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ABSTRACT 

Studies involving the observation of elementary art teachers within the classroom 

are scarce if existent at ail. This work presents data from a case study which examined 

two well respected elementary art teachers who teach in the same school district. The 

data from this study revealed that, although personality type tends to play an important 

role in the making of a teacher's presentation, and interactions, three other themes 

emerged as important in an outstanding teacher. Four themes were found to be 

conducive to outstanding teaching. Those themes are; (1) personality type, (2) 

educational background, (3) teaching of curriculum, and (4) enthusiasm. Findings 

indicated that although these two teachers approach students in different ways, they have 

both become successful within their techniques. Different personal approaches to 

teaching can probe to be successful and can provide students with a variety of tools for 

problem solving and knowledge. 
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CHAPTER 1 

STATEMENT OF INQUIRY 

Introduction 

The teaching of art is a multi-dimensional skill that requires the ability to think and 

react quickly to the rapidly changing dynamics of the art room. Art teachers can prepare 

young people for rewarding educational and professional experiences, but to do so they 

must provide greatly enriched experiences. Teaching in other disciplines may often focus 

on development of a single skill or talent, but the visual arts regularly engage multiple 

skills and abilities. When well taught, the arts provide young people with authentic 

learning experiences that engage their minds, hearts, and bodies. "The learning 

experiences are real and meaningful for them" {Champions of Change, 2000, p. ix). 

The art teacher's job is to provide a safe environment in which students can 

experience, learn about, and create art. This may seem fairly straightforward, yet it 

should be remembered that teachers must clearly emphasize that art can be understood 

and experienced in different ways. This is also true of other subjects that center on 

human values. History, economics, politics and social studies are all taught so that 

students can appreciate different viewpoints from which people shape their lives. 

(Chapman, 1978). The art teacher must work to provide meaningful experiences for 

students, and she must also provide well-established instructional and management 

procedures for the everyday running of the classroom (Arends. 1998). Art teachers must 

also possess the knowledge and skills needed to communicate curricular ideas and 

concepts to pupils in ways that will help them experience art in meaningful ways. 
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The nature and variety of expectations on today's art teacher lead to some 

interesting questions. For example. What makes an art teacher be recognized by her 

peers as an outstanding educator? (Stockrocki, 1986). Are there certain personal qualities 

that lend themselves to outstanding teaching? What is a typical day like for an 

outstanding art teacher and her students? Few research studies on the actual processes 

involved in teaching art have been conducted. "There are few accounts and exemplars of 

actual art teachers that can serve as models for future classroom teachers." (Galbraith, 

1998). Therefore, comprehensive inquiries into the nature of what and how today's art 

teacher is functioning in the classroom seem long overdue. The results of such research 

findings may have immediate relevance for both theory and practice in education. 

Background to the Study 

My appreciation of the skills and practical knowledge that classroom art teachers 

seem to possess has grown steadily over the course of my studies, and I have been 

inspired to investigate the successes of highly regarded art teachers within my 

community. I am curious about how an art teacher can become loved by her students, 

respected by her peers, and highly regarded in her community. Additionally, I am 

interested in examining how art teachers teach art education in terms of the disciplines of 

art history, aesthetics, criticism, and production. Essentially, does it take a certain 

personality to teach art? 

My inquiry began in 1999 with the study of the effect of a preschool teacher's 

personality type on his/her teaching of an art project. The purpose of the study was to 
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observe four preschool teachers of different personality types and look for differences in 

their methodology of teaching art lessons. The ways they interacted with their students 

during their art activities and the way they presented the project were considered. 

Research for this study was triangulated by interviews, administering the True Colors 

Personality Indicator (Lowry, 1979). and videotaping and observation in each classroom. 

One interesting outcome of the True Colors activity was that all of the teachers were 

either a predominant blue or gold. This finding was consistent with data from the Center 

for Applications of Psychological Type in Gainesville, Florida, which recorded teacher's 

personality types from around the country. These colors are based upon the idea that 

personalities, like colors are all different and have much to offer. The blue personalities 

tend to be care takers. The green tend to be inquisitive, scientist types. Gold 

personalities tend to be practical and ordered. Finally, orange personalities tend to be fun 

loving and adventurous. Another fascinating finding was that the two teachers with 

identical personality types had almost identical classroom layouts. In reviewing 

interviews it was found that all four of these teachers used very similar language when 

discussing their methodologies in teaching art and planning art in their daily lessons. 

A second study, (Baker, 1999). involved the quantitative process of a time series 

design. The purpose of this study was to determine whether knowing the personality 

types of students changed the way an art instructor relates to her/his class. A student 

teacher was observed for interactions he initiated with his students over three days. 

Interactions were recorded using a sociogram. A trained professional then administered 

the True Colors Personality Indicator to the student teacher and his students. The Student 
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teacher and his class were then observed for an additional three days to see whether there 

was a difference in their interactions. The statistical outcomes of a general Manova 

showed a significant increase in the frequency of the student teacher's interactions with 

more of his students when he knew their personality types. 

These two studies (Baker, 1998,1999). were encouraging because they revealed 

several significant outcomes within the subject of personality types of teachers, and I 

chose to continue my studies in this area. My thesis inquiry began with the study of 

personality styles of art teachers and grew as I discovered other themes emerging along 

with the individuality of each teacher. As I observed and interviewed my subjects, three 

additional themes recurred; (1) educational background, (2) curriculum, and (3) 

enthusiasm. 

The Art Teachers 

The two teachers chosen for this study were viewed as highly respected, 

outstanding art teachers in their school district. Liz taught at a small, older neighborhood 

school with a strong reputation for students' high academic scores. Her name was well 

known at the local university. Her principal and peers respected her and were somewhat 

mystified by her ability to guide her students to create strong, successful art pieces. Mimi 

taught at a larger, newer elementary school in which students' academic scores. It, too 

had a reputation as a quality school. Mimi's principal and peers also regarded her as a 

leader and someone who could inspire her students to create strong, successful art. Mimi 
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was recommended by Liz, and both women encouraged and welcomed my inquiry into 

their passion for the teaching of art. 

While keeping the focus positive, I began to recognize what was working for these 

teachers. It was enlightening to learn the subtleties of the art of teaching that I simply 

could not learn in my theory classrooms at the university. Through observation, one is 

able to overcome one of the most serious constraints to understanding and improving 

teaching. It became quite exciting when similar patterns and messages began to emerge 

across data. I found the interpretive process to be exhilarating (Cole & Knowles, 2000). 

My data analysis began to reveal insights that proved hunches about observations and the 

personality instrument results. 

Methodology and Research Questions 

This case study borrows from the basic portraiture study design in that it focuses 

on each teacher in a positive manner and looks for what is working for them. I began by 

meeting with each teacher to explain the focus of my thesis research. I wanted each 

teacher to understand that I was simply there to observe and to determine what was 

working for them. My priority was to make them comfortable with my inquiry. We 

decided which days and times would be best for them over the course of a semester, and I 

began my visits. Early in each semester I had a professional third party administer the 

Myers-Briggs Personality Indicator (Briggs & Myers 1956). in order to learn each 

teacher's personality type. I also videotaped an interview between myself and each 

teacher. Both teachers allowed me to take pictures of their classrooms and gave me a 
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sample of their lesson plans. With this triangulation of research, I felt I had a strong 

compilation of data. I then began to search the data for emerging themes that were 

consistent with my observational hunches. The four themes seemed to piece together 

easily and provided important information that proved to be valid. Triangulation of data 

gathering proved to verify itself The data began to answer emerging questions almost 

immediately. Four themes with underlying questions that seemed to make strong 

arguments to the successes of art teachers were personality type, educational background, 

curriculum, and enthusiasm 

Personality type. What are the personality types of the teachers I have chosen to 

study? How do the personalities of these teachers affect (1) relationships with students, 

peers, parents, visitors, etc.; (2) the management of their classroom; and (3) the manner in 

which they plan and provide instruction. 

Educational Background What kind of art educator preparation did they receive? Are 

they still using the same ideas and approaches they learned at the university? What 

important lessons have they learned through experience? How do they adjust and modify 

their teaching based on what they have experienced? 

Curriculum. What curriculum do they work within? Are there constraints put 

upon these teachers such as time, frequency of classroom visits by students, budgets? If 

so, how do they adjust so that they feel they are providing a strong art education for their 

students? 
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Teacher enthusiasm. What keeps these teachers excited about teaching? Does their 

enthusiasm reach their students and how do they react to it? 

Seeking answers to these questions helped to create an accurate image of each teacher 

who was studied. 

This study took a positive approach to inquiry in order to recognize patterns and 

emerging themes, while keeping authenticity a priority. Madeline Hunter (1998) stated, 

"To repeat, an observer caimot judge a lesson by looking for the presence or absence of 

any element, but must look for the appropriateness and artistry of those elements which 

are included or excluded" (p. 64). Rather than focusing on the problems in the art 

classroom, this study searched for and identified what seemed to contribute to the 

successes of two teachers. 

Significance of the Study 

Actual case studies of art teachers are rare. It was difficult to compile information 

about what is happening in schools today. There is so much vital information to be 

discovered that could help pave the way for the fiiture of art education. One can benefit 

from the experienced teacher's knowledge. Being in the art classroom can be beneficial 

to young teachers, and the field of Art Education as a whole may benefit from the 

experience as well. Art teachers adapt theory to the actual learning enviroimient every 

day. The stories and successes of these adaptations of theory in motion can provide the 

field with limitless options for future pedagogical shifts. Information on what works and 
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what does not is vital to the field. The answers to many questions lie within the 

classrooms in elementary, middle and high schools. 

Study Limitations 

This inquiry was limited in its generalizability and scope because it was conducted 

in one school district and discusses only two cases which cannot be considered inclusive 

of all elementary art teachers because no two teachers, schools, districts, or curricula can 

be considered the same. In addition, there was the possibility of my own bias. 

Throughout the course of each semester, a friendship formed based on willingness to be 

open and vulnerable, professional respect, mutual admiration for each other's course of 

career choices, similar personal interests in the arts, and our own desire to produce art. It 

should also be mentioned that each of these teachers was considered by her peers, 

principal, and community to be highly successful. Therefore, bias may have existed as a 

result of their inherent teaching ability. Other factors that may have influenced the study 

were (1) my children attended the school where Liz taught and (2) Mimi was able to use 

my presence and inquiry into her teaching methods as a tool to obtain credits to further 

her own continuing education. 

Administration of the Myers-Briggs Personality Indicator prior to the observations 

and interviews may have caused the teachers to act in a way that they felt was expected 

of them. When administered and interpreted correctly however, the MBPI can be a 

liberating experience allovsdng the participant to feel validated in her methods. 
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Organization of Chapters 

Chapter 2 reviews the current literature in the areas of personahty type, education 

of art teachers, curriculum based on the National Art Education Association's standards, 

and teacher enthusiasm. Chapter 3 provides information on the methodology used for 

this study. Chapter 4 presents the case study of the two elementary art teachers who 

participated in this inquiry. Chapter 5 discusses the findings and implications of the 

study. 
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CHAPTER 2 

REVIEW OF LITERATURE 

Organization of Chapter 

This chapter is intended to provide an overview of the research and literature that 

most directly relates to influences or supports the concerns of this inquiry into the 

successes of two outstanding art teachers. The chapter begins with a discussion of the 

importance of case studies as a means of documenting the practices and beliefs of art 

teachers. It then presents a review of the four areas central to this inquiry: (1) 

personality type; (2) educational background; (3) curriculum, and (4) enthusiasm. 

Introduction 

What takes place in art classrooms is important information for today's educational 

institutions and researching this topic can provide a plethora of information about 

successful teaching (Wilson, 1987). Studies on the practices of art teachers are sparse at a 

time when information on how teachers are approaching curriculum and pedagogy should 

be paramount. 

Thus, if art educators are to imderstand how specialists react to new curricular 

orientations, consider their teaching roles, and interact within the diversity of 

classrooms, then they must begin to assemble a set of descriptive portraits of how 

teachers view the nature of art and art teaching. (Bullock & Galbraith, 1992, p. 87) 
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The portraits in this study allow the teachers' true sense of pedagogical content 

knowledge and how they transfer knowledge to surface. The focus on the four areas of 

personality type, education, pedagogy and enthusiasm became increasingly stronger as I 

reviewed the results of my research. I began with the intent of studying the effects of 

personality type on teaching. "The best topics are those which allow the researcher to 

build on personal interests. It has suggested that students look for empty spaces in the 

chronology of art education, then begin to ask questions about topics that might fill in 

the gaps." (Zimmerman on Stankiewicz, 1997, p. 63) The gap here is the lack of recent 

studies that have taken place in the actual classroom. Furthermore, what became 

interestingly clear through the course of this study was that even though their approaches 

are affected by their personalities, "Teachers and researchers who understand type 

concepts see ample evidence that teachers' types do indeed affect how they teach and 

what they prefer to teach" (Lawrence, 2000, p. 71). Personality in and of its own does 

not describe the successful art teacher. Many factors influence approaches to art 

education. 

Personality Type 

Art educators face many challenges. The following discussion attempts to explain 

why different types of teachers are attracted to teaching different subjects and to different 

levels of schooling. The study of psychological types began with the work of the 

pioneering Swiss psychoanalyst, Carl Gustav Jung, who wrote Psychological Types in 

1922 (Campbell, 1976). Jung developed one of the most comprehensive of current 
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theories to explain human personality. He believed that people are different in essential 

ways. He saw people's behaviors as patterned preferences related to the basic functions 

that their personalities performed throughout life. It is important to note that none of the 

preferences is positive or negative; they are simply a part of a person's make up. In 

Jung's theory, all conscious mental activity can be classified into four mental processes 

or functions: two personality attitudes introversion and extraversion and four functions 

or modes of orientation thinking, sensation, intuition, and feeling each of which may 

operate in an introverted or extraverted way (see also Brownsword, 1987; Campbell, 

1976; Keirsey 1998; Lawrence, 2000; Sharp, 1987). 

Between 1932 and 1950, Isabell Myers along with her mother Kathryn Briggs 

developed a questionnaire for identifying different kinds of personality. Based on Jung's 

theory, the main idea behind the Myers-Briggs Type Indicator (MBTI) was that it could 

be used to establish individual preferences, thereby promoting a more constructive use of 

the differences between people (Kroeger & Thuesen, 1988). The categories below 

explain four different aspects of a person's personality and how s/he uses her/his 

preferred "type" to gather information, make decisions, and interact with others as well as 

how a person recharges or gains her/his energy. 

Extrovert (E) Versus Introvert (I) - Personality Attitude 

Carl Jung (1976) invented the terms extrovert and introvert from their Latin 

components and assigned specific meanings to them extrovert meaning outward turning 

(we turn outside ourselves to act in the world) and introvert meaning inward turning (we 
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turn into ourselves to reflect). "The two types are so different and present such a striking 

contrast that their existence becomes quite obvious even to the layman once it has been 

pointed ouf (p. 179). Although everyone uses both outward action and inward reflection, 

the extrovert prefers action and variety, enjoys the mental work of talking to people, acts 

quickly (sometimes without much reflection), likes to see how others do a job and the 

results, and wants to know what other people expect of her/him. Being alone can be very 

draining. The introvert keeps her/his ideas inside where the best mental work goes on 

and polishes the ideas until ready to expose them. Introverts find it necessary to 

"recharge" or to spend time alone after being with others for a few hours. Extraverted 

teachers tend to give their students choices about what they will learn and what tasks they 

will use to accomplish their goals. They also tend to be attuned to the mood or changes 

in attention of their class. Introverted teachers are more likely to select lessons and 

teaching tools for their students, and they tend to be more attuned to how the students are 

picking up the ideas they are presenting (Lawrence, 2000). (As cited in Kroeger & 

Thuesen, 1988), "Of all the type watching letters," according to Jung "the division 

between Extroverts and Introverts is the most important distinction between people, 

because it describes the source, direction and focus for one's energy" (p.36). Whether a 

person is extroverted or introverted becomes apparent only in association with one of the 

four functions, each of which has its own special area of expertise. 

Intuitive (N) Versus Sensors (S) - Perceiving Information Function 
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The intuitive person pays more attention to the meaning of facts than to the facts 

themselves. How the facts fit together is also relevant. Intuitive people like to use their 

imaginations to develop new ways to do things, or identify new possibilities. They like 

solving new problems and dislike doing the same thing repetitively. They prefer using 

new skills to practicing old ones. They tend to be impatient with details but don't mind 

complicated situations. Sensing types prefer sequential, realistic, down-to-earth fact 

gathering. Sensors are much more literal and practical about the data they collect. Jung 

(1976) called these irrational (perceiving) fxmctions. Being irrational is not associated 

with logic. "Each is a way of perceiving simply what is - Sensation sees what is in the 

external world, intuition sees (or we might say "picks up") what is in the inner world." 

(p. 179) Neither of these functions is illogical or unreasonable but, rather, beyond or 

outside of reason. Sensing teachers make up about two-thirds of the elementary teaching 

population (Kroeger & Thuesen, 1988). At the elementary school level sensing (S) 

teachers are more likely to be stationary than their intuitive counterparts (N) who move 

around the classroom. Intuitive types tend to emphasize concepts, implications, and 

relationships pertaining to larger understanding. Sensing teachers tend to emphasize 

practical information, facts, and concrete skills (Lawrence, 2000). 

Feeling (F) Versus Thinking (T) - The decision making function 

Thinking (T) is the term used for a logical decision-making process aimed at an 

impersonal finding. Feeling (F) is a term for a process of appreciation, making 

judgments in terms of a system of subjective, personal values. Both thinking and feeling 
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are considered rational processes because they use reasoning to arrive at conclusions or 

decisions. The thinking types prefer objectivity and impartiality in their decision making; 

they are attracted to areas where tough-mindedness and technical skills are needed. 

Feeling types like to make decisions based on personal feelings and human values. They 

enjoy praise and like to please people even in small matters. They are usually very aware 

of other people's feelings and well being, can predict how others will feel, value harmony 

and feel unsettled by arguments and conflicts (Brownsword, 1987;Campbell, 1976; 

Lawrence, 2000; Sharp, 1987). Feeling-type teachers are much more likely to praise, 

criticize, support and correct using words and body language. They move from student to 

student seeking dialogue in a one-on-one situation. Thinking teachers tend to make much 

more objective statements to the class as a whole rather than bestowing specific praise 

(Lawrence, 2000). 

Perceptive (P) Versus Judging (J) - How One Relates to the Outer World 

The perceptive personality (P) likes to stay flexible and avoid fixed plans. 

Perceptive people deal easily with unplarmed and unexpected happenings They enjoy 

beginning many projects but may have trouble finishing all of them. They are usually 

looking for new information, may decide things too slowly, cannot stand to miss 

something, and live by making changes to deal with problems as they come along. They 

love to explore the unknown, even if it is something as simple as a new route from home. 

The judging (J) personality has a place for everything and is not satisfied until everything 

is in its place. Judging people like to follow a schedule and often find themselves waiting 
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for others who never seem to be on time. They enjoy finishing a project. Perceiving-

type teachers encourage more movement around the room, more independence, and more 

socializing in study groups. They also allow more open-ended discussions. The judging 

teacher tends to run a more orderly classroom with adherence to schedules and structure 

(Lawrence, 2000). 

Different types of teachers are attracted to different grade levels and subjects. 

Intuitive types (N) tend to teach courses that emphasize theories and ideas, while sensing-

types (S) are attracted to teaching more practical courses. All types are represented in all 

levels of education, yet more sensing types are found in elementary grades. Feeling 

types are also more often found in the elementary grades. Of all art teachers, half are 

intuitive, feeling (NF) types (Lawrence, 2000). 

The information presented above lends itself to a deeper imderstanding of the two 

teachers who are featured in this study. Typewatching began in the schools where 

Katherine Briggs based her original classification of teaching preferences and learning 

preferences (Kroeger & Thuesen, 1988.) The tremendous relevancy for type study in 

education becomes clear while observing teachers. In the following chapter, the strong 

differences in teaching styles are transparent. Typewatching is a positive, reaffirming 

way to observe professional teachers at work. 

Different tj^pes of teachers are attracted to different grade levels and subjects. 

Intuitive types (N) tend to teach courses that emphasize theories and ideas, while sensing-

types (S) are attracted to teaching more practical courses. All types are represented in all 

levels of education, yet more sensing types are foimd in elementary grades. Feeling 
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types are also more often found in the elementary grades. Of all art teachers, half are 

intuitive, feeling (NF) types (Lawrence, 2000). 

The information presented above lends itself to a deeper understanding of the two 

teachers who are featured in this study. Type watching began in the schools where 

Katherine Briggs based her original classification of teaching preferences and learning 

preferences (Kroeger & Thuesen, 1988.) The tremendous relevancy for type study in 

education becomes clear while observing teachers. In the following chapter, the strong 

differences in teaching styles are transparent. Typewatching is a positive, reaffirming 

way to observe professional teachers at work. 

Educational Background 

Most classroom teachers are trained within the college or schools of Education at 

the Universities. Art specialist teachers are usually taught within their own area of Art 

Education. These Art Education majors not only receive the basics of educational 

ped^ogy, they also acquire special methods training. "Pre-service teachers must be 

introduced to concepts that provide for the integration of aesthetics, art criticism, art 

history, and art production in the elementary classroom curricula" (Galbraith, 1992, 

p. 89). The two teachers featured in this study both received their preparation in an Art 

Education program at a leading university. The Art Education curriculum provided 

classes in the four disciplines and theories in art education. These teachers also took core 

classes in educational psychology, mainstreaming, and classroom techniques through the 

College of Education. This curriculum provides future art teachers with a broad 
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spectrum of theory and teaching techniques including concepts and issues related to 

Discipline-Based Art Education (DBAE). "Discipline-based art education, as a part of 

general education, aims to develop mature students who are comfortable and familiar 

with major aspects of the disciplines of art" (Greer, 1997, p.4). A discipline-based art 

curriculum is a comprehensive plan for instruction across grade levels. DBAE can be 

taught by any number of personal classroom teaching styles. (Rush, 1987, p. 16) 

Aspects of Discipline-Based Art Education 

Art History 

As teachers present art history they teach about the investigation of works of art in 

terms of the historical/cultural contexts that contribute to their meaning. Students learn 

that the historian's goal is to place a work of art in an exact historical/cultural niche and 

to assess the work within that context. The teacher must provide practical experience 

from classroom-based research. Playful, open, and very visual exploration of clues 

observable in the work; personal reaction; and clear contextual thinking by both teacher 

and student can take art history out of the past and place it in the present where students 

can relate to and learn from it (Efland, Freedman & Stuhr, 1996). Art history examines 

and interprets works of art in the context of asking such questions as the following; Who 

produced the work? What are the medium and context of the work? When was the work 

created? Where did the work come from? The art teacher is expected to present these 
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questions and their answers in age-appropriate lessons. This information must be easily 

digested in order for students to retain it. "The purpose of art history in the context of 

DBAE is still to study works of art across time" (Greer, 1997, p.27). 

Art Criticism 

Students are continuously presented with visual images in their daily lives. Art 

educators believe students need instruction in the process of understanding what the 

images mean and how they can be evaluated. The discipline of art criticism involves 

teaching children to discuss art because if one can understand art, one can appreciate it 

(Barrett, 2000). The art teacher's challenge in teaching students about criticism is to 

make the activity positive. The negative connotation of criticism in today's society 

creates dissonance. When art teachers are able to instruct students to look for the 

meaning and significance of artworks within a culture, the judgment becomes secondary, 

and less personal. Art teachers can incorporate creative writing into art criticism. This 

can become an opportunity to teach across the curriculum, allowing art teachers to work 

with English, creative writing, and literature teachers. "The critic imaginatively must be 

the artist. His chosen mode of expression is chronicling, joumaling - recording what one 

is thinking or feeling" (Pincus-Witten as cited in Barrett, 2000, p. 23). 

Aesthetics 

Students benefit when teachers keep the concept of aesthetics simple. Most cultures 

engage in discussion about what is beautifiil. "Aesthetics in practice involves reflecting 
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on experiences and works and evaluating art and other things that people find 'beautifiil' 

or somehow visually pleasing" (Greer, 1997, p. 19.) Aesthetics is an inquiry-based 

discipline. Teachers must ask questions to create an atmosphere in which students might 

reflect about art and how it relates to them. Philosophy in the form of aesthetics provides 

students with the opportunity to question what they see and then attempt to answer their 

own questions. The teacher becomes the facilitator, helping students form their questions 

and then answer them in a comprehensive manner. "This is a human process, one we 

participate in throughout life. When we do, we're taking part in philosophical inquiry" 

(Stewart, 1997, p. 1). The challenge to teachers is to decide what philosophical 

questions fit into a unit or topic. 

Production 

Production refers to the creation of art. Students can participate by making a 

specific art form they may have been studying. This is a useful opportunity for art 

teachers to teach across the curriculum. Finding out what social studies classes are 

studying may present a great opportunity for learning how civilizations of the past 

created their art. Students learn to use problem-solving skills, gain hands-on knowledge 

about materials, and participate actively in learning. "Furthermore, the challenge of 

managing the myriad decisions that go into making a work of art can help students 

develop a resilient and resourceful mind and imagination. These are attributes that stand 

among education's most valued gifts" (Greer, 1997, p.29). When students understand a 

medium, they master a greater understanding that can be called upon in other situations. 
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"Mastery results from the coordination of skills and from familiarization with the 

properties of a medium" (Eisner, 1969, p. 33). 

Special Needs 

Today's classrooms are filled with students of varying levels of ability within each 

grade. Art teachers may have students with special needs ranging from reading 

disabilities to mental retardation to palsy. It is important for them to be educated in the 

basics of teaching to reach all of their students. The disciplines encompassed by art 

education provide a wonderful opportunity for students of all levels to enjoy and learn 

about art. The art teacher then is challenged to adapt new techniques and teaching tools. 

Through experience and continuing education, a teacher learns how to deal with student 

differences and the challenges they present. A fully integrated classroom requires 

teachers to capitalize on the range of learning styles and provide all-inclusive lesson 

plans. Assessment also becomes a challenge (Nyman & Jenkins, 1999). In continuing 

education courses, teachers are informed about existing laws such as the Individuals With 

Disabilities Education Act. They are taught to work closely with the special education 

teachers in their schools, examine Individual Education Program on a quarterly basis, 

maintain parent contact, and get to know their students (Vaughn, Bos, & Schumm, 2000). 

The special needs category also includes gifted and accelerated students. Without 

careful plaiming for students who need to be challenged, instruction can become random 

and stress producing. Once again, pre-service teachers are instructed to work closely with 

students, parents, and enrichment teachers. They are taught that by using effective 
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planning, they can avoid the stress of devising new activities to keep up with accelerated 

students. Woolfolk's example of Vygotsky's 'Zone of Proximal Development' (2000) is, 

in this writer's opinion one of the most important tools when considering special needs 

students. Pre-service teachers are taught that when a teacher gets to know their students 

well enough to know where that zone starts, they are able to provide the scaffolding to 

help all students to reach the next level. A well-structured instructional plan prevents 

problems with classroom management and organization. 

Classroom Management 

Pre-student teachers receive extensive instruction in effective classroom 

management. Arguably the most important component in a successful classroom, 

effective management becomes the new teacher's Number 1 priority. Pre-service 

teachers are instructed in pedagogy related to positive classroom management to prevent 

negative situations before they occur, diffuse possible problems rather than engaging in 

power struggles, and keep the classroom running smoothly by over planning. In the art 

classroom, where safety is paramount, classroom management must remain a high 

priority. Unfortunately, pre-service teachers are often unable to put their newly acquired 

knowledge into action until their student teaching semester. Putting knowledge into 

action requires vast amounts of energy, sometimes to the student teacher's confusion and 

distress. Discipline-Based Art Education can lend itself to a successful curriculum 

because it is carefully sequenced to ensure that students will learn those skills that they 

will need to master later ones (Johnson, 1992). As student teachers learn that there are no 

absolutes in teaching, they also learn that appropriateness and artistry take precedence of 
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certain teaching or learning behaviors. Rather than make checklists for each lesson to be 

taught, pre-service teachers leam to plan and interrelate components of art lessons 

(Hunter, 1998). By taking it one day or lesson at a time, pre-service and new teachers 

can leam to manage their classrooms with increasing ease. "The trial and error method 

must ultimately be used to determine which strategies will work best for you in a given 

situation." (Arends, 1998 p.20). Experience must not be underestimated. The classroom 

becomes a teacher's laboratory for experimentation. If a technique does not lead to 

optimal learning, there can be alternatives to success. 

Curriculum 

In 1991 the National Board for Professional Teaching Standards (NBPTS) 

appointed a committee of middle and high school art teachers and other visual arts 

educators. The appointees began the process of developing advanced professional 

standards for art teachers. Members identified what they called critical generic aspects of 

exemplary practice. Ideas synthesized to create a policy statement. What Teachers 

Should Know and Be Able to Do (National Art Education Association, 1994), which 

distinguished five core propositions that defined the "skills, commitments, knowledge 

and dispositions" that distinguish highly accomplished teachers. These propositions 

provide the philosophical framework from which the more focused art standards have 

been built. They are: (1) Teachers are committed to students and their learning, (2) 

Teachers know the subjects they teach and how to teach those subjects to students, (3) 

Teachers are responsible for managing and monitoring student learning, (4) Teachers 
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think systematically about their practice and learn from the experience, and (5) Teachers 

are members of learning communities. It is from these propositions that the framework 

for the general structure of standards is derived. The general structure includes the 

following eight standards. I. Goals and purposes of art education. II. Knowledge of 

students. III. The content and teaching of art. IV. Learning environments. V. 

Instructional Resources. VI. Collaboration with colleagues. VII. Collaboration with 

families. VIII. Reflection, assessment and evaluation. 

In 1993 the Consortium of the National Arts Education Associations distributed a 

draft of National Arts Standards asking for review and commitments. This publication 

stated. 

Standards help our children to understand what they must know and be able to do. 

Thus, the vision embedded in these Standards insists that a mere nodding 

acquaintance with the arts is not enough to sustain our children's interest or 

involvement in them. The standards must usher each new generation onto the 

pathway of engagement, which opens in turn onto a lifetime of learning and 

growth through the arts. It is along this pathway that our children will find their 

personal directions and make their singular contributions. It is along this 

pathway, as well, that they will discover who they are, and even more, who they 

can become (1993a, p. 15). 

Building upon this theory, the State Alliance for Arts Education, the State Commission 

on the Arts, and the Kennedy Center Alliance for Arts Education Network adopted the 

State Standards on April 28, 1997. The State Arts Standards is a consensus document 
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developed through the collaboration of professionals and community members. It 

provides guidelines for comprehensive, sequential, rigorous arts education in dance, 

music, theater, and visual arts for all students as an integral part of the curriculum. This 

document specifies three broad ideas about what students should know and be able to do: 

1. Creating Arts; Students know and apply the arts disciplines, techniques, and 

processes to communicate in original or interpretative work; 

2. Art in Context; Students demonstrate how interrelated conditions (social, 

economic, political, time and place) influence and give meaning to the 

development and reception of thought, ideas and concepts in the arts; 

3. Art as Inquiry; Students demonstrate how the arts reveal universal concepts 

and themes. Students reflect upon and assess the characteristics and merits of 

their work and work of others (State Arts and ReadingAVriting Standards, 

1997). The Standards provide guidelines for instruction at the readiness (K), 

foundation (1-3) essentials (4-8), and proficiency (9-12). 

Finally, it was from these carefully constructed manuscripts that the District 

Public Schools Curriculum Framework in Visual Arts was founded (2001). 

This standards framework contains the same three broad ideas about what 

students should know and be able to do. Creating art, art in context, and art as 

inquiry make up the framework of the curriculum. In each grade, the lessons 

are sequenced to build upon prior knowledge (District Public Schools Visual 

Arts Curriculum Framework, 1997). The art teachers in this study built their 

daily lessons and weekly units based on this curriculum. Because it was the 
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responsibility of the district teachers to implement this curriculum, they came 

together as a group to create their own initial framework of actual lesson ideas 

(see Appendix A). The district teachers met several times during the school 

year to discuss ideas, problems, concerns and stories. Then they worked 

individually to create a plan of study for the students in their schools. The 

featured teachers used discipline-based and comprehensive lessons that 

provided for the three main ideas listed in the curriculum. 

Enthusiasm 

It is often assumed that enthusiastic teachers are more effective than 

unenthusiastic teachers. Several studies have indicated that students give 

enthusiastic teachers higher evaluations than lethargic teachers (Barr, 1992, 

Malcolm, 1997, Meir & Feldhusen, 1979). Just as good teaching can be 

compared to art, good teachers can be compared to artists. Both intend to 

create an emotional response. What is important here is that the actor cares 

for the other person and seeks to identify with her/him. "When we say that 

perfonners seek both to instruct and move an audience, we mean that the 

conception of the relationship between sense of self and the significance of 

subject matter i.e., an increase in competence" (Sarason, 1999, p.48). Riccotti 

(1998) discussed the Goose Bump Response as the experience of listening to a 

teacher who was so dynamic that one could feel chills go up and down the 

spine. Enthusiasm may act as a spark to ignite the flame of curiosity and 
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interest for students. When teacher and students are absorbed by a well-

planned lesson that is taught enthusiastically, they became lost in the activity 

of learning. Time and place do not exist, just the experience of the lesson. "It 

is for this reason that we called the optimal experience 'flow'" 

(Csikszentmihalyi, 1990, p. 53). Clear goals lead the way to effortless action, 

and the teacher leads the students to a higher understanding. 

Case Studies 

The question, "What is happening in the art classroom today?," has led 

our community of researchers to look for effective ways to find the answers to 

the issues associated with inquiry. In 1994, the National Endowment for Arts 

in Education Program and the U.S. Office of Education Research and 

Improvement published the Arts Education Research Agenda for the Future. 

"There is a timely interest in searching and critically examining theory and 

practice in art education with an aim toward accepting, revising, or rejecting 

accepted conclusions based on rigorous, exhaustive inquiry methods and 

methodologies (Zimmerman, 1997, pave). As questions become more 

specific, so does the inquiry. If one is interested in investigating art teachers 

and their ability to transform potential behavior and mental growth into a 

creative, active force, one must adapt the appropriate inquiry strategies. 

Studying individual art teachers lends itself to qualitative research and 

inquiry. Qualitative research is the search for qualities or characteristics of 
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experience. Eisner (1998), listed six features of qualitative study: (1) field-

focused, (2) constructed so that the researcher is an instrument, (3) 

interpretive in nature, (4) expressive in language, (5) highly detailed, and (6) 

persuasive. 

Case Study 

A small study, based on qualitative research, the case study originated in 

psychology and depicts a situation as an individual example. "It is a search 

for an understanding of an idiosyncratic, complex case" (Stockrocki, 1991, 

p. 3 5). The case study is action-oriented research that requires field notes, 

journals, photos, interviewing, audio or videotaping, participant observation, 

and collecting and analyzing documents (Eisner, 1998; Elliot, 1976; May, 

1992; Miles & Huberman, 1984: Stockrocki, 1997; Wilson & 

Gudmundsdottir, 1987). These methods provide more rich, detailed data 

bases than do simple tests or surveys. By paying closer attention to what 

subjects say and do within the classroom, researchers are looking for 

understanding of individualistic methods and idiosyncrasies. The qualitative 

study is usually nonmanipulative, that is it tends to study situations and 

objects intact (Eisner, 1998, p.33). Elliott Eisner identified six features of the 

qualitative study: 

1. Studies tend to be field focused. They take place in the actual school 

setting. 
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2. Relates to the self as an instrament. Engaging in the situation and 

making sense of it 

3. Qualitative studies tend to be interpretive in character. This can 

require at times the use of constructs from the social sciences. 

4. Qualitative studies display the use of expressive language and the 

presence of voice in text which makes it clear that a person, not a 

machine was behind the words. This includes empathy or the ability 

to don another's shoes. 

5. Qualitative studies place attention on particulars. This can provide a 

certain flavor in which the most sophisticated manifestations of such 

perception are located in the fine arts 

6. Qualitative research becomes believable because of its coherence, 

insight, and instrumental utility (Eisner, 1998). 

Identifying the boundaries of a case can be difficult. A researcher might start by 

setting an agenda. By choosing the procedures and thought processes that will be used in 

the study, one can begin to identify the course of action. Once a plan of action has been 

identified, the researcher can begin work. The case study may begin with data collection, 

moving on to data reduction, working on data display, and finally drawing conclusions 

and verifying those conclusions by rechecking the data. Each of these steps flow within 

and around an interrelated cycle. Thus the researcher is constantly checking and 

rechecking her/his conclusions. This process described bears a resemblance to the 

hermeneutical circle in which the circle as a whole defines the individual parts, and the 
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parts together form the circle (Miles and Huberman, 1984). The study then becomes one 

that others can interpret within the same boundaries. "Such researchers, armed with a 

variety of explanatory concepts and interesting questions, set out to generate or elucidate 

theory" (Wilson& Gudmimdsdottir, 1987, p.43). A case can be a detailed examination of 

an individual teacher, a school, a neighborhood, or an innovative program. 

This study borrowed from the added benefits of a portrait study. The 

portrait as a case study tends to give the portraitist or researcher a voice. The researcher 

or portraitist is heard as an active participant through whom the relationship between the 

two becomes rich with meaning and resonance. "This relationship becomes the arena for 

navigating the empirical, aesthetic, and ethical dimensions of authentic and compelling 

narrative" (Lawrence-Lightfoot& Davis, 1997, p. xv). The two portraits that make up 

this case study follow the previously mentioned steps of field work, including interviews, 

observations, pictures, videotapes, and data analysis and display. Portraiture cannot 

provide total reality; there are Kmits to the media. The purpose is not full representation 

but an angle or part of the daily reality of two art teachers and the whole of their 

experiences and successes. The portrait captures and nuance of the human experience 

(Lawrence-Lightfoot& Davis, 1997, p. 5). 

Summary of the Literature 

Qualitative research has become increasingly accepted as an efficacious 

mode of inquiry. The case study provides legitimate data while providing the reader with 

a sense of the researcher's voice. One form of effective case study is the portrait. The 
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portrait refines the case study to a positive inquiry that focuses on the successes of the 

experience being observed. Sara Lawrence-Lightfoot and Jessica Hoffman Davis (1997) 

state: 

Portraiture resists this tradition-laden effort to document failure. It is an 

intentionally generous and eclectic process that begins by searching for what is 

good and healthy and assumes that the expression of goodness will always be 

laced with imperfections. The researcher who asks first 'what is good here?" is 

likely to absorb a very different reality than the one who is on a mission to 

discover the sources of failure (1997, p. 9). 

The following portraits offer data and interpretation about two successful elementary art 

teachers and focus on the history of their journeys and their individual techniques in the 

classroom. This investigation into the nature of the two teachers looked into the 

following areas of related literature: (1) personality type; (2) educational background; (3) 

curriculum; and (4) enthusiasm. 

Personality type can help explain the methods teachers use when interacting with 

their students, the way they present a lesson, how they set up a classroom, and the types 

of lessons they choose. 

Pre-service art teachers are presented with a wide variety of pedagogy during their 

university studies; however, teachers gain an enormous amount of insight, timing, and 

information about general unspoken rules while training on the job. 

Curriculum provided by art teachers who are educated and experienced in a 

DBAE approach is based on a nationwide recommendation provided by the National 
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Board for Professional Teaching Standards (1994). By providing students with 

sequential information that is comprehensive at each level, the art teacher can provide 

students with a strong base of knowledge. 

Enthusiasm may act as a spark to ignite the flame of curiosity and interest for 

students. When teacher and students are absorbed by a well-planned lesson that is taught 

enthusiastically, they become lost in the activity of learning. 

Finally, when combined within the constructs of a portrait, these four elements 

contribute to provide a comprehensive look into the search and literature that most 

directly relates to, influences, or supports the concerns of this inquiry into two successful 

art teachers' careers 
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CHAPTER 3 

METHODOLOGY 

Organization of the Chapter 

This chapter discusses research conducted on two outstanding elementary art 

teachers. This study began as an inquiry into how a teacher's personality is integral to 

the ways in which s/he creates and manages a teaching and learning environment. The 

research questions I began with were; (1) Are both personality types great for all student 

personality types and conducive to their learning? (2) Do these teacher's philosophies 

reflect their personality types? (3) Do these teacher's personality types effect their 

teaching techniques? I soon realized, however, that many other factors contributed to 

making an excellent art teacher. The study, therefore, concentrated on fovir areas or 

themes that I found contribute to excellence in teaching. Data collected throughout the 

study began to reveal and form the existing research questions found in chapter four. 

This chapter first discusses the selection of teachers. It then defines portraiture as it 

is used in this inquiry. Portraiture blends features that allow a more personal feel to the 

design of this case study. The chapter goes on to outline my methodology for this case 

study, including how I organized the study and how the data were analyzed. Examples of 

the data and emerging themes have been included. 

Introduction 

Personality types and how they affect a teacher's approach to the classroom are 

fascinating subjects that caught my attention on the first day of my graduate studies. 
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After conducting two pilot studies (Baker, 1999,2000), I set out to conduct an inquiry 

profiling two outstanding elementary art teachers. The term outstanding was selected to 

portray; (1) The fact that they are respected by their peers who seek them out for advice 

and ideas; and (2) Principals, parents, and members of the community holding them in 

the highest regard and being somewhat mystified by their ability to guide students to be 

successful. These people were also impressed by the enriching and unique lessons the 

teachers provided. The purpose study was to define the differences in their teaching 

styles based on their personality types. What I soon began to detect were emerging 

themes that led to the success of both teachers regardless of their personalities. 

Research Questions 

The themes that emerged from this case study transformed the original inquiry 

regarding personality type into a richer, more complete study that provides an enhanced 

portrait of these two outstanding teachers. For this study, I collected data for qualitative 

analysis, and the findings are based on observations made during site visits, actual 

interviews and, MBTI (Myers, 1956) results. As mentioned in Chapter 1, the themes 

discovered and presented are personality type, educational background, curriculum, and 

teacher enthusiasm. The following 4 questions emerged from these themes and framed 

my research project: 

1. What are the personality types of these two outstanding elementary art teachers? 

2. What other factors or qualities led to their success in the art room? 
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3. How do these teachers use their educational background to provide an enriching 

experience for their students? 

4. How do these teachers integrate required curriculum in their classrooms? 

Selection of Teachers 

As previously mentioned, the teachers selected for this study were highly 

respected, experienced teachers who were considered successful by their peers and their 

community, including parents and students. These teachers were selected through the 

process of phone calls to art teachers who were recommended by university professors 

and district principals. The school district was chosen because it is smaller, and funds are 

still available to incorporate art education into all of its schools. Liz was the first teacher 

to be contacted, and she agreed to participate in this case study immediately and 

enthusiastically. Mimi also agreed with great enthusiasm to take part in this study. At the 

time of this study, both Liz and Mimi had each been teaching for over 20 years. Liz had 

been at her current elementary school for 17 years, and Mimi had been at hers since it 

opened 12 years prior to the study. 

Portraiture Within the Case Study 

Portraiture was used in an effort to capture the complexity, dynamics, and subtlety 

of the human experience and to record and interpret the perspectives and experiences of 

the teachers in this study (Lawrence-Lightfoot & Davis, 1997). Although it borrows 

from this format, the study does not follow portraiture into an aesthetic dialogue. Instead, 
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it allows the relationship between researcher and teacher to become rich with meaning 

and becomes the arena for navigating the empirical and ethical dimensions of authentic 

recording of experience. 

Data Collection 

In their book. The Art and Science of Portraiture, Sara Lawrence-Lightfoot and 

Jessica Hoffmann Davis (1997) discussed the importance of using triangulation in 

drawing themes. They stated. Using triangulation, the researcher employs various 

strategies and tools of data collection, looking for the points of convergence among them. 

Emergent themes arise out of this layering of data, when different lenses frame similar 

findings'^ p.204). Through triangulation, I was able to collect data from the Myers-

Briggs Personality Indicator (Myers, 1957), observation notes and interviews. This 

information began to converge into four themes. Those themes were; personality type, 

education, curriculum, and enthusiasm. 

Over the course of two semesters, concentrating on one teacher each semester, I 

was able to visit each classroom repeatedly. There I observed and took notes and pictures. 

In each classroom I was invited to walk around and observe or help. I took this 

opportunity to study how each teacher utilized and interacted with visitors to her 

classroom. I was able to interview each teacher on videotape which was then transcribed 

(see Appendix B and C). I examined lesson plans (see Appendix D and E) and discussed 

with each teacher how she connected them with the state and district standards and why 

she felt her method of instruction was effective. Each teacher seemed excited and 
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interested in taking the Myers-Briggs Type Indicator (Myers, 1957). They were also 

pleased to find that after reading their results and relevant literature about their 

personality traits, they felt empowered by the experience. 

The Method 

Meyers Briggs Type Indicator 

In order to learn about their personality types each teacher was administered the 

MBTI (Myers, 1957). A neutral, third-party professional administered this measurement 

instrument to ensure validity. Both teachers approached the assignment with excitement. 

Observation 

After 8 to 10 observations in each classroom during the Spring and Fall of 2000,1 

looked for similarities and differences in the teaching methods. Both teachers invited me 

to become involved with the students and help them if I wished. I took this opportunity 

to learn how each teacher integrated visitors into her classroom. I gathered materials that 

would enable me to construct a clear portrait of their personality types, educational 

background, the curriculum they were striving to present, and the enthusiasm with which 

they approached their students. My data consisted of an example of each subject's lesson 

plans, observation notes, dictated interviews, and the MBTI (Myers, 1957) results. In my 

notebook, I kept a record of my observations and impressions. In addition, I color coded 

what seemed to be emerging patterns and themes from the evidence and frequently tied 
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them to art education theory and practice. I also spoke with several of the subjects' peer 

teachers and the principals at each school to obtain information about each of the 

subjects. 

Interviews 

Interviews were chosen as one way to learn about the experiences, beliefs and 

methods of the two study participants. The interview method was formal in that some 

prearranged questions based on the four areas of the study were included and informal in 

that it was flexible enough that a respondent's answer to any question could and very 

often did lead to spontaneous discussions unrelated to the original question. The informal 

discussions were comfortably received and respectful with no preconceived agenda 

(Anderson, 2000). The interview results are presented in a nonjudgmental way that 

received and acknowledged the data and created a space for them to be represented 

(Lightfoot& Davis, 1997). What I hoped to create with the informal interviews were 

situations that were more like casual conversations than quizzes on how professional and 

well educated the teachers were. Each interview lasted approximately one hour, which 

was the time each teacher had for lunch or a planning period. The interviews were 

videotaped and transcribed (see Appendices E and F). The initial interviews led to 

further conversations between classes and after school and quotes from interviews and 

conversations appear throughout the data analysis section of this chapter. 
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Triangulation 

By using the MBTI (Myers, 1957) in addition to observations and interviews, 

information was obtained to begin the formation of a case study. This process was 

similar to a constellation of bits and pieces of evidence that substantiate the conclusions 

for which one is searching (Eisner, 1998). Triangulation helped reduce the bias inherent 

in qualitative case studies in two ways. First, it helped provide a more thorough image of 

each subject's methods, and secondly, it provided a way to confirm that my personal 

notes and observations were accurate. In seeking a confluence of evidence that would 

lead to credibility, I was able to feel confident about my observations, interpretations, and 

conclusions. 

Data Analysis 

Once data were collected, the task of sifting through the information began. After 

transcription of the interviews, the data were scrutinized for recurring themes 

(Stockrocki, 1991). "By examining similar contextualized images of art teaching, such as 

these, enabling art educators to describe and discuss the content and pedagogical 

knowledge art teachers enact in classrooms" (Bullock & Galbraith, 1992, p. 86). A color 

coding system was used to identify similarities and differences in the following areas: 

personality preferences were highlighted in yellow, educational background was 

highlighted in orange, curriculum and lesson presentations were highlighted in pink, and 

finally, their enthusiasm was highlighted in blue. 
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MBTI 

Knowing personality types served as an invaluable tool when coding data for 

differences and similarities. When a researcher knows to look for these subtle clues, they 

begin to reveal meaningful interpretations. Looking for the difference between a twitch 

and a wink can only be understood when one understands the intent of the 

twitcher/winker (Anderson, 2000). 

The two art classrooms involved in this study were very different in appearance. Liz 

room was painted in a rainbow of vivid colors with several variations of masks in one 

comer of the room. The student tables were arranged in long groups of three rows where 

students were able to move about freely. This seemed to coincide with her free spirited 

personality type (See Figure 1). 

Mimi's classroom was painted white with one wall that had been covered with prints 

of artworks from around the world. Her tables were arranged in groups so that students 

worked as teams. This coincided with the ordered aspect of Mimi's personality. The 

differences in classroom preparation and layout were a small sampling of examples found 

to validate conclusions about a teacher's personality and how it lends to their teaching 

successes (See Figure 2). 

Observation 

Notes were combed for similarities and differences. For example; While looking 

for curriculum and lesson presentation, the following passages were taken from 

observation notes: 
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"Liz will introduce an art lesson as quickly and directly as possible. Sometimes she 

will show slides or hold up a print or example of the artwork she wants them to 

produce. At this time she will also help students recall past projects that relate to 

what they are doing this day. She wants the students working with the materials as 

quickly as possible, and continues to add information as they are working." 

"Mimi likes to demonstrate the technique she is teaching by calling the class over to 

one of the many table groupings. She then methodically explains the steps she is 

demonstrating. Mimi calls on students' previous knowledge by using phrases such 

as, 'Remember last semester when we talked about...' or 'Who remembers the 

word for...When Mimi is sure the students understand the concept she sends 

them quietly back to their stations to work." 

Interview 

During the process of analyzing the data and forming hypotheses, the study began 

moving slowly toward a theoretical framework. At this stage of the case development, 

themes were tied together. These themes were extracted from the transcription and placed 

into charts (see Tables 1 and 2) that helped focus similarities (Miles and Huberman, 

1984). The following chapter contains the two portraits and data that support this study. 
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CHAPTER 4 

DATA ANALYSIS: THE CASE STUDY 

Organization of Chapter 

This chapter offers a narrative about the two elementary art teachers, Liz and Mimi. 

The chapter then discusses four parallel themes that emerged during this study. These 

include personality type, educational background, curriculum, and enthusiasm. Coding 

charts are included to exhibit the data collected. Interviews took place during Spring and 

Fall of 2000. 

Introduction to Liz 
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The neighborhood elementary school in which Liz worked in was highly 

respected throughout the city for its excellent ratings by the State and Federal 

Governments. The employees seemed to enjoy their reputation and continually strove to 

maintain their excellence in education. One of the teachers shared, "The teachers at this 

school either exceed or they just don't float!" It was a quaint little school tucked neatly 

into a spacious rural neighborhood where houses sat on acre lots that were dotted with 

prickly pear and saguaro cactus, and it was not unusual to see a corral with a few horses. 

The elementary school shared a large lot with the middle school next door and was 

surrounded by four churches of different denominations on each comer and the street 

facing it. The modest grouping of 40-year-old buildings that made up the elementary 

school might have seemed commonplace until one noticed the 5 by 15 foot tiles of 

brightly colored rainforest motif in front of the Administration Building. There were also 

copies of classic artworks on each classroom door. Van Gogh's Sunflowers, Mondrian's 

geometric classic Composition with Red, Blue and Yellow, and one of Escher's 

Tessellations were just a few of the existing door paintings done by students. The school 

grounds were impeccably maintained by a crew of burly men who were friendly with 

students. The garden club maintained the large courtyard leading to Liz's art room. The 

hummingbird garden was surrounded by rocks that had been painted by students and 

almost point the way to her classroom. 

I first met Liz when my daughters, along with over 700 other students, were 

attending the school and offered to assist in her art room during their class times. Liz 

answered with a big sweeping motion of both hands toward herself and stated in her 
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warm, low, husky voice, "Please come, I can always use the help." As I continued my 

education, it became an almost natural progression from assisting Liz in her classroom to 

depicting her in a case study. I remember Liz's voice proceeding her as she walked 

swiftly around a comer with a student jogging beside her. The student seemed to be very 

interested in what she was saying and asked a question. Liz was always frank and 

answered questions as simply as possible. Then she asked in return, "Got it?" to make 

sure the student understood. When in front of a class of usually 25 or more students, Liz 

introduced an art lesson as quickly and directly as possible. Sometimes she showed 

slides or held a print or example of the artwork she wanted them to produce. She wanted 

the students working with the materials as quickly as possible and continued to add 

information as they were working. Liz's laughter was frequent and the classroom was a 

lively buzz of discussion, laughter, and silliness, which the students seemed to enjoy 

greatly but respected and rarely got out of control. As one looked around the room, it 

became apparent that it was important to Liz for the students to see their artwork when it 

was finished. There were several artworks had have just been finished hanging on a line 

hung across the room. The walls were painted bright colors, and there were 

reproductions of varied art styles placed on the walls. There was a large bookcase by the 

entrance to the room with several books and activities related to art. Liz encouraged the 

students to use them for references or to occupy themselves if they finished their project a 

little early. The students enjoyed these books and art related games and seemed to take 

good care of them. 
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During my observations, I often heard her say: "I asked the kids what they 

wanted to learn" or, "This class got to choose what they wanted to learn." She was 

always on the move around the room. Then she would surprise me by sitting down with 

a student who just couldn't seem to get going with an assignment and patiently guide 

them, sometimes by demonstrating and then coaxing the student to continue on her/his 

own. Liz used large sweeping arm and hand movements when talking to the class or to 

other adults. She demonstrated great patience with the class even as a holiday 

approaches. She waited for the students to settle down so she could talk about the lesson 

for the day. If she was not getting cooperation from the class, she would take a moment 

to focus the class by raising her hands over head and counting with fingers xmtil the class 

joined in or quieted down. There was never any anger in the tone of her voice, however, 

I often observed Liz placing one hand on a student's shoulder and waiting for the student 

to look up into her face. She then connected with eye contact while discussing the topic 

at hand. She would not look away until the conversation was over or until she seemed 

satisfied that the child either understood what she was trying to explain or she understood 

what the student was trying to ask or tell her about their assignment. Liz's students 

seemed confident that Liz knew their names and was familiar with their work in progress. 

Liz would walk up to a student and comment on how far she or he had come during the 

class period and how "Beeeeeeeautiful" a piece of artwork was coming along. She was 

always quick with a suggestion on how a student might get past a frustrating challenge by 

"just changing the design a smidge!" Liz wanted everyone to enjoy her class. She 

welcomed laughter and chatter, knowing that the students may have been expected to sit 



55 

quietly while reading or listening to lectures before coming to her classroom. While Liz 

expects the same respect and manners that other teachers in the school require, she wants 

to offer more freedom of movement and discussion among students. 

Although Liz had a method to her lesson plarming, she seemed very open to 

change. She grasped the flow of how fast students were advancing and their 

understanding of the principles she was trying to teach them. Liz was comfortable 

interrupting a lesson that two-thirds of the class has finished to talk about the next fun 

and challenging lesson they would start. She used a grid she came up with in cooperation 

with another art teacher in the district. This sequential grid followed the district 

curriculum but she also liked to try new things to provide her students with new and 

exciting activities and opportunities for learning each semester. Students attended art 

class once a week and Liz knew she had limits to work within, yet she was able to 

provide a rich educational experience through her ability to adjust. She used several 

different resources such as Discipline Based Art Education (DBAE) and (SWRL) for 

lesson planning along with ideas she shared with other art teachers in the district and 

lessons the classroom teachers in her school wanted their students to learn. Liz's ability 

to read her class was evident. When asked how she knew the students were ready to 

move on or if they were ready for a particular level of art appreciation, such as one point 

perspective, Liz would reply, "It was just time to get these guys moving onto something 

new." Teachers very often find it difficult to explain accurately what they do in their 

day-to-day work; the language of action does not easily translate into words (Cole & 

Knowles, 2000). Liz was often at a loss to explain the reasons or ideas behind her 
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actions. It seemed that years of experience allow her to act on her intuition and 

accumulated knowledge. 

Introduction to Mimi 

I first spoke to Mimi when I called inquiring about volunteers for my thesis study. 

Mimi was immediately interested. As we discussed the logistics of what my study 

entailed, Mimi continuously encouraged and assured me that what I was embarking on 

was important and worth pursuing. We worked out the details, and as we said good-bye, 

I felt heartened. I knew Mimi was would be an inspiring subject. 

Mimi worked at an elementary school located in the fastest growing part of the 

city. Mimi told me in an interview, "In the past few years we have seen a huge increase 

in the diversity of students." Demographics suggested a wide range within the middle 
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class working sector. The school was nested centrally with a grouping of large 

subdivisions of homes. The neighborhoods included golf courses and long walking 

paths. One only needed to walk down the halls of this highly respected school to 

understand why the student success rate was so high. Teachers always took the time to 

interact with students they passed in the halls. The phrase, "Building a tradition of love, 

caring, high expectations and partnership." was painted on the wall as you enter the 

administration office. The school had worked Mdth the government to achieve high 

standings in their ongoing educational efforts of students and teachers. The warmth 

among the staff was evident. When I asked about Mimi, the responses I received were 

overwhelmingly positive. One teacher stated, "She's a true professional in all aspects of 

her life." Another offered, "Mimi embodies a love for all children." The principal of the 

school smiled and said, 

"What can I say about Mimi? Wow! She's an outstanding teacher with a great 

wealth of information about art and what's most important is that she knows 

about all of the children. She doesn't just know their names, she can carry on a 

conversation with them. The children know what to expect in the art room 

because of the tradition she's built here." 

Mimi's art room was located in the middle of a long hallway of classrooms. Each 

doorway had a colorful poster or information about student expectations. Mimi's door 

had a wonderful scroll-like poster about art that stood apart from the rest as you made 

your way toward her room. When I entered Mimi's art room, she welcomed me 

immediately, despite being in the middle of class. She approached me with direct eye 
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contact and a huge smile saying "Welcome! Come in and let me introduce you to my 

friends." She put her hands on my shoulders and guided me to the front of the class. She 

introduced me and asked me to say a little bit about myself Mimi then asked the class if 

they had any questions for me which they did and soon knew all about me. Whenever 

she addressed the class as a whole she used the term. Friends. Mimi then continued with 

the lesson. The art room was large with one open wall of windows. The room was 

painted white, and there were reproductions of art from around the world at the back of 

the room. There seemed to be a place for everything and everything was kept in its place. 

Mimi liked to demonstrate the technique she was teaching by calling the class 

over to one of the many table groupings. She then methodically explained the steps she 

was practicing. Mimi called on students' previous knowledge by using phrases such as, 

"Remember last semester when we talked about...." or "Who remembers the word 

for... ?" When Mimi was sure the students understood the concept, she sent them quietly 

back to their stations to work. There was an expectation of orderliness, and the students 

seemed very involved in their work. Everyone in each group of five or six was in charge 

of a job, e.g., group leader, water person, apron person or supply person. The group 

leader was in charge of making sure order was maintained at the table. Mimi used a star 

system to reward the students if they worked quietly, returned supplies to the correct 

storage, helped others, etc. I often heard Mimi speak across the room to those at a table, 

"Table 2, you have just earned three stars for working so quietly and so well together!" 

Each table earned stars, and at the end of the session, each class earned stars. It seemed 

that each teacher who entered the room was aware of this system and asked how her/his 
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students behaved. There was a quiet hum of pleasant art-related talk going on. Mimi 

made her way around the room commenting on how well each group was progressing. 

She held up an artwork by a student and stated, "I love the way John is taking a risk here; 

taking risks is the most important thing you will do. It seems scary but in the adult world 

you are always going to have to take risks to succeed." Not a day went by that Mimi 

didn't discuss the importance of risk taking and its connection to success. 

Students continuously gravitated to Mimi to talk, ask questions or just receive 

one of her warm smiles or hugs. It was clear that they felt her love for them, and they 

strove to achieve their highest potential because they knew they would be rewarded for it. 

As I entered the office one day on one of my many visits, Mimi greeted me when she saw 

me. She had been in to check her in box and tend to some business. We exchanged 

warm greetings and started out the office door and across the large court to her hallway. 

It felt as if two young students appeared out of nowhere to give Mimi a hug. She greeted 

them with the desired affection and then, to my surprise, proceeded to carry on a personal 

conversation with both students, asking about their parents and their recent vacations. 

Mimi made it a priority to get to know each student on an individual basis, which was 

quite admirable since there were about 1,250 students in attendance. 

Mimi implemented Discipline Based Art Education (Greer, 1984) curriculum 

which met the district and state standards. "To me, it's important for kids not only to 

create art but also to understand and leam about artists and cultures and leam and to talk 

about it and what not" When asked if she felt restricted by time she replied. 
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You just basically do the best you can. Unfortunately because I do see the kids on a 

semester basis, I see the kids 18 times and try to put in their program everything 

from the state standards. Unfortunately... you do the best you can. You do what 

you can do. I'd rather them have quality than quantity and not stuff everything in 

there." 

Parallel Themes 

The formulation of themes began while unraveling messages from my 

observations. While analyzing my notes, the identification of themes seemed almost 

effortless (Eisner, 1998). The identification of personality types was a good place to start 

because that was my original focus. The three other themes subsequently emerged as 

educational background, curriculum and teacher enthusiasm. These four themes with 

underlying questions that seemed to make strong arguments to the successes of art 

teachers are discussed in the following sections. 

Personality Type 

Research Questions 

What are the personality types of the teachers I have chosen to study? How do 

the personalities of these teachers affect (1) relationships with students, peers, parents, 

visitors, etc.; (2) the management of their classroom.; (3) the maimer in which they plan 

and provide instruction. 



61 

Personality Similarities 

When focusing on the teacher's personality type and her strengths, one must 

consider the different student personality types present in her classroom at any given 

class hour; 

Some students do better with step-by-step, hands on approach, while others leam 

best from books which challenge their imagination. Some students find 

appreciation essential to learning, while for others appreciation means little but 

clarity of presentation is essential for learning. Some students are actively attuned 

to changes around them, while others are quieter and experience a depth of 

understanding. Some students thrive on structure and clear guidelines while others 

are free spirits who suffer from the same structure that gives security to their 

classmates. (Millar & Schwartz, 1992) 

These examples point to the extraordinary relationship among teacher, student, and 

teaching/learning styles. They point out the many adjustments a teacher must make when 

planning lessons and activities. It is sobering to think of the powerful effect a teacher can 

have upon the minds of students, particularly when she comes to the classroom with her 

own specific learning/teaching style. The question of whether this has a positive or 

negative effect on the learning of students depends on the teacher's ability to understand 

that these learning differences do exist and her ability to provide students of all learning 

styles the tools to succeed. 

Liz and Mimi were both administered the Myers Briggs Type indicator (Myers, 

1957) by a third-party Ph.D. who had been trained and certified in the administration of 
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the questionnaire. Liz's personality type was revealed as ENFP, extrovert, intuitive, 

feeling, and perceptive. Mimi's personality type showed as ESFJ, extrovert, sensing, 

feeling and judging. The similarities between these two teachers lie in the Extrovert and 

Feeling categories (see Table 1). Their extroverted natures are revealed in their 

abilities to be comfortable with trying new things. During her interview, Liz stated. 

When I was interviewed for this job I was asked where my ideas came from, and I 

answered, I can't believe I said this, 'cause it strikes me as so odd, I said, 'Well, 

kind of get them from everywhere. But there's this side of me that can be looking 

at an acoustic ceiling and I see a persons face.' Oh my God! I can't believe I said 

that (Covers face with hands and laughs). 

Mimi also showed her preference for extroversion in her interview when she stated, 

I feel that when You've taught as long as I have I've become more flexible and 

see kids can really grow and do great things when you leave the door open to 

them... And to me art is so much fun being a risk taker; you can be one in the art 

room and in many different areas. 

Both Liz and Mimi presented pit-fired pottery as a fourth grade experience. 

These two teachers both involved parent helpers who they involve in every step of the 

process. They invite parents into the art room to help with the construction of the pots. 

They worked with the fourth grade teachers to implement the lesson at the correct time, 

during the unit on the Southwest and Native Americans. Both teachers involve a 

celebrity author, Willie Whitefeather, a Cherokee who advocated desert safety and 
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Table 1 Similarities in Personality Type 

Liz-ENFP Mimi- ESFJ 
Extrovert: 

• Energized by being with and around 
people. 

• Welcomes parents, students, volunteers, 
visitors, and speakers into her classroom. 

• Loves to learn about and try new ideas, 
lesson plans, and ways of doing things. 

• Uses expansive hand and arm gestures 
while talking; swinging arms, waving 
hands swaying back and forth. 

• Works with students, parents, teachers and 
others who are interested in furthering their 
education or career. 

• Touches people on arm or shoulder while 
talking to them. 

• Uses direct eye contact. 
• Classroom is painted a variety of vivid 

colors. 
• Windows and shades are kept open. 

Extrovert: 
• Encourages and invites hugs from her 

students, parent helpers, and peers. 
• Seeks out activities where others who share 

her interests will be (workshops etc.). 
• Welcomes visitors, speakers, parents into 

her classroom 
• Likes to use her hands when talking, uses 

smaller gestures. 
• Close personal space. 
• Uses direct eye contact. 
• Works with students, parents, teachers, and 

others who are interested in furthering her 
education or career. 

• Entire wall in classroom has prints of 
artworks from around the world. 

• Seeks and holds direct eye contact when 
addressing an individual. 

• Windows and shades are kept open. 

Feeling: 
• Sensitive to others around her. 
• Often chats with parents, offering to help 

or giving the name of someone she knows 
who may be able to help with situations. 

• Is willing to stay late for a student or 
parent who needs to come in and discuss 
things. 

• Will stop the class to discuss a problem or 
issue that has come up even if it is 
unrelated to class work. 

• Encourages students to share feelings 
about their work. 

• Is always praising students, "Wonderful! 
Fantastic! That's what I'm talking about!" 

Feeling: 
• Sensitive to others around her. 
• Enjoys stopping to chat with her students, 

peers, parents, and visitors. 
• Will hug people when they share feelings 

or stories. 
• Stops entire class to discuss a question or 

problem she has encountered that she feels 
everyone will benefit from. 

• Makes time for anyone who needs to talk. 
• Will work with people outside of school 

time if they have concerns or questions. 
• Is always praising students I really 

commend this student for being a risk 
taker! That's how he will become 
successful in life!" 

preserving the earth. Students were involved in the pit fire and were allowed to observe 

the process throughout the day. Because they find energy in the outer world, extroverted 
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teachers reach out and include many different people in the teaching and learning 

process. 

Liz and Mimi also enjoyed engaging in conversations with their students. They 

invited students to ask questions, make comments, and even chit-chat during the course 

of a school day. They both used touch as one of their communication skills. This was 

usually in the form of a pat on the shoulder or sometimes a hug to express their extreme 

emotion of pride for a job well done or a gesture of sympathy. 

Both teachers used the term risk taker during their interviews. Liz stated, "I like 

VanGogh because like me he never seemed to check out of his elementary approach to 

the way he paints... I mean, he's a Biiiiiiig risk taker with color. And that's what I am, a 

big risk taker. (Giggle) I seem to make much more mistakes than successes, but I seem 

to be comfortable in making them. (Laughing)". 

Liz and Mimi were both feeling type as part of their personality. This was evident 

in their ability not only to know their students but to have a real relationship that they 

followed throughout their students' elementary career. Mimi stated, "When you know 

your kids, they will perform and do incredible things for you. It's very motivating to 

know that if you don't know everybody's name in five weeks, you owe them all treats." 

Feeling types look at the world and see possibilities. Liz and Mimi seemed to look at 

their students and see possibilities. They ate, slept, thought, breathed ,moved and loved 

people. Feeling types represent about 12% of the U.S. population (Lawrence, 2000). 

These two feeling (F) teachers made each individual student feel important and cared 

about. They seemed to be superb teachers, albeit a bit idealistic at times. F's have the 
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ability to work with people and draw out their best because they have a strong desire to 

help others. Liz clearly showed her compassion when talking about her students, who, 

through my observations, were confident that she knew their names and was familiar with 

their work in progress. Liz would walk up to a student and comment on how far they had 

come during the class period and how "Beeeeeautiful" a piece of artwork was coming 

along. Mimi stated, "I would like them (students) to feel comfortable with coming into 

my room. And feeling comfortable with coming into the room that leaves them open to 

being honest and being a risk taker." 

Personality Differences 

The differences between Liz and Mimi were apparent in their Intuitive-Perceiving (Liz) 

versus Sensing-Judging (Mimi) aspects (See Table 2). Although it is important to note 

that all people relate in different degrees of their personality type, it became clear through 

observation that Liz and Mimi both acted and reacted through their preferred type as 

indicated on their Myers Briggs (Myers, 1957) results. Liz's preference for Intuitive 

decision making allowed her to "go with the flow" of the class. She commented, "I just 

knew it was time for them (students) to move on." Liz has sometimes switched gears in 

the middle of a lesson to address concerns or new concepts the students were 

experiencing. Because Liz preferred the Perceiving aspect, she liked to present the 

information and outline the activity and goals quickly so that students were working with 

the materials as quickly as possible. She would often add information as students were 

working. Mimi's Sensing decision-making process led to her systematic approach to 
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presenting a lesson. She preferred to provide step by step procedures and closely 

monitored her students to make sure they are working in order to achieve success. Mimi 

also preferred the Judging aspect of her personality through providing thorough 

instruction while students were closely gathered around her. She liked to make sure 

students understand most of the lesson before they began. She had procedures written on 

the board from the begiiming of the lesson. 

Perhaps the most interesting difference between these two teachers was that Liz 

wanted her students to love learning about and making art just for the love of art. Perhaps 

this was due to the combination of her personality traits. Her ENFP personality tended to 

be an idealistic one at times, but it seem to contribute to Liz's success as an outstanding 

teacher. If Liz's personality tended to be idealistic, Mimi's ESFJ personality tended to be 

uplifting. Mimi wanted her students to love learning about art and making art in order to 

better themselves as students and become successful adults in society. Both women 

strove to ensure the most positive experience with art for their students. 
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Table 2 Differences in Personality Type 

Liz-ENFP Mimi-ESFJ 
Intuitive: 

• Easily read her class, always one step 
ahead. 

• Offered alternative activities in the form of 
art-related games etc. for students who 
were ready to move on. E.g., Art Smarts 
bulletin board. 

• Worked with students who seemed 
fhjstrated. Would sit down with student to 
help them work through a problem even 
when the rest of the class was busy. 

• Materials and tools were located where 
they were easy to get to. Students could get 
their own supplies as needed. 

• Had materials handy and is explaining how 
to use them as the class moved along. 

• Did not like long instructional time. 
Wanted students working with materials as 
soon as possible. 

Sensing: 
• Liked to keep students on task. 
• Classroom was tidy, and everything was in 

its place. Classroom was painted white. 
• Would help a student come up with new 

ideas through discussion, if they seemed 
fhistrated. 

• Gathered students around her and 
explained lessons and how to use materials 
first. Then sent appointed students from 
each working group to collect what they 
need to start working. 

• Had students help each other if they were 
finished early. Had students cleaning up 
early to earn points for their table if they 
finished early. 

• Stopped class and had them put down what 
they are doing. Waited until everyone had 
their eyes on her to begin speaking. 

Perceiving: 
• Changed course in the middle of an 

activity. If class seemed unusually rowdy 
or uninterested she would change activities 
for the day and pick up where they lefl off 
another day. 

• Wanted students to love individual 
projects, lessons simply for the love of art 
and making art. 

• Allowed individual students to finish 
projects even if the class had moved on. 

• Did not have a problem with a class of 
students at different stages of a project. 

• Started a new project with some students 
while others finish 

• Invited peers, friends, to join in making art 
with her outside of the school environment. 

• Considers herself a risk taker in her art 
making. 

Judging: 
• Classroom and class periods were very 

organized. 
• Wanted students to use their art knowledge 

to better themselves. Make themselves 
more knowledgeable about the world 
around them. 

• Encouraged students to be the best they 
can be. 

• Referred to students as friends and worked 
to make sure they were working together to 
obtain a goal. 

• When students began to finish projects, she 
instructed them to go back and review the 
goals and make adjustments. 

• Encouraged peer teachers, visitors to 
partake in anything that might further their 
education or career. 

• Encouraged students to be risk takers in 
their art making. 
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Educational Background 

What kind of art educator preparation did Liz and Mimi receive? Were they still 

using the same ideas and approaches they learned at the university? What important 

lessons had they learned through experience? How did they adjust and modify their 

teaching based on what they had experienced? 

Liz and Mimi's preference for the Discipline Based Art Education (Greer, 1984) 

curriculum may have come from their educational backgrounds. Both of these women 

attended a leading university in the Southwest, studied Art Education within fine arts and 

education programs, and received their teaching degrees approximately 20 years ago. 

Both teachers studied under the same university professors and took the same required 

courses. They were both assigned the same cooperating teacher during their student 

teaching semester. An interesting observation in both classrooms was the inclusion of the 

disciplines of Art History and Aesthetics. Both teachers incorporated information about 

famous artists and their cultures for whatever art form was being produced by the class. 

For example, Liz showed a short filmstrip about the people and making of the Huichul in 

Mexico and offered a bulletin board with art related challenge questions she called "Art 

Smarts", Mimi discussed and engaged students in an activity about masks from around 

the world during a mask-making unit. 

Both teachers discussed the importance of quality and taught aesthetics through 

stressing to their students the importance of taking their time to complete a piece. They 

made it clear that they did not want the students to rush. In my observations, both 

teachers allowed students an extra class time to finish what they were working on rather 
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than rushing them. Liz commented by saying, "And I think there are some kids that, they 

only come to school for art or P.E. and that's the important thing." Mimi stated, "I'd 

rather put the emphasis on quality than quantity." 

Continuing Education 

When discussing education ,one must not ignore the importance of experience, 

(see Table 3). These women had been teaching art for almost 20 years and had the 

advantage of established timing, presentation, and intuition. Both teachers seem to be 

able to "read" their classes and could tell if the students are building up to a situation that 

might become out of control. They could also roll with the mood of the class. When 

asked how they know these things, both teachers talked about just knowing it was time to 

take charge. While being observed, both teachers came up to me at different points to let 

me know they were going to pick up the pace, reprimand the class, have everyone start 

cleaning up due to a lack of focus, or say how excited they were that the students were 

enjoying their work. In her interview Mimi stated, 

I mean there can be some weeks where the kids can be more lively, its just part of 

being an understanding person. If it's getting close to the holidays or if it's hot 

outside sometimes it takes the kids a little longer to wind down and relax but it's 

important for me to get them focused before we do begin because otherwise you 

don't have anything. 
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Table 3 Timeline Comparing Educational Backgrounds 

Liz' Educational Background Mimi's Educational Background 

• BS, Art Education, Midwestern 
University-Secondary Endorsement 
K-12. 

• BA, Art Education private 
Northeastern College. 

• Additional college courses. 
Southwestern LFniversity. 

• Masters in Art Education, 
Southwestern University. 

• Two years teaching at Art Institute. 
tVi 

• One year teaching Art Institute 7 
grade. 

• Becomes Parent. • Becomes Parent. 

• Parks and Recreation teaching for 
two years. 

• Elementary Art teacher for four 
years. 

• Elementary Art Teacher at current 
elementary school for 15 years. 

• Elementary Art teacher at current 
elementary school for 13 years. 

• Continuing Education. • Continuing Education. 

When asked if any other factors contributed to their teaching abilities, both 

teachers mentioned being a parent. Liz states, "To me the energy comes with youth 

being young at heart and from being a parent." 

Both Liz and Mimi were involved in an ongoing program called "Career Ladder." 

This program required teachers to continue their education in order to offer their students 
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the optimal experience. Mimi had participated in workshops offered by local art and 

cultural education programs. She had also recently traveled to the Georgia O'keefe 

gallery in Santa Fe, New Mexico to participate in a series of workshops. Liz searched out 

and worked with artisans within her commimity. She learned from and created with these 

people she considered true artists. Both women tirelessly sought new avenues of learning 

for themselves through which they felt they could offer quality education to their own 

students. 

Teaching of Curriculum 

Research Questions 

What curricula are these teachers required to teach? Are there constraints on 

these teachers such as time, frequency of classroom visits by students, or budgets? If so, 

how do they adjust so that classroom management, set up, and organization work to their 

advantage? 

Lesson Plans 

The curriculum used by both Liz and Mimi was based on the school district and 

state standards. It was most interesting that these teachers worked together to produce a 

grid type, sequential curriculum based on the district standards that built on previous 

knowledge but was unrestricted enough to allow for individual teachers to incorporate 

stimulating art lessons (see Appendices B, C, and D for grid and sample lesson plans. 

Both teacher's plans included a section called "Check for Understanding." They believed 
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it was crucial for students to understand what had been presented before they moved 

forward to new activities. Both lesson plans also both provided a section for modeling in 

addition to guided practice. Unlike other subjects the arts provide not only visuals to 

point out examples and helpful steps toward success, but they also provide a guided 

practice time where the teacher can model the procedure. Students are also provided with 

closure to each lesson. Closure provides an opportunity for students to summarize what 

they have learned each day and for the entire lesson. 

Classroom Management/Behavioral Plans 

Because they were in the same district, both teachers also incorporated similar 

behavioral plans. The school district had adopted the "Peacebuilder" program which 

teaches students to "Be fair, seek wise people, give up put downs, be helpful to others 

and respect themselves and others." In addition, Mimi used the star system mentioned 

earlier to assure order in her classroom. Liz was less concerned with order. Both teachers 

provided written rules and consequences in their classrooms. Liz was comfortable with a 

higher noise and movement level, yet she noticed positive things students were doing and 

gave them a small certificate when they exhibited Peacebuilder characteristics. She was 

very clear about her classroom rules and was swift to act. 

I have this thing right now that it's supposed to be immediate where they're sent 

out of the room if they're interrupting. So I say the kids name and I say the kids 

name again and say if you want to you're going to be sent out. And I don't mind 

saying that in front of the other kids cause they need to know, you've been 
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publicly warned. You're slowing people down here. 

Mimi required students to work quietly and in an orderly fashion. Groups earned 

stars for the week and were rewarded by their classroom teachers for outstanding 

behavior. This behavior management policy was consistent with all classrooms in the 

school. 

Well, to be honest with you as far as getting them settled down just a few minutes, 

'cause the kids, like we talked about team captains and the expectations I have of 

them. Because of that, I really don't have a lot of discipline problems. 

Classroom Setup 

Both Liz and Mimi arranged their classrooms in a way that served their adapted 

pedagogies (see Figures 1 and 2). Liz's classroom contained large tables placed in rows, 

which allowed students to move freely around and between them. Students were 

provided with large plastic chairs that they could sit in or stand while they were working. 

"I like the tables like this 'cause I often do stuff where they have to spread out so if I 

separate out these tables they can't do that." Liz did not require her students to sit in 

assigned seats and allowed movement and chatter among students. This may reflect her 

Intuitive personality preference. Liz kept her supplies on large tables and cabinets around 

the edges of the room mostly near the sink area. Students could get up and find whatever 

they needed to work as long as Liz was not providing instruction. 

Mimi's classroom was arranged with four groupings of tables. Her students used 

stools rather than chairs. "I was able to select the stools for the art room which I feel to 
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me you're more free to move and work. You're not constrained to a chair." She required 

students to sit at an assigned seat as part of a team of about six students. Each student at 

the table was responsible for specific duties including; Table captain, material collector, 

cleanup, etc. Mimi placed baskets in the center of each grouping of tables with various 

supplies which students were required to take care of "I try to keep things as organized 

as possible. For the kids work, I have them work from the baskets placed around the 

room. If I didn't organize things, it would look like a bomb went off in here." This 

structure may display Mimi's Sensing personality preference which favors order and a 

quieter working environment. 

During my observations, it struck me that what might be the most important factor 

in these teachers' classroom management was their expectations. These teachers simply 

expected students to be respectful and cooperative. When asked what impression she 

wanted to make on the students when they walk into her classroom, Liz stated. 

They get a lot of self direction from the other classrooms that they bring in here so 

if I can't get to every one of them, they can still be free to express themselves. I 

can expect them to come in and work well. Mimi answered, I expect them to 

work cooperatively. 

Both teachers use the word expect in their answers. This set the tone when students 

entered each classroom. When planning lessons, both Liz and Mimi built upon the 

required curriculum but liked to offer individual lessons that they feel contributed to the 

quality of their students' education. 
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Constraints and adjustments 

During the interviews, each teacher commented on the restrictions placed upon 

them by lack of time. Each class of students is allotted 40 to 60 minutes per week during 

which they must set up, listen to instruction, work on their projects, and clean up. This 

has proven to be an ongoing challenge for both teachers. Liz sees every class in the 

school for 40 minutes each week. Liz explains. 

It really isn't the district's fault, it's the City's fault. We're sitting in the fastest-

growing area of town, and we're building schools as fast as we can, and we have 

open enrollment, and we have no idea how many people are coming into these 

schools, and when you have 28 in an elementary class, and you want them to 

experience something and get something out of it, have enough time to do it 

without rushing it, you can't! So it forces a lot of people not to do that, to do it a 

different way. And that's the biggest constraint, because I am blessed to be 

working! This is the forgotten stepchild of education. This is the first on the 

chopping block, because art, music, and P.E. are not something you have to have. 

So if the classroom teacher wants to teach it she can, and they can replace all 

these salary's very quickly and save a million bucks. Which is what the largest 

district in the state does. So the biggest constraint is time. It certainly isn't 

anything the district is doing, it's self imposing. You know? 

Mimi taught half of the student population during the Fall semester and the other half 

during the Spring semester. She is still restricted to 60 of minutes working time per week 

with each class. Mimi stated. 



76 

I wish I had more time with the kids; this year has gone so fast. I'm very lucky to 

have 60 minutes with the kids, but by the time the kids come in and I explain 

everything and they get started, our time goes very quickly. You just basically do 

the best you can. Unfortunately, because I do see the kids on a semester basis, I 

see the kids 18 times. And to try to put in their program everything from the state 

standards, unfortunately, (shakes head) you do the best you can. 

Both teachers chose to provide lessons that may take several class periods to complete 

but that provided the most enriching experiences they felt they could present. 

Enthusiasm 

What kept these teachers excited about teaching? Did their enthusiasm reach their 

students and how did they react to it? 

Seeking answers to these questions helped to create an accurate image of each 

teacher who was studied. The following discussion reveals findings that emerged during 

the dissecting process. 

As I continued to visit each classroom, I came to realize that I was looking 

forward not so much to my research at times but just to being with each teacher. Even 

though each of these women displayed different approaches to their classroom instruction 

they both exhibited behaviors that encouraged people in general. These women's 

enthusiasm for their students' success, enthusiasm about art, and enthusiasm about their 

students' abilities became an intriguing theme in this study. Both of these teachers 

encouraged intrinsically motivated behavior through their contagious exuberance and 
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enthusiasm in their classrooms. Through my observations, it became clear that each 

teacher revealed her enthusiasm in a different way. Liz could hardly wait for her students 

to get seated so that she could share each activity with them. She wanted them to be 

manipulating and experiencing the materials. Liz often encouraged students just by 

making comments like "Doesn't this beeswax smell so yummy? Here! Smell it!" I 

often heard Liz say, "I love this!" When manipulating some material with a student. At 

times it felt as if Liz was so involved in each activity that she went beyond the teacher-

student relationship to one of a friend sharing something wonderful she had discovered 

with another friend. The students always reacted with increased interest and renewed 

determination. 

Mimi's enthusiasm seemed to be concentrated on the students themselves. Her 

interaction with the students and their reactions to her were what I found to be so warm 

and inviting about her classroom. Mimi loved the idea of opening the world to her 

students through the study of art. Her enthusiasm was revealed through her 

encouragement and praise when students mastered a technique. Comments like "Don't 

be afraid to make a mistake. Sometimes mistakes can turn into an interesting and 

beautiful part of your artwork" and, "You are going to love experimenting with this 

medium today!" seemed to encourage to her students. Mimi also shared her excitement 

when hanging up some student work in the library or office. "Friends! I just can't wait 

to hang these masks in the library! Your fellow students and teachers and even parents 

are just going to love these!" 
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Conclusion 

The data presented in this chapter represent the four themes that seemed to lead to 

outstanding teaching of art: personality type, educational background, teaching of 

curriculum and enthusiasm. Data collected through triangulation, including observation 

of classes, videotaped interviews and administration of the Myers Briggs Personality 

Indicator (Myers, 1957) revealed the traits that allowed Liz and Mimi to: present 

curricula, manage their classrooms, relate to their students openly, and teach 

enthusiastically. Personality type seemed to present itself in several aspects of a 

teacher's activities causing the data to overlap in many areas. Chapter 5 offers a 

discussion of the data and implications for further research. 
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CHAPTER 5 

SUMMARY, CONCLUSIONS, AND IMPLICATIONS 

Summary 

Through the course of this study, I found that observing other art teachers can be a 

strong learning tool. As my case studies progressed, I found myself learning many things 

that I would not have known to ask about in my college classroom. Through observation 

and interview I became increasingly fascinated by the fact that there were emerging 

themes between these two teachers. I began with the idea that an art teacher's personality 

could affect every aspect of her teaching including lesson planning, interaction with 

students etc. What I found was that there was much more involved in the shaping of a 

well respected, experienced teacher. By being in the classroom with experienced 

teachers, even before one's student teaching semester, a student teacher can become 

familiar with the daily activities, decisions, plarming, interacting, and many other 

important aspects of teaching that do not come up in the removed environment of the 

college classroom. My intentions during this study were to collect data that would be 

considered professionally sound and respected. My experience began to tell me that I 

was collecting much more than clinical data. I was collecting my own experiences, 

knowledge, and a feeling of comfort within the actual classroom. 

Conclusions 

I visited each teacher for the period of one semester. We established the days I 

would be there, usually once or twice per week unless otherwise notified. I was also 
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fortunate enough to observe a day-long pit fire at each school. The themes that emerged 

became my focus during this case study. 

Personality type 

After studying Jung's psychological type theory (as cited in Lawrence, 2000), the 

fact that seems to be the most important to remember is that every person possesses all of 

the personality traits but, as a result of various influences, may tend to favor one over the 

other, thus making this preference stronger. 

1. Both teachers observed were (E) Extroverted (E) which allowed them to be 

naturally open and accepting of others. 

2. Both teachers were Feeling (F) types. This personality preference allowed them 

to be quite compassionate, wanting to make the students feel comfortable in 

their classrooms. 

3. Liz had an Intuitive (N) preference. This may have allowed her to be 

comfortable giving the students materials and getting them started on projects 

quickly trusting that they would benefit from the experience of taking risks and 

enjoying the experience. She explained lessons quickly to get the students 

working right away. Liz simply wanted the students to love art. 

4. Mimi has a Sensing (S) preference, hence her preference for calling students 

over to observe a thorough demonstration of the materials being used. She 

wanted her students to understand the decision making process and take risks so 
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that they leam that mistakes are not necessarily a bad thing. Mimi wants her 

students to use their knowledge and love of art for the benefit of their future. 

5. Finally, Liz held a preference for Perceiving (P). This may have allowed her to 

know the mood of the classroom fairly quickly. She rolled with the flow and 

was able to keep one step ahead of the class. She did not mind lots of 

movement and friendly chatter among her students. 

6. Mimi's preference is Judging (J), Her orderly classroom (a place for everything 

and everything in its place) and quiet, well-behaved students benefited from 

this. 

Liz's personality type was ENFP and Mimi's personality type was ESFJ. Both were part 

of a large group of American art teachers who hold preferences in the Extroverted and 

Feeling categories (Lawrence, 2000). The differences in their personalities in the 

Intuitive versus. Sensing and Perceiving versus Judging categories provided evidence for 

different approaches to teaching art that were both positive and effective. 

Education 

Both Liz and Mimi attended a leading university in the Southwest approximately 

twenty years ago and were educated in the Discipline Based Art Education (DBAE) 

theory. Both teachers also studied under the same cooperating teacher during their 

student teaching semester. What I found interesting was that both Liz and Mimi still 

based their own lesson plans on DBAE, although loosely at times. They both spent most 

of their teaching time on the studio or actual making of art. They both incorporated the 
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history of every art project while they were explaining the lesson. During the 

anticipatory set or introduction of the lesson, Liz and Mimi were quick to include 

information on the culture, history and age of the art project in which they were about to 

engage in. 

To build a base for art criticism, the question of what constitutes quality must be 

addressed at an elementary stage. Both teachers were adamant that their students take the 

time to produce quality work. 

Finally, aesthetics begin to be introduced into the overall lesson also as questions. 

"How do you feel when you look at this print? and "What do you think the artist was 

feeling?" were questions often heard when discussing a piece of artwork. 

As mentioned previously, experience must not be overlooked when discussing the 

education of these two teachers. They have molded their techniques through years of 

experience and outcomes of success and disasters. They laughed about their early 

fumbling attempts to follow everything they learned in college and became thoughtful 

when they discussed how they reached their current teaching philosophies. 

Curriculum 

Both Liz and Mimi worked in the same district and followed the same standards. 

The district standards were based on State mandates and American Art Education 

Association standards. Liz and Mimi had worked together to create a grid that followed 

the standards and allowed teachers to implement their own lessons that fit into the grid at 

appropriate age levels. Not only were these teachers aware of the standards, they were 



83 

also willing to work to help others meet them. I found both Liz and Mimi to be 

proactive teachers who wanted their schools and district to benefit from standards. 

Liz was constrained by time. She felt that one art class per week was not enough 

for her students. She saw the students for 50 minutes per week, and ten minutes were 

spent cleaning up at the end of the session. However she was able to maintain a positive 

attitude. She explained that she felt very lucky to be working as an art teacher noting that 

many other districts had "chopped" art along with physical education and music. Mimi 

saw one-half of the students in the school during the first half of the year and the other 

half of students the second half of the school year, she also expressed frustration about 

her lack of time with the students and her feelings of gratitude that she was even working 

as an art teacher despite funding issues. 

Both teachers used positive reinforcement as a form of classroom management. 

Mimi used a star system. Students at each table grouping were given jobs, and if those 

jobs were accomplished students were given stars and at the end of a period were given 

rewards for those stars. This star system was part of a larger management program that 

the school used to encourage a well-behaved, respectful student population. Liz's 

system was not as detailed. She simply watched for students who were exhibiting good 

behavior or being helpful and respectful. She then gave those students a slip of paper 

that highlighted the student's good deeds for the day. The students then turned those 

papers in for a possible reward from their classroom teacher or principal. Both schools 

had adapted their own behavior management programs from the Peacebuilder program 

which had been adopted by the district approximately 10 years earlier. 
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Enthusiasm 

I do not think I can over represent these two teachers' exuberant enthusiasm for 

their subject or their students. I found myself increasingly looking forward to being in 

these women's classrooms as each semester progressed. I learned so much about igniting 

student's interest just by being enthusiastic about a subject. Liz was actively making her 

own art in the medium of tiles. She offered classes for adults during the summer. Mimi 

was involved in the town arts council where she lived. These women were advocates for 

the arts. They made sure adults were involved in their classrooms by inviting parents to 

volunteer and inviting other teachers to participate. They collaborated with classroom 

teachers and worked with them to incorporate art into what the students were learning in 

other subjects. They made sure the artwork their students were making was displayed 

arovind the school and in district art shows. They both were active in their own 

continuing education. Liz was always collaborating with other artists. Mimi went to 

workshops offered by her district career ladder program. Both Liz and Mimi had written 

grants for projects within their school and were continuously encouraging parents to 

donate to the school arts program. 

Both of these women demonstrated a love for children through their actions. They 

were patient, kind, accepting, and cheerful. They both used direct eye contact even with 

the youngest students. They put a hand on the child's shoulder to obtain attention. Both 

teachers were quick with a hug usually instigated by a student. Liz and Mimi both have 

children of their own and are familiar with the growing and capabilities of different age 
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groups. They encouraged open dialogue and were honest with their students. Both 

teachers stressed the desire to make their classrooms a safe place for students to come 

and feel accepted. I feel they have both been successful in doing this. 

Implications for Further Research 

Experience 

Case studies about elementary teachers are rare. In my research, I found very few 

studies about any art teachers in their classrooms. My hope is that this study opens the 

door for further case studies of art teachers during their daily activities. The experience 

gained during this study was priceless. Being in the actual classroom and observing an 

art teacher making decisions, planning and implementing lessons, maintaining classroom 

management, and making many other small intuitive decisions are just the beginning of 

what can be learned. In his book, Art Teachers and the Cultures of School, Tom 

Anderson (2000) stated "By understanding the experiences of these teachers and the 

meanings they attach to their experiences we may gain some understanding of what it 

really means to teach art" (p. 1). I feel that preservice art teachers would benefit greatly 

from spending time observing in an actual classroom throughout their college career. 

The experience gained through watching is that of osmosis in some ways. Watching an 

experienced teacher implement curriculum through solid lessons that allow students to 

leam about the world through art is a priceless learning tool. 
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Preservice art teachers can learn a plethora of information about introducing and 

handling materials and helping students handle materials that they might not learn in the 

clinical university setting. Little is known about what actually goes on in the elementary 

art classroom. Further case studies might give the field insight into how teachers handle 

their day-to-day instruction "By using common instructional strategies, discipline 

techniques, routines, art content, the logistics of materials and tools, in a realistic, 

nonformulaic way" (Anderson, 2000, p.3). Realistic is the word I would like to stress 

here. By watching and talking about the decision-making process along with a teacher's 

intuitive sensitivities, a preservice teacher can begin to formulate her/his own ideas about 

how they might handling similar situations. 

Placing preservice art teachers in the surrounding district art classrooms would 

require added responsibilities to the already stressed and hectic schedules of the three 

parties involved. These parties are, the preservice teacher, her/his advisor, and the 

cooperating art teacher. For placement to be possible there must be enthusiastic 

communication by all parties. The benefits outweigh the costs greatly because of the 

priceless experience and knowledge gained by preservice teachers. 

By observing in different schools with different types of students, the preservice 

art teacher might begin to understand where she feels the most comfortable. There are 

different race, socioeconomic, and learning-level concentrations in each classroom and 

each district. Through observation the preservice art teacher can begin to learn what 

groups s/he feels s/he can help the most. I found myself drawn to the mildly retarded 
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(MIMR) disabled students and have considered a future career teaching these types of 

students. 

Art Education 

It is unacceptable to me that we do not know what elementary art teachers are 

really doing in their classrooms. There is so much to be learned from these professionals 

in action. Those in the field of Art Education must be willing to enter these classrooms 

and see if their theories are being used and if they are working. Observing and studying 

what the art teacher is doing and how she is going about doing it will give insights into 

the field that may bring about new effective teaching strategies, theories, insights and 

general information. 

Observing a new art teacher would also provide useful information about how 

s/he identifies a style of teaching through experience. This might offer university 

professors information about how to better prepare the preservice art teacher. 

Finally, the slow process of change in any large beaurocratic organization can be 

frustrating. All levels of the field of Art Education may benefit from the experience of 

teachers in action. My hope is that by placing preservice art teachers in actual classrooms 

throughout their university career, they might begin to better understand the theories and 

pedagogy they are being taught. Professors who are teaching the theories might find that 

their students are benefiting from the observation of teachers who are using these 

theories. If those in the field of Art Education would be willing to step into the actual 

classroom, they might begin to see if their theories are working and if not, how they 
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might go about adjusting those theories. There is still much to be learned in the field of 

Art Education. 

Further research studies 

Some further research studies might involve; (a) conducting research on art 

teachers with other personality types; and (b) conducting research that helps art teachers 

understand their own personality types and those of their students; (c) administration of 

the Myers-Briggs Personality Indicator after the observations and interviews take place 

so that results might not effect the teacher's actions, (d) studies involving educating 

teachers about their own personality types and those of their students to decipher 

differences in interactions between the two. (e) studies to determine if art teachers at 

higher grade levels have similar personalities as those in the lower grades. Are the results 

of those studies consistent with general education teachers at the same levels, (f) does the 

art teacher's personality type have an effect on their student's artwork production; (g) 

does educating preservice art teachers in personality types help them to find an 

appropriate grade level for them to teach where they are more effective. 
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APPENDIX A - INTERVIEW WITH LIZ 

Researcher- Lets start with your educational background. 
Interviewee-1 have a BS in Art Ed. U of O and a Secondary endorsement K-12 and 
Constitution, from the U of A. 

Researcher- What is your past employment? 
Interviewee- St. Josephs K - 8 for 2 years. Ohio Art Institute, Parks and Rec. Coronado 
K-8 school. 

Researcher- Any other experience that you feel contributed to your teaching abilities and 
philosophies? 
Interviewee- To me the energy comes with (inner) youth. And being a parent. 

Researcher- How would you describe yourself as a teacher? 
Interviewee- Jump into things. I wouldn't say I'm unorganized like experience of it. I 
get bored with the same thing all the time. 

Researcher- How would you describe yourself as a person? 
Interviewee- Jump in. I don't, I can size things up. I cut to the chase very fast. I'm 
better at organizational stuff Looseness of it all. 

Researcher- How did you choose art as the subject you wanted to teach? 
Interviewee- When I was in jimior high school. There was a contest. I remember the 
teacher but I don't remember the criteria. But my cousin and I worked together and we 
used finger paint on cardboard, and we did a cityscape that we had seen out of a book, 
and we changed it a little and we won first prize, and it was a high school, junior high 
that I went back tin Dayton, and we were very proud of it and we brought it home and we 
showed her mom and my mom and her mom took it for a month or whatever and then 
Annie gave it back to me. And then I sort of forgot about it as kids do, and then one day I 
came home and my mom said "come here, I want to show you something." I grew up in 
a huge home in Dayton. It had 17 rooms, 7 bedrooms and three floors, and she took me 
in the living room and there was that picture (points to a painting placed on a high 
bookcase by entrance to the art room). So I was only 8 or 9 and the top building we 
forgot to paint the cardboard shows through. But, because she did that, it was such a 
direction for me. That wasn't a picture on the refrigerator. That cost over $100 to frame 
and that was a very long time ago. She really liked it to do that, I mean it was incredible, 
'cause we had a Biiiiiiiiiig house. That just shocked me, I mean it really stayed with me 
for the longest time. And it made me believe I could do it. And I saw artists who were 
much better than 1. But I knew I had an ability, I wasn't afraid to try anymore. I didn't 
feel like if it didn't work out a certain way you know, and that was the single thing that 
happened. And in college I went for one year then I quit and was a waitress for a while, 
but due to peers and I had a boyfriend who was in college that convinced me to go back 
but I was always in this field the whole time. 
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Researcher- What impression do you want to make on the students entering the 
classroom? 
Interviewee- That I'm silly, my nickname is Bozo. So if I can say booger and no nose, 
that's good for me. I know what their classrooms are like. I know how high end this 
school is. So if they can come and not be quiet I can appreciate that, if they feel like they 
can come and express themselves in some way that's good. Even though the classes have 
gotten bigger since I've started here, I um, bring in here so if I can't get to every one of 
them they can still be free to express themselves. That's what I really hope. That they 
don't feel stifled. 

Researcher- Do you have a favorite type of student? Do you get along better with one 
type than with others? 
Interviewee- Because the pace is fast in here and because I have the loudest voice in 
town, (giggle) I really appreciate the student who gives me a second to regroup the 
students who are needy and then show me what they need. The student who shows me 
their work and asks, 'is this where I need to be?' instead of, 'Oh I don't get it can you 
help me and I want dah, dah, dah.' Bam right off the bat. I really appreciate that person 
who can wait a minute. Whatever that means, (laughs) I don't know what that means. 

Researcher- Do you prefer the younger or older classes? 
Interviewee- I like every other grade the best. Odds, first, third, fifth. They've always 
struck me as being less inhibited, second, fourth, sixth, they are in the mode of peer 
reaction. For example, what I mean is, a first grader will draw freely, whatever is in their 
mind, a second grader hears what someone says and reacts. A third grader will write on 
the cover of a magazine what they want to be, a fourth grader will never do that in fear of 
retribution. A fifth grader will draw a person from the 1800's, a sixth grader will say 
heeeey, wooooh, what will they say,' I'm not going to get into that too much.' I don't 
know what that is but in hart that's what I observe. 

Researcher- More inhibited artistically? 
Interviewee- They're more risky in the odd years I think. It doesn't mean they're not 
capable, a fourth grader can do a still life beautifully, but there's something that goes on 
in the even years that I've noticed, to me that is different. 

Researcher- What is your philosophy, do you have a philosophy of teaching? 
Interviewee- I remember, I had to write that for college. You're asking me the same 
thing they did 25 or 35 years ago. It's funny you should ask me. I haven't looked at this 
for a long time, (searching in her desk.) My philosophy, I guess that's the same as what 
you want to get out of the kids. But I remember the objective of (unintelligible). 
(Reading from a paper) To obtain a position in art education that will utilize my skills 
and abilities by giving my employer a quality performance. 

Researcher- Can I take a copy of that? 
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Interviewee- Sure! That's a pretty standard say what they want you to say! But I 
remember my philosophy was something like ugh, art is the food, and art is something 
you make when you are lacking something, and if you're sad you can get that out through 
your artwork and if you're nervous you can get energy out of that in some way. And 
some people garden and some people do other things, but, I feel like there's a tremendous 
amount of peace that is shot into your system through expressing yourself that might be 
being taken away otherwise and they tell me that art uses all the disciplines, to be really 
good at something it's that creativity that takes you beyond and makes you better. So it 
only stands to reason, that if you want to be good at teaching or whatever that you've got 
to feed yourself that way. And most of us who are, it seems like women anyway that 
raise small children, go years without feeding this thing. It doesn't surprise me to see 
people explode in their 40's, it's like all of the sudden they become really good (waiving 
both hands over her head) you know, and you think, well, isn't that interesting? And you 
go 'and how old are your children?' I think it's in us, I just don't think we feed it. 

Researcher- What is important to you in teaching these age groups? What is important to 
you that they leave the classroom knowing at the end of a year? 
Interviewee- In elementary school it seems like they are more accountable than in junior 
high and high school in this district because it's our job to teach them history and apply it 
to art and apply it to how to make colors or how to make colors work or cultures and 
what they have to offer us, because in junior high it gets much more specific like 
printmaking or a certain type of pottery, where as here we're doing coil and slab and this 
and that, we do a little bit of everything. And maybe less of it, and then in high school it 
gets extremely fine to the point that there's four different art teachers, four different types 
of art you can take so this is the base, it's where it all comes from. 

Researcher- Do you follow any specific methodology in your teaching of art? Such as 
DBAE or Multiculturalism? You mentioned a little about that, but is there a specific 
methodology you use? 
Interviewee- Well, I love Stevie Mack and Crismak because prior to that which was the 
early 1980's I was just all over the place, trying to do craft, trying to do decorations, she 
came out with discipline based and some of it was way beyond what I wanted to do, but I 
appreciate the history and how it can be used to show who's come before us. Just like 
everything has come before us, um, now it's kind of interesting to see though. This last 
art show we had at the Tucson Mall. Somebody worked with the legislature in 
developing standards said, um, you can tell who's been using SWRL and who's been 
using Crismak and I thought ugggh! I don't want to be like that. So I guess at the 
beginning of when they came in, it reminded me I was a lot more risky and it reminded 
me , I gotta do that all over again. For example Seedy talked about using patterns to 
teach about Matisse and then I saw in a magazine. Raggedy Ann meets Matisse, and I 
thought that's a lot more creative. We're going to use patterns to learn more about 
Matisse and we're going to use Raggedy Aim as the model. Cause they can all identify 
with that, and we did Power Rangers for the boys but it was much more familiar to them. 
And I think you have to keep revitalizing whatever the current theory is because you do 
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slip into that mode. Seedy got us all excited... .1 love when somebody models for 
Gougan or Renoir. I love that because believe it or not the kids like it! They really like 
it, they like seeing all those pictures of them. And you can use modeling for Degas, and 
what little kid doesn't like dressing up like a ballerina. Or you could sports for the boxer 
pictures. You can use art history so beautifixlly. So hers are really good and textiles are 
really good. But you've still got to look back pretty soon it's the end of the year and say 
how many times did I use MY ideas? Like when I saw in those little art magazines like 
School Arts, whatever, it's kinda funky but it's teaching texture, so you go out on the 
playground and you get it wet and you dig, O.K. the eyes are going to be facing down, 
(gesturing, working with hands) take out the nose and the mouth and make it funny. 
Then they take shells or beads and take plaster of paris and take pomfrons or whatever 
shootin' out of that dries in 20 and you take it out and that is spontaneous. They love it! 
It's that spontaneous you just can't go too far away from it. That is so much more fun 
that just drawing, or coloring, (big head movements from one side to the other). But with 
the increased class size it sure is nice to have something to go back to. (Giggle) 

Researcher- Do you feel constraints put upon you by the district, time, money that limits 
your ability to teach the students? 
Interviewee- It really isn't the districts fault. It's the city of Tucson's fault. We're 
sitting in the fastest growing area of town, and we're building schools as fast as we can 
and we have open enrollment and we have no idea how many people are coming into 
these schools, and when you have 28 in an elementary class and you want them to 
experience something and get something out of it, have enough time to do it without 
rushing it, you can't! So it forces a lot of people not to do that, to do it a different way. 
And that's the biggest constraint, because I am Blessed to be working! This is the 
forgotten stepchild of education. This is the first on the chopping block, because art, 
music, and P.E. are not something you have to have. So if the classroom teacher wants to 
teach it she can and they can replace all these salaries very quickly and save a million 
bucks. L Which is what the largest district in the state does. So the biggest constraint is 
time. It certainly isn't anything the district is doing, it's self imposing, you know? 
Although this is a neighborhood school, but there's still about 200 people who aren't 
supposed to be going here. And that impacts us. They can't all have lunch at the same 
time. They can't all have math at the same time. There's just too many, and every time 
they do that it's the specialist's time that dwindles. 

Researcher- How often are you here, how many days a week, how often do you have 
each class? 
Interviewee- I'm here 3 but there is a full time position here. And I have everybody once 
a week for 40 minutes. 

Researcher- Are you teaching a specific curriculum? 
Interviewee-1 like using anything new. I use Crismak, I have a little bit of SWRL, not 
much but I have it over there. I get a lot from art shows, or sometimes a supply will 
spark something. I use a little bit of everything. 
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Researcher- I think you mentioned something about the district, some sort of 
curriculum? 
Interviewee- Right, well, in the mid 80's myself and another art teacher created a 
curriculum matrix and we took, the University of Washington and we took an Iowa one 
and we took the state of Arizona standards and we looked to see where they crossed over. 
What were the things that were similar about them, and we ended up getting about 15 
topics and my friend that did this with me. She's an awesome teacher and she taught at a 
much tougher school than this is. It's on the south side. Those kids are much more 
needy, but boy she had the patience of a saint and really taught some neat things and our 
curriculum even had a book that came with it. You could implement your own ideas. 
See here's our ideas, color, element, pattern, same and different, fantasy, perspective, 
uniform, architecture, culture, clay fibers, masks artists and cultures those were the things 
that crossed. So we wrote those for each grade level not meaning that they had to teach 
that if they wanted to teach primary colors in first and not in second that's fine. These 
dots mean you could teach it the way you wanted to teach it but the idea behind these, see 
I could do print making, same or different, so you just start crossing these things out. So 
mine looks like this with all these x's over it at the end of the year. 

Researcher- Well, was this something you did for the city or the district? 
Interviewee- Just the district. And then a booklet accompanied that called Blooms 
Taxonomy, which is a very old deal. It talks about what kind of verb goes with what kind 
of learning. If you apply it a certain way so if I ask you what are the complimentary triad 
colors you fire them back at me that's one type of learning. But if I ask you I want all 
three types using this paint you're firing back a completely different. It's a higher level 
so they're rubriced put in categories that give you ideas that stimulate the teachers 
thought process. "How am I going to get this across?" They are by no means to make 
the teachers do this. But we thought and the district, there should be categories. You 
shouldn't go from one school and say, "Man they don't do any clay there." Oh how 
come you? They should cause they all go to the same high school eventually, they 
shouldn't have four teachers going. And then what happened in the '90's was the 
standards so in came the state with all these standards and all this and this and this with 
all this verbage which is to me limiting and to me draining because the state standards 
will say, "The students will be able to...", It's almost like they reversed it when they 
went back to the '70's again. In some ways and then kicked it back to almost what no 
one could accomplish in some ways. But I tried to Rubric some of this I tried to make a 
grid I was looking, through the invention of computers I was looking o.k. is there 
anywhere on here where there's masks, yes o.k. is it's no where else on the curriculum it 
won't cross over o.k. clay,, It's not on it's in Kindergarten only it's not like they had any 
idea of how this was supposed to build upon itself So you completely go off the edge 
every time you try to follow it. So it would have to be inserviced to a teacher to change 
her whole way of thinking, instead we have to write it dovm like o.k. we did it here or we 
did it here. It's just, ohhhhh, I don't know, easier to do it. Like this was a long time ago 
but used organic natural shapes or geometric shapes invented by people. That would be a 
lesson, that would take my line away instead of, I'll aesthetically do what they're asking 
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but I won't do that. And that's easy compared to what they get. Like 'Identify the 
historical use of shapes. Religious, flags, o.k. there's another lesson, Religiously? 
Where are they goin' with this. I mean it's all over the place. I just feel like it should 
have been organized better than this. We can't get a grip on it. We talked a very long 
time about how stupid the state is. I just think if they put it on a grid. And you know our 
AIMS test is in a grid. So how come art doesn't do that. They try to get all the other 
teachers to do this but we try to figure where they are goin' with it. Well I kinda see a 
pattern? Whatever! 

Researcher- You kind of answered this one, Where do your ideas come from? 
Interviewee- When I was interviewed for this job, Arthur Scott interviewed me and he 
used some sort of interviewing process and he taped me and at one point there was a 
question just like that, and I'll never forget that, and I answered, I can't believe I said 
this, cause it strikes me as so odd, I said,' Well I kind of get them from everywhere. But 
there's this side of me that can be looking at an acoustic ceiling and I see a person's 
face'. Oh my God! I can't believe I said that. (Covers face with hands and laughs) And 
he was just looking at me going, o.k. Don't you ever look at marble and go, 'Oh, Wow' 
you just see. He was really Oh boy. He was trying to rate that as an answer. O.K. let's 
see now (laughing). 

Researcher- How do you go about planning your lessons? 
Interviewee- I go by words. I write what I gotta remember, is what I write. In the 
beginning you have to do that just stay on top but once you've taught for so many years 
you just don't need to. Like right now we're doing printmaking in the 5*^ grade Like 
years ago I tried it with the 6^^ graders and they all started cutting themselves. We're the 
only ones in the district who have a 6*'^ grade and so I decided to do it in the 5*^* grade. So 
I chose the most conscientious 5* grade I have and try this again. I'm going to use a 
smaller block. I'm going to demonstrate it. I'm not going to do more than four out of my 
sight at a time. So I watched them and they move on to the board. I just tightened it up. 
Want to make sure they're not going to cut themselves, they're not in a hurry. Like that. 
Sometimes I can't find my notes. I just say, 'Talk amongst yourselves.' I'm a 
scatterbrain like that. 

Researcher- Do you ever meet with other art teachers to discuss your lesson plans? Is 
this something that is expected? 
Interviewee- At the beginning of the year, we get together and we meet and in November 
when Christmas is coming and it falls apart. So I would say we all make a diligent effort 
to share ideas and everything. We would even meet at bars, but with the kids and soccer 
and all that you can't and even to get us together to build curriculum you can see how 
many spaces there are. But for the most part we call each other or email and now we 
have this wonderful person up at Coronado and she's single and she's all over on that 
email and sends all these lesson plans over email. She's k-8 also she's got three move 
grades than I do. She does great spectacular. She is just very creative. 
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Researcher- Do you have any roll models? Is there anyone you look to in teaching art? 
Interviewee- Nancy Comber. She was up at Copper Creek She's since retired. She had 
great patience. And we got along because we're opposite in so many ways. Which you 
can sense from this conversation I don't have patience. We were back and forth. She 
wanted the kids to freely express themselves. 

Researcher- So these are other teachers you have worked with? 
Interviewee- Right. Right. Mimi is up at C.C. and she is so sweet. You won't meet a 
sweeter art teacher and she's got 1200 kids she sees half for one half of the year and the 
other half of the other half of the year. And this is how she talks. 'Frankie, it's so good 
to see you!' And I just stare at her. The kids love her and she has two kids. O.K. Mimi 
Where's the closet where you go to scream? 

Researcher- Are there any organizations such as the NAEA or the NEA that you belong 
to? 
Interviewee- Umm, I was in the NEA but not anymore, I have been on and off It seems 
every other year I go. Like to their Four Comers conference. And they have some good 
stuff to offer, but I'm just not very regular with that stuff 

Researcher- Is there a reason for where everything is placed in your classroom? 
Interviewee- Well the sink used to be over there (points to comer under window) until 
the plaster rained it and now it's over there (points to area near door where sink is now) 
Laughing it totally messed it up. This used to be a classroom then it was an orchestra 
room and that's why there's a biiiiiiig supply room. And the cafeteria was over there on 
the other side of the wall. So this was never supposed to be an art room. But amazingly 
enough, I appreciate these windows, (points to large wall of windows) but until I got air 
conditioning this was horrible, south facing. But now I'm fine with it. So this was never 
supposed to be an art room or anything like that. But I wouldn't trade it for the world 
because I've seen the new art rooms and the kiln is in the office, I don't want an office. 
My kiln is outside, and ugh, I appreciate that storage room, I don't want to give it up. 
This is the best arrangement I've had over the years because the teachers all got new 
cabinets and all the stuff that they designed and they all coughed up all these 
bookshelves. So they all immediately gave me all these bookshelves. I don't know 
where I put stuff before. I think to myself, 'where did I put all this stuff before?' I have 
no idea where I put 'em. Cause I only had two, and now I have (pointing) one, two, 
three, four, five! So it's real different. But ugh, T.V. is o.k., all the stuff is pretty much 
where I need it to be. I like the tables like this cause I often do stuff where they have to 
spread out so if I separate out these tables they can't do that. 

Researcher- Were you looking for a particular flow to the classroom enviroimient? 
Interviewee- What does that mean? 

Researcher- Maybe, things are here and there so they can move from one to another? 
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Interviewee- Well, I like the spaces in between for this room. And I like not having them 
count the supplies. I say well, you know where the supply table it. Let them be 
accountable for that. And I like, um, the sink on the way out, because it's better than 
them dripping all the way across the room. And I like places I can put my stuff in the 
back. I think it works. 

Researcher- What is your reason for the things you placed on the walls? 
Interviewee- Well, here (pointing) is demonstrating something, and the laundry line is 
when I want them to see other people's work. And that's important. Course you're not 
supposed to have laundry lines. Fire code or something, but there's no better way, I used 
to have four like a square over your head, but the fire marshal said I couldn't have them 
all. But laundry lines are of huge importance to me so I can immediately (snaps her 
fingers) put their stuff up so they can see it. Or I grab their stuff and hold it up so they 
can see it. And talk about other people's work or I put prints up. Or put everybody's 
work up so everybody can see it. 

Researcher- Have you divided your time up at all? Do you spend a certain amount of 
time on Art History or Criticism or Aesthetics at all? 
Interviewee- Well, I don't do much of Aesthetics at all but here we have the 'Picture 
Lady' program. And the 'picture lady' program is something we bought 13,16,18 years 
ago from California and it was a way to get parents who couldn't get into the classroom 
on a regular basis. So it was a way for the parents to come in once a month. There's 70 
prints, and it has books that are scripted, 'Hello, my name is...", and they hold up the . 
print and they talk about it. It is aesthetic scanning at it's finest. Since I only have the 
kids between 30 and 50 times a year, I'm not willing to spend time on something like 
that. Other teachers do and they do a marvelous job and that's o.k. But for me what I 
want to do is hit upon what it is we're doing. What's the most important thing they're 
going to learn, and hopefully not take more than 5 minutes cause they've only got 40 in 
here. And sometimes I go over but I try not to. Here's this years, (holding up plans) and 
you see, I've got the name of the artist here and I've got the name of the culture here so I 
know when I'm done I'm done. So I can always come back over here. So even though 
we have these standards I still think these are pretty important. So I keep going over 
them. 

Researcher- So the time that you spend teaching the art itself is pretty much most of the 
class then, right? 
Interviewee- mmmhmm. (nodding head). The teaching of the art itself? Well, my 
projects don't take one art period. Very few do. So when it's something like painting or 
drawing, drawing or painting, it's introduced, it's drawn, and then I get around to the 
tables and show them, this could be bigger, this is too small bla, bla dah, stuff like that. 

Researcher- But they have the work in their hands pretty much most of the time? 
Interviewee- Right. 
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Researcher- How much time would you say you have to spend settling the kids down, or 
disciplining them? How do you handle those things? 
Interviewee- I think because I'm my age, or because I have two kids or whatever, we 
have this thing right now that it's supposed to be immediate where they're sent out of the 
room if they're interrupting. So I say the kids name and I say the kids name again and 
say if you want to you're going to be sent out, and I don't mind saying that in front of the 
other kids cause they need to know, you've been publicly warned. You're slowing 
people down here, I've got people looking at me waiting and I'm talking to you. And, 
umm, ugh, the closer you get to spring, Christmas any holiday, the more you yell, cause 
that's what you're doing anyway, you're yelling, you're raising your voice and you're 
telling them to please, stop what they're doing. I would say whatever is the distance or 
appropriate calendar time away from the holiday we are is the amount of time (giggling) I 
spend, you know it increases and then it drops down. At the beginning of the year, you 
could hear a pin drop. Oh they're so eager to hear me. 

Researcher- Do you have any personal interest in the arts? 
Interviewee- I like to tile. I'm into tiling. You know what? There was a teacher that 
was going to buy this and she said she got spooked by it. My first picture that spooked 
somebody. (Holds up a tile piece of Virgin Mary with Yellow rays). 

Researcher- Spooked her? Here hold it up so I can get it on the tape. It's really pretty. 
Interviewee- I hope you go to the botanical art show, cause there's gonna be glass there. 
Oh, o.k. 

Researcher- Do you have a favorite artist? Art type? 
Interviewee- I like Van Gogh. I like Tile. I like Van Gogh because, like me, he never 
seemed to check out of his elementary approach to the way he paints. His brush strokes. 
He isn't so perfect. You know what I mean? He's a Biiiiiiiiig risk taker with color. And 
that's what I am, a big risk taker, (giggle) I seem to make much more mistakes than 
successes, but I seem to be comfortable in making them. (laughing). 

Researcher- Do you like to create art in your spare time? 
Interviewee- Mmmhmm. (Nodding). 

Researcher- Is there anything else you'd like to say about yourself as a teacher or 
person? 
Interviewee- Well, I feel, I guess if there's one thing I could do better, I guess as a 
closing statement, it would be ugh to ugh, for every class period, focus in on one kid who 
needs me. And I feel the biggest threat to that, is the numbers. Because when they go off 
and somebody's out of control or I'm out of myself or something like that, I've lost that 
kid, and that kind of annoys me. You know, that's the only reason he comes to school. 
And I think there are some kids like that, they only come to school for P.E. and that's the 
important thing. 
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APPENDIX B - INTERVIEW WITH MIMI 

Researcher- What is your educational background and how did you decide to become an 
art teacher? 
Interviewee- Well, as a young person I always enjoyed art. Even from the time I was 
little. I never had formal art instruction. I went to all Catholic schools growing up and 
because of that, never had a formal art teacher or art lessons. I took art lessons at the art 
gallery but that was on my own time in 6'*' grade purely experimental. Becoming a high 
schooler, walking into the high school art classroom I knew everybody had art for many 
years and I was very intimidated and shy and really never felt like I was an artist. I 
enjoyed it but never felt that I could relax because I never felt like I could relax because I 
never had any exposure. And to be very honest I wanted to go to art school and was 
discouraged by my parents. They felt that I would never be successful or be able to 
support myself and really discouraged me and talked me into a career where I would be 
more practical where I could support myself So I went to school for Travel 
transportation and tourism at Niagra University for a semester and I had fun but I did not 
enjoy the classes I was taking. I knew I had to go to art school and fortunately my 
parents listened to me and I ended up going to art school and thought I'd like to go into 
graphic arts and design. But I'm not a very competitive type person and I know in 
graphic arts and design you have to be. Because of that, my program that I took at my 
school, it was a private school, Nazareth College had either Art Education or Graphic 
Design. And I thought, you know I'm not a competitive person I enjoyed it but I would 
love taking art classes in the summer. I enjoyed art teachers. The world needs more art 
teachers! So I did go into education and loved it. I did beautifully and decided through 
my education in New York that we had 5 years to get our masters degree and I knew with 
the type of student that I was that if I didn't stay with it that it would be harder and harder 
to go back into education if I got married or had kids and whatever. I decided to go right 
into the master's program right from undergraduate school and looked into the U here 
and also up the road and was very impressed with the program that was out there and did 
decide to come to school out here, got accepted and really loved it and got a teaching job 
right out of the U. Am I answering your questions. I'm telling you my life story here. 

Researcher- Yes that's great. So past employment was, you said was after graduating? 
Interviewee- Actually, when I graduated from the U here there was nothing available in 
the city, so I was hired in Casa Grande and I moved there because you had to live there to 
teach in that school district. Didn't know a soul. Moved there. Loved it. And taught at 
the junior high there. I taught 7*^ grade art. For a year and really, enjoyed what I was 
doing but really wanted to get back here. It just so happened that I got married after my 
first year of teaching so we moved back here and subbed for a semester and was hired in 
the district and this is my 17^ year with the district. I've been here ever since. 

Researcher- Any other experience that you feel contributed to your philosophies of 
teaching? 
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Interviewee- I was very fortunate to have outstanding cooperating teachers. I know that 
some people have nightmares happen to them when they student teach. But I was really, 
really lucky to have teachers that loved what they were doing and that inspired . The kids 
inspired me. And when I did my Master's research I worked at a school up in the 
foothills. And the art teacher at the time was outstanding. And what impressed me the 
most was that she took the time to know her students personally and knew them so well 
that she told stories about a kid after the end of class before the teacher would come in. 
The kids had to guess who she was talking about. She knew the kids that well. So that 
has really been more important to me than teaching art is. Getting to know the kids at 
school. I play the name game with the kids. It helps you get to know them and them to 
get to know you. And when you know your kids they will perform and do incredible 
things for you. It's very motivating to know that if you don't know everybody's name in 
5 weeks you woe them all treats. I buy all my treats at price club. And to me even 
though the extrinsic rewards are not always the best things to work for, the kids enjoy 
being rewarded just like adults do. And it really helps them take responsibility for their 
work. 

Researcher- How would you describe yourself as a teacher? 
Interviewee- Well, hmmmmmm. Ifeelasateacherit'svery very important to be 
organized. I learned that through school and being a first born in my family. I would 
really rather go the extra mile and be organized. And I can drive myself crazy with that. 
But to me if you're organized teaching can be fun and it helps kids be organized as well. 
I think you have to be organized. Have a love for what you're doing. You know to your 
materials and your curriculum and you really need to enjoy what you're doing. You need 
to know your kids and take the time to know them on a personal level. 

Researcher- How would describe yourself as a person? 
Interviewee- As a person I feel the same way. I've learned with my teaching career. In 
my first year I wasn't a risk taker. I did very simple things with the kids. Markers and 
crayons. And even my projects, I would gibe them one supply instead of a variety of 
choices. I feel that when I've taught as long as I have, I've become more flexible and 
see, kids can really grow and do great things when you leave the door open to them. As a 
person. I'd like to think that I'm the kind of person who's kind and organized, 
understanding, and enjoy being with people who love art. 

Researcher- How did you choose art as the subject you wanted to teach? 
Interviewee- It's just something that I love! 

Researcher- What impression do you want to make on the students when they walk into 
your classroom? 
Interviewee- Well, when the kids walk into the classroom at the beginning of the 
semester I feel truly that everybody is an artist. And when we grew up a long time ago, 
we had one or two artists in the classroom. The teacher would use their artwork as 
examples to others by hanging it up in the classroom. And I believe that everybody is an 
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artist and I tell the kids we all see differently. We all think differently. We all feel 
differently and our artwork all comes out differently too. And I like the kids to feel that 
their work, no matter what style they have is accepted and appreciated because we all see 
differently. Our artwork is all going to be different and the only way to make your 
artwork look the same as somebody else's is to photocopy it. It's more fun to make it 
your own. Oh, I know what I wanted to say. I love when kids are risk takers. You've 
probably heard me talk to the kids when you've been here that I always talk to the kids 
about being a risk taker. It's so funny even my first graders and kindergarteners know 
what being a risk taker is. I never learned to be a risk taker when I was little. I felt like 
you always had to stay within the lines. And to me art is so much fun being a risk taker 
you can be in the art room and you can be a risk taker in many different areas. 

Researcher- What type of student do you seem to get along better with? Do you have a 
favorite type of student? 
Interviewee- I don't think I have a favorite type of student. To me that's what makes 
teaching fun. Is you get the variety of everyone in the whole school. I must say I go 
home some days exhausted you know because you are with so many different kids every 
day. But to me it's exciting working with different personalities. To me having kids of 
my own, it's helped me to be a lot more comfortable with kids and enjoy them. 

Researcher- Do you prefer younger or older? 
Interviewee- You know, I've had the opportimity to work with the older kids with one 
point and the younger kids at another point. In the past we've had 5*^ 4*'' and graders 
at the same time and 2°'' and kindergarteners at the same time. In other words one half 
of the school year some have art and others have music and just to change things this ear 
I have graders have art with the younger kids and the graders are with the older 
kids and I was really concerned how that was going to work in terms of different projects 
plus you talk differently to the younger kids. I have found it's been a treat to have the 
older kids in the morning and the younger kids in the afternoon. I enjoy the kids when 
there are here for who they are and the little kids I enjoy them when they're here. I just 
love them to pieces. But it can be hard when you're trying to teach them all at the same 
time. 

Researcher- What is it about art that's important to teach? 
Interviewee- Art always intimidated me when I was younger. Going to a museum. I 
don't know, I wasn't comfortable in them. And art should be appreciated, no matter if 
you're a kindergartener, even if you're 3 or 4 years old or if you're into your 70's or 80's. 
And to me the world is filled with art that's been made by people and God's creations. 
And when you can come into an art room and enjoy many different peoples arts and 
what's around you. I think you miss the boat when you don't appreciate what you have 
whether it be what you're creating or what you have at home or what you have around 
you. 
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Researcher-Do you have a methodology? Curriculum? 
Interviewee- Well, state standards. But I also have been educated through the University 
in DBAE and to me it's important for kids not only to create art but also to understand 
and learn about artists and cultures and learn to talk about it and what not. 

Researcher- Do you feel restricted by administration, school time etc? How do you deal 
with that? 
Interviewee- You just basically do the best you can. Unfortunately, because I do see the 
kids on a semester basis I see the kids 18 times. And try to put in their program 
everything from the state standards. Unfortunately,... you do the best you can. You do 
what you can do. I'd rather have them quality than quantity and not stuff everything in 
there. 

Researcher- Do you feel restricted by time? 
Interviewee- I wish I had more time with the kids. This year has gone so fast. I'm very 
lucky to have 60 minutes with the kids but by the time the kids come in and explain 
everything and they get started out. Time goes very quickly. 

Researcher- Were you looking for a particular flow to your classroom environment? 
Interviewee- Particular flow, hmmmmmm..., Well, if you look and see how I organize 
things I do kind of keep things. I don't know how to explain it. I try to keep things as 
organized as possible. For the kids work organized according to teachers placed in 
baskets in our room. Umm. Having 859 students in our school last year we had about 
1250 kids at school. And if I didn't organize things it would look like a bomb went off in 
here. Because there's so many different things that go on in here with so many different 
children. I was very lucky because I was in on the planning of the art room. The 
principal that I had worked for let me plan the art room out and I got to think I 
mentioned to you have two sinks put in and I also got to work with putting in a supply 
room as opposed to an office. The other teachers in the school have an office where they 
can store things and they have their desk in there and what not. Where mine is just a 
supply room, my kiln is in there where the kiln is and it's just an ideal art room. I'm very 
very lucky. There's space for the kids to move so they don't feel like they're on top of 
each other. I was able to select the stools for the art room which I feel to me you're more 
free to move and work and you're not constrained to a chair, um. If you look around the 
room I have an incredible drying rack. So that the kids have room to store things and 
have a cupboard space. My cupboards I use for storing clay and artworks so kids artwork 
are, they're not out being handled. So it's safe. Um. At this point on my desk if you'll 
notice I have a big stack of papers. Um, we at our school we have a laminating machine 
and every year I laminate their portraits every year because to me they're treasures that 
the kids get to bring home each year and in every grade at the beginning of the year I 
have the boys and girls start by making a portrait. It's amazing to see how they change 
from year to year as they get older. Well my plan in the next week before we do go on 
our break is to put up a huge display together with all the 4^ grade portraits and all the 2"^* 
grade portraits and our masks once they're done are going to be in the library. To me it's 
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not only important for the kids to make art, but also to have others to appreciate it. And 
it's hard because the minute it's done they want to take it home. And I can't blame them. 
Because they're excited about it and they've done a great job but I think it's important for 
others to see what they've done. And it gives younger kids excitement toward what 
they'll get to do in the future. And it also has kids feel good about themselves having the 
students and teachers see their work. 

Researcher- Is there a reason for things you've placed on the walls? 
Interviewee- To me an art room should be stimulating. The art room I had when I was in 
High school was just so typical. It had a color wheel and you know just basic things and 
I think it's good to have examples of art that's been done. At the back of my room I have 
a huge wall where I've taken a calendar, the Metropolitan Museum of Art calendar and 
I've laminated pictures from the calendar so that they're all different styles and ideas and 
what not because I think kids have ideas in their minds but to put it on paper or to create 
it out of clay or whatever it's hard for them to visualize in their minds how things look 
and there's nothing wrong with looking at pictures that to me is exciting and important. 

Researcher- How would you say your activities are divided up in terms of time. For 
instance, do you spend time on art history, aesthetics? How do you introduce a project? 
Interviewee- I like to bring those things into each lesson. Instead of having a specific 
time say for just art history, try to select lessons that bring those things into each lesson 
and instead of having a time just for art history I try to select lessons that bring those 
different qualities into whatever they're learning so it's more meaningful. I know you 
probably remember learning things in school that you never saw again in school and I 
like to make their art meaningful to them so that they not only learn a lot but remember. 
And I want them to be comfortable to talk about art so that it is a part of each lesson. 

Researcher- How much of your time is focused on the teaching of art. Of those 60 
minutes how much is focused on teaching? 
Interviewee- I'd say 10 to 15 minutes. Not every art time, sometimes maybe longer, 
sometimes I may not do a lot of teaching because of the time before. Our projects last 
anywhere between 4 and 6 weeks which is hard because I only have 18 weeks with them. 
But I try to put a lot into each project I do with them so that they are meaningful. I want 
them (inaudible). 

Researcher- How much time is spent settling down the students disciplining problems, 
how do you handle that? 
Interviewee- Well, to be honest with you, as far as getting them settled down just a few 
minutes, cause the kids like we talked about team captains and the expectations I have of 
them because of that I really don't have a lot of discipline problems. I mean there can be 
some weeks where the kids can be more lively. It's just a part of being an understand 
person. If it's getting close to the holidays or if it's hot outside sometimes it takes the 
kids a little longer to wind down and relax but it's important for me to get them focused 
before we do begin because otherwise you don't have anything. 
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Researcher- Do you have a personal interest in the arts. Do you have a favorite artist? 
Interviewee- Hmmm. Well, I've always loved doing calligraphy. My aunt really 
inspired me when I was a little girl she was never a formal artist but she has always 
admired and appreciated the arts and she has always done calligraphy. And as for me, 
and as far as artists go my favorite artist in the whole wide world is Vincent VanGogh, I 
just love the way he paints. I love having studied about him and had the opportunity to 
go to California two years ago to see his artwork. To see his real paintings by VanGogh 
was incredible and to be able to come back and tell the kids about his artwork was just 
great.. As far as my artwork, I tell the kids that when I'm too old to teach art I'm gonna 
be a painter. I'm going to take painting classes this year at the museum of art with a 
friend of mine. We're gonna take classes together, and who knows maybe together we'll 
paint walls or murals. To me it's important to be an artist yourself to be a good teacher. 
The last thing I want to be is the old art teacher in the art room that does the same thing 
over and over. To me that's important when people become like that as teachers they 
need to move on. 

Researcher- At this point in time are you able to create in your spare time? 
Interviewee- You know I don't do what I'd like to be able to do. I'd love to have a space 
in my house but now with three kids and animals and a husband in the house I just don't 
have a space or time to do what I want to do. 

Researcher- Do you have any closing statements? 
Interviewee- I just don't know. I think it's exciting you've given me the opportunity to 
talk about myself at the school here to be able to share what my kids do at school here, 
um, I am really proud of what the kids do here. They are risk takers and not afraid to do 
art and appreciate it to me they really love what they're doing and to me that's really 
important. Sometimes I feel a little guilty, because I feel like I give a lot to school and 
then I go home and I don't have enough energy for my own kids but I think that comes 
with being a woman. You just, it's really hard. 



104 

APPENDIX C - OBSERVATION NOTES OF LIZ 

Febraary 26, 2000 
1:20 p.m. 
3"^^ Grade 

Louise Nevelson lesson new intro students attentive. Liz holding poster tells a story 
about artist, "You know how when your Mom or Dad or Aunt or Uncle is interested or 
good at something? You usually want to try it or get interested too. Right? Well, Louise 
Nevelson grew up on her Dad's lumber yard and was always making things out of wood 
and scraps. Here-See her work?" 

Shows an example print of Louise Nevelson's work. 

"Well She grew up on her Dad's lumber yard and was always making things out of wood 
and scraps. Well you are going to make something out of scraps too. You're going to 
make a face or mask out of all this stuff" 

Motions toward boxes of scraps of cardboard, wood, egg cartons, nails, jewelry, pipe 
cleaners, paper towel rolls, etc. All placed on the tables where the students are sitting. 

"There's boxes of it all around you, see? There's tons of cool stuff Look at this 
example." 

Shows students an example of a mask made by another student out of Junque. 

Class makes OOOOhhhs, and AAAhhhs. 

"O.K. here's all the stuff, have ftm! Here is the glue, the bottles that say weld bond are 
for gluing different materials like metal to paper. Otherwise you can just use the regular 
glue. Understand?" Looks around. "Any Questions?" Waits. 

"O.K. then, see ya!" 

Students rush to different boxes placed throughout the room. (Noise & movement.) Liz 
moves calmly with arms up in the air to avoid bumping anyone. 

Liz continues to bring things out of her storage closet. Old jewelry pieces and 
announces, "Here's some shiny Jwwgwe! Here's some popsicle sticks! Look, here's some 
muffin papers. You can use ANYTHING to make art! Use your imagination!" 

She floats around helping students with decisions about which glue they need. 
Placement of materials. 
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"Here, this might fall off, just move them down a little, like that now try picking it up. 
See? Thaaaaaaaat's Better! Yeah!" 

Class finishes and Liz directs them to the shelves they need to place their artwork on to 
dry. Asks for volunteers to clean up. "I need some strong kids to stack 3 chairs. O.K. 
Here's some sponges for cleaning tables. As you finish take a guess on the Art Smarts 
board! You could win 5 bucks!" 

Students grab paper and work together to answer questions such as: 'What is art like this 
picture that you can walk around called?' 

Classroom teacher comes to door and Liz announces, "What a great bunch of kiddos! 
Have a great day everybody!" 
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APPENDIX D - OBSERVATION OF MIMI 

October 8, 2000 
12:20 p.m. 
4"^ Grade 

Entering the classroom, Mimi immediately stops her class and introduces me. Hand on 
my shoulder. Friends, this is Mrs. Baker, she is going to be observing our class today. I 
would like you to be on your best behavior. Would you please introduce yourself? 

After I introduce myself, 

"Are there any questions for Mrs. Baker? 

Lets students ask a few questions and then redirects them to the mask making lesson they 
are finishing. 

Gather around this work station friends, I'm going to show you how to paint these masks 
so that you will be successful. First, make sure you have your designs drawn lightly on 
the masks. I must approve it before you move on. Next you might choose a larger or 
smaller brush depending on your design. Hold the brush this way. The mask in your 
other hand like this, then you can move it around as you paint. Remember to use 
complimentary colors. Any questions? O.K. then, ... She directs students back to their 
seats then, the table leaders to where the supplies are and tells each table group when it is 
their turn to go and get their supplies. 

As she walks around the room she answers questions from students. Many students' 
questions have nothing to do with art. Mimi gently redirects them back to their work. 
Many students want to chat. Mimi also gently redirects them to their work. 

Several times during the period Mimi stops the students by saying "Friends, listen, when 
you are working " 

Reminds students they are getting too noisy. "Make sure your voices are quiet. I should 
hear talk about what you are doing in here. 

Asks me to watch and let her know if students deserve stars for their table. She gives 
stars to tables by saying. "Table 4 add 3 stars to your chart. Good clean up!" 

Mimi is asked by a student to help her. Mimi discusses the problem the student is 
having. And then directs the student to do the work. She is always smiling and 
encouraging. 
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As the classroom teacher opens the door to the room, Mimi reminds students that they 
need to clean up. 

She invites the teacher to assign stars to any table group who deserves them. She 
watches as the students begin their clean up. 

"Friends, You need to make sure all of the aprons are hanging up! I don't want to see 
any of them on the floor like this." 

Classroom teacher tells students to listen to Mimi or they may loose some of their stars. 

As students finish, Mimi dismisses them group by group until they are all lined up. Then 
she cheerfully says goodbye. 
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APPENDIX E - SAMPLE LESSON PLAN FROM LIZ 

Third Grade 

Anticipatory Set; Focus for what is to be learned: ABSTRACT EXPRESSIONISM. 
The student will learn about the life of Russian Artist Wassily Kandinsky and his work. 

Objectives: Learning and behavior to be shown: The students will be given a review on 
painting feelings/emotions without realistic images. They will create their own Abstract 
Expressionist painting depicting a vivid memory. 

Purpose: Creating Art: Essentials 
Reasons for learning this: 

State Standard/1AV-F6 Visual structures (Organizing expressive features sensory 
qualities to create components of their work into a meaningful whole. 

State Standard/1AV-F5 Organize and develop visual solutions to given problems such as 
using color and line to influence a response. Warm colors = Happiness, Cold colors= 
Sadness. 

State Standard/3AV-F2 Understand there are various purposes to creating works of art. 

Art in Context: Essentials 
State Standard/3AV-El Use subjects, themes and communicate intended meaning in 
their artworks. 

Art As Inquiry: Essentials 
State Standard/3 A V-E2 Identify the artistic styles of Abstract, Realistic, and Non-
Objective arts 
State Standard 3AV-E4 Use art elements and principles of design to describe the 
effective communication of art. 

I am always glad to have my kids see art doesn't always have to look like something 
real/recognizable to be good. 

Input: Information to be given to students: Art History/Abstract Expressionism 
Artist: Wassily Kandinsky 
Definition: Non-Objective Art 

Check for Understanding: Efforts to check that what has been said has been made clear. 
Monitoring for use of color and abstract shape that catches my eye, checking the back of 
work (with student permission) and praising their ability to show feeling without realistic 
imagery. 
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Modeling: Examples used by teacher: Examples of Realistic and Abstract Art. Pre-
assessment examples of student work showing different non-objective lines/shapes in 
colors that depict emotion/feelings. Examples of Wassily Kandinsky's work. 

Guided Practice; Examples given to practice ideas that have been taught: My own 
example of an Abstract Expressionist painting of the feelings I had when my Mom died. 

Closure: Opportunity to summarize learning: Select some samples of students to share 
with class. At the beginning of each class there is recall/reward time. I use a game in the 
room to reward learning that pays students for their Art Smarts. 
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APPENDIX F - LESSON PLAN FROM MIMI 

First Grade 

Anticipatory Set: 
Explain to the students that they will learn about a new artist, Henri Rousseau, 

and his incredible jungle scenes. Students will learn the basic principles of landscape in 
planning their own jungle drawings; foreground, middle ground, and background. 

Objective: 
Students will demonstrate the ability to individually create a drawing of a jungle 

environment. They will use the simple basics of a landscape in designing their 
composition. They will demonstrate the use of good craftsmanship and creativity. 
Through this lesson, students will be able to enjoy and appreciate the beauty that 
surrounds them. 

Purpose: 

Present the following information to the students: 
1. Teacher will introduce students to the artist, Henri Rousseau, and his self 

portrait. She will share a little background information about the artist. 
2. After learning about Rousseau, we will look more carefully at his jungle 

paintings. We will discuss the basics that make up a landscape design like 
Rousseau's (background, middle ground, and foreground). 

3. Teacher will quiz students and check for their understanding of what a 
landscape is. (A drawing of the land). 

4. We will look at Rousseaus' jungle scene and point out the basics of a good 
landscape (background, middle ground, and foreground) with the assistance 
of the students. We will observe that Rousseau would incorporate animals as 
characters in his composition. 

5. Students will then be invited to create a jungle landscape using paper, pencils, 
and erasers. They will need to plan out at least one animal as a main character 
in their design. After their drawings are completed, they will trace over the 
pencil lines with oil crayons and then paint each shape with tempera paints. 

Check for Understanding: 
Students will be asked to repeat helpful steps to the assignment before beginning. 

Teacher will ask if students have any questions before continuing on with the assignment. 
Students will be asked to help others iiF need be, and teacher will be there if questions 
arise. 

Modeling: 
The teacher will use visuals to point out steps that will be helpful in planning out 

their compositions. Students may then use them in sharing the directions. 
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Guided Practice; 
After modeling the procedure, students will continue on with the assignment. 

Teacher will work closely with the students, encouraging and answering questions should 
they arise. 

Closure; 
After clean up has been completed, the teacher will ask students things they had 

to consider in their jungle landscape. (Basic principles, ideas they had...) she will let the 
class know how well she feels they have done. 

Independent Practice; 
Teacher will ask students when they are out walking or driving to think about 

things they have learned today. This will help them to see the beauty all around us. 

Special Needs Students; 
Should there be any students who may show signs of lack of confidence in 

beginning this project, teacher will work more closely with these students once we get 
started. 



APPENDIX G - ART CURRICULUM GRID 

Grade 
Level 

Color Elements 
Principles 
Of design 

Pattern Symmetrical 
Different 

Perspective Fantasy Human 
Form 

Archi
tecture 

Sculp
ture 

Clay Fibers Masks Recog 
nize/ 
Identify 
Artist 

Recog 
nize/ 
Identify 
Culture 

K Primary Colore Shape Identify 
Pattern 

Same or 
Different 

Portrait 

1 Prim^ 
Colors 

Illustrate 
Pa^m 

Same or 
different 

Concept of 
Background 

Concept of 
Background 

Observe 
Real or 
imaginary 

Body 
Awareness 
And Face 

Observe 
Sculpture 

Pinch 
Pot 

Pinch 
Pot 

Identify 
and Self 
image 

2 Artists 1 Culture 

2 Primary 
(Mixing) 
Secon 
dary 

Line Shape 
Texture 
Form 

Print-
Making 

2D 
Foreground/ 
Background 

Create 
Real or 
Imaging 

Portrait and 
Body 
Proportion 

Form Construct 
Sculpture 

Imaginary 
forms with 
Simple 
MeAods 

Wea^ng 2 or 
More 
New 
Artists 

1 New 
Culture 

3 Warm/ 
Cool Light/ 
Dark Color 
Wheel 

Position 
Repetition 
Size and 
Space 

Radial Symmet 
rical/ 
Different 

Foreground/ 
Background 

Self Portrait 
Feelings 
Expressions 
Emotions 

Concept of 
'3D" 

2 or 
More 
New 
Artists 

1 New 
Culture 

4 Tertiary Space 
Riiythm 
Balance 
Contrast 

Simple 
Technique 
Overlapping 
and Size 
Change 

Abstract 
Realistic 

Profiles of 
Poses Human 
Figures 

Function Decor
ation 
Texture 
(Slab) 

Warp 
Weft 
Shuttle 
Loom 

2 or 
More 
New 
Artists 

1 New 
Culture 

5 Tints and 
Shades 

Space 
Rhythm 
Balance 
Contrast 

Printing Symmet 
Rical 
Assym 
Metrical 

Simple 
Technique 
Position on 
Page, 
Detail 

Gesture 
Study 

Relief 
Sculpture 

3 or 
More 
New 
Artists 

1 New 
Culture 

6 Complementary 
Colors 

Space 
Rliythm 
Balance 
Contrast 

One Point 
Perspective 

Elongate 
Distort 
Ex^erate 
Contour 
Shading 

Style Coil 3 or 
More 
New 
Artists 

1 New 
Culture 
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