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ABSTRACT

Current literature and research suggest that the Tack of public
support expressed for art education threatens its existence as a school
subject. Although the art teacher is crucial in determihing the direction
and quality of the art programme, he/she has little effect\en1ess the schools
cooperate by providing programmes, facilities and supplies. Att]tudes
towards art and the manner in which the programme is fac1]1tated within
each school are equally important determinants of a programme's direc-”
tion. - e |
It was the intent of this study to examine and compare foor school

art programmes, to consider what influence the adm1n1strat1on has on deter-
mining the d1rect1on and quality of the art programme, Art teachers and
principals’' percept1ons of art education were ana]yzed to 1dent1ﬁy dis-
crepancies and descr1be the effect of those discrepancies on the art pro—
gramme. Four Jun1or h1gh art teachers were selected from the Edmoqton PG>
1ic School System,)and 1nterv1ews were conducted both w1th the art\teacher
“and the pr]nc1pa] from each school. It was 1mperat1ve that the teachers
selected were well- qua11f1ed, competent art teache?s capab]e of efféct1ve]y

implementing a quality-conscious programme. G1ven th1s, the effect\of ad-

‘ministrative influences could be examined. Criteria identified in a study

|
by Cassidy (1967) were used as the basis for selecting the four art Eeachers.
The information provided through the interviews was condehse for-

mulated and presented in tables. A descriptive ahalysis accomoahies each

¢




table. From these data, conclusions were made about: 1) the influence the
administration has on the art programme, 2) the natuée of discrepancies
between art teachers' and principals’ perceptions of art education and
3) the effects and implications these discrepancies have on and for the art pro-
gramme and art education in general.

The findings of the study indicated that art teachers do perceive
the administration as exercising dfrect influence on their programmes.
The teachers were asked to identify conditions that they perceived as in-
fluences on their effectiveness in implementing the ért programme. Of the
coniditions they identified, 75% were either direct]§;or indirectly related
to the school administration.

It was discovered that drt teachers are aware of diicrepancies

| between their perceptions of art education and principals' perceptions of

art education. It was further discovered that discrepancies do e*ist in

|
| that the two' groups tended to perceive the significance of art to general

i

1
v
4

jeducation and the expectatiops_for art as it might functfon wjthin the
school quite differént]y. These different assessments of art education
- vere directly related to the amount of exposure the individuals had had
%o art education.

s Finally, the four schools were analyzed indivjdua]ly, to determine
what effectleach administration had on the art programme. It was discovered
that; in schools where the art teachers felt positive towards the adminis-
tration, they appeared generally satisfied with their‘effectiveness in
implementing the art programme. In schools where the art teachers felt
negative towards the administration, they experienced frustration and dif-

ficulty with what they were able to accomplishin their art programmes .

vi
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CHAPTER ONE
INTRODUCTION

Background to the Problem

The question of "quality" in education: its determinants, the cli-
mate required for its nurture and the conditions most favourable for its
maintenance, is a continuing source of puzzlement for educétors. It is
important that educators 3n general attempt to identify and understand
the sources from which qualitative School experiehces mgy be derivéd.
Simi]af]y, conditions that negatively .influence the educational experience
must be recognized. This study focuses on these concerns as they apply to |
art education. | '

vIn the pursuit of quality art experiences, Cassidy (1967) conducted
a study in Alberta to determine whether variances in the qualifications. and
professional involvement of the individua] art teacher influenced the4qu11-
ity of the programme offered. He discovered that art teachers who had:
1) ektensive preparation in the content of art through university studies,
2) a high degree of involvement with readings of professional art education
literature and research, and 3) maintained an active involvement in bersona]
studio work were offering thevbetter art programmes 1h Alberta; that is,
sound, quality-conscious art programmes. His findings seehednto confirm (
that the training and professional involvement of the art teacher are cru-
~ cial factors in determining the quality of the -art programme Snd tﬁe nature
of the art experience offered.

" While the art teacher is indeed a critical factor in'determining the

1.



2.
quality of the art programme, other people within the ~hool e vironment
may have a significant influence on the art programme and ultimately affect
the quality of the Programme offered. Current art education 1iterature
and the comments of art teachers encourage the belief that the attitudes
held by administrative decision-makers may have a significant influence
on the art programme.

Both the art * scher and the principal make decisions regarding the
art programﬁe. Usually the art teacher makes decisions concerning curri-
culum content, objectives, and specific areas of focus. The principal
makes decisions regarding budget, facilities, class size, timetabling,
staffing, grading and general school policies, all of which have a direct
impact on the art programme.

A principaT's perceptions o f art, his assessment of the significance
of art to genera] educat1on, and his expectations for the art programme as
it might function within his school, will influence his dealings with the
art teacher and his decisions in facilitating the art programme.

Warwick (1972) suggested that administrative decision- makers have
the most direct nfluence on the art programme, but express the least con-
viction in the subject. This statement suggests that administrators as

well as art teachers are crucial factors in determ1n1ng the qua]1ty of the

art programme.

Purpose of the Study

Eisner(1972) said it is important that"we "understand the sources
from which the competencies of teaching may be derived and identify the
conditions that militate against teacher effectiveness."” (p. 10) Cassidy's

e

study suggested the teacher' s level of competency is the crucial factor in L



3.
determining the effectiveness of the art programme. What condittons '‘would
art teacherﬁ, particularly those that Cassidy describes as characteristic
‘of operating qua11ty art programmes, identify as 1nf1uenc1nq the1r effec-
tiveness in executing a sound art programme? Do art teachers fee] the qual-
ity of the art programme is affected by pPeople and c1rcumstances other than
themselves, and if S0, 1n what way are they affected?

Essentially, the author proposed to examine and compare art teachers'
and principals’ perceptions of art education in order to describe discre-
pancies in perceptions among these individuals and discuss the extent of
the influence of those ~discrepancies upon the art programme. The study was
to focus on percept1ons regarding: a) the significance of a school art
Programme, ‘as it applies to general educat1on, and b) the expectations for

a school art programme as it might function within the school.

Research Questions

The following questions were posed for purposes of this study:
1. Do art teachers perceive discrepancies between their v1ews of
_ the significance of and expectations for art education and their

principals' views of the significance of and expectgtions for art
education? : P

2. What is the nature of these discrepancies as perceived by the
art teacher? o

3. Are there discrepancies between the percept1ons of art teachers
Iand principals regarding the s1gn1f1cance of and expectat1ons

for art education?

4. What is the,gature of the discrepancies between -the art teachers’

. perceptions of the significance of and expectations for art edy-

0



4.
catjon and prihcipa]s' perceptions of the significance of and
expectations fdr art education?

5. If discrepancies exist, what is their'effect on the art pro-
gramme, within selected schools?

6. What implications do these discrepanc{es have for art teachers

and for art educ~tion in Jeneral?

Need é;:,the Study
\

There is a growing concern in North American art education literature

and research regarding the status of art educat1on within the schoo]s and
the quality of the art programme offered. In the early sixties, educators
like Manuel Barkan (1962) expressed dissatisfaction with the fact that there
exists a general fee1{ng that art, at all levels of education, 1s subordin-
ate to what may be regarded as more>academic pursuits. The trend of writ-
ings on the subject since then indicates that art as a school subject stil]
faces the same problems.

“In many instances there is a low level of support for

any type of art programme. In states hampered by re-

cent severe budgetary restrictions and fiscal cutbacks,

the value our society places on art is clear as art and

specialists are dropped without a protest from hundreds

of school programmes across the country.™ (Victoria,

1972, p. 18)

James Warwick (1972) has suggested that part of the problem stems
from the fact that people with the most direct influence on the art programme
frequently express the least conviction in the subject. “Few art teachers
have any rea] influence with those holding the responsibility for broad

educat1oné] policy and broad and direct administrative decisions." (War-

wick, ]972 P. 20) In the same article he says, "Strong art programmes



|
|
a

|

weak programmes do not.'
|

5.
invariably have strong administrative support and

(Warwick, 1972, p. 21) . ' }

while sub-

share the art teacher's conviction that art is a sefious,
Ject.

It was the author's belgef that, although art teachers may possess
the.qua1ifies Cassidy qescribés as characteristic of art teachers effec-
tively operating sound art pfogrammes, in situations where administratiVe
sﬁpport is lacking, even the good art teacher will be affected. Hatfield
(1972) said, "The quality of the art prog;amme 1s often measured by the

quality of the art teacher, but the best teachers cannot implement or gen-

werate a quality art programme," "(p. 21) in a situation where inadequate

facilities, scarce supplies, and negative attitudes preva®l . Before art
educators can concentrate on quality art e;ﬁg:;;;;;s, they,may have to
deal with decision-makers in efforts to convince them that art is a vital
part of a child's total education. Although budgetary cutbacks have placed
restrictions on administrative decision-makers, it séemS'irresponsib]e to
solve the dilemma by cutting certain programme§ altogether.

Combs (1965) suggested that a teacher needs to feel there 1S purpose
and significance to his efforts, that he is recognized as competent, relij-
able and dependable and that his contributions are appreciated. Lack of
public and administrative support for art education in general, does little
to reinforce an art &gdbher's sense of accomplishment. Under these condj-
tions, the art teaéhéfymust Tearn to cope with his senseiof isolation as

an inevitable part of his professional 1ife.

If art is to be perceived as aksignificant area of study, capable

. / N .
of contributing to education irta way equal to the "basics,” there is a

%



need for administrative decision-makers at all levels to be exposed td

o

some of the issues in art education, and to be made aware of what theik
teachers are trying to accomp]ish in the name of dUa]ity. There is a %
need for descriptive studies in art education where
“the investigator does not “introduce an experimental
treatment, but rather attempts to measure existing

conditions and to identify regularities among these /A
conditions." (Eisner, 1965a, p. 57) ¢

D

This study attempts to provide insight into existinghcoﬁhitions by:
1) investigating whether discrepancies exist between art teachers' and prin-
' cipals' perceptioﬁs of arf education 2) describing discrepancies tHat may
exist, and 3) demonstrating the éffects such discrepancies have on the art
~ programme. “
| The author believes this study will provide art edgcatorsAandaschoo]
administrators with a better unéerstanding of art in the schools. As dedi-
cated professionals, art educators need this kind of information to protect
their integrity and to assist them/in establishing and ﬁaintaining a
vigorous platform within the larger educational establishment. School ad-
ministrators should be qu? aware of the issues in art education if art

education is to gain their support and be recognized as a vital component

of general education.

o A Note on Case Study Methodology

The intention of this study was to describe and analyze detailed
ina: 'idua’ perceptions in an attempt to understand the behavior and attitudes
of whe ‘duel without developing principles or theories or generalizing

~the “in- The case study was considered to be the most appropriate



7.
method of collecting in-deptn i.formation. of a tiruly individual nature. In
this method, subjects are able to express and describe perceptions that

are unique and significant to their individual situations.

The sample was limited to four schools to allow the'reseercher to

concentrate on the idiographic nature of the study. -

5
v

tj? Definition of Terms

For purposes of this study, working definitions of certain terms =+

have been proyided. ” 2

Administrative decision-makers . Although reference is made to all those -

individuals within the educational system responsible for broad educational
policy and for broad and direét po]1c1es within the sc?oo], only school

principals are. discussed in- depth /

ii;iESthetic education. The deve]opment of’ sensuous knd@]edge through struc—

\

tured experiences related to the artist, the art historian and the art critic.

/.

/

Art education. That portion of education devoted/%o developing aesthetic

and visual literacy.

Art programme. The art education programme offered within the schools.

» Attitude. An evaluative state of mind, beha%ier or conduct regarding a

particular stimulus.
. &

'gasics. Those subjects within the seconddry school curriculum that are re-

auired for promotion to the next level o grade.

Effective. Capable of producing"wortvdhi]e results.



Environment. One's physical and psychological surroundings.,

Percegtion.

An understanding oy interpretation of a particular phenomenon.

Quality. A degree of excellence based on the objectives of art curriculum

specifications.



CHAPTER TWO

REVIEW OF RELATED LITERATURE

Chapter Two attempts to review the literature which is pertinent
to the study. The development of art as a school subject is outlined; art

as a subject within the schools, its status and problems are.discussed as

they relate to the topic.

Development of Art as a School Subject

Art education in the public schools of Canada has never been a cen-
tral feature of the larger educational framework, but rather an addition

based on the needs of society at the time.

!

"During its 150 years of growth, on the North American
continent, art education has 2¥opted a number of dis-
tinctive value positions as the rationale of its_exis-
tence in the larger educational centext. Each value
position has been drawn from the needs of society or
from the larger educational philosophy. Rarely has art
education had the institutional autonomy necessary to
determine its own unique personal philosophy. It has
never been central in the broader educational context
and hence has had to rely on fluctuating societal sup-
port." (Jagodzinski, 1977, p. 1)

It appears that the earliest ideas about art in North American public schools
were influenced by established European‘convention. In the case of fema]es,
“art was practicedlas a mark of cultural refinement and accomplishment. In
the case of males, arEJserved indirectly to tréin technicians and draftsmen

for industry, and art programmes centred on hand-eye coordination and good

9
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Penmanship. Perhaps the earliest example of such a programme 1in North
America was that of the Massachusetts schools, under the direction of Walter
Smith, which flourished in the 1870's.

In the Tate 1800's the concept of art as "an appreciation of the
beaufifu]“ began to appear in educational literature (Lanieh 1972, p. 15).
At the turn of the century, Arthur Wesley Dow pursued the concept of art ap-
pPreciation and deve1oped exerc1ses 1n design such .as color charts and va]ue
scales. The "Picture Study Movement," which consisted of exposing children
to the works of masters, came into being. It was thought 'that thrdugh ex-
pdsdre to famous works, children would develop a sense of the "beautiful”
and simultaneously be presented with historical and moral messages.

By 1900, the widespread influence of psychologists on educatignal
Philosophy shifted the focus of the art curr1cu1um to the development of
the child, At this po1nt, although concepts of ch1]d development, creati-
vity and art appreciation predominated in the writings of art education,
many art teachers clung to the old sys tem, wh1ch saw art as a rigid formal
exercise (Jensen, 1976, p. 26). From its earliest days, art experienced
fluctuations in support., In 1909, for example, art in the schools was at
a low ebb, Only a select few high schools that had a large enough popula-

' tion were ab]e to offer a programme in art.(Jensen, 1976, p. 26).

By the 1920's, art had begun to focus on self- -expression and or1g1n—
ality; however, not until the 1930's did art rega1n strength in the school
curr1cu]um The writings of John Dewey did much to promote’ art as an im-
portant school subJect The 30' s, largely influenced by the Owatonna Art
-Project, sponsored by the University of Mihnesota, promotedvthe concept of
art as a way of life, an everyday activ1ty' The project emphas1zed that

there was no d1st1nct1on between the fine and useful arts and introduced the
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concept of aes;hetic discrimination.

In the 1940's, ideas about art as an emotional release became popu-
lar. Notions of Creativity from previous decades, combined with the new
idea of art as an emotional outlet, promoted art as a psychological exer-
cise (Lowenfeld, 1955). At the same time, efforts were made to give art
credibility by evolving defensible arguments for its nurture in the schools.
Statements about art edﬁcat1on and courses of study began to appear. Ideas
about art expanded to include art as a leisure activity.

A continued emphasis on creativity marked the 1950'5. The effects
of such disparate influences as Russian spéce travel and behavioral psycho-
logy were invoked to argue the importance of art in respect to general crea-
tivity. It was asserted that creative experiences in art could be applied
to benefit the sciénces and all other areas of behavior. Despite such op-
timistic utterances, no clear directions accompanied them and "traditional
stud1o activity still dominated school art activities® (Lanier, 19735 p. 12).

The 1960's began with grumblings of discontent (Lanier, 1973, p. 12),
concerning creativity as the central focus in art education. The influence
~ of increasing social problems introduced new concerns for art education. The
focus of the'late 60's switched to environmental design, perceptual.. u
visual awareness, interdisciplinary art activities and aesthetic education
(McFee, 1970).

Although the 70's have continued to support environmental and socio-
‘logical issues, the idea that has recieyed the greatest recognition is that
of aesthetic education. Manuel Barkan's Guidelines (1970)and David Ecker's
major contributions to the Cemre] project (1971) did much to promote this

most recent concept of art education,' These two projects have provided a



base from which aesthetic education continues to develop.

)
PResent Status of Art in the Schools

Although the greatest portion of literature presented in this chap—
ter is American in origin, it is relevant in that art educat1on in Canada has
always been closely linked to emerging concepts and practices in America.

In many instances, Canadlanvart education 1svpatterned after American ex-
amples. Whenever pos: e, jowever, reference is made to Canadian litera-
ture and research, B

Victoria (1972) succinctly described the present status of art in
the schools when he wrote, "We are an endangered species. Above and beyond
the many issues in art education the one of gyer- riding importance is
actual aesthetic survival." (p. 18) He suggested that a society devoted
to sameness, passivity, the cognitive and the absolyte "basics" reveals a
serious cultural Achilles' heel. Victoria expressed grave concern for the
obvious lack of public interest in art educat1on "It is not surprising that
art has become one of the many fragments orbiting the culture, surgically in-
serted as a formality into the educat1onal institution and alien in the
home ., " (p. 18)

He suggested that, in many 1n5Lances, there is a low level of sup-
port for any type of art programme. Often first year art teachers are un-
aware of the harsh realities of the profession. The day-to-day combat "w1th
the 1ot of educational kith and kin turn idealism and energy tc exhaust1on
and disdain." (V1ctor1a 1972, p. 18) He further proposed that art educa-
tors as a group have not been able to overcome the impact a "severely

aesthetically d1sadvantaged populace" (p. 18) has had on the status of art
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in the schools. He charged administrators who "provide and méke mandatory"
(p. 18) substandard teaching conditions with “irresponsib]y'contributing té a
and reinforcing an already dangerously law national 1e9e1 of éesthétic &e-f
privationl“ (p. 18) .

Victoria explained that art has consistent1y been treated as a sz-
ject for the elite, a means to develop manual dexterity or as an extra

distinct in significance from general education.

"Between inadequacy" and mediocrity, a large proportion
of the adult population is Todged on a ten-year-old
Tevel perceptually and creatively. The effects can
be seen along every highway in the choices of products
and the repetitious selection of things that look alike
and are alike -- the total tapestry of an aesthetic
malnutrition." (Victoria, 1972, p. 19)

3
3

His message is not what one would call optimistic. He does little to
assure art teachers that their efforts are appreciated, though he does real-
istically illustrate what they are up against. Articles published in jour-

nals such as Art Education consistently refer to the plight of art education

in the schools. Although authors vary in their assessment of what "ought" -
to be done to improve the present dilemma, they show consistency in iden-
tifying areas of greatest concern.

Problems }egarding the status of art education that have appeared
most freqUent]y in art education journals in the last ten years afe: :

1) lack of public and administrative support ¢

2) budgetafy cutbacks

3) deletion of programmes

- 4) Tack of trained art teachers at the elementary level

) 5) a misinformed general public regarding the significance of art
to general education
- 2

6) lack of art educator representation in broad educational decision-
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making O

7) communication breakdown between the public, school administrators
and art educator.

Thomas Hatfield (1972) suggested that art teachers constant]y run
into a communication problem with schoo] administrators. He explained
that teachers cannot implement a quality art programme in a substandard
teaching situation, Often facilities, supplies, and equipment are inade-
quate. In an attempt to improve the exfsting situation, the art_teacher
may try to discuss the art situation with the administration. Many art
teachers do not realize that gdministrators do not necessarily share their
understanding of art. ‘

"When we do arrive at a point at which the administra-
tor is listening to our request, we often confront

him with seemingly vague and ambiguous causes for art,
using terms such as 'creativity,' ‘expression, 'aesth-
etic,' for all of which he may have little oy no deep
understanding. Thus, in this brief encounter, we try
to teach him what these terms mean and at the same
time win our point. The art teacher leaves feeling

he has fought for art, and the administrator chalks

it up as another hassle with the art people. I am

not saying that administrators shoyld not be aware

of art, just that it cannot be done 1in a l0 or 15 5
minute budget conference." (Hatfield, 1972, p. 21) ‘

As Hatfield pointed out; art teachers seldom meet with an "art-
minded" schoo] administrator. Administrators do not necessarily share the
art teacher's conviction in art. And yet these are the very people who
are responsible for facilitating the art programme. Very few school ad-
ministrators have been trained in the arts or have taken any art courses
beyond the elementary Tevel. It is questionable in many cases whether

administrators Possess the knowledge necessary to make administrative de-

Cisions’ about art,

\
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"Few would dispute the enormous impact on art education
of budget cuts, widespread lack of status, etc., and
yet many of these factors stem from decisions made by
people outside the field of art."  (Warwick, 1972, p.
20)

Warwick contends that few art teachers hold any 1nf1uence with
those responsible for broad educational policies. School syperintendents,
school principals, school board members, and the average taxpayer deter-
mine the nature of the teaching situation the art teacher comes into.

Warwick has questioned how-many of these decision-makers subscribe to art

Journals:, such as Art Education, that could inform them of current issues

and pedagogy in art education. His point has merit. On what ‘do these

people responsible for facilitating the art programme base theijr Judge-
ments? Are they aware of the need for art education and the significance
of art education as presented by professionals in the field?> These ques-

tions form the basis of this study.

In an article in Ant Education, Bessom provided a synopsis of a
White House Conference on Arts Education held in the fall of 1976, Repre-
-sentatives of national organizations in music, theatre, dance, art and
health and welfare met with the office of Public Liaison to discuss basic
aspects of quality arts education. Approx1mate]y fifty leaders from a wide
range of major policy- -making groups respons1b1e for the nation's educat1on;‘
programmes gathered to identify factors that hinder qua]1ty arts education
for all citizens and recommend strategies for overcoming obstac1es
Bessom writes that the very morning of the conference, radio newscasts
announced that the super1ntendent of schools in the nation's rapital was

calling for a return to basics in the city's Tong-troubled _ . hoo] system.
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The news jtem added a sense of urgency to the White House meeting that
day.
According to Bessom the views expressed at the conference revealed
a general concern over the lack of acceptance for arts education as essen-
tial and basic to general education. This sentiment was echoed by many
participants: arts specialists, administfafors»and others in general edu-
cation.
"William Anderson of the American Association of School
Administrators (AASA) commented that 'academics and
the arts are really one and the same.' Bertha McGuire,
President of the National Association of Elementary

School Principals, added, 'The arts are not a garnish
Tike a piece of parsley that can be taken_off the

to involvement in the arts 11 the public school] pro-
gramme, remarked that the arts are 'vital components of
the education curricylum'," (Bessom, 1976, p. 5)
‘Martin Engeﬁ of the NationaTﬂInstitute of Education (NIE) cbncen-
trated on the unique qualities of arts education, "The mind WOrks in non-

<

verbal as well as verbal 1nformatibn processing and thinking, and we know
that verbal and nonverbal expression are not separable, but function in

an integrated wavaithin the learning organism, Therefore, the arts must
play a major role in education as a basic skil7.n (p. 6) Bessom.cites tHat

the thrust of the early segment of te. conference, as summed up in the

words of MENC's Klotman:

"It is time we réassessed our concept of what basic
education is. The teaching of the arts ijs no more
expendable than the teaching of reading and writing.
Actually, arts education is another way of learning
to Tive in this complex world, to be able to see,
hear, and feel what has been created by man inspired.
No more than any other subject area do the arts come
naturally. = They have to be learned and studied ser-
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Tously in order to be apprehended. They are basic

to a complete education.'" (p. 6)
?

Later in the conference, Elliot Eisner, president-elect of NAEA,

explained that

"The public doesn't have information about the place
of the arts in the schools.™ Kathryn Bloom, director
of the Arts in Education Programme of the ‘JDR 3rd Fund
agreed: "We make little effort to educate the communi-
ties. The arts don't have any enemies, but people in
key positions don't know what to do about them."
Gerard Knieter countered Bloom's statement: "The

~ economy has made us realize that we do not all value
the arts. The community does not agree about their
value; their actions say otherwise." (Bessom, 1976,

p. 6)

As the discussion continued, Bessom notes that comments focused on

the lack of communication between arts educators and the general public.

"There is a lack of understanding about the role of the
arts in education.” - Becky Shergens, HEW. "There is
. often public misunderstanding about the arts and

their value which contribute to their being deleted as

a frill or receiving only superficial attention in the
school curriculum ... College entrance requirements,
standardized testing, and other similar influences af-
fect the place of the arts in education and often result
in an artistic tokenism ..." - John J. Mahimam, NAEA.
"We have an education system that hasn't learned ways

of using the aesthetic experience as a basic component
of education - a'system that continues to stress facts -
and ignores values." - James A. Mason, president-elect
of MENC. "Beyond the positive educational aspects of
the arts in individuals' lives lies a great need for
those who make and control budgets to better understand
each person's need for a working relationship with the
arts." - Jouett Shouse, arts benefactor. (Bessom, 1976,

p. 6)
‘Money and budgetary cutbacks were not seen as a problem themselves,
but as a result of ‘the lack of public and administrative support of the

~arts. The message apparent throughbut the comments presented in Bessom's
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article is that those people who could create a demand for the arts in
education are not informed as to the need for arts prbgrammes in the
schools. The general pub]ic does not understand the role of the arts in
education, nor does it realize the arts are basic and essential to a com-
plete education. The majority of the public still associates basic, es-
sential education with the three R's ... "and that's an antiqua?ed philo-
sophy." (Bessom, 1976, p. 6) '

In a recent study by Shami and Hershkowitz (1975) a questionnaire
was designed to determine the relative importance rating of the fine arts
" as a goal for public education. The study was conducted in the state of
Maryland. The subjects for the study were categorized 1nto groups depend-
ing on Occupations, age, education and represented school systems varying
in demographic character1st1cs Respondents were asked to rank-order given
goals of education. Although "knowledge of fine arts concepts" was con-
sidered a valid goal of education, it was consistently rated Towest or
next to the lowest on a Tist of relative ranking. The researchers felt
that, although one of the goals had to be at the bottom of the 1ist, the
cons1stency with wh1ch different respondent groups at both state and .local
levels rated this goal as lowest was disturbing. The study concluded by
éxpressing ‘e urgent need for art educators and curriculum designers in

art educat1on to communicate to the public the importance of fine art edu-

cation.

Problems in Secondary Schools Art Programmes

Given the present cutback§ in art budgets, art programmes and art

Personnel, the number of students exposed t7 art in the secondary schools
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is minimal. David C..Levy (1972) states that, as of the mid-1960's, fgwer
than half of the_high schools in the United States offered art at all.

In the less than 50% of the schools that did offer art, a very‘small
percentage was able ‘to take art because art in secondary schools is an
elective and "As soon as art becomes an elective, only about 10% to 15%

of the students can be expected to enroll." (Hubbard and Witkowski,‘1975,

p. 14). '

| If accurate, these figures indicate that approximately 5% to 8% of
the total secondary school populace of the states receives some ihstruction
in art. This means that over 90% of the total number of students that pass

through the school systems receive instruction in art -at the elementary

level only.

"If there were more art teachers in secondary schools,
then a larger proportion of secondary school popula-
tions might be reached; but no such prospect is like-
ly. The professional efforts of art educators will
continue to be held down to the present token pro-
portions in schools unless means are devised to over-
come obstacles of staffing and programming." (Hubbard
and Witkowski, 1975, p. 14)

, Art educators éuéh as Victoria (1972) have indicated.that the preQ
sent disregard for art education in the schools is contributing to-an |
aesthetiﬁa]]y handicapped society. David Levy, the déan of Parsons School
of Design, New York, expressed concern over the state of secondary school
art education in America. He felt that his opinions were shared by
faculties and co]]eagues'in other professional art schools.

"We ffnd too many of our entering students unprepared

intellectually, technically, and psychologically.
Most important, we feel this lack of preparation is



the result of factors which are very much within the
powers of the secondary schoo) establishment to cor-
rect." (Levy, 1972, p. 6) :

Levy continued:

"Tragically, we see far too great a number of poten-
tially capable young people who, for lack of even the
most basic cultivation of their abilities, are almost
totally unable to form their Tatent skills and insights
into a cohesive whole, From the point of view of a
specialized college of art, gr even the art department
of a liberal arts college, these students need
remedial work despite their natural gifts. This is
an unforgivable waste of time, money, and talent.
Worse, it is a source of discouragement to those young
people who have the potential to become the next gen-
eration of artists and teachers of art." (p. 7)

His conclusions are equally sombre:

"Despite our wealth as a nation, our enormous industrial
productivity, and our extraordinary standard of living,
it appears to me that our society is less interested in
the arts today than at any time in its history. OQur
compulsion for’techno]ogy has not only led to the des-
truction of our ecological balance, it has had a marked-
ly dehumanizing effect upon ourculture. -4 am deeply
concerned by our national.lack of regard for the arts.
If economic support 1is any measure of our cultural atti-
tude, we are in a desperate spot, for, at the current
rate, we may live to see many of our most important
museums close their doors, our serious theatre disinte-
grate, and the devastation of our best schools of art,
music, and drama." "It is an old story to me, upon
interviewing a bright and talented student who has some-
how found his way to Parsons, (often as a transfer stu-
dent) to learn that his guidance. counsellors, usually
aided and abetted by his parents, placed every obstacle
they had at their disposal in the way of his taking art
courses in high school, let alone making the subject
his major. Art is simply not respectable in our schools
and communities -- and especially not for men." (p. 9)

Levy points to the- i11-founded re]ationshfp between the arts
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It is unfortunate that, if sfudents are seeking art experiences

in spite of the lack of €ncouragement from the school, theijr parents and
the general Public, they start with Tittle or,nb previous_training. As
Levy T1lustrated, students beginning their art experiencés at eighteen re-
quire remedial work. |

| A great deal of time, energy and mqney is wasted, bringing them to-
a'level they should have achieved elsewhere. Because some students do come
from situations where they have received-substantial art instruction,
standard; for admission to art schools must attempt to accommodate students
with obvious skill and students who have had RO previous art education, but
show latent ability. Not only is this an. administrat ‘ghtmare, th a

mammoth task if students who are not acquainted with b, - ‘minology and

concepts are to reach the standards set for promotion to . hseq.ant courses,

Problems in ETementary Schools Art Programmes

by the general classroom teacher?® These teachers are seldom art special-~

ists, but general elementary teachers who have a minimal amount of art

v

training.

Eisner (1965) tells us that

million and a quarter teachers who have majored

in elementary education nd who might have taken

one, perhaps two, coursed in art or art education

in a teacher training program." (Mittler, 1974, p. 8)
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Undoubtedly, the Tack of trained elementary art teachers, who constitute
the bulk of a child's art experience, have a significant effect on shaping

an indifferent general public. -

In an article on assessing attitudes changes toward art, Jones (1972)
referred to Eisner's comments regarding the desperate need to improve the

attitudes of future elementary teachers. Eisner is quoted:

"These are the people who are primarily responsible for
art education in American schools. Less than one-half
of American secondary schools require a course in the - -
visual arts for graduation, and less than ten percent
offer a major in art, so that most students terminate
their formal education in art at the seventh grade.
The instruction students receive in grades one through
seven is generally provided by a teacher who has major-
ed in elementary education rather than art education."
(Eisner, 1965¢c, p. 44)

. r
Mittler refers to comments Flannery has made about elemen-

tahy art programmes.

"Merle Flannery describes the elementary art class as
little more than entertainment, where projects are
presented which are easy for children to do, can be
taught quickly and efficiently,. and are safe, hard to
botch up, and non-threatening." (Mittler, 1976a, p.

13) :
He continues:

“In too many elementary schools the art program con-
tinues to consist of little more than a series of
unstructured and unrélated activities during which
children produce ifems of questionable value with a
variety of art media. It is difficult for a child
to feel a sense of accomplishment after having been
led step by step through a series of mindless opera-
tions culminating 4n a product that looks remark-
‘ably similar to what everyone else in the class has
produced." (Mittler, 1976a, p. 13) :
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In too many cases, teachers Jump from project to project, encour-
aging.recipe-prdducts that have no logical sequence or reason for being.
"Too many so-called art programs, devoid of care-
fully selected content or structured sequence, look
as 1f the teacher purchased a book of arts and
crafts activities and initiated the school year
on page one, and ended it on page 58." (Mittler, !
1976a, p. 13)
Decision-making and discovery, which chi]ﬂren should experience in
a we]]—structufed, meaningfu]Iartractivity, occur in very few elementary
art c]assrooms."Ihstead, teachers hand out the paper and péints énd leave
it up to the children to create ... to express. One'ca?not blame the ele-
mentary teachers. They were not required to go beyond one course in art
during teécher training. They try‘to do the best they can; they search .for
new ideas for art activities in aﬁ attempt to fill the void in their train-
ing.

‘Martin Engel (1976) stated that "most art classes in the elementary
schools are conducted by teachers with a limited level of artistic com-
petence matched only by equally limited pedagogical skills." (p. 4).‘He
quotes Katherine Kuh's observation that "the younger the child, the less
experienced his art teacher,h and goes on to discuss the frag-
mentary relationships that exist between subjects at the elementary -level.
He says: "It is not only the Tow level of effective instruction but the.

divisiveness and separateness of the arts and non-arts at the elementary

level that has proven harmful to the education of every child." (p. 6)
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Problems }n School Art Programmes: The Research

If only a very small number of students receives 1nstruqtion in art
afteh grade six, this suggests that parents and elementary teachers;are |
’predominaté]y responsibié for the 1nstruct%on and exposure students receive
in art. Given that most elementary teachers have had one, at most two
courses in art or art education, (Eisner;,1965b) and that there is wide-

_ gpread lack of support for art\on ;hé?Eart of the public, it is logical to
question the qga]ity of 1nstru¢f16; aﬁd e&posure students are receiving.

The Eisner Art Information and Attitude Inventories (1965¢) were

designed to measure information and attitudes towards art. JThe two instru-
ments are each composed of sixty multiple choice items. Students were

asked to select one correct answer out of five alternatives given. The
study was composed of four subtests, each containing fifteen questions. The
information inventory deals with: information about art terms; information
about a;t media and processes; information about artistsnand their work;* and
information about art history. The attitude inventory deals with:  volun-
"tary activity in art; satisfaction in art; self-estimate in art; and atti-
tude toward art and artists.

The study was administefed to 1,485 subjects attending eighteen
institutions in six states. The subjects were composed of two groups;
students attending secondary school who had e]ecféd to take a course in
art at that level (41% had taken two years of art or more) and students
who were majoring in elementary education at a college. . The i st quyp
was considered to be an art-interested population. The second group was

of particular interest, since these are the people largely responsible for

art education in American schools.



- favourable attitudes toward art than did the elementary education majors.
Scores at each grade level tested indicated that fema]g scored higher than
males. Eisner (1965¢) suggested that the cultyre in which we Tive tends to
View the artist and artistic interests as something less than masculine --
perhaps even effeminate (p. 46). Eisner explained that this is in keeping
with the A]]port, Vernon, Lindsay Study of Values (1960) which clearly
placed women's aesthetic interests significant]y higher than men's, while
men ére higher than women in economic interests. Considering that most ad-
ministratiye decision-makers in the schools are male, and theoretically not
partial to aesthetics, the dilemma of art education in the schools gains

some fascinating dimensions. Eisner suggested that art educators are work-

ing in a sexually-biased field.

tory was Probably indicative of the prémise that students are not taught
in the areas that were tested. The subjects did Ieast.we]] 1n.the subtests
dealing wifh information about artists and-art history. 0f the ],485 sub-
Jects, 38% believed that Picasso and Métisse worked:in the 17th and 18th
century. Over half of the Subjects believed that Ré&brgndt was either
Italian or French and 30% of the'college seniors thought that Picasso was
aﬁ impressionist, i
The results of Eisner's study indicated that future elementary

teachers are not well prepared in terms of information and attitudes re;
garding art. Secondary art students do in fact score higher than those
people who will be responsible for art education in the American schools.

| In a study conductéd in Alberta, Sadler (1969) used the Eisner
Art Attitude and Art Information Inventories to determine attitudes and

w
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knowledge of art at the local level, Sadler's sﬁudy was based on her

concern that middle and Tower S0ci0-economic gro;fs in North Ame-ican

society have possessed and do‘possess negative aftitudes toward art and

particularly toward art appreciation. These attitudes are reflective of

a utilitarian base within our culture, where only practical activities are

valued and considered necessary.,

Sadler explained that art education in Canada has suffered for

several reasons:

"1) a lack of adequately trained art personnel, -
inadequate facilities, equiomenp and materials, and
3) a need for more favourable attitudes toward art on

the pirt of educators and the public." (Sadler.]969,
p. 20 .

iq student attitudes toward . art and student knowledge aboyt art resulting
from varying approaches to instruction in art appreciation. Art history,
analysis of art works, visits to ga]]eriesyand Museums, design elements and
brincip]es, and environmenta] studies were defined as the five components

a
of art appreciation 1in Sadler's study. The subjects were all Grade IX

students,

The findings showed that varying the amount of instruction ié art
.appreciation did not have any bearing on the students' p;rformance on th?'.~
Eisner Inventories, A17 of the groups tested fell below the mean set by
Eisner's study, | Jn o

In the three groups tested, the female students'consi§tent1y scored

higher means on both the Art Attitude and Art Information Inventories than

1 N

did their male counterparts., These .findings are conistent With Eisner's

and indicate that although most of history's famous artists are male, North



American culture promote: ¢ . as a feminine activity,

A1l three groups ¢ pited overall "middle-of-the-road to negative
attitudes towards art" (Sadler, 1969, p. iv). Sadler discovered that
Students tended to reflect attitudes from the .ome and that these were
largely negative due to Alberta's pioneer heritage where the emphasis is on
utilitarianism and not on frills such as art.

Gene A. Mittler (]976b) conducted a study to examine whether exist-
1ng attitudes towardgs (vt could be a]tered He noted that studies in various
fields have shown that a student's favourable and unfavourable attitudes
about art w111 affect his perception and his Jjudgement dur1ng classroom
encounters with diverse works of art. This appeared to be especially true
“in the case of e]ementary education students enrol]ed in college art and art
education courses. Mittler suggested that, many of these students ]ack
depth and breadth 1in the past experiences they have had with art; and, as
a-result, they tend to respond jn an a]most automat1c fashion to art works
that are similar to those experienced in the past. Consequently,
the value of any attempt to deal effective]y with art anc -t criticism in
classes composed of such students is largely dependent upon whether or not
the instructor is able to overcome the impediments to Tearning 1mposed by
existing attitudes about art. (Mittler, 1976b, p. 13)

The purpose of Mittler's study was to test an instructional strategy
in art cr1t1c1sm to encourage e]ementary educat1on students to re-consider
the1r attitudes towards works of art and to encourage new positive att1— ;
tudes. The results of the study indicated that the experimental groups who A
received instructional strategy, s1gn1f1cant1y changed their att1tudes and
employed a s1gn1f1cant]y 1arger number of aesthetic judgements” when asked to

respond to a selectdon of art slides. The control group fai]ed to demon-



29,
strate a change in attitude and tended to employ consistently the same num-
ber of aesthetic Judgements when asked. to respond to the same se]ect1on of

14

art s]1des ,

Marvin‘Grossman (1971) conducted a study to éxamine the relation-
sh}p between'teachers‘ attitudes about their own artistic ability, their
ability to teach art, and the behavioral consequences of these attitudes.
He explained that, although e]ementary teachers are éxpected to teach every-"
thing, the time they spend-on subjects 1ike art is individually determ1ned
As a result, some teachers may elect to teach art for sixty minutes every
Tuesday morning or only when they are caught up with work in the "basic"
subjects.

Grossman's study found that teachers with more positive art att1tudes
(as measured in the study) do spend more time on art act1v1t1es Grossman
added, however, that more time spent on art is no indication that the art
experiences are also of a more positive\nature. He concluded that the
Tack of qualitative interactions is Tikely. a result of elementary teachers'
Tack of.know]edge‘abogt art education and how to teach art. '

The resu]ts of this study ¢duld be hypothetica]]y extended to sug-
gest that, if parents and éTementary teachers are largely responsib]e for
art education in North America, those péop]e'with more positive attitudes
towards art would provide for more.;rt experiences. Unfortunately, due to
the lack of exposure to professiana] art training, this willingness to pro-
vide for art experience is not necessarily reflected in the quality of
learning experience for the child. It appears that pos1t1ve attitudes
are an indication that those people could be worked with, and, through

€Xposure to exercises such as those outlined in the Mittler study, could be
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. €ncouraged to operate on d more informed, more skilled level. ’

The question which arfses from examining the resylts of the Eisner
(1965¢), Mittler (1976b) and Grossman (1971) studies is this: po elemen-
tary teachers “who lack professional training in art education and who,
based on past éxperiences, maintain’naréow views towards art education,

negatively influence the students they inétruct? Michael C. Ho]en(1973)

mental concerns. That art education is presently very involved with en-
vironmental issyes s something with which 'most art eduéatoré will agree.
Do elementary teachers realize this aspect of the art curriculum and are
they de]i&ering this message to theip Students? .

Holen's Study examined the teachers' attitudes toward the. relation-
ship of art and the individual, are and society, art -and education, and,
most important?y, art and the environment. fhe subjects were from the
University o% Oregon; all were enro]]ed in art education courses. Three
distinct groups were selected: subjects planning to be elementary teacher.
subjects Planning to teach art at the secondary level; and subjects planning
to teach aft at thé college level.

The results of this study revealed that, as groups were more in-
tfmate]y involved in art, their expressed attitude toward re]ationsh1ps'be-
come more positive. Superior conSistency in art relationship attitudes was
_exhibited by those subjects p]annin§ to teach college art. This repeatéd 

itself when secondary-route people were compared to elementary-route people, .

especially in the relationship of art to the environment. As sophistication
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and involvement in art increases, there is an apparent increase in positive
consistent attitudes towards art and its relationship to selected environ-
ment variables.

Holen concluded that these results are especially pertihent to
educators working with future elementary teachers. He‘suggested that the
environment and its relationship to art is a crucial issue that students
will not be made aware of unless their teachers are first made aware.

What Holen's study strongly intimated is that elementary art
teachers are not doing whdt specialists in the field suggest is signifi-%
cant and necessary. It appears that they are ill-prepared to teach art,
are not aware of the significance of art to the chf]d and education in
7genera], and certainly are'not exposing children to what professionals .
in art education are committed to. It appears that most elementary pro-
grammés are still concerned Qith technique and product-oriented projects
that pass the time, are safe and easy and do not require much preparation.
Given that these. people are primarily responsible for art education in the
schools, it is little wonder that the general public still regards art as
a "frill," a "recipe" and above all a "no-content," "not important" sub-
Jject. ,

Hogg and McWhinnie (1968) conducted a study with elementary children
based on the Eisner Information and'Attitude'Inventory Test. The burpose
of the study was to examine whether formal exposure to art terms and con-
cepts is he]pfu] or essential to change children's behavfor in studio art
activities. The study was especially interested in considering the influ-

ence of the home in determining a child's willingness to accept art in the

.classroom,
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From the results, it was learned that third grade females held the
highest positive attitude towards art, while sixth grade males held the
highest negative attitude. The results showed that generally, parents who
played down the importance of art had children whose attitudes toward art
were negative. Students who showed high positive attitudes had parents who
regarded art as being important.

This study illustrated that children tend to model their behavior
and 5ttitudes after their parents. In the case where parents do not regard
art as important, children will generally disp]ay the same attitude.

. In a similar study,Nancy Green (1975) studied the effects parental
behavior and attitudes towards art may have on the child, Twenty-four stu-
dents (the complete class) feem an advaneed drawing and composition class
answered a qjést1onna1re Green de§lgned for the study. The results of the
study indicated that students were we]] supp11ed with some bas1c art mater-
ials in their early years. They had 1imited exposure to art ga]]%ries and
museums; few art objects (no or1g1na]s) and no art books were in their homes.
While their parents Were un1nfonned about art, these same parents, were,
nevertheless, heavily biased against modern art. Students received moder-
ate pafenta] approval Eo make art, but only the “rea]istie" kind was per-

mi%ted. Green suggested that a1though the findings are limited, parental

1nterference in a child's v1sua1 artistic development could have Tlong-

-

range effects. A L
Ruth Ford (1964) conducted a study in the province of Alberta to

examine the status of the e]ementary art programme and teachers' obinions

s

about art

She discovered that teachers who had no formal art training were.
2

®
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found to be the teachers who saw iittle value in art, who felt 1ncompe-
tent teaching art, and who favoured the yse of exchange art teachers or
art specialists. It s important to note that only 19% of these teachers
described themselves as inadequate in teaching art. Ford concluded that
although art is accepted at the elementary level in schools, the existing
organization and/administration of the art pProgramme make it difficult to

be optimistic about the quality of art in the elementary schools,

Art in-the Schools: Some Persisting Problems

In 1951, Forbes outlined the development of art education as a
school subject in Canada with Particular emphasis on how the status of art
might be strengthenéd. His study was based on the desire to bring art intg
a closer re]ationship with genera].educatidn and the general public. It is
1ntéresting to compare the problems of art edueation in 1951 with the prob-
lems identified in the 70's, Forbes refers tb an article written in 1946
by Blanche Sneel in which she described the conditions present in Qntario‘s
art education programmes. |

Sheel ériticized the‘forces_that allow some forty students into art
class at once. Often, she continued, the grade nine student is being taught

by a person who did not go beyond grade eight art,

deavour. The bitter truth is th t here in this country
art is not recognized as of major importance in the future
life of our citizens, Jts permanent values are not
known." (Sneel, 1946, p. 125)

R
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In his Comments Forbes exp]éined that the "general tenor of recent
articles, is ope of criticism, " “The gublic are unable to make sound
choices in design, in architecture, in town planning and in appreciation
of fine arts, The vast majority is still 1ndifferent.{,“”Until a more
benevolent attitude on the part of educators and the public js forthcoming,” '
art would have difficu]ty making jts contribution to generai education,

(p. 51-52)

-Worthwhile because of their own experiences in school. As he pointed out,

an overall shift in attitudes will pe 4 519w Process. One would think that

plies, Senior high art teachers are generally competent. Junijor high art
teachers are usually traineg in art; however, art still remains an elec-

tive, Students can take it, if they wish, for enrichment or enjoyment.

art education, ' ' ,

Forbes commented on the correlatfon between "zptn and “"fpi1ye as



35.

viewed by general educators and the public in the province of Alberta.
From his observétions, Tt appeared that the utilitarian nature of the
pioneer herjtage in Alberta promotes absolute essentials and 'does not re-
gard extras, such as art and dram@,.as a basic component of general edy-
cation. Qut of necessity, people learned to do without in the depres-
sion. The aftermath of those years has instilled a very strong sense of
"basics” in a se&ond and third generation pioneer-based brovince, Be-
cause of this, Forbes éuggeSted, Albertans are more likely to valye subjects
that lead to Jobs. Practical skills, such as good_home-making, carpentry,
mechanics, typing, etc., are also highly valued, as they are very helpful
in the home. ‘Subjects such as art and ‘drama are things to pur;ue in your
spare‘timé; when the work jis all done, when the food is on the %ab]e and
vthe money is in the bank,

In 1951, Forbes recommended changes that would improve the status
of‘art a8s a subject fn the schools. The recommendations he made were fairly
detailed and focused on these general coqﬁerns:

1) increased time for art, with définite directives to teachers

about the amount of time to be devoted to art |

2) increased programming in junior high, as this ijs the age when em-

phésis on art could be very beneficial ‘

3) increased recruitmenthof grade 12 students taking art so more

demand would be Created by the general public over the years

4) making art compulsory in secondary schools or making it a reﬁu?re-

ment for university entrance

5) pérsuading administrators that art can not be taught effectively

where the number of pupils exceeds twenty, or at most 25°
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6) revision of curricula with emphasis on current art education
philosophy; inclusion|of a¥£ appreciation
7) updated and greater amount of supplies
8) establishment of a B.Fd. Programme for art teachers
9) appointment of ga provﬁncia] supervisor of art
10) appointment of speci#lized art teachers as "travelling teachers"
11) a requirement that ster1ntendents and adm1n1strators take
courses in the ph1]osophy of subjects they have had no training
in
12) design of art rooms %pecifica]]y for art, not as general classrooms.
ATthough these recommendétions were maﬁe in 1951, they are not un-
1ike sﬁggestions that art educaLors are making in 1977, This, in itself,
suggests the seriousness of theL]ack of support for art in the schob]s on

the part of administrators, edutators and the public.

Summarz

i
|
i
f
|
I

l
In this chapter an attembt has been made to place the i status

of school art, programmes into céntext by providing an overview .. che de-
velopment of art as;a schooi subject and examining problems in beth secon-
dary and elementary school Art érogrammes.

From the material presenéed in this chapter we have become acquainted
with problems which the art teacher can expect to encounter at the secon-
dary level, Although these prob]ems manifest themselves in different forms

they tend to stem from one major source: the lack of public and administra-

tive appreciation and supbort for art as a vital part of a Child‘§ educétion.
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Whethér the prob]ems identified in Chapter Two assume similay im-

portance or whether some are perceived as more crucial than others, are

matters with which the remainder of this study is concerned. The next

chapter will describe how a sample of Alberta teachers and administrators
was selected to provide answers at the Tocal level to the questions raised

thus far. .

e



CHAPTER THREE

DESIGN OF THE STUDY

This chabter describes-the selection of the sample, the rationale
behind the method of co?]ect1ng data and the method.of instrumentation,
Data co]]ect1on Procedures are described, De11m1tations of the study'are

def1ned.

) Description of the Sample and the Procedures Used for its Selection

In se]ectlng art teachers for th1s study it Was necessary to ensure
‘that they were wel] qualified w1th respect to art tra1n1ng, art involvement
end art awareness. These qualities were outlined by CasSidy (1967) a
character1st1c of 2 we1] qua11f1ed art teacher one who wou]d be capable
of effect1ve]y operat1ng a sound art programme. Cass1dy S study was: con-
ducted in the province of A]berta and established criteria that influence
the qua]ity of the art programme This study was also concerned with quali-
ty art programmes 1in the province of Alberta but attempted to consider the
"1nf]uenre of adm1n1strat1ve decision- ~-makers and what, if any, effect they
have on the quality of the art programme Accept1ng Cassidy's findings, it
appears obvious that the qua11f1cat1ons of the teacher are of major signi-
f1cance to the art programme. = For this reason it was crucial to select
only teachers that satisfied Cassidy's criteria_and to determine if in .

addition to a competent teacher; a principal is a significant factor in

38
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determinihg the quality of the art programme.

Without conducting a separate gtqdy, it was difficdlt to determine
which art teachers were, indeed, wel] qualified. As the study was to be
conducted within the city of Edmonton, it was ultimately decided that those
teachers who had served as cooperating teachers to Student art teachers
satisfied Cassidy's criterfa by viftue of their training, their experience
and their willingness to work with others in the field. Because the greater
number of Cooperating art teachers appeared {E/be employed by the Edmonfon
Public School System, that body became the logifal choice from which to
draw the sample for the study.

While Cassidy's.stu&; was conducted ‘at thelsenior high schooj leyeh
this study was to be conducted at the Junior high schoo]‘]evel{ Comments
presented in Chapter Two suggest that the elementary art programme exists
in the form*of a foken‘gesture, as few elementary teachers have adeqﬁate
training in art. If these .spec ationg are indeed true, most students
would first be exposed to a specialized art teacher and a legitimate art
programme at the junior high school level. For these reasons the Junior
high Tevel woqu be particQ1ar1y challenging to the teacher and conducive
'to the iriterests of this study. So it was decided to sé]ect-on]y jﬁnior
high art teachers from the Edmonton Public School System. A list of co-.
operatiné teéchersAwas drawn up and seven were selected in keebiné with
the following criteria: | |

a) representation from various parts of the cfty

'b) representation of both male and female art teachers
c) representation from as wide a span of teaching experience asi

possible.
/.
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d) cooperation from the selected art teachers and thejr respec-

(ﬁ tive school pr1nc1pa]s
|

Instrumentation

, -
Methodology

The use of case Study methodology enabled the researcher to collect
detailed information of a truly individual nature. This method does not
'deve]op theories or generalizations buyt attempts to understand the behavior
and attitudes un1que Lo each 1nd1v1dua] s situation. Subjects are not‘
tested or required to respond’to a set of preconceived statements but are
éncouraged to express and describe their personal views regarding selected

topics.

-

Interviews
The interview schedule was designed by the researcher for the pur~.
pose of eliciting: |
a) the opinions of art teachers and principals regard1ng the status
of art in the Junior h1gh schools |
b' *he perceptions of art teachers and principals regarding the
sigrificance of a schoo] art programme as it applies to general
educat1on
c) the percebfions of art teaehers and principgjs regarding the ex-
- pectations for a school art programme as it might function with-
in the schoo]
d) statements from art teachers and principals concerning what they
believe influences the operation of an art programme in the

Junior High schools.
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e This material forms the bulk of Chapters Four and Five.
The schédu]e,was compiled as a guide to the researcher but questions
were left flexible in order that the researcher co.’ ' explore individual

contributions of teachers and principals involved in the study, as these
4

, |

arose, : | \

\

The interview schedule for the art teachers was comp1]ed after the
researcher had had an opportun1ty to meet and talk with alT’seven art
teachers. The interview schedu]e for principals was developed after the
researcher had collected data from the teachers. In th1s way the researcher
was able to develop an interview schedu]e that 1nc1uded spontaneous indi-
vidual contr1but1ons from the art teachers. Copies of‘the schedules used
in the conduct of the interviews are included as Append1ces A and B.

Of the seven schools se]ected, all seven art téachers and all seven
principals willingly agreed to part1c1pate in the study

After visiting each art teacher on an 1ntroductory basis two schools
were eliminated. The art teachers in both these schools did not satisfy
Cassidy's criteria with respect to art preparation and training. A third
school was eliminated because of the s1m11ar1ty between the art teachers
at this and another schoo] with respect to age, experience, training and
sex, The teacher at-this part1cu]ar school was not as vocal in her res-
ponses as all the other teachers and the success of data collection in this
study depended’ great]y an the un;eserved willingness c¢f subjects to part1-
cipate in the interview.

- Thus, four schools were used in the study. Both the art teacher

and principal were interviewed in each school..
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Delimitations of the Study

The study was delimited by the following factors:
1. The study was confined to four selected junior high schoo]svwithin the
Edmonton Public School System,

2. Only certain aspects of what might influence the operation of a sound

i
\

art programme were‘considered; these being disgrepancies in art teachers'
and principals' perceptions of art education and the influence of those |
discrepancies upon the art pYogrammé.

3. Only teachers who were cooperating art teachers in 1976-77 were con-

sidered for inclusion in the sample.

~

Procedures for the Collection of Data

Interviews
After the initial selection of the .seven schools, all the art
teachers were contacted by telephone. The purpose of the study was out-
lined and their participation invited. The principal of‘each school was
then telephoned and given an explanation of the study and its purposes. -
The positive reaction of the art teacher was indicated to them and their
permission sought to conduct the interview with the art teacher concerned.
- _ ,
A1l principals were invited to'participat in the study at that tfme.\ All
teachers and all principals invited ts participate agreed to do so.
Appointments were made with the art teachers at their convenience.
In all cases this was either after school hours, during lunch hour or dur-
N_;/ing§a spare period. A1l principals were interviewed during regular séhoo]

hodrs . -
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Introductory interview sessions with the art teachers were con-
ducted during the second and third week of March 1877 and the second week
in April, 1977. Second interviews with the teachers wherein an interview
schedule was used, were conducted in the last week of April, 1977, and the
third week of May,1977. The introductory sessions with all seven teachers
were approximately an hour in length. Second round interviews withuthe
four teachers selected for the study were each approx1mate]y an hour and
a half in Tength.

A1l interviews with the principals of the four schools selected
for the study were conducted in the first two weeks of June, 1977, Each
interview was approximately an hour in Tength, o

The interviews were carefully recorded by writing and recall. fhe
researcher spent two months as a participant observer in a variety of
Situations developing recording, observation and recall ski]]a prjor to
'conducting the interviews. In the interview sessions the researcher
worked with an interview schedule which was designed to allow the re- B
searcher to record responses qu1ck]y and accurately. This method allowed
the researcher to record responses as well as make observatlons Immed]-
ately following the interview the researcher rev1ewed the written data to
check the accuracy with which the interaction had been recorded One in-
terview was regorded by using a battery Operated cassette recorder, however,
thns method/ﬁroved to be more mechanical and less conducive to establishing

rapport and was therefore abandoned.
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Method of Analyzing Data

~

Interviews
The interviews were transcribed by the researcher immediately fol-

lowing the interview session. Responses were analyzed to eliminate infor-

mation not relevant to the topics of concern. ' Condensed statements Qere :

formulated and categorized in tables. The abbreviated stctements were

set aside and retqrnéd to severa]lweeks 1ater when the passage of time

might have aided the researcheris objectivity Thegh‘uere checked. and

~

compared aga7nst the’ original responseS\to determ1ne the accuracy with:
\
which the or1g1na] material had been retained. T~ .

‘\\\\\c\\'~.‘
\

Identification and Categorization of Subjects T~
.. ™

As is the pract1se w1th case stud1es, care has been extended to
preserve anonymity of subjects. To ensure consistency, the school, the
principal and the art teacher from each of the four selected settings have
been identified by one letter. . The letters A, B, C, and D 1dent1fy the

four schools and the respective art teacher and principal.



CHAPTER FOUR...

ANALYSIS OF THE DATA: THE ART TEACHER SAMPLE

In this chapter and in Chaptgr Five, the conduct of the interviews
outlined in Chapter Three is described. Teachers' responses are analyzed

in this chapter; principals' responses are dealt with in Chapter Five.

Art Teacher Responses

The form of questions stated in this chapter represents the general

sense of the question. Specific wording varied with each interview.,
Question 1: How would you describe your teaching facilities?

TABLE 1

Description of Art Facilities

e ) Teacher
Comme”tk'\&\\ | A B C D Total
\\
Lack of windows ... lighting and view very 1mpogzgﬁf\?\\\\\\\i\\\\\‘\\ -2
Art room poorly designed * * ox T
Art room too small for size of classes * o* 2
Other options have better facilities * 1
Lack of proper storage space * 0k 3
Art room not suited to art * , ]
Facilities adequate but could be better * % T2
Very pleased with facilities : . ?

Teach art in regular c]asroom.as:yell as art room

* indicates mention of an item by a teacher

Question 1 ' -.
J .Of the four teachers interviewed, no one was comp]ete1y'dissatisfied
r 45

o
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nor very pleased with his/her present facilities. Teachers A, Cand D felt .
the design of their art rooms had been very poorly conceived and that the

resulting physical layout did not accommodate the physical demands of the

‘subject. These three teachers wondered who, in fact, designed art rooms

and why art teachers, who live and work in the space, do not appear to be
consulted. Lack of proper space for storing art supplies and art projects .

also concerned teachers A, C and D
Teachars A and C mentioned the need for more windows and natural

Tight in art rooms. These teachers believed it was very important to, have

windows to connect students with thejr environment, the weather and there-

fore, some possible source of inspiration or mood. They claimed that arti-
\

ficia]‘l}ght and no windows in the art room produced an atmosphere in wh1ch

it was- d1ff1cu1t to teach art. Teacher A had student- -taught at school D
and described the room as too small, art1f1c1a1]y Tit and very difficult to
work in. Teacher D corroborated this impression, describing her facilities
as cramped and not su1ted to art. Teacher D mentioned that, due to the
number of art classes offered at her school, it was necessary to teach some
art in a regu]ar classroom. This room had no sinks or storage and art sup-
Plies and projects had to be transported to and from the art room at the

beg1nn1ng and end of each c]ass.

Teachers C and D beljeved the existing art rooms were too sma]]

\
- for the size of art classes. They both felt the size of facility should

influence the number of students a1lowed 1n an art class. Both teachers men-
tioned they had 1ittle voice in determ1n1ng c]ass»s1ze and could see no
hope of  the situation chang1ng

Teacher C said that art had the lpwest priority in the schoo] w1th

regard to facilities and equipment. This teacher thought other options were
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given better space and location within the school and sophisticated equip-
ment had been purchased for those areas. The art room at this school was
shared by two art teachers, which made the smal] room even smaller. Teach-
er C indicated that even simple modifications, such as relocating the kiln,
would relieve ‘the prob]eﬁ. but was unable- to negotiate the alteration with
the principal.

Teachers A and B believed their facifities were adequate, but cou]d
be better, They both felt that in .terms of the ‘school as a whole, their
facilitied were reasonable. Teacher B had taught at school C and said the

facilities at school ¢ were slightly better for art than his present facilities,

Question 2: How do you feel about the art budget?
TABLE 2

Opinions on Budgets

Teacher

Comments A B C D Total
An satisfied with my budget ///\\ KXk x 4
The budget is very reasonable / 7 O S 4
\/‘”
TABLE 2a
QQQQggf;,ArE,Suppliesw<
School Number of "~ Allotment
School Art Budget : Art Fees Art Students per Student
A $1000. 00 1.00 170 $6.30
B $1190.00 - 1.25 345 $4.70
c $1200.00 1.00 570 $3.00
D

$1100.00 1.00 350 ' $4.14
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Question 2

A1l four teachers were of the opinion that budgets for supplies were
satisfactory. No one felt money was a prob]em with regard to actual art
supp]ies Only teacher B was able to quote the amount the school board
’a11ocated Per art student. Teacher A knew the exact amount of the art
budget for the current and uécom1ng year. The remaining two teachers, C and
D, knew only approximately what their tota! budgets were. Schools A, C, and
D charged an additional art fee of $1. OO per student. School B charged $] 25

and was increasing it to $1.50 for the upcoming school year.

Question 3: What is YOour average class sjze?
TABLE 3

Average Class Size

~School Largest Smallest Average

A 30 - 14 23
B 29 23 - 28
C 33 17 - 28
D

34 : 20 30

Al]l four teachers had strong opinions regard1ng class size in art.
These responses were e]aborated upon when teachers were asked what the 1dea1
class size for art should be. A1l of the responses concerning c1ass size

appear in the fo]]ow1ng table on ideal class size.

”

Question 4: In your opinion what would be an ideal class size for art?
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TABLE 4

Ideal Class Size for Art

Teacher
Comments - A B C D Total
Low 20's would be 1dea1 * * 3
No more than 20 * 1
30 is overcrowded for art *oox k% 4
* * * * 4.

Present art classrooms overcrowded
The nature of the subject suggests
smaller classes
Standard of work higher in smaller classes
Art requires time and space for the

*
*
*
*
=
’

individual ‘ ook k%
Larger classes less productive, less
beneficial ook ok X

Activity-oriented classes require
smaller numbers

Quality of art experience affected by
class size

Discipline problems with 1arge numbers in
activity class

Overcrowded class negatively affects in-
struction

Overcrowded class restricts curriculum

*
*
*
*
R LS TN <4 B~

*
*
*
*
S >

.Question 4
| Teachers were almost unanimous in the1r 0p1n1ons on ideal class
size and- how class sizé affects the teacher, the student, and the art
experience,
ATl fpur teachers f . thirty students for arf at the junior high
~level is highly overcrewded; ‘that, for the size of the work area,
thirty Is an impossible number to work with; and that the highly

individual nature of the subject dictates'morg time and space per student
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than the existing system allows. Tepcher A presented the example of
thirty students in a fifty minute period with a five to ten minute clean
up allotment, permitting 1,3 minutes'of individual attention per stu-
dent. He explained that in a subject that stresses the development of the
THdividual, lack of time and too great numbers do not allow g teacher to
give guidance, discuss individua] approaches, and offer suggestions at é
Personal level. Teacher é said the reaf benefit of taking art comes when
You are able to take field trips, have discussions, and have the opportun-
ity to express yourself., He felt he was unable to tend to these things
when the class was overloaded. Teacher A commented that if you were will-
ing to sacrifice your“standa;ds and the quality of the programme, you could
probably accept fifty to a hundred students and teach only drawing and
painting.

The teachers were agreed, that overcrowded classes presented dis-
cipline problems because of the %reedom-oriented. 1ndiyidua] nature of art.
Teacher D felt the entire period was often spent “sett]ing them dbwn." This
teacherusaid students come to art expecting freedom, eéxpecting to be‘able.
to do,fheir own thing; the art and Wwork were secondary to thenm. |

ATl teachers mentioned noticeable difference between overcrowded
and smaller classes, Tﬁey thought less time was wasted on discipline and
more time was spent with each student in smaller classes. In smaller
classes, the teachers felt they were able to give individual attention, have
discussions and exchange ideas. They also said they had time to motivate
those students who were less interested or lTess productive. Jleacher A
reflected that Junior high students were not se]f—discip]fned or self-

_motivated in a classroom situation and that it was necessary to have suf-

fictent time to éncourage them to work.
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_ ‘Teachers A, B, aﬁd D mentionedthat, if the art programme should
deal with a variety of media; as the curriculum guide suggests, and with
3-D as well as 2-p studio activities, they could well be working with Saws ,
with chemicals, andcpotentia11y dangerous equipment. For this reason, the
class size should pe carefully regulated, as in industrial arts, to suit
the.activity. Teachers A, B, and D thought class size should be restricted
to the low twehties and teacher C felt twenty should be the cut-off number.

A1l four teachers sald the present class size negatively affected
the quality of the art experience fdr both étudent and teacher. They ex-
plained that they had to\neg]ect certain portions of the curriculum because
of the safety factor'and\the potential for destructive use of expensivye
materials in g situation where they could no Tonger offer proper super-
vision,

{

Question 5: How many times a week do students have art?

TABLE 5

Length and Frequency of Art Class

School Length of Period Frequency
A 50 min. : every other day
B 45 min, three times a week %§‘R
C 760 min, twice a week | A
D 60 min. twice a week '

Question 5 ' - o e



class size. 41] four teachers eéxpressed opinions regarding the highly in-
dividua)l nature of art and that the subject requires more time and space

. Per student than they are able to provide.s

‘Question 6: How would you describe the janitaria] services as related to

the art room?

Yy TABLE 6

Janitorial Services for Art Room

Teacher
A B ¢ »p Total

perative * ]

CuStodi an®¥%in ‘art re@ires additional
- 7 cleaning X ‘ ' * ]
..I'm not satisfied Q&th_the cleaning * ok x 3
iney clean the art room but they don't 1ike to * o o* 2
Lustodians complain aboyt cleaning art room *oox 2
Room is not suited to art and difficu't to clean * 1
* T

Question 6

Only Teacher A was very pleased with the cooperation of the custodial
staff in cleaning art room.

Teachers B, C, and D expressed dissatisfaction with the cleaning
given their art rooms.A Téacher B felt the individual custodiﬁn was simply
not capable of thorough efficient cleaning. The custodian was elderly and
did not seem a]é}t enough to operate effectively, According to the fea%her

the prinéipal had tried to correct the situation, but the union stipulates

that onTy work below a certain level Ts questionable and cause for dismissal,

The teacher said for the time being their hands were tied. Two of the dis-
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satisfied teacher§ C and D, explained the custodial staff had clearly
expressed negative feelings about cleaning the art room. Both art teachers
had. received direct complaints from the custodial staff about how diffi-
cult the art room was to clean and remarks about the mess. One of the

teachers, teacherC, had an encounter with a cleaning lady about emptying

.. garbage cans and later mentioned the incident in the staff room. The

teacher thought that someone had spoken.to the cleaning lady, as she has
never been bothered by her since. . A

Teacher D felt that the art room was not su1tab1e for art and there-
fore when a paint spill occurred on the newly waxed f]oor. the c1ean1ng
staff became very upset. .This teacher added that, if the art room had
the proper floor surface, the cleaning staff would never have had the op-
portunity to become so concerned. The teacher felt they expected the art
room to be like any other classroom; "They don' t re311ze it's natura] for
certain messes to occur." In d1scuss1ng the Jan1torf Téacher D sa1d “I

could live without their complaining, " : . ' K

Teacher A, who was pleased with the custod1a1 serv1ces, offered that
when you teach art you must be political and establish good rapport w1th

the janitor. This teacher made a conscious attempt at deve]op1ng positive

-

work relations with the custod1a1 . staff. Next year the teacher hopes to.

build up photography and wil] require a dark room. -+ The Janitor has offered

the teacher one of the custodial storage rooms for this cause.
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Question 7: What do you think art has to offer to -students?

TABLE 7

Significance and Expectations of Art

Teacher '
Comments A B C D  Total

To develop and heighten perceptian oox o ox % 4
To help students enjc. life and leisure ook ox X 4
To develop critical thinking and decision making o 4
To develop an awareness of their environment e 4
To maintain a balanced ecuation oox ok x 4

* * * * 4

To develop an appreciation for art and its outlets

Quesiﬁon 7 =

All four teachers expressed similar opinions aoout the significance
of art as a course of study. They were unanimous in identifying what they
considered to be the major contr1but1ons‘cf art to.education in general.

The teachers all were of the opinion that there is a need to develop
the individual's sense of perception. They felt perception is a vital part
of an individual’ s 11fe and ‘that art is the only subJect that deals with it.
In all cases, deve]op1ng skills and behav1ors necessary for the profess1ona]
artist was of secondary concern v

» The teachers regarded art as a vehicle fon:deve]oping.se]f-discip]ine, -
critical thinking and the use of the decision-making Process. Teacher C .
viewed studio activity as a series of prob]em solv1ng activities which had
much to offer an individual in making cho1ces and dec1s1ons. .

It was agreed that art develops an awareness of the env1ronment we -

~

X 11ve and work 1n‘W‘A1] four teachers thought it was. necessary for students
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to be madé aware of themselves in re]étion to their environhent. Again, they
felt students should develop critical thinking with regards to their environ-
meﬁt on a day-to—day basis. In a simi]ar vein, all teachers said that,
because art is a subject that deve]ops and sensitizes perception, it ulti-
mately he]ps students enjoy 1ife and leisure more.

ATl the teachers saw art as a necessary part of a balanced ‘education.
Teacher C believed it could easily become a core subject, offering skills in
critical thinking and mental discipline that subjects such as math do now,
but offering the added dimension of developing fhdividuel approaches.

The four teachers hoped that students would deve1op an appreciation
. for art and its outlets on a day-to-day basis. They felt that students
should be aware of how the pr1nt on the cereal box got there, how design
affected everyone da11y, how to decide on the colour scheme for a room,
what the dynam1cs of color are, how decisions, whether in the art classroom
concern1ng the shape of a clay pot or outside the school regard1ng ‘the style
of thelrlc]othes, are something they will always do on a day-to—day basis.
- Teachers also expressed cencern over students developing %ritica] thinking
in their ro]es as con§umers They indicated that students should be made

aware,- of“mass productlon and encouraged to be critical in making pur-

chases.- <

S

<
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Question 8: Why do you think art is offered in this school?
TABLE 8
' The Reasons ...t Schools Offer Art
) Teacher
‘Comments A B C D Total
Traditionally it's one of the options o S 4
They don't think about w y they offer it ook X % 4
Principals feel jt's easy to teach so jt's easy
to offer * 1
Principals tend to follow the leader * oo 2
Principals wouldn't see it as related to life N * % 2
Once it's scheduled they forget about it L * X 3
You can get special budgeting for it * 1
It's a way of having bulletin boards decorated * 1

Question 8 ' ' a
A1l four teachers thought school principals offe; art because other
schools offer art and traditionally, a is offered at schools. "It is one

of the options," Teacher ¢ remarkz.u.

o

Three teachers (A, C, anc D) agféed that princisg]s éend to forget
about art once tney’have §chedu1ed t.asses. They suspecféd that principaié
do not have reasbﬁs for o%fering the subject and therefore are haagxftgn'
adopt a "laissez-faire" position once things seem to be running'smogtﬁfy.
Teacher A said it was easy to offer. because principals feel anyone . can
teach it. Teachers B and C were convinced that principals woGTd'not see it
as re]ateditb life, but just as a fun, leisure-oriented ;ubﬁécf. Teacher C
thought that principals felt good about offering it begaﬁﬁe Khe school
coulq:gét»spécial funding for'art; or perhapsvétbwggééffered sovthat.bulle-.

’ .

tiﬁfboard§.wou1d be decorated.
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Question 9: Why do you think students take art?

TABLE 9
. N : The Reasons that Students Take Art
Teacher
Comments ., A'B C D  Total

. , .
It's the lesser of two evils , T 4
Sometimes it's considered playtime or easy * * % 3
You can't fail it * *o* 3
They need a certain number of hours of "A" options . * ook 2
As in many options to put in time ‘ * * ok 3
You can take the next leve] after failing it ' * % 3

Often the only choice left for lower academic
i students . . * 1
You don't have to work in art x * % 3
It's a fillen . _ N * o * oo |

‘-cw-;:- ‘ ~ “"

T

:ﬁuestibhsé
b it was ‘agreed that students were inclined to take art because it was
“the iESSer of two evils. One teacher éxb]ained that if the choice is art or

@mafﬁ option, art is selected Deﬁause it is less work. Teachers felt art
has a reputétion for being easy and not cbunting‘and that studemgs often
select it for those reasons. Teacher C said that art is tabled opposite
"better" programmes that higher academic students would no;mally select and
that often.this e s art is one of the few choices left for the students
”with']oﬁ marks or for\thOSe who are not academica]]y inclined,

Teachers A, C, and D suspected-students often take art beéausé they

'rcan't fail it and they do not hav§ to work in iti‘ Teacher A elaborated:

"Kids are bright enough)fo figure out the system" .., "Théy know where work

coudt;-dnd where it doesn't. I can't argue with them ... it doesn't mattek

- e ‘
N ¥
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Teachers C and D sumised students took art because they
need a certain number of hours of "a"

1f they fail art, "

options,
Although teachers A and C mentioned that some students djd sincerely

express interest in the subject, they felM the majority took it for other
reasons.

Teachef C sensed that in tabling classes, art and drama were the

last choices for students who did not want academic options. This teacher

mentioned that home economics and industrial arts are Timited to twenty

students a class anc -

things are considered, art and dragma take

the spillover.

‘;:' 1 ’ -
Teachers we nimous in construing, that becaustdthglents do not
; et

need options for promotional marks, they tend to put in timevbut little ef-
fort.

)

) - , {%‘P“,,&’-*
Question 10: po You think art should be an option? ) T

-
..

*%
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TABLE 10

Should Art be an Optiom

Teacher
. Comments A B C D Total

*
*
*
w

Everyone should be required to take art

Option subjects carry the connotation of not
counting '

> Students expect to put in minimal effort

Because they can't fail students feel art
does not count

. They often don't work or try because art doesn't

»

%

*

b 3
- s

count *oox x % 4
There is no motivation to do well in options X ok % 4
The option teacher has no marks, no exams to
fall back on - : o S S 4
If option marks counted students might try harder * Ok 4
School policy regarding options rubs™ off on students* * * % 4
Option teachers not consulted about students * 1
Students should be graded for all subjects ok X % 4
The option system generally poor * * % 3
Options. should nat be offered if they're not
important : X oox 2
School board regards options as lejsure ok 2
" Pass/fail is a farce, they pass regardless o BT A 3
Present system negates option programmes with depth kX 2
-There is no reason for a student to work in options * *x =% Sk 4
Students can change options mid-session ‘ » Sk ‘;
_ . ‘3,

Art could easily be a core subject

1

oA
.
2%

Teachers A, C, and D felt evéryone should be required to.take art,

Question 10

and all four teachers claimed the school system offers no mdt%vdtibn for
students to work or £B do well in options. They were of the opinion ‘that
having no marks or exams to fall back on weakens the feacher's ability to
encourage students to work or to meYESS"UPOH them that there is a reason

to try. If options counted towards promotion attitudes and effort would »

L5

4
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improve, said all four, since contrary to the system's philosophy regard-
ing options,. junjor high school students are not capable of self-direction
and some external form of motivation is reqdired. I'f students, in any sub-
ject,_were not required to- work, fhey woulq Just as soon sit around and
talk, they concluded.

A1l four teachers pointed to the system in respect to negative
stu&ent attitudes towards options. They explained it was irresponsible of
the system to encourage students simply to show up and enjoy themselves in
certain subjects, and suggested that students should be graded in all sub-
Jects, "core" or "option."

Teachers A, C, and D inferrqd the originé] pass/fail theory regard-
ing options was ‘a farce; re&ﬁﬁﬁﬁé@?iof whether a student passed or failed,
he could continue to the next level. This left no room for recognizing
and/%einforcing those students with potential and ability who were serious
about the subject.

Teachers C and D claimed the present system does not provide for
option Programmes with depth. Teacher C said, "I refuse to lower my stan-
dards to the point where I am simply giving them a few pleasant experiencés.”
Teacher P mentioned sfudents can and do come into options in mid-session.

1

~The teacher said they can also switch options in mid-term, S

‘

>

[
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Question 11: How do you grade students in art?

TABLE 11

The Marking System in Art

Teacher
Comments A B C D  Total
I prefer to use strictly the pass/fail system 0
I feel pass/fail is too Timiting R 4
I prefer to use the Tetter grade marking system LR 4
I also use percentages * ]
Students need feedback, pass/fail doesn't provide it * * % 9« 4
Skilled students need more encouragement than pass * 4

Question 11

None of the teachers used thé pass/fail marking systemisuggested
for option subjects. A1l of them regarded this method too 1im1#ed in scope
for evaluation purposes. All four teachers resorted to the 1etfer grade
marking method while one teacher also used percentages;

The teachers agreed that Students are conditioned by the schoo] sys-
tem to accept feedback through markgééénd that pass/fail says litF1e about
progress. Students who are incline&‘%owards art; who do,weljﬁéhd are
serious about it, need more encouragement and positijve réinforcément than

.. 4 '
"pass" indicates. .
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Queétion 12:" How would you describe your relationship with the adminis-

tration?
TABLE 12
Relationship with the Administration
I Y
Teacher
Comments A B C D  Total
I get very good cooperation from them * oo * 3
The principal is positive and supportive * ok 2
I respect the administration * 1
I feel the principal is very negative in his
approach * 1
I feel the principal is indecisive and inconsistent * 1
Generally I feel the administration is weak * 1
They are very approachable * o * 3
Once the art teacher is hired then tend to for-
" get about him/her * ok k% 4
They are more supportive, stronger this year * 1
If you're not rocking the boat they leave you
. alone : ! * ok X 4
Administrators seldom have an understanding of art * * * x 4
Principals don't see art as a deep, meaningful
.. Subject o * ok X 4
The administration regards.art as a light, lei-
' - sure-oriented subjéct T * ok x x 4
* * * * 4

The art teacher works in isolation in«school

Question 12
Teachers A, B, and D said they received good

school administration, and teachers A and B regarded

cooperation from their

the principal as posi-

tive and supportive in his approach with them. Teacher B was happy to add

that the princizal utilizes his staff well, that he recognizes a teacher's

s

expertise and supports the standards set for the proéf;mme. The principal

at this school knew the art teacher from another work situation, amd to a

gréat extent, this was why the art teacher had come to the school. The



63.
teacher mentioned that this was one of the "better" principals he had ex-
perienced.

Teacher C found‘the‘pfincipa1 to be very negative in his dealings
with the teacher and the programme. This teacher felt the principal was
quick to say "no" and never seriously considered the opinions and needs
expressed by the teacher. The principal- was described(as wishy-washy,
indecisive and inconsistont. The teacher commented that accbrding to staff
room talk, the staff generally -thought the administration was weak.

Teachers A, B, and D found the administration to be very approach-
able. Teacher knew noth1ng changed much after voicing opinions, but at
least was satisfied that the principal sincere]y listened and understood.

A1l four teachers said the principals consistently'washed their
hands of art once the semester began. They felt that if the teacher is not
having discipline problems, not rocking "the boat, they are left on their
own. The teachers suspected this was due to the lack of interest or back-
ground that most principals have in art. Teacher B added that, although
the principal did drop by the art room, he really "had no idea what we
were‘doing.“ This teacher said it was impossible for a principal wh~ has
no art background and no understanding of the subject to evaluate the
curr1cu]um content or the activities he _observes, o

A1l the teachers felt principals do not regard art as a subject
with depth or a meaningful experience, but as a light subject directed_
towards leisure activity They were convinced that school administrators
ao not share the1r dedication to art and do not have much insight into the ,

significance. and relevance of art to education. Because of this, teacher

B described teaching art as "working in a vacuum."
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Question 13: What type of feedback do you get from the administration with

regards to the art programme ?

TABLE 13

Feedback from Administration

Teacher . _
Comments A B C D Total

I get very little meaningful feedback LA 4

I get positive feedback about social decorations * ok X X 4

[ don't hear negative comments * * % 3

They 1ike the displays on bulletin boards * X % 3

The vice-principal se'ldom makes a comment * 1
The principal has input into the direction of

programme 0

I don't really know what they think * % 3
No one else in the school shares my conviction

. for art X % 3

They have no basis on which to suggest or evaluate * * * x 4

I know they don't understand what I'm doing o R S 4

Question 13

e

With reference to specific feedback from administrators, all foup

teachers felt they received very little. They reéalled that the most ob-

vious feegback came when they had decorated the school for social funct1ons

e Three of the teachers A, B, and C recalled that pr1nc1paf§ ‘enjoyed

is someth1ng on the bulletin board, he's happy."

Teachers A, C, and D remarked that, a]thbugh they heard Tittle

the d1sp1ays on bulletin boards Teacher C commented that “so long as there

in the way of specific feedback, they did not hear anything negative either.

\.

These three teachers had no idea what principals thought about their pro-

grammes. Teacher B, however, thought the principal was very conscious of

-
2R

£

)
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the teacher's need for recognition and feedback and made an effort to talk"
to him about the programme. The principal often mentioned how much the
students appeared to enjoy art. On the other hand, noted teacher C, there

is a great lack of constfuctive, meaningful feedback.

—‘/

e
Question 14: Do you notice any particular attitudes towards art on f é«Fart
of the students?

TABLE 14

Student Attitudes tbwards Art

Teacher
Comments A B C D Total

Generally negative attitudes at the beginning of

the year I 4
On the whole, kids' attitudes better than thejr

parents * oA 2
It seems negative attitudes stem from previous

art experiences x % 2
Student attitudes often reflect parents' attitudes * * x % 4
Attitudes from school policies rub off on students * * % =« 4

Don‘t appreciate education but feel they have to

"be there * ok ok 3
Don't seem to value art or see it as important *ox X % 4
Regard it as a break, easy or a filler * * % 3
Art at elementary level may result in negative .

attitudes * % 2

Question 14

ATl four teachers noted that student attitudes towards art were
generally heggtive at the beginning of the year. Teachers A, B, and C men-
tioned these attitudes became;pore positive'as the year went on and they
were able to work with them. In commenting on negativism, the respondents

L}

said that students generally reflect their parents' attitudes, which they

[N %
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felt tend towards thi\negative.,,

They believed s%u@ents were influenced by the school system and its
approach to options. Students develop attitudes from influences affectihg
their experiences at home, at school, and with society at large. These
were reflected in perceptions of art as unimportant, or lacking in value
as a subject.

Teachers B and ¢ thought previous art experiences at the elementary
level may result in negative attitudes. Lack of qualified art teaching at

that level often left students with the impression that art was easy or a

treat to be enjoyed after the work was done.

Question 15: How do you think the general public regard art?

<

. TABLE 15.
Public Opinjon ttvar 's Art
@‘5
Comments < . AB C D - Total
Public attitudes need to be changed *ox % ok 4
Art is taken at face value, not seriously ook 3
Many parents see art as a time killer T 1
Society values certain styles of art - realism )
' for example . - * * 2
Public attitudes here have improved over the
Tast 10-15 years o * 1
Values toward education in general are dropping *  *x x 3
Art can't compete with spectator sports , i 1
Public accepts crafts more because of functional
* * 2

nature

Question 15

-~

Al1 the teachers inferred that_thére is need for. change in public

<
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attitudes towards art. Teacher B said attitudes had become more positive
. over the past fifteen years, but they still had a long way to go.

Teachers B, C, and D sensed art is accepted at face value, but not
because beop]e really understand it or take it seriously. Teagher B com:=
mented that other teachers reflect public opinion and that it is "prespec-

‘ ﬁ?ble“‘to accept art. This teacher felt there was more tolerance than un-
derstanding for art.

' Teachers A énd C claimed the public and society at large do value
certain styles and trends in art. Representational work was generally
highly regarded and the public expresses appreciation iy, ‘ar—photographig
realism. Teachers A and C thought the public ¢ 1era13y <ccepted crafts
mbre reédi]y than other forms of art because t assoc”.od crafts with

a functiqn. In addition, Teachers B, C, and D said public support for
education in general was. dropping. They hac no idea why tH}s was happen-
fng' |

Teacher C compared public attitudes towards art and towards spec-
tator sports. This teacher felt that 1f‘Canadians.weréwgs aware of artists

as they are of theip hockey players, art education would.be in fine'shape.
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Question 16: What type of feedback do you hear from parents, or ‘Other

teachers?
TABLE 16
Feedback from Parents
lezcher
Comments ‘ B ¢ D Total
Occasionally I get complaints when a studeﬁt ls * 1
Sometimes a community group requests posters * 1
They don't care when their child fails art * ook % 3
“My Dad thinks art is dumb" * x 2
They don't see the-relevance of art * ok k% 4
Parents don't see the art teacher about art
problems * x % 3

- Question 16'
PARENTS'

Only“teécher A received occasional reaction from a pérent when a
'>_studént failed art. The other three teachers, B, C, and D were of the
opinion that pérents do not care about their children failing art. Teacher
B elaborated that if the school phoned aboﬁt a failure in math, the parents
would come to the scHoo] immediately, but if it was about a failure in art
you would be able to picture their smile. Teachers C and D had similar
experienées with syydents who quoted their father as saying "Art is dumb."

Aﬁ] four teachers were certain that parents do not see the relevance
~of art. Teachers B,'C; and D said parents did not contact them when a stu-
dent did poorly or misbehaved in art, but they knew those same parents Qou1d

come to see the math or social studies teacher given the same circumstances.
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Question 16:
' - TABLE 16a
{
Feedback from Other Teachers
3
Teacher
Comments , A B C D Total
I get positive feedback about school sr~jal )
decorations Lox K * 3
There isn't much interest beyond math and sciences * * - ox 3
- I talk to one teacher on staff about art Cox * 2
Teachers generally see it as a leisure activity *oox ox 3 |
Art teachers work in isolation in a school * o % % 4 ;

Professiona]]y{it is accepted - it is respec-
table to do so
Some teachers display our projects in their

*
*
rno

*
*
[pN]

OwWn rooms
Generally, I feel female .teachers are more re-

ceptive , ’ * 1
No recognition, no reinforcement from peers * * 2
No one has a background or convictian in art A A 4
"How can you teach that subject?" * ]
They talk about the projects - L 4
Little time or opportunity for constructive :

feedback ~ * % ¥ 3

* * ’ 2

I sense drama and art especially not important

Question 16
TEAﬁHERS e
\ All four teachers indicated they work 1ﬁ iso}ation in the school and

that the staff.genera11y has nothing‘mean1ngﬁu] to sﬁy about their programmes.

<

Teachers A and B were of the opinion that art was accepted at a professional.:
level because it is consyeizfd culturally acceptable to'be involved with
art. Teacher B'found female teachers generally mqregSensfgive to° art and

L

its contributions,oin that the female-staff members were more aware of art é
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and what‘the teacher was doing in his programme. Teacher D mentioned that

the feedback she”hears.most of is "How can you teach that subjéct?“
2 ST |
A1l four teachers recounted that, on octasion, ‘staff members would..

mention specific art projécts they had seen and inquire how these were
. ' \

done. Certain staff members also dropped by the art room to see what §tu- -
dents were making. o |
 Teachers mentioned that, with the way classes are schedulec, there

is Tittle opportunity’to see what Other teachers are doing and to offer

support and encouragement. i EETY
| ﬂ "
Question 17:" Would you ever consider teaching at the high’school level?

L v

TABLE 17
)
. High s€hool Art
. Teacher o
Comments - . g ‘A B C D Total
I am considering asking for a high school nex* woox o 3
I prefer working with-grade nine students: * : vl
I am more*effective'at.inftgencing positive ¢ A '
tudes here L * 1
- I would accept a half time art.position at a hig, . o
school L e J ; ¥ .2
High school students would be more serious abqut art *g' X, <3
Critiques, discussions more likely-at high school e D ;3"
M&¥e opportunity for student involvement with art © * 75 sx * S 3
Discipline problems would djminfsh - - N B Sk w "o
I would prefer a high school position -~ . C* * ox 3
' : g . - L ; L
LT T
T W .
¥, , .
& r

Question 17

Three of the teachers, A, €,, and D‘indicated'fhey would prefer a -

i

hjgh~fchoo] position. Two of the teachers*wereﬂasking for traﬁsfersAfo a
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high school for the u %£m1ng gc¢hool year while one was a eﬁhg for a hjgh

school transfer for the following yeap Teacher B fe]t that in order to

&

promote positive attitudes towards art, he shbuF% work with junior h1gh

or elementary student; He explained that to be most effective, one. shou]d
work with students at~ an early age before they have developed fairly strong
attitudes towards certa1n subjects. For this reason he thought he really
shou]d teach e]ementary art, but didn't think he would f1nd the level

sat1sfy1ng egough -
&

y A@;@ays%, C, an“fi D believed they would enjoy high school because -
students ' more likely to be serious abbut art. Critiqdes and discus-
P D . '

sions. about art concepts, individual ideas, and?theery were more likely to

ntcdg’ [th high school students: Teachers C and D added that d1sc1p11ne

~ would not be a problem at the h1gh school ]eve] which would mean-more

time, a more qynducive env1ronment foﬁ@teach1ng art and greater satisfac-

RLe

tion in teach1ng “As . a measure of how‘deszg&b]e“the)h1gh°schoo] m111eu is. -
o

.;fe]t to be, teachers E*and D sa1d they would aacebt ha?f t1me art positions

at a high schoo] Just to get the1t&;%ot in the door » .

ST , ‘\:. | - .
“ . . LR X (SR

Rt i
A
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Question 18: What type of input do you have regarding class size, regfg;

tration and timetabling?
TABLE 18

Teacher“Invo]vementﬂ4n Registration, Class Size and Timetabling

o

- ' Teacher e
Comments ‘ - - A B C D  Total
Students require teacher approval to take a subject * ' 1

‘Art is opposite better' programmes, no choice for

.good students *ﬁﬁ‘ * fg 3
Some options limited in number, art isn't k% 2
- There should be a cut- off numbér when registering -
students * oo 2
I have had no prep ﬁ!me because of heavy reg1stra-
tion in art A4 " *
I have the author1ty to accept/r@ject students
after. fa111ng * * 2
After failing.a student can' repeat or take.the N
next Tevels R g ‘ *oox 2
-1 wou]d Tike more inpst into .?Wi : regls-
LA trations ikt ioniined™ ' : * 2
I am consulted“before students are admitted mid- g B »
.. term ) 3 » ‘ ) o *q * T § .2
e'.’&' e ' ' y
e *3§7 e ' A . C. @ 4
N - . N L o * R L L
: _ o aa o ) R ‘
Question 18 AN ‘ ‘ . , : . ‘

‘ .
On]y teachEr A sa1d students were required tocgece1ve h1sﬁagnrovalj

. before they were addhtted to art class Teacher C exp1a1ned she could re- -

bﬁ s

fuse to accept a student back for :econd semester but that 1t was

not aliﬁa? respected This teacher 1ndicated she would Tike more 1nput @
inta deciding who shou]d take art. She said that having'a say Wnto who
would take art would have to become a requ1rement in the future, 1f she, was

to stay on. - - -
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~ Teacher D had little or no input into deciding who could take art.

This teaeher claimed that students who did poorly in art because they did
not work and who obv1ous]y did not benefit from the experlence wer?wstT]T
allowed to take art the next year. She thought th1s encouraged students

simply to maike an appearance in art class. She was part1cu]ar1y’frustrated

about timetabling as due’ to heavy registrat1on in art, she was left without

a spare. o
Teachers A and B-did. hav thagflithority to accept or réfuse a

stuc ~  after he/she had failed art. L'eachers o and D remarked that sty-

den  were aTTowed to repeat or go on to the next Tevel in their schools.

They fe1t the need for more input into approv1ng registrat1ons
Teachers A and. B said they were consulted before students were
admltted 1nto art at m1d term. On the other hand teacher D'noted that a

student had just been admitted to art with the term three- -quarters through

e
L

and no one had consu]ted her, - Teachers A and B, who had the authothy to

kS v’
s

refuse to admit a student to art aﬂter Qe’sﬁe had failed, felt thg§

some cases, they avould not accept a student fbr the’ sake of the subject

- and for the sake of the student: Teacher D expressed‘strong fee11ngs about
{
students being

g

there the next y ar cen it is obvious they re not doing we]] they don t

1lowed back after a failure; They have no right to be
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Question 19: po people associated with-.the school make any special re

quests of your art programme? ' \\\

(. C
v o
o “ |‘.

. \"
e TABLE 19

Special Requests Made of Art Programme

Teacher
Comments : A B C D  Total
- X

[ am asked to decorate gym for social functions * ox * 3
Sometir: the community requests posters * 1
Teachers assume they can use art room supplies * o 2
Poster making for functions can become an intru-

* * * * 4

sion
. %

.
*
p
.
. .
o

Question 19

-

A1l four teachers 1nd1cated they were often asked to make posters
for other teachers and for sog&a] functions They said that poster-making
W%

;?jir was a legitimate art pro%ect if 1t worked 1nto the programme however, mpst

P v,
.

D ) fe]t that as thwnglistood 15; was! a nu1sance and“frequent]y -an 1n§ruiiof¥)dv

R S

.on the curr1cu1um t:?t they were: aﬁ;empt1ng to cover. Teacher A W

casiona]]y approach d by a communfty club to make posters for a particu-

Y

lar function. The/teacher explained that -you had to be able to say, "No,
it doesn'ts fit in ﬁ1th the programme i ‘ _ '_-
Teachers C and D added that other teachers on staff often assumed
-w"W*art supplies were there for a]l to use. Both teachers expressed frustration
over having special art supp11es, purchased p& the art budget. used for

>
general school use.

‘
~ N . ) .
. AN . R © oy /@
~ . 4 R . N e g
i . , } . .



Question 20: Do you think there are teachers teaching art who do not have ‘

an art maJor? .

TABLE 20
Art Teachers without Art Training <
' ’ Teacher t
Comments i’ A B C D Total
Teachers get sadd]ed.ﬂ&th SubJéCtS in which they O
have had no training Xk e d 3 o
At the elementary level, art teachers have little
training ' * ok 2
One needs to be committed persona]]y 1nvo1ved with . @
a subject \ LT 4
‘Friday afternoon approach does not promote art as a - %
serious activity */ * 2 ‘
Without tra1n1ng teachers can hand]e technlques : | e
0 only XX w0z
Seems to be very many art teachers without art ! o ' o
majar Y 1}* B P ¥
Lack of qualliwed teach1ng at e]ementary level | .
Gy - does Rarm | * % 2
Lack “of qualified art teachers. ma1n1y'at ele- - |
mentary level . . * 2
Of the art teachers here, only I am trained : x 1
At the segondary' level, qualified teachers are now | , .
e~ be1ng h1red, SRR . - oL * x5
Question 20
Teachers A, B, and C indicated that teachers' often are expected to N

teach subjects in which they have no training. A1l four teachers felt a
teacher needs to be personally inyo]vedggr committed to a subject if they
. are_to do juStjce to it. One of the teachers explained, "You can not know
“a little about art and teach 1t you must be qualified."” Teachers Aand t

“’were teaching art p]us another subject h_hey both sa1d they were able to

',2*’
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teach the other subject, but 1n a mediocre manner and they sensed that -~ v

76,

their ]ack of personal fnvolvement with the other Subject ref]ected itself
in the1r teach1ng Teachers A, B, and C felt there were too many art
teachers teach1ng in the system without a major in art, Teacher B ques-
tioned whether it was (r syst:m the consultants, or other factors that
| .Were to blame. Teacr-  Coexr o 1ed that there were three art teachers on.
pfStaff in’her%school but tnai one of her colleagues had a few art courses,
twhi]e the.other had none.
| Teachers B and C. koew the s1tuation 25 regards hiring qualified
'w teachers had improved:. great]y over the past few years These two teachers
- argued that the ]ack of qua]pfied teachers does cond1t}on students 1nto
th1nk1ng}art 1s easy and a Frvday afternoon act1vity They suggested nega-

tive att1tudes at,the Junior h1gh evel often stem from the type of a

programme exper]enCed at the elementapy Ievel

. ‘manage the techniquesvfnvo]ved 1n‘art.vbut.fa]1 down when suggést1ons, eva]-

uat1on or aesthetic COns1derat1ons are requ1red These.teachers said the
quallty of the exper1ence was affected by a technique only" approach.

Teacher A exp1a1ned "Art s nuch more than a process/product_aqtivity. A

evident mainly at the e]emeﬁtary Tevel. These teachers expressed concern
over‘ achers who generally hadkno background in art_shaping student atti-
tudes towards art. Teacher B, who had observed art at the e]ementary leve]
reca]]ed that a greJt deal of stenc1l work and recipe approaches to art was

oeing done. The' teacher appreci%ted that elementary teachers were doing

K
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the best they could, but intimated that thg type of art being taught was

working against the subqu%.» S

Ll

Question 21: po you think the present art educatibn,program

5§t teachers for what they meet in the schools?

TABLE 21

Art Teacher Training Preparation
L .
Ao

©

ST
més prepare

2

C D Total

what he/she meets Tl .

e,

' : Teacher
Comments v : A B
The training prepared you for art, but not for
classroom management * o
University training lacks practical relevance * *
School climate, age fTevels, discipline are not 1
covered ‘ * o
Public and school board views of art are not
. covered . * ook
Training must prepare you for the,,ea]ity of N
school art *
Student and first yean-teachers not aware of
small rooms /¥y Je class: factors *
Student teachers-sfo $aapprentice with only
the best tedgiie , *
I was shocked studen€s ®#un '+ love art as 1 did
I was astounded at being Teft totatly on my own
Training helped with curriculum planning .
" I was surprised by lack of Ssupport from admin-
e istration _ :
Need to. be basic about what Junior high behavior
is 1ike : *
I wonder 1f B.Ed. ‘s are: better prepared than
PD/AD's '
Desperate need for more observation ang teaching
 during training T * %
Generally first year teacher not pr@ﬁéred.for .

* % 4
* % 4
*  * | 4
* % 4
* % 3
\:*:1'.: * T 3
* '2’
* % 2
* 1
* g 2
* % 2 1Y
* % 3
* 1
* % 4
* % 4

A
»

NN . . ’
&xgﬁﬂrﬁ .“ . ’
- Rl ~

- : S0

Question 21

/
«
.

7 A1l the teachers 1den£1fied a léck of practica1'emngsis in the pre-

o
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sent teacher training programmes. They felt that art teachers (who have
a major in art) are generally well prepared in their spec1a11zat1on, but

not prepared for classroom management. These teachers said the present

climate, behavior patterns at specific levels, and %1sc1p11ne with regard to
how these may affect the art class.

A1l the teachers rea]1zed@;hey, and other art teachers they knew,
had not been aware of the attitu es towards art on the part of the public
and the school System itself. Teacher B explained that first year teachers
are not aware of what they will have to deal with ... they do nd@g?ea11ze
the problem of s1§e of rooms versus the size of classes, or that budgets
are often not adequate. Thfs teacher said thatt in order to cope, young
teachers should be made awdre of reality so that they may structure their
1deals and philosophies aétord1ng]y, first year teachers are faced with
culture shock for wh1ch they should have been prepared

Teacher D recalled the shock of d1scover1ng students did not feel]
about art as’ she thought they would and that a]%ythose innovative plans
she had were reduced to giving them a few skills while spending a great
_deal of time gn discipline. Teacher ¢ added that no one had taught her :
how to get. through the first day of teach1ng or how-to dea] with a student
who was throwing water down a classmate's back or a studer* who was walk-
| ing out of the rgbm with a pa1r of scissors in his pocket. 11s teacher
.believed these incidents were what had caused the most prob]ems and felt
it should not be'beneath university 1nstructors to discuss situations 11ke'
this, " This teacher-#hd gone through the PD/AD route and was curious 1f

14

"‘B.Ed s were better prepared than she had ,been.”
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Teachers B and D suggested student teachers should not be assign‘ed

to any art teacher, but only the best e teachers. Teacher B said that
mos t teachers‘;‘in—training were not expeﬁ_‘éqced enohugh to be able to Jjudge

ﬁ‘f “the merit of the situation they had be& Blaced in.  He added: student

a‘;&‘ teachers tend to mode] th’e1r methods after thejr cooperating teachers and

deVe1oping curriculum and selecting curriculum content for their individugi;

¥ situations.
Teachers C and D had been surprised by the Tack of support from
y the administration. These teachers felt that they had been thrown in to

sink or swim. All four teachers recognized a desperate need for more ob-

‘servation and'practice teaching situations during teacher traim‘ﬁg. Two

of the teachers, C and D, j&ﬁi_cated thejf‘u]d have benefittea from being

gy L . ' ' '
- able to observe many differg Q*ag%: teachert™in different art environments,
R - - ) h

-
~
B
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Question 22: 1In your opinion, what 1nf]uences the quality of the art pro-

gramme most? ¢

L
. (TABLE 22 °
P 4,;;
Influences on Quality of Art Programme
‘ . LTeacher
, Comments “A B C D .Total
'The administration's views of ar't as avalid
subject [l S R 4 ‘
The facilities, size of room, storageospace o 4
Art background of teacher ook ok x 4
Public demand and influence on school boards * ok 2
" Leadership offered by principal B % 2
Attitudes within school system and individual < R
school UL N 4
The kind and quality of adm1n1strative support * ke x ox 4
Class size c- ook k% 4,
Physical layout of room sets the atmosphere * ok kT % 4
Option system very significant influepce I A 4
Time allotment for art A * * %o 3
@ . . B - A .-‘_‘ oy . -. _ g
. G o A A o
: ¥ SRR % - A A Y
. - DRPALF T A
7) —%:L i " - -

' *.A Note on Question 22

Although*spec1f1c comments have already been al]uded t°§ﬁ§ reSponses te

,5

-ear11er quest1ons, it is necessary to repeat them in, order to,prov1de a. 4'5

2N

comp]ete account of what teachers 1dent1f1ed éé 1nf1uences on the®art pro-,

gramme. ""EDV ‘ ' N

) @“U . ) )
B -

Question 22 - - ) e

The four teachers expressed a]most identical op1n10ns regard1ng

what 1nf1uences the qua]ity of an art programme. They c1a1med that the ad-

' m1nistrators perceptions of art 1nf1uenced the programme. whether or not

a pr1ncipa1 regarded art as a valid course of studies would determine how :

o
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supportive the Pprincipal would be on a day-to-day basis

A1l the teachers suggested that the actual facilities 1n which they
were expected to operate the art programme influenced the type of activities
they were able to offer. They mentioned factors such as the sjze of the art
room and the s12e of art classes hav1ng a direct influence on the programme.
They recogmzed that they had to structure the programme around the number u
of students in a given space and that often, due to overcrowded conditions,
certain parts of the curr1culun could not be considered.

The teachers agreed that the art background "and training of the
teacher were vital factors in determ1n1ng the qua11ty of a programme. They

believed ‘it was absolutely. essent1a1 that the teacher be qualified to teach

subJect would have the background and experzence necessary to offer a quality
art programmé. They suggested that it: was poss1b]e for teachers with

...s‘

11m1ted or no art training to feach art however gs with an% subJect,‘tn

-such c1rcumstances, the programme wou]d suffer. . |
Teachers A and C sa1d the publ1c and theqdemands 1t made on the

school board had a great 1nf]uence in determ1n1ng genera] policies and

emphasis in education, wh1]e teachers B and C thought the IEadersh1p of-

* fered by the princ1pa] 1nf1uenced the programme Both teachers ment1oned A

that, if a pr1nc1pa1 was awstrong and effect1ve leader, he cou]d keep |

\

things runn1ng smooth]y $0 small problems that Nou]d otherw1se 1nterfere :

2
‘with teaching wou]d seldom surface. B

All four teachers felt the existing attitudes within the school
system and within the 1nd1v1dua1 school towards art had a great influence

on the programme. If attitudes were negative within the school, teachers
~ ‘g_t: . . - - - \



were faced with being one against many, which was an emot1ona11y demanding
task. Several teacher® also mentioned that in a school where attitudes
generally were negative towards art, they seemed to spend more time with
discipline than with art.

A]] the teachers said the support received from the administration
.had a great influence on their programmes  If major equipment was to be
purchased,«class size controlled, space 1mproved and programmes deve]oped
and expanded, they rquf!!d adm1n1strat1ve support In most cases, teachers

said ¢1@ere is on]y one art teacher on staff. The lack of. squeak1ng wheels

ST can often mean the adm1n15trat1on does not feel you have a just cause.
'Q§§J~: Pr1nc1pa]s seldom have*art background or any depth tovapprec1at1ng and
LI ¥
%?f‘“eA understand1ng art education, wh1ch is a d1ff1cu]t paint from which to start
* . . EOE
LI . RV

negotiat1ons

The teachers . thought the phys1ca1 set-up of the art room established

‘ t;e< ork1ng atmOSphere and c11mate. Cramped cond1t1ons, lack of proper

, sto age &pace, *and lack of QaturaT 11ght1ng and’ w1ndows were not conduc1ve
“to concentrat1on and 1nd1v1dua] work. The teachers experienced great in-
conven1ence with Jthe de51gn of ex1st1ng art rooms.

AN the teachers had strong opinions - about the present optlon sysc_

3 b

tem and 1ts sinflue ce on- students, parents, public and the programme it-
)

’nb""!f,—

A
s

self. They-said opt1ons generally have a bad reputat1on and that art was
considered as easy, a filler, or a break from core subjects. Because stu-,-
dents cou]d not fail art, they terided to feel art did not count or was not
1mportant The teachers fe]t it was d1ff1cu1t to motivate students who
thought art was not important® and that these students did not try. nor

did they seriously work. The option system encouraged students to show

o



o Additional student teaching and observation time .

83.
up, and ndthing more.

Teachers A, C, and D regarded the time alotted for art as a signi-
ficant influence. Teacher A’P€1teratedthat in a fifty minute period with
10 mipdtes set aside for clean up with an average of thirty students ahere
was approximately 1.3 minutes to devote to each student. In a subjectf]ike
ért‘where individualized instruction was required, the teacher felt this

.

.was a regrettable situation.

Question 23: What changes would you like to see with regard to the present

art programmes in this school system?

. '9’\ TABLE 23 -

éfﬂ L o '?Recommgnded“Changes v
N ) ¥ ' Teache ‘
. S : : e roo. o
Comments  © - A B C D- Total
The -design of art room makes space, storage® S i
. “inadequate v , ook e bk g
Limit number of students allowed in existing art '
: rooms o . : T S 4
Art rooms -require windows, proper lighting * R 3
- For future designing of art rooms,art. teachers
should be consulted - ’ * * % 3
City school board could assist with improved .
L, . * I;’ 'l

facilities, budgets . ‘ .
City art consultants should evaluate existing < > 2

_ curriculum coordination . \ * % 2
Student-teacher training needs to be re-gvaluated . * * » & 4
Increasing prep time for ordering, phon1ng,'-‘ .

*
.
[#%)

cleaning, organizing .-

Definitely more space;hequireq for number of

- students - VIR SR S 4
Different furniture required | | ' Lo ¥ ’ =
Additional and improved cleaning staff R S A 2 3
Re-evaluate option system - o : , R R %W 4
A1l subjects, offered should be graded for credit * Ok ke w 4
Central Office poorly organised re: AV booking e . ¢

*
*
*
w

and- supplies- .

needed : _ g
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* A Note on Question 23

As with question 22 specific responses to this question have already ap-
peared in discussions on earlier questions. The next few pages provide

a summary of those responses.

Question 23

With respect to changes, there was strong agreement among the

. teachers on many issues.

]
o The design of art rooms bus o a big d1sappo1ntment, as the existing

space and storage areas are poorly planned and inadequate for the needs of
the subject. .

They believed that controlling the number of students allowed in

. art class would improve discipline problems @nd the actual type of art ac-
tivity offered.

Teachers A, C, and D thought all art rooms shou]d have windows and
proper natural lighting. These three teachers suggested that, in the future,
architects consult art teachers about the design of the art room.

Teacher B suggested the city school system and the art consultants
could provide improved facilities, better budgets, and improved curriculum
coordination. | |

It was agreed that the present teacher training programmes need to
| be re-evaluated and up-dated with regard to prattical, realistic needi;—
Teachers B, C,.and D felt they needed additiona] time for phoning about
suppliers, placing orders, organ1z1ng materials and storage area and main-
ta1n1ng a systemat1c, efftcient physical space. They regarded the existing
art space as inadequate for the number of studénts per class. This resulted
in 1aek of storage spac- for ongoing projects and the probability of damaged

work as well as creat -¢ u discipline problem due to overcrowding in an
/ I
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activity-oriented subject.

Teacher C indicated the need for different—furniture as the exist-
ing furniture vas not suited to art activities. Teachers B, C, and D ex-
" pressed the need for additional and 1mproyed custodial services.

A11 teachers strongly suggested that the option system should.be
re-evaluated. Tney felt the present option system does nothing to encou;age
positive work habits and positive attitudes towards art or education in
general. All subjects offered should be giv _,. '+ towards promotion
and students should be encouraged to work - all -y -tg, They said stu-
dqﬁts mjght benefit from taking art 1fvfhc rei: <& .hey were expected
to do more than show up‘for~c1ass;

Teachers B, C, and D claimed Central Office wag disorganized with
- regard to booking(AV materials and art supp]iés. Teachers C and D
had both orderédlsUpplies in November and did'not heceive them until
March. In March they both had to drive to the wafehouse to pick up their
orders.

Teachers B, C, and D agreed that additional student teaching and
observation time was required as a paft of the teacher training process,
This would ~Tlow student teachers to compare methods used by classroom
teachers and to experiment with ideas of their own which should alleviate

many disastrous situations that first year teachers find themselves in.



CHAPTER FIVL

ANALYSIS OF THE DATA: THE PRINCIPAL SAMPLE S

4

In this chapter, responses from the principals are analyzed. As
with Chapter Four, the questions that appear in this chapter represent
the general sense of the question. Specific wording varied with each in-

‘Tew,

\

Principal Responses

Question 1: How would you describe the art facilities in_this school?-

TABLE 24

Description of Art Facilities

» Principal
Comments A B C D  Total

We're tight on space, we could use a second art

area * 1
Our space is adequate but not ideal * ox 2
Art is the.most poorly developed physical space Y

here : * 1
The art room is poorly designed - very inadequate il 1

* indicates mention of an item by a principal

Question 1
Principals A and B described the art facilities as adequate but not

ideal. Principal A elaborated that the art room did not have features as

86
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would be required by the curriculum guide, but the fac%]ity was certainly
adequate for their needs. Principal B explained théi the required space
for the art c]a;sroon was 1200 sq. ft. and that their art room was 1000 sq.
ft. The storage space required was 200 sq. ft. and they had 150 sq. ft.

Principal D commented that their art room was qQuite inadequate;
that they were in need of a second art area as the art programme had ex-
panded and developed beyond the existing space. He did not feel optimistic
about the possibility of écquiring additional art space.

Principal C thought that ari was pnysically the most poorly de-
veloped area in the school. He éxp]ained ‘hat tﬁe art room had been poorly

designed -- "Not much thought had been put into it:"

Question 2: What do you think would be an ideal class size for art?

o
<

TABLE 25

Ideal Class Size for Art

Principal
| Comments A B C D  Total

Around 25 would be ideal : 4
We “ry to keep the class at 27
We try to cut off at 30
Over 32 is too large for our classrooms
Our largest is 29
School board parameters mean that 30 is the
average * ]
It would.be easier to vary class size at a high .

§EP901

*
—_— et d ()
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Question 2 ‘

Principals B, C, and D said that around twenty-five students would
be an ideal number for art. Principal C was of the opinior it depended
upon the tgéchér and the type of re]ationship that existed between the
teacher, the students and the subject$}tse1f. In a good‘situation, the
teacher could handle Quite a large number of students. This priacipal
" also said that on occasion, a class goes to thirty or over but that he did

not think there wére any that big this year. Principal D remarked that
- although it would be ideal to keep enrolment at twenty-five it Qas not pos-
sible within parameters set by the school board.
Principal A suggested the ideal class size depended on the acti-
vities being offered. Certain activities could handle more students than

others; for example, eprolment had to be controlled in industrial arts

because of all the tools and the inherent'safety factor.

(WS

Question 3: Why is art offered in this school?

TABLE 26
The Reasons that Schools Offer Art
e
Principal
Comments A B C D Total

It's the second most popular choice - student demand * 1
We have a qualified good teacher to handle the pro-

gramme . o : * 1
It's an activity subject that deals with skills, ra

attitudes, and work habits * 1
The truth is it's suggested by the Dept. of Education * 1
It's a group "A" option * . 1
There was a room in the school and I guess society

wants it * 1
I never become philosophical about it * 1

They each affect and Teave an impression on future
life , . * 1
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Question 3
;>Principa1 D explained that art is the second most popular option
in the scHoo]. Student demand, he felt, was basically why art was offered.
He also added, that they had a qualified, good teacher to handle the pro-
gramme. _

Principal A said that art was offered beéuase it is an activity-
oriented subject that deals with sk11]s,attjtudes and work habjts: He
be]ievga this was an important part of a student's progrémme.

Prfncipa] B commented that although he kney it would pe desirable
for purposes of a thesis, he was not philosophica] about why art was of{
fered. It is suggested by the Department of Educatjon, 1tfs a group "A"
option and there Was a room for art in the school. .Also, ;oéiety at large“
must express a demand forlit. ' o

Principal ¢ feilt that alil subjects, cbrevor option, have an effect
on the student and leave an impression for future Tife; it was theref_orét>

important to offer art,

Question 4: Should art be optional or compulsory? -
TABLE 27
Shou]d-Art’bé an Option?

: Principal
Conments A B C D Total
Yes, art should be an option L A 4°
The word option has negative connotations * ook 3
We have enough forced situations in the core R
) subjects * % 2
Maybe we should limit the options and expect more
from them ‘ * 1-

Options don't count towards promotion so kids
don't work LA A 2
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Question 4 .
A1l four principals held the belief that art should be an option.
Principals A and B were certain that makihg a subject like art compulsory
would create a forced  situation. They felt they had enough of that with
the core subjects. Principal B recalled that he had no use for art when
he was twelve but he had come to apprec1ate and value 1t on his own. He

believed -that 1f it had been pushed on him he might never have learned tg

appreciate it. J

Principal A sajd many people feel everygne should take shop be-
Cause cveryone should know how to pou;d a nait. In'practice,'however,
certain people have someone else pound their na1f§ If students are clumsy
and awkward they shou]d not be forced to take phys1ca1 education, because
they may end up feeling clumsier, Principal B claimed that art is not
neécessary for later life -- "One can lead a very full and happy ljfe with-
out it." For this reason, students should have a choice.

Pr1nc1pa]s A, C, and D were of the opinion that the word "option"
creatéﬁ\m1sconceptions and they preferred to use "elective" or "exploratory
activity.” Principal A said that students 1nterpreted option as having the
option of working ornot working, whereas the word "elect1ve" indicated
thay they had elected or decided to take a subject and that they had a
- responsibility for their decision.

Principal D thought it might be time to restrict the number of op-
tions offered and expect more of a commitment from the students in all sub-
jects. Principal B felt that, because options did not count towards pro-
motion, students often indicated they did not have to put much effort into
them. To try to improve these attitudes, the principal had started to
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teach options himself. This Principal also récommended\that his optfon
teachers use percentages instead of letter grades when ;ecording marks .,

He felt thaf percentages are regarded (kwe'highly by the public and that

o

they have iiore impact.

Question 5: What reasons do parents have for their children taking art?

TABLE 28

Parent-Public Views About Art

Principal
Comments ~ A B C D Total
I don't know if parents think about why kids

should take art * * " 2
Parents think options don't count or aren't y

important ‘ * * 2
Parents never call me about a low mark in art * C* 2
Edmontonians generally don't have much value for

the arts * 1
The school shapes negative attitudes on the part

of the public * 1
Parents expect the basic emphasis of schoal to be

in core subjects * 1

Question 5
Principals A and ¢ intimated that parents did not have any definite
reasons for wanting their students to take art.. Usually they thought it was
a matter of the students telling the parents they were taking it.
Principals B and D thought parents do not feel options are impor-
tant because they do not count towards promotion. Thése principals said

parents seldom called the school when*a‘student did poorly in art, but
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called fmmediéte]y if -the low mark was in a core subject. One of these-
principals suggested that few parents were -ulturally astute enough to
consider options important. It was a fact and not 3 criticism.that the
majority of Edmontonians were secona and third g-neration pioneer people,
and it would take time for‘the public to make the transition from trying
to keep bread and butter on the table to appreciating and supporting the
arts. The older cities in Canada had been away from the sread and butter
premise Jlonger and are the art centres of Cdnada. He fSJt it would take
time before attitudes changed on the prairies.

Principal D said that public opinién towards art is a trained res-
ponse shaped by the schoo] itself. He explained that when he talked to a
student he did not threaten failure in art -- he seldom talked to parents
about student's Progress in art. He said the schoo](pn]y dealt with parents
when the grades were down in a core subject. In art,h;e said, we diécuss
behavior and discipline; hot marks, not progress. Attitﬁdes are handed down
from the government to the school board to the teacher to the parents, Even-
tué]]y “A studentlgets the message." _

Principal C said he did not hear much about the options but that
he did hot hear negative things. This principal suspected that the averabe

parent expected the emphasis of the school to be on the core subjects.,
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Question 6% In your opinion what makes for a good art -programme?

TABLE 29
What égkes for a Good Art Pn&ékqmmg?

b "y Yy
~ ERERN O
. ST o
g Q

Y

i \x§r1ncipa]
A B

j\\ c D Téta]

Comments o S
RN oy ey
SR e

4

A broad sequential programme of actjvities RS

It should be interesting, meaningful to students * *
It should satisfy student needs, not only teachers' * *
Variety - * *
The opportunity for individual expression

* *

The effectiveness of the teacher

Bo-h an academic and studio approach A

Student abilities *

Art history and phitosophy should be included

Printmaking, sculpture, photography, should be
included .

*
W= =P = MNP N —

%*
%*
* -
W

Question-6

Principals A and C felt that the programme should be interesting
and meaningful to students and satisfy their needsb%s well as those of the
teacher. Principal A commented that teachers~some£imes had the tendency to
get caught up in what they wanted to do and forget the neéds of the studénts~
and what would befbest for them.

Principals B ;nd D felt that a variety‘of activitieé and materiais
was important. Priécipa] C concurred that a.broad programme of activities
was important but added that the activities shou]d be sequential éo that
students become more involved as they move through the programme. Principal
D thought that the opportunity for individual expression was significant.

~ In many subjects students were expected to fit mqu]ds. The opportunity for
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individdd]ity Hd art was a welcome contrast to subjects like math, where
€veryc-e has to get exactly the same answer.
$rincipa]s A, C, and D agreed that the teacher and his/her effec-
tiveness in implementing the Curriculum was a major feature of a good art
Programme. Principal D explained that when teacher D first started at
school D, she taught half time art and half time sc1ence "Now," he said,
"she teaches art full time, and another teacher has a few classes of art."
“That, "1 he said, "illustrates something about the teacher." Principal C
strongly supported the premise that the relationship the teacher established
With the students reflected on the success in the classroom. In his
opinion, the teacher was the host crucial factor in determining how success-
ful the art programme would be. y - ‘ ’ )
Principal B thought that a good art programme should present the W
academic view point as well as provide for studio activity in two and three |
“dimensional work. Principal A argued that student ab111t1es would determine
what shape the programme would take. The teacher would f1rst need to assess
what students were capable of, and work from there.
. Principals A. B, and ¢ believed that areas such ad printmaking,
sculpture, and togr phy should be included in a good art programme.
Principal D described the film making unit that had Jjust been offered in
his school and how successful’ it had been. He felt the students were cer-
tainly ready fdr the activity and seemed very enthusiastic about it.
Principals A, B, and D intimated that art history and the philosophy of art
were an important part of the total programme. Principal C said that these
aspects wére apprdpriate fn. moderation, but that more than 5% would be-

come too much like theory. Students, he suggested, are éas1]y turned off
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(
by too much theory}

Question 7: How much art tra1n1ng do you think is necessary for a teacher

to teach éit7 -
- JTABLE 30

Art Bagkground Required to Teach Art

Principal
Comments A B C D _Total
The individual ability is 1mportant - background
e will help * 1
g A major in art but also"- a balanced educational
background * * 2
X 1

A major in art is necessary

Question 7 coe
Principals B, C, and D agreed that the art teacher should have a
major in art, but principa]s B and D'§aid that, when hiriné an art teacher,
they also looked. for background and interest in other areas. The teacher N
had to be able to relate art to other areas and 'go beydnd one specia]ization:
In principal A's opinion the jnd}vidua] seemed more important than
the background, although a background would always help. There were many
people who could sketch and paint and had not had any training; a fact which
]ed him to question whether training was significant with respect to a good
art programme. Principal C felt that in art or any othfr subject, teachers

should be well qualified in the subject they are‘feaching. Otherwise, he

said, teachers are limited by their own training.
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Question 8: Why do you think students . . ¢ art -. what are their reasons?
3 | - '
1ABLE 31
Why Students Take Art -- Their Attitude Towards Art
. ~" Principal -
Comments A B C D . Total
To explore their own interests g R 2
Work with your hands to make a project - see resu]ts * * oo "3

The relaxation of being away from a book type
activity .
For the same reason anyone else wou]d do a hobby Lk
0pportun1ty for self expression - P o
There is no homewo rk
It's the best of art, drama and mus1c - Tess work
Students come with the attitude that:art doesn't
count WY
They used to take 1t for negative reasons - this
has changed
Mostly they Tike it but sometimes it's the
lesser of two evils ‘

%
— e -
g 3

*

\ ) . R .

Question 8 . )

Principals C and D believed stutents take art to exp]ore the1r own
interests. Principal D.said students like 1t ‘because they have the oppor-
tunity for self- -expression in art. This was a pleasant exper1ence for them,
after taklng subjects where everyone has to do exactly what the1r ne1ghbour o
is doing. ‘

Prineipals A, C, and D noted that students llke the opportun1ty to
deve]op a project and see immediate results. There 1s in this a fee]ing
of sat1sfactlon or accomplishment that appeals to the students. Pr1nc1pa]

C supposed they enjoyed the relaxation away from a book type of act1vity

~ .



97.
Students, he imagined, choose art for the same reasons that one indulges
in a hobby. .

Principal B said students took art because there is no homework .
Students would take art rather than music and drama because there is more
work in mus1c and you "make a fool of yourself in drama " Th1s pr1nc1pa1
knew this was the truth but wou]d not want to say so to an art teacher;
he did not feel they needed to hear it. He believed that students came
to art with the atpitqde that it does nof count and therefore they did
little work. . e

| Principal A recalled that students used to take art in his school
because it was considefeq\a Mickey Mou§e;COUrSe} Art used to get the re-
jects from all the other subjects. He expﬁa%nedlthat he had. spent a ]of
of time and effort over the past few years frying toiimprove those atti-
tudes and thought that he had seen a basic éttitude change. .

Principal C remarked that students basica11y like art, but tﬁere
are always those who have taken it Because’it is the lesser of two evils.
“Some’students,“ he said; “doﬁ't want to take any of the optibns we offer

them. When faced with having to-pick one optioh, these Students will take

the one that seems better than the others or not as bad as the others." -
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Question 9: What do you think students learn from taking art?

TABLE 32

Significance and Expectations of Art

Principal
Comments A B C D Total

I hope they learn something about work hab1ts * 1

An appreciation for art o 4

Sharing ideas, materials and taking direction * 1

Not as important, but some skills * 1
About materials, textures and how d1ff1cu1t it

it to be good * 1

Colour and colour theory * ok 2

Self-expression, about being an individual * % 2

About their abilities in art * 1

‘ Patience manual dexter1ty * ]

Question 9

Principal A hoped that they learned something about work habits,
while a]] four principals suggested that to some degree they developed an
. appreciation for art. Principal B explained that although they are exposed
to art appreciation when they go to a show at a gallery, they don't under-
stand it. He thought that this may be because art involves aesthetic Judge-
ment and the average Junior high student does not have & vocabulary to
describe why and how something is done. )

Pr1nc1pa] A thought that students learned to share ideas and
mater1als and take directions.  He also 1dent1f1ed skills as being part

of the exper1ence but not a very significant one while principal D seemed

to feel skills were a large part of the experience. Principal B indicated
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that they learned about materials, texture, colour and how difficult it

Principals C and p agreed that students Tearn about'se]f—expression
and about themselves as it viduals through art. In principal C's opinion,
every subject has its own merit and allowing for self-expression is g sig-
nificant featyre of art, Principal D felt it was desirable for students
to be given the opportunity to éxpress themselves in a truly individua]l

manner,

Question 10: pg you think students work harder in subjects where there
are final exams?
TABLE 33

Do Exams Affect.Student Effort?

: : Principal
Comments | A B C D - Total

If it's a worthwhile experience they'll work * 1
In a good school kids don't think about passing

and failing *. 1
I don't think €xams are any way to ensure effort * 1
I think students work harder in classes with exams * * 2
Marks are only one form of motivation * 1

Question 10
Principal C claimed that if students are having a worthwhije experi-

énce, 1if they see the purpose to a subject, they will work. If a school

R g
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is operating the way it should be, marks and passing and failing have
Tittle significance. He mentioned that his option teachers be]1eved that
if options counted towards promotion students would work harder. He ad-
mitted this might be true but did not feel teachers should have the false
sense of security that marks provide,

In the opinion of principals B and D, students do work harder in
subjects where there is a threat of failing. Principal D said Students do
not put much effort into the option subjects and tend to "slack off" in
their option courses when exams roll around. At exam time the emphas1s‘
is on the academic subjects and the students simply follow the system.
Principal B agreed that students do not expect to work in options.

Principal A commented that marks are definitely one form of mot1-
vation but that there are other more powerful ways of motivating students
to work. This principal explained he had been in a school where there
were no final exams. Students were evaluated on their year's performance.

He felt this system worked well and that it was a very desirable method

of grading students.
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Question 11: What do you feel is absolutely essential in terms of the

physical art facility? b A

’

"TABLE 34
Physical Features Necessary for Art Room

3

Principal
Comments : A BC D Total

Proper furniture *oox % 3
Adequate storage and drying ‘areas . *oox % 3
Sinks . ’ * * 2
Kiln * 1.
Good Tighting, display wall, blackboards and screen * 1
sufficient outlets for kiln, etc. * 1
Proper work bench with vises, flat topped tables * 1
Potter's wheel ‘ * 1
Good working space * * 2

* 1

. Equipment to facilitate programme

Question 11 A

Principals B, C,and D said furniture appropriate for art activity
was essential. Principal B mentioned the importante of good tables with
flat surface area, as well as a work bench with vises, while principals
A, B, and C suggested that adequate ‘storage space and drying areas were
important. Principal C commented that in art something is always drying
-- clay, paint, etc., and it is necessary to have a place to store these
projects properly.

Priﬁcipi]s B and D mentioned the neeq for sinks: Principal B
specified that fhere should be a minimum of two sinks. Principal D felt

a kiln was essentigL while Principal A said a potter's wheel would be a

welcome feature. Pri%cipa] B mentioned the need for a wall for display
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purposes, a wall for a blackboard and a screen for showing films and slides.
He also thoughtiit was essential to have prdper_out]ets for the kiln and
other specialized equipment,

Principal A mentjones the need for proper equipment to faci]ftate
the programme. He explained that if silkscreening was something the art
teacher was going- to offeriﬁt Was necessary that screens, proper tables,

" Inks, etc. were avai]ab}e{ He added that the art teacher needed the ad-
ministration's cooperation if he w9$'to acquire materials and equipment

required for specific units. o ¢

Question 12: In your opinion what influences the quality of the art pro-
| gramme most?

TABLE 35

Inf1uence$ in Quality of Art Programme

. Principal
Comments A B ¢ D Total
The teacher R . 4
The support given. the programme by the principal *oox * 3
The facilities *oox * 3
Attitudes of administration and staff towards art * * 2
Equipment, suppiies, students * * 2
Gl P

Question 12

A1l four principé]s felt that the teacher wWas a major influence in
‘determining the quality of the art prograhme. Principal A said i§ was im-
portant for the teacher to work for the things he believes are important

to the programme, Principal B hedd that in terms of influences the teacher
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came first, the faci]ities second and'the principal third. A]though the
principal was a significant inf]uence. there was not muth he could do
without a good teacher and su1tab1e fac1]1t1es Principal D indicated
that the teacher had to have a positive att]tude, an enthusidasm for what
he was doing and the ability to transfer some of the enthusiasm to the
students Principal C felt the- teacher was respons1b1e for developing .
good rapport between students, teacher and the subJect When you have’
equipment, supp]1es and inte: ested students he sa1d the success of the
programme depends on the teacher

Principals A, B, and D were agreed that the support given the
teacher and the Programme by the administration was a very significant
1nf1uence Pr]nc1pa1 A saw the principal as a service to the teacher,

“an organizer and supporter. H1s support shou]d be apparent in he]p1ng
the teacher acquire materials and facilities, and in offer1ng his op1nions
A abdut the art programme. . _ . ‘7;' ‘

Principal B felt that the principal wou]d have a more noticeable
effect on the programme if he was a deterrent, a negative factor If this
happened the principal was simply not doing his job. Principal D suggested
that the att1tudes of the administration and the rest of the staff are
very \1gn1f1cant 1nf1uences, wh1]e principal C's 1nterpretat1on was that

L/

the principal had a general effect on the whole school but not a direct

effect on ,he‘art programme.



104.

Question 13: Could you describe the marking system used for art?

TABLE 36

The Marking System in Art -

CC . Principal
Comments A B C D  Total
Option teachers can use letter grades, percentages
or effort mark * ok ok 3
* 1

They use. the letter grade and can add comments

Question 13

Princiba]s A, B, and D described the marking system for art as one

involving a choice of letter grades, percentages or effort mark. hese

cipals said that the choice was up to the individual option teacher. Prip-

TABLE 37 : ” , o
Can Students Fail Art?

' . Principal
Comments - . A B C D Total
Students can fail and still go on to the next level * * * * 4
We have to find a place forestydents that are
* * 2

failing




105.

"Question 14

A]] four principals said that students can fail art and either re-
peat that level or go on to the next level. Principals B and D explained
that although it may not be satisfactory to the teacher, one has to find
a place for the student that fai]é. They claimed that the best solution
was tq spread these students oyt ovef several options. Principal D ex-
plained that often there is no other place for a student who has failed.
He said that in French and Music one is required to have the grade 8
level before he/she can be accepted in the grade 9 level. Usually, he

explained, art and drama are the only options left that can accommodate

these students.

Question 15: In your opinion, what are the advantages and disadvantages

of teaching art? ’ !

TABLE 38

Advantages of Teaching Art

Principal
Commen ts A B C D Total
An advantage is its a practica) course - keeps
students active * 1
Kids select it, so they are interested in it * : * S
*

Immediate results are satisfying

«

7

Principal A believed an - advantage to teaching art is that it is a
practical course that keeps students’ active and involved. Principals B, C,

and D said that students select the subject on their Own, so one can assume



106,
they have expressed an interest in it. Principal B mentioned that there
is a contradiction built into the student interest factor, because students
come with attitudes that art does not count towards promotion and therefore
is not important. He said students generally do not do much work in art.
Principals A and C felt that art, more than’any other subject, provided
teacher and student with immediéte results, Ihey both considered this

would provide an element of satisfaction tha; other subjects do not have.

TABLE 38a

Disadvantages of Teaching Art

‘ Principal '

Comments | A B C D Total
The temptation of misusing supplies : * 1
Kids feel it doesn't count and they don't work * 1
Cldss control in an activity class is tiring * %k 2
Administrative programme obligations * 1
Clean up is a perpetual problem * % 2

Principal A remarked’that the potential for abusing supplies e;<-ts,

as students can keep supplies such as clay and later cause problems by

throwing it in the hallways. This principal regarded the threat 6f vandal-

ism and destruction of projects as a negative aspect of teaching art.
Priﬁcipa]s C and D commented that class control due to student

movement was a demandfng and exhausting feature of téaching art. Pfinci-

pal D thought that “he art teacher would be much more tired at thé end of

a day than most teachers. This principal also mentio;ed that clean up was -

a perpetual problem. It was not that easy to get students to participate
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in clean up, he said, adding that the art teacher has the additional res-
ponsibility of ordering supplies, keeping inventory and checking shipments,
which was a constant headache.

Principal B explained that host Students felt that, because art
doesn't count towards promotion, it doesn't count af all. Hence most

students do not work in art and do not see why they should work in art,

Question 16: How do you feel about the existing a?t progranme .in your

school?

TABLE 39

Describing the Art Programme

Principal
Comments A B C D Total
. Certain aspects are going very well * * 2
I wonder whether we're divevsifying too much * 1
I Tike activities that involve many students * 1
His knowledge extends far beyond art : * 1
He is an outstanding teacher, oneof the best :
I'm sure o * 1
The teacher is qualified and good * 1
The teacher has built the programme up * 1
Students aren't picking art as much this year * 1
)
\\

- Question 16
Principals A and C felt that ¢ertain aspects of the programme were

going very well. Principal A ques tioned whether they wére Tosing depth

beéause of the diversification of the programme. This principal was not

o

quite sure how he felt about the programme as a whole. He 1iked projects
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like decorating the gym for social functions because it 1nvo]ved many
students and they could see results. He suggested the art classes should
be taking more nature hikes. He was pleased with trips to the galleries;
he thought students benefitted from the exposure.

Principal B ‘was very positive about the art programme and the art
‘teacher. He believed the art teacher was very competent in his own area,
but what really made him desirable was his diverse knowledge. At any time,
he could ask the art teacher about a student and he would know how that
student was doing in all subjects. The principal cons1dered the art
teacher to be outstanding, one of the best if not the best at the Jjunior
high level in the city.

Principal D felt the 'art teacher at his school was qualified and
Was running a good programme, which had deVe]oped to the point that it had
gone from a half-time art positfon to full time plus. Thfs, he said, was
a direct reflection on the teacher., o

Prinéipa] C expressed concern over students not selecting art as
much this year as they had in'the past. He explained that he always told
option teachers that it was their bread and butter and that they had to
Create the demand for their option. He added that they could not draw any
conclusions after one year but, depend1ng on what happened the fo]]ow1ng

year, they might have to consider the teacher as the source of the problem.



CHAPTER SIX

SUMMARY, CONCLUSIONS, IMPLICATIONS, RE COMMENDATIONS

Chapter Six presents a summary of the findings, conclusions drawn
from the findings and the - imp]iéations. It concludes by making recom-

mendations for ~urther research.

Restatement of the Problem .

This study was concerned with 1dent1fy1ng conditions that influence
the quality of an art programme. Cassidy (1967) found that var1ances in
the level of competence of the art teacher influenced the qua11ty of the
art programme offered.. While the art teacher is indeed a crucial factor
in determining the quality of the art Programme, other people and other
conditions within the school environment may have a significant influence
on thke.art programme. School principals, in their role as facilitators,
make decisions about school poI1cy, bu-gets, timetabling, fac1I1t]es,
staffing, class loads, grading procedures and so forth, all of which have
a direct impact on the art programme. ‘

If was the purpose of this study to select ar

what these people perceive as influences on their programme. WAhat condi-
~
tions influence their effectiveness in implementing a qua]1ty art pro- ,

gramme? Do they feel that the quality of the art programme is affected

109
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by people and circumstances other than themselves? ‘ /
Essentially, the author wished to examine and compare art teachers'
and principals’ perceptions of art education in order to describe discre-

pancies in perceptions and identify the influence of those d1screpanc1es
on the art programme. Jhe’ study focused on perceptions regarding: a) the
significance of an art educat10n programme, as it applies to general edu=
cation, and b) the expectat1ons of an art education programme as it m1ght
function within the school. |

The following questions were posed for purposes of this study:

1. Do art teachers perceive discrepahcies between their views of

the significance ofand expectations for art educat]on and their prvnc1pa]s
wviews-of the ‘Significance of and expectations‘for art education?

2. What is the nature of these discrepancies, as perceived by the
art teacher? 7

3. Are there discrepancies between the perceptions of art teachers
ar - principals regarding the significance of and expectations for art edy-
cation? \

4. What is the natafe of the d1screpanc1es between the art teachers
perceptions of the significance of and expectations for art. educat1on and )
principals' perceptions of the significance of and eipectat1ons for art
education?

5. If discrepancies exist, what s cheir effect on:Ehe art programme
within selected schools? |

- 6. What implications do these discrepancies have for art teachers

and for art education in general? (r\\> J

.
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Summary of Findings: the Teacher Sample -

A1l the art teachers identified conditions that they perceived as
direct inf]uences.on their programmes and their effectiveness in imple-
menting the programmes. In the majority of instances the same condition
was identified by all of the art teachers. This is especially ﬁnteresting
Jin that, in all cases, subjects identified influences independent of Tists,
questionnaires and the like thatlmight have swayed tﬁought in specific
directions. A]though teachers™were asked the general question "What
1nf1uences the quality of the art pProgramme most," they were totally res-
ponsible for identifying and describing conditions that they perceived as
influences on the art prog#amme.

Twelve conditions were identified as influences on the art pro-
gramme. Eight conditions were-identified by all four of the teachers in
the sample. Two conditions were identified by three of the teachers. Two
conditions were identified by two of the teachers.

Nine of the twelve conditions identified as. 1nf1uences on the art
programme refer directly or indirectly to the adm1nistrat1on " Two condi-
tions refer to the public and one condition originates in the influence

of the art teacher himself, These are presented immediately below.

1. The Administration's View of Art: Administrative Support

A1l four teachers agreed that the adminiétration’s percepf%ons of
art were especially sfgnifidant in determining how supportive they would be
in facilitating the art programme. They explained that school administrators

seldom have. an understanding of art and tend\id regard it as a light,



112.

leisure-oriented subject. A1l of the teachers thought that school admin-
. Istrators do not have much insight into the significance and relevance
‘of art to general education. Principals seldom have any background in
art, and they suggested this may explain the lack of interest and under-
standing they express for the subject.

As there usually is one art teacher on staff the teachers said
| they'lacked the "show of hands" or "departmental" approach other subjects
can depend on. Often, the administration did not take art seriously be-
cause it did not make as much noise as subjects thaf have two, three or
four teachers. The teachers said it was difficult be1ng the only person
on staff who regarded art as a vital part of the total curriculum. This,

they felt, was a d1ff1cu1t point from which to start negotiations.

2. The Art Teachers' Qualifications

There was complete consensus regarding the importance of highly-
qua]ified art majors téach#ng the art programme. The teachers felt that
extensive art background and training in art were vita] factors in deter-
mining the quality of .the programme. They agreed that only .a teacher who

was ‘deeply comm1tted to the subJect would have the background and experience

required to offer a quality art programme

3. The Facilities and Their Design

Cramped classroom conditions, inadequate storage space and poorly
designed facilities were fdentified as major influences on 1 :irt teacher
and, ultimately, the art programme. The teachers unanimously agreed that

these conditions work in direct opposition to the physical demands of the

o
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Subject. They felt that existing art classrooms could not properly accom-.
modate Targe classes, and discipline problems often resuited. The teachéks
explained that the overcrowded conditions automatically eliminated those
parts of the curriculum that required more space per individua]. The
facilities, they said, determined the type ‘of acﬁivities that could be
offered. The design of the art room received strong criticism. The tea-
chers did not know who was responsible for the design of art rooms, but

they were certain art teachers were not consulted.

4, Class Size

Because the nature of the subject dictates time and space for the
individual, the teachers believed class sizas should be controlled to less
than twenty-five stydents. The teachers felt that, if thgy were operating
their programmes‘fh accordance with the curricu]um guide, they would be
working with acids, tools and potentially dangerous. equipment. Ovepcrowded
_Classrooms restric ted the activii}es they could offer as they felt they
could not guarantee safety beyond a certain number, Because‘overcrowded
conditions in art result in increased discipline problems, the teachers
1nd1cated they had less time to motivate, dfscuss‘and instruct. They des-

cribed this as a negative,ihf]uence on the quality of their instruction.

5. The Option System

The option system was consistently idéht1f1ed as a negative feature

of the school-system and a negative influence on the art programme. It was
Q

one of the conditions that appeared‘to affect the art programme most. Be-

cause students are not required to pass options (they do not count towa-ds
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promotion), they tend to infer that thex aren't required to work in option
subjects. The organization of the option system conditions students,
parents, teachers and the general public into regarding academic subjects
as necessary and important and options as “fi]]ehs,“ “enjoyment" and
“breaks." These attitudes created deep-rooted barriers for the art pro-
gramme and were identified as a most unfortunate approach to education.

The teachers felt the present distinction between "core" and "option" sub-

Jects did nothing to éncourage students to regard education (as a whole)

in a positive manner.

6. Attitudes Within School and School System

The teachers unahimous]y identified attitudes within the school
environment as strong influences on the art programme. In situations
where the staff did not regard art as a v1ta1 part of the school curriculum
the art teacher was faced with the emotionally demand1ng task of be1ng
one against many. The teachers explained that the system's approach to _
options leaves them with a very insecure base A1l four teachers described
students when they first came to art class as negative towards the sub-
——————3ec¢~——Th1s was revealed through behavior where students would not work,
would not attem:t the projects and would make remarks such as "I don't
have to work, this ijs art," “It doesn't count anyway," "Essays? This is
art,” "What are you gonna do, fail me?" and "My folks don t care if I pass -
this." The teachers felt attitudes improved over the course of a semester
but that generally students f1gured out the system and put in t1me where
it counted. Teachers said following up discipline problems was often

difficult because parents did not care about their child's progress in
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art. The administration had Tittle to threaten the stddent with ... the

fear of failure or calling home does not seem to apply to art.

7. Public Demand and'Influence on School Boards .

Two of the teachers felt the public and the pressure it places on
the school board is a major influence in determining general policies and
emphas1s in local and provincial education. They beljeved that the public
did not perceive .art as a serious, worthwhile subject but as an enjoyable
expervence that might lead to hobbies 1in later Tife. They c]aimed thts

public bias was obvious throughout the schoo] system,

8. Administrative Leadership Offered by the Principal

Two teachers suggested that the type of 1eadersh1p offered by the
principal would have a strong effect on the school climate which in turn
would reflect on the art programme. They implied = that g strong effect1ve
principal could keep management timetabling, and general policies running
smooth]y, which would mean teachers could operate their programme within a
strong school environment. Lack of administrative leadership becomes ob-
vious to the students as well as the staff and d1sc1p11ne probiems and

poor morale often resu]t

9. Time Allotment for Art

Three teachers regarded the amount of t1me allotted for art as a

| significant influence on the programme. Because art is an indj-
vidual-oriented subject, they felt it was necessary for the student to have
time to think and develop his jdeas and that it was necessary for the

teacher to have time to spend with each individual. As one teacher illus-
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trated, in an average fifty minute period with ten minutes set aside for
clean up, each person in a class of thirty students gets 1.3 minutes
of teacher attention. Where individualized instruction is required, this

amount is unrealistic.

10. The Art Teacher in Isolation

Because thefe is generally only one art teacher on staff and, as
teachers have indicated, art is not regarded as a vital part of the curri-
’cu1um, art teachers tend to feel they are all alone in their commi tment.
There is not much feedback from principals or staff, - certainly almost
none that they would call deep or meaningful. This tends to make them
feel they are isolated in their cause and not recognized as making a
significant contribution to education. The teachers explained that it
becomes obv1ous from comments people do make that no one really understands

what art education is all about.

11. Timetab]ing

d Three teachers said that the timetabling w1th1n the school had a
direct 1nf1uence on their programme. ~In many 1nstances, art is offered
at the same time the academic subjects are offered, which means the more
academic student can not take art. The teachers regarded this as regret-
‘table, becuase only certain "types" of students were able to fjt art into \
their programmes, Usqa11y, these were low-achievers who were not inter-

ested in art, but it was one of the few subjects available to them.



117.

o

12. Janitorial Service

A1l of the teachers agreed that the quality of the Janitorial
services is of major importance to tHe art programme, One teacher was
satisfied with the cleaning given his art room and elaborated that an art
teacher must be political and ensure rapport with the janitors. He felt
that a good working relationship was important if the art room was to be
Properly cleaned but equally important pfcause Janitors tend to repeat
"items of interest" to other_teaéhers. tﬁe administfation,~$ecretaria1
staff and the community. One can not afford to be noted for a "messy
room”_or “lack of contro] which causes a meésy room," said the teacher,

The three remaining teachers Qére unhappy with the exiﬁting quality
.of Janitorial services given‘their art rooms. Where a great variety of
media are used, messes will occur.. The teachers felt th&t ;hey could not
- count on the Janitors to clean their rooms thoroughly and consequently had
to spend extra time cleaning up themsé]ves. One teacher eXp]ained that
the art room was not suited to art and was overcrowded, so the teacher
.could ﬁof be held responsible for many of the "messes," that occurrea.
Another teacher desﬁribed the janitor as "out of bouhds" in that she
would Tecture on how filthy the rogm was. In both cases, the teachers
described the Jjanitors as uncaoperative and overstepping their duties.
They both thought\that Janitorial criticism was gratuitous. The thirg
ieacher\described the situation as something the jaritor could not handle
due to age and i1] hea]fh. In all three. cases the teachers had no alter-

native but to do a largq portion of the janitorial work themselves.
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Summary of Findings: the Principa] Samp e

The principals identified nine conditions that they perceived as
influences on the art Programme. In only one instance was the same. condi -~
tion identified by all four of the brincipals. Two conditions were iden-
tified by three of the principals. Four conditions were identified by two of
the principals and two conditions were identified by one pfincipa] in each
~ instance. :

)

1. The Art Teacher

The principals were agreed that the art teacher is the most signi-
ficant influence on the quality of the art programme. Although they indi-
cated that proper faci]itigs, supplies and equipmgnt are necessary, they
felt that the ut: ization of the facilities, equipment and supplies and the

type of experience offered in the classroom were determined by the teacher,

2. Administrative Support

Three principals believed that the support given the programme by
the administration was of major importance. This information was ﬁot volun- -
tarily offered but drawn out after a specific question about, "Principal’'s
influence on the programme," had been asked.- It was a shared belief that

principals are primarily a service to the teachers and function as support

-agents and programme faci]itatoré within the school.

3. ‘The Facilities

The facilities the art programme operates in were identified by
three principals as crucial factors in determining the quality of the art

programme. It was suggested that the administration had a large part to
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play -in securing proper facilities and supporting the teacher in ma1nta1n-

ing and improving existing facilities.

4. Attitudes Within the School

Two principals regarded the attitudes toward art held by the admin-
istration and staff within a particular school as significant influences on
the art programme. They believed the attitudes to be indicative of the

Support a teacher might expect from within the school environment.

5. Equipment, Supplies, Students

The nature of equipment and supplies available to the tec. -y and
genera] student attitudes toward art were identified by two prir-ipai- as

conditions that influence the art programme.

6. Class Control, Clean up in Activity C1ass

Two pr1nc1pa1s recognized the demands made on the art teacher in
an activity-oriented class. Class control, discipline and c]ean-up were

considered to be perpetual probf%ms.

7. The Grading System

The fact that art does not count towards promotion leads to the
belief that one does not have to work in art and the subject does not count,
Two principals said this was a regrettable aspect of the grading system

for options.

8. General Educational Policies

One principal believed that general educational po]icies condition
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teachers, parents and students into disregarding subjects 1ike art as they

are not required for promotion and are labelled as simply recreational

activities.

9. Public Demand for Ar:

One principal exp]aingd that Edmontbnians, as a whole, are not pre;
pared to support cultural pursuits. He said it was a fact that most people
in the prOV1nce are second and third generation pioneer people who have had
a history of more basic concerns. He suggested 1t will take tlme for sub-

Jects 1ike art to gain more general public support.



2

TABLE 40

121.

What Influences the Art Programme?

COMMENTS s

TEACHER

A

8

PRINCIPAL

A

B

c

The art teacher p

Background, training of art teacher
Administration's view of art

Administrative support diven art programme
Administrative Teadership of principal

The facilities

The design of facilities.

Equipment, supplies, student attitudes ,
Class size

The option system

The grading system for art

Time allotment for art

Timetabling

Attitudes within school and school system
Public demand and influencc on school boards
The art teacher in isolatiun.

Janitorial services

Class control clean up in activity class
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Summary and Discussion of the Reéearch Questions

1. Do art teachers perceive discrepancies between their views of the sig-
nificance of and expectatigns for art education and their principals' views

of the significance of and expectations for art education?

In all cases the art teachers did perceive discrepancies between

their views and principals’ views regarding the significance of and expec-

~

tations for art education.

2. What is the nature of these discrepancies, as perceived by the art

teacher?

The teachers fe]f that principals tend to offé; ért because tradi-
tionally art is a school subject. Ihey did not think principals put much
_thought 1hto why art should be offered, its contributions to education, and

so forth. Three of the teachers suggested that, once art classes are
scheduled, principals tend to férget about art. .These teachers sensed
that principals do not have reasons for offering art and therefore eas1]y
fall into a “1a1ssez faire" position.

The teachers thought that administrators seldom have an under-
stand1ng of art and do not view art as a deep, mean1ngfu1 subject. They
were certain that school administrators did not share their dedication to
art and felt that they did not have much insight into the significance and
re]evance‘of art to educatfon. The teachers said that the administration

had Tittle "true" appreciétion for art. This often heightened their aware-
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ness of being the only art teacher on staff, to the point that they often
felt they worked in isolation from the rest of the school.

With regard to feedback, none of the teachers believed the admin-
istration made meaningful comments about the art programme. The teachers
said they consistently received feedback regarding socia]_decorations for
the_schoo], but they did not consider this'type of exercise reflective of
their programme and the compliments they received did nothing to reinforce
their professional ego. The teachers exp]ained that because the principals
had no basis on which to make evaluations or comments regarding the con-
tent of the programme, they were not surprised to receive little feedback.

The option system was consistently identified as an area of con-
tention among the art teachers. The teachers remarked that principals did
not regard the grading system as a problem. They suspected that principals
tended to regard the existing system as desirable because studehts should
have choice and should be able to take some courses Jjust for enrichment.
The teachers be]feVed the administration, particularly at the school board
level, did not appreciate the problems that resu]ted;when students were
told to select courses that they would simply enjoy as a break from the
" ‘more important compulsory subjecté. The teachers did not think administra-
tors realized how they conditioned students into making distinctfons bet-
ween what is important and what is not, Qhat requires work and good be-
havior and what does not, what one must pass and what one does not have
to pass. The.teachers felt the dptioh system discouraged positive
attitudes towards general ]earning %nd wel]-rounded education. Schools
tended to use options as treatc and rewards for serious work or, just as .
oftem as a general play area. N

Teachers claimed that principals did not support them in demandiﬁg

/



smaller classes for art. They knew principals could appreciate that
industrial arts r%quired smaller numbers (because of the activity, and ‘the
potentially dangerous equipment) but they also knew principals did not un-
defstand why art needed controlied class sizes.

» A1l the teachers said all subjects should be offered for credit

at the junior high level. These teachers were confident that adminié?ra~

.

tors did not support this opinion.

3. Are there discrepancies between the percébtions of art teachers and

principals regarding the significance of and expectations for art education?

The findings revealed that art teachers and principals perceive the

significance and relevance of art education quite differently.

4. What is the nature of the discrepancies between the art teachers' per-
ceptions of the significance of and expectations for art eddcation and

principals' perceptions of the significance of and expectations for art
P : ¢

education? o

Art Teachers

The art teachers expressed Sim1]ar opinions about the significance
and expectations of art education. They were unanimous in identifying six
conditions that.they considered to_be the major contributions of art to

'
e
i

education in general. These appear in the fo]]bwing table:
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fABLE 41

’

Significance and Expectations of Art

Total Teacher Agreement

To develop and heighten perception

To help students enjoy life and leisure

To develop critical think®: 3 and decision making
To develop an awareness of their environment

To maintain ‘a balanced education
To deveiop an appreciation for art and its outlets

Rl N N - -

fhese views are consistent with developments fn art education since
the late 1960's and throughout the 1970's. Thgse developments are outlined
in the beginning of Chapter Two. The most significant and interesting
feature of the information provided by the .art teachers was the unanimous
agreement in identifying what they considered to be the signiicance and
expectations of art education. Each. teacher provided this information in-
dependently and spontaneously when asked general questions on"What do you
think art has to offer students" and “What do you try to emphasize in yoyr
art programme." The fact that they all identified the same conditions and
that ;hese conditions are consistent with the development of art education

s in the Tast decade is most relevant to this study

Principals
The principals expressed dissiﬁi]ar opinions about the significance

and expectations of art education. They identified nine conditions that

they considered to be the majok contributions of art to education in general. -
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There was unanimous agreement on only one of the nine cond1t1ons Two con-
d1t1ons produced agreement by two principals, and six conditivic weme iden-
tified by one of the principals in each case. These condftiuns are pre-

sented in the table below:

.TABLE 42

Significance and Expectations of Art

Total Principal Agreement
f

I hope they learn something ahout work habits 1
To appreciate art 4
Sharing ideas, materials and taking direction 1
Not as.important, but some skills 1
About- mater1als, textures and how diff1cu]t it is to be good 1
Co1oqr and colour theory 2
Se]f—express1on, about being an 1nd1v1dua1 2
About the1r abilities in art 1
Patience, manual dexterity Y

One condition was 1dent1f1ed by all of the teachers and all of the
principals. Th1s condition as stated by art teachers, was: students wili
develop an appreciation for art and its outlets. As stated by the princi-

pals the condition readé students will learn to appreciate art. None of

“the other cond1t1ons identified by the art teachers and the pr1nc1pals were

similar in any way.

With the exception of learning to appreciate art, which the princi-

. pals did not discuss in any detail and is therefore difficult to place, all
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the conditions identified by pfincipé]s find their base in deVelopments in
art education between 1900 and 1950. The first statement, "I hope they
1eéfn something about work habits"is also difficuft to place. None of the
developments in art education were especially concerned with work habits,
although the late 1800's focused on art skills as a service to industry.

The second statement "To appreciate art" could refer to the early
1900's when art emphasized exposing children to reproductions of the mas-
ters (The Picture Study Movement) to increase their appreciation and aware-
ness of beauty. It also could refef to movements in the late 60's and
early 70's when vfsua] and perceptual literacy and art and aesthetic aware-
ness became the focal points. It would seem that, since the remainder of
the statements appear to stem from developments before 1950, this statement

may at least originate in early 1900 cdncepts.

o

“Sharing ideas, materials and taking directions" is at least par-
tially representative of values coimon to art education in the 40's. At
this time the "materials approach$ to art was promoted. hThe foufth state-
ment "Not as important, but some skills," would be most closely related to
the 40's and the “materia]s‘approach" as studio‘aétivity and technique
were very much a part of that broadef concept. "Materials, textures and
how difficﬁ]t it is to be good" refers to the 40's-again and also makes
reference to appreciation in fhe sense of Eecognizing what goes into making
"good" or acknowledged art work.

Since tHé_principals made specific reference to practical home use
of colour and colour theory, the sixth statement, "Colour and colour théoryf
would seem to refer to the 1930's when the fine and'useful'arts became one .

and the relation of art to everyday 1ife, such as home decorating became

popular{
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The seventh statement, “Se)f—expression, about being an individual®

refers to the 1940's when the emphasis was on the child, self-expression
and ofigina]ity. One principal did make réference to "humanitarjan" ver-
sus “techno]ogica]—industria]" concerns and may have intended a more general
meaning to this statement.

| "About their abilities in art" would appear to refer to the 1950'¢
when a child was considered to have latent creative ability that could be
dfscovered or released through art activities, but it is really too vague
a statement to pinpoint.

The ninth and final statement "Patience, manual dexterity" is re-
>f1ective of the values doﬁinant in the late 1800's when art was viewed ;s
a form of ménué] training that emphasized hand-eye coordination and good
Penmanship,

In summary, the basic discrepancies between the art teachers' per-
ceptions of the significance of and éxpectations for art education as compared
to the principals’ Perceptions of the significance and expectations for art
education appear to stem from the fact that art teachers and brincipa]s ‘
operate from distinctly different assessments of art education. In a11
cases the art teachers expressed opinijons that are consistent with develop-
ments in art education in North America in tﬁe past decade. Generally,
all the principals' opinions appear to find their sources in developments
vin art education between 1900-1950, Although 1t wou]d.take further study-
to confirm this hypothesis, it seems appropriate to suggest that the prin-
cipals in this study perceive art education in terms'of its development
thirty to seventy yea;s ago. This would explain why art feachers consis
tently described principals as "Not understanding art," "Not recognjzing

art as a'serious worthwhile subject," and "Not understanding what\I’m_doing
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in my Programme." It appears the discrepancy stems from varying degrees of

literacy in art education,

5. If discrepancies exist, what is theip effect on the art programm&\vithin

selected schools?

teachers felt aboyt themselves in relation to the total school environment,

They described themselves‘aS~working in isolation. They believed they were

Oné of the most significant effects these discrepahcies have on the
art programme itself 15 the communication .gap that characterizes sg many
art teacher-principa] relationships. Evidence of this communication.barrier
existed throughout the rgSpon%es to questions asked of both groups.’ Al-
though it appears the art teaéher and principal within each school come
“to recognize and dea]pwith the barrier the conflicting views do present
major obstacles to the art'teacher who must articulate what an art pro-
gramme is before he/she can get on with the particular request they wish
to make, | g
| Requests for expansion of facilities, major purchases such as a

printmaking Press, controlled class numbers or equal credit for all sup-

a fundamenta] understanding of why these requests are being made and why
. 2 . .
they are important, Quite often they toss requests of this nature aside

&
because art teachers have the reputation of being a little "extreme."
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The most significant effect in this case is that principals can not pro-
perly facilitate a Programme they do not understand. They do not have
a basis on which to make decisions and in many cases seem to reveal a-

bias when dealing with the art programme.

6. What implications do these discrepancies have for art teachers and art

education in general? .

Art teachers believed they were working in isolation: isolated
from the rest of the school in thejr conv1ct1ons and understanding of art as
it app11es to education 1n general. The teachers were morose about the status
of art in the schools and exp1a1ned that learning to cope with negativism
was]an inevitable part of their professional 1ife. ’
The teachers did not feel their efforts were recognized or appre-
ciated by theijr colleagues, the administration or the public. This
troubled them.
It appears that learning to cope with isolation and negativism are
*parE»of the reality of teaching art. For most people this does not come

easily,

Art Teachers' Perceptions Versus Principals' Perceptions

Add1t1ona1 material derived from the interviews is useful in the
exam1nat1on of discrepancies in areas thag do not refer direclty to the
significance of and “expectat1ons for art education.

Each pair of art teachers and principals described the art fac1]1t1es/'#—-‘
as below par and in need of improvement. On the subject of class size,

teachers generally favoured an enrolment of twenty to twenty-five, while
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principals were willing to go as high as thirty.

There was little agreement amoﬁg the principals on why art was
offered in the schools. While each offered some reason, not all were
philosophically defensible. The teachers suggested that pr1nc1pals do not
have reasons for offering art, they simply follow an established tradition.
Disagreement arose on whether art should or should not be an option. The
maJor1ty of teachers fe]t it should not, while all the principals felt it
should,

Whereas all the teachers“fe]t that an art teacher, in additien to
commitment to his subject, needs a solid art background to carry if through
effectively, principals were mere ambivalent. They were inclined to place
emphasis on a balanced education, and on'the contribution the teacher might
make to the staff as an individual, as well as considering the teacher's
background in art.

A]] the teachers felt that public attitudes towards art were nega-
tive. In this, pr1nc1pa]s generally agreed, pointing to lack of squort,
and, ihdeed, Tack of understanding on the pert of the pub]ic abou% the role
of the arts generally. As for the student's perceptions of art, the tea-
chers took a rather gloomy view, indicating that in many cases the students
were looking for an opportunity to do as little work as possible, with
no threat of failure. Principals expressed varying opinions on this, of-
fering as reasons the opportunity to relax, to pursue a hobby, to work |
with one's hands, and as the least of the optional evils.

A1l the teachers felt that the present grading system in the options

provides little incentive to do well. The principals were divided on this

question: two agreed with the teachers, and two did not. 1In responding to
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the question of what influences the quality of the art programme, the
teachers identified as significant factors administrative support and
positive attitudes.towards art; the art background of the teacher; the
character of the option system; the degree to which the school could ac-
commodate the needs of the art curriculum. Principals identified the
teacher as the greatest single factor influencing the programme; Three
of the principals, after prompting, felt that the principal could a]tb |

make a contribution. Also cited were equipment, facilities and supplies.

Critical Interactions Within the School

The intent of this study has been to examine in depth, individual
pérceptions of art education and the conditions within selected schools
that influence the quality of an art programme. | |

Two small groups of people representing four schools participated
in the study.‘ Thein responses to questions refiected their feelings and .
opinions about art and conditions that influence its operation as a school
subject. The letters A, B, C, and D identify the four units and have

allowed the reader to note how eight individuals have responded to each

question,

This section attempts to describe and summarize the s tuation within

each of the four schools in this sample as it reflects on the effective

operation of a quality art programme.

SCHOOL A.
The teacher at school A appeared to be quite content with his s1tua-

tion. Although he did indicate a preference for a high schoo] teaching

. | E
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assignment, his reasons were predominately based on a-desire to work with
more mature students that would be more Tikely to approach art from a serious,

interested perspective. Teacher A described principal A as cooperative,

‘approachable, positive and supportive, ATthough Teacher A did not receive

much in the way of feedback from either thevprincipal or'the staff, he was
not particularly concerned. He felt he Had to live up to,his exbectations
first and was not bothered by the fact that few people on staff discussed
art or his programme with him. He did feel he worked in isolation, that
1S, no one else on staff had any deep exposure to art or art education
and no one seemed to understand or appreciate what his programme was all
about, Although he was aware of his isolation it did not seem to bother
him. This may be explained by the fact that, as well as teaching school,
he owns and operates a downtown art ga]]eky. Perhaps he finds sufficient
opportunity to talk seriously about art through his gallery situ

Teacher A was the only teacher wﬁo was asked by the admiw ation
to approve each student’s admittance to art. He was one of two teachers
that could accept or reject students and was always consulted before students
were admitted into art at mid-termm. This was the only school where the
teacher was satisfied with the jaﬁitoriaf services given the art room,
Teacher A also was one of two teachers who described their facilitjes
as adequate but not ideal. Negatfve attitydes on the part of students,
parents and the public; overcrowded claﬁses; the negative effec}s of'tﬁé
option system; the abundance of art teqthers whoilack adequate training,
and the insufficient time allotted for art were mentioned and discussed.
Teacher A had strong feelings about these aspécts of art in the schools

and was extremely verbal in considering the sources of these problems.

°
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A]thoughvteacher A was aware of pitfalls in his and other art situations,
he remained optimistic about his overall experience in school A. He ex-
plained that the principal was looking for additiona] space within the
school for art for the fo]lowihg year. The principal also had approved
an expansion of the programme to build a dark room and teach photography.
The janitor had suggested teacher A use one of the storage rooms normally
-used by the c]eaning staff as it would require very few modifications.

Principa]\A did not share teacher A's conviction in art nor did he
express opinions that would reveal an acéépting, we]]-informéﬁ position
kegarding art educatidn. He did hoWever, reveal a very firm conviction
in reshap1ng attitudes towards- opt1ons He explained that when he first
came tb schoo] A, three years prev1ous]y, the options, especially subjects
like art, were treated 1ike dumping grounds. He felt he h%d worked very
haﬁd over the three years to improve the attitudes towards options in
general. One of hié tactics had been to open up a wider range of choices,
SO no subject would be over]oaded‘h1th prob]em students. He believed
that there had been a tendency for students in the past to take art be-
cause it was considered a "Mickey~Mouse" course. Now, he inferred, the
majority of students that took art were interested in it. Principal A
explained that students needed the approval of the c]assroom teacher be-
fore they could take any class. _

My assessment of school A‘is that,although the principal did not
appear to have a deep understanding of art education and its significance'
to education in general, he had a respect for all subjects and a]] types
of learning that were offered 1n his school. He appeared supportive,

positive, and cooperative in his g@%l1ngs with the art teacher. The art
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teacher may have wished for a greater appreciation of art and the programme
itself but appeared satisfied with the principal as a facilitator and ad-

ministrator.

SCHOOL B
Teacher B had‘been n and out of teaching, working as art consul -
tant and in business before returning to a junior high school as full time
art teacher. He appeared basically satisfied with his own Situation but
was deeply conce#ned about brob1ems confrontidg art‘education as a whole.
He had returned to teaching at the Junior high level because he felt that
he could make a greater contribution to improving attitudes towards art at
a level where more students would come through the art Programme. High
schoo].students, in his opinion, have already decided how they feej about
art. He believed that in order td‘be most effective in shaping attitudes
he shbuld teach at the elementary level, buf did not think he could cope
with teaching some of everything else. Teacher B had known principal B

1

from a previoys work situation ang had decided to‘teach at school B mostly

because of the principal.

Teacher B, regarded his facilities as adequate but ot ideal. He
was able to accept or r;ject students and was<always consuylted béfore
students were admitted to art mid-term. He was the on]y.teaéher to set the
school drt fee,

He described the administrﬁtion as codperatfve.ypositive. supportive
and approachable. This was the on]y‘tééchér that said he respected the
Principal. He felt that principal B was 1ntéfi{;ent and utilized his

staff well, He explained that the principafﬁknew when to ask another's z/N\\ﬁ
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opinion and did not pretend that he was a specialist in all areas.

Teacher B was philosophical in discussing art education and the
status of art in the schools. He brought many varied experiences from
several countries to his comments. He did not feel that anyone in the.’
scﬁoo1, including the principal, had anything other than a surface under-
_standﬁng of art or his programme. He felt strongly about the isolaffon
Or vacuum that art teachers mugtlcope with in the schools. He explained
that coping or adjusting was greatest for the young teacher who had been
under the impression that art was an important subject that students
were interested in. He was critical of the teacher training pfogrammes'
v"and the student teaching as;1gnments, in that he thought the training
lacked practical emphasis concerning the. reality of their profession and
. that in far too many instarices studep}\ieachers were placed with cooper-
ating teachers who were far from exe;pﬁéiy.:: He was concerned that
students are not prepared for what meets them in the schools and that
they have not been given survival skills, given the reality of the |
situation. _ ' _

He was not pleased with the way his room was being cleaned; he
would have liked more space and smaller classes; he felt students took
art because it was the lesser of th evi]é, he despised the option grad- -
ing system and was very unhappy with the general organization of options
He received 1ittle or no feedback from parents, staff or the principal;
ee felt poster-making was a nuisance and was appai]ed at the number of
people teaching art who do not have an art major. fhese aspects of art

éducation bothered him and at times he indicated that we may be fighting

a losing batt]e But somehow he managed to project beyond \the jssues
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that confronted him daily and operate on a much more global level.
He appeared totally convinced that if anything was to change, it was
~going to be by rea]1st15a11y approach1ng the problems and dealing with
them,

Principal B had a developing interest in art as a collector. He
expressed complete satisfaction with\teac;er B and the art programme and
felt that the art teacher had to be one of the best if not the best in the
city. | . |

As with principal A, he had become frustrated with negative atti-
tudes towards the option subjects. In an attempt to improve the situ§t1on
he Ehought he should set an example and had started teaching options. He
felt that this was a subtle tactic but he explained that kids were not as
1ike1y to say "options don't count" when the principal teaches them.

Princﬁpa] B was the only principal to suggest that art was both
an‘academic and a studio subject. He was also the only principal to re-
commend that option marks be recorded in percentages. He  felt fhiS

method‘had a ¢ :ter impact and was generally more highly fegardedv

—_ The art teacher at schoo] B and the principal at school B seemed
to operate on an understand1ng of mutual respect. A]though-teacher B. d1d
not feel the principal-had a deep underst7K;1ng of what his programme .
involved he did appear comp]ete]y satisfied with the relat1onsh1p they
had established and the pr1nc1pa1 s adm1n1stration of the art programme.
SCHbOL c

The art teacher at school C was not sat1sf1ed with her teach1ng
situation. It appeared that the most obv1ous source of frustration

stemmed from her dealings with the princ1pa1; She degcribeq him as very
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negativerin his approach, indecisive, inconsistent and .cak. She felt
he was quick ponsay "no" and gave her the imp}ession that he never
serious]y'considerea her requests. She felt that he was "wishy-washy"
as an administfator and did not support his teachers, She explained
that in a discipline problem he sided with the student, then the parent
and lastly the teacher.

During the first interview she indicated that she was asking for
a transfer because she could not see herself working in the same s1tuat1on
for another year. She explained that art seemed to be on the bottom of
the list in terms of school priorities. She felt that other options, 1in
_ terms of location, space and faéi]ities were far superior to art. A
situation had arisen where she had requested to re-locate the kiln to
make bettep use of the small art classroom. The principal would not
hear of it, She explained that it was not the fact that she couldn't
move the kiln that upset her, but that he gave her no indication that he
understood why the request had been made. Had he said, "I know You need
extra space, but ..." everything would have been fine ... "I feel he's
working against me," 'she explained.

Teacher C explained that she would Tike some input into who can
take art and how many students are allowed into a class. Some of the‘op-
tions do have 1imited enrolment, but not art. Art is timetabled oppo-
site better programmes so only a certain type of student can fit it into

-his/her schedule. Good-academic students are not able to take art. "I
really don't understand how students can continue on to the next Tevel

. of art when they didn't pass the first level," she said. "All these thingé
.really affect the way I feel‘about teaching here. I getﬁifftle cooper-

ation from the janitors ... they are always complaining about having to
\;\\



139.

clean the art room."
"I have learned to ignore the administratjon and go my own way
and do as much as I can and wait Ffor the end of the year." These comments
were made by teacher ( during the first interview. Although her situation
had not undergone any major change between interviews, the pr1nc1pa1 had
been visited by the city art consultant and the consultant had made re-
commendations ‘about the art programme. Subsequent]y the prwnc1pa] had
approached teacher C and offered her more contro] and input: over the art
programme Two teachers besides teacher C taught art at schoo] C. Both
had very few art courses and, according to teacher C, approached art in
a much more "fun" oriented manner. Several confrontations had resu]ted
over the year between teacher C and the two other ladies. As teacher C
-and one other art teacher shared the same art room, it was d1ff1cu1t to
"be in a situation where the teachers shared a room but not ideas, or
ph1]osoph1es The other art teacher had taught all the grade nine courses.
Part of the new offer to teacher C was to teach grade nine art. |
Teacher C had been informed, by an indirect source, that the art
consu]tant would not move her because he felt she would benefit from
st1ck1ng it out" for another year. The new offer was a definite improve-
ment over the past year and she had decided to stay on for another year
and try the new arradgement. ) :
| Although teacher C felt isolated from the staff and longed to
talk to someone about her programme, her ideas and some of her problems,
she explained that these feelings were not. as d1ff1cu]t to cope w1th as
her fee11ng of a11enat1on from the pr1nc1pa1 She volunteered that many

teachers on staff expressed d1ssat1sfact1on with the adm1n1strat10n
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The turnover of staff was extremely high, she said. She believed he had
no understanding or appreciation for art or art education and did not
therefore ever know when her requests had merit. Sheconjectufed that the
art consultant had obviously said something that had changed his mind.

Principal C thought that the art area was the most poorly de-

*TA';veloped physical space in the school. He felt students mostly take art
because they like it and wish to explore their potent1a1 in that area.
Exams, he added, were not any means of ensuring student effort ..: “If
it's a worthwhile experience the kids will work." Principal. C felt that
the art teacher; equipment, supplies, and students influence the quafity
of the art programme... in that order. _When asked what influence the
principal had on the programme, he replied that the principal influences
the schpo] tone and in that way reflects on all programmes. He did not
feel the principéi had any direct influence on the art programme; onfy
the teacher does. .

Teacher C's comments about the administration were verified QXV
two teachers in séhoo] B who had previously taught at school C under
principal C's administ;ation. They described principal € as weak, in-

"consistent and non-supportive. They both had Teft the school because
of ghe administration and knew that the school hadya very high turnover
of sta%f.

it would seem that teacher C has recgived 1ittle support from
the principal-at her school. It has caused eXtreme frustration anq dis-
satisfaction for her on a day-to-day basis. Her s4$tuation is an unfor-

tunate example of how much the adm1n1strat1on can influence the ing

“ape “ience and ultimately the programme offered the students.



147 .

SCHOOL D
The teacher at schoo] D was frustrated in that she was dedic...ad

~
to teaching and especially teaching art, but the conditions she was oper-

ating her programme under were defi%ite]y starting to Wear her down. The
basic source of frustration stemmed from the fact that-her average class
was thirty and her room was véry small and not suitable for more than
twenty. The classroom was located at the ;nd of a pie-shaped wing so
that there were two doors, oné on either side of the roo ; that emptied
directly 1nto‘ha1]ways With an activity- or1ented class, such as art,

in cramped quarters, and two doors for students to play with, discipline
was a problem. !

The demand for art had increased to the point.where she was
teaching continuous]y and only had a spare when another teacher relieved
her. This arrangement had not been suggested by the principal. In addi-
tion ‘to the classes held in the art room, two add1t1ona] c]asses were
offered and these were taught in an ordinary classroom by teacher D and
another teacher on staff. Supplies and prqjects were stored in the art
room and lugged to and from it at the beginning and end of each period.
This presented a ~+itical Situation with storadge, as the existing class
area was not adequate.

Teacher D‘strongly criticized the option system for conditioning
students into disregarding certain subjects as worthwhile, important

parts of:a total balanced education, She felt the policies set by the

board encouraged students to regard certain subjects as  "not important"

play areaé. She explained that if a subject isn't worthwhile it shou]dn t

be offeredand. if it is offered, students should be required to work and
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put some effort into the class. Teacher D belfeved that educators should
be promoting ‘the value of a well-balanced edueation and should instill in
Students the desire to learn regardless of the subject and whether it is
ca]}ed “core" or "option." The optjon system appeared to have a strong
negative influence on her programme.

Teacher D had problems wi the cleaning staff as they were con-
stantly remarking about the “messy" art room. She said that what they
didn't know was that the room was nerer designed for art, 'was over-
crowded, was difficylt .o work in and Wou]dvconsequently hot be a tidy area

at the end of the day.

Although she described the administration as cooperative and ap-
proachable, she did say they obviously could not feel too strongly about
certain problems she was dealing with because she continued to be faced
with them. She recejved little feedback from the administration and
mostly amazement from the staff at putting up with her art situation.

She sa1d she would like to teach at a h1gh school, as she hoped
students would be more serious and one could spend more time on art
rather than on discipline. She explained that timetabling is a problem
in that she does not understand why a 1imit is not set on the number of
art classes and students allowed into a class; other options have
cut- off numbers Teacher D also mentioned that she would like more 1nput
into approving registrations for art ahd that she would Tike to be con-
sulted before .students are admitted into art at mu-ier.

Teacher D added during the second ‘interv:aw that che situation

“had developed into an impossible teaching assignment as she was mostly

disciplining and hardly teaching art. She had applied for a transfer to
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- istration, a great deal of communication and support was not apparent
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another subject area in school D, or a transfer to another school to what-
ever was available. She felt that this was an extreme move for her, be-
cause she was a specia]jzed art teacher and 1&ved art; but she did not
feel she was accomplishing anything to do with artAfn her present situa-
tion.

The principal spoke highly of teacher D. He felt she was well-
qualjfied and had deve]éped a very strong art programme over three years.,
He intimated that options were poorly handled in the schools and explained
that he wished he could do more about it. He felt that his hands were
tied 1n that decisions about general educational policy were handed down
from the government to the school boards to ithe principals; "eventua]]yd

the student gets the picture and behaves accordingly! He explained that

'the schools shape negaiive attitudes on the part of students and parents

with their'treatment of the option subjecfs. "If we do not care if a
student fails art why should the parent', he explained.
Although the principal was sad to see teacher D leave her posi-

tion he did not indicate he knew exactly why she was leaving. He seemed

to feel it had more to do with a residential move than anything else. It

would seem that although teacher D felt quite positive about the admin-

Principal D indicated he wished he could control class sizes in art he’
wished there was something he could do about the cramped classroom but

he did not 1imit the number of art classes offered nor did he control

the number of students admitted. ,

It would appear that some minor alterations could have been made

internally to reduce the art teacher's frustration. Again, this is an
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unfortunate example of how forces other than the teacher do affect the
art programme.- I consider %Be situation at schooy p exemplary of how
great an effect influences from within the sch001 3nd within the system

“itself can have on the art programme. ‘ )

Recommendations for Further Recearch

There is a need for reseerch in art edUCatjon that is directed
.towards administrators.  If this study is.any indication, administrators
are‘genera]]y.111—infonmed about art, do not sée'it as a vital part of
' educat1on and are not likely to fight any battles gp exerc1se the1r in-
ifluence for the sake of art. It is necessary that they be made aware of
the need for art and what the art programme's obiectives are in rélation
to genefal educational goals, if art education is to gain their.support; .
Research directed at assessing tne quality of art in the elemen-
tary schools is necessary, if we are to develop Positive attitudes in
‘those students who go on to take art in junior high school.
| It would seem that there is need for res€arch that would deter-
Mine how many art teachers are skilled in presenting budget proposals,
well-documented presentations for expansien of thej, progranmes and who
possess a clear understanding of the procedures 1'“\/olved in presenting
a well-defined case for consideration, If art teachers are not ab]e to
Present articulate defenses for art, we can not €Xpgct others to come to
our aid. Perhaps a study examining the amount of tipme teacher tra1ning
Programmes spend on the “politics needed for successgfyl art teaching®
-'wou]d be he]pfu] The development of such prograMeg would in itself be

a worthwhile endeavoUr.»
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Consistent with ﬁhis is the need to assess the expectations of
students enrolled in art education programmes.  Specifically, are art
majors in their final year of teacher training aware of the realities of
teaching art in the schools? It would seem that if we are to maximize
the contributidn of a small number of people who represent art education,
it is necessary to prbvide them with as much relevant academic and prac-

tical information as 1s available, and expand and adapt teacher training

courses to those ends.
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APPENDIX A

Interview Schedule: Teachers

Qﬁestion 1: How long have you taught art at this school?
Question 2: Have you taught art elsewhere?
Question - 3: Where did you take your training? _
Question 4: s your positian here a fﬁ]]-time art position?
Question 5: How many students might take art this year?
“Quéstion 6: What would be the largest, the sma]]estf and the averagé c]ags
size in art?
Question 7: }What would you consider to be’an ideal class size for art?
Question 8:l~How long are the art periods and how often do they meet?
Question 9: What is your annual art budget? J -
Question 10: Are you satisfied with the art budget? .
Questiqn 11: How much do you_charge ﬁpr.the additional school art fee?
Question iz:? How would you describe your facilities?
Questién 13: Was the art room desigﬁed as an art room?
Question Td: What do you try to emphasize in your programme?
Question 15: Why do you think students take art in this schooT?
Question 16: Why do you think art is offered? '
Question 17: How would you describe studenfé' attitude§ towards art in

| this school? / -

Question 18: How do you think the gens;af public views art as a school Lubject?

Question:19: How would you describe your re]at)onship with the administration

.

in this school? . ' // .

/ o .
.4 g )
Quest.on 20: Do you think the administration share yqué;ﬂn1050phy regarding

g 0



Question

Question

" Question

Question
Question

Question

Question

Question

Question
Question
Question

Question
Question
Question

Question

Qdestion

21:

22:
23:

24:
25:
26:
27:
28:

29:
30:

31:
32:
34:

35:

36:

programme?

schoo]? : .

153.

art éducafjon?

What type ef feedback do you receive from the etaff and the’
adminis4ration }egarding the art programme?

What type of feedback do you hear from parents?

In your opinion ’what ;'nﬂ uences the quality of the art pro-
gramme most?

How wou]d you-describe teaching art in this school?

Do you think art should be offered at all Tevels?

Would you consider teaching at the high school level?

How do you find the janitbria% seFOices in“ghis school?

How do, you feel about timetabling and registration procedures

in this schoo]? . ; ;////

Do you have input into determining who takes art? -

Do the students or staff make special requests of the art

’

Could you describe the marking, system used for art?

Can a student go on to ¢-ade e“ght art aftefv’Ailing the grade

seven_feVeT?

P
.
D%
w4

How do you feel about the option system in general? N ';‘5i
Do you think .art is a subject that accommodates greater .numbers?
If you were asked- to recommend changes for the art programmes

in schoo]s what would you suggest?

Do you feel your training and what you expected to do in the

" schools is consistent with what you are ab]ea;O‘do.1n this

AT g

:“Do yodmf1nd time to pursue your own }nﬁolvement 1n art?

g



Question 1:

“ Question 2:

Question 3:
Question 4:
Que;;jpn 5
QUe%ffonA _:

Question®. 7;

Question

Question 10:
Question 11:

Question 12:

v

: _Question 13:

/‘Quesfion 14:

Question 15:°
& ‘

A

N

6

/
Quest$bniﬁéf

. .
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APPENDIX B

Interview Schedule: Principa]s'

What is the population of this school?

How large is the staff?

How many students might go through the art programme in a

year?

Could you describe the marking system here for options and

épepificaliy'for‘art? B0

»

Do yab thihk the present markihg system for options is suit-

pg e

e

ble for art?

a

‘-f¥f0m your perspective as the principal why do students take art?

Why -do you think parents would want their children to take art?

What would be an ideal class size for art?

Do you think certain subjects can accommodate more students

than others? :
: »
Do you think art can accommodate greater numbers?
In your opinion what makes for a good art programme?
In yoir “injon how much art background is required to teach
art? -
Do you think there is a tendebcy for girls to like art more

than boys?
. i o
How does the general publdc view art?

' Do you thinkfparents make a distinction between academic and“

core subjects?



Question
Question
Question
‘uestion
¢ Question
Question
Question

Question

Question
Question
Question

Question

Que-*ion
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]6k Do you think students work harder in subjects where there

17

19:
20:
21:
22:
23:
24:

25:

26:

27:
28:

“demic subjects?

are exams?
Can a student go on to grade eight art if he fajled the grade

seven Jevel?

How would you describe the difference between core and aca-

.Y
c'. 7" A
In your op: at do students learn from taking; E?'}
. bade.

Should art history.be incTuded in junior high art? *-
Do you think art should be an option?
Why is art offered in the schools?

Could you describe the art facilities in your school?

“In your dpinion what physical features and what equipment is

necéssary for the art classroom? .

Whgt would you consider to be the advantages and the:%isadvan-
t&ﬁis of teaching art? | -
What do you think influences the quality of the art Bﬁdgrammé
most? '

How do yoﬁ feel about the art programme in your school?

What advice would you have fqﬁf?irst year art teachers?

“

;
-

P



