end., She gave.he{.pergonal attention to
itndividual pupils as they worked.
She often became happy. .and excrted ‘neticimg waat
" /' was evolving, Ogcasxonally she called me over to show
- me some originai development and W to snare her
enthusiasm. ,
‘ Teacher-Student Relationship - ’
' Sylvia mainti}ﬂed her personal approach when
v L
addresging-either a small group or the whole class., If
/ iy they did not quiet down at the beginning, of. the period,

“ «

she éold them they were upsetting her. Due to her
throat\prbblem,‘she hgd'difficulty‘speaking loqdlyz She .

!

informed her students of this condition and appealed to

. " them to help her by Speaking soeftly..

., \ ., E
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. >
» . b4

‘. «Cfren she begép the period by saying what a smart

+

group- they were and how much shé liked them followed by

a request for co-operation.
4

3
1

\ She seemed to have an understanding of the

psychological and emstional -needs og'th;? different age

groups she taught. One grade five boy made a penis out

of his lump of clay. He got a lot of attention from hifs

’

friends. She just laughed. and did not make-an isay@ out
of i;. By ;he< énd of the lesson he voluntarily
dest:?yed 'lklaﬁd ﬁadersomgth}ng else out of his clay.
'iaéér odGSylv;a dxséussed the incident with me and.said
these boys were trying to find their way. They were at

the stage of becoming sexually awace“and were trying to

- appear to know more than they really did. Lr\;;\

L]
—

\ Sylvxagappea:ed to genuinely enjoy the childrens'

efforts. To one  she said “"That is lovely", to
2 ° N i E

.another "it is fantgstic®, to the next one, "This,is s6
. ,

exciting”, and so on. She quietly tried™to get them to

WEtaKe the work a ’'step further, By questioning and

exchanging ideas with them, she tried to _ get “an

u%derstanding of their persqgnal needs and wayé of

e
.

» self-expression. r" e
P |

i ey S XL :.::.]:v:-__'..:.uu‘—-""



off. ' . o C

She respected her'classes' involvement with the art
activity. She did not stop them abruptly in the midst

of concentraw¥fng. Rather, she flicked the lights about

' five minutes or so hefore the end”of the period and

announced that they had a short time to finish and ease

5 A

D -
s

K " 'Cléssrqom Management

ki . . ¢ . ‘

o . >

Classroovatmosphere“

4
'

The general atmosphere in Sylvia's classes was one
- Ve .
of intense activity. After the pupils entered and werk,

rd " -~ .
seated, she tdok attendange and c¢onducted a short

\

motivation' period. The . children collected, their

materials and spread uout all over the room, Soﬁe

»

preferred to :rwork alone, others with. one or two

friends. .Some workéd standing. up at nablés, some sat'on;

the floor, a few 1liked to work under the table (see

" photo frontispiece). She permitted them to chooseiﬂheig_

»

.- V5] 2} 7 . . : .
own places afhd to work any way they-liked. . ’ °

Qﬁicv

Theré was a 1lot of talking and a%%ing about. *The

atmosphere was usually relaxed, ﬁermissive and not"‘

LR N
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\ - Social Béhaviour \
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4

1
\
®

t

- { ° S ‘ .
Sylvia occasionally set aside a few minutes to talk

3

to her classes about acceptabie behaviour yheh it was
warranded. At the start
.-\

¢+ Lf the gro&p was patticularly
\ ndisy, she waited,’calling‘different‘childtén by. name
to get them to listen.

-

Then she lectur'ed the cl ‘s,
rexplaining that art is also co-coperating, .sharing and

doing things to help each other. She did not embarrass
or shaye anyone, but stated, “Some peéple in this class

are very good and.co-operative, others are not". She

asktd everyone to try to be more helpful. She declared
5

o

that some people were not ;eady'ygt and were tak;ng up

everybody's time because the class could not, start.

’Thgg she 'avoided singling out a ’disruptive student, ¥

There were times, however, when an inattentive pupil
i
) .

.
was named -and asked to please co-operate,

&
/

I had substituted in these classes on several®
occasions and ‘student-observer relationship was very

'cordial.’ During every class pupils came' to $how me

their wotk in progress. Ary-time I walked about,,1 was

. . N ’ A
accepted as one other person to consult, to discuss
problems with agg as someone with whom

>

they wanted to
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‘ Br\siuging One grade five g1rl

share their "art experiences,
L x 1

Music

b3

¢ ‘ . .
Lo »

’,Although music was not inteqiated into classroom

S activities, Sylvia had no :ules against playing music

Abrbught her transxstor

radio to class and played 1t softly. No one seemed td

mind agd it did not affect the ongoing work.

A grade one class, working on “weather” pictures
spontaneously started to sing “"Rain, rain, go away,.

] . !
come ‘again another day". This remiMed the teacher(of a .

Qong she knew' entitled "The Lollipop ‘Tree”, and she

promised to look up the words and teach it to them at

. their' #®ext art period. The following week ' she taught

. e .
them-thngOtds and melody. The chxldren were d;ligbted.

with this song and quzckly learned it. Her teaching
e . :

method for .the song was consistent with her usual
. L] -

T

teachiag stylé.' She made it interesting for them by

offerlnq. vatxatlons . She wrote the word "lollipop" -on
o, 0. ; '

. the blackboard ‘and had one group sing one part and then

another éroup,sing a different part,. -sometimes boys

'alone, other times gitls alone, finally all ngether.‘

L]
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‘Syqviéhhas a clear #op;ano voice and.sings very
well. The whqle experience wﬁg very enjoyable' for S;i
COﬁcexn;d. I was charmed by Ehis_little song and askéd'
if I 'ﬁight tape it. sﬁe‘ agreed and at the . next
scheduled pef{oé for, this class the childrea sang it

for me and I recorded it. T then played it back for

'Jthem and . they enjoyed Bearing themselves, The-teacher

expanded the lesson to painting pictures of ; their
‘visual manifestation of a lbllipoﬁ tree. '

¢ ' Y

" Entrance Into the Art Room

S / -
Many times admittance was delayed by the late

. departure .of.pupils still in the 'art room. Children

'6ften worked until-the‘_iast minute and then scrambled
about. trying -to put things away and get .to their next

class on time.

Sylvia had trained her classes to wait in the hall
near the door until she was':eady. ‘They were supposed

to wait in line quieély, SO as not to disturb other

N .

classes in the area.

L3
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The halluay“ is a long passage, unsupervised, The
children raced around and ;hoved and pushed each other,
* They were rarely quiet and gtderly. Syi&ia kept her
door sﬁut uhtfl all pupg}s had left and then allowed

the waiting group to enter.
§ ‘ - ' \

¥

noisy. Consistent with her teaching style, she did not

criticize them hafsh{y, but lectured them by saying she

considered them good workers and she thought they did

very nice art: work and how surprised she was at their
behaviour. She reminded them tﬁat they knew she liked
‘them to- line up quieta} and wait and that she did not
care if the line was pafticularly straight, They all

knew she disliked yelling and pushing. .

B
.

Lateness
Ordinarily, late-comers were permitted to enter at

once, after reporting their excuses to the teacher, She

Frequently she had 'to reprimand them for being

did not wait for late-comers, There were many

activities taking place in the school which delayed the
children. Occasionally a class would have a bake sale
during recess or lunch hour. Sylvia would start the

class with a pandful of students present aﬁd the

°

g9

L
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otﬂetg‘straggléd in, Prgor‘\to the school concert,. xﬁe
music  teachet called for extra choir \reheatsals.
Teachers were informed ihat some students would be
abgent from regulat‘classes. The art class started as
usual with those that were present. The late arrivals

were admitted at once and marked present on the

attendarnce sheet, ‘ . -
ia
Roll Call ‘

Attendance was taken at the beginning of every
period. The pupils saé-in the semi-circle, Sylvia stood
in front of the class and called tPé roll, The children
‘were subposgd to be silent during ihjs procedure and.

Sylvia‘insisted on it.

Getting Students' Attention

Flicking the light switch was .the signal for the
gléss to pay attention to ﬁhexﬁeécher..when‘ she had an
Announcement to make, she flicked‘the “light switch on
and off a few timeg. The stqdentk went on working, but
became quiet and listeneﬁ._Sylvia expected all of her
éupils to adhere t; " this rule,.. which' she had-

established at the start of the term.

90
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" extra hours to help hér‘put it in ‘order but she never -

\

Clean-up ‘ o

Sylyia's usua{ system of clean-up: was to appoint a
few monitors at ‘the end of the‘period. One was asked to
éick up all the scissors, another Ito gather the
‘crayons, pastels and a1l other drawing mater}als,

Aanother was delegated to  wash brushes, etc, Everyone

o

wag required to find some space to put away their work

where it could be located at the next lesson. When the

special cfayon pastels had been used, Sylvia collected

them herself to make sure they were all thqre'gnd' she

placed them in the specia} cabinet.

’
.

Often pdpils worked until the -last minute and the

cléén-up was rushed and'pporly .done., .The room was

-

frequenty left in a state:of semi-disorder because

pupils had to rush off to their next class,
. . . FY ‘

‘r

When . I first started to observe, Sylvia mentioned

)

‘to mé‘apologetically geveral times that'ghe room was a
mess but that 'she was tgo busy and too tiﬁed to

re-or§anize it. I offered to come in for a couple of

organized the time for us to do’it.

91,
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sSeemed reluctant .to stop the leseoh just

" pismissal Do B /

!
She told me that she found it less hectic to allow

those who were finished to leave .and to appolnt ,% few

monitors to.be responslble for cleaning up and ﬁutting

the materials away. She trled to solicit voluntéers and

also to alternate the monitors so that the saﬁe people

did not always .do the work, % /
. ‘ . . , /'

/

N . ;

) * 7
7

" Most of the time the c¢lean-up "w7§ ar from

thorough, The alloted time for chores ofﬁen overlapped
with recess or .lunch perioé or the nex;/class: Sylvia
a little bit

earlier to accomodate a more thorougdh élean-up; Other

[

teachers were sometimes strict about late-comers, so

often the clean- up was left unfxnlahed and the children

ran off to their next classes. , - -

A . N . .
Sylvia hadxno regular/battern for the end of the

RO N 3

pekiod Digmissal was haphazard Those who flnlshed

early, put thELK art worvfaway and left, Other ch;ldren

kept ‘wmrking until thé last possible moment., While

stragglers were f1n15h1ng, the monitors were attemptlnq

to gather supplies ahd "the next class was cfamorlng at
/ °

. // . ;2 ‘ | ‘ "‘ -
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v

the\doo:. ' Some students opened the door every few

j‘minutes and peéked in. Sylvia rushed about,’ hefpinq

with the clean-up 'and éetting the last pupils out,

Pinally all were.gone and the next group was admitted

for’their lesson,
niicigline

Sylvia's approach to every aspect of ﬁgr teéchinq

Qaé to obtain her desired results by - positive

reinforcement. This was no leas true for her methods of

disciplining pupils. She maintainea control by oftering

_rewagda instead of threatening punishment. The rewatd

was sometimes sipple praise or a;lowing the quieteat
gtudenté to begin first,
She . -appealed to the students' loyalty and

consideraﬁipp for her feelings when trying to keep

Jopder} She %pparentlyégflieved her’ pupgls baé@ééily

wanted to please her.

,
-~
- A . o, )

A

1 observed a few incidents. which required

‘discipline " One véry energetic boy in grade two became

rathet rambunctious one day. The’ teacher warned hyp to

be careful, he was- spoilxng the good re;ord of his

\

’.
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»
I3

"class. This psychology seemed to work quite well., She

did not.taisé her voice pr'chastipé him ﬁﬁt"(athef=

‘

# . .
.appealed to his sense of loyalty to his classmates.

-

A . grade three boy, "“who Qash»a tall, ‘aéggessive

child, was annoying some of the 6thet‘pupf15; S?lyih .

did not make a public.demonsirat;on of the incident..

‘She took him aside for a, few minutes and';aikéd'fo him

privately; . o

+

Another example occured du;iﬂg‘ thev digcussion

-

period,'at the beginning of a grade ,two class. Some of

‘the boys were fooling arpund making a racket with their
chairs, She to\a;yhem,‘quietly.but firmly, to sit jan
the flod},-qnd reﬂﬁhg?d them not to be rude to the

Y

%

others who were trying\Eo listen.

~ R N { ) ‘
One day a dispute broke out between a couple of

children in grade oné;.?hey were~%eéqing'and badgering -
one of the sxudents.'SylviA flicked the 1lights to get,

. silence and asked the class. to gather round to discuss

acgceptable behaviour. She elaborated on how people are

different from each 6ther and did things in diffeéenk,

\

ways, She made an analogx .to doing qft;: saying°'ThinR

" af art, we all do things in different yays". Most of

¢

9‘ . ' ;" ’ : cod




\ . . ’ ;- ’ B
" the pupils participated in’the‘discusﬁipn.'éy';his‘time *
. N . . N » " N . ('\ ‘.

[y

'S

- the mood of ‘the antagonist's bhanged§
. y . R o . , ' .
Sylvia treated children as persons to be respected
and, in turn, - expected -them” to reépéct“he;:éhd'qach'

-oéhef. She Qid not resort to yellfné-oz to énnishments.

’ . . N ) . —" 'l‘i . (( ‘.‘
.Class Behaviour When the Teacher Was Out of the Room

.. )
-~ °
- L

" There was ‘no chande ~ip the classes' behaviourcoﬁj'
the rare occasion when the teacher was ot of .the room.’

The };udenté were' uspally invol}ed g}&b‘wha;jthey were

. . l““A M i , . N . . ) . .
‘doing and ".continued with K their . actiyity in  their
cuistomary manngg. L R
‘u N ) Y _n@'G . .7 \__/
' B v .
-

" ' ) | '1 .x N ! .
Games - -
b ——— . , . . 1
, ) .

¥

sy&i;a did not orgahize games for the pupils to

-

™ éldy. The - only  games I observed in he{'Qtt_Epom wére
‘ \
the ones created by'pdpils themselves in their art

. work,

95 | o
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Teaéhing,s;rategies'and Methods

e

Teacher's Presentation

After‘admittiné’the.pupils ty the art room, Silvia -
reminded them to sit adwn quietly. In large classes
students sat ‘on the floer, on top of‘wotk tables and

4 . R ! *
also in the semi-tircle in the center of the room.
Sylvia usually 'Sstood near the door, facing the
- class Gg%il they settled down. She took attendance.

P . .

N C « Sometimes Shé’started the period byjplgcinb a pile of

incomplete work on the floor beside her. She handed ogt

* _ i ‘.‘Ehe drawings or #o0ld the studénts\to°find their own,

w#ining them to do so cabefhlly in;drder not to tear
anything. ’

&
yax : ' ¥

/
Those who knew ugaf théy'éadted to do were directed.
to ggt'thei: maﬁé;iils and start., The ones ~who were
réady‘ for a new projéct remained in  sheir bléceé.
Various poésibilities‘were ~discussed and the teacher
made guggestions and proposed digf;req; idéas during
this open question period. 'She rsuggested a;ternaéive
. . *wzays‘pf‘approaching a'new'tbeme as a gtatéing-off_point
for student initiative, .

»
f
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_ Should special materials be' requested, she moved
7 ‘ -
towards the cabinets and shelves where.these were

-~ a '
stored. Pupils gathered round to select what they

intended to use,
.

After the initial motivation period, she circulated

from one student té another, discussing .@lternate
posqibilities, suggesting additional media and
eliciting students' thoughts and considerations,

Throughout she maintained a, positive, uncritical,

o

non-judgemental attitude, . .
_ -

"At times she asked them what they would like to do
and provided 'time, space and'ﬁate;iais for them to do
it buring a grade two.class, one boy wanted to -draw a
certain picture he haé& in mind, dnother asked for felt
markers, a third wanted to péint‘his cfay sculpture.
All of these actiyities weﬁt on conéurrently as well as

work ‘on the theme she had suggested.

3
3

1

Four boys in"grade‘five had formed a close-knit
4!

- group and were .considered *difficult® by many teachers,

. L
'In the art room they liked to.work together as a group.

Sylvia'didn't object and claimed she had no discipline

97
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" three class worked on the theme "cityscape". Pupils -

-doing.

W

"problems with them. Shé.a110wed them . freedom af choice.

1

and self expression; During "a period devoted to'

drawings about words which express-emotions, these-'four -

-

boys‘ asked if they could work on a. comic strip ~ .

¢

togethe}, Théy were permitted to carry out their idea,

They drew intensely throughout. the period, ma}ing-xuﬁf"\\- 

- a
., .

the text as theéey went ailong,
‘J ' | . . *
' ‘Students could finish a piece of old work if they

. ' \ \ i .

wished to do- so, Asylvia merely reqlested that they

ligién‘to the discussion of the next project first; so
. . ~
‘that they could continué on to the next -activity

withou;‘interguption when théy‘_finished what they were

—

-3

.
o . {
. - .

. .

3

After an in-depth discussion about cities, a grade

d ”

décided fora.themsédves how they wanted .to dinterpret

14

tgis; concept, .Some did two-dimensional paintings,

others cré&ated three dimen%ional'constructions; Many

variéd works evolved.

AW

v,
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- * * A » » ) ! . -
L _ g~ for the children to develop to theiE full capacity. She
v k ¢ gave them‘plenty of scope tocexplore their own feelings
- - . ) ' s
. . and - -abilities and_ to  experiment with different"
? . faterials, % . -
, ° . ‘ ! ‘ »
Structure -/ -
T"‘_T'—"_""‘ - !
A : ! .
- " \“
) Sylvia'!s lessons were urigtructured. SFE»’had no
' / consistent, sequential plaps for the tefm; Her method
; consisted of suggesting ‘"aib\theme and soliciting
responses from \pupilg by*uaéki pertinent questions
\ - that -would stimulaﬁeg afiginal, experimental art
’ . ' )
. activities. CT ' I
. % ‘ P
B . )
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Concept Initiation -

Sylvié's ‘gessén plade ’were very flexible, .She

presented a theme, offered some ideas, and referred to

3 h g

these only as an impetus to get the pupils started. She

" and ‘to deyermine for themselves various methods of

~ o,

gave themi;;; opportunity- to. try’ out their own ideas

'attaining fesults they wanted. Sh%b encourdged every

student to enlarge. upon hes'initiaf proposal and to
-«

develop it, 'each in his or her own way.

-~ - , Il .
One of Sylvia's aims was to provide opportunities

n

‘ .
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Step-by-Step Instruction "

o~ : .

3 » '

o . . ' ot .
. Sylvia's method was to present an over-all view of ~

MEhe proﬁect. she did. not  teach by step-by-step

instruction. She proviaed.ﬁirection and advice as she

™ ,

walked abut during the period.

.
e

Evafuation ‘ . <o L R
J _— ‘ ' \
,M. . ‘4 ‘ . - N }’

¥ ’. .

Evaluation was a ‘continuous, ongoing process, It ‘/JL/
. . . T L%

e

v

L3 «
.

ey it

L . Y .
did not také pracg as an organized group activiti\

)

. Administration requires teachers to make comments
- ‘ N . .

‘on  pupils’ Eepgré'%ardsﬁ ‘Her Ffemarks pe;taineav'to
Co : Ty . - .

student 'interest, involvement and growth.

- N g
- . . contenf and cCurriculum
= - N \

e *‘ . ’ - L: !

N - N
Every art activity was a multi-media’ experience.
- . She urged‘her Qppils }p use a combination of materiais.‘

She suggested . experimentation with a varfety~of media

.to get what they wanted, on scrap 'papé;, 'be%ore

*
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_ ,too tigﬁtly either, which made removing the caps

[

x

selecting appropriate materials. When a new project was

begusf, she’ talked about available &uppdﬁes and

recommended that pupils use the ones they felt were

right for them. Pupils decided for themselves how they

_ wanted to apply the medium.

' . P

The teacher attempted to teach her classes to

respect materials, Many, many times each - -class was

-

reminded that felt markers must be capped when pupils’

W

finished using them, She repeated over-and over- again

“*x

that, they §ry up easily, reminding them not to cap them

difficult.

» -

o
i»

Before painting sessions, students wefe told Fo

‘bear in mind to use different brushes for each colour,

-f

in order to keep the colours clean. When new boxes of

crayon pastels were used, she said how expensive theg

were and asked that they be replaced in the box and
¢ .

. .handed back to her at the end of each period,

Ed

Each class in every grade had a lesson using ciay.‘

SyIvia‘hadW purchased a large -bag of p?Epa:ed clay and

-

doled out small chunks 1in order to have enough to go .

around. Most children seémed to enjoy hand}ing clay.

o 101 .
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The teacher carefully ekplained what happens to cléy

during the drying process. Eventually the clay pieces

were painteé‘in colours selected by the students.

honitors#WQre appogﬁtedﬂto carrcy péintq, which the

]

teacher had poured 3nto small yogurt containers, to
work 'tables. . Instructions on the use and care of paint

and brushes were repeated.
‘ L4

Y
LY - -

Projects o . . -

¥

S0 L . « f ~ . .
During my period of observation, many projects were
going on: at the samé time, at various stages oOf

completion, Svylvia often related*themgsv to real'life
. ) : L . .
aga current happenings., ’ .

1

vy .

some projects revolved around holidays. One of the

¢

’ .
grade four classes worked on Easter or Passover

. pictures. Some children made over-size Easter eggs, cut

Ehem out and baintéd‘ fanciful designs on them. heA

“

teacher suggested théy paiﬂt & second one, the same
size, for the back, and glue them together. Later on

she made an %ttempt to suspend ‘them from the ceiling.

.
- -
- o
“ s N
,
’



. and picture., In walking around tpe room observing the,

N
Before Mother's Day, SylviajPought some acetate and
special inks to make wall hangings. Several classes
were shown how to .use these inks and ~some very

interesting pictares evolved,. She discussed how they

* could be hung, wvertically or horizontally. She

pﬁrchased dowels and challenged the pupils to think ofn
different ways of securing the finished hanging to  the
dowél. Many different and original ideas emergeé. Some |
students used the paper hole-puncher and threaded a,

cord through; some stapled, some sewed, others glued.

Grade five was asked to think of a word that evoked
feelings about it, As a suggestion, she wrote the word
*ice™ bn the blackboa?? and solicited other words,

writing them on the board as they were called out. Some

of these words were "thin, hot, fire, wiggly, scared,

tired, heavy, messy, pretty". When she thought everyone
had grasped the idea, the teacher offered many sizes. of .

paper. The drawings were supposed to integrate a word

fl

work in progfess, I read, "stink, love, yuck, fancy,

fat" etc. .

N
o

\

a

A project called "cityscape®” was developed by grade
three. A group of four boys created .a three-dimensional
\ * ) ) » ’ - el
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consﬁpuctibn out of paper, cardboard and bits and
" pieces ., of'odd scraps. ?hese were mounted on large
-'sheets which had been glued togeéhef. On the last day
of this prdjeét, they made up a.whole séenario and used
their construé;ion as a toy or board game of sorts.
They had made winding streets and tunnels, a junk yard,
a fire~stétioh, police station, ; car wash, even a sex
shop! Théy brodght small toy cars to school and used

them to drive along their city- streets, making up

stories as they went along, ¢

One of the girls had used small pieces qf

cellophane, crumpled up, glued to her drawing to make a,
o .

flower garden. Two girls, working together, créated a

k] ~

> N
relief drawing of a beaver dam in a forest. They found
a box of popsicle sticks while rummaging for scraps,
broke them into . pieces and glued“them onto their

drawings.
. ¥

®

Grade one had made objects out of clay. When the

time.came to paint them, the teacher picked up a few

pieces and showed them to the class, alerting everyone’

to their fragility. She asked, "What is the real colour
of this plane?”, "What colour do you tﬁtng would look

good?", "What else can be painted on it?", Replies came
l ’ e
> ,

7

7
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back immediately, "Stripes, lettering, logo". sSylvia
continued, "If this were a boat imstead, what colour
would youhchoose to paint it?", she asked them to lookf
at her print dfess“ﬁo notice’ how many colodrs they
could see in it. .Agter this discu;sion, many children

mixed paints to get "new® colours, One boy told me he

"needed" turquoise, another child "had to have" pink.

For another project, the teacher. bought some black
paper, which when scratched _reveaiéq an underlying
colour of pink, green qr yellow. Gra@e four did line
drawings on it by scratqhing off the blacﬁ. They used
any available sharp poiﬁt, such as scissors, a
sharpénedl pencil, the end of a *p;int brush or. any
little stick. The subject matter was left open-ended

and various topics appeared, such as a magic garden, a

circus, outer space and landscapes.

Sylvia proposed that the grade two class think

about a time they were so excited about somethirng that

' was' about to occur, they could .hardly wait for it to

happen. A long discussion ensued. Ideas came gushing
forth and each child was Q]ven a turn to tell the class
about it, One told about her cousin's visit, another

about a magic show he had. seen, - others recalled

v M 105
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birthday parties and sugaring-off expeditions., One boy

nad visited Disneyland, another visited a friend who
. 1
/4

had a computer at ‘home..By the time the drawing and

painting began, all the children had some idea in mind

@ o

and eagerly began.
Intézesting results occured in: the grade th&ee
class, §fter a discussion of "Who aﬁ I?". Sylvia asked
' _the "class to. think abut' what they .were that ‘was
different from ofhers, to shoﬁ how special they really
wgrel Using herself as an éxample, she wrote the word
‘teachér' on- the board, Sﬁé drew a ceramié pot kshé
tékes ,courses in ceramics), a small child (she has a
yéung . daughtér), and so on, She asked what people
usually nqg%ge right éwdy. Pﬁbils‘answe;ed "The . eyes
first'. She expanded to other facial features, clothes,
and -fiﬁley“cheir nahe#. he‘,sugggsted tpere::maya be
'-§oﬁeone who wgs very, becial,;o themn, and.thét person

could be included in their pictures. This is how thé

drawing lesson evolved. o A
. ' ™

Sylvia also taught the grade three art -class a

course -in  'humanities, Théy had been discussing’

’

¢+ government services, and decided to do postal services
in art. She asked them to design their own envelopes’

. ‘ Y

+ |
.



Her questions rén along these lines{ JWhat goes on
the erivelope?”, "Where should the address go?", "The
return address?"., She then a;ked them to think of what
else\‘goesg on an envelope. One or‘tgp calieq out "A
stamp". Sylvia- wés delighted&and suggested each one

design her/his own .stamp. She continuéd, some might

‘want to'make a border design. She told them to think 'of

how ‘they planned to closé€ the envelope and to figure
out the size they wanted. She asked them to think of

original sizes and shapes.

L

By the time they started, each one had some plan in

mind and was eager to try. The results were all

Mk .
‘different from each other. One wdﬁ#?a huge envelope,

ahothgr made a series of envelopes to fit'into each

other, each one smaller than the previous one. _Some
. K T

used coloured paper, others white, All made their own

.

stamp designs,

~

This type of questigﬁing and discussion is her

‘usual pattern of initiating most projects.

During my ‘per;od of observation 1in Sylvia's art

room, the following' were nthe projects in which her

[ 3

classes participated. o ",
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" Grade oné: Mak?né} and painting clay objects. Paint
y&gr most exciting time. A magical place, Mother'g Day
» Wall hangings. An over§ized fish, cut oyt and stuffed,
‘Loilipop song. Do ; éictune imagining such‘a tree. What
I like to ‘do at this time of the year.,
) . v PR .
Grade two: Oversized decorated Easter’  eygs,
sﬁspended as mob}les. Who am 1I? and free choice
drawings, ﬁﬁ&ing and painting élay- objects.ﬂ&gﬁfﬁflgj
_‘”\\\qy . Day. cards,.When finished make a card for someone else
. ydu care aSout. What ~ I did during the 19ng' week—ené.
Undersea world, drawings on cellophane. June happenings
'~ Father's Day, St. Jean Baptist parade, field day, end

N of school year, vacation.

Grade three: 4Envelopesl Painting on material with
special'inké. Making and painting clay objects. Flags,
magical place paintings. Happiness 1is.... Painting

boxes -'space ships.

L]

,‘Grade four: . Easter™ or Passover pidtures.
Cityscapeé. Making and painting clay objects. Cartoons.
Texture hunt throﬁgh the school, rubbings. Large masks,

. Y .

"front and back, cut out and collaged., Painting on wopd,

108 '
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Grade five: Integrate a word and picture to express

objects. Organize own éubject‘matter by discussion in
small groups. Scratch out designs on speciai' paper.
Painting on. acetate with special “inks. Posters.

Painting on cellophane. ‘

Process and Product

- .
Art ‘activities, which began. with Ahe teacher's

idea, branched off into many  individual spheres.

rd

Sylvia's lesson plans served merely as a starting-off

point, She presented a theme or project and was

, prépé}ed to accept developments that were totally

unexpected at the beginning. - ' -

\

The féi9yscape' theme is one example gf what often

, occured, Puéils developed the idea in numerous ways,
‘-aqhieviﬁg various and varied results? Different aspects
of‘ city 1life emerged 1in drawings, "paintings and
construction, The products were not calculated .by the

teacher to have a pre-conceived look or effect, Work

» \ < 1] » : 13
was sometimes left anfinished for a variety of reasons.

. Sometimes the student became tired of it or perhaps was

“
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feelings, Comic strip. Making and painting clay
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unable to develop the work any further, - Another

~

possibility was that Students widhed to ‘try put other
ideas that came to them while working and were eager to

try them,

«

B e T [
«

N Ty
, S

Sylvia ‘stressed?’

"+ original thinkihg and

b

invididuality. The process was of prime importance in
" her classes. The product remained of secondary concern

' to her. However, many current art educators {(see Field;— -

-

pp. 18, 19, Eisner, p. 18, and Stewart p. 9, 10) now
, . - {

recommend=the teaching of skills to provide sufficient

structure to facilitate expressive art activities,

A
< & }

Teacher-QObserver Relitionshig

v

f

Sylvia,did not introduce me to ény ogvher\classes

-or explain what I was doing there., She d4id not expect
or.ask me to participate in an active capacity. She
encouraged me to circulate amongst the students and
.occasionally 'showed 'me work in. progress that

particularly pleased her.

2y .
4 f ! [

-

I helped voluntarily during hectic moments handingl A

[}
]

out materials or during the stress of clean:gp when

another érbup was waiting in the hall eager to Dbe

- : ' 110
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admitted. She always thank&d me afterwards for my

agsistance apd co-operagion. :
- e I : ’

. She - said she had. no éigfiéulty whitsoever in

accepting my presence in the art ,robm.-She~consideréd

- v ! » ’ . \ .
it an. advantage for the ©pupils to have a second
. 4 ’ '

resource person available. b

‘-

]

- ’ ' o

Our relationship was free of tenSion. It remained

consistentl§aéordi£1- and mutually respectful and was

@

mSInpained on this basis throughout the eﬁ&%re time 1

spent as an observer in her art class. - :
N . -
- | .
. ~ N\
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6 Analysis and- Interpretation of Data

v
’ . . -
) N : . \
, s
N

) . .

. Differences and Similarities Between deﬁ and -Sylvia's

4 .

_Teaching Styles;and Strategies

4

Both teachers had received art education and. studio
art instruction at the university level.. Both were
actively ehgaged in pe:sogaié creative work, Paul in

painting, Sylvia in ceramics.

)

‘Paul was*in his third yeat pf teaching p:ofegsion—:
glly, Sylvia had completed 14 yéars of teaching. Paul
had not taught in any other school, This ‘was his first
téachingﬂ position., He taught art excluéively. Sylvia
had worked in three otherézPSBGﬂ schools anq had
previously bgen employed as a classroom_teacher,

w

The mai@jdifferepces emerged in persondl sﬁngs and

. in ways of structuring the art lessong: Paul's lessons

were pre-planned and tightl} organized; | Sylvia's
lessons weré loogely planned - and prov;ded for

o
T

. y
spontaneous regponse. ‘ B
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J/) : '}*\\ The following differéences™ and similarities also

becahe'apparentg Teaching - styles: Paul, authoritarian;

Sylvia,. permissiwve, OrientaEion; Paul, intellectial

approach, problem solving; Sylvia, expressive approach,

'. i " ] e 3 .
P emphasis bn experimentation. Personality: Paul,

é 2 .
_orgamized,  orderly, controlled; Sylvia, out-going,
. // P emotional, disorganized, sometimes harraésed. Lesson-

planning: Paul, pre-planned withlpredictab;e results;

Sylvia, ; open-gnded. Clagsroom atmosphere: Paul,

orderly, "hard-working; Sylvia, self-motivated activity,

-

~ ‘lots of movement, Discipline: Paul, strict, cledr

., - drabness and dreariness ¢f the basement environment, in

\ '

both. art rooms, There was minimal space , to  display

v s,

the school. Sylvia éccasidnali?‘ hing work on the walls

®. ) : ® -
in her art room.
L
. ) . % paul accgﬁted the location without com%laint, Aot
) ‘ -\ having beenj/offered 'an altérna;%ve. He arranggd the
facilities as beét. he could to'suit his requirements.
TV Sylvia objected to the poor ventilation, She believeé
~ , it agéfavate her‘susceptib%lity lto sére throat. Her
’ ¢ peréﬁ%al responsibilities plus her eveniné studies
: , | o _ eé
( , - 113 ’ h
“ ’
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explicit rules; Sylvia, some rules, loosely enforced.

The, setting: . There were’ disédvantages endemic,to the’

ffﬁished?hwork. Paul resorted to using other areas in,
~ - .




Vi .
- with mixed media. Her concept of gopd "behavidur" was

y '1
¢

o'

¢
. . =~
added to the lack of time and energy to re-organize the

-t

suppliés and arrangement of work space.

Teaching styles and strategies: One of the major
disparities was in their teaching methods. They had
different perceptions of their roles as teachers. Their

orientation, dgoals and personal approach' were

dissimifXar,

Paul considered his role of teacher ¢to consist of

teaching planned art lessons in an . organized,
structured way. He aimed for .a neat, finished product,
His conception of the teacher's role included directing

the behaviour of his students to be orderly and

opedient. . ' ) T N

-

]

~
T

Sylvia's concept of her role as an art teacher -

consisted of proposing a theme for the lesson, then )

Y

stimulating her students to develop it by experimenting

4

of children working togethe;: sharing ;déas and

paterials.

i

K2
. '

Paul's students . all workedn on the same .project

during a lesson, using more- or less the same mediumy

r . ., —

4
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""'and pattern. ‘ ‘ : -

"

s

»

Sylvia's classes were always a multi-media experiment,

’
v

with emphas{E'oh original exploration,
N 4 - @ " v
Paul is a practicing anélst and personally involved
in the .display of art work, his own and his -students,
‘He has undert&ken the responsibility of art display§.in

the auditorium and works at it voluntarily in spare

';ime or after school. This might acébgnt for his .

concern and interest in the.finished product. ‘-
) L

Y - - e

r

At times he worked difectly on a pupil's drawing or

" painting to demonstrate how to achieve the results he

. ' by
\.considered desirable. Within the structure, pupils made

[ . 3

[
Consistent'-ﬁith his  method of instruchon,.Paul

.

their own . colour selection and arrangements of -design

. ‘ - :
explained the:p;inciple of pgrspective to grade seven

-

. # and gave them. a formula to follow. He sat - at the

»

students' table and worked alongside,

v -
.

'$ylvia did not work on any pupil's art work, nor

L]

" did she present a formal lesson. She did not reduire
5 ¥ . .

everyone to follow her lesson plap. Her.teaching method

DN -

did not embrace teaching ,skills per se. Interpretation,

.
©®

4
o
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motivations., . "

N “

The disparity in teaching methods .can be

) il;pétrated'bi the fbllowipg examples.

[}

M . ol N A .
\> : ., . Paul prepared heavy paper, neatly cut, of the same

-

paper collage. He demonstrated how tOIani the paper.

.. " Pupils proceded with their own pictures.

‘ : ,“r“‘ v
Sylvia's iesson on the postal theme exgmplifies a
different approach, The children made envelopes out of
yariaus .kihds of péper, in whatever size or shape they
wanted3 Some werel huge’, others .tiny; one child made

several, each one smaller,tpan the other to fit into

{/ “ to decorate the borders and to create their own design
B ~ 0y . .

for stampsf

4

The use of the Sp#ié nmedium was presented in
different ways by the ‘two teachers, for example clay.
Paul taught (hié classes to make papier maché puppet

N * * k'Y L
heads, using clay molded vver empty soda pop bottles as

a base. When it was dry, he cut the model in half for.

) . ’
)
.

* ! ‘ - ~ _\-,
size, for a lesson on making Christmas cards using torn

each other. The'teachef'walked about advising students

self-expression. ‘and 'disGOV£EY' were the ﬁain////

@

I



them, and the chidren pasted them together and painted
them. The procedure was followed by all pupils and
produced heads of about the same size, painted in

different colours, N

Sylvia distributed lumps of clay for each student
to create an object of their own choice, Subsequently

they were painted, The end results produced various

"objects of different sizes, shapés and colours,

.

In presenting a new theme, Paul's classes in the

same gqrade all worked on the same idea. he took notice-

of any difficulty in comprehension the first time he
taught a lesson, and then his instructions became more

. .
detailed and precise ip subsequent classes,

Rueschoff and Swartz (1969) recommended
encouraging problem’ soiving through expériment when
directed experiences are included- in lesson plgnning
({p. 41), Paul neglected the experimental aspect in his

teaching strategy.

Sylvia came prepared with many ideas and themes,
but left the lesson open-ended. The work evolved during

the work period as the children tried out combinations

¥
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_ She lattempted to'artange'materféls and make sufficient

of material, The programme was extremely" flexible,

allowing for changes to occur’during the art activity,

Subject matter often related to current happenings and

-e
L)

to individual's interests. 0

1
1

Neither teacher planned for sequential ieafning

.modules, Students in both classes Eacitly acceptéd the

teachers' plans and did not voice any 6bjections..h .
&, A ; : v

As' pointed out earlier, clean-up in Sylvia's room

was usually left to the 1last minute and was always

- - -~

rushed, Very little time was scheduled for this chore,

-

space for - the nékt group.

Paul's room was left tidy by each class, the tables
were washed, papers picked'up, chairs placed on top of
the tables and the finigﬁgé-or unfinished work neatly

4

placed on shelves.

. ' 4 ., . . ° .
Paul was conscious of the rules of the school and -

adamant about promptness, At times he locked the door

and late;comers_had_to wait outside until he was ready
to admit them. They were not allowed to commence their

art before telling " him the reason for their tardiness.

N '
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Many times he sent students to the office for a note of

admittance for - lateness., Nevertheless, he himself was:

frequentl} late for the start of a period., His family

class came to him during.recess for attendance taking.
This delayed him and curtailed his own recess time. He

was usually late for the béginning of the next class.

He ‘sometimes arrived late for the first period in the’

morning and after lunch, At times he apologized to a

class for arriving late,

'When it was time to clean-up, he insisted. on

'j 1mmed1ate reaction to his d1rect1ve to stop drawing at

onc-e. ’ .

. 8ylvia was. not sgrict about being punctual, She
asked: pupils why they were late, but did not reprimadd

or punish.them. She told them to hurry up and -start

their art activity and not to lose ény more:time.

Teacﬁer—Stﬁdent Relationshié o oL

. : . ' -~

Paul stopped work abrupbly‘ to provide timé for

_clean-up, He. d1d not con31der puplls' 1nvolvement with

the work in hand.

;\ P L X
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Sylvia gave them time to finish’ offﬂbut left little

time for arrang1hg ‘the room for the next class

It was rare to see a pupi-l {dle in either éf - the
art rooms. Paul's students seemed to be ’eager to start
and reluctant to stop al the end, Sylvia's students
were not pa:ticularly.orde:l§ or obedient. They were
intensely occupied with the 'ongoing projects for the

most part. In <&eontrast to Paul’ s classes,.pupils felt

free\h} say they did not feel 11ke doing a particular

. project that day. She would ¢try to elicit  some

interests' from the child and« offer appropriate'
materials to work wiﬁh.

Differences and S1m1lar1ties in Paul and Sylvia's

- ¢

Responses to the Post—observation Interviews

»
™

These questions were drawn up . to obtain the

-

teachers' responses ébout " what they say they do in
L

N < . /1 [ . . .
their art rooms-and if what they do is in fact what

they say they do.

For the most. part their answers were not alike.

Frequently theilr answers . did not correspond to what Qi

N

observed in the classroomn,

-

"

120




)
o

>
" w

(\r ) Paul and I arranged to meet when he had no

.

scheduled classes, to answer the questionéike. He
started to answer orally Huf decided that he preferred

to write his T¢plies after giving.themisome thought. He

A}

. took the questionaire home and returned it compdeted a

few days later. All of his answers were extremely bgief

v

- and direct.

o
12

v

yvia agreed to stay after school one day. The
interview was conducted orally and taped. Her answers

were later transcribed. She talked atl%ength, giving

. many examples, and sometimes digresged.

o

Their replies contained some points of agreement

relating to classroom management and organization. ‘

*

. They agreed- that it was necessary to teach pupils

»

to respect materials and both said they were doing

this. They both tried to keep track of expensive
. \ * - * ~

. brushes and specialg?aterials they purchased. Both also

collected scrap materials from the pupils‘for various

projects. These responses concﬁrred_ with my

s

observations,.
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They agreed that clean-up 1is an integral part of
the art period. .They had ,individual ways of handling

\this segment of the art period,

Both stated that they planned pfoblem-solving
projects. Paul interpreted this question to ﬁean that
problem-solving is” an intellectual response to the
activity he proposed, éylvia replied to this que§tion

X
that the pupils had to work out solutions for

Al \ ”
themselves such as how ' they were going to work, what
they preferred to use, how they wished to arrange the
design and so forth. This was more or less what did

occur in their classes during my observations,

When asked about integrating art lessons with other
subjects, both teachers said that they do. However I

observed this occured rarely.

Paul's grade sevkn researched a famous aftist from
a list he handed out. The class was required to write a
biography and copy one of the artist's works, eand
arrange them both on a single 18 x 24 inch sheet of

coloured construction paper.
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In“ Sylvia's classes, thé envelope project evolved
from a cléss lesson 1n humanities ia which tgovernment
services had been studied. WOEdstere used to Sxpress
feelings in  another «class and then iilust;;ted.
Mother's Day handings Kélso had original text and

LY
pictures integrated.

. In responding to the Qquestion on whether they
expectéd tif finished wqu&to be individualized, both
teachers answered affirmatiyéiy. Paul stated he tries
to‘ﬁave the child avoiq copying, Sylvia aﬁswéred she

expéeged every part of the'work to be iﬁdividualized,

not just the finished work.

My observations were that Paul's students did not
copy each ofther's work, but followed the teacher's
instructiodgystep by step., The end results often had a
similar 1look, There was uniformity of size and shape
but variation in colour sélection. ‘

In Sylvia's classes, my observations were that th
results were all individual interpretétions even when
the entire class worked on thg sane thgme, for example,
masks, or Mother's Day wall hangings. The:é was a grea£
variety of shag?s, giﬁes, colour and maFeFials used,

|
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In answer to the question on teacher-student

y 1 >
relationship, Paul :5;lied that he did not attempt to “

1

build any personal relationships with any student,

whereas Sylvia  responded that she,6 ‘had a personal -
'
relationship with every student, Paul remained aloof

’

unless some incident occured which required his

. ¥ ~ ~
intervention, Sylvia tried to relate_to each pupile<on a:

-

on¢-to-one basis., Paul was not particularly concerned

about whether the pupils liked him personally, whereas
Sylyfa thought it was importané that tg;y do. She -
related hgr feelings about this to tﬁe need for lgood
"communication and general rapport., .- <

¢

Paul omitted the question on héw much tiTe he se£

- aside for preparation and clean-gy. My observation lede¢-

me to conclude that an inordinately long time was
devoted to this activiﬁy in his room; but .in Sylvia's
room not enough time was ‘scheduléd to do the job_,

efficiently

S

N
.

Both preferred double period -time-tabling. They

tried to use the single period for other purposes; Paul

. to prepare sketches for thure Qork, Syvia o ‘'finish

off incompleté& projects or for discussions. -

124 -
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They also agreed onl  the use of flicking the .light

switch to attract students' attention, Paul demanded

3

8ilence and immediate cessatiop/of activity but sylvia

allowed the continuation. of work as-long as pupils were

‘quiet and listened to her announcements.

-~

é

Paul ‘'indicated thatl he was unaffected by’ &he

'\

and shape6f the art room, It seemed to

location,
me that Paul "adapted to the, space provided: and
qrganiﬁed-his supplies and work tables suitabiy.‘pn the
other hand, Sylvia said that she was dis;urbedzﬁy the
accumulation of materials from previous years, thg,lack
of dispﬁfy spéce and the poor ventilatizn, and this

seemed to result in some disorganization.
\

‘Both teachers stated that children should be
wellrlbehaved during art lessons, Qbut I found their
interpretation of "well behaved™" was not alike., Paul
insisted on gquiet —and obedient conduct (see p. 56).
Sylvia sé;essed sharing of supplies and ideaé and
mutual respect (see p: 114).

N,

-

.Discipliqe in the classroom was handled differently

A

by each teacher. Paul responded that he expected
- . .
D s !‘X
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obedience lest the results be chaos. Sylvia's response

was that she objectea to disruptive behaviour but as
-t .
lqng as the children were sharing and being resourceful

she was .undisturbed by their noise while working. These

. . é
responses &oncur with my observations. e .

i

”- -]

As to comparisons, Paul sometimes shoWeg one class
9

Y

LS

another class's work as an éxampl% of what' he wanted

them to do. Sylvia answered with a definite "no", she
' ) N , Isw .

_neither compared a class's work nor an individual work..

" paul stated tﬁét he expected hig stud;;zg’ tb be T~
actively engéged in art throughout the péribd.‘Sylvia
s;id téat she did not expect this, She believed that
not everybody’' feels like doing everything all the time, %
Both teachers' classroom behaviour was consistent witﬁ

these answers. o \

v

\

9

In answer to whether they expected pupils "to fol

their advice, I observed that Paul's pupils usuallf did

carry qut gi§ gaggestions. This Eeemed to to bg
cohsistent with their training to be ‘obediént and do
as Eﬁé& were told in his qlasses: Sylvia said she ﬁid
not give directions or _instructions, which also seemedrv‘
consistent with her «classroom atmoéphere of searching“' '
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-, ‘ ¢ .
.out their’ oyg ways of ,working and m
\
themselves.
e

2

«
Their constrasting approaches extended to their
actual practices during the development of the work,

‘ y
When' asked whether they showed their own work, Paul

sald he didn't, b%f,bp fact he did (see p. 127). SylVLa .

answered w1th an unequivical no, whlch I found to be

& so, Paul stated he gave instructions only on how to

< g he
K‘W
£
PR
» o
N—vx’
»
'.\{. -
&

] » AN
organize the work. However, his pupils were told ‘which

¥

materials to use, how to arrange fheir work and to fiill

-

in all spaces. Sylvia Vrepeated she encouraged her

[

g pupils to ~worK“/23%h Ain his/her own way and with

materials of their own choice. She did, of course,

offer themes ‘to /be worked on and guided and suggestedf

-ways ofsdeveloplng the” pro;ect

. a
~

A L4

In response to the question on their use of v{sua;'

—

aids, both_hnswerea that‘theyggid at times, During my

period of observation I found‘this to be minimal in

© Paul's room and not at all in sSylvia's classes.
v “ ‘ o‘"

Both teachers stated that co-ordinated activiti®e

<+

".had been discussed by them at the beginning of the

school term but ‘the plans did not work out to either, . N

-~ .
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Y

. 13
one's satisfaction.’

LIS

These teachers'  -perfsonal orientations were

. ' - v‘ . ’ ' v/ - "
reflected in their replies .to the questionaire, My

observations led me to conclude that teachers do not

.-

always do what they say they do, and are often not, aware
that ,thefr -theories and action® are not alwiys ih

agreement. -
! ~

. "

b Y

\Relationshiﬁ Between Paul and 5ylviais Teaching étyles

i
3

-

. 8ylvia's teaching‘sfr tegiesl and* style agree with
R § ‘;i egles., 5

A

" Herbeért Read's@'philosqph& Jgnd' more recently. WIth

‘Dimondstein (see p. 20). She states that the. focus of

the art }esson'shoula be on the individual pupil, which
was the way Sylvia sonducted her classes. .

El
.

.0 . ,° S
Paul's strategies agree with some of Field's

<

theories.,. relating to the teacher's 'role in the art
classroom including: the providfng ‘of structure  for

developing skills . to.acquire knowledge and experiehée.

Stewart (see pt 11)//“too states that' ‘sufficient

structure be provided 'in appropriate kinds of learning.

to e
Co

4

nable pupilé‘the poasibilsty of- succeeding in their

-
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. methods.

! * - ,"
efforts.

1

o P ¢
~

Paul's focus on pupil's intellectual development

ties in‘ with Stubbs (see p. 22) who {suggested'ért

experiences can be’ considered as learning modules

®

developing both conceptual understanding-and skills.

.
.

. ~~ ‘ .
Kurt: Rowland (p. 17), Edmund B. Feldman (p. 20) and

Terrehce Wooff (p. .21) all . state that lesson plans
should be left flexible, -enabling. first hand p&rsonal

experimentation, which was Sylvia's chief focus. -

0

o

"Paul related to his: students - as group and

e

cdndudtéd his classes accordingly. Sylvia's lessons
were constructed around "Read's premises. He had

counselled teachers to try ‘to recognize children's

.different types, individual tempérameﬁts, needs and

levels of ability. ' F;’/,)yu
PAR'S newsletter’/(Dec. 1980), states that most

A

-

'teachers teach only one .style. This was apparent from

'my obggrvé:ions in both teacher's art classes, Each one

L 2

was. consistent in f&heir own teaching styles and

o



Paul's Eeaching style was consistent with his

. concept of art lessons which included the ‘aim of
' arriving at a good 1looking end product and with his
philosopﬁy of correct‘ and conventional behaviogr.‘ He

. set 1limits which were c@;agly @efinedl His students

understood what was expected of them.

‘

The: lessons - were carefully ' structured. ‘He
.frquently L59§s.rted to step-by-step instruction. All
students . worked on the same project during the same -
lesson.‘ He initiated projects in a detailed and
specific manner, giving . formal §na technical
“information with specified media. He controlled the
proéess caréfﬁliy. Older children were instructed in

, greater depth with the purpose of developing skills.

He expended a gredt deéal of time and emergy on thg
productio; of "Sinbad" for public presentation, The‘
childrens' involvement consisted of performing tasks of
a mechanical nature, mostly filling in the pre-cut (by
Paul) stage sets, which he had designed. Eventualy they

performed on stade. This procedure is not in keeping
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with current art education literature (see p. 18). R.
MacGregor states his objections to over—emphasis on the
product of the art lessons, The drama 'project k
illustrate; Paul's emphasis on final results, in thisf/r

case, the presentation,

.Consjstent with his* affinity for ‘ order and
organization, Paul pi;nned a variety of art activities
before 'school opened in the Fall, which he considered ‘\
suitable for the gréﬁe levels he ' would teach. These

N t

projects appeared to be 1isolated art experiences, not
always in accord with current art education theories,

. N o N
such as advocating teachers to integrate art lessons

into sequential units of learning (MacGregor, 1981).

Paul's‘art room was neat and the art materials were
carefully stacked. Discipline was strict, Pupils were
exgected to be on time and obedienﬁ, and were isolated
. . .
or ﬁﬁt out of the room for noncomformist behaviohr. ‘
Each one worked at ﬁis or her own place, but were
permitted to walk about and approach him "for supplies

v

/ and/or advice,
Evaluation was minimal and took place sparingly, on
a one-to-one basis, while the work was in progress.

A
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S w i
-He made no attempt to build dny personal -

relationships with the students. Nevertheless, they ¢

\

seemed to 'admire and respect him.

t
N

)

In Paul's classes a‘ lot of time was spent on .
non-art activities aimed at an orderly nclassrooﬁ, such
as lining up, waiting for permission éo start; stopping
early to allow for the elaborate clean-up, and standing
gquietly at their places wa}t}ng to be dismissed. Time

L]

was also set aside for talks on desired behaviour.
- ¢
When'organizing projects, he did not attempt to
relate art activities to individual children's needs or’

interests. He geared the experiences to learning how to

make art,

Sylvia'é teaching style was conSistent with her
philosophy of tedching elementary art. .She stressed~

experimentation, exploration of media and personal

development at each one's own level of ability, For her
the end product was incidental. Originality and

individuality were the emphases placed on the end

P
result, e

]

. o @
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The lessons were loosely sttuctured and open-ended,

She presented a theme, discussion ensued back and forth

- as children verbalized plans on how to implement

personal expressioh and interests. This is reminiscent
of .R. MacGregor's wriping that the téacher's role
consists of the presentation of ideas in order to get
children's thought processes going-(i97l).

The students were given‘free-choice ;électi5n~6f
materials, All pﬂojects were multi-media and the wori
brahched off in many directions., It was not unusual to

see three of four different projects going on at the

same time, This approach eliminated uniformiey of

prodpct1> ‘ .

Developing skills occurred naturally whilg working.,
Evaluation was informal, occuring as a contiquous
process as the teacher consulted with individual

children during the lesson. v

The classroom &tmOSphere was permissive, The art
periods were a hive of activity and movement., Students
worked standing up, sitting down or lying on the floor,

Some girls liked to work under one of the tables, it

became their own little private place (se®e
133 ‘ ~
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frontispiece). Children worked with whomever they
‘'wanted to. Often,it appeared to be confusing since so

3

much was going on at the same time,

(23
»

“

‘Her teaching style and methods included frequent

use of emotional pressure in order to obtain
L4

co-operative response. She appealed to pupils on a

personal basis not to disappoint or embarrass her or

i

\

hurt her feelings.

)

From time to time there were delays at the

- beginning . of the peri?d, waiting for the class to

settle down and come to order.

Clean-up was put off until the last moment and the
next * class usually came into a meésy room, Sylvia's
lack of orginiza%ion created some problems, Childien

' ©  became noisy and restless waiting in the hall. They hiad

difficulty finding their work in the cluttered room.

Work space was anywhere a child could-clear. an area,

Sylvia offered a variety of art experiences based
on . children's self expression, discovery and
exploration, but without a total concept of 'sequential

learning,
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These two teachers' approach to. their own art was

v

reflected in ' their teaching 'styles and methods. They

: )
seemed to be unaware of contemporary trends in art”

i
v [

* education theory.

' '

. It is -interesting ‘to speculate whether their

ggf%aching styles and/or strategies would be alteréd by

' furthzfﬁ-hudy of current art education ‘methods. Would

joroduce more options and becomq’moré flexible

i

..and would Sylvia introduce a more formal structure into

her 1lessons? Or would personaliiy traits mitigate

against change?

The relationghip betwéen theig‘%Zaching styles and
Strétegies and their personalities was apparaht in the
mafkeé dichotémy betweeni Paul's need for b;der and
@ organization and Sylvia's need fof emotional

reinforcement,
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8 Conclusion

[N

As a result of this . study, the following

observations emerged. .

-
i

Y

Art is being taught in very diverse ways in the
same échool,»to the same grade levels, by two different
teachers. The dissimilarity in their teaching styles
andgstrategies may have been due to many reasons, such
as their . academic braining, age and gender dispar;ty,

experience in teaching or perhaps it was mostly a

matter of personalities,

hdqpting _ theories to the practicalities of

)

elementary art classes presént difficulties. There are :
oo < 3

late arrivals, poor facilities, behaviour problems and °

sﬁortageé of supplies to cope with. Teachers have to
schedule time.- for motivation, - distribution of art
materials and clean-up besides the actual wor(}ng time,
sometimes all within a 45 minute period, 'sa tﬁat these
'fa;tors seemed to dominatethe situation.

»

From my observations it became evident that neither

" -
.teacher prepared @ progrzﬁme of sequential learning.

3 -
. L}
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Both teachefs plaﬁped_various unrelated art activitieg
with no particulaf:foizbw-throuqh. Paul's clasges were
tightly structured with little  opportunity for
individual expérimentation. Students acquired skills,
inadvertently by working Dn.v;rious projects. SYlvié's

classes - were haphazardly organized, with minimal

structure.

The role of theory did not seem central 'in
determinipg lthe‘actua.‘al teaching praétice. The teaching
styles, ﬁethods ada choice of content of both téachers,.

L . R
appear to be a _;esdlt of their personality traits,
orientation towards personal interests .and teaching
experience. To . delve into these aspects would entail
,furiher investigation from vantage points which are not

\ . vor
covered’in this study. Coa

Implications for Purther Study \

This study suggests some . areas which may be

invespigated”in order to improve an understanding of

teaching strategies in art education, e.q.:

(a) Follow-up studies  of these children's

.development in art,

./p



N

’ .

b R .

(b) Research, using'participatory.observatiqn, of

the three other, art specialists in the same school, for

b

the purpose of comparison,

(c) Some case studies of art teachers in more
traditional schools, for cdmparison with this study.

)‘ .
(8) The relationship between +the concern ' for the

L

'

_finished product to the teacher's- development as an

\

exhibiting artist. . ‘ .

(e) The relationship hetween  the teachers'

personalities‘and teaching styles and methods.

%

[y
P

(f) How childqen'é learning is  affected by

different teaching~sty1es and strategies. -
. ’,

’

.

(g) Investigation of the possibility of matching -

teaching 'styles to optimum learning styles in a

classroom setting.
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Layout Room # 10

Size: 15 x 53 feet

.Teacher's“Desk and Chair.

Filing Cabinet
Entrance
Dolly
Blackbgard
Table and Chair
Table .
Work Table and Chairs
Steel Shelves

Cabinet

Cabinet =

Table for Paints

Deep Sink

Single Deep Sink
Locked Door

Cardboard Boxes

”

.Cardboard Boxes

Window ‘
Bulletin Board Lo
01d Armchair

Wooden Tables

Wooden Table .
Steel Hood, suspended
Stage Props ’

'Stage Props

Work Table and Chairs
Ceramic Wheel

N

Window oL
Work Table and Chairs -
Cabinert

Steel Shelves
Steel Shelves
Steel shelves

Coat Rack, suspended
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] , Layout Room # 30

24 a/'f ' 4% hSize: 18 x 63 feet

=

Entrance
Students' Chairs
Table and fhairs
Blackboard
Table
Table
Blackboard
Table and Chairs
—iln
10 Table and Chairs
11 Table
12 Shelves
13 Cabinet
14 Window
15 Teacher's Desk and Chair
16 Window
17 Cartons
18 Cartons
19 Window
20 Cartons
21 Windaw
22 Cabinet
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Appendix 2
A

Post-Observation Intérviews

The following questions were submitted to -each

teacher after the observation period was completed.

'
-

Questions and Answers

Lo
.

Classroom Orgénization and Administration -

afternoon? J? .

4

1. Is your teaching affected by the time slot of
! 2

the lesson, e.g. €arly morning or late afternoon? Or by

the day of the week, such as Monday morning or Friday

Paul: As far as I am cgncerned, no! The.children

will be affected at times, ' which will modify my

approach,
) ' .
Sylvia: To a certain extent I feel that in the
early morqing you have more get up and go,u’and I

probably have more enthusiasm. in the later afternoon,

especially if {t.is very late, you might find that your |

/r‘t'-'

146 )
™

\

AN

\

\

)



energdy i;aaaninq. However 1 "don't find that to be the
greatest ‘influence on my attitude. It depegds on the
- class response, If the class is giving  mg a fantastic

A
.response, it may be 3:30 p.m. I'm still quite excited

about the whole project, .1 feel that time:is not the
major influence. If we are all hyper and involved, the

‘.

involvement takes over.,

2, Do you prefer a double peridd schedule to a
singie period?

Paul:. Double periods are better but single periods.
are interesting for one shot deals, qlike a first

sketch, for examplel

Sylvia: I definitely prefer a double period'becagse

. the children can have a more effective ﬁeriod of
motivation, We're not rushed. Secondly, they have more
iime to delve into the project and get ;nvolvéd. There

"ys more time for me toyxeléte to the children, discuss

S

‘the 'work with them on an individual basis. Yet I would

say, that the arrangement now, where you have a double

R

-

‘pefiod plus a single is nice because in the single -you

can round out a project, It can be interesting where

the whole period can be a motivation'pe:iod rather than
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an actual doing period. Probably using a single period

in—'conjwnction with a double is good. A single period

can be used in a different way. -
3. 1Is eithef=advantageous for the -“student or for

the teacher?

Paul: Doubles are .easier to prepare and finish.

There is more time to sit, work, clean up. It's gééd

1}

for both, | ©

-
1

Sylvia; (Answered in no, 2.) ‘ -7
* S T
4. Does class size affecgt your choice of project or
type of presentation?

r

Paul: -No, not at all.
’ " . ‘ . ’

‘Sylvia: Yes, If it is an exceptionally large class
and 1 feel there is not enough rfoom to 'move about
freely for a particular project, or 1if I feel that
there aré not adequéte'm@teriéls:available, therefore I

‘have to change the project., In some classes 1 might

have to allow certain groups to pursue other projects

v . ‘
they are interested ipn, then I would say that yes, the

-

148
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o types of preséntation would be.affected. .

5. Do you consider exhibiting the students' Qofk

importiant? Why?

Paul: It varies with the class's desire.

Y

Sylvia: Yes, I consider it irgortant because it is
a message that is given to the .child that(I find
meaning, interest and somethingv worthwhile in this
‘work, Whether I say it verbally oc. Qi;play it, I think

it is tantamount to the same thing.

>

) . 6. DO you insist on conducting all «classes in

~
.

French? '

Paul: As much- as possible, Grade seven ‘is an

. exception because of the overwhelming majority of

English speaking pupils.

sylvia: (poes not apply =-- she teaches in the

English section.)
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. vice-versa?

)?

N

-

7. For the English tudents in French immersion, do

you consider it acceptable to explain in Snglish if you

think they have not grasped\the idea?

t

Paul: Reinforcement of discipline and complete
N 1%

explanatiohs'willfbe given in’ glish for those,

Sylvia: (Does not apply.)

s
’

8. Do you ¢think there is any difference in classes

where . there are more boy than girl s udentg or

N

-

Paul: Not‘réally. At first yes, because some girls
react better to my type of teaching. Boys probably
prefer the strong, almost macho teacher, which I am

not.

Sylvia: There is a difference;, perh&ps aé far as
interests. Probably boys wiil be more interested in
constructive work K or thteeFdiménsional, large~scalé
work , althouéﬁ girls can be interestea in that too, It
seems té be mcre 'generalized és:'far as  boys are
concerned. I would say that boys would probably like to

dc more physical work, e.g. hammering with wood and
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nails and so on. But as far as creativity, there is no

difference.

9. Do you plan any co-operative activities with the
other art teachers in the school?
Paul:Actually I did, but.- they did not materialize

as well as I hoped.

»

Sylvia: Yes, I planned one with Paul. I had giQen

him an idea, right at the beginning-'of the year, even

. ]

before the children arrived, on %jlextured 2village.

This was to' be a potential to explore._/wé’did develop
: A\

something at the end, reiated to ;hi§<vfllage.'

10. In your opinion is the. clean-up an integral
part of the art lesson?

»

'Paul: Yes indeed; room, brushes, materials, tables,

!

levia; Yes itA is. I think that a cﬁild‘doing aft
work should realize the whole process, not just the
doing of the. art,‘ but the actual technic¢al prleems,
~putting away mate;iais or getting them, etc. Id like

to work on that a little more next year., Some children
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have . a tremendous respect for materials and can take

,

very good care of ‘them, and other children w1ll_§§ve tc

—

be worked -on next year.
o o | } ,
11. How much time do you set aside for preparation

before~hand and clean-up afterwards?

\ A

s -

Paul: (Not answered;)
4

o

. b
" ! s’ A ) ) o ’

Sylvia: Well, %@r prgpa:atiqn} it doeén't take me . o
that long. It depends. You've got the actual planning, '

1) . ' {l
and about the motivation in the actual class, I would
say about 15 minutes on the - average. ‘For the
p;epa?ation in the beginning and again for clean-up, it
is about 15 minutes,

12. Do . you have a consistenet method for the

clean-up? .

. P e
h -

‘ Paul: Yes, first tools, then work, next garbage,

then tables gé? chairs. e

Sylvia: Yes, the children know where the materials

must go: They know certain materials have to be eitner .
cleaned or stored away in certain places, I attempted

+

'
»
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té‘ change the methecd to the}moﬁitor system, whére .
several children wpuld be in ;harge to make sure that
everythimg- is put a&ay by the end of thé'period.b'
. Although I didn't reinforce it too well, I would like
" ko go over it ;gain)frb& thé beginning 1n Septemﬁe:. I -
would ﬁave it pinned‘up somewhere so that eaéh grade

* will have its.monitor system. Then these chldren can

' . really take' mg place and make sure, that the other ’
‘childfen are cleaning up. Should anything- be left over
after the class has left, they would be in . charge to ,
put it.éway.'l willqth;néé the maﬁltors, giving as hany’ _ . .
.¢hildren as possibie a ;u:n. o . at
. ,' : ~ “’» ’

13. Is the ~flickihg of the light, switieh a “
satisféctoty m;thod for  getting théct SE:ZEEts"
attention? - ‘ )

Pasl: At times. ' " : S \

u 2 ‘ -, -

Ed

Sylwia:  Yes, As a matter of fdct it is “he only
method. I don': use it in a reguia:: class where they
aré working in a %ifferent way., ,In a mathematiCS'élass,
they are at éheir seats, it's a guieter atmos;he:e and
I can just say 'SJ?SS'u In art, ybu can't, Kiés are .
spreéd out, talking, sharing. It is not noisy but there
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\ ,
is a lot of verbalizing going on, You carnot just say

"Class", you won't get their attention,

o
&

14, ﬁo, the children behavev}n a more - orderly

< - fashion when the sexes are separated at different £
" . %" tables? - ' , .
t ' . ) ’ rv""
- - > b' .v ) i . . .

Paul: They; sgparate,‘themsélves as -they want, but

yes, they ‘do erupt for ;h; hard cases.

© .
.

‘ " Sylvia: I never really separate them according to

.. f ‘

sex. They work where they want to work, “withvwhomever

they qutAxﬁo work and how they want to work. That

freedom is aIlqwed to"gpem, sonaturally, bécause‘it is ’/

‘ -their choice, there is never any problem, ) ) 2 4
¢ L ! %

~ \
¥ J ‘ I R,
The Setting ‘ B : 1 .

a

$ ' ’ < ¥ N
14 ° ° . 3 B
o o 15. Do you find youg\iﬁj room a suitapre space 'in

which.to conduct child art classes? . -
] ‘ Coa | o
| - iy . . ' i ' ) S A
. -~ Paul: ' It became,K a: space because of ‘the groups,

f

-
o,

, sometimes because of me. Thi&re are many things,that do

» not go there but eventually they disappeared or didn't
* . ? e Ty ) ,
seem SO bothersome. % . - . A

° ~ \



. reach areas to place the work.

.
- 0 . . a

Sylvia: Sizewise it gives "us “a lot of space,

1

! ~

However, ‘as far as storage areas.are concerned, I .find
tha

‘,mafebials wougd be better- stored if’ appropriate
Storage place centers could be éiigted, rather 'th;n
indivgdual:cupboards, where everything is organizeé and
you can 1so;etimes forget or misplace ygrioué art

materials. I find the width of the room a problem &

because there -is a'lot of walking and loss of time

"going from one end -of the room to the dther. The

Ventilation,éourd be,‘iﬁproved, . actually it~ can pe_
rather a-health hazard. The .other thing that ‘could be..
improved is for display ‘purbosesm I feel'the ,rqom
should save” more bulletin béafés to.#hisplay, work,

rather than the bare walls, Thegp are rather

inaccésible because you have to climb .quite high to
. . .

- L . <

Yclassroom’ Atmosphere T \

o3

16. Does music -im the background ‘affect the

-

- N et
- students' work or.behaviour? .
© R ' : ‘- @
g : ’ ‘ - B
- . . o
, Paul: Sometimes, but often it .ig simply more noise
» ‘ ’ . . ‘ .g‘ ’ )
oveq‘the conversation,.
) . 155
. 2'). |
. . \
\ o
L
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" a little distracted, so I did not continue that routine’

vob

Ly

‘
'

Svivia: Yes, it depends. Therer was one class where <N

AN ‘ . . i -~ -
we did employ music, A few times, with grade one, they

*

Fiked -to listen to little songs while they. were ' | ¢

working, but I found becausé they .were singing songs, o
9 T : i
some of them wanted to come over and sing and they gdot ..

. . . AV e
for long. Sabi, in grade three, liked :to ‘accompany on
W, & . : . .
his harmonica. That didn't interfere or distract,
. . "‘ " LI LY ’ ?

4 ' .
.

1

Question: But actually he'wasn't. participating ip '~ .

the art class then?

Sylvia: No, that is.the problem-for him, butvit'was’..
mostly towards the end of the class.:Actually if it had
.o ) : ' ' L8
come from the-.children and, someone had asked if they

could play a iecord, 1 qe;taibly wouldn't have minded. -

8 . ’ ’.Q

'y . P . - / . . ‘ -
17°,- Do'you accept childrén’talking 'tc each other’

and/or singing thlefdoing theit work? o “ : - .
’

Paul: Of course, within iimit3s of course. Yelling . '

7

\

across the rbom 'is too much. o . o

levia:'ygs, I do.. e A !

Bl



ar
.

- up and move'a bit, maybe a nice little game is a sort

.. a N L ) : .
integrated witl something-wWwe are doing with art,

18. Do you play-games? If so, why?

4 . ®

Paul: Yes, At the end of the class ofté% with the
young ones becg@sé they need a break from'fodt;ne, from

the time they spend on doing wqu, concentrated work.,
' , \ -

Also as a reward, sometimes. We can laugh collectively. R

. S o a .
i a8 - ‘ . - .
Sylvia: Games? If .there is5 some relationship with

what they are doing. I don't play games. Maybe in drade .

A3 3,

.one, in a double éeriod'andutheQ are getting a little.

tired, it might be a nice break, relaxing. Maybe they

.have all been sititing for a while, they want to stand

L}

3 I -

. oy ST s vt
of ifAtermission. Mostls T wouild like it .gcmehow to §e~

oo
[

. N ’ N e : - \ ., s
3}

'Personal Relationship

‘nct to do.anvihing unless the situaticn is either overt

Lo T e ey
19. Do you think some of the grade séven girls, are
. . Lt o~ s . T .

[ -

: L . R S o oo
conscicus of 'you, the teacher, as'a ¥oung male? ‘ ,\

o

na' few cases this vear., The best s

1 N .
‘or powerful. A talk should 6 do, 'because the girl 1is

DI ' ’ 3



usually upset or very sensitive, ,
Question altered. to: DO you have a personal
~relgtionship withfany ofqﬁhé students?

Sylvia: I have a personal relationship with every

sﬁuaent; EVerf ;tudent is an individuél-and Eherefore

‘my relationsﬁip with each one is indiyiduai;zed. The

way I relate to one individual will ‘be totally
different as ¢ohparged to another individual, because

- in;erests, attitudes, ways of expressing oneseii are

\\d{fferent. I feel if I am goidg\ to break the gap

between me and the «child, we have to come to mutual

. . v & %
grounds. I don't expect the-child to change for me and - ,

at the same time I'm not geing tolcompletély‘chanﬁe and
: . o L '
we have to meet on ap equal settinqi o

20. Do you think <children shoulia. like  you

lpetsonally?

Paul.: Not necessarily, but ifﬂthey,'absplutely_ﬁatg

.me, they won't work. - ‘ : 4

-

- oL i o i \

Sylvia: Yeslvl think that, especiélly in art; it
v B ’ " s

has a lot to do with communication and rapport. If a

.

" 1sg !

a5,

r—



W o

R
child is negatlve about’ me, I ‘think they wxll not want
to communléate with me or perhaps with others because 1 .
am present. I feel.that would have an influence on his

.

art,

Teaéhing S;ylé'and Methodélogx | ' )
‘ , S ‘ > . ‘/\g_._,—:‘/
27N ‘ '

21, Do you e§%§§ﬁf the finished' work_. tg’ be
individualized? ; ! L

Paul: Yes, I do, and I try to have the child avoid
E— . .
copying to get his own idea.

SyPvia: I expect every part of it ™ to be
L‘ - -

R
3 . . y , . . . 1» s
individualized, nct just the finished work. .

* ‘ «

Ty
22.' Do you teach the care of supplies?

- -t
- . . -
-

*

Péul; Yes. You need to care for the tools you use,.

-”

Svlvia: Is¢try to It is a little difficult at times

‘\ . .
in_ this particular school. Tt is almdgt like pushing,
forcing the issue, Hopefully, I'm going to try again

next year, right from the beginning, now that I realize

how important it is. Once I bought supplies in January,

v
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1 personally stressed how expensive these 'supplies were
and how they were intended to last for the entire yeaf,v‘

and the children were quite good.

23. Do you expect every child to be .actively

engaged in doing art during, the pgri&d?

2

Paul: Yes, I try to get them all involved.

t

Sylvia: I would like to get every ch11d to be
actively engaged, but I will quote Lowenfeld and say.

" that from a realistic standpoint, I do not expect every

‘child to be engaged with every project all the time. On

the other hadd, 'you,can expect all children to be

engagéd in some project for the entire time, If a child
-come to me and says "I just don't feel 1like doing

that®, that's understandable, Nobody feels like doing
) !

everything all the time; that is quite acceptable, '

A

24, Do you think that student compliance with your\

o

“‘instructions affects their creativity?

Paul: No, my instructions refer mostly to the way
to organize their work, not to the comtent of thegggh

-~ work.,
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sylvia: No, not if the instructions are based on a
mutually agreed-upon épproach, yﬁere I am not in any
way infringing on their freedém,ﬁand' théy are  not in
lany way doing sometﬁiﬁg that will cause me great upqét.
56 1 feel it is somethfng that can:be mutually achieved
through disg 55169 with them. Then I fegl we are both
on the right track, rather than.me demapding something
of them tgat either théy can't give me or den't want to

give me.

25, Do you make lesson plans of various projects
? ’
for each class ahead of time:z ~

Paul: During the Summer I make a starter list from

which I pick, and during the course of- the year I add

as seen fit or feasible,.

ia: I 7 P riefly 1. i
Sylvia nake lesson plans briefly, but thez% is

the optioh for the children to opt out of the plan so

~
-

that they can do what they are interdsted in. There are
things that happen as\one goes into the, classroom that
are -totally unexpected, dnd suddenly the lesson plan
goes/out the window, which might come back in later on.

Sometimes the lesson- plan takes on a- different
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character., It is initially the same, but the childreﬂ
sort of change the idea after the 1lesson Starts., The'
lesson plan 6 is ' only a sketchy possibility for

motivation. It is not a definite motivation where - all

the children follow,

26, Do you permit the students to divert from your

plan? .

Paul: These ate broad enough so that. the children

can divert.

Sylvia: (Answered in no. 25.)

N
¥

.27, Do you expect them to complete each project?

Paul: As much as possible,

Sylvia: (Answered in no. 25.) ‘ - .
28, Do you adjust the  project to various

individuals in the class?

[

§

Paul: No, they do ad much as they can.

<
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Sylvia; (Answered in nos, 21 and 25.)

~

29, Do you plan a correlation of-art subBjects with

holidays?

Paul: Absolutely not, because in family periods for

. example, they will do things for each season. It is

over-cluttering and boring for them, :

SXIVLa: sometimes. - 5

30. Do you’vary'ydur projects each year?
‘ , . \ :

4
I
A

Paul: Yes.

Sylvia: mhig 18),thé first year that I héve ‘been
teaching hece; I taught-art in another schbol, in which.
case most of the'b:ojécts were quite diffepeht frqm the
ones I had done'thére. This year I' have arrahged.ig
that each érade did totally different projects from the
others, so that nexﬁ year-i do have' the 1liberty to
:repeat proﬁects bgcausé nﬁbédy from that grade has done
-them, However, from my,own'personal stahépoint,vl fihd'

that I cannot always do the same project, even if the

child has not done. it, 3just for my own stimulation,

-

'
1
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Although at times I know I will'do ‘it' because the

response will be different at a ferent level.

31. Do’$bu plan group work, if so, at which level,
and how often? ) : . "

- -

‘ Paul: Yes, at all levels and as often as possible

. . 2 ’
to emphasize collaboration,

*
¢

{

Sylvia: (Answered in no. 30.)

-

32. Do you prefer to. present the over—all~projeeé

to the class at the beginning of . a new project, or to

-

direct them one stage at a time?

: S L.
Paul: The over+all project of .course, but it can
varv,

N

Sylvia: I prefer to do it more of an over-all, .
, N 4 n
because I think if an individual has an understanding

of .what the over-all situation is. going to be like,

‘they're more motivated. If you do sort of one section,

N

what happens next? You are | sort of left, why are you
doing this? If there are too many .questions left
uqansweged; I think the child wants to know. .what

L
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N ' ] , '
‘exactly is going to happen. If you do it step-by-step,

it is almost spoon-feeding; you do this first, you do
this next. If-it 1is over-all generalized view, the

child has a .certain understanding, and then héanows;

well, now I'm going to do what I want to do and that's’

it. I think it involves less interference from the’

° .

teacher's point of view and more about motivational,
N ” . N

because, when you'hévé an uhderstandiné, you natlirally

.want to do it, I can't work like that (spoon-feeding).

°
..

33. Does it alter with different class grades?

Sylvia: (Answered in no. 32.) S

o~ ' ~ . :
34. Do you prefer to demonstrate a technique or
, . .
. , \
" gave your pupils an idea and let them find a way?

’
é
. €3

paul: Again it varies. Mostly 1 give them an idea

g and.let.them go. If there is a problem they can come

back for an explanation,

Sylvia: ¢Answered in no. 32.)
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A

35, Do you demons&rate the idea:by éhowing your own
work?
' -]
Paul: No. I sometimes work with "them, which is

different, )

£

. .Sylvia: No, I never show my work. Depending on the
. W

.class and depending on whether or rot they have an

understanding of . how it is goihg to work on their own
and create on the@r own, and if 1 feel they will not be
copying me, that is if I Eeél it\is qéinglto be more oé_
an incentive to expaﬁd, then I will do épmgtﬁinq, but
ﬁot the 'whole thing, "just a cgrtain amount and I will:
stop at.a certain point, If I sense that for some
reason, that particular Clgss, oz that ' particglar

project, I should not get involved because I 'am Joing

] R

st & . ° » .
“to, \infringe on their creativity, then I ~don't do

anything. .

»
7

36. Do you. expect “thé studénts .to follow yout

P

advice or instructions when you look. at ;?eir work “1n

ﬁcog:ess?

L -

Paul: No, but some do, even if I don't say so.

: o 16’6_‘ .



Sylvia: . N6, I don't expect thém to. When Y walk -
around the room, we are just talking, K we're shiring. 1t
i's ideas going back.and #orth and it is not my work, it’

LY

is Eheir work . ' o —_—

. . 3 :
+ 37.. Do you demonstrate your ideas on the

blackboard? )
' ‘ o
Paul: Sometimes, when it is aép;opriate, ‘ :
- - | & ’ ) ' ° " e
"Sylvia: I don't réally demonstrate, Usua™y I just

oy 2 . N .~ 5 ) \
throw out ideas. Once, we were wocking on masks and I

wanted to give them the idéa of how to exaggerate, eyes
for example, and I exacgerated that eye,,so that they
got the 1dea of how the mask :is an exaggerated fon? of xt;; =
exp£e551on Yn that class, in that pro:ect,~ I showed

them one tiny; little thing; explalnlng'my idea but notd ey

b .o i R
telling them how to do-jit.

.o

' .
xS . - 8
~

"= .38, BQ you sometimes work on thé childrens''

rawings, Why? ‘(,‘V"' L T

’.,'. . It )
., . .
. , - .
PR

"Raul: Very seldom. It does occur though ‘because of

a*djfficuity”of .a need tq advance, 1 e. a good student
» ‘ L’ S 1 . "‘j

"'with talent wishes to try somethipg cxﬁfe;ent. "



v . ™
Sylvia: No, - '
4, LA N
, . o * ' . \ﬁ . -
. 39, Do you direct colour selection?, .
. . : | ’
' ' § o N .
- Paul: Not at all. - : ' .

L} v
2 - B

1 .7 Sylvia: Now and then,. when I want a° child to
' r .
concentrate in certain areas of design, I might say,

ce 'I'm~§o£ng to limit'you to four éolours.' $It "is a

2

problem-solving situation in terms of design,

" Generally, thougﬁ, I..don't, L
. ] -
N . W )
\ ’ 40. po you teach the art elements? (e.gf_ line,
Q s N .
T -textu;e; spacep colour, pattern, design),
s [} . . “ o [ .
Paul: (Answer omitted.) -
%xlv&i: Ong vear 1-:did, when I first started to
teach, but my philosophy has changed now, Particularly @
" o . in the grades I,‘hévea;nqw, one to five, .children are
coT "leérning these ‘things QY doing, I don't feel, at this
. , : 5 e o
point, that it is going to make much difference whether
1 say,-"Use -thg secondary coélours”, how. terrific! For
o °A3nst%pce, teaching line, I - would ' not necessarily. g
¢ . . s ‘ ¥ [} : -v'i'_:' . ”
- . ’ ’ ! . JA‘ . ‘,{: ¢ \ ’
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. Ly y . ) o 8
. ' reserve that for higher grades. I think that, K I could .
. . - A
\ 5 . B
v talk vto« ch%&dreh in ’grade one about\ line,’ about
. ) N ' . : . ‘ - ‘
}° 3Fplor1ng line, in their environment, do differelt lines ‘ n
" . . i -’ N __/ I .
: and it ‘could be a very interesting experience. I would
P L < . -
i . ! . N .
) ‘ﬁGE\bgnc to do a formal lesson whereby, . let us say, I
g ‘ N 2 = . ¢
- { ' . : N o .
.would explain the colqgr - wheel on the "~ boargd and get
- - . . . ) . . ' '

$ 7 e, . * ¢ _them to .try to find the¢ secondary colpurs. I don't try
/(‘ . © ... to get technical. We might have periods in which we do

o ‘t, v ,‘tgkture ot Iine’or col#ur, but not in a very structured T ‘

L . . L. . ®
X B B ﬁ‘ . . s E
- . N Voo B -’ ’

. ‘ Coway. . : 8 )

—
N ~ . . . . 'S . o
P ° « . .
. 5 . '_ h ° 4 \(} * - - v °
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e By \ . 4%, "Do you sometimes pernmit the’/Studén}S o G- {“3

. » g
P . ° . Al S . “ . - (AR ';"}

. | E‘yhatever"they‘like in an-art class? ' - iy

» . > A . ., " N A

" W - AN R *

e - . . - o * . . 'n
. ., > . 1 . - . L4 ~ s < N ., ' -7 ¢

~ - . r - N ' ) §

. . . : w . . . - ‘" ’-l ) . ’
. OE e * Paul: I sometimes gived a s;ngk@ .period for free " ‘.
- driawing but on the couxrse levels, A ‘ - S
a o .- " -"’ ,,‘ ‘ . h . ) '
\‘ \ ' . . ) e . \'

o % . -sz;yiac.yeg. . . L o o ‘
. f . . LY \ N ) “ R ,

- e . 14 ! ' \: ‘» ) )

o3 ) s, " - 42, 'Do you use v.isual aids (slides, filmsS; prints)?
- oL, : L . . -
. o | 2 ) ; - “‘«“m \

~ oy o ¥ - . | ‘ ' o
v .
Lo e o » A 1
, K [ : . P i /

Lot Paul: Yes, at times, ’ : " IIRTRA ¢ .
/ ' ' s -

. .
" .
L] g ¢ v o -t : . ©
[y . . T .
W R . / 3
. . . N ' - .
- .

\

L
' g1 Sed a book on afe
- s .- sylvia: I° used a book. I had. .one Dook on alft = .

AR pictures. throtgh history, "and I  showed them as'
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motivation,  for trnem to - cet an 1dea 0f how diflerent

artists ha?e dealt witr a certa:n media or dealt w

Lo

1+Y)

Y

certain theme or whatever, ; wi.sh that the schcol did
© ° T ' ’

have more of a° supply. I would like to nrave more.

.

audio-visual. ZIn this school, I den't know  why, tne

childrep say, ~"We are losing cur =time® ¢r “wWe are

o .

wdsting time®. It is as 1f .they think tney n"&:e % 3¢
they don™t yant to List‘@, they ' gor't want to 'speak,

they want tc dc. I would 1love. to agive 'ggz;\%mc:e

exposure to cther works of art besides the cnes.
1

“happenin¢ in the class, Art' does extené teyond the

classroom,
[ f ) .\

' *
43. What determ:nes your planning of various
N~ L -t , ,
projects?. ) \

r

Paul: Ideas, interest, |

0

Sylvia: The time of Year; what is happening in

P

their life; certain holidays; certain important events;

- . ' ¢ . » .
certain s?asgns, influence the children, and mayoe that
v »
takes off into <certain projects. I plan accocding to

the age groups. Certain materials are more suitaple for
3 . ' >
cow o °

one age or dgroup than another. 1 plan for bapiatibns,

- : 170‘ ¢ s

,so ®that ehe (chitlaren will not feel that they have done



P

, . —
1 ' *
&
.

N [ Q ) - ‘~~ -
. B “r1s wcefore, or feei bpred, trat tney Wwoulid like
. LY ¢ i
Sometning ' new, Sometimes Tnere  are events - in the

schocl, tnere :s sometining hapgpeninc.

t
N

.‘ﬁ ’ .

. 44 when tney are finishec wnRat ftney are foing

L pefore —he others, <0  YOU eXDECT Tnel LI &SK YOU WhaEx
P ~ o

[\

Syllvias I« depends. GSome c-ridren miznt be  a“
-*—'—-i—- s -
certain stage where  tney.don't . Know what to  dC Wit~

themselwves, for example,

1

"o

say "Wn

. "1 might make some sugges

BY '

you like to do?". Actually tncugh, they seem to come up
w? 0 . .

3
[\Y
v
&
(e}
[N
s
0

N

v

‘ . with their own 1deas, tney seem "0 take their own
. » ,
initiative, They begin to realize 1t,1s not me tha%t rnac
, to tell them what to dc, bul that they are thise to try

to express themselyes in their way, and so they begin
4\’/ ' . - ‘ ‘ ’
to initilate their own projects. .Sometimes it attracts
3

other children to becone 1nvolved, I'1l Jive Jou an

: example from grade' four. This was not a project- I
initiated. One child wanted . tosmake a kite, and then
\ another one. The -whole class didn't do it, there were

'

about four %r five who started to do it. It was a Sort

¢

g



of brancn-off from' dtner %nings trnat were .nappening.

l .

L

»

4%, D0 you ‘require all surfaces tc be covered.

“

{€11led in}) on the sheet?

———————

Faul: A3 much ‘as passible, yes., Aas much as tne

Q.
rY

L) A L. - ‘
cniil eels ¢ ac,
8

& ' ° ' l'.
Syivia: (Answeres in no.. 44,
,fv : ~4.A e~ .. N0, .

. .
~ . 18

46, Dc you purposefully plan probliem-sclving
. -, ' . 0

prcjects fnr-the higher grades? .

.

a— / .

Paul: YEs, to put their minds working on'structure'

faul
and how to fincd answers,

[
~

§&lvia: I think I design problem—soyblng’prO]ects

-

‘for any grade I teach. ‘I feel that whether you'give a

'
.

grade one child a pictire to draw a?out, for example,

what makesethem excited, isn't that a problem? How are

¢

they going to demonstrate 1% on " the page, what

[ .
materials will they.use,.where do they put their first,

mark on the page, it is a problem whether 1t is a grade

one or.grade six. But ht is not a étru&tured lesson,

~

Iy

———



47. what 1is'the’ effect on the students when they

see you doing art work with them? -

o
P

-Paul: They findé it stimulating.
L .

Sylvya: (Dces nct. work on tirfeir work, )

—_—

>
H

48. Do you ‘reqdire any. homework, for .example,

research before a procect, or to finish some work at

N \
home?
- ' C [
"Paul: <Very seldom. They get pleqty' from other
* e ' o S " .
teachers. They dc have to bripg me things, like some
materials from home on occasiog. s

Sylvia: The only type of project that mignt go home

. ) C ‘ ‘
‘'could be to bring in certain materials, or perhaps I

~

might ask them to look at”somé things_ and bring back

information, One time we did birds, for example, and I

dsked them when they walked home to look at some of the
I '

birds that they saw, to come back and report, to tell:

tne class about it, It is really observation that they

might have to do, bringing in materials or bringing in
' ~ - '~ . :
ideas. I might ask, how do you think we could do it, or
\ ,

3

maybe yo& couldf’finﬁ'éomething at home that would h

2

1
f p
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vyou. . . . ‘ ' ‘ . . \
. * 4 )

49. Do you object to a parent helping - their

children work at hsme?

‘Paul: (No answer ) - ..

4
s

S&lvia:rWelln I feel there 1s help and there is

help! The Help where'tbe parent isbaﬂtually doin& itf(I-

don't’ consider 1t help, -1t is interference, ?‘Q.help

where there is gcod guestidning and good rapport
between the parent.and cnild can stimulate the' child.

If a parent shows the child, it becomes judgemental,

such as, this is the way it is right, and ;hat is the

way it 1s wrong. I feel that the art room is one place

where right and wrong does not ex¥gt.

& .
'50. Do you integrate @kiAthh otner ‘subjects?
!

. R
Paul: As much as possfbla, literature, writing,

0 - | ' | | | ‘ \

>

Sylvia: Yes, this is my "thing". I really feel thaw

1 would: love to arrgngg'a programme where I could do
this full scale. Unfortunately, this is the. hardest
place to do it, bgpause everything is so segregated. I

b d
h
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very well, -

(33

. X .

den't know what the .other ‘teachers are doing, The
- : . -

children come to me in isolazion. At leas" <hen you are

the class teacker 'in a «classroom  situation, you have-

& .
your finger on everything from A tc 2. If you want to

I

take time 'tc do art related to what you are doing 1in
litetature, you Kkncow what you ace.acinq, you ‘are aware
of what the gp;ld:en .a:e doing. A;thOugn; becausa I
have the humanities I feel that 1s one of the key

subiects to work in with art. It nas reallv worked out

K

L

£

[

»
"

51, Do you sometimes have different types of

activities going on concurrently? A -

» : :

t

' Paul: Not often, but it happens, no more than four

>

h ¥

at one {ime,

sylvia: (Answered in no. 44.)

.
.
»

52. Does your presentation change'with repetition

]
to different classes?

4

* Paul: Yes, from’ one class to the other it gets more

precise and shows in when I know how § group can take

. ? >
- )

it.

L 175
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Sylvia: Tnis year 1 only had one class of each

2

grade, so I didn't have the p;oblem \bf presenting a
project twice, Even if I don't.intentibnally change the
presentation, ;t will natufally chéngé because of the
mix of- children I hhﬁe._Probably some of the &hildren
would change 1t, and (probably, now and then, I might
change 1t too, because }'the tvpe of children., It does’
not apply this year . bevause I was workiné' with’-oye
gréup in each grade. . .

Media

\

53. Do you offer a chaice of media for the project

in hand? .

Paul: Not much, materials are about,

~ : )

Sylvia: Yes, 1 always. offer a multi-media

situation., Sometimes I-limit them a bit, but most o%

the time it is a multi-media situation., Children want

- .

to explore, Sometimes they have a good idea of how they

want. to accomplish it and certain materials do 'not fit

~

in with their ways of accomplishing that project.

\

\
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‘papers, pastels, wax brayons)? Size of sheet?

5S4, Do you prefer or encourage the children to use
any particular drawing materials (e.g. 1nE$, paints,
- ™ : . :

” .
v

‘Paul: Usually ~fat pencils fot sketches at ‘trial

4

drawings, ) >

1

[

- ‘Sylvia: No, Ig encourage them to wuse whatever

materials they wish to try to explore as many as

¥

l possible’ so’ that tﬁey are not necessarily\down to one,

_1f they want to cut the sheet or if they want a larger

size or even if the don't want to wark with certain

- kinds of paper and thgy want to use cardboard, I

.encourage them to use the material ‘that will satisfy
their needs.
\

§5. Is your ddcision based om class level and/or on

aQailability of materials? -
‘ R , . )

-

Paul: Availability, S : i

T—P s . ‘ ) s .

sylvia: It is based on a class thing; it is an
individual thing. As far as materials are . concerned,
naturally if they: want to woxk with cardboard and I -,

.
haven't .got any, there is no choice:

|
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,i 53. DG ‘you éxpériment with different materials?
Paul: As much as’ possible and dgpéndiﬁg on
supplieshﬁ',

» -

Sylvia: (Answered in no. 54.)

- X
Evaluation
]

@

571 QO‘YOQ compare one class's work with another's?

[

.

Sylvia: No. T.don't, even compare

'

'
+

NS

-~

one individual's

+. wWork with another, so why should I compare one class

with agotherL

® e

-

Discipline and Behaviour

JE——

" obedient and well-behaved in the art room?

i

\

Paul:. Yes, otherwise you have chaos,

178
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, 58, Do you consider it important for children to be"

c—)‘ }
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Sylvia: I define that as meaning that children are

- not running around carelessly 1n a sort of nelter-

\ \

skelter fashion, not. knowing wnat thevw're doing and .

just being disruptive. In “hat case, I don't want that
- - f,’ *
kind of behaviour. I expect them to unders;¥nd thnat.

but as :far as sitting at a table, being éuiet,~éot

talking to scmebody, not shazihq with somebodyr not

getting up from one s °|seat, not going to get Lhe

materials that vou need, those types cf things, no. I,

_expect children to be resouzrceful on their own, do what

LS

they have to do, go Where they have to go in .the art
room,.§éarch out what .they need and share with other

children, bup'in a way that is not disruptive, sharing
R} —
~ . 4 '
but not disruptive, a
lhs
[ - .ol

-

59, Do you think insisting on obedience to your

instructions. affects the studen;s' feelings ?o: you?

How?

Paul: No, not, redlly. ‘ . |

.

Sylvia: It depends. If my idea .of obedience is in a
sense not +to disturb other people, not. to disrupt

others, a c¢hild can -understand the logic benind that.
oL .. L I

—,
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“early a.m. or late p.m.?

.

It 15 not too hard for him to understand this at any

age, Six or ten or whatever, I don't tnink that it 1s

.l
going to affect the child's feelings towarﬁgj/me.: I
. ; )
think he is going to respect and underStanE that rule
and feel that I am not {Imposing on his ¢treedom, but

f
rather trying to encourage freedom.

\ LN

60. Do the children behave differently on different

-

PO

- \ . N 4 «
days of the week or at different times of the day, e.qg.

' <, -

« ’

PR

_-Paul: Not really.

Sylvia: When I ' think about grade four, they come

Tate in the afternoon. They like art and they know
o . . ‘ , ~

their schedule and know wpat 1is coming next, They look

forward-to it, it does not matter if it is late in the

afternoon ‘or at nine in the mornang. As a "~matter of

fact, if the glass were cancelled I think they would be

frealiy disappointed. We used to have a Wednesday four

o'clock <class and one.day there was' a concert taking

-

place that evening at seven. This was winter time, some

—_— ¢

of the kids have to take a bus home that mignt not

arrive until five, Fot a nine 'year old child it is dark

'~

then, If I were the parént I would not 1like my Ehild‘“

N SN ‘ gSO Co .
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a

o

roaming around then, and I cancelied half "of this

N [

‘double period. 1 had -such objections, you wouldn't
'believe.'gou might _hévé thought ‘they would want to get -

@,

out early, but no, not when it is art,
i .

1

3

61. Do you expect the children to stop at once when

told to, —even if they are involved in what they are
. ) o , , O ' R
working on? . .

’ . .
.

2 P ‘

. ’ . M .

-
‘ f
“
S

Paul: Yes,

: Sylvia: No. Usually, when I ''‘call - for ¢tneir
— . .
attention( I let ' them know that in a couple of minutes,

_\or so;wé dre ‘going to be stopping. They should plan for
. X ! ' v ‘
that, so that they can gradually -ease off rather thah..

-

- suddenly cut off cold turkey. ' : ) }’\\\\

¥V

3

62. Do you find the students respond to reasoning

-when respect for each other and.fd; student-teacher is

digcussed? = L .
, ‘ N

o

Paul; Generally ves, but it haé to-be told‘and told. -

> ragain’, " ' ’ -
o Bt ’ ' _ o Y =
* fo=
i * . . .
v
' s
] ' . ‘ )
. - .
M +
i & -‘) i v
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Sylvia: They definitely respond to logical.
o . -
reasoning. However, some of the children who have not R e
s ) . - . M 11 "
. -+had this approach perhaps with pérents or other
1 . . N .
teachers, by the time they become riine or ten years
0ld, the approach is not as effective and it may-take . .
: 3 * .
. . . longer to reach that .child. Hobefully, ‘some of Ehe > - ®
. ! K :
~children that have not quite arrived at understanding
. , S ) ‘ _
* respect and so , will gradually, after another year -
V. - , : «’ ' .
.with me, realizthn&,po handle the situation, o Y
N » ' . . - V V L] B
] . ‘
’ —.E.‘ " ! -
_ Teacher-Observer Relationship
; e ' .
N . . ‘ , "'l ' " I‘
63. Do you object to & .tape recorder or camera- °T
. ' - R ' ; ’ o . .
* ’ belnb used by the cobserver? .
- d v’ . :w“
' "paul: Yes. It disttacts the children and' me. -
- - ’ ( - ¥
. ' . . A3
; sylvia: No, never. ‘ ’ h ¢ .
. e, . L . B : « i \ ! . h ' Y - ‘13
64. Were ‘you usyally aware °‘of the observer's '
' : A Ty ' L
'presence in your art room? . - T
SN e - ° T
- ‘ ' ) - %‘%}:- o ’
i ) <L : a%%\' e
—_ Paul: Not'at all, - ¢ ‘ .7 ) .
\ ! ) - : b \ '~ -~ Yo
R ‘ - o ) vt
-g . - . -
. i ® 5 , T
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+

Sylvia: I think to'hodestly a;Lyer, I would say

- L 3

that at the beginning or at a few se§§ions 1 was aware
. , 1Y . , \ R

of you being present, because this was\a new situation

' ® P '
for.-me, As time wore on,.I didn't notice you. I didn't

]

take that much interest, I felt that you were

non-judgegental and I' was nét in any pay affected atter

the initial period. -

’

. 4
‘ /J
65, Did you inform the students of the purpose/of

an observer in your art room? o,

Sylvia: No. Actually it came about where -they
immédiétely asked you rather than me and your response
b :
seemed to satisfy them:

v ' ‘ . .

.66, Did you dbject to the children showing me their

work in progress? Did you object to the students, asking

me for supplies? s

paul: No, 'mot at all. It made you as opserver,,

welcomed and part of the class.

3
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« Sylvia: No, I did not. I feel that a child, wishing.

q

to ,show his work  to somebody else, is a form '‘of %

communication. Art,- being a’ potential for

[

communication,.is just anotherfstep in that area, No, I
dor't object if a child “has a'prqblem, wheré to attain
certain'suppiies, and if I am not availéble; I think it
is‘makiné/gse of ahther resource pérson.

x
N

67. Did you expect any participation of the
observer during the art class?-

4

——

Paul: I wanted it, ' ot
A

Sylvia: I had no expectations at all.

~N
‘68, Did,you discuss the childrens' work with the
o e B ' T
. Observer? ., - ' oo
£ o . .
! ) f y‘ . v
H -
o sl s . .
Paul: At times., " - L
‘I
- « . .

e

SzlviainTp . a'certain, eﬁtenf. We couldn't help it,

. o B _ . :
because you know the children as well as myself. Once
ﬁ (l
you're involved with the children, .you know them

4

personally, it is very difficult to NOT discuss work

»

that is being done, especially if the children show you

¥
R k-__/ v
L4 .
Tem
.

o
<
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-
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their work. IR .

L ——

69, " pid your teaching 'style change when the’

observer was present?

/ paul: Not at all,

o 7

Sylvia: - No. I feel that the style I have is the

same because it is related to my personality. For me Eo‘

change my‘étyle wouldamean that I would have to change

. my Rersédnality. y

Comments . , ,
. . * //
B e , . /

Vi

Paul returned the questionaire and offered no

¢

criticism or comment of -any kind,

a

Sylvia made the following statement on .her own

" ‘initiative at the end of the interview: i

"I think your questions were,challenéing. They‘made
me stop and think and evaluate. ﬁhe questions probeé my
feelings on art ﬁeducation and they made me en&hciate.
through your «organization, your questions allowed me to

sum up.”

~ o

R



