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ABSTRACT 

In seeking to create and frame the teacher wisdom contextual to the practices of 

Tucson art teachers, I designed a descriptive action research study. Inspired by Judy 

Chicago's installation. The Dinner Party. I invited seven female art teachers to my home 

as guests at The Tucson Dinner Party. Four questions were asked of the art teachers. 

They were: 

1. Using an artistic metaphor, how would they describe the meaning they give to 

their teaching? 

2. How were they socialized into the profession? 

3. How would they define the attributes of an expert art teacher? 

4. How do they see the future of their profession? 

It was found that: teachers with more experience created more complex metaphors for 

their teaching, socialization of art teachers is weak at their school sites, teacher expertise 

is undefined in art education, and art teachers have concerns about the impact of 

standards reform on art programs. 



CHAPTER ONE- STATEMENT OF INQUIRY 

Introduction 

Four art teachers gather at Three Mick's Cantina in the heart of downtown 

Tucson, Arizona. The purpose is a business meeting of the Arizona Art Education 

Association. As the late Friday afternoon sun shuffles across the lush courtyard and the 

art teachers await margaritas and lime-enhanced cervezas, chance conversations erupt 

among them. The space, with its mismatched chairs and tin-covered tables, is as colorful 

as the womens' exchanges. 

One teacher opens the conversation with an anecdotal cliche. "You won't believe 

what happened to me today," she said. Nevertheless, our ears are as eager as our thirst. 

Her brief narrative, interrupted by the arrival of another teacher, halts. We are 

momentarily diverted of our attention as the newcomer entices the group with a snippet 

of what she encountered that day. Etiquette prevails and the original conversation 

resumes, only to have the same thing repeated with the arrival of each additional person. 

We make an informal decision to withhold serious teacher talk until all are present and 

served. 

People sought additional chairs as they squeezed around the tables until settled 

with tapas and libation; we again began our dialogue. The only mention of a business 

agenda was the announcement and introduction of the new Arizona Art Education 

Association, Southern Region representative. The ensuing dialogue revolved around 
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issues of teacher and student ethnicity, the ongoing challenge of teaching art history to 

students who prefer studio work, and the proper pacing of a high school ceramics class. 

A Mexican American teacher explained why she chose not to teach her Mexican 

American students about their shared heritage. Many of us commiserate about 

differences in student motivation while learning art history as opposed to studio art. Two 

teachers, both new to teaching in high school, discuss the merits of teaching students a 

few well-constructed ceramics projects as opposed to exposing them to several methods 

and techniques. 

The setting was informal yet the conversations were long and detailed and 

continued into the early evening. Teachers took turns telling anecdotes, posing questions, 

and listening and sharing knowledge. These art teachers teach in different schools and 

districts and teach diverse student populations. Participation in the dialogue was like 

planting a seed. After our meeting, this seed of knowledge germinated for a while. 

Nourished by prior knowledge and experience, the seed transforms itself and the teacher, 

and it appears as new growth when enacted in our different classrooms. 

We shared this inquiry, into our teaching, however, looking for new knowledge 

and insight. The inquiry served two purposes: the first was to engage us in problem 

solving dialogue surrounding our practice; the second was to help us become better 

teachers through the acquisition of new knowledge surrounding our practice. 
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Formal and Informal Shaping of Teacher Wisdom 

The meeting at the Three Mick's Cantina, using discourse at an informal meeting, 

enabled the art teachers to present knowledge about their practices. Teacher wisdom is 

accrued through participation in both the formal venues of teacher education and the 

informal experiences where teachers engage in inquiry into their practice (Schon 1983; 

Shulman 1987, as cited by Feldman, 1994). Alan Feldman (1994) states, "a significant 

source of teachers' knowledge is their interaction with other teachers" (p. 1). 

Universities and school districts provide a menu of sanctioned formal opportunities for 

teachers to expand their knowledge, for example, in-service programs, workshops, course 

work, and participation in action research projects. Yet, we pay slight attention to the 

informal, ongoing teacher dialogues, which teachers have between themselves. 

At my high school, we have devised an ongoing, informal structure, which allows 

for conversations similar to the ones I experienced at the Three Mick's Cantina. 

Teachers from all content areas gather every Wednesday for a potluck lunch. Along with 

sharing our food, we share our anecdotes surrounding our educational experiences. 

Anecdote-telling is an activity where teachers recount to each other brief stories of 

practice (Feldman, 1994). Others present may listen, question, and tell other anecdotes. 

Knowledge about ourselves as teachers and teaching in our educational setting grows 

through these rich and detailed conversations. When we teachers carry our new 

knowledge back to our classrooms, we act upon it (Feldman, 1994). These experiments 

in reflective practice allow teachers, like me, to try out new ideas. Returning each week 

to the informal group for lunch, we engage in further anecdote-telling that is based on our 
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actions. While the nature of an informal meeting and exchange of dialogue may change 

from school to school, they all become legitimate venues for the creation and 

transmission of knowledge and wisdom in the teaching profession. 

Acknowledging the validity of interactions similar to the one at the Three Mick's 

Cantina meeting or a potluck lunch still leaves us with several questions. First, what 

imbues these informal conversations with teacher wisdom? Feldman (1994) defines 

wisdom as "an aspect of teachers that enables them to teach. It is: A way of knowing the 

world, of understanding educational systems, and of generating knowledge, coming to 

understanding or making meaning" (p.7). Second, are there concerns about the collection 

and storage of teacher wisdom and how can this knowledge be disseminated to novice 

teachers? Unless a structure exists for documentation, the knowledge and wisdom 

generated through teacher dialogues during informal meetings will go unrecorded 

(Shulman, 1988). As a teacher group dissipates and individual teachers move on to new 

challenges, knowledge becomes further fragmented. 

Authentic creation and transmission of meaning and understanding of the 

profession may occur among diverse groups of teachers engaged in dialogues at many 

schools. Yet, these scenarios propose a challenge. It is not their informality; rather it is 

their transiency. Sojourners, prophets and sacred speakers teachers may be, but in our 

practice, we need to find a way in which to record and interpret this teacher wisdom 

(Shulman, 1988). 



Description of Inquiry 

In seeking to create and frame the teacher wisdom contextual to the practices of 

Tucson art teachers, I designed a descriptive action research study. Inspired by Judy 

Chicago's installation. The Dinner Party, I invited seven female art teachers to my home 

as guests at The Tucson Dinner Party. These teachers were representative of different 

levels of expertise. Included in the invitation were four questions to be asked of the art 

teachers, each corresponding to a different course of the dinner. The menu was inspired 

by another woman of the arts, Frida Kahlo. 

The purpose of this gathering of art teachers was to create an informal structure that 

would allow for the construction and recording of teacher wisdom through conversation. 

There were four questions for teacher discourse: 

1. Using an artistic metaphor, how would they describe the meaning they give to their 

teaching? 

2. How were they socialized into the profession? 

3. How would they define the attributes of an expert art teacher? 

4. How do they see the future of their profession? 

The Dinner Party 

The Dinner Party was an installation conceived by artist Judy Chicago. It began 

with her drawings in 1974 and evolved into a collaborative inquiry encasing women, 

womens' work, world history and art. This mixed media artwork, triangular in 



configuration, included the traditionally female arts of ceramics, china painting, and 

needlework. Situated on an enormous, triangular-shaped table, with its elaborately 

embroidered white cloths, were thirty-nine place settings. Equally divided on each side, 

the place settings celebrated a goddess, a historic personage, or an important woman of 

arts or letters. Its theme honored the achievements of women long ignored by those who 

document history. 

Years of extensive research supported the development of this symbolic history of 

wo mens' accomplishments. Its goals were twofold: 

1. To use an artwork to teach us womens' history. A history that tells of womens' 

significant accomplishments across time and in many societies dominated by males. 

2. To educate and illustrate people so that womens' histories will receive their just 

recognition. (Chicago, 1996). 

Metaphorical Connection 

Lee Shulman (1988) writes, "We educators leave almost no record of what we've 

done. So when it comes time for someone else to leam from our experience, they find it 

difficult" (p.43). My introduction described the discourse unfolding at the Three Mick's 

Cantina. This rich and unrecorded conversation, however, only exists in the memories of 

the participants. Chicago's Dinner Party visually described the historic imprint of thirty-

nine women on civilization. Its intent was altering the perspective of history, a history 

where the significant accomplishments of women were consistently ignored and 

unrecorded (Chicago, 1996). In my thesis, I chose to esteem ihe professional 
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experiences of female art teachers as Chicago did with the accomplishments of The 

Dinner Party's women. 

While Chicago's women receive the recognition through inclusion in the artwork, 

they still have no voice. The Tucson Dinner Party not only records the accomplishments 

of seven Tucson female art teachers it documents the conversation regarding their 

teaching. The goals of my dinner party were: 

1. To gather art teachers in a sacred, traditional and informal manner as Frida 

Kahlo did- the breaking of the bread. 

2. To record the accomplishments of the seven art teachers. 

3. To participate in the creation of knowledge based on our practice through 

conversation. 

4. To document the experience so that others may share this new knowledge. 

In the early 1970's, the womens' movement was at its crest. Judy Chicago 

described it as a lime when the dreams of women, even the seemingly impossible dream 

of influencing the world through the art of women, seemed possible. As we begin the 

new millennium, it is our time to dream and to actualize how we have influenced 

education as art educators (Chicago, 1996). 

Methodology and Data Analysis 

I achieved triangulation by videotaping the evening, tape recording the event and 

photographing the event. When working with the data, I reviewed the videotape three 

times and the tape-recorded conversations twice. The second screenings of the audiotapes 
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allowed me to hear the even the slightest contribution to conversations. As I listened, I 

made notations on a matrix, which coded individual teacher responses, particular to their 

situations and resf)onses that were made about the teaching profession in general. From 

the matrixes, I then summarized the information twice. The first time I looked for 

common themes. The second time was to organize information around those themes. 

Conclusions and implications for future study was based on the analysis of all data. 

My Roles as Participant Observer and Researcher 

My roles in the Tucson Dinner Party were those of participant observer and 

researcher. While I did contribute to the conversation that evening, mostly I acted as the 

facilitator and recorder of the event. This intentionally distanced stance allowed the 

teachers to seek their own responses to the inquiry I orchestrated. My concern was that I 

might unconsciously sway them with my contributions. 

As a researcher, I designed this inquiry into teacher's professional lives, planned, 

and hosted the event. I drew on one of my strengths in its implementation- the dinner 

party. As an assistant at Culinary Concepts, a local cooking school, I have amassed many 

culinary skills. Another fit to the dinner party theme was my social nature. I love to 

entertain guests in my home. The selection of the teachers was subjective, for while they 

are all acquaintances of mine, I have not observed all of them in their classrooms. My 

introduction to them came from joint participation in art education events. They are 

highly visible in the community of art educators in Tucson, Arizona through their work 

with the Arizona Art Education Association and the University of Arizona. Finally, the 
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teachers were aware that this was an action research project and the invitation to the party 

gave them both the menu and the topics of discourse. 

Thesis Statement 

It was my intention to inquire of seven art teachers: what artistic metaphor 

described the meaning they give to their teaching; how were they socialized into the 

profession; what are the attributes of an expert teacher; and how do they see the future of 

teaching? This inquiry moved beyond merely documenting their beliefs to uncovering 

the how and why of their ways in order to understand what shapes art teacher identity of 

one who is actively engaged in their profession. This study informs the field of art 

education and school reform ideologies of the nature of their subjects; the teachers and 

the unique and diverse meaning they give to their profession. 

Mary Erickson (1979) states that we leam art education history from other art 

educators. The purpose of a study of art educators is to (a) to assist in the initiation of 

preservice teachers; (b) to come to an understanding of the origins of vocabulary; and (c) 

to purge ourselves from ghosts of the past. Particular to my study is the final belief, "that 

inquiry into art education serves as a basis for formulating research questions about our 

present and our future" (as cited by Chalmers, 1993 p.255). 

F. Graeme Chalmers (1993) notes too that one must go beyond documenting to 

framing histories of an educators. I have chosen to go beyond merely reporting on them. 

Taking documentation one step further, framing histories means having a viewpoint for 

your research and explaining and interpreting your findings with that frame of reference. 
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In my study, I framed the teacher conversations with the creation of metaphor to make 

meaning of their teaching practice and their socialization exjjeriences and proposed 

attributes of an expert art teacher and predictions for the future of art educators. My 

viewpoint is that these questions contribute to the icnowledge base of teacher 

development grounded in biography and prior experience. Becoming a teacher is a 

process, not just an outcome, and it continues long after preservice teacher education 

ends (Bullough, 1997). 

My research interests are in the significant shared experiences of teachers, the 

ones that shape their knowledge, and give meaning to their work. What is real in 

teaching derives itself from the experience of practice as it manifests itself between 

cultural and institutional circumstances and the values and beliefs of the teachers. As any 

writer might imbue his or her narrative with metaphor, so too is there a rich metaphorical 

narrative within each teacher. This small study, inclusive of only seven teachers from a 

southwestern city, still bears significance. Karen A. Hamblen (1993) validates the 

significance of the small study: 

I believe art education research and professional activities take many of their cues 
from a Western aesthetic (and a western economy) concerned with things and with 
blockbuster glitz-and glitter rather than everyday accessible (and relatively low cost) 
experiences of art. It is possible that much professional activity is merely much ado 
about not too much, and the silences of "no stories", "negative stories" and "on-going 
stories" constitute the norm -reality and the future of art education (p. 197). 

The contributions of the seven participants brought definition to and understanding of the 

professional art educator. The study is significant in that each of the seven art teachers 

received their teacher education at the University of Arizona. Despite this commonality, 

however, the teachers were unique in their experiences and histories. 
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CHAPTER TWO- REVIEW OF THE LITERATURE 

Conversation 

Role of Conversation in Action Research 

A few teachers linger after a tumultuous staff meeting at my high school. Their 

dialogue revolves around questions concerning their practice and the probing for new 

concepts. Others listen, perhaps waiting for their opportunity to speak. It is determined, 

precise and thoughtful discourse but when do these conversations among teachers 

become collaborative action research? 

Stenhouse (1975) defines research as systematic, critical inquiry made public. 

Action research can take on many forms (Cochran-Smith & Lytle, 1993). It may be an 

individual experience, where one person takes on an inquiry. It may also be an inquiry 

involving a varied number of participants acting in unison. The constituents of these 

groups may be teachers, university researchers, or people unattached to schools or 

universities. Feldman (1997) identifies action research as teachers inquiring into their 

own practice within their contexts. The purpose of these inquiries is to improve their 

teaching practices though the acquisition or creation of new knowledge and its goal is to 

arrive at a new level of understanding about their practice. 

One may ask, then, is conversation a form of action research? Feldman's (1997) 

definition of conversation extends beyond talk to include five considerations. First, a 
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distinguishing criterion is that it occurs between or among participants. Second, it is a 

collective endeavor, in that people are sharing when they converse. Third, there is an 

objective to the conversation. Fourth, conversation brings new knowledge and an 

enhanced understanding of the objective. Fifth, long and serious conversations may not 

end when the meeting ends. The conversation may evolve over time to include new 

venues for conversation or new participants. 

Cochran-Smith and Lytle (1993) define the oral inquiry process, as one in which two 

or more teachers initiate an inquiry concerning an issue of their practice that is both 

collaborative and oral in nature. While engaging in this oral inquiry, teachers are 

constructing a knowledge base and analyzing pertinent and relevant data surrounding 

experiences occurring within their school setting. "For teachers, oral inquiries provide 

access to a variety of perspectives for problem posing and solving. They also reveal 

ways in which teachers relate particular cases to theories of practice" (Cochran-Smith & 

Lytle, 1993, p.30.) The qualities that move these procedures from "teacher talk" to 

research are that they are procedural in nature, they are infused with the construction and 

preparation of data, and are carefully documented. 

In an attempt to distinguish conversation as a legitimate form of collaborative 

action research, we return to Stenhouse's definition of research as systematic, critical 

inquiry made public. Conversation is systematic when the inquiring participants are 

aware that they are participating in research (Feldman, 1997). Conversation is critical 

inquiry when the interchange involves participants seeking to leam. Processes may take 

the forms of anecdote- telling, listening, reflecting and questioning. Participants are 
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attempting to attain a greater understanding of what is before them so that the discourse 

brings meaning to their practice. The research is made public, for example, when 

participants share what they have learned though conversations with other teachers 

outside the group, presentations at professional development activities or conferences or 

publications. Summarizing the argument, Feldman (1995) notes: 

Action research is a form of self-reflective inquiry that, when done by teachers, has as 
its goals the improvement of teaching and an increased understanding of the 
educational situations in which the teaching occurs. It is called action research 
because teachers learn about their teaching by acting in their classrooms, and because 
their research guides the decisions that they make about what actions to take in their 
classrooms, (p.l) 

Teacher Knowledge and Understanding 

Professor Lee Shulman of the Carnegie Foundation has inspired teachers to define 

the scholarship of their teaching. As a researcher, he has examined knowledge from the 

perspective of the teacher, that is, looking to expert teachers for knowledge surrounding 

the explanations of their actions and their decisions centering on practice. Although other 

researchers have looked at the teacher knowledge perspective, his conceptual framework 

of a teacher knowledge base is extensive and inclusive of many categories. 

Pedagogical content knowledge is a well-established theory. In it, he states that 

teachers must have content knowledge or knowledge of the subject matter that they teach. 

Teachers need a variety of pedagogical strategies including knowledge of how to engage 

students with content, how to supervise, pass out and collect materials while managing 

students, and how to design a lesson plan and assess student performance. Finally, 

teachers need pedagogical content knowledge. This perceptive kind of knowledge 
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attempts to define "how to teach" in a most complex, situational manner, yet it is 

certainly connected to content. Pedagogical content knowledge includes knowledge of 

how to explicate specific concepts so as to maximize student learning and how to 

represent techniques and interpret methods. Connecting students to learning in 

meaningful ways enhances their understanding of subject matter. Pedagogical content 

knowledge explains how teachers must not only know about subject matter content and 

pedagogy but must know how to apply teaching knowledge in the particular social and 

established contexts (Sternberg & Horvath, 1995). 

Shulman's (1986) pedagogical reasoning is a model for the generation of teacher 

knowledge based on practice. The teacher's knowledge, in this instance, transforms the 

teaching process since it is shaped through critical interpretation. The teacher selects 

curriculum, delivers instruction, evaluates performance, and then reflects on those 

actions. A new comprehension of those tasks arises from the fulfillment of them. 

The socio-cultural perspective on teaching encompasses the reciprocal 

relationship between teachers and society. Surrounding this interactive milieu is learning 

and teaching. These interactions contribute to the construction of teacher beliefs where 

they hold influence and yet are subject to influence from their contextual setting. Doyle's 

(1991) social constructivist view of curriculum states that student and teachers enact and 

experience content while negotiating its context and meaning (as cited by Fenstermacher 

& Soltis, 1992). 
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Teacher Reasoning 

In other research on categories of knowledge, Shulman (1986) has defined three 

different forms for the expression of teacher knowledge. They are propositional, case, 

and strategic. Propositional knowledge is knowledge of a subject that may be used in 

discussion or analysis. It is expressed is such a manner that its basis may be supported as 

truth or contested as false. There are three types within the form of propositional 

knowledge. The first is empirical knowledge derived from research. Second is informal 

knowledge derived from the wisdom of practice. Third is normative knowledge derived 

from the values, ideologies, philosophies, and ethics of practice. 

Case knowledge is a form of knowledge embedded in narratives, case studies, or 

anecdotes on practice. Strategic knowledge is situational in nature. It is the knowledge 

that teachers incur when facing teaching situations for which there is no directly 

applicable knowledge base. Rather, they evolve strategies while immersed in these 

situations (Feldman, 1994, Shulman, 1986). 

The teacher reasoning perspective illuminates teachers as reasoning beings and 

not merely knowledgeable agents. It emphasizes the practical and moral facets of 

individual teachers, which in tum defines their expertise. Reasonability, responsibility, 

and flexibility are qualities exercised in the contexts of their teaching. 

There are three major paradigms of practical reasoning. Fenstermacher's (1987) 

practical arguments strive to bridge the schism between propositional knowledge of 

educational researchers and teachers. It is mclusive of teachers' concepts of teaching and 
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the moral, ethical or philosophical settings in which teaching occurs. Questions 

encompassing the practical arguments bring to the surface the moral, ethical and political 

concerns of the teacher before decision-making and action. 

Practical theories are embedded in the context of teaching. Teachers' personal 

guidelines with respect to teaching evolve from encounters with practical problems in 

their settings. Shaped also by the elements of any teacher's life and prior experiences of 

the teacher means all teachers, at any place on the continuum of expertise, possess 

practical theories. New practical theories can develop through practice centered on 

inquiry. 

There exists fluid and complex situations in teaching, however, where theory and 

practice merely inform. These dilemmas do not provoke immediate responses into 

situational issues, rather they resonate within the teacher in the form of "problem 

setting." Donald Schon (1983) describes how a teacher frames the problems of practice. 

When placed in a unique situation, he/she reflects on the extraordinary circumstance and 

tries to frame it in relation to prior experience. Then the teacher experimentally 

approaches the situation in a new way. Practical reasoning is a process that transforms a 

teacher's tacit knowledge through reflection on problematic situations and enacting new 

strategies. 

Teacher Wisdom 

A final perspective of teacher knowledge is offered. Teacher wisdom is distinct 

from knowledge and all of its descriptors and from understanding of teaching scenarios. 
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Shulman's (1987) wisdom of practice is knowledge derived from practice. Schon's 

(1983) deliberate wisdom is the ability to step outside of practice so that events are 

rethought within a new framework. Wisdom-in-practice (Dreyfus and Dreyfus. 1986, as 

cited by Feldman, 1997) characterizes the "of the moment" experience of teaching, for 

this wisdom cannot be separate from its unfolding situation. A teacher engaged in good 

practice involves all three types of wisdom, for each is a systemic process of knowing, 

understanding and making meaning. 

Knowledge, Understanding and Meaning 

Defming knowledge and understanding, one might also encounter the redundancy 

met with wisdom. In informal dialogue, we use them interchangeably. To establish the 

basis of my research, knowledge is data (Feldman, 1994). Teachers acquire knowledge 

of accomplishment or knowledge of comprehension. Knowledge of this nature may be 

categorized, stored, and shared. Understanding is distinct yet derived from knowledge. 

Given a category of knowledge and an action, a teacher comes to understand when they 

make meaning of the act in a new way. The actions are situated in a rich teaching context 

and layered with content, students, school settings, the teacher's past experiences and 

their future. The teacher, caught in this web of the moment, heightens knowledge to 

understanding, as the event is made meaningful. The Tucson Dinner Party invited 

teachers to make meaning of their teaching using metaphors. 

In discussing teachers, I have spoken of several defining characteristics. For 

example, teachers rely on a knowledge base (Shulman, 1986), inquire into their practice 
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and make meaning of their work. These models, however, are sequential in nature. They 

rely on mastering sequences or levels, which in sum, make up the big picture. If one 

looks at a model of what it means to be a teacher that is social constructivist in nature, it 

brings a new perception to teacher work. When viewing teaching as an interaction with 

students and content in the context of a school setting a different dynamic is exposed. 

(Doyle, 1991, as cited by Fenstermacher & Soltis, 1992) 

Metaphors 

Metaphors for Teaching 

A metaphor is an abstraction made real. It is figurative language, appearing first 

in 1533 and originating from the Greek, from metapherein, meaning to transfer. It is a 

figure of speech in which a word or phrase literally denoting one kind of object or idea is 

used in place of another to suggest a likeness or analogy between them (Morris, 1976). 

An anist may imbue a work of art with metaphor. Additionally, the process of 

making meaning while engaging in a discourse activity may involve the use of metaphor. 

Each of these transactive procedures comprises a mutually creative experience among the 

artist, the artwork, and the audience (Bannister, 1994). As a culture, we share a common 

understanding of certain elements; therefore, we are able to grasp the meaning of a 

metaphor. We may also infuse it with meaning rooted in our own perceptions and 

experiences. The community of teachers shares common understandings of practice. 

When giving personal meaning to our teacher metaphors we illustrate facets, new and 

bright, and demonstrate to others an understanding of our unique situations. 



The first task asked of the teachers at The Tucson Dinner Party was to create and 

present an art-related metaphor that described the meaning they give to their teaching. It 

is my belief that creating such a metaphor was a means to project one's vision as a 

teacher. What we characterize as meaningful or what meaning we use to define our 

teaching is also a manifestation of how we tend to the profession of teaching. 

Greene (1995) decries the lack of imagination in current education reports. 

Indeed, ideas presently consuming the domain of education revolve around standards, 

benchmarks, and standardized tests. Though important to our goals for students, 

nevertheless, reading statistical data is only sharing in a faceless, factual manner. The 

use of metaphor, however, solicits imagination in both the acts of creation and 

interpretation. Metaphor abstractly engages us in the transfer of one concrete thing to 

another one. This act is full of possibility and promise. "Attending to metaphor can 

effect new connections in exp)erience, disclosing new configurations to the mind" 

(Greene 1995, p.2). 

Our lives, without any imagination, plod the mundane, as teaching becomes just a 

job, and class time is a bore. Imagination seduces us into believing that experiences are 

vaster and deeper than our predictions. It is a teacher's desire to saturate his or her 

classroom with possibility, tapping into student interest and enthusiasm. However, what 

of a teacher's creative imagination? If teachers enhance their knowledge and 

understanding of practice with metaphor, they are certain to negate Paulo Freire's (1990) 

"culture of silence"- the tedious and uninformative language of test scores and other data 

which is exclusive of student voices. 
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Expressive Theory of Metaphor 

Metaphors, similes, and analogies have been effective teaching strategies since 

the earliest times. They are abundant in Biblical writings (Morris, 1976). One might 

inquire as to why this is so. It is conceivable that any language system might be 

incapable of capturing every nuance of event, experience, or subject. It is noted that the 

ability to image something correlates highly with learning about that something. 

Metaphors in our language system enable us to figuratively and vividly transfer 

knowledge and understanding from what is known to what is not known in an efficient 

manner. The use of imagination with metaphor deepens its characteristics and 

understanding, thus bringing it closer to experience. Indeed, metaphor may fill the gap 

left inexpressible by language. 

Ortony (1975) suggests that the use of metaphor is a form of pedagogy. His 

descriptors for metaphors attend to three premises. The first is inexpressibility, for 

metaphor can transfer characteristics of an object, event or experience, which are 

unnamable in language. Second, compactness, for metaphors are inclusive of large and 

small chucks of information, which are economically transferred to a topic. Third, their 

ability to evoke the senses in images, both visual and visceral, connects them closely to 

the emotion of a situation and the ensuing arousal of experience. 
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Meaning and Visual Metaphor 

The work of Feinstein (1982) connects the use of literal metaphor to artistic 

metaphor. Art experiences employing complex cognitive tasks involve knowledge, 

understanding and the making of meaning. In order to understand experience we, as 

humans, must first abstract it and then design a symbol for it. Yet, some events, subjects 

or experiences are not describable in any or every language (Feinstein, 1982). 

Feinstein goes on to suggest that to understand visual metaphor is a puzzling task and to 

explain it is more intricate. How do we describe that which is in essence non-verbal and 

visual? Metaphor exists as both a process and product of thought and the construction of 

meaning. A major distinction exists between visual and linguistic metaphor that is 

beyond the nature of either the artwork or language. A linguistic example is to say all 

men are frogs. One knows the topic of the metaphor is men and the transfer is to frogs. 

An artwork may have many beautifully rendered frogs as subject matter but the viewer 

may not know of the artist's intention to confer a symbolic meaning of men. 

Nevertheless, it is a potent stimulus for generating associations and tapping new, different 

or deeper levels of meaning. 

Stankiewicz (1996) states that metaphor is now considered an essential process 

and product of thought. While understanding visual metaphors in art education is a 

difficult task, they serve at many levels and for diverse purposes. Works of art are 

accepted forms of metaphors when recognizing art as a visual language (Jeffers, 1996), 

or works of art may be flushed with metaphor (Bannister, 1994). Teachers use metaphors 

when delivering instruction to their students (Sternberg &. Horvath, 1995). Metaphors 



32 

assist us in the comprehension of abstractions, complexities, and new data surrounding 

anworks, artists, and the artistic process. 

Experiencing Art through Metaphor 

When attempting to understand the meaning of art in people's lives one may ask, 

what is art for? Art serves as a metaphor for the relationship among the artist, the 

artwork, and the audience (Bannister, 1994; Jeffers, 1996). My request to create and 

present a metaphor for teaching is inspired by the work of Carol Jeffers. In a study of 

artistic metaphors, Jeffers (1996) asked her preservice teachers to share an artwork that 

served as a vision for their teaching. She asked the preservice teachers to search for an 

artwork that shared characteristics similar to themselves and that would provide insight 

into their lives. The metaphors that the preservice teachers chose were divided into four 

categories. Some chose artworks based on formal elements of art, because they 

illustrated the balance they strove for in their lives. Some others chose the theme of 

nature because they found this subject matter to be nurturing and peaceful. Others chose 

artworks that denoted cultural connections and the last category was religious 

iconography. Jeffers believes that there is a reciprocal nature to metaphor. As we choose 

a metaphor that infuses our lives with meaning, we are also inspired and shaped by our 

metaphoric choices. 
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Teaching as a Performance Art 

There is one final perspective on the relationship among metaphor, art, and 

education. To work as an educator is to be an artist, one who learns how to make teaching 

an an form in itself (Carroll & Sandell, 1995), In a case study questioning the role of 

teacher as being either artist or engineer, a stance for teaching is made. "You cannot 

separate the two for 'the good surgeon is as much an artist as scientist, as so is the good 

teacher" (Fenstermacher & Soltis, 1992, p.69). Metaphor functions within a shared 

culture and the fundamental values of that culture synchronize with the metaphors. 

Teaching metaphors recreate the realities of teaching for us, especially social or 

experiential ones. A metaphor may thus be a guide for future action, reinforcing the 

power of the metaphor to make experience coherent. In this sense, metaphors become a 

self-fulfilling prophecy. 

The purpose of the visual metaphors presented by teachers at the Tucson Dinner 

Party was to engage the teachers in making meaning about their teaching practices. The 

creation and presentation of metaphors allowed the teachers to tap into their imaginations 

when describing their profession. While we consistently record and collect data on our 

students, even reflective practitioners are seldom called upon to share meaningfiil insights 

of practice in creative ways. The art teachers used imagination and knowledge to create 

their metaphors and in sharing them with a group, they made their meanings public. 

One hopes that all of the teachers reached a new level of understanding of their teaching 

through creating, sharing, and viewing the metaphors. 
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Scx:ialization 

Professional Socialization 

A day as a teacher consists of both mundane and profound social interactions with 

numerous students, some staff and a few parents. Yet, how often do art teachers interact 

with other art teachers? For a new teacher, having someone to share joys, frustrations, 

persona] insight, observations and ideas with may be one of the most important factors in 

determining their success and longevity as both a teacher and a person (Smith, 1998). 

Apprenticeship of Observation 

Lortie's (1975) apprenticeship of observation theory about the maturation of 

teachers suggests that beginning teachers socialization into the profession begin while in 

the role of student. This pupil perspective on teaching serves to perpetuate traditions, 

positive or negative, at the expense of reflective and informed practice. Thus, the 

knowledge a beginning teacher brings to bear on a situation may be as individualistic as 

their prior experiences. The implication of Lortie's premise is that teachers do not share 

a strong, professional knowledge because of their weak socialization (as cited by 

Johansson, 1992). This presumed model of teacher passiveness forces them to rely on 

persona] knowledge when encountering decision-making situations in their teaching. 

Indeed, we spend years of our lives in schools as apprentices where we experience 

others' notions of teaching. This authentic but subjective view, however, does not take 

into account the intrinsic motivation of teachers to participate in opportunities to better 

themselves. 
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An interactive model infers that institutions help to create identity and the novice 

teacher is both a recipient and creator within that structure. The novice teacher then, is an 

active agent in assuming his or her own identity (Smith. 1998). The process is more than 

simply choosing to be a part. It is significant that the novice teacher copes with the 

complications, clashes and compromises that are aspects of being socialized into the 

school culture if they are to be successfully inducted into their positions. One presumes 

that if the socialization is a positive and effective experience, it enhances the possibility 

of producing a proficient teacher. Yet, we know that socialization is an idiosyncratic 

event for it is dependent on the interactions of people and school settings. 

Bullough (1997) sees socialization as one of three processes in the teacher 

development continuum. Preservice years begin with certainty by students that they will 

become good teachers. Their eagerly sought classroom experiences provide 

opportunities for exploration. Eventually, their habits of practice stabilize. They move 

from the trial and error years into systemic thinking about teaching and learning. 

Moreover, they anticipate the initial clash of self within an institution and attempt to 

resolve it positively. 

Establishing an identity and acceptance of oneself in a school culture is an 

expectation of socialization. Each teacher is expected to contribute to the culture and 

indifference is unwelcome. Of note is that while a teacher is learning their place in a 

school setting, they are still actively engaged in the performance of their work as 

teachers, and their role as colleagues. These concurrent tasks continually feed 



information to the teacher about their progress. Success as a colleague, however, does 

not guarantee success as a teacher. 

Being a new member of any group with a social dimension means one leams and 

exemplifies the group's established code of behavior. Schools are institutions whose 

structure is hierarchical. Starting with states' legislatures and moving down to school 

boards, administrators, teachers and students, part of the socialization process for a 

novice is to understand this order and how it affects him/her. 

Jennifer Nias (1986) believes that professional socialization is a pro-active and 

voluntary process for teachers who create a context in which they feel they can be 

themselves. We are individuals with our own styles and diverse experiences but we share 

similar ambitions, values, and beliefs. Nias suggests that teachers' development is also 

the development of the person. 

Formal Structures 

A motivated teacher may participate in traditional and formal professional 

learning activities either by choice or as a directive from a school district (professional 

development), state requirement (licensure), or national reform movement. School 

factors such as leadership opportunities, school structures and faculty socialization also 

play a crucial role in either facilitating or discouraging teachers' attainment of 

professional development goals. One cannot assume, however, that mere participation in 

these events constitutes effective socialization. Staff development, for example, can take 

various forms. Some are focused on disparate goals, as in preparing teachers to teach to 
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standardized tests. Any teacher input in such a forum is not only of little value, it is often 

discouraged. As teachers—expert or novice~we must withstand the shifts in thinking of 

formal structures and adapt to their impact on us. The stakes of socialization become 

enhanced when formal structures become privileged in that they might provide additional 

compensation or they are required for contract renewal. They begin to limit the types of 

learning experiences of teachers, especially informal ones where teachers collaborate 

with peers and inquire into issues grounded in the context of their schools. 

Role of Teacher Conversation in Informal Socialization 

According to Lortie (1975), successful socialization influences pedagogical 

competency. Teachers form social bonds that result in an exchange of knowledge and in 

the generation of new knowledge (Feldman, 1994). As suggested previously, there are 

opportunities for teachers to improve their knowledge at formal levels through university 

classes, in-services, and conferences. Development of teacher expertise depends, 

however, on opportunities for knowledge attainment in informal situations—through 

interactions with other teachers. 

Teacher conversations may evolve around all facets of school life. Feldman 

(1997) has defined how teacher conversations contribute to the exchange and generation 

of knowledge. When teachers engage in anecdote-telling, they recount a teaching event, 

thus opening themselves to questioning and shared understanding. This concept is based 

on Shulman's (1988) pedagogical reasoning. We define an anecdote as something more 

than telling a story. It occurs in group situations where other teachers are listening and it 
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elicits critical responses. There are three possible ways for teachers to respond. Some 

may respond with another anecdote that elaborates on the one presented. Another 

response is an attempt to clarify, add detail or further explanation to the anecdote. The 

third response is a critical question that brings the anecdote to a newer level of 

understanding. 

Expert Teacher 

There is a deafening call for teacher and school reform in this new century. 

Universities attempt to prepare inservice teachers to be agents of reform. One asks, are 

we moving teachers towards a specific goal? How does one distinguish expertise from 

experience? I present a paradigm for the expert teacher based on the work of Sternberg 

and Horvath (1995). In their study, using categories of expertise in psychological 

research derived from a variety of professions (chess players, executives, professors, 

salespeople), they defined the content of the expert prototype. Rather than a stage or 

sequential model, teachers in this model exist on a continuum of three areas of expertise: 

knowledge, efficiency, and insight. 

Sternberg and Horvath (1995) found that while previously accepted models of 

expertise existed in the teaching literature, there is no set of identifiable skills that all 

experts possess in the same quantity and manner and at the same time is exclusionary of 

non-experts. Their expert teachers have more of a family resemblance to one another. 

They use knowledge of teaching situations with greater fluency and more effectively than 
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non-experts. Their efficient experts do more in less time than non-experts do. Moreover, 

they more frequently arrive at unique yet certainly appropriate solutions to problems than 

non-experts do. 

Knowledge 

Here, Shulman's theory of pedagogical content knowledge re-emerges (as cited 

by Sternberg & Horvath, 1995). Experts know their content, know their pedagogy and the 

best way to use that knowledge in the teaching of a lesson. Teachers placed on this 

continuum possess significant amounts and varieties of content knowledge. There are 

differences between teachers in how this knowledge is cognitively stored and retrieved. 

Experts skim off the surface of problems and delve into structural issues for their 

knowledge of content and pedagogy is well organized in memory. 

One manifestation of organized schema is the lesson plan. It engages students in 

both global and local thinking, using content, pedagogy, and allowing the teacher to teach 

effectively and redirect any student questions or responses to the objectives. Experts use 

knowledge of the social and political context in which teaching and leaming interact. 

School boards, administrators, colleagues, and parents are all stakeholders in the 

education of students and define the context of the school setting. Experts know how to 

apply their knowledge of teaching while interacting in these social and political 

situations. 

Polanyi (1967) believes experts possess tacit knowledge—that is knowledge 

necessary for the performance of their teaching duties yet it is not taught formally in a 
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school setting (as cited by Sternberg & Horvath, 1995). An example is knowledge of 

how to obtain assistance for a special needs student placed in the teacher's class. Tacit 

knowledge increases with experience, is unrelated to intelligence, and predicts job 

performance better than IQ (Sternberg & Horvath, 1995). Supporting the importance of 

tacit knowledge is the notion that you must be recognized as an expert teacher before you 

are given the opportunity to operate as one. The choice to include a teacher in curriculum 

choices, professional development or leadership opportunities may depend on being 

labeled an expert, thus worthy of such consideration. Recognition as an expert teacher 

results in more opportunities—for resources are more frequently allocated to the experts. 

Insight 

Both experts and non-experts analyze problems and draw upon their knowledge in 

seeking resolutions. Experts are able to creatively and appropriately resolve problems of 

practice. Their deep insight enables them, however, to not only to solve but also to 

redefine such problems. Sternberg and Horvath (1995) refer to "selective encoding" or 

distinguishing information that is relevant to the problem from irrelevant information. 

"Selective combination" involves combining disparate information in ways that are 

productive for problem solving. "Selective comparison" involves applying knowledge 

from one context and adjusting it to the new problem situation. 
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Efficiency 

A third basic difference between experts and non-experts is that experts are able 

to solve problems faster and with less effort (Sternberg & Horvath, 1995). They may 

automatize well-Ieamed skills, plan more effectively, fluidly monitor and adjust student 

learning and revise their approaches to problems in relation to reflective practice. Doing 

more with less effort allows them to get more done. As experts become efficient 

practitioners, they expand the complexity of their teaching, for experts tend to look at the 

composition of problems and possible solutions, thus complicating their thinking. 

Novices mitigate problems down to the simple and fast solution. Schon's (1983) 

perspective of continuous learning through experience is descriptive of a reflective 

teaching disposition. New problems become new opportunities to expand knowledge, 

generate deeper understating and make meaning. These actions provide opportunities for 

the experts to expand their competence. 

Not every experienced teacher is an expert, yet every novice potentially has 

characteristics of the expert. Teaching expertise is not generalized across subject areas. 

Expertise lags when the context of the teaching situation changes. An instance is when 

an elementary art teacher moves into a high school art position. Another example is 

subject matter: a math expert may not retain that expertise when becoming a science 

teacher. 

The school provides a setting for teachers to practice their profession. When not 

engaged with students, however, opportunities exist for teachers to converse about the 

students, their content, and their practice. At times these discussion are deep and 
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meaningful resulting the exchange of knowledge and wisdom. Yet, they go unrecorded 

and thus the wisdom resides only within the teacher. 

In my study, I will ask art teachers to share their knowledge and wisdom. They will 

create artistic metaphors that represents the meaning they give to their teaching, they will 

tell of their initiation into the profession, they will suggest an attribute of an expert art 

teacher and they will predict the future issues of their profession. Framing this study is 

my belief that teacher conversations are rich and wonderful narratives. I anticipate my 

inquiry, framing, and recording of teacher conversations will contribute to a knowledge 

base of teacher development over time. 
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CHAPTER THREE- STUDY DESIGN AND METHODOLOGY 

The public school teacher is the most important resource in the school system. 

The seven female art teachers chosen to participate in The Tucson Dinner Party are active 

participants in their profession. They are highly visible teachers in the community of art 

educators in Tucson. 

Study Design 

At the Tucson Dinner Party, I took the art teachers through four questions that 

parallel the course of the meal. This was an opportunity to share prior knowledge and 

experiences while constructing a new knowledge base. The art teachers were given the 

questions for discussion before the event and they knew they were engaged in an action 

research project. This prior information informed them of the evening's expectations and 

gave them the opportunity to think about their responses ahead of time. The evening 

lasted from 5:30 p.m. until 10:30 p.m. The dialogue during that entire time, inclusive of 

time not responding to questions, remained solely on issues of teaching. 

There were four questions for teacher discourse: 

1. Using an artistic metaphor, how would the teacher describe the meaning they give to 

their teaching? 

2. How were the teachers socialized into the profession? 

3. How would the teachers define the attributes of an expert art teacher? 
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4. How do the teachers see the future of their profession? 

My viewpoint is that these questions contribute to the knowledge base of teacher 

development grounded in biography and prior experience. 

Selection of Teachers 

I began my study with the selection of the seven Tucson art teachers. There were 

two distinct criteria for inclusion. First, all art teachers attended the University of 

Arizona at one time. Second, all teachers met my perception of an active participant in 

their profession. These are women who continue to attend formal and informal university 

events, local art education events, and participate professionally at both state and national 

levels. They were not compensated for their participation in The Dinner Party. 

Each of the seven invited participants agreed to participate. Present was a former 

writing and literature teacher working on her certification to be an art teacher, a student 

teacher in art education, and five practicing art teachers not inclusive of myself. During 

their careers, these teachers worked at the elementary, middle school, high school, junior 

college, and/or university levels. One had experience in an alternative school. They 

represented four school districts. The economic diversity among the school districts and 

their working conditions varied, as did their student populations and budgets. The 

sample consisted of a distribution of ages and years of experience. The teachers' ages 

ranged from mid-twenties up to the mid-forties. Years of teaching ranged from a mid-

semester student teacher to a teacher with more than twenty years of experience. All 

participants were female and all but two were certified art teachers. In compiling their 
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years of teaching art, the participants included part-time and non-certified work. One 

was currently a graduate student and four earned master's degrees at the University of 

Arizona. 

My choice to host an actual dinner party rather than visually or symbolically 

represent the participants' achievements was significant. It was my intent to frame this 

research, then capture and record the teacher conversations. One major distinction from 

Chicago's artwork was that my participants have a voice, while she spoke for her 

subjects. Chicago did include the element of discourse to her work. She employed 

consciousness-raising principles with the select group of assistants working 

collaboratively on her installation. Every Thursday night, after a potluck dinner, 

discussions convened. Discourse usually encompassed studio issues or work-related 

problems. Other evenings there might be a guest speaker or a special presentation. 

Again, all participants were encouraged to engage in the conversations taking place. 

Chicago intentionally included visual references to the sacramental on the place 

settings for the installation. The analogy of The Dinner Party also extends to Da Vinci's 

The Last Supper. Like Jesus and his apostles, Chicago's subjects were both guests of 

honor and subjective role models for others. 



46 

Description of the Tucson Dinner Party 

The Menu 

John Lanchester, in his novel The Debt to Pleasure relates the story of character 

Tarquin Winot's life through the most basic of human passions: food. In developing this 

theme, he reveals the significance of the menu. 

It seems to me that the menu lies close to the heart of the human impulse to order, to 
beauty, to pattern. It draws on the original chthonic upwelling that underlies all art. A 
menu can embody the anthropology of a culture or the psychology of an individual; it 
can be a biography, a cultural history, a lexicon; it speaks to the sociology, 
psychology, and biology of its creator and its audience, and of course to their 
geographical location; it can be a way of knowledge, a path, an inspiration, a Tao, an 
ordering, a shaping, a manifestation, a talisman, an injunction, a memory, a fantasy, a 
consolation, an allusion, an illusion, an evasion, an assertion, a seduction, a prayer, a 
summoning, an incantation murmured under the breath as the torchlights sink lower 
and the forest seems taller and the wolves howl louder and the fire prepares for its 
submission to the encroaching dark, (pjrv) 

This many layered, metaphoric depiction of menus gives meaning to our 

celebration. From the compilation listed above, two have special significance. The first 

of our menus suggests the recipe choices. The second is the metaphor for menu as 

biography. Both relate to a cultural history and a geographical location. The biography 

unfolds through the conversations among the teachers. It suggests the consequence of 

menu as a way of knowledge, a path to understanding, or way of making meaning. 

My inspiration and source for the recipes was Frida's Fiestas; Recipes and 

Reminiscences of Life with Frida Kahlo. Frida Kahlo, like Judy Chicago, achieved 

prominence in the art world. Her artworks declare her legend as a painter as much as her 

personal struggles. Guadalupe Rivera, daughter of Diego Rivera and co-author of the 
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book, recalls Frida, as an "enthusiast" for whom every occasion was a cause of 

celebration. Each of her cookbook chapters contains a menu for a fiesta and details of the 

context, conversations, and characters in attendance. My choice for the theme. 

"Teotihuacan, Where Live the Sun and Moon," represents the human desire to seek 

knowledge into one's future. I felt its nature was germane to one of our teacher 

discourses: predict the future of art education. 

The Lenten March menu was typical of central Mexican cuisine. The narrative 

described Frida's flight to Teotihuacan. A newspaper article linked Diego to a Hungarian 

painter and gossiped of his plans to divorce and remarry. Diego indeed held a history of 

abandonment and new unions with both his women and children. Frida, distraught after 

reading this news, decided it best to disappear for awhile. Frida, her sister Christina, and 

Guadalupe fled to the holy place, Teotihuacan, not far from Mexico City. There she 

attempted to glimpse into her future with assistance from the mystical peasant family of 

dona Rosa and don Tomas Teutli. Like the deity Quetzalcoatl, don Tomas spoke 

prophetically: 

You have more suffering before you, but you will die sheltered and protected by the 
one who causes your present pain. You and don Diego will not be able to live apart. 
Sometime you are untied in love and affection, other times hatred keeps you apart. 
But you will die together, after your death be a shining star, sun, and moon in 
conjunction. Have no doubt, my dear girl; you are destined to live forever in this 
universe, each one merged with the other in eternal eclipse (Rivera, 1994, p. 147). 

The Tucson Dinner Party 

My research interests focus on the significant experiences of teachers, the 

experiences that shape their knowledge, understanding and give meaning to their work. 
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What is real in teaching derives itself from the experience of practice. This reality is 

contextual to the cultural and institutional setting and the values and beliefs of the 

teachers. As any writer might imbue his or her narrative with metaphor so too is there a 

rich metaphorical narrative within each teacher. 

Underscoring the importance of the event was creating a visual statement on the 

individual meaning of teaching, in metaphorical form. The creation or selection of a 

metaphor is of itself an act of discourse and a dialogue among the author of the metaphor, 

the audience for the metaphor, and the metaphor itself. Thus, the process of making 

metaphors becomes mutually creative (Bannister 1994). The first question asked 

teachers to present an artistic metaphor describing the meaning they give to their 

teaching. The visual metaphor allowed participants to express that, which at times is best 

expressed in metaphor. It also gave personal definition to and proclaimed their roles as 

teachers of art. 

The art teachers were asked to explain how they were socialized into the 

profession. Socialization (Merton, 1957) is a process by which people selectively acquire 

the values and attitudes, the interests, skills and knowledge, or the culture, current in the 

groups to which they are, or seek to become, a member (as cited by Smith, 1998, p.2). 

The process of socialization, specifically acts of discourse and sharing, has always 

interested me. My first teaching assignment was as a part-time, elective art teacher. The 

position was funded by a grant and its purpose was to give eighth graders somewhere to 

go while other students were at lunch. Also, on staff was a full-time and part-time art 

teacher. We were so distinct in our theories and styles that at times it caused friction. 
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One teacher viewed art as a means of expression. The other held an advanced degree in 

counseling and her approach to art was as a means of therapy. Together, they convinced 

our principal to support an art program from those perspectives and I strategically 

complied. Eventually, both the teachers and the principal left, allowing me to practice 

finally, what I believed. My inquiry into socialization began here. How does a teacher 

navigate through all of the externally imposed beliefs and still hold on to what they 

believe is good teaching? 

The purpose of the discourse on socialization was to unveil the rites of passage 

into the profession. State licensing procedures and outcome-based approaches to teacher 

evaluation do influence training and performance. Yet, learning to teach is a 

collaborative process with many possible agents of change. Stakeholders include former 

and current teachers, institutions, peers, and mentors (Carroll & Sandell, 1995). 

Although we may operate as the only art specialist at our school sites, we do not remain 

isolated entities. 

The third question asked the art teachers what are the attributes of an expert art 

teacher. Oftentimes, teachers reach expert status through sequential movement up a scale 

of attributes bound by years of experience or by demonstrating a repertoire of executable, 

identifiable skills. This approach does not consider all of the aspects or prior experiences 

a teacher brings to their profession, nor does it specifically address the art educator. 

Little research is available on the attributes of an expert art teacher. In a study of 

teaching art for conceptual understanding at the elementary level, Wanda T. May (1993) 

composed a panel of "art experts." Two of the art experts were university professors and 
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three were elementary specialists. Selection of the experts began with the solicitation of 

possible nominees from the acknowledged leaders of art education at universities in the 

United States. Another list of possible candidates was solicited from the National Art 

Education Association and from state-level leaders. Those nominated were thought to be 

outstanding teachers of art and as such recognized as teaching for understanding and 

higher order applications. The nominees were contacted by telephone and interviewed on 

their educational background, teaching experiences, ideas, and goals for teaching. Those 

chosen reflected diverse but representative approaches to teaching art for understanding. 

It appears that "art experts" appeared in this sample for their active participation and 

recognition in the field as well as the diversity they brought to the issue studied. 

May (1993) believes that the similarities among her experts were due to their 

purposeful selection. The subjective selection of art experts for participation in May's 

study does not inform us of any general attributes for the profession. It does bear a 

similarity though to the selection process of participants in my study for they too are 

highly visible and active participants in their profession. 

Sternberg and Horvath (1995) attempted to explain expertise across professions, 

and then applied the generalized attributes to teachers. They used the family as a 

metaphor. Just as all members of a family are unique, they may also share a common 

resemblance. Expert teachers resemble each other in matters of practice, too. The art 

teachers at The Tucson Dinner Party attempted to articulate that commonality by listing 

the attributes of an expert art teacher. 
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In conclusion, we moved from history to the future. I asked each of my 

participants to predict what they believed was the future of teaching. Given the diversity 

of our contexts, emerging state issues and personal mission statements, what do we as 

teachers envisage for our profession? This finale addressed the duality of my dinner 

party. In bringing together accomplished women to honor, so too does participation in 

the discourse process invite additional support, expanded networking opportunities and a 

forum for advocacy. We predicted not only the fiiture of teaching but in an immeasurable 

manner, we predicted what participation in this event would mean for their future. 

Data Collection 

Triangulation 

I achieved triangulation by videotaping the evening, tape recording the event, and 

photographing the event. When working with the data, I reviewed the videotapes and the 

tape-recorded conversations several times, as the event was full of rich narratives. It was 

more informative to continually view the videotape, for one could see the body language 

of participants during ongoing dialogues and hear the intonation of voices on each 

response. The audiotapes allowed me to hear even the slightest contribution to 

conversations. 
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Follow Up Questionnaire 

After reviewing The Dinner Party on both audio and videotape, other possibilities 

emerged. I asked my participants to complete a brief questionnaire over electronic mail. 

The refining inquiry related to university experiences. I asked the following questions: 

• How did you come to know the University of Arizona? 

• What was your undergraduate degree? 

• How many art classes did you have in elementary or high school? 

• Describe your exposure to Discipline Based Art Education. 

• How many years have you taught art and at what capacity? 

• List of significant achievements 

I asked I wanted to establish that they each had some contact with any of these 

four art education professors: Dr. Lynn Galbraith, Dr. Elizabeth Garber, Dr. Dwaine 

Greer, and Dr. Jean Rush. One teacher completed a teacher education program at the 

University of Arizona but did not study with any of the art teacher educators. In addition, 

I learned that two of the teachers received Bachelor of Fine Arts degrees and they 

returned to the university to complete master level programs, which included art 

education. Three others were art education certified at the time of their college 

graduations. During the evening, one teacher mentioned that she studied only jewelry 

design and ceramics in high school. I wanted to leam more of their apprenticeship of 

observation, so I asked for additional information about their early art training. I did not 

receive sufficient information to continue this line of inquiry. In asking of their prior 
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teaching experiences, I wanted to be sure, as a group, that we were balanced across grade 

levels. Indeed, we have taught from kindergarten up to college levels. The art teachers 

did not participate equally in response to the questionnaire so I have included only 

anecdotal notations from this data. 

Plan For Data Analysis 

When working with the data, I reviewed the videotape four times and the tape-

recorded conversations three. As I listened, I made notations on a matrix for each 

teacher. Then the completed respKinses were analyzed and coded until themes emerged 

from the data. These themes are summarized in chapter four. 

The participants' anonymity was protected as names and institutional affiliations 

were removed from the printed data sources. Teachers were quoted using a composite 

name. Teachers' careers are often seen as having distinct stages. Certainly, it may be 

argued that stages capture the salient processes of becoming a teacher or advise us of 

what teachers do when they are teaching (Lightfoot, 1983). Bullough (1997) argues that 

stage theories do not tell all about the process of becoming a teacher. The reason for this 

is that there can never be clear and concise boundaries between stages and stage theory 

does not take into account prior knowledge and experiences. In keeping with this notion, 

teachers were given the following composite names; 

1. student teacher- one with no experience teaching art as a certified teacher 

2. aspiring art teacher- one with experience teaching but not as a certified art teacher 
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3. developing teacher B and developing teacher J- having one to five years of teaching 

an as a certified teacher 

4. career teacher L, career teacher N, career teacher R- having nine to twenty years of 

teaching art as a certified teacher 

In defining their years of teaching experience, the teachers included part time 

years and years when they concurrently taught art and another subject. I realized that 

school districts have formulas for qualifying years of teaching experience. It was not my 

intent, however, to challenge the teachers' beliefs. In addition, I have included the 

aspiring art teacher when discussing the seven art teachers. She believes her experiences 

teaching art, although she is not yet certified, qualify her as an art educator. 

As the researcher analyzed the data in three stages: first, using the data from my 

two primary sources, I coded individual teacher responses on a matrix. For each 

question, I recorded the personal meaning in each response and next how each extended 

that meaning across the profession. 

From the matrixes, I then summarized the information in notation form twice. 

The first time I looked at the framework for responses that fell across large areas or 

themes. For example, cooperating teachers were mentioned during socialization. The 

second time I summarized information based on the frequency of responses for that 

category or commonality of that experience. Some participants tended to respond to 

some questions directly; others responded with an anecdote or example. Finally, the 

themes were then organized into headings with supporting data gathered under each one. 

An example of the data analysis of metaphors is included in the appendix. 
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Sample of Matrix 
Teacher's name Metaphor Socialization Expert Future 

How did this teacher 

give personal meaning to 

their response? 

How did they extend that 

meaning across the 

profession? 

Significance of the Study 

Lightfoot (1983) suggests the contemporary teacher is marred by the 

"unsupportive quality of her relations with her principal and colleagues"(p.251). 

Additionally, she goes on to state; 

Feelings of isolation fill the daily experiences of teachers. Behind closed doors, 
they are asked to perform a complex and demanding job alone, without 
companionship and supportive criticism, often reinforcement and reward; and 
their lack of adult contact and interaction gives them a distorted view of their own 
power and maturity, (p.251) 

Frequently, art specialists act alone in schools. This isolation lessens contact and 

interactions with other art teachers. As noted earlier, taking a life story approach 

(Lindblad, 1992), The Tucson Dinner Party brought seven local teachers together to 

discuss issues of practice. Informal conversations by teachers surrounding a particular 

inquiry are seldom framed and recorded. The documentation and publication of The 



Tucson Dinner Party created a snapshot of art educators reflecting on issues of practice in 

a particular setting and at a precise moment in time. 

This gathering may serve as a research base for further studies on the practices of 

art educators of Tucson. The significance is enhanced in that we shared our professional 

preparation through the University of Arizona. This study gives the University's an 

education department a glimpse into the practices of its former preservice teachers. 

Limitations of Study 

This study is but a small sampling of the issues for discourse. There were only 

seven female art teachers representing Tucson and the surrounding districts. In addition, 

there were only four questions for discourse. Due to the small study and that teachers 

were self-reporting their experiences, it would be difficult to generalize the data to other 

teachers in other settings. 

Another issue is the subjectivity of my selection of participants. Through my 

prior encounters with these women, I came to see them as active participants in the 

profession of teaching art. It is probable that the study would have yielded very different 

results if I had randomly selected teachers for participation. 

Each teacher presented a metaphor and each teacher contributed an attribute of an 

expert teacher. In analyzing the data, however, it was apparent that certain teachers 

dominated the conversations. Career teachers L and R were vociferous in telling stories 

of their socialization and Career teacher N led the discussion on the future of teaching. 

This could be explained as some teachers being extroverted and others as shy. It also 
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might have been a reaction to the overpowering event unfolding. It was an intense and 

joyful evening. 

In addition, the questions touched on the development of teachers over time. The 

research questions discussed are a particular area of interest to me. However, they do not 

look into the interactions of teachers, students and subject matter within their classroom 

settings nor did I make any classroom visits. L the researcher, am reporting the self-

reported experiences of teachers. 
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CHAPTER FOUR- ANALYSIS OF THE DATA 

Metaphors 

On April 16, 2000, seven art teachers gathered at my home for The Tucson 

Dinner Party. We began the evening with the first question: Using an artistic metaphor 

which one describes the meaning you give to your teaching? I explained my role as a 

participant/observer and researcher and reviewed the purpose of the metaphor task: to 

create and present visual metaphors that gave meaning to their teaching. One teacher 

noted that it was intriguing to think about her teaching in that way and another stated that 

is was a hard task to complete. All were pleased that they had a choice to either make or 

select an artwork, to serve as their metaphor. Their decisions had to do with time, 

availability of materials, and existing artwork that might fit the criteria of an artistic 

metaphor that held meaning for their teaching. Developing teacher J, a new mother, was 

not able to stay for the whole evening. 

I have included, as closely as possible, direct quotations of the teachers from the 

video and audiotapes. There was an awkwardness is punctuating spoken language, but I 

attempted to transcribe the conversations as they were delivered for I believe that pauses 

and thinking out loud still say something. 
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The metaphors of the two developing teachers were objects and career teacher L 

chose a painting by a local artist. The four remaining teachers brought their own artwork 

to serve as metaphors with one created just for the occasion. 

What Is A Metaphor For Your Teaching? 

Each art teacher took a turn presenting their visual metaphor and explaining the 

meaning of the metaphor in relation to their teaching. At times, other teachers 

participated in the process by elaborating on the meaning by telling an anecdote or by 

enhancing the meaning with new information. We then passed the metaphors amongst 

the teachers for a closer, individual view. Following some individual presentations, the 

teachers engaged in discussions of each of the metaphors. The meanings presented in a 

teacher's visual metaphor sparked other teacher conversations as they took the idea and 

applied it to issues of their practice. Finally, we photographed the metaphors. 

The metaphor chosen by the student teacher was a collage of a tree created from 

magazine scraps and glue. It symbolized her future as a teacher. She introduced her 

metaphor by saying, "I don't have much expertise since I haven't started teaching as a 

professional just yet." She explained the growth process of a tree begins with absorbing 

nutrients from all elements of its environment. A process then occurs where the tree uses 

the nutrients to create new growth. This results in the tree producing leaves for shade and 

fruit to nourish. Just as a thriving tree benefits all of nature, similarly teacher growth 

produces enhanced teacher expertise and |x>ssibilities for research as well as enrichment 

for other teachers and students. 
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The two developing art teachers, J and B, presented metaphors dealing with their 

socialization as teachers. A used paint palette described developing teacher J's 

socialization that she attributed to her students. Like new art materials, she began her 

profession fresh and idealistic, full of possibilities about the kind of teacher that she 

would be. Just as paint stains remain on a palette after use, however, she felt stained by 

interactions with students. Her palette was scrubbed clean and every year she approached 

her teaching with renewed ambition yet the residue of prior experiences remained. A 

new mother, she brought pictures of her baby to the Dinner Party but forgot to bring her 

metaphor. Here she describes it; 

I brought pictures of Megan but I didn't bring my art piece but it is a used painter's 
palette. It's just plastic; there's nothing special to it. It's round, not that that matters, 
but so you can have a visual picture. And it is stained, has been stained over time. 
It's been washed off and it's clean but that's why I thought it would be a good 
metaphor for teaching. As I've gone through my teaching experiences I've become 
stained by individual students or by different situations, different teaching situations 
that have come up and so. I clean that off but it is still there. So, I begin every year 
with a fresh clean start but I still have these residual pieces of these past experiences. 
I can't really pass it around so you will just have to imagine it in your head or think 
about your own painting palette because I think that you probably all have it. 

Developing teacher B chose a container of salt for her metaphor. She opened her 

presentation with, "Hey, I'm the complete art freak." One of the master teachers at her 

school gave her that nickname upon completion of her initial interview for her teaching 

position. Relishing the attention and perceiving the exchange as an acceptance of who 

she was, she also defined herself that evening as an art freak. She also wanted an unusual 

metaphor to complement the meaning making activity. After much research, she brought 

a container of salt. Tlie label on the salt container was the graphic design work of a 
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University of Arizona professor of art. The meaning of salt sharply contrasts its common 

appearance and function, with its amazing properties. Salt seasons to improve taste, it 

preserves, makes water boil faster, and thus changes and improves many things when 

added to them. She lamented that people forget it is a catalyst and take its magic for 

granted— "just like an art teacher." 

The presentation by career teacher N was of an autobiographical pop-up box. Its 

many layers of painted images and calligraphy told of teacher N's passion for art in high 

school and how a deliberate choice was made based on finances, to be an art teacher 

rather than a watercolorist. This choice was not made without some regrets. A tattered 

scarecrow, in the box, represented teacher burnout after six years. A return to the 

University of Arizona for a Master's degree signified professional renewal. After many 

years of teaching, she still worked extra hours because she chose to spend class time only 

on students and do teacher work on her time. She had spent ten active years with the 

Arizona Art Education Association (A.A.E.A.) but chose to represent the association 

outside of her box. It was her belief that participation in such an organization brings 

things together for you as a teacher but what you do is not who you are. Also inside the 

box was a reference to a personal mission statement. "You need to have a direction in 

your life, know where you are going and the best way to do it is to write it out and leam 

it." The purpose of the mission statement was to guide both her life choices and to shape 

her practice. In conclusion, she stated "I was very focused on my profession because of 

my self- identity." 
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The aspiring art teacher presented metaphors from both of her disciplines, art and 

writing. One was a sterling silver mask, with holes in the ears and decorated with rivets, 

beads, and human hair. The other was an Emily Dickinson poem. The creation of the 

mask involved a lot of learning for her and illustrated how teachers wear masks of 

themselves to help others grow and learn. The reflective surface of the mask shows how 

teachers must be open to new ideas and the inclusion of baby hair represented our 

imf)ortant recollection of ourselves as young learners. This empathy extends to the 

brilliant but young minds of students. 

From my point of view, the playfulness is the hair from my childhood. We remove 
the child's point of view. As a teacher, you forget that you are dealing with young 
minds. Brilliant minds but young minds and that you hurt them really hurt their 
growth and so I think you always have to be playftil. It's important to be sparkly and 
open to ideas and to be a good listener so the little holes in the ears will help with that. 
The whole concept of a mask, the idea that a teacher is a very important person in 
child's life and we have to be up front and honest. But in another sense, we do have to 
wear cenain masks to be able to help everyone grow and leam. 

Her choice of Emily Dickinson's untitled poem supported these ideas of teaching, 

learning, and the young mind. 

Career teacher R presented the final self-created artwork, a Japanese kite. For her 

it encompassed endless possibilities for the human spirit. The construction of a kite 

needs careful attention to its structure, and tied within its form are high-flying 

expectations. For many years, career teacher R studied the work of a Japanese kite maker 

and then an opportunity for a Fulbright Scholarship presented itself to her. It allowed her 

to meet and work with this kite master. The acrylic painted, self-portrait kite was of a 

woman educator. She wears the traditional kimono, decorated with apples, yet her hair is 
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blond and her mouth is sealed. The fruit represents teaching as the planting of seed. We 

do not know, however, how those seeds will grow. The contrast of the kimono with the 

blond hair has two meanings. During her stay in Japan, she felt very connected to the 

people and culture. Upon seeing a reflection of her blond hair among all of the dark-

haired people, however, she realized she was with them but not of them. Her art 

symbolizes how an art teacher may be among other teachers and still be separate from 

them. This happens when she/he is the only art teacher in a school. Finally, the covered 

mouth represents that as the sole art teacher in a school setting, you have a powerful 

voice but oftentimes it is not heard. 

The final metaphor has its own category. It was the painted work of a local artist 

and a gift from career teacher L's husband. The portrait demonstrated how art became 

the focus of this couple's personal lives like the lifestyle of the couple it portrayed, Frida 

Kahlo and Diego Rivera. This biographical story again began with the career teacher L 

wanting to make a living with art. Graduate work at the University of Arizona followed 

several years of teaching. Noticeably missing from art education at that time was content 

about women and specifically women of color. A fellowship from the Getty Museum 

allowed this teacher to both create content and to enhance the role of art education in her 

personal life. She heightened the experience for us by making an analogy to a religious 

pilgrimage. Like a follower of Jesus reenacting the way of the cross, she told of how as a 

couple they traced the steps of Frida and Diego in Mexico. Soon the purpose of every 

family vacation was to learn more about art. When her husband presented her with this 

painting, it became a testament to the immersion of their lives in art. 
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Analysis of Metaphors 

Admittedly, there is a subjective stance in my work and therefore, it follows that a 

narrative research method be applied to the event (Kelchterman, 1993). I designed an 

underlying framework for the information I asked of the teachers (Chalmers, 1993). In 

posing these questions and recording their responses, the art teachers were framing their 

teacher development across time. Developing as a teacher is a process and each of the 

tasks held the potential to reflect on the past, to project into the future or to attend to the 

present. Career teacher R explains, "But it's all about having that internal growth and 

finding where you need to be at the time you need to be there and being okay with it too." 

1 did not anticipate the emergence of the themes of socialization and the future of 

teaching in the metaphors. One might assume the teachers were predisposed to respond 

to the themes in that they knew of that evening's inquiry into socialization, expert art 

teaching and the future of teaching. I have therefore included conversations and 

anecdotes to support their responses. All appear as direct quotes. At times, they read as 

streams of consciousness. In keeping the integrity of the teachers' conversations, I did 

not edit them. I did include, however, references in parenthesis to assist in the 

establishment of a context. 

The variety of responses gave significance to the number of years in practice. 

The student teacher's metaphor related to her future. The two developing teachers 

reflected on their socialization into the profession using a single object. The career 

teachers' metaphors resembled biographies. Their metaphors were both visually complex 

and layered with meaning related to their development as professionals and its 
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implications in their personal lives. The task of teaching becomes more complex over 

time as evidenced by the metaphors. As these teachers became efficient practitioners, 

they expanded their teacher roles to include more opportunities for growth. These career 

teachers still spend many hours on their teaching but they are completing different tasks 

than beginning teachers (Stemberg & Horvath, 1995). Developing teacher B explains the 

complexity: 

... and you are caught up with committees, the A. A.E.A., and the union stuff and all 
of the politics that are involved. It is so compelling and so seductive because it is so 
much a part of what you do that it is easy to forget that other part of who you are. 

The metaphors also disclosed issues from different points of view. The shiny 

mask with baby hair told of how a teacher must be playful and open to ideas from fresh 

young minds. The stained palette, however, told the opposite story of how interactions 

with students that challenge a teacher's perceptions of teaching can leave a young 

teacher's enthusiasm blemished. 

The Influence of the University 

Reflecting on the past during the presentation of the metaphors, several references 

were made to the socialization of teachers in both formal and informal venues. The 

university served as an initiation for both preservice teachers and became an agent of 

renewal for experienced teachers. An example of initiation came when one of the art 

teachers was a preservice teacher. She wanted to know how to get an "A" in arts 

methods class. Earning a good grade was a goal for this student. As a participant in her 

methods class, there was a shift in her focus. The professors helped her think like a 
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teacher. They taught how to reconstruct content into a rich and wonderful experience for 

students. This incident describes the transformation of concern from one's own learning 

to that of one's students (Carroll & Sandell, 1995). 

Three of the four teachers held Master's degrees. Two returned to the University 

of Arizona after working as teachers. One completed her teaching certification with her 

graduate degree. The student teacher is currently working on her Master's degree from 

the University of Arizona. Career teacher N described how work on a Master's degree 

helped pull her out of teacher burnout. Career teacher L described her graduate 

experience in a different way: 

Art has become my life. I started out just being very interested in life and wanting to 
make a living at it and so art education seemed like a good way to go. It got to a point 
where everywhere I went, everything was about art. Every vacation I took, everything 
I did, it was about going to galleries, going to museums, my life just became about the 
experience. And that actually manifested itself or began to manifest itself when I was 
at the U of A getting my Master's degree. 

A transformation of a physical nature became a symbolic representation of the 

socialization into the profession. Three art teachers told an interesting story occurring 

when one was an adjunct professor and two were preservice teachers at the University of 

Arizona. Developing teacher J's lock of beautiful hair was lopped off by an accidental 

slice of a paper cutter. This happened while she was engaged in preparing materials for a 

teaching event. The long hair was a piece of her identity as a young person. Tearfully, 

she approached her adjunct professor (career teacher L) and fellow preservice teacher 

(developing teacher B) with the strand. To console her, they created a doll, attaching the 

hair and adding some wings. Hanging now in her classroom, it is a symbol of her 



transformation from young student to young teacher. Developing teacher B commented, 

"Hair is so powerful; it is so much of who we are." 

Opponunities for socialization at school sites depended on how many art teachers 

were present on campus. Elementary and middle school teachers were the only art 

specialists in their schools. They noted that all teaching is done within the isolation of 

one's classroom (Palmer, 1998). When teachers come together, often in grade level or 

subject matter teams to process events, the art specialist is frequently limited by being the 

only one in her/his school. The consequence is that art teachers perceive themselves as 

persons with a muted voice. One teacher's solution was to visit other teachers' 

classrooms during her planning lime. It allowed her to observe and leam from other 

teachers engaged in teaching and to make connections between their content and ours. 

Arizona Art Education Association 

The process of initiation into teaching occurs at the beginning of one's career but 

the creation and adaptation of a teacher continues over time. Bullough (1997) believes 

the process may take three years. The Arizona Art Education Association has been a 

vehicle for teachers to come together with other art teachers throughout their careers. 

New members are sought from the University's preservice teachers. In addition, teachers 

are recruited from the Tucson community. Career teachers noted the importance of 

passing the leadership opportunities of this organization to newer teacher members. 

All of the art teachers mentioned the influence of another person in the 

presentation of their metaphors and in shaping the meaning they give to their teaching. 
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These influences were: preservice teachers, professors, educational researchers, other 

teachers at their school sites, other art teachers in the community, students, poets, artists, 

and family members. Mentioned infrequently were men and all but one named were 

family members. The teachers felt that there were so few men in the field of art 

education that they did not know if male art teachers shared their experiences. Missing 

completely was mention of administrators, school boards, and evaluators. 

Concerns of teacher development were apparent as current issues revolved around 

personal and professional growth for the teachers. Developing teachers struggled with 

the notion that making art became a diminished role in their lives. They felt consumed 

with the demands of teaching and could point to but a few artist/teachers in the 

community. Those with more teacher experience did not find more time to make art. 

They navigated the change in roles by altering their art teacher point of view. Teacher L 

shared: 

I consider teaching a performing art; what you have to do to be up there in front of 
kids. You look at the curriculum and think about how you as the actor, the dancer, or 
the musician deliver it to them. It is just the score. You decide what you are going to 
do to make it rich, wonderful, and passionate. I think that is what teaching is for me. 
It is really a performing art. I am not too freaked out anymore about not making art. 
Now twenty years into it, I've just changed my point of view, my teaching point of 
view. It just works better in my life. 

Teacher R told of a life changing transformation, however, and has recently resumed 

making art after a divorce: 

I completely stopped making art at all. Just in the last two years, I couldn't shove it in 
any more. I couldn't repress the fact that I really am an artist and that I couldn't 
eliminate that part of me. So now, I teach all day and then I come home and make art 
until midnight. I can't stop it anymore. 
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Some chose to focus their artist role on art history, as it becomes a curricular 

piece when brought back into the classroom. Schoolwork takes on a larger, more 

complex role for some and others are cormnunity art education advocates. 

This group of art educators made a distinction between themselves and those who 

teach studio art at colleges and universities. This group felt strongly about the necessity 

of pedagogy when teaching art. They believed that those who modeled teaching in studio 

art classes were artists fulfilling the role of teachers. Missing was an understanding of 

how to take an art experience and make it meaningful for a learner. 

Finally, the future became an opportunity to give meaning to teaching. It held 

dreams of teacher growth and expertise for the student teacher and the creation of an art 

teacher identity for the aspiring and developing teachers. The art teachers perceived only 

one negative aspect. It was the widening gap in the future between teacher salaries and 

those of other professions. 

Socialization 

How were you socialized into the profession? 

Teachers moved to the dining room table and we began our discussion over the 

second course of our meal. "The biographical perspective gives a central place for the 

subjective interpretation of the teacher. We therefore don't study the formal career, but 

we look for the development in the professional life as it is experienced by the teachers 

themselves (Kelchtermans, 1993, p. 199). As we shared our problems with the 

socialization process, themes began to emerge. Those themes revolved around the roles 
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of socializing agents: the community of teachers, the University of Arizona, and the 

school setting. 

Socialization of these new teachers into the profession became a process where 

they learned how to make choices. They chose: what to leach, how to teach it and what 

materials to use. It was a time when ventures into autonomy needed the balance of 

supportive role models. The support and role modeling came not from their schools or 

districts but from the teachers in the Tucson community, the art education professors at 

the University of Arizona, and the members of the Arizona Art Education Association. 

The Community of Teachers 

One teacher, as an undergraduate sculpture major, studied predominantly with 

males. No one in her program ever mentioned becoming an art teacher nor did it occur to 

her. Later in her work life, when she met and worked with teachers, she realized she too 

could be a teacher of art. This exposure to many fine examples of the profession led her 

back to a teacher education program at the University of Arizona, with one of the 

professional contacts serving as her cooperating teacher. She told us: 

I have a B.F.A. in sculpture and I did not take one education course in my 
undergraduate work. I thought, there was no way. When I grew up, women were 
teachers, or women were nurses or women stayed home and I was not going to do any 
of those things, I was not going there. I didn't have any interest in it; I just didn't 
want to teach. Then I got out of school and everything I did led to education. And 
every place I went, for some reason, I ended up teaching and folks kept saying you 
really would be a wonderful teacher. I was teaching teachers how to make art with 
their kids and they were art teachers. So, I went back, got my degree, my Master's, 
and did my student teaching. 
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Cooperating teachers varied in their skills, desires, and abilities to socialize these 

student teachers. If the student and cooperating teachers purposefully and honestly chose 

each other, it met both of their needs. Career teacher R stated: 

Since I had been around educators, I picked whom I wanted to teach with and I chose 
cooperating teacher T. What I chose to do, because of my intensity, I did an 
internship for a whole semester. I was in the classroom three times a week, because of 
my neurosis, and sat in there with the kids. As soon as they came back in January, I 
took over three classes completely, from beginning to end. This was not the 
requirement of my program but I wanted to take the kids from the beginning and the 
kids were mine. I like autonomy in many ways. So I said, 'Let me have them.' So, 
cooperating teacher T, at the end of the day, instead of her coming in to watch me 
teach, just said, 'You come to me when you need help.' It was very powerful to me. I 
like being independent. I would go to her, cry, rejoice, and do all the things that 
everybody needs to do when you're stuck or excited. And I felt great support from her 
because she knew how to back off and allow me to grow. 

When randomly selected, however, the circumstances were completely different. 

An example was given of cooperating teachers accepting student teachers but for all of 

the wrong reasons. One cooperating teacher really cherished his job as a golf coach and 

used a student teacher (career teacher L) as an opportunity to lavish his attention outside 

the classroom. Career teacher L shared this dialogue surrounding their interview. "How 

do you want to do this," he asked. "Day one," she replied, " I want them. I want to be 

their teacher." Her cooperating teacher replied, "Okay, if you need anything, just holler. 

I'll be in the art office. That's the way it went." 

Developing teacher B was placed in a classroom where the cooperating teacher 

was facing challenges in both his professional and personal life. Developing teacher B 

recalls being asked as a preservice teacher, "Where do you want to student teach?" She 

thought to herself, how the hell do I know. Her first and second choices were not 

available so her supervisor found a placement for her. She describes her experience: 
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The amazing thing was my supervisor said you're so tough, you can do anything. But 
really, I was very fragile. It was a year of two before my cooperating teacher G's wife 
passed away. His wife was dying of cancer and he was burnt out of teaching. He had 
one previous student teacher, a former student of his and the experience was horrible 
but he was ready and open. I knew I wanted to student teach with a woman because I 
had some discipline issues 1 had to deal with and I didn't want the whole gender thing 
to be a part of it. I didn't get the modeling I wanted but that was the right place for me 
to be because cooperating teacher G was so conscientious of my development as a 
teacher, so nurturing, and so protective. We had a symbiotic relationship where he fed 
me things I needed to be fed and I helped re-inspire him with his teaching. He was 
pretty crispy at that time. 

The student teacher also shared her current experience. "My student teaching 

experience hasn't been the greatest. I'm with two teachers and their teaching styles are 

so different from how I'd like mine to be." She did look, however, to the university to 

make sense of it. "I was talking to Dr. Garber, she's been a really great support system, 

and she's really glad that I went there I could see an opposite style of teaching and 1 

could then take things and go my own way." 

Obstacles in student teaching did not deter these women from seeking knowledge 

and understanding of their chosen profession. Another salient teacher influence was the 

Arizona Art Education Association. The description of events at the Three Mick's 

Cantina was typical of the meetings. It provided a connection with others at different 

stages in the profession. It built a trusting community of teachers and an opportunity for 

teacher dialogues surrounding issues of practice. It operated in a relaxed, social 

atmosphere yet was always professional. 

At times, teachers at their sites took on the process of socialization of new 

teachers. Career teacher L told her story: 
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It was a K-8 school and the job was advertised as art, home economics and typing. 
So, I called them and said hey, is this three jobs or one. The 
principal/superintendent's response was a question, ' What is your degree in?' I said I 
was getting a degree in art education. I was toid to come on in and 'we'll talk.' It was 
the good old boy system. The principal/superintendent at the time said, 'Well honey, I 
understand that this is three jobs and you're an art education major but the last girl 
who did it was in home economics. So, there are three file drawers full of stuff out 
there and I'm sure you'll find something that will work for you.' I got the job and he 
was gone by the day I started. I had these wonderful teachers though who sort of 
taught me, you know, who were older mentors who said here's how it is in this 
district. These are the parents to watch out for, these are the kids to watch out for, 
these are the people who will support you, that will help you, here's how to get money 
for your program, here's how you do that kind of stuff. So I actually then went into 
the political action mode. Because I thought, hey, we need some help out here. 

An art teacher was fortunate to have another art teacher at their site. It provided a 

resource to assist new teachers in choosing what and how to teach. Curriculum becomes 

a hard concept because we are told to be artists not teachers. Career teacher N retells: 

When I first stared in the district, two of us were new at the same time. The other 
teacher said. There's nothing here. I don't know what to teach?' I asked, what do 
you know? Teach what you now. 'I have to have stuff, a curriculum,' was the reply. 
I told her, you'll have to make it. You know what you need to teach, some skills, 
some artists, and some vocabulary. She was so panicked. 

The University 

When newly hired, most teachers surprisingly found that they had to provide the 

art content for their classes. This proved to be both a universal occurrence and the 

greatest challenge to all. Reflections on these teachers' university experiences found 

them immersed in classes of the arts: fiber, sculpture, metal work, ceramics, criticism, art 

history, drawing, and painting. Their undergraduate art experiences varied in their 

contexts but many left the same gap. Fine arts teachers were not good teacher role 

models. "Some people make a huge mistake as they want to become an artist-as-teacher. 
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Really, it is teacher-as-artist for an artistic, masterful teacher can do anything," said 

career teacher L. Mostly, the art teachers experienced artists who created experiences 

with art. They taught in their fine arts programs. Conspicuously missing in those classes 

was the pedagogy that supported the learning about art. How would they as teachers 

meaningfully transform their classroom situations into teaching and learning 

opportunities for their students? Developing teacher B reveals her thoughts on artists as 

teachers: 

I remember having someone describe to me the whole thing about give them the 
materials and let them have their experience versus they way in which you teach the 
skills of how to do this. I remember I had this moment in class where I realized that 
most of the art teachers that I've had never taught me how to draw. So, I thought I 
couldn't be an artist. 

The introduction of art as subject matter in their academic careers was not enough 

to help them make the connections between artist and teacher of art. Seymour Sarason 

(1999) asserts, "Subject matter is crucially of bedrock importance, so important that it 

cannot be allowed to be taught in ways as to cause a student to regard it as an empty 

exercise isolated from their unarticulated thoughts, feelings, questions and goals" (p. 68). 

It was evident to the teachers that not all of their preservice peers, colleagues, or 

teachers were a match for this profession. Oftentimes people enter the arts with a desire 

to make a living and are not able to make the transition to the subsequent role of teacher. 

It was suggested that evening that to define one's self as a teacher, one must ask, "Who is 

at the center of your teaching universe? Is it the student or your own ideas about 

teaching?" The answer to this question might assist in the revelation of your teacher 

identity. Karen Carroll and Renee Sandell describe the process: 
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Candidates move from being artists who think primarily about their own work to 
artist/teachers who think about the art, which may engage and be made by others. 
They move out of the role of a student into the role of the teacher, gradually enlarging 
their sense of responsibility to include not just their own learning but also the learning 
of others. They have to leam how to negotiate their own business and take care of 
themselves. They need to leam how to be centered in complex and confusing 
situations. They need to discover a lot about connecting with others. They need to tap 
into their passion for art and people, and leam how to make teaching an art form 
(1995, p 6.). 

The University appeared to be a significant contributor to the socialization of 

these teachers. The teachers stated it was the work in their arts methods classes and the 

mentoring of their professors that helped the art teachers make sense of teaching. 

Developing teacher B noted that after all of the art classes her head was full of ideas that 

she could not get out. As a student in her art methods classes, it came together for her. It 

was at that moment, sitting in a class at the university that she had a vision of herself as a 

teacher. Developing teacher B describes the transformation: 

I remember feeling frustrated because I've always had ideas I wanted to deal with. 
When I was younger, I didn't have the skills to do them and so how do you get that 
stuff out? I remember sitting in those classes, in that Harvill classroom. Okay, I get 
this now. You tell them what you want them to leam, you give them the structure, 
you give them the skills, it is like teaching reading, and it is like teaching any of the 
other subjects. 

The influence of the university extended beyond their training as preservice 

teachers. The bonds established with art education professors kept the teachers returning 

to the university for mentoring. After five years of teaching. Career teacher L reveals: 

What I found myself doing, over the years, and you all know at my district I love my 
principal and the other teachers, and the art teachers are wonderful. Where I keep 
finding myself turning to for socialization is the university. I went back to Jean Rush. 
She was at the U of A at that time and she was really my mentor. Whenever I didn't 
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get something, didn't understand something, I would turn to Jean and she would help 
me get through it. 

Sometimes the university's teachings remain with a teacher until they have the 

opportunity to enact those ideas in their practice. Developing teacher B tells of the seed 

planted in those arts methods classes and of its long germination time: 

My student teaching was extraordinary because there were things I didn't get 
modeling of ... like a D.B.A.E program. I fall back on what I did with my 
cooperating teacher. I teach the way I student taught and I'm having to add in some of 
those components that I heard about at the university. I'm still figuring it out, how 
they all work. It doesn't help to have been at three schools in three years and at three 
different grade levels. Someday it will be a great experience but right now, I'm still 
trying to figure out who I am. 

The School District 

Again, the districts and administrators played a minor role in the socialization of 

art teachers. Art teachers are expected to function alone and so are often left alone to 

negotiate their own business and to take care of themselves (Carroll «&Sandell, 1995). All 

art teachers agreed that "your site" was where one learned about budgets, purchase 

orders, and other staff information. Career teachers R and N described their high schools: 

I think of high school, at least my high school. When I was there, everyone was so 
departmentalized that everybody did their own thing. You know the structure of the 
overall school, but there wasn't a common philosophy. It worked very much as a 
university system. And, I think in the fine arts it is just different, because again, there 
are so few of each person within the department and they're in their specialized areas. 
Yeah, there's one teacher of each area. 



Expert Art Teachers 

What are the attributes of an expert art teacher? 

Realizing we have the task of creating an expert identity at our sites each art 

teacher, that evening, took a turn in contributing to an art expert prototype. During our 

third course, the group discussed our third question: What are the attributes of an expert 

art teacher? 

Each teacher contributed one attribute of an expert art teacher. Three themes 

emerged form the list of expert attributes. Theme one described the professional choices 

and actions of each individual teacher. Theme two described how the teachers enacted 

content in their classrooms. Theme three described how the art teachers were active 

participants in their teaching communities and school settings. Not surprising was that 

many of the attributes conferred were present in the art teachers at the table. 

Professional Choices 

This group believed that since there were no expectations for us as art teachers at 

our individual settings, we create our own expert art teacher identity. We are trusted to 

do the best job we can because there are bigger issues at each school to worry about. 

Developing teacher B shared her thoughts on boundaries and expectations. These 

thoughts first occurred while working at school that day, a Sunday. "Right now, 1 figure 

it out on my own. No one has ever sat me down and told me anything. Like how many 

times am 1 expected to change the bulletin boards in the office? I'll exceed the 
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expectations but I have to figure it out." It was noted by career teacher L that there is a 

code of professionalism but it addresses dress codes and morals. This group of art 

teachers felt the code was very important. One teacher hides her tattoo at school 

everyday. Yet, the code of professionalism does not guide teachers in their teaching 

practice. 

Being an expert art teacher to this group meant shedding old stereotypes. Career 

teacher R said, "If you look at the history of art education, it was self-emotive. We'll 

give the kids the paint or paper and let them do their thing because we don't want to 

interfere with their creativity." Career teacher L elaborated: 

That's what they wanted kids to do. Here's some paint and some paper and do 
whatever you want to do. Paint something that makes you happy, that makes you 
angry, but you didn't teach them about color and colors that show anger. You didn't 
teach them about brushstrokes and how certain brushstrokes portray certain things. 
You didn't show them how an artist is portrayed, like Munch's The Scream, or those 
kinds of things. 

The aspiring art teacher believed an expert art teacher has a vision for young 

students that included both content and personal growth. An expert possesses knowledge 

of where you want your students to go. Just as the art teachers see a connection to 

teaching in other disciplines, she drew a parallel to the teaching of writing: 

The things you are talking about, the processes, it sounds like... talk about critiquing. 
You talk about what a person has done and what a person is looking at from art 
history. We do that in writing as well and it's important. 

Other descriptors of expert art teachers were integrity, joy and passion. 
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What Happens in Classrooms 

Developing teacher B felt that an expert articulates curriculum for this is "what 

we do." This curriculum grows every year and eventually makes sideways connections 

over time. An expert does not give up on the development of this task nor do they view 

teaching as simply doing what you want to do. At first, they did not understand how to 

transform "stuff into meaningful curriculum. Career teacher L reflected on the 

expectations of her first teaching job as the home economics, typing and art educator: 

There were file drawers full of stuff but there was no curriculum. Coming out of art 
education was like okay; I think we're going to paint this next unit. I had no idea of 
how we were going to paint or what we were going to paint. I just flew by the seat of 
my pants more days than not. It all worked out okay. It was because at that time I 
was too stupid, too naive maybe is a better word to use. I was too naive to understand 
what I had gotten myself into and so I thought I could save the world, I could change 
it. I could make it happen. So, that's what I set out to do. 

Career teacher L and R gave other attributes. One described an expert art teacher 

as one who is multi-modality and views teaching as a performing art (Saranson, 1999). 

This means that you are master of many modes of working outside of your realm of 

experience or of who you are. Career teacher L explained what she meant: 

If you look at teachers, the ones that we all look back on look on all of our educations, 
as the best. What were the qualities they possessed? It was probably that they met 
our needs as learners. And they were the great storytellers; they were full of energy 
and passion about their subject matter, whether it was history, math, or writing. I 
could connect with those teachers. But you have to do all things, very multi-modality. 
Just as we teach sculpture, drawing, painting, printmaking, and ceramics, we need to 
have many modes of teaching to meet all students' needs. So you can't go into a job 
and say, hey, I'm a sculptor and that's all I do. 

Another example was given that if you are an introvert by nature, you must 

become an extrovert at times to connect to all students. You must be a cheerleader to 
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provide motivation to some students and quiet reflection to others. An art teacher 

described this same process as mastering the art of teaching (Carroll & Sandell 1995). 

This kind of energy is not merely wearing many masks; it is finding these strengths of 

character within yourself and exemplifying them for your students. Career teacher R 

said: 

Fm an introvert who becomes an extrovert in the classroom. I'm very introverted; I'm 
very reserved. Until I master something, I have to sit and observe it, and observe it 
and observe it. Once it becomes a part of who I am, then it's okay. 

Active Participants in the Teaching Community 

Of greatest discussion was the attribute of the expert art teacher as an advocate. 

The statement was made and agreed upon by all— in performance of our role as art 

teacher; one becomes a teacher to everyone— parents, administrators, students, other 

teachers, and ourselves. 

The discussion on advocacy reflected the acquisition of this skill at the university. 

The University of Arizona's Wildcat Art Program provides preservice teachers with an 

opportunity to practice teach, before student teaching, in a Saturday setting. This 

program is self-supporting and requires preservice teachers to find sponsors, student 

participants and materials in addition to the performance of their teaching duties. The 

long-term effect of this is that they are enacting behaviors that they will perform 

throughout their teaching careers. All art teachers must continually find support for their 

programs, involve parents and administrators, and engage people in seeing the value in 

what they do. Career teacher N summed it up when she said that we continually educate 
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our communities through the education of our students. She added that we must fight the 

resistance and ignorance of those who do not know who we are and what we do. 

This spirit of advocacy even carried over to their concerns for student teachers. 

Career teachers all voiced their support of having preservice teachers go out into the 

community of teachers to leam and share. Career Teacher L suggested: 

Talk to your professors. Find out who is the strictest disciplinarian, they know, in art 
education. Go watch that person teach. Find out who is the most gregarious, outgoing 
and wacky teacher. Go out and watch that person teach. It's not that you copy 
anybody. I stole things from people. I found out who my professors thought were the 
good teachers. We become like composites of all the best teachers. It's like Faith 
Ringgold says in her video, what do artists like Picasso do? They copy, copy, copy. 

Throughout the discussions the whole evening, it was generally acknowledged 

that expert teachers have a passion for what they do. The attribute chosen by the student 

teacher was a caring, passionate professional. She felt the teachers present that evening 

exemplified this role model. She was impressed that we would gather "off the clock" to 

talk about teaching and that it was evident to her that we cared to give our students what 

they needed. 

In summary, the art teachers believed that expert art teachers have a passion for 

what they do. They believe that teaching is an art. They give students what they need 

and empower them with skills and knowledge. They guide students in making choices. 

In the execution of their teaching duties, they perform in many modes. This composite of 

an art teacher might include disciplinarian, actor, artist, and enactor of curriculum. They 

build integrity, trust with their administrators, and assume the role of advocates in the 

community. Art teachers are a teacher to everyone. 



University of Arizona professor of art. The meaning of salt sharply contrasts its common 

appearance and function, with its amazing properties. Salt seasons to improve taste, it 

preserves, makes water boil faster, and thus changes and improves many things when 

added to them. She lamented that people forget it is a catalyst and take its magic for 

granted— "just like an art teacher." 

The presentation by career teacher N was of an autobiographical pop-up box. Its 

many layers of painted images and calligraphy told of teacher N's passion for art in high 

school and how a deliberate choice was made based on finances, to be an art teacher 

rather than a watercolorist. This choice was not made without some regrets. A tattered 

scarecrow, in the box, represented teacher bumout after six years. A return to the 

University of Arizona for a Master's degree signified professional renewal. After many 

years of teaching, she still worked extra hours because she chose to spend class time only 

on students and do teacher work on her time. She had spent ten active years with the 

Arizona Art Education Association (A.A.E.A.) but chose to represent the association 

outside of her box. It was her belief that participation in such an organization brings 

things together for you as a teacher but what you do is not who you are. Also inside the 

box was a reference to a personal mission statement. "You need to have a direction in 

your life, know where you are going and the best way to do it is to write it out and leam 

it." The purpose of the mission statement was to guide both her life choices and to shape 

her practice. In conclusion, she stated "I was very focused on my profession because of 

my self- identity." 
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The aspiring art teacher presented metaphors from both of her disciplines, art and 

writing. One was a sterling silver mask, with holes in the ears and decorated with rivets, 

beads, and human hair. The other was an Emily Dickinson p>oem. The creation of the 

mask involved a lot of learning for her and illustrated how teachers wear masks of 

themselves to help others grow and learn. The reflective surface of the mask shows how 

teachers must be open to new ideas and the inclusion of baby hair represented our 

important recollection of ourselves as young learners. This empathy extends to the 

brilliant but young minds of students. 

From my point of view, the playfulness is the hair from my childhood. We remove 
the child's point of view. As a teacher, you forget that you are dealing with young 
minds. Brilliant minds but young minds and that you hurt them really hurt their 
growth and so I think you always have to be playful. It's important to be sparkly and 
open to ideas and to be a good listener so the little holes in the ears will help with that. 
The whole concept of a mask, the idea that a teacher is a very important person in 
child's life and we have to be up front and honest. But in another sense, we do have to 
wear certain masks to be able to help everyone grow and learn. 

Her choice of Emily Dickinson's untitled poem supported these ideas of teaching, 

learning, and the young mind. 

Career teacher R presented the final self-created artwork, a Japanese kite. For her 

it encompassed endless possibilities for the human spirit. The construction of a kite 

needs careful attention to its structure, and tied within its form are high-flying 

expectations. For many years, career teacher R studied the work of a Japanese kite maker 

and then an opportunity for a Fulbright Scholarship presented itself to her. It allowed her 

to meet and work with this kite master. The acrylic painted, self-portrait kite was of a 

woman educator. She wears the traditional kimono, decorated with apples, yet her hair is 
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blond and her mouth is sealed. The fruit represents teaching as the planting of seed. We 

do not know, however, how those seeds will grow. The contrast of the kimono with the 

blond hair has two meanings. During her stay in Japan, she felt very connected to the 

people and culture. Upon seeing a reflection of her blond hair among all of the dark-

haired people, however, she realized she was with them but not of them. Her art 

symbolizes how an art teacher may be among other teachers and still be separate from 

them. This happens when she/he is the only art teacher in a school. Finally, the covered 

mouth represents that as the sole art teacher in a school setting, you have a powerful 

voice but oftentimes it is not heard. 

The final metaphor has its own category. It was the painted work of a local artist 

and a gift from career teacher L's husband. The portrait demonstrated how art became 

the focus of this couple's personal lives like the lifestyle of the couple it portrayed, Frida 

Kahlo and Diego Rivera. This biographical story again began with the career teacher L 

wanting to make a living with art. Graduate work at the University of Arizona followed 

several years of teaching. Noticeably missing from art education at that time was content 

about women and specifically women of color. A fellowship from the Getty Museum 

allowed this teacher to both create content and to enhance the role of art education in her 

personal life. She heightened the experience for us by making an analogy to a religious 

pilgrimage. Like a follower of Jesus reenacting the way of the cross, she told of how as a 

couple they traced the steps of Frida and Diego in Mexico. Soon the purpose of every 

family vacation was to leam more about art. When her husband presented her with this 

painting, it became a testament to the immersion of their lives in art. 
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Analysis of Metaphors 

Admittedly, there is a subjective stance in my work and therefore, it follows that a 

narrative research method be applied to the event (Kelchterman, 1993). I designed an 

underlying framework for the information I asked of the teachers (Chalmers, 1993). In 

posing these questions and recording their responses, the art teachers were framing their 

teacher development across time. Developing as a teacher is a process and each of the 

tasks held the potential to reflect on the past, to project into the future or to attend to the 

present. Career teacher R explains, "But it's all about having that internal growth and 

finding where you need to be at the time you need to be there and being okay with it too." 

I did not anticipate the emergence of the themes of socialization and the future of 

teaching in the metaphors. One might assume the teachers were predisposed to respond 

to the themes in that they knew of that evening's inquiry into socialization, expert art 

teaching and ±e future of teaching. I have therefore included conversations and 

anecdotes to support their responses. All appear as direct quotes. At times, they read as 

streams of consciousness. In keeping the integrity of the teachers* conversations, I did 

not edit them. I did include, however, references in parenthesis to assist in the 

establishment of a context. 

The variety of responses gave significance to the number of years in practice. 

The student teacher's metaphor related to her future. The two developing teachers 

reflected on their socialization into the profession using a single object. The career 

teachers' metaphors resembled biographies. Their metaphors were both visually complex 

and layered with meaning related to their development as professionals and its 
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implications in their personal lives. The task of teaching becomes more complex over 

time as evidenced by the metaphors. As these teachers became efficient practitioners, 

they expanded their teacher roles to include more opportunities for growth. These career 

teachers still spend many hours on their teaching but they are completing different tasks 

than beginning teachers (Sternberg & Horvath, 1995). Developing teacher B explains the 

complexity: 

... and you are caught up with committees, the A.A.E. A., and the union stuff and all 
of the politics that are involved. It is so compelling and so seductive because it is so 
much a part of what you do that it is easy to forget that other part of who you are. 

The metaphors also disclosed issues from different points of view. The shiny 

mask with baby hair told of how a teacher must be playful and open to ideas from fresh 

young minds. The stained palette, however, told the opposite story of how interactions 

with students that challenge a teacher's perceptions of teaching can leave a young 

teacher's enthusiasm blemished. 

The Influence of the University 

Reflecting on the past during the presentation of the metaphors, several references 

were made to the socialization of teachers in both formal and informal venues. The 

university served as an initiation for both preservice teachers and became an agent of 

renewal for experienced teachers. An example of initiation came when one of the art 

teachers was a preservice teacher. She wanted to know how to get an "A" in arts 

methods class. Earning a good grade was a goal for this student. As a participant in her 

methods class, there was a shift in her focus. The professors helped her think like a 



66 

teacher. They taught how to reconstruct content into a rich and wonderful experience for 

students. This incident describes the transformation of concern from one's own learning 

to that of one's students (Carroll & Sandell, 1995). 

Three of the four teachers held Master's degrees. Two returned to the University 

of Arizona after working as teachers. One completed her teaching certification with her 

graduate degree. The student teacher is currently working on her Master's degree from 

the University of Arizona. Career teacher N described how work on a Master's degree 

helped pull her out of teacher burnout. Career teacher L described her graduate 

experience in a different way: 

Art has become my life. I started out just being very interested in life and wanting to 
make a living at it and so art education seemed like a good way to go. It got to a point 
where everywhere I went, everything was about art. Every vacation I took, everything 
I did, it was about going to galleries, going to museums, my life just became about the 
experience. And that actually manifested itself or began to manifest itself when I was 
at the U of A getting my Master's degree. 

A transformation of a physical nature became a symbolic representation of the 

socialization into the profession. Three art teachers told an interesting story occurring 

when one was an adjunct professor and two were preservice teachers at the University of 

Arizona. Developing teacher J's lock of beautiful hair was lopped off by an accidental 

slice of a paper cutter. This happened while she was engaged in preparing materials for a 

teaching event. The long hair was a piece of her identity as a young person. Tearfully, 

she approached her adjunct professor (career teacher L) and fellow preservice teacher 

(developing teacher B) with the strand. To console her, they created a doll, attaching the 

hair and adding some wings. Hanging now in her classroom, it is a symbol of her 



transformation from young student to young teacher. Developing teacher B commented, 

"Hair is so powerful; it is so much of who we are." 

Opportunities for socialization at school sites depended on how many art teachers 

were present on campus. Elementary and middle school teachers were the only art 

specialists in their schools. They noted that all teaching is done within the isolation of 

one's classroom (Palmer, 1998). When teachers come together, often in grade level or 

subject matter teams to process events, the art specialist is frequently limited by being the 

only one in her/his school. The consequence is that art teachers perceive themselves as 

persons with a muted voice. One teacher's solution was to visit other teachers' 

classrooms during her planning time. It allowed her to observe and leam from other 

teachers engaged in teaching and to make connections between their content and ours. 

Arizona Art Education Association 

The process of initiation into teaching occurs at the beginning of one's career but 

the creation and adaptation of a teacher continues over time. Bullough (1997) believes 

the process may take three years. The Arizona Art Education Association has been a 

vehicle for teachers to come together with other art teachers throughout their careers. 

New members are sought from the University's preservice teachers. In addition, teachers 

are recruited from the Tucson community. Career teachers noted the importance of 

passing the leadership opportunities of this organization to newer teacher members. 

All of the art teachers mentioned the influence of another person in the 

presentation of their metaphors and in shaping the meaning they give to their teaching. 
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These influences were: preservice teachers, professors, educational researchers, other 

teachers at their school sites, other art teachers in the community, students, poets, artists, 

and family members. Mentioned infrequently were men and all but one named were 

family members. The teachers felt that there were so few men in the field of art 

education that they did not know if male art teachers shared their experiences. Missing 

completely was mention of administrators, school boards, and evaluators. 

Concerns of teacher development were apparent as current issues revolved around 

personal and professional growth for the teachers. Developing teachers struggled with 

the notion that making art became a diminished role in their lives. They felt consumed 

with the demands of teaching and could point to but a few artist/teachers in the 

community. Those with more teacher experience did not find more time to make art. 

They navigated the change in roles by altering their art teacher point of view. Teacher L 

shared: 

I consider teaching a performing art; what you have to do to be up there in front of 
kids. You look at the curriculum and think about how you as the actor, the dancer, or 
the musician deliver it to them. It is just the score. You decide what you are going to 
do to make it rich, wonderful, and passionate. I think that is what teaching is for me. 
It is really a performing art. I am not too freaked out anymore about not making art. 
Now twenty years into it, I've just changed my point of view, my teaching point of 
view. It just works better in my life. 

Teacher R told of a life changing transformation, however, and has recently resumed 

making art after a divorce: 

I completely stopped making art at all. Just in the last two years, I couldn't shove it in 
any more. I couldn't repress the fact that I really am an artist and that I couldn't 
eliminate that part of me. So now, I teach all day and then I come home and make art 
until midnight. I can't stop it anymore. 
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Some chose to focus their artist role on art history, as it becomes a curricular 

piece when brought back into the classroom. Schoolwork takes on a larger, more 

complex role for some and others are community art education advocates. 

This group of art educators made a distinction between themselves and those who 

teach studio art at colleges and universities. This group felt strongly about the necessity 

of pedagogy when teaching art. They believed that those who modeled teaching in studio 

art classes were artists fulfilling the role of teachers. Missing was an understanding of 

how to lake an art experience and make it meaningful for a learner. 

Finally, the future became an opportunity to give meaning to teaching. It held 

dreams of teacher growth and expertise for the student teacher and the creation of an art 

teacher identity for the aspiring and developing teachers. The art teachers perceived only 

one negative aspect. It was the widening gap in the future between teacher salaries and 

those of other professions. 

Socialization 

How were you socialized into the profession? 

Teachers moved to the dining room table and we began our discussion over the 

second course of our meal. "The biographical perspective gives a central place for the 

subjective interpretation of the teacher. We therefore don't study the formal career, but 

we look for the development in the professional life as it is experienced by the teachers 

themselves (Kelchtermans, 1993, p. 199). As we shared our problems with the 

socialization process, themes began to emerge. Those themes revolved around the roles 
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of socializing agents: the community of teachers, the University of Arizona, and the 

school settins. 

Socialization of these new teachers into the profession became a process where 

they learned how to make choices. They chose: what to teach, how to teach it and what 

materials to use. It was a time when ventures into autonomy needed the balance of 

supportive role models. The support and role modeling came not from their schools or 

districts but from the teachers in the Tucson community, the art education professors at 

the University of Arizona, and the members of the Arizona Art Education Association. 

The Community of Teachers 

One teacher, as an undergraduate sculpture major, studied predominantly with 

males. No one in her program ever mentioned becoming an art teacher nor did it occur to 

her. Later in her work life, when she met and worked with teachers, she realized she too 

could be a teacher of art. This exposure to many fine examples of the profession led her 

back to a teacher education program at the University of Arizona, with one of the 

professional contacts serving as her cooperating teacher. She told us: 

I have a B.F.A. in sculpture and I did not take one education course in my 
undergraduate work. I thought, there was no way. When I grew up, women were 
teachers, or women were nurses or women stayed home and I was not going to do any 
of those things, I was not going there. I didn't have any interest in it; I just didn't 
want to teach. Then I got out of school and everything I did led to education. And 
every place I went, for some reason, I ended up teaching and folks kept saying you 
really would be a wonderful teacher. I was teaching teachers how to make art with 
their kids and they were art teachers. So, I went back, got my degree, my Master's, 
and did my student teaching. 
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Cooperating teachers varied in their skills, desires, and abilities to socialize these 

student teachers. If the student and cooperating teachers purposefully and honestly chose 

each other, it met both of their needs. Career teacher R stated: 

Since I had been around educators, I picked whom I wanted to teach with and I chose 
cooperating teacher T. What I chose to do, because of my intensity, I did an 
internship for a whole semester. I was in the classroom three times a week, because of 
my neurosis, and sat in there with the kids. As soon as they came back in January, I 
took over three classes completely, from beginning to end. This was not the 
requirement of my program but I wanted to take the kids from the beginning and the 
kids were mine. I like autonomy in many ways. So I said, 'Let me have them.' So, 
cooperating teacher T, at the end of the day, instead of her coming in to watch me 
teach, just said, 'You come to me when you need help.' It was very powerful to me. I 
like being independent. I would go to her, cry, rejoice, and do all the things that 
everybody needs to do when you're stuck or excited. And I felt great support from her 
because she knew how to back off and allow me to grow. 

When randomly selected, however, the circumstances were completely different. 

An example was given of cooperating teachers accepting student teachers but for zill of 

the wrong reasons. One cooperating teacher really cherished his job as a golf coach and 

used a student teacher (career teacher L) as an opportunity to lavish his attention outside 

the classroom. Career teacher L shared this dialogue surrounding their interview. "How 

do you want to do this," he asked. "Day one," she replied, " I want them. I want to be 

their teacher." Her cooperating teacher replied, "Okay, if you need anything, just holler. 

I'll be in the art office. That's the way it went." 

Developing teacher B was placed in a classroom where the cooperating teacher 

was facing challenges in both his professional and personal life. Developing teacher B 

recalls being asked as a preservice teacher, "Where do you want to student teach?" She 

thought to herself, how the hell do I know. Her first and second choices were not 

available so her supervisor found a placement for her. She describes her experience: 
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The amazing thing was my supervisor said you're so tough, you can do anything. But 
really. I was very fragile. It was a year of two before my cooperating teacher G's wife 
passed away. His wife was dying of cancer and he was burnt out of teaching. He had 
one previous student teacher, a former student of his and the experience was horrible 
but he was ready and open. I knew I wanted to student teach with a woman because I 
had some discipline issues I had to deal with and I didn't want the whole gender thing 
to be a part of it. I didn't get the modeling I wanted but that was the right place for me 
to be because cooperating teacher G was so conscientious of my development as a 
teacher, so nurturing, and so protective. We had a symbiotic relationship where he fed 
me things I needed to be fed and I help>ed re-inspire him with his teaching. He was 
pretty crispy at that time. 

The student teacher also shared her current experience. "My student teaching 

experience hasn't been the greatest. I'm with two teachers and their teaching styles are 

so different from how I'd like mine to be." She did look, however, to the university to 

make sense of it. "I was talking to Dr. Garber, she's been a really great support system, 

and she's really glad that I went there I could see an opposite style of teaching and I 

could then take things and go my own way." 

Obstacles in student teaching did not deter these women from seeking knowledge 

and understanding of their chosen profession. Another salient teacher influence was the 

Arizona Art Education Association. The description of events at the Three Mick's 

Cantina was typical of the meetings. It provided a connection with others at different 

stages in the profession. It built a trusting conrmiunity of teachers and an opportunity for 

teacher dialogues surrounding issues of practice. It operated in a relaxed, social 

atmosphere yet was always professional. 

At times, teachers at their sites took on the process of socialization of new 

teachers. Career teacher L told her story: 
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It was a K-8 school and the job was advertised as art, home economics and typing. 
So, I called them and said hey, is this three jobs or one. The 
principal/superintendent's response was a question, ' What is your degree in?' I said I 
was getting a degree in art education. I was told to come on in and 'we'll talk.' It was 
the good old boy system. The principal/superintendent at the time said, 'Well honey, I 
understand that this is three jobs and you're an art education major but the last girl 
who did it was in home economics. So, there are three file drawers full of stuff out 
there and I'm sure you'll find something that will work for you.' I got the job and he 
was gone by the day I started. I had these wonderful teachers though who sort of 
taught me, you know, who were older mentors who said here's how it is in this 
district. These are the parents to watch out for, these are the kids to watch out for, 
these are the people who will support you, that will help you, here's how to get money 
for your program, here's how you do that kind of stuff. So I actually then went into 
the political action mode. Because I thought, hey, we need some help out here. 

An art teacher was fortunate to have another art teacher at their site. It provided a 

resource to assist new teachers in choosing what and how to teach. Curriculum becomes 

a hard concept because we are told to be artists not teachers. Career teacher N retells: 

When I first stared in the district, two of us were new at the same time. The other 
teacher said. There's nothing here. I don't know what to teach?' I asked, what do 
you know? Teach what you now. 'I have to have stuff, a curriculum,' was the reply. 
I told her, you'll have to make it. You know what you need to teach, some skills, 
some artists, and some vocabulary. She was so panicked. 

The University 

When newly hired, most teachers surprisingly found that they had to provide the 

art content for their classes. This proved to be both a universal occurrence and the 

greatest challenge to all. Reflections on these teachers' university experiences found 

them immersed in classes of the arts: fiber, sculpture, metal work, ceramics, criticism, art 

history, drawing, and painting. Their undergraduate art experiences varied in their 

contexts but many left the same gap. Fine arts teachers were not good teacher role 

models. "Some people make a huge mistake as they want to become an artist-as-teacher. 
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Really, it is teacher-as-ariist for an artistic, masterful teacher can do anything," said 

career teacher L. Mostly, the art teachers experienced artists who created experiences 

with art. They taught in their fine arts programs. Conspicuously missing in those classes 

was the pedagogy that supported the learning about art. How would they as teachers 

meaningfully transform their classroom situations into teaching and learning 

opportunities for their students? Developing teacher B reveals her thoughts on artists as 

teachers: 

I remember having someone describe to me the whole thing about give them the 
materials and let them have their experience versus they way in which you teach the 
skills of how to do this. I remember I had this moment in class where I realized that 
most of the art teachers that I've had never taught me how to draw. So, I thought I 
couldn't be an artist. 

The introduction of art as subject matter in their academic careers was not enough 

to help them make the connections between artist and teacher of art. Seymour Sarason 

(1999) asserts, "Subject matter is crucially of bedrock importance, so important that it 

cannot be allowed to be taught in ways as to cause a student to regard it as an empty 

exercise isolated from their unarticulated thoughts, feelings, questions and goals" (p. 68). 

It was evident to the teachers that not all of their preservice peers, colleagues, or 

teachers were a match for this profession. Oftentimes people enter the arts with a desire 

to make a living and are not able to make the transition to the subsequent role of teacher. 

It was suggested that evening that to define one's self as a teacher, one must ask, "Who is 

at the center of your teaching universe? Is it the student or your own ideas about 

teaching?" The answer to this question might assist in the revelation of your teacher 

identity. Karen Carroll and Renee Sandell describe the process: 



75 

Candidates move from being artists who think primarily about their own work to 
artist/teachers who think about the art, which may engage and be made by others. 
They move out of the role of a student into the role of the teacher, gradually enlarging 
their sense of responsibility to include not just their own learning but also the learning 
of others. They have to leam how to negotiate their own business and take care of 
themselves. They need to leam how to be centered in complex and confusing 
situations. They need to discover a lot about connecting with others. They need to tap 
into their passion for art and people, and leam how to make teaching an art form 
(1995, p 6.). 

The University appeared to be a significant contributor to the socialization of 

these teachers. The teachers stated it was the work in their arts methods classes and the 

mentoring of their professors that helped the art teachers make sense of teaching. 

Developing teacher B noted that after all of the art classes her head was full of ideas that 

she could not get out. As a student in her art methods classes, it came together for her. It 

was at that moment, sitting in a class at the university that she had a vision of herself as a 

teacher. Developing teacher B describes the transformation: 

I remember feeling frustrated because I've always had ideas I wanted to deal with. 
When I was younger, I didn't have the skills to do them and so how do you get that 
stuff out? I remember sitting in those classes, in that Harvill classroom. Okay, I get 
this now. You tell them what you want them to leam, you give them the structure, 
you give them the skills, it is like teaching reading, and it is like teaching any of the 
other subjects. 

The influence of the university extended beyond their training as preservice 

teachers. The bonds established with art education professors kept the teachers returning 

to the university for mentoring. After five years of teaching. Career teacher L reveals: 

What I found myself doing, over the years, and you all know at my district I love my 
principal and the other teachers, and the art teachers are wonderfiil. Where I keep 
finding myself turning to for socialization is the university. I went back to Jean Rush. 
She was at the U of A at that time and she was really my mentor. Whenever I didn't 



76 

get something, didn't understand something. I would turn to Jean and she would help 
me get through it. 

Sometimes the university's teachings remain with a teacher until they have the 

opportunity to enact those ideas in their practice. Developing teacher B tells of the seed 

planted in those arts methods classes and of its long germination time: 

My student teaching was extraordinary because there were things I didn't get 
modeling of ... like a D.B.A.E program. I fall back on what I did with my 
cooperating teacher. I teach the way I student taught and I'm having to add in some of 
those components that I heard about at the university. I'm still figuring it out, how 
they all work. It doesn't help to have been at three schools in three years and at three 
different grade levels. Someday it will be a great experience but right now, I'm still 
trying to figure out who I am. 

The School District 

Again, the districts and administrators played a minor role in the socialization of 

art teachers. Art teachers are expected to function alone and so are often left alone to 

negotiate their own business and to take care of themselves (Carroll &Sandell, 1995). All 

art teachers agreed that "your site" was where one learned about budgets, purchase 

orders, and other staff information. Career teachers R and N described their high schools: 

I think of high school, at least my high school. When I was there, everyone was so 
departmentalized that everybody did their own thing. You know the structure of the 
overall school, but there wasn't a common philosophy. It worked very much as a 
university system. And, I think in the fine arts it is just different, because again, there 
are so few of each person within the department and they're in their specialized areas. 
Yeah, there's one teacher of each area. 
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Expert An Teachers 

What are the attributes of an expert art teacher? 

Realizing we have the task of creating an expert identity at our sites each art 

teacher, that evening, took a turn in contributing to an art expert prototype. During our 

third course, the group discussed our third question: What are the attributes of an expert 

art teacher? 

Each teacher contributed one attribute of an expert art teacher. Three themes 

emerged form the list of expert attributes. Theme one described the professional choices 

and actions of each individual teacher. Theme two described how the teachers enacted 

content in their classrooms. Theme three described how the art teachers were active 

participants in their teaching communities and school settings. Not surprising was that 

many of the attributes conferred were present in the art teachers at the table. 

Professional Choices 

This group believed that since there were no expectations for us as art teachers at 

our individual settings, we create our own expert art teacher identity. We are trusted to 

do the best job we can because there are bigger issues at each school to worry about. 

Developing teacher B shared her thoughts on boundaries and expectations. These 

thoughts first occurred while working at school that day, a Sunday. "Right now, I figure 

it out on my own. No one has ever sat me down and told me anything. Like how many 

times am I expected to change the bulletin boards in the office? I'll exceed the 
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expectations but I have to figure it out." It was noted by career teacher L that there is a 

code of professionalism but it addresses dress codes and morals. This group of art 

teachers felt the code was very important. One teacher hides her tattoo at school 

everyday. Yet, the code of professionalism does not guide teachers in their teaching 

practice. 

Being an expert art teacher to this group meant shedding old stereotypes. Career 

teacher R said, "If you look at the history of art education, it was self-emotive. We'll 

give the kids the paint or paper and let them do their thing because we don't want to 

interfere with their creativity." Career teacher L elaborated: 

That's what they wanted kids to do. Here's some paint and some paper and do 
whatever you want to do. Paint something that makes you happy, that makes you 
angry, but you didn't teach them about color and colors that show anger. You didn't 
teach them about brushstrokes and how certain brushstrokes portray certain things. 
You didn't show them how an artist is portrayed, like Munch's The Scream, or those 
kinds of things. 

The aspiring art teacher believed an expert art teacher has a vision for young 

students that included both content and personal growth. An expert possesses knowledge 

of where you want your students to go. Just as the art teachers see a connection to 

teaching in other disciplines, she drew a parallel to the teaching of writing: 

The things you are talking about, the processes, it sounds like... talk about critiquing. 
You talk about what a person has done and what a person is looking at from art 
history. We do that in writing as well and it's important. 

Other descriptors of expert art teachers were integrity, joy and passion. 
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What Happens in Classrooms 

Developing teacher B felt that an expert articulates curriculum for this is "what 

we do." This curriculum grows every year and eventually makes sideways connections 

over time. An expert does not give up on the development of this task nor do they view 

teaching as simply doing what you want to do. At first, they did not understand how to 

transform "stuff into meaningful curriculum. Career teacher L reflected on the 

expectations of her first teaching job as the home economics, typing and art educator; 

There were file drawers full of stuff but there was no curriculum. Coming out of art 
education was like okay; I think we're going to paint this next unit. I had no idea of 
how we were going to paint or what we were going to paint. I just flew by the seat of 
my pants more days than not. It all worked out okay. It was because at that time I 
was too stupid, too najfve maybe is a better word to use. I was too naive to understand 
what I had gotten myself into and so I thought I could save the world, I could change 
it. I could make it happen. So, that's what I set out to do. 

Career teacher L and R gave other attributes. One described an expert art teacher 

as one who is multi-modality and views teaching as a performing art (Saranson, 1999). 

This means that you are master of many modes of working outside of your realm of 

experience or of who you are. Career teacher L explained what she meant: 

If you look at teachers, the ones that we all look back on look on all of our educations, 
as the best. What were the qualities they possessed? It was probably that they met 
our needs as learners. And they were the great storytellers; they were full of energy 
and passion about their subject matter, whether it was history, math, or writing. I 
could connect with those teachers. But you have to do all things, very multi-modality. 
Just as we teach sculpture, drawing, painting, printmaking, and ceramics, we need to 
have many modes of teaching to meet all students' needs. So you can't go into a job 
and say, hey, I'm a sculptor and that's all I do. 

Another example was given that if you are an introvert by nature, you must 

become an extrovert at times to connect to all students. You must be a cheerleader to 
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provide motivation to some students and quiet reflection to others. An art teacher 

described this same process as mastering the art of teaching (Carroll & Sandell 1995). 

This kind of energy is not merely wearing many masks; it is finding these strengths of 

character within yourself and exemplifying them for your students. Career teacher R 

said: 

I'm an introvert who becomes an extrovert in the classroom. I'm very introverted; I'm 
very reserved. Until I master something, I have to sit and observe it, and observe it 
and observe it. Once it becomes a part of who I am, then it's okay. 

Active Participants in the Teaching Community 

Of greatest discussion was the attribute of the expert art teacher as an advocate. 

The statement was made and agreed upon by all— in performance of our role as art 

teacher; one becomes a teacher to everyone— parents, administrators, students, other 

teachers, and ourselves. 

The discussion on advocacy reflected the acquisition of this skill at the university. 

The University of Arizona's Wildcat Art Program provides preservice teachers with an 

opportunity to practice teach, before student teaching, in a Saturday setting. This 

program is self-supp>orting and requires preservice teachers to find sponsors, student 

participants and materials in addition to the performance of their teaching duties. The 

long-term effect of this is that they are enacting behaviors that they will perform 

throughout their teaching careers. All art teachers must continually find support for their 

programs, involve parents and administrators, and engage people in seeing the value in 

what they do. Career teacher N summed it up when she said that we continually educate 
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our communities through the education of our students. She added that we must fight the 

resistance and ignorance of those who do not know who we are and what we do. 

This spirit of advocacy even carried over to their concerns for student teachers. 

Career teachers all voiced their support of having preservice teachers go out into the 

community of teachers to learn and share. Career Teacher L suggested: 

Talk to your professors. Find out who is the strictest disciplinarian, they know, in art 
education. Go watch that person teach. Find out who is the most gregarious, outgoing 
and wacky teacher. Go out and watch that person teach. It's not that you copy 
anybody. I stole things from people. I found out who my professors thought were the 
good teachers. We become like composites of all the best teachers. It's like Faith 
Ringgold says in her video, what do artists like Picasso do? They copy, copy, copy. 

Throughout the discussions the whole evening, it was generally acknowledged 

that expert teachers have a passion for what they do. The attribute chosen by the student 

teacher was a caring, passionate professional. She felt the teachers present that evening 

exemplified this role model. She was impressed that we would gather "off the clock" to 

talk about teaching and that it was evident to her that we cared to give our students what 

they needed. 

In summary, the art teachers believed that expert art teachers have a passion for 

what they do. They believe that teaching is an art. They give students what they need 

and empower them with skills and knowledge. They guide students in making choices. 

In the execution of their teaching duties, they perform in many modes. This composite of 

an art teacher might include disciplinarian, actor, artist, and enactor of curriculum. They 

build integrity, tmst with their administrators, and assume the role of advocates in the 

community. Art teachers are a teacher to everyone. 
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A statement was made that as an art education community, we need to come up 

with standards and benchmarks for ourselves. One person remarked that no one cares if 

we are experts. The art teachers decided as a group that they were too hasty to make that 

decision. How can you care about something you don't know? "I don't think they even 

know," replied career teacher R. "There is nothing out there that anyone knows about. It 

has to be created first and then if they ignore it, then they don't care." An administrator 

then has a choice, "Here's the standards, oh, I don't care, she's doing just fine." The 

student teacher said, "What I've seen this semester student teaching... I don't know how 

you put it in standards form, but you really care about what you're doing." The teachers 

present that evening enthusiastically began to form a three-part paradigm for the expert 

art teacher to include three additional themes: advocacy, professionalism, and artistry. 

The themes were distinct from the attributes. I believe the teachers were looking for a 

structure in which to frame the attributes. They wanted to create a matrix of skills, like 

benchmarks and standards, based on the goals of the National Art Education Association 

to define our expertise. Unfortunately, it was late in the evening and we still had one 

more question to complete. 

The Future of Teaching 

What Is the Future of Teaching? 

Our dessert course led us into discussion of our final question: How do you see 

the future of teaching? The art teachers were in unison in their discussion of the future of 

their profession. The National Art Education Association has called for all art classrooms 
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in the millennium, to be aligned with the benchmarks and standards for art. School 

districts in southern Arizona are committed to and in the process of aligning curriculum 

to meet national and state standards and benchmarks in all content areas. This process 

contributes to the advancement of knowledge of art and it provides for professional 

development of teachers and leadership opportunities. It also promotes concerns for the 

future of art education. The concerns centered on district and state expectations and the 

role of the University. 

Districts and State Concerns 

The first issue is that the Arizona Visual Arts Standards are overly broad and can 

be interpreted in many ways. Career Teacher N explained that this openness to 

interpretation provides communities with an opportunity to select or control what 

students leam. However, the Arizona Visual Arts Standards do not provide for uniform 

art education across the state. It is still possible for a student in one geographic area or 

school district to have a very different art education experience from other students in the 

state. Career teacher N relates: 

The thing about standards is that they are not very broad and they not very 
prescriptive. Fine arts are one of the few subjects that have a performance objective. 
I think English does too, so there is knowledge of content and the performance 
objective. There are three standards but the performance objectives define the 
standards and they are very broad. Do you think the state is relying on the districts to 
Provide the curriculum? 

The second issue of concern is that it is important for the districts involving art 

teachers in the process of establishing benchmarks and standards to recognize that art 
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teachers need time to understand what they are doing. Oftentimes, only a few weeks are 

set aside for art teachers to accomplish this huge task. The adoption and application of 

standards and benchmarks will take time as an teachers again assume the role of learners. 

Career teacher N predicted the process in her district, "None of us has expertise in 

curriculum or assessment or in all of those things you really need and then they're going 

to give you a week to put it together for the next seven years." 

Career teachers L and R told of their school district's plan: 

We go from really broad to broad, then we got to the curriculum people, and you say 
here are our standards and benchmarks. What do you have that meets our needs? It is 
their job as sales people to come and say, for this, we have this program, and then it's 
their job. Any sales company can come in and say there is a match '^ut it's like, what 
are they really offering? 

The purveyors of curriculum, knowledgeable about the limits on teacher time, 

have seized this opportunity. An informal assessment of what is now available to 

purchase as content based on standards and benchmarks reveals that there is lots of 

"stuff packaged together but not necessarily good content. "We have 199 units you can 

teach in one year," explained career teacher R. And each unit has 40 concepts and 

they're all oversimplified." Another response was that it goes back to the way we used to 

teach art. Career teacher N responded: 

The curriculum companies are slick. They offer you stuff they think you want, I don't 
want stuff. If I give you more stuff, you'll buy my product. I don't' want any more 
posters I can't use, I want something. I want one good poster to use with a unit that 
has good content. I want one transparency that I need to teach. 

The art teachers were not in search of magic bullets— large quantities of lessons 

aimed at meeting many benchmarks or standards. They want quality content and they 
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acknowledge that it is still their role to deliver this content to our students in meaningful 

ways. 

Another concern was that standards support lessons but they are not inclusive of 

all they do as teachers. With their students, they employ a variety of teaching and 

learning strategies and manage their classrooms efficiently. At school sites, teachers both 

serve and lead while continually advocating for their programs. "Standards were 

important," stated career teacher N, "they brought out that studio and product were not 

the only issue. There are other issues to be dealt with. In my curriculum, everything we 

do has every single standard attached to it. The district can justify in their mind that it 

meets it all." These art teachers believe that there is more to the teaching of art than 

curriculum selection and adoption. This perhaps explains their enthusiasm to create 

standards and benchmarks for expert art teachers. 

The largest concern of the art teachers was that as content areas (reading, writing, 

mathematics, science, social studies, the arts— music, theater, and dance, comprehensive 

health, foreign language, technology and workplace skills) adopt standards and 

benchmarks and as students are expected to pass state standardized tests in reading, math 

and language arts, the role of visual art will be diminished. Presently, assessments in 

science and social studies are in development. Career teacher L stated: 

We talk about everything being too broad or too general, anything will fit. If the State 
of Arizona starts testing them at third grade and fifth grade, eighth grade and twelfth 
grade, we'll know exactly what to teach. The AIMS test will tell us that eventually. 

Several issues were posed conceming Arizona's adoption of the new AIMS 

(Arizona's Instrument to Measure Standards) testing. The teachers were concerned that 
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they may no longer teach art for art's sake or that it will be watered down to "hands-on" 

activities to support other content areas. Career teacher R responded: 

It goes back to the earlier discussion, do we teach art for art's sake, or do we teach it 
to support social science or math or science? We're studying the solar system; can 
you teach the kids how to do paper m*che planets? We can teach them about sun 
symbols in art. Is that happening at the state level? Are they going into it in depth? 

Other implications of standardized testing were discussed. Teachers predicted a 

greater slice of school budgets would be spent on passing state-standardized tests thus 

eliminating elective programs. In addition, as students in Arizona take more core 

curricular classes to pass standardized tests, it could lower the number of arts classes they 

take and thus the number of art teachers. 

In addition, the art teachers realized that they might not be the ones who teach art. 

"It is required to have art in K-5 for one hour a week, but it doesn't say we have an art 

specialist teach it," stated career teacher R. "They're not going to tell you, but that's how 

they deal with it." Career teacher L added, 'They're making a reconmiendation and 

that's what happened in California when they lost all of their art educators," Earlier in the 

conversations on socialization, the teachers told stories of how schools and school district 

unofficially practice this. To obtain a coveted teaching position one might take on any 

additional duties that an administrator might suggest. Cenification in other subject areas 

did not seem important. Career teacher L was a certified art educator yet she agreed to 

take on the teaching of typing and home economics. These additional duties were 

contingent upon her hiring as an art teacher. Conversely, the aspiring art teacher has 

taught two middle school art classes. One might question the quality of that teaching. 
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Michael Day states, "Already, too many ill-prepared teachers are teaching subjects for 

which they are neither competent nor credentialed" (1997, p.6). 

Career teacher N expressed a final concern. The special education department at 

her high school repeatedly places the same special students in her ceramics classes. At 

times, these students repeat the class because there are no other classes available to them. 

Her concern over diminished enrollment in elective classes was that art educators nught 

lose their integrity as teachers of art and become informal extensions of special education 

programs. 

The University 

It was evident in earlier conversations that art teachers are used to the autonomy 

that schools and school districts have given them. The adoption of standards and 

standardized testing might change that. Bombarded with these issues of practice the art 

teachers again looked to the University of Arizona for support and guidance. The career 

teachers took turns voicing concerns about the shift in focus. Here is a composite of their 

conversations: 

Well things that are currently happening in education haven't gone to higher 
education. Now they have to filter up- like standards and benchmarks. It's almost 
like a conflict. The research paradigm has been there, and been there... Now the state 
is imposing benchmarks and standards and they will drive us far more than research. 
It means our livelihood; it means what we're going to teach. It means whether there 
will be jobs or not. They'll tell us what to do. 

It is through research in art education and sending well-prepared students in to the 

teaching community that art education professors at the University of Arizona gave them 
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visibility and substance. These teachers continue to look to them as their advocate. The 

art education area at the university remained a source of support and renewal throughout 

these teachers' careers. A final concern was that the art education area at University of 

Arizona might share the same fate of their art programs if the university administrators 

decide to focus on tests. 

Summary 

The responses of the seven art teachers to the four questions that evening signified 

their search for inner meaning concerning their profession and established a shared vision 

of the common issues facing all of the art teachers present. This sharing of their personal 

encounters with practical and common problems exposed the practical theories that guide 

their teaching in each of their individual settings. 

The thoughtful and informed responses by these seven art teachers to the four 

questions created an understanding of art teacher development over time. Their 

metaphors painted a vivid picture of the issues of their practices, as did their experiences 

with socialization. The defining the attributes of an expert art teacher led to the call for a 

prototype of an expert art teacher. A glimpse into the future of their profession revealed 

their continued concerns surrounding the precarious nature of art education programs and 

the proficient and meaningful enactment of art education in the schools of Arizona. 

These successful attempts to make meaning of their teaching demonstrated to those 

present an understanding of both the uniqueness of their situations and the common 

challenges they all share. 
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CHAPTER FWE- CONCLUSIONS AND IMPLICATIONS 

"If we want to grow in our practice, we have two primary places to go: to the inner 

ground from which good teaching comes and to the community of fellow teachers from 

whom we can learn more about ourselves and out craft" (Palmer, 1998, p.41). 

Summary of Study 

The seven female art teachers participating in the Tucson Dinner Pany examined their 

inner grounds to make and share the meaning of their teaching practices. The art teachers 

were a part of the greater community of teachers in Tucson. Their shared reflections of 

prior events, the meanings they have made of their teaching experiences and their insights 

on the professional performance of their roles provided a resource for learning about their 

practices, their teacher preparation, and themselves. 

The purpose of this gathering of art teachers was to create an informal structure to 

construct and record teacher wisdom through shared conversations. Insight was gained 

from the discussion and analysis of the four questions including explanations of their 

actions and decisions centering on practice (Shulman, 1987). Their rich and evocative 

narratives broke the "culture of silence" of Tucson art educators and infused their 

teaching with meanings particular to themselves and their settings (Freire, 1990, p. 13). 

The selection of questions and the sharing of teacher stories established a 

biographical perspective on teacher development. Kelchtermans (1993) characterizes a 
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biographical perspective as an examination of the professional behavior of a teacher, not 

only defined by organizational context, "but also by life history and related experiences. 

In other words, experiences from the past and expectations about the future which 

influence the present situation" (p. 199). 

Our Apprenticeship of Observation 

The distinction of being either the sole art teachers at their sites or serving as a 

member of a small department contributed an important and singular meaning for these 

art teachers to the definition of and the initiation into the profession of art education. 

Teachers rely on personal knowledge when encountering decision-making situations in 

their practices yet their apprenticeship of observation was weak (Lortie, 1975). Missing 

were consistent art education experiences and appropriate role models of art educators 

from elementary, high school and college art classes. The student teacher at the Dinner 

Party shared her recollections; 

We didn't have art at my elementary school. I vaguely remember having a few artists 
in residence, although I don't remember what we did with them. My predominant 
memories from elementary art were pink milk carton Easter bunnies and construction 
paper baskets to hold valentines on Valentine's Day. In high school, I took two art 
classes: one semester of Beginning Art. I wanted to take a second semester but my 
advisor talked me into being an art aide 'to save room for other kids' who wanted to 
take the class. The other class I took was drawing, I think ... our teacher sat in a 
comer every day and rarely spoke a word or interacted with any of us. 

Career teacher N recalls her experiences: 

My only memory of art at the elementary level was in sixth grade. I had a new 
teacher. Miss Goodale, who had taken some art classes and we did some sculpture 
projects. I liked it, but I also liked choral music and my school had a stronger music 
program and the district had a stronger music program. We participated in 
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complicated regional programs in performance at Palo Verde High School— the kids 
filled the gym singing! I was all set to take more music classes in middle school, but I 
was not scheduled. In eighth grade, I had my first art semester with Mrs. Wright, 
enjoyed it and then decided that in high school I would take an art class. My freshman 
year, I was given DRAMA! Can you imagine? Career teacher R talked about 
introverts/extroverts, well that was the worst experience of my life. 

"There is no accepted model for the 'best' undergraduate art education program. 

Virtually every college or university art teacher preparation program differs from others 

in significant ways" (Day, 1997, p. 14). The University of Arizona professors were active 

participants in research in art education; they contributed to and modeled the scholarship 

of teaching. Guidance of preservice teachers towards a transition into thinking like art 

teachers, they helped the art teachers determine professional expectations for themselves. 

Teacher educators patterned the transformation of art content into meaningful teaching 

experiences. Lortie (1975) argues that the influences of pre-socialization are not 

challenged or modified by subsequent teacher education (as cited by Lindblad, 1997). It 

is evident from the study that these art teachers entered a new apprenticeship of 

observation. Their initiation into the profession of art education began at a university for 

these teachers. They evolved into teachers who actively engaged in their professions. 

Once situated in their classrooms, the art teachers needed and sought continued 

support for their practices and opportunities for leadership. In addition to the role of 

preparing teachers for the profession, the University became a continued source of 

support for teachers in the field. When faced with the overwhelming issues of practice, 

professors provided assistance and guidance for art teachers concerning issues of content 

and its enactment in the classroom. The university prepared art teachers to be advocates 
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in their communities through participation in the Wildcat Art Program and the student 

chapter of the Arizona Art Education Association. Offerings of advanced degrees and 

course work refreshed careers tarnished by teacher burnout. The Arizona Art Education 

Association also provided support through the establishment of an art teaching 

community, which provided both formal and informal opportunities for teacher growth, 

development and leadership. 

Conclusions 

A limitation of my study is that it is a descriptive sample of a small number of 

subjectively selected teachers engaging in self-reporting. Nevertheless, one may draw 

some conclusions from the data and with supporting documentation, find that on a global 

level there may be some applications. Lightfoot supports the small, personal study: 

The personal account of one teacher certainly does not tell us about the universal 
patterns of most teachers. It does point, however, to differences in external and 
internal perspectives, challenge simple caricatures and hint at dimensions of teacher's 
lives that are often neglected by social scientists and policymakers. We recognize the 
value of perceiving teachers as knowledge bearers, as important sources for 
understanding their own experiences (1983, p.255). 

Expert Art Teacher 

It was universally agreed that the art education community needs to establish 

measurable standards for expert art teachers. The attributes the art teachers conferred on 

an expert art teacher did not fully parallel the prototype described in the review of the 

literature (Sternberg & Horvath, 1995). When describing their practices that evening, 

however, they included many references, which suggest the actions of the expert teacher 

prototype. They reported they were proficient at modeling and at engaging their students 
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in artistic processes and thinking. They described the need to combine meaningful 

content with a repertoire of teaching skills and pedagogical content knowledge to meet 

the learning needs of students. They negotiated the acquisition of tacit knowledge at their 

individual sites with the assistance of teaching mentors. When curriculum was not 

provided, they drew on their experiences as preservice teachers to select content, create 

extensions to learning in other content areas, and model the skills and processes of artists. 

Adjusting to various grade levels, they revised their practices and theories to fit their new 

situations. As their teaching evolved over time, they became efficient practitioners. 

Their increased time was spent enriching their teaching knowledge, making art and the 

elaboration of learning experiences for their students. 

The art teachers determined that any attempt to define an expert art teacher must 

include the role of the advocate. It was further suggested that an expert art teacher 

possess artistry and professionalism. Elaboration is necessary on the meaning assigned to 

those qualities to complete the prototype. It is suggested by the researcher that inclusive 

to this expert art teacher prototype be suggestions and guidelines for art teachers on how 

to achieve expert art teacher status. 

Socialization of Preservice Teachers 

The salient agents of socialization and continued growth and renewal for these 

Tucson art teachers were the University of Arizona and the Arizona Art Education 

Association. I recommend that the community of teachers seek to enhance the ties 

between these two institutions. The members of the A.A.E.A. have connections to and 
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influence on tlie teaching community. Without my prompting, the art teachers suggested 

that they be tapped as a resource for preservice teachers to formally view teaching role 

models actively engaged in their practice. A significant challenge facing art teachers in 

schools is the transfer of knowledge accumulated during their preparation for their 

professional roles and enacting that knowledge in their classrooms (B < rger &. Tillema, 

1993). Career teacher R stated her enthusiasm; "It would be neater if we could give 

people more. We're not looking at the talents, strengths, and growth of people coming 

out of the university programs now." 

Presently, preservice teachers negotiate observations with teachers in the 

community. The timing of such observations may not always provide the preservice 

teacher with an exemplary experience with practice. Imagine the possibility of preservice 

teachers viewing an art teacher profoundly enacting content and engaging students in 

learning. Each one of them has their jewels in the crown— those remarkable lessons they 

have developed over time that are outstanding examples of their practice. How 

meaningful to preservice teachers to witness such teaching and how rewarding for art 

teachers to share in their successful accomplishments. 

Recommendations for Student Teaching 

Another recommendation of the Tucson Dinner Party is to enhance the placement 

of student teachers with cooperating teachers to insure a meaningful socialization into the 

profession. It was noted that there is not enough human power at the University to send 

people out into the community and see teachers teach. In addition, supervision of student 
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teachers may fall on the shoulders of a graduate student or an adjunct professor. The art 

teachers made several suggestions. The University and the Arizona Art Education 

Association might work jointly to competitively recruit and train art teachers to ser\'e as 

cooperating teachers. I suggest the compensation for cooperating teachers be enhanced 

to meet the importance of the experience. Finally, the seven an teachers saw a great 

benefit in allowing preservice teachers to student teach half of a semester in an 

elementary setting and the other half at a middle or secondary setting. This practical 

notion allows exposure to exemplary elementary art teachers and provides meaningful 

experiences at different levels of art education to student teachers. It was apparent, 

among the art teachers, that one will eventually move across different grade levels in 

their careers. Experiencing teaching enacted at different grade levels would make the art 

methods studied in their teacher preparation classes more meaningful. 

Suggestions for Further Research 

A final recommendation is to continue the experience of the Tucson Dinner Party. 

Each semester, a variety of teachers might gather to discuss further the issues in art 

education. The research agenda for this particular event was specific to my interests and 

needs. It is suggested, however, that if the event were to be duplicated one might look to 

the National Art Education Association's research agenda. Creating A Visual Arts 

Education Agenda Towards The 21" Century for issues. 

I also suggest a research study to investigate the influences and effects of the 

University of Arizona Art Education Division on teachers' professional knowledge and 
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practice. Two possible approaches might be to study the interactions of former 

University of Arizona preservice teachers with students and subject matter in their 

classrooms or to inquire into the institutional culture of the University and its interactions 

with preservice teachers, teacher educators and content. As Michael Day (1997) 

suggests, there is no best program. Clearly, though, there is evidence that the University 

of Arizona is producing some teachers who are active participants in their profession and 

view the University as a significant influence in defining their professional lives. 

Another possibility is to continue research into the meaning of teaching using 

metaphor. A longitudinal study may be conducted where a teacher creates a metaphor for 

their teaching. A researcher would observe their context, the classroom, and note how 

that meaning is played out in their teaching. 

My research study did not address issues of feminism or feminist pedagogy 

although I believe it would be a fruitful research endeavor. Both career teacher R and 

developing teacher B mentioned issues of gender in their socialization into the 

profession. R overcame initial resistance to a perceived female profession while B 

desired a female to model specific teaching strategies. It would be of interest to 

determine if contemporary women, who now have many professional choices, enter the 

profession for the same reasons they did 40 years ago. Also of value is a study of 

teaching strategies and any accompanying biases and perceptions attached to them based 

on gender differences. 
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Summary 

Mary Erickson (1979) states art education history is learned from other art 

educators. I believe this inquiry with a biographical perspective into the professional 

development of art teachers informs not only art education but also students, parents, 

administrators and state and national policymakers. The challenge lies in uncovering and 

documenting these histories for other art educators. Teacher conversations are rich 

sources of information about the profession of art education. There needs to be a 

methodology to record the wisdom emerging from the data and a structure to disseminate 

it to others in the art education profession. If art educators are to be the "teacher to all," 

let us continue to inquire into our profession by researching the professional lives of art 

teachers and take a proactive stance in their socialization into the profession, their growth 

and development of teaching expertise and in maintaining into the millennium, the 

integrity of the profession of art education. 
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APPENDIX 

Step one of data analysis; example of first coding of metaphors, report data 

1.  

Metaphor for teaching Student teacher 
Description of metaphor-using magazine scraps and a glue stick, collage depicting a full 
green tree. (Artwork made by teacher) 
How did this teacher give personal 
meaning to the response? 

• Not much teaching expertise as yet 
• Tree is like a teacher 
• Nutrients: what you get from 

students and research 
• 

How did they extend that meaning across 
the profession? 

• Teacher can grow: the more you 
can take in as a teacher the more 
you can give back 

• Expertise is seen as something that 
can grow with the opportunity to 
practice 

0 

Metaphor for teaching Developing teacher J 
Description of metaphor-imaginary used, just plain paint palette, washed off but still 
stained over time. (Object) 
How did this teacher give personal 
meaning to the response? 

• Started out fresh and idealistic 
• Stained over time by students and 

situations 
• Not always the way I thought I 

would be or how things would be 
• Each year starts over clean but each 

year also accumulates more stains 
How did they extend that meaning across 
the profession? 

• We all have our own paint palettes 
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Metaphor for teaching Developing teacher B 
Description of metaphor-container of Morton Salt, extension was illustration on label is 
graphic work of a U of A art professor 
How did this teacher give personal 
meaning to the response? 

• Catalyst 
• Just a white grain but has weight 

and significance 
• Seasons- tastes better 
• Preserves 
• Boils faster 
• Melts ice 
• Sacred 

How did they extend that meaning across 
the profession? 

• People take its magic for granted 
like an art teacher 

• Extension made that art education is 
a woman's world and work, not 
many males 

4. 
Metaphor for teaching Aspiring art teacher 
Description of metaphor- sterling silver mask, face/pin, 3" oval, with baby hair, rivets, 
holes, beads. (Artwork made by teacher) 
How did this teacher give personal 
meaning to the response? 

• Represented a lot of learning 
• Teachers must be playful like child 
• Sparkly symbolizes that teachers 

must be open to ideas 
• Hole in ear means good listener 

How did they extend that meaning across 
the profession? 

• Concept of mask as something a 
teacher wears 
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5. 

Metaphor for teaching Career teacher R 
Description of metaphor-acrylic painted, self portrait Japanese kite, translucent under 
light, image of teacher in Japanese kimono but with blond hair, apples and closed mouths 
decorate the kimono and the woman's mouth is sealed, the words smile appear in the 
background, back of kite is framed in traditional method. (Artwork made by teacher) 
How did this teacher give personal 
meaning to the response? 

• Metaphor was all encompassing 
• Kite has endless possibilities for 

human spirit 
• Fulbright to Japan 
• Met kite maker with whom she 

studied 
• Apple symbolizes teacher 
• Closed mouth symbolizes we are 

not heard 
• Now she makes art again 
• Needed to divorce husband to 

become herself again 
How did they extend that meaning across 
the profession? 

• As teachers we plant seeds (apple) 
over time but we never know what 
they grow into 

• We have a powerful voice at our 
schools but we are not always heard 

• Need for structure (like kite) and 
high expectations 

• Fulbright 
• Feeling guilty taking time to do art 
• Only art teacher at our site 
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Metaphor for teaching Career teacher L 
Description of metaphor-large, expressive, bold painting by a local artist depicting Frida 
Kahlo. A man stands behind her, symbol for Scorpio in the background 
How did this teacher give personal • Art has become my life 
meaning to the response? • Wanted to make a living in art 

• Art became something to share with 
her husband 

• Return to the U of A for a Master's 
• Looking at curriculum content for 

something more than images 
• Getty fellowship to write about 

Frida and retrace her steps 
• Testament to life of an art teacher 

How did they extend that meaning across 
the profession? 

• Getty Fellowship 
• Reflection on practice as immersion 

in art 
• Looking at curriculum content for 

something more 
• Missing was content on women 

especially women of color 

7. 
Metaphor for teaching Career teacher N 
Description of metaphor- pop-up, self-portrait box, beautiful watercolor on the outside 
with calligraphy and a paint brush attached to the top, inside several layers with collapsed 
images, found objects, photos, mission statement. (Artwork made by teacher) 
How did this teacher give personal • Passion for art in high school 
meaning to the response? • Peace sign 

• Studied graphic arts, then painting, 
then art ed 

• Wanted to make SS but chose 
teaching 

• Scarecrow symbolizes teacher 
burnout after 6 years 

• Return to U of A for Masters 
• Teaching art give her an identity 
• Active ten years in the A.A.E.A. 

How did they extend that meaning across 
the profession? 

• A.A.E.A. bring it together for you 
as a teacher 

• Leadership roles in A.A.E.A. 
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• Good teachers are performing 
artists 

• Is hand lettering still taught in 
college? 

• Be model for students 
• Elementary needs more 

management 
• Only two art teachers in community 

working as artists 

Step two of data analysis: example of second coding of metaphors, search for themes and 
categories of responses 

Metaphors 
How did these teachers give personal 
meaning to their responses? 

Physical characteristics of the metaphors 
1. Two were objects 
2. One a painting by local artist 
3. Three existing works of art created 

by the teachers 
4. One artwork created for the Dinner 

Party 
Level of density in metaphors 

1. Three contained one major idea 
2. One contained two references, one 

of teaching practice and one of self 
as artist 

3. Three contained autobiographical 
information, information about 
teaching practices, and various 
references to content, schools, 
advocacy 

Framing the content of the metaphors 
1. One related to the future 
2. Two told of socialization 
3. Three were layered and 

biographical 
4. Fourth on its own 
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How did they extend that meaning across Relationship to the University of Arizona 
the profession? 1. All but one was a preservice teacher 

there 
2. Three held positions as either 

adjunct teachers, supervisors of 
student teaching, director of or 
assistant director of Wildcat Art 

3. Five were involved in graduate 
work 

4. Four of seven did undergrad work 
at the U of A 

5. Aspiring art teacher did post bac 
work 

Role of art in their lives 
1. Few teacher/artist role models in 

community 
2. No time to make art when teaching. 

advocating 
3. Miss the experience of making art 
4. Divorced to make art again 
5. Channeled energy of making art 

into other areas like art history. 
advocacy 

6. Role model of artist as teacher in 
college 

7. Is teaching an art? 
Other influences 

1. Preservice teacher 
2. University professors 
3. Research 
4. Other teachers at sites 
5. Community of an teachers 
6. Family 
7. Poet 
8. Artist 
9. Students 
10. A.A.E.A. 

Issues of practice 
1. Making money 
2. Modeling very important 
3. Pedagogy important in teaching art 
4. Male art teachers 
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What wasn't said 
1. District, state legislature 

^ fcr. . 

Step three of data analysis: 

1. View video again 
2. Write a summary report on each metaphor 
3. Write a summary report on second coding, analysis of metaphors 
4. Return to both audio and videotapes for best narratives to illustrate the ideas in 

text 
5. Transcribe and record the conversations for insertion 
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