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ABSTRACT 

This qualitative study analyzed the use of postmodern pedagogy in a first-year art 

teacher's classroom. The unit studied was a printmaking and bookmaking lesson that 

emphasized collaboration, student empowerment, and art as a form of communication. 

The three primary postmodern goals were: to instill in students a desire for 

empowerment; to spark a desire to change stereotypes and misconceptions of teenagers 

through personal narratives; to counter the perception of artists as solitary geniuses 

through collaboration. For my personal goals as a teacher, I hoped to create a safe and 

authentic learning environment through the implementation of postmodern strategies. The 

study was successful in reaching all but two of its goals. Students' weakest areas were 

using an as a form of communication and dispelling stereotypes. In all other aspects 

however, the results of the study indicate that students and teacher alike responded 

positively to the postmodern elements of the lesson. 
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CHAPTER 1 

STATEMENT OF INQUIRY 

Introduction 

Ever since I can remember, my mom always enrolled me in art classes. I loved to 

draw as a child. Because I had so much exposure to art at such a young age, in art classes 

I always excelled. 1 enjoyed making art; it had always been a positive and rewarding 

experience... until my last year of college, that is. 

During that semester. 1 look intermediate painting from a professor whom I'd had 

the previous semester for beginning painting. This professor, though he'd joke around 

and share cigarettes with his favorite students, was known for being quite gruff and rather 

intimidating. Most of the time when he'd walk through the studio, his presence was a 

silent but powerful one. He rarely gave feedback and often left the impression that he 

had a strong opinion of some sort about your work, but whether it was positive or 

negative, you wouldn't know until the next critique. Needless to say, it wasn't 

uncommon for students to leave his critiques (sometimes tearfully) in a state of 

frustration, hurt, or rage. 

My first semester with this professor proceeded as normal; I thoroughly enjoyed 

painting and would spend as much time as I could in the studio working. My professor 

was generally pleased with my work, and the little feedback I'd get from him was 

positive. 1 needed no further encouragement to sustain my self-motivation and passion 

for painting. 
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My second semester also began as usual. I'd gained seniority and had acquired 

my own personal space in the studio. I began the semester by continuing to build on the 

series of figurative paintings that I'd begun the previous semester. By the time the first 

critique rolled around. 1 had received no feedback whatsoever from my professor. I 

tenuously displayed my paintings before the class... and then it came. My professor's 

opinion of my work could be summed up with the one comment that he repeated over and 

over during the critique: "This is the WORST painting you've EVER DONE!" From 

there a class debate ensued as several braver students endeavored to defend my work. My 

professor argued heatedly w ith them, all the while emphatic in his dislike of my work and 

discussing it as if 1 wasn't even in the room (none of his comments—other than "this is 

the worst painting you've ever done'*—were addressed to me). 

From that moment on. my confidence was gone and along with it. my love of 

painting. 1 dreaded coming into the studio. 1 forced myself to put brush to canvas, not 

because I wanted to. but because 1 had to do it for a grade. 1 avoided my professor and 

other students whenever 1 could by coming in to work late at night when I knew no one 

else w ould be around. The quality of my work declined. I was fiill of aiLxiety each time I 

painted, wondering what my professor would think and what awful comments the next 

critique would bring. What I painted no longer came from my heart; rather I tried 

desperately to think of how to please him. Of course I had no idea, so most of the time I 

simply agonized in front of my canvases for hours with mental blocks the size of small 

cities. 
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In high school I recall similar, though much less traumatic experiences. In one 

class I was immersed in a white on black landscape drawing. My teacher came by to 

look at my work, noticed one particular sagebrush bush in the foreground and said, "Get 

rid of the lines." He then walked away, leaving me puzzled as to how to do this. I tried 

to do as he said, but each time I changed something and he came back, he'd say, "No. 

Get rid of the lines,'" as if emphasizing the word "lines" would somehow help me 

understand what he meant. And sometimes he'd say. "Like this..." then demonstrate for 

me on a scrap of paper. He'd go away and I'd try to imitate what he'd just done, but 

apparently 1 didn't do it quite right because ever>' time he came back he'd keep saying the 

same thing, "No. get rid of the lines" until finally he just gave up. 

.\nother art teacher at the same school assigned an exercise in stippling in which 

we were to reproduce an image from a magazine, using only tiny dots to convey the 

image. I chose an image from a Dr. Pepper advertisement and spent hours at home 

working with a magnifying glass in one hand and a felt-tipped pen in the other. .After a 

great deal of labor. I proudly turned in my completed drawing, only to get it back with a 

big "C" circled on the back with no further explanation. I was puzzled as to the reason 

for my grade; I compared my work to the A-quality drawings that were displayed in the 

case in the hall, but I could see no difference. To this day I still wonder why my drawing 

was deemed a "C" in my teacher's eyes. 

So what does this all have to do with my thesis, you might ask? These 

experiences are a large part of what made me decide to become an art teacher. 

Throughout the years I've shared my experiences with other art students and have found 
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that my experiences are by no means uncommon. Art has always been a part of my life 

and a part of my existence. I have to wonder if experiences like these could make me 

come close to losing my love for art permanently, what might they do to students who are 

already unsure of themselves as artists, or who don't have an ingrained love of art from 

the outset? Art can be a particularly sensitive topic for many students, and 1 decided that 

it was my duty in life to provide as many future art students as I could with a positive 

experience in art, while at the same time challenging them to expand their thinking and 

perceiving skills and helping them to grow artistically. 

I embarked upon my career as a graduate student knowing what kind oi affect 1 

wanted to have on my future students. The big question was how could 1 achieve that 

affect? .A.S a newcomer to the field of art education 1 set out to find my research interests. 

I toyed with topics such as discipline-based art education and interdisciplinary art 

education until one day I learned that there was such a thing as feminist pedagogy in art 

education. This sparked my interest immediately, as I have always considered myself a 

feminist. I began reading books and articles, and to my delight, it seemed that embedded 

within some of the methodology advocated by feminist pedagogy was the key to what Td 

been looking for all along. While much of the focus in feminist pedagogy revolves 

around the teaching of feminist content and on the development and empowerment of 

female students in the classroom, feminist pedagogy also advocates student-centered 

rather than teacher-based learning as a means to achieve its primary goals. It was this 

component of feminist pedagogy that struck me as particularly meaningful at that stage in 

my teaching. 
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In anticipation of my first year of teaching, my foremost concern revolved around 

defining my role and my students' roles in the classroom. What kind of relationship 

would I establish with them? How could I go about creating a positive yet challenging 

classroom environment? At this stage of the game, while content was important, finding 

my role, my comfort zone—defining my own personal pedagogy—was more important. 

Because my primary concerns as a novice teacher revolved around how to be the best 

teacher I could be for all of my students (rather than honing in on primarily one gender) 

my goals could not be considered true feminist pedagogy. The clues that I'd found 

within feminist pedagogy however were the clues that I needed to steer myself in ihe 

right direction as I set off down the path to finding my teaching philosophy. 

The student-centered approach advocated by feminist pedagogy does away with 

the notion of the teacher as an all-knowing, knowledge-imparting deity and replaces it 

with the role of teacher as a facilitator of knowledge. Students guide their own learning, 

both answering and posing questions, and analyzing underlying assiunptions behind their 

actions (Sandell. 1991). The teacher acts as an interpreter, acknowledging many different 

points of view ana allowing for a myriad of possible solutions to a problem. As opposed 

10 inquiry models of learning in which the goal is to sort through and compare multiple 

answers in order to determine the best one, feminist based models seek multiple answers 

without attaching a label of "superior" or "inferior" to any of them. The underlying 

emphases are on collaboration rather than competition, building community, empowering 

the self, developing leadership skills, and engaging in meaningful and personally relevant 

learning (Sandell. 1991). As I headed down the path of research however, with the help 
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of my mentors I soon discovered that these principles are not exclusive to feminist 

pedagogy. 

Postmodern pedagogy also advocates using a student-centered approach to 

teaching. It focuses on empowering students to make their own choices in the educational 

process and stresses collaboration over competition. It is inspired by the postmodem art 

movement and tries to deconstruct elitist and ethnocentric judgements of "high" and 

*iow" art, seeking to empower underrepresented groups to have a voice through art. It 

does away with the notion of "artist as innate genius" and emphasizes exploring the 

meanings and conte.xt surrounding the subject matter at hand in order to increase 

understanding. In this approach, students are active seekers of knowledge, deciphering 

and creating their own meanings, both in their own artwork, and in the artwork of others. 

Postmodem pedagogy encourages forming interdisciplinary connections between art and 

other school subjects, and critical thinking about the influences of popular culture in the 

present and the past. It is an approach that helps students to see the relevance of the 

subject maner to their own lives (Efland, Freedman, & Stuhn 1996). 

Postmodem approaches to teaching share many similarities with other educational 

philosophies (such as those of John Dewey), often times simply referred to under the 

guise of "good teaching." While these strategies, like postmodem ones, involve the use of 

democratic, student-centered, problem-based, and authentic teaching strategies, they 

differ from postmodem pedagogy in their underlying goals. While the driving force 

behind Dewian pedagogy is to improve academic learning and help students acquire the 

critical thinking skills necessary to thrive in a democratic society (Arends, 1998), 
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postmodernists use collaboration and democratic learning as a means of achieving 

student empowerment (Efland, Freedman, & Stuhr, 1996). Because my overall goals in 

teaching involved the fostering of a safe learning environment by helping students gain a 

sense of empowerment, the term "postmodern" seemed to be the most appropriate 

description for my goals and concerns as a first year teacher. 

Description of Inquiry 

Having found a pedagogy to inform my teaching, the big question was: how 

would I apply postmodern pedagogy in the classroom? How would it affect the content 

of what I taught and the ways in which I taught? 

For my research. 1 decided to conduct a qualitative, action research study. As I 

was then in the midst of my first year as a professional teacher of art, 1 planned to study 

my own practice, my trials and errors, as 1 attempted to implement a unit grounded in 

postmodern pedagogy. My goal was to gain a better understanding of the practical 

applications of postmodern pedagogy, and to enhance my own practice through the use of 

postmodern pedagogy. 

With my original goals in mind of creating a safe, positive, and authentic 

classroom environment. I decided to implement a unit that included elements of 

postmodern theory as a basis for the study. In designing the lesson, the elements of 

postmodern theory that 1 incorporated were chosen as a means of reaching my original 

goals. The three main elements that I chose to include were collaboration, empowerment, 

and narratives/concepts in art. 
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In postmodern art. collaborative efforts help to undo the stereotypes of artists as 

innate and solitarv- geniuses. In art classes, the notion of the "innate and solitary genius" 

is otten times quite apparent and can disrupt the creation of a positive and safe learning 

environment. Students will often compete to produce the "best" or most "original" work 

of an. and rather than learning from ideas that other students have, students merely feel 

inept or incompetent if they don't produce a work of art that is as "good" as someone 

else's. For this reason. 1 decided that collaboration would be a particularly important 

aspect of postmodern theory to include in my study. 

•Another element of postmodern theor\' that came into play was the notion of 

empowerment—giving underrepresented groups such as women and minorities a forum 

to be heard. In an classes, often times the teacher's role is that of designing and 

implementing the lesson, setting criteria for projects, and dictating changes that students 

should make in their anwork in order to meet the criteria. The nature of this dynamic 

(while often limes necessary) in ihe end can create an underrepresented and voiceless 

group v\ iihin the classroom—the students—which can also interfere with the creation of a 

safe, positive en\ ironment. 1 therefore targeted empowerment of self as another essential 

element of postmodern theory to include in the study. 

.Another element of postmodern theory that I deemed important for my goals was 

the emphasis on the conceptual side of art In many traditional art classes, much of the 

emphasis is on formal concerns, focussing on the acquisition of skills and fluency with 

the elements and principles of art (composition, contrast, value, etc.). For postmodern 

artists on the other hand, the elements and principles of art are secondary to the concept 
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and ihe context behind the art. Rather than viewing art as something lofty and detached 

from the every day world, they believe that nothing can be free from the influence of 

cultural and societal contexts and therefore welcome concepts such as social and political 

commentary and personal narratives as integral parts of art. Art therefore becomes a 

forum for communicating with everyday people about everyday concepts, and successful 

communication can lead to empowerment. Providing students with an introduction to a 

more conceptual approach to art was thus an important step toward the creation of an 

authentic leaming experience 

With those three points in mind. 1 designed a lesson that was collaborative in 

nature and emphasized student empowerment and pjersonal narrative (see Appendix A). 

Students worked together in small groups to create artist's books based on personal 

narrati\es about their life experiences as teenagers. Students were given the freedom to 

choose the content of their books as well as the media they would use to express the 

content. 

The content of the books, revolving around the teenage experience, gave voice to 

a population (teenagers) that is ty pically voiceless— mistmderstood and not taken 

seriously by the adult world. The smdents drew from personal experience and learned to 

communicate those experiences through their artwork like "real world" artists, using 

personal narratives to tell their stories. 

Each group collaborated to come up with a theme for their book. The theme 

unified all of the group members' individual prints into one book, and was intended to be 

something that reflected the teenage experience (embarrassing moments, social pressures, 



family issues, hobbies, fads). While each print in the book was to fit into this theme, 

each image served as an expression of an individual teenager's experience within the 

theme, thus allowing for greater individuality and a difference of opinion, providing the 

audience with a wider understanding of the complexity of being a teen. Because they 

worked as a group to produce a single work of art (the book), students were encouraged 

to work collaboratively to shape the idea for each print that went into the book, and to 

help each other produce a quality print that was capable of communicating an idea. 

This project differed from many traditional art units in several ways. The collaborative 

nature strayed from tradition, since art in classrooms is generally produced by individual 

students working alone. .-Vlso. the fact that this project required students to draw from 

personal experience as subject matter set it apart from many of the more traditional 

Beginning .A.n lessons that I had obser\ ed. which tended to involve projects such as still 

lives and color theorv' projects in which the subject matter and content was historical, 

formal, and academic, but not personal. 1 planned to study reactions to this divergence 

from tradition—both students' responses to it, and my own responses as a teacher. 

Research Questions 

The primary questions 1 sought to answer in this study were: what are some ways 

that postmodern methodologies can be applied to specific art lessons (curricula) as a 

means of creating a safe and authentic environment? (What roles would postmodern 

strategies play in bringing me closer to the kind of teacher I originally wanted to be?) 

How would students respond to the postmodern elements of the lesson? (How would they 
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react to the more democratic and less structured environment? What role would this play 

in issues of classroom management?) How can I use postmodern strategies as a means of 

informing and improving my teaching practice? 

Significance of the Study 

Art. though often times gazed upon wistfully as a "ftin" class, is a subject that can 

evoke incredible feelings of anxiety and insecurity among students who are enrolled in 

the class. Every class has one or two "art stars" that seem to naturally excel with ease. 

They produce seemingly flawless and highly skilled works of art. In an art class, one's 

work is very public (any student or teacher walking around the room is able to see what 

other students are producing), and there is a tendency for students to compare their work 

to others". 

The affect of the "art stars'" work can often be intimidating: on occasion I've 

heard students saying (teasingly but implying jealousy in the comparison), "1 hate you," 

when viewing other classmates' work that they consider "better" than their own. Many 

students become frustrated and insecure with their own work if they feel it is not as good 

as that of their peers. 

How then, does postmodern pedagogy come into play here? In art classrooms, it 

is not uncommon to hear students muttering in frustration. "I can't draw." or. "Tm not an 

artist." Comments like these indicate that these students perceive their shortcomings as 

the result of an internal lack of abilit>', rather than a more external factor such as lack of 

exposure, education, or practice. Studies in gender research have shown that in general. 
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female students, like the art students meniioned above, tend to perceive negative 

feedback as "failure," or a reflection of a lack of ability (Casey, 1993; Dweck Gilliard. 

1975; Dweck, Davidson. Nelson, & Enna, 1978; Streitmatter, 1994; Wong, 1995). 

Feminist pedagogues advocate the use of collaborative, democratic, and hands-on 

learning strategies as a way to create a learning environment that will empower students 

who tend to attribute "failure" to intrinsic factore. "Research has shown that female and 

minority students have a preference for cooperative learning and hands-on tasks" 

(Leonard & McElroy. 2000. p. 244). While feminists advocate these strategies as a means 

of empowering female students, the same strategies are also advocated by postmodernists 

as a means of empowering any underrepresented peoples. 

Because art is a subject in which many students lack experience (many students 

do not receive an art education prior to enrolling in Beginning Art), many students tend to 

lack confidence in their ability. Research has shown that students with low levels of 

confidence or high levels of amciety are likely to react similarly to the female students in 

the aforementioned studies—with the belief that their lack of success is indicative of a 

lack of ability. Furthermore, the studies also indicate that students' perceptions of their 

"failures" tend to lead to a substantially poorer subsequent performance (Shrauger & 

Rosenberg. 1970; Underw ood. 1997). In light of the fact that many students in art classes 

seem to struggle with feelings of intrinsic inadequacies, the creation of a safe learning 

en\ironment is imperative in art classrooms. It made sense, therefore, that in this setting, 

a feminisL'postmodemist approach to teaching in which the teacher was not the sole 
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authority and emphasis was placed on building community and empowering the self, 

would benefit a majority of students in the art classroom. 

For the purposes of this study, because I focussed on the affects of 

feminist/postmodern strategies on the entire class population (rather than solely the 

female students), I used the term "postmodern" to describe the methodologies 

implemented, as it more accurately described the population studied. The overall 

strategies and philosophies upon which the lesson was based, however, were shared 

jointly by both feminist and postmodern pedagogy. It was my hope that the use of 

feminist and postmodern strategies in my art classes would evoke a positive response 

from the majorit>- of students. 

Purpose 

The purpose of the study was to reflect on the application of postmodern 

pedagogy in order to inform my own practice as a novice teacher. Through its in-depth 

examination of the application of postmodern pedagogy to one specific art lesson, the 

study provided me with the opportunity to reflect not only on my own responses to it, but 

on my students" responses, and the observations of a more experienced teacher as well. 

The study thus allowed me to assess my progress in terms of reaching my primary goals 

in teaching. The body of this paper contains a critical analysis of what worked, and what 

could be done to make it work better in the future, in order to not only inform my own 

practice, but also to provide a model of trial and error for other educators who are asking 

similar questions. 



What I Hope to Find 

Through this study, I hoped to find that postmodern pedagogy was not only a 

valuable and viable approach for my particular high school setting; it was also an 

extremely effective approach in terms of reaching my goals in teaching. Because this 

was an approach that empowered students to guide their own learning, I predicted that 

students would respond to the collaborative and personalized nature with high levels of 

interest and engagement, resulting in the production of unified works of art that surpassed 

the loose criteria they were given. The students would also learn a valuable skill: how to 

communicate through art. I hoped that providing students with a forum in which to tell 

their stories would help to spark a sense of empowerment and break down some of the 

stereoty pes of teenagers that we often encounter. I also predicted that as a teacher, the 

implementation of postmodern pedagogy would be a challenging but rewarding 

experience in that it would bring me closer to being the kind of teacher that I aspired to 

be. It would provide me with the opportunity to see what interested my smdents and how 

they choose to express themselves through art. rather than simply how well they could 

follow my directions. 1 hoped to get a glimpse into what issues concerned them, which 

would help me to design future lessons that students would be interested in and could 

relate to. 

In theory, students would also be gaining valuable communicative, problem-

solving, and interpersonal skills by working together in groups. The recognition and 

valuing of individual differences is encouraged by postmodern pedagogy. Because this 

experience would provide students with the opportunity to hear other students' views and 
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leam about how their peers' experiences may be similar and different from their own. I 

hoped that the resulting artists' books would reflect the individual differences and 

concerns of being a teen, and would help to dispel some of the homogenized stereotypes 

of who/what teenagers are. 

The Classes 

.•\s 1 embarked upon my research 1 was in the midst of my first year of teaching 

art at Catalina Foothills High School (CFHS). The school is housed within an upper to 

upper-middle class district with the highest total tax income in the state of Arizona. The 

students in general are from highly educated families and are fairly academically 

motivated. The school's staff receives a high degree of parental support and there are 

extremely high expectations of teachers from both the district and high school 

administration. This was an ideal setting for the type of study I was conducting, as the 

district encourages and requires its teachers to be reflective practitioners. The district also 

advocates the use of active models of learning, so students were already accustomed to 

being presented with open-ended challenges and lessons that required active learning 

strategies. 

During the course of the year I taught three year-long Beginning Art classes. This 

particular lesson took place two months into the second semester of the course. 

Beginning Art provides students with a basic introduction to various media, concepts, and 

histories within the field of art. Prior to this lesson, the students had studied the elements 

and principles of design through observational drawing, perspective drawing, typography. 
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color theory, and portraiture. They had also done some written and oral work that 

required them to use art historical, art criticism, and aesthetic skills. Following this 

lesson, the remainder of the semester included two ceramic units and a collaborative 

public an project. 

The students in Beginning Art ranged in age from ninth to twelfth grade. While I 

planned to implement the same curriculum in all three classes, the dynamics in each class 

were quite different. Fifth period was dominated by the powerful presence of a few very 

vocal athletes and cheerleaders, as well as a group of "popular" girls who were much 

more concerned about their dramatic social lives and the constant battle to keep their 

clothes paint-free than the quality of their artwork. The other students in the class were 

generally high-achieving and responsible younger (nintli and tenth grade) students who 

were anxious to please. Si.xth period was on average my oldest class, with a larger 

number of juniors and seniors than the other classes. They tended to be a more free-

willed and argumentative class, and did not hesitate to tell me if they believed an 

assignment to be unfair or pointless. Their overall maturity showed in their artwork, as 

many more of the students had developed the patience and endurance that art often times 

requires. Seventh period was my youngest class. The majority of the students were 

freshmen and sophomores. The class was comprised of a mixture of academically high-

performing students and a large group (over a third of the class) of "support service" 

students with a variety of physical, emotional, and learning disabilities. On the whole, 

they were my happiest and most agreeable class, however they also demanded the highest 

level of individualized attention and often had trouble staying on-task. 
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For the study, I planned to focus primarily on sixth period. Because the dynamics 

in each of the three classes were so different 1 was initially tempted to conduct my 

research on all three classes in order to study the effects of postmodern teaching in a 

variety of different settings. Because I was a first-year teacher, however, and classroom 

management issues often times took precedence over pedagogical concerns, I decided to 

concentrate the study on my most mature and most focussed class, as it presented me 

with the fewest number of classroom management issues. Although I struggled over the 

concern that this might be less reflective of how the p)edagogy works with a diverse 

student population (si.xth period did not contain as many special needs students as the 

other classes did). I ultimately decided that in sixth period. 1 would be able to concentrate 

more heavily on the implementation of the pedagogy without letting behavioral issues 

interfere with the effectiveness of the lesson itself. Reflecting on all three classes, as 

diverse as they were, might have helped me reach my goal more effectively than if I were 

to focus solely on one class, however due to the excessive amount of data that a 

qualitative study amasses, I finally decided to narrow my study to include only sixth 

period. 

Methodology 

I conducted the study during my second semester of teaching. As all of the 

Beginning .Art classes were year-long courses, this time frame provided me with one 

semester in which my students and I could get to know each other and build a mutual 

rapport and understanding prior to conducting the study. In qualitative research, "the 
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quality of data that are collected from people is often dependent on the investigator's 

ability to develop trust, rapport, and mutual respect with those being studied" (DePoy and 

Gitlin, 1998, p. 212). 

Mv Role as Teacher and Researcher 

In postmodern pedagogy, the distribution of power in the classroom is a major 

issue. Postmodern pedagogues do not ascribe to dictatorial, autocratic classrooms in 

which the teacher prescribes what the students shall learn, the students functioning 

merely as sponges absorbing the knowledge that the teacher pours into their heads. 

Postmodernists believe instead in a democratic classroom in which students and teacher 

share equal parts in the pursuit of knowledge, and in shaping classroom dynamics and 

procedures as well. In theory this is an ideal approach, providing both students and 

teachers with the chance to learn from each other and the chance for each individual to 

contribute to the class' learning. This approach, however, is not without its downfalls. 

Because many traditional classrooms do not revolve around these principles, students 

may be used to. and e.xpect to be taught in more traditional ways. Often times students 

come to class e.xpecting and wanting to simply be passive recipients of facts. Classes in 

which there is no single right answer are often difficult for students to digest, and they 

leave feeling dissatisfied with the lack of conclusive closure. 

.\noiher potential challenge comes with the fact that much of the research on 

postmodern pedagogy is written by professors about its applications in their college 

classes. .A.s a high school teacher implementing a postmodern approach to teaching, I 

wondered to what extent I could create a truly democratic classroom. How would my 
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students react to such extensive freedom? Would it be possible to create a fully 

democratic classroom in high school, or would students need more structure than college 

students would require? As a first-year teacher, I also ran the risk of losing my already 

shaky hold on classroom management in allowing my students increased amounts of 

freedom. 

As both teacher and researcher in the classroom, 1 planned to do my best to ensure 

a positive classroom dynamic in order to help build and maintain students' comfort levels 

while working collaboratively. I carefully observed students' comments, both to myself 

and to each other, as well as their levels of interest and engagement with the project at 

hand. As an action researcher, I also monitored my own feelings and interpretations of 

the events with a critical eye. evaluating what was successful and what I could change in 

order to bring about more success. The big question that I was seeking to answer was 

how effective is a postmodern approach for the purposes of my goals, and how would it 

inform my future practice? 

The effect that 1 was striving for was a positive and authentic classroom 

environment that empowered students, emphasized collaboration over competition, and 

challenged them to consider ways to communicate by means of visual imagery. In the 

lessons that I planned. I hoped to challenge my students to find personal meaning within 

the material they were learning, and gain the ability to communicate that meaning 

through their artwork. 
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Collection of Data 

I planned to collect four types of data. The primary source was a field journal in 

which 1 recorded observations, pertinent student remarks and behaviors, analyses of 

student work, and reflections on my perceptions of the successes and failures of my 

implementation of postmodern pedagogy (see Appendices B, C, D). I noted any changes 

I made during the course of a day from the first class to the last and the reasons for the 

changes. I used a layout similar to the stenographer's pad, keeping my descriptions on the 

left side, and impressions, interpretations, and questions on the right side (DePoy and 

Gitlin. 1998. pp. 220-6). 

The second source of data was in the form of observation notes taken by an 

observer. My observer was a colleague and master teacher who was also experienced in 

qualitative research methods, having just completed her own thesis the semester prior. 

She acted as a participant-observer during the first two days of the lesson, which were the 

most crucial in terms of content. She recorded her observations in response to a specific 

set of questions I'd given her ahead of time (see Appendix E), then submitted them to me 

in the form of written notes. 

Student questionnaires were my third source of data. Students were asked to fill 

them out as closure for the lesson. The questionnaires contained open-ended questions 

such as: "'Describe your group's dynamics," and, "What did you think about making art 

based on a personal narrative?" Students were also given a rubric and asked to rate each 

group members' level of participation in the project (see Appendix F). 
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The fourth source of data was the artwork itself (see Appendix G), which would 

be analyzed in terms of the content (how successfully did students convey their personal 

narratives, and how well did the narratives relate to the theme of being a teenager?). The 

attention to detail, sense of unity, and evidence of exceeding the grading criteria were 

also considered as evidence of the students' level of interest and engagement in this 

particular lesson. 

Limitations of the Study 

One of the assumptions of postmodern pedagogy is the notion that there is never 

one single right answer to any given problem. Rather, there are infinite possibilities, and 

to blind ourselves to them would be an incredible disservice both to ourselves and to our 

students. The results of this study, no matter how successful, could therefore never 

become a comprehensive "How To" manual, as each teacher needs to find his/her own 

way to incorporate these methods into their teaching. This study will instead serve as a 

model of how one teacher approached the creation of a postmodern classroom 

environment as a means of reaching her goals as a teacher, and a demonstration of how it 

worked with one particular group of students. 

Another potential difficulty with this approach was the conflict of the student-

centered, democratic nature of postmodern pedagogy in conjunction with the constant 

struggle to maintain classroom management for a first-year teacher. Fortunately in this 

case, issues of classroom management did not present a problem. A concern that did 

arise, however, stemmed from the potential difficulties that the younger students (ninth 
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graders) and support service students faced because they required more structure than the 

loose format this lesson provided. 

Several limitations also arose during the process of data collection. Due to the 

duration of the lesson, my observer was only able to sacrifice two of her planning periods 

in order to observe my teaching. Also, due to a lack of signed parental consent forms, I 

was only able to include nine of the student questionnaires in my data. 

Organization of the Chapters 

Chapter 2 is a review of literature examining the origins of postmodernism, 

applications of postmodern theories to teaching, and other similar pedagogies that 

developed around the same time. In Chapter 3 I will provide an explanation of the 

elements of postmodernism that were incorporated into the bookmaking unit, along with 

a thorough description of the participants in the study, and the methodology used to 

collect and analyze the data. In Chapter 4. the data collected during the study will be 

presented in reference to one of my original research questions: how did students respond 

to the postmodern elements of the lesson? Chapter 4 includes a description and analysis 

of the data collected during the course of the unit from both my observer's and my 

observations, the students' responses to the questionnaire, and the students' finished 

artwork. Chapter 5 contains a further analysis of the data in terms of its overall 

significance for my future practice. In Chapter 5 I will reflect on some of the strengths 

and weaknesses of postmodern approaches to teaching, concluding with a re-visitation 

and reflection on the original hypothesis, implications, and limitations. 
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CHAPTER 2 

REVIEW OF LITERATURE 

Organization of the Chapter 

In order to better understand the principles behind postmodern pedagogy, this 

chapter is a review of literature comparing and contrasting postmodern and modem 

modes of thought, approaches to art, and approaches to art education. The chapter will 

begin with a discussion of the development of postmodernism as a reaction to 

modernism, followed by an e.xamination of the implications of the two philosophies for 

the field of art education. In order to provide a clear explanation of postmodernism within 

the context of its reactions to modernism, both movements will be discussed in their 

idealized forms (the movements will be depicted in high relief, which may not 

necessarilv apply to every postmodern or modem theorist, artist, or teacher). 

The Context: Birth of Postmodemism 

The modem art movement arose in the face of new technological advances in 

society', amidst the unveiling of airplanes and automobiles, of booming factories and new 

skyscrapers, taller than any other buildings in history (Hughes, 1991). Throughout society 

there was a growing emphasis on progress, an optimism for technology, and a yearning 

for the original and new. It was an age of democracy where individual liberties, 

capitalism, industry^ and science were revered at the core of Western societal values and 

were considered universally good and beneficial concepts (Barrett, 1997). 



As time progressed however, and the novelty of technology was no longer new, 

people started to see that democracy, capitalism, and technology were not the flawless, 

uni\ ersally desirous phenomena that people were once awed by. They started to notice 

that modem philosophies, despite good intentions of attaining equality and liberty, led to 

the domination of many by a powerful few. A surge of questioning of contemporary 

values arose in the 1960s (Efland. Freedman, & Stuhr; 1996). The birth of 

postmodernism is attributed to numerous moments, one of which was a student riot that 

arose in Paris in May of 1968. protesting the closed elitist European university system 

and embodying the rise of the Postmodern era (Barrett. 1997). Society's view of the 

world was "undergoing a radical change toward the multiple, the temporal, and the 

complex, and conversely, away from the universal, the stable, and the simple, which 

Neuion's system posited" (Doll. 1989. p. 244). The newly bom postmodem perspective 

was based on a critical re-evaluation of modem modes of thought, religious beliefs, and 

moralities (Doll. 1989). "The postmodernist does not deny change, but questions the 

assumptions that changes can be legitimated as positive advances in human culture" 

(Efland. Freedman. & Stuhr; 1996. p. 11). 

Modem versus Postmodem in the Art World 

In the midst of society's quest for the novel and new. modem art arose with a 

drive for originality, authenticity, and "artistic genius" (Barrett, 1997, p. 17). Artists were 

often characterized as troubled and isolated in their creative brilliance, tending to work 

alone, splitting themselves off from everyday communications with the world (Efland, 
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Freedman, & Stuhr; 1996). Their work sprang from their unique and solitary inner 

worlds, having little relevance or connection to everyday life outside of the art studio 

(Jones, 1997). At the height of modernism, artists were thought to be "^mtouched by 

social, political, and economic interests and... thus able to represent that which is true, 

universal, and eternal" (Efland. Freedman. & Stuhr; 1996, p. 19). 

"High art." according to modernists, was art that emphasized form and surface 

quality. It was not concerned with relaying a message or point, but rather only that it 

"looked good" (Jones. 1997. p. 92). So-called "high art," or the sought after 

"masterpiece" was defined as something original and novel that rises from the creative 

inner depths of the artist's soul. Modem "masterpieces" tended to be abstract and 

detached from societal or historical contexts (Barrett. 1997). 

Postmodern artists, on the other hand, believe that nothing can be detached from 

ever\ day life and the conte.xts in which we are living, nor can anything be completely 

original and free from the influence of the outside world. They believe that not only is all 

knowledge affected by culture and language, but art is also inseparable from societal 

constructs and can never be truly independent from the social and cultural influences in 

which it is created. ^V'hen studying or thinking about art, in order to truly understand the 

work, art must be studied within the context, place, and time in which it was created 

(Barrett. 1997). Whereas modernists focussed purely on the form (or visual aspect) of an 

artwork, in postmodern theory, the context and meaning surrounding an artwork are as 

important as its form. ".A.rt is something beyond itself... it defines a world view or 

narrative" (.Anderson. 1997, p. 71). 
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The field of art criticism also reflected these differing sentiments. Art critics in the 

modem era focussed solely on the art object itself and believed that all readers should 

have the same response they did to the piece. Postmodern critics on the other hand, 

consider and address issues such as personality, socioeconomic status, gender, and 

religion, and how differences amongst the artist and the audience might affect and alter 

interpretations (Barrett, 1997). Postmodern art critics argue that furthermore, modem 

art's quest for pure abstraction of form tended to alienate its audiences, and argue that it 

therefore communicated to fewer people than postmodem art does (Efland. Freedman, & 

Stuhr. 1996). 

Postmodemists reject the modemist notions of originality and ownership of ideas. 

Postmodem artist Sherrie Levine attempts to undo the modemist notion of artists as lone 

genius, stating that she works as an extension of everyone (Anderson. 1997). In response 

to the modemist reverence for originality, Levine relies heavily on appropriation in her 

artwork, overtly using ideas and images from other pre-existing images to create her art. 

"By appropriating or borrowing or plagiarizing or stealing, postmodemists remind us that 

the notion of originality is absent in most traditions of art. in the West and throughout the 

world. Throughout time most cultures felt no need to identify artists personally, even if 

they were especially gifted" (Barrett, 1997, pp. 25-6). 

The postmodemists also reject the modemist belief in the universal and 

transcendental ability' of a work of art to communicate with its audience (Barrett. 1997). 

^^^^len meaning was discussed in relation to modem art, there was only one meaning: the 

"universal" one. It was just assimied that everyone— artist, critic, and viewer 
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alike—would respond to the artwork in the same, homogenous, and universal way. 

Modem artists and art critics never asked questions like: "for whom was the art created? 

For whom does it exist? Who is represented? Who is doing the telling? Who is doing the 

hearing?" (Barrett, 1997, p. 18). nor did they discuss or consider the artist's intent. 

Postmodern artists, on the other hand, believe that the content of art should be accessible 

to its audience and that artists cannot e.xpect that viewers will all react to the artwork in 

the same way. 

Postmodern artists view art not as a barrier separating the "high" and the "low." 

but as a form of communication—a dialogue between artist and viewer. Postmodern art 

acts as a "document" with something to say (Wolcott & Gough-Dijulio. 1997. p. 144) 

that "sheds light on the social and cultural context of its time" (Efland. Freedman. & 

Stuhr, 1996. p. 56). 

.•\rt is more than just formal or aesthetic elements; it serves a larger function, 

transmining a culture's core values and beliefs and passing on traditions (Anderson. 

1997). When viewing art of other cultures, the modernists appraised its merits based 

solely upon their universal measurement for all art—^the elements and principles of 

design. In forming all judgements within the confines of that universal scale, however, 

the viewer thought only about "why this art was beautiful, or significant in form, but 

nothing about what it expressed within the cultures of their origin. Thus its expressive 

meaning was essentially lost. The art of the non-Western world was reduced to 

decoration" (Etland. Freedman. & Stuhr; 1996. p. 102). 

In a world that is grov^ing smaller and more interdependent, postmodern artists 
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believe that evaluating the art of other cultures through Western eyes serves no purpose. 

They believe that one must learn about the culture and context from which the artwork 

came in order to truly understand and appreciate the work. In doing so, viewers will also 

gain a deeper understanding of themselves within the context and attitudes of their own 

culture and that of others (Anderson, 1997). This philosophy reflects one of the major 

goals in postmodern art— to '^mderstand ourselves and others better, allowing more 

intelligent and meaningful action in the arena of life" (Anderson, 1997, p. 73). 

The language in modem an is enclosed within the artwork. Postmodern art on the 

other hand, is viewed as an ongoing dialogue between the artists, the artwork, the viewer, 

and society (Wolcott & Gough-Dijulio. 1997, p. 144). Postmodern artists are attuned to 

their viewers and their responses. Their goal is not to be lofty geniuses, but to "keep 

things open to demystify the realities we create" (Barrett, 1997, p. 27-8). 

Just as postmodernists have opened the doors to a wider variety of meanings and 

contexts in art, they have also embraced a wider variety of messages. Unlike modem art, 

which strives to evoke abstract and universal emotions and to create one universal 

meaning, many postmodern artworks address concrete social and political issues, often 

taking a skeptical or critical view of society (Barrett, 1997). They believe that meanings 

morph and change with time and individual viewers, and that meaning is jointly created 

between the artist and the audience (Efland, Freedman, &. Stuhr, 1996). 

With a critical eye on the modernists' idealized democratic society, 

postmodernists address another side of the institution which the modernists revered, 

pointing out the fact that despite promises of equality and liberty, a powerful few are 
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controlling the lives of many in our society. Many postmodern artists thus try to bring to 

their audiences' attention information that the dominant culture has tried to suppress. 

Edgar Heap of Birds, for example, created a work that consists of the names of forty 

Dakota Indians, painted in blood red, who had been executed after Abraham Lincoln 

signed their death orders following the United States-Dakota war of 1862 (Barrett, 1997). 

While the modem art world was an elite one in which artists were highly aware of 

the art market, showed a "disdain for kitsch in culture and middle-class values" (Barrett, 

1997. p. 25), and "assumed a certain objectification, a distancing of the artist as a person 

from the art object" (Jones. 1997. p. 97). postmodern artists strive to dissolve the 

distinction between high and low art. Articles such as Barbara Kruger's (1990) "What's 

High. What's Low—and Who Cares?" (Barrett, 1997. p. 28) began to surface, criticizing 

modernists for their false claim to authority to make ethnocentric value judgements by 

deeming artworks with the status of "high" or "low" art (Barrett. 1997). Critic Lucy 

Lippard reflected this sentiment when she said: 

God forbid, the [modernist] taboo seems to be saying, that the content of art be 
accessible to its audience. And God forbid that content mean something in social 
terms. Because if it did, that audience might expand, and art itself might escape 
from the ivory tower, from the clutches of the ruling/corporate class that releases 
and interprets it to the rest of the world. (Barrett, 1997, p. 28) 

While in reality, postmodern artists still share the modem concern for the art market, in 

their attempt to be accessible to their audiences, the work of postmodern artists tends not 

to be loftv" and detached, but rather deals with real issues in popular culture (what modem 

artists may have considered "middle-class" and banal). "Works of art have become a 
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means of discourse: art contemplating art, politics, society, religion, or culture" (Wolcott 

& Gough-Dijulio. 1997, p. 144). 

While modernist modes of thought highlighted and celebrated the brilliance of 

solitary artists, postmodern theorists have shifted the spotlight to group concerns, which 

they feel are more important than a single subject (Anderson, 1997). They seek instead to 

"embrace plurality, de-center the emphasis on the white male T, and make room for 

other voices" (Anderson, 1997, p. 71). Rather than one universal meaning, 

postmodernists believe diat infinite meanings are possible. Modernist "facts" became re

labeled as "interpretations." and the notion of an absolute truth became extinct, believing 

instead that truth is something constructed by individual groups, which can also vary 

from group to group. In postmodern philosophy, meaning is something that can be 

influenced by personality, socioeconomic status, gender, and religious differences of both 

the artist and the audience (Barrett, 1997). Where modem theorists looked for universals, 

postmodemists look for differences and changes over time. Postmodernists describe an 

artwork as ""a text that is a permutational field of citations and correspondences in which 

multiple voices blend and clash' written by many people, providing viewers with many 

possible readings" (Barrett, 1997, p. 28). In keeping with the notion that there is no single 

absolute truth, there is also no one unified theory of postmodernism... the philosophy 

itself has been one that is left open to interpretation and debate (Barrett, 1997). 
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The Teaching of Art 

Not surprisingly, the field of teaching art has also undergone an upheaval of 

change during the course of the last century. Influenced by changing times and changing 

sentiments in the art world, the shift from modernism to postmodernism has had a 

profound impact on art education pedagogy, one that is still morphing and shifting with 

time. 

Art Education in the Modem Era 

.-\s one might expect, the modem art movement had great impact on the teaching 

of art (Etland. Freedman. & Stuhr. 1996). The biggest area where the modernist influence 

reared its head in the classroom was in the strong emphasis on creativity and originality. 

The popular pedagogy during the modem era was creative self-expression. It was a child-

centered. nurturing approach in which art teachers sought to have their students create the 

"new and original" (Anderson. 1997. p. 66) rather than spend their time studying past 

traditions in an. The modem love for new technology and progress was evident in the 

focus on individuality and creativity, and the push to always move forward and foster 

new inno\'ations in art. The constant drive to be in forward motion, as postmodernists 

would later point ouL was not without consequences, however. In the end, it tended to 

detract from traditional subject matter and art history that was also worth teaming about 

(.Anderson. 1997). 
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Viewing adult art was frowned upon in the creative self-expression approach, as it 

was believed to have the potential to interfere with students' natural, innate creativity 

(Greer. 1997; Efland. Freedman, & Stuhr, 1996). Creative self-expression art projects 

thus had "little relationship to the adult art world" (Greer, 1997, p. 37). This, they 

believed, was a way to ensure "that the images that the student [produced had] a naive 

quality that [was] valued as the mark of creativity" (Greer, 1997, p. 40). Viktor 

Lowenfeld, one of the forerunners of creative self-expression, stated: 

Art education may well become the catalyst for a child-centered education in 
which the individual and his creative potentialities are placed above subject 
matter; in which his inner equilibrium may be considered as important as his 
scientific achievements. (Lowenfeld, 1957, p. 11) 

The statement e.xemplifies the modernist preference for stressing creativity above subject 

matter or context, and reflects importance that both the creative self-expressionists and 

modernists place on the inner soul of the artist, from which all artwork is generated. 

While this approach does have merits, one criticism is that it focuses entirely on 

producing anwork. It does not foster students' abilities to think, talk, and write about art, 

to interpret an. or to understand past traditions in art. The result is that in the long nm, 

what students leam in a creative self-expressionist classroom is only useful to them in 

their everyday lives if they continue to make art and eventually become working artists 

(Greer. 1997). 

The study of art was. thus, based on the belief that viewing adult art would 

corrupt students' innate creativity, and became nothing more than primarily a survey of 

media. "The content of a self-expression approach is literally a variety of activities, the 
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greater the number of media, the better" (Greer, 1997, p. 38). The choice of subject 

matter for children in creative self-expression classrooms was also unrelated to any sort 

of context other than the content of their own inner world: "for the child... it always 

meant a confrontation with his own self, with his own experience" (Lowenfeld, 1957, p. 

5). 

Lowenfeld encompassed the deep precedence that the creative self-expressionists 

placed on the individual artist with the following statement: 

The great contribution of art education to our educational system and to our society is 
the emphasis on the individual and his own potential creative abilities, and above all 
the power of art to integrate harmoniously all the components of growth which are 
responsible for a well-balanced human being. (Lowenfeld. 1957. p. 10) 

This statement also demonstrates the connection that creative self-expression made 

between art and psychological well being (similar to the modernist concern for universal 

emotions). Great amounts of time were spent discussing the intellectual, emotional, and 

creative gro\Mh of students, including Freudian concepts such as the ego and the id. or 

the conscious and the subconscious mind. Lowenfeld (1957) and others published books 

and articles that explained in great detail what they believed were universal stages of 

drawing development in children. In more recent years, however, new information has 

come to light that suggests that what Lowenfeld labeled as innate and universal forms of 

drawing development were most likely greatly influenced by cultural images seen by 

children (Efland. Freedman. & Stuhr. 1996). 
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Postmodern Art Education 

Individualism, even in student art-making, is often defeated because school is an 
inherently social institution with a socializing fimction. Students are confmed by 
their developmental capabilities and are often required to do the same 
assignments as others in their class, and those are basically the same assignments 
done by thousands of other students now and in the past. They work under 
controlled conditions, copy from one another and other sources, and so on. The 
modernist idea of promoting individualism in students through free self-
expression ought to be questioned as an educational aim, if for no other reason 
than it is simply not possible. A postmodern perspective begins with an awareness 
of this impossibility and rejects the notion that the individual and society are 
dichotomous. It requires an understanding of individual students as idiosyncratic 
combinations of various types of shared experience(s). (Efland, Freedman, & 
Stuhr. 1996, p. 50). 

In Arthur Efland's history of art education, it is suggested that the field of art 

education and creative self-expression began to stagnate around the 1970s and 1980s. "It 

became increasingly apparent that the creativity theory, which had dominated the 

literature for half a century, would no longer serve" (Greer. 1997. p. 35). Reflecting the 

changes in the art world as it shifted from modernism to postmodernism, art education 

also began to shift its focus from a narrow focus on the individual to wider contexts in 

society and history. Art education began to branch out from its formerly introverted 

nature, and art teachers began to change their focus, making art a subject for all students, 

rather than solely those who wanted to specialize in art (Greer, 1997). 

-Anne G. Wolcott and Betsy Gough-Dijulio defined four major implications for art 

education within the philosophy of postmodern pedagogy: I - a new emphasis on the 

cognitive side of art; 2- expanding the content of art education to include the study of 

actual works of art; 3- dissolving the interest in distinguishing high from low art and 

greater focus on minority and gender issues in the art world; 4- treating the classroom as 
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an arena for generating questions about meaning in art, and for critical thinking about art, 

ourselves, and our world (1997). In the sections that follow I will look at each of these 

implications in more depth. 

A New Cognitive Emphasis in Art Education 

While art production and the acquisition of technical skills with various media are 

still important components of art education, with the rise of postmodernism the 

curriculum expanded to include other areas of art such as art history, art criticism, and 

aesthetics. Art education grew beyond a pure focus on the expressive and spiritual side of 

art-making (Greer, 1997) and shifted toward a cognitive emphasis, looking at contexts 

and current events surrounding works of art. and deciphering meanings based on those 

contexts (Jones. 1997). 

Postmodern art educators believe that art appreciation skills complement, and are 

just as important as. art production (Wolcott & Gough-Dijulio, 1997). While modernists 

prioritized students' opportunities for creative expression, postmodernists believe that art 

criticism skills, or the ability to think and talk about art, are equally valuable (Anderson. 

1997). Students in postmodern classrooms not only learn to interpret other people's 

artwork within the context in which it was created; they are also encouraged to consider 

the contexts in which they are creating their own artwork. Art from other cultures is being 

drawn into the curriculum, as are interdisciplinary ties to other academic fields. There is 

also a growing emphasis on collaboration in the classroom, reflecting the sentiment that 
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"cognition is viewed as a collaborative process" (Applefield, Huber & Moallem; 2001, p. 

39). 

Looking at "Adult" Art 

Another shift in teaching philosophy was in the incorporation of "adult" artwork 

into the curriculum. Modernist art teachers feared that children's exposure to the artwork 

of adults would interfere with their natural creative abilities. Postmodern art teachers, on 

the other hand, feel that exposing students to a variety of works of art is a means of 

getting a glimpse into people's psyches. By discussing both the cognitive and the emotive 

capabilities of art with students, and showing them how some artists have addressed 

issues that can be complex and difficult to understand, postmodernists believe that 

teachers can help build relationships between art and their students' lives (Wolcott & 

Gough-Dijulio. 1997). 

Postmodern pedagogues aspire to discard the modem drive for originality and 

novelty, and encourage students to build on what other artists had done before—to study 

the kinds of concepts and issues artists address, the kinds of media they use to express 

their ideas, and how they communicate those ideas. Rather than copying or merely 

translating artwork, teachers encourage their students to create their own artwork, 

incorporating what they leam from looking at other works of art (Wolcott & Gough-

Dijulio, 1997). 

Postmodern pedagogy also advocates the use of authentic assignments, which 

encourage students to work and think as professional artists, art critics, historians, and 
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aestheticians do. Authentic learning involves dealing with "real world" issues, and tasks 

that have infinite numbers of solutions. The big question for a teacher to always ask when 

designing a lesson is, "What are the students learning?" (Applefield, Huber, & Moallem, 

2001, p. 42). Are they learning to think and express themselves as artists, art historians, 

aestheticians, and art critics, or are they simply creating pretty shapes on a piece of 

paper? 

Dissolving the Line between High and Low: Multicultural and Gender Issues 

An important distinction between modernism and postmodernism is their 

differing approaches toward the concept of so-called "high" and "low" art. While 

modernists tend to be exclusive in the distinctions of "high" and "low," postmodernists 

seek to dissolve those terms, claiming that making that distinction tends to reflect an 

ethnocentric, eurocentric, and male-oriented view of art. "A number of contemporary 

educational researchers have turned away from the pursuit of knowledge as an end in 

itself and have turned instead to activities that might serve to empower socially and 

economically oppressed groups" (Efland, Freedman, & Stuhr, 1996, p. 12). 

Postmodern art teachers often include both "high" and "low" art in their 

curriculum, focussing on multicultural and gender issues, as well as issues from popular 

culture, trying to represent under-represented groups, local art and artists, and any other 

particular groups whom they might find relevant to students' lives. In doing so, they 

attempt to deconstruct the difference between high culture and mass culture. The 

inclusion of other groups into the curriculum goes beyond simply increasing students' 



46 

knowledge and understanding; what makes this approach truly postmodern is the goal of 

instilling in students a desire to change social relationships and to sensitize students about 

moral issues such as oppression and inequity (Efland, Freedman, & Stuhr, 1996). 

One of the goals of posunodemism is to ensure a place in the art world for the art 

of under-represented groups, and to dissolve the modernist concept of universals. In place 

of universals. postmodernists point out differences. Rather than using the same Western 

elements and principles as a basis for interpreting and judging all art, postmodernists 

attempt to understand artwork within its own unique context and culture (Efland, 

Freedman. & Stuhr. 1996). 

In postmodern classrooms, not only do curricula include diverse and multi

cultural works of art; teachers can steer their students away from tendencies to view art as 

universal, emphasizing that meanings change over time and vary with each individual 

viewer, reflecting the postmodern notion that not everyone thinks and perceives as we do 

(Wolcott & Gough-Dijulio, 1997). Postmodern educators can also make an effort to 

consider individual ditTerences and backgrounds in students, rather than prioritizing a 

generalized concern for what the students should know (Wolcott & Gough-Dijulio, 

1997). 

In the spirit of some postmodern artists, such as Gilbert and George, whose 

collaborative work aims to dispel notions of individual genius (Efland, Freedman, & 

Siuhr. 1996). teachers can also design group art projects in which the artists are not 

identitled and recognized individually. In doing so, they can point out the fact that the 
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idea of recognizing artists for their individual talent and genius is primarily a Western 

and fairly contemporary way of viewing art (Barrett. 1997). 

.A.nother goal of postmodern theory is to empower minority and under-represented 

groups. By assessing students on narrative, appropriation, and personal myth (Jones, 

1997). the postmodern educator can empower young people to tell their stories, which so 

often are not heard in the adult world. Postmodern art education has thus become a fonmi 

for "talking back"—it "seeks to challenge and change the world, not just contemplate it" 

(Wolcott & Gough-Dijulio. 1997, p. 145). 

.•\n .\rena tor Generating Questions about Meaning and Relevance 

•Meaning in art holds a central focus in postmodern pedagogy. Students in 

postmodern art classes are encouraged to both express meaning in their own artwork, and 

decipher meaning in the anwork of others. Postmodern educators believe that it is their 

duty to "provide students with the skills and abilities necessar\' to interpret, analyze, and 

evaluate art" (Wolcott & Gough-Dijulio, 1997, p. 143). Students are encouraged to 

express personal and emotional reactions to ideas (Jones, 1997), and to use contemporary 

art as a tool to increase their understanding of our changing world—to deconstruct social 

structures that are accepted and taken for granted and understand the "relationship of 

truth to power" (Etland. Freedman. & Stuhr. 1996, p. 28). 

.\n education is no longer simply about mastering skills and media. There is less 

emphasis placed on "good" aesthetics or "good" design (Anderson, 1997; Efland, 

Freedman. & Stuhr. 1996). Although formal skills do still hold an important place in the 
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an classroom (Anderson, 1997), the study of art has also expanded to include learning to 

create meaning in art, and to understand the emotive and cognitive capabilities of art in 

order to form relevant connections between contemporary art and students' everyday 

lives (Wolcott & Gough-Dijulio, 1997). While aspects other than formal concerns such as 

artist's intent, personal associations, and viewers' own interpretations of meaning have 

begun to find their way into the art room, the formal elements and principles of art 

continue to hold importance in the classroom as well. Postmodernists believe that 

meaning and the formal, or visual elements of artwork are interdependent; the 

expressionistic and formal elements are just as important as the social and cultural 

contexts, and an evaluation of one cannot be made without the inclusion of the other 

(Etland. Freedman, & Stuhr. 1996; Wolcott & Gough-Dijulio. 1997). The difference 

between postmodernism and modernism in teaching the formal elements lay in the fact 

that in the postmodern classroom, students' analyses of the design elements and 

principles of a work of art can be subjective and complex rather than objective, as 

prescribed by modem modes of thought. The overall goal in postmodern art education is 

for students to discover how to make meaning in art, not just master the skills. Through 

anention to artist's intent, context, and personal experience alongside formal qualities, 

students learn to do just that (Wolcott & Gough-Dijulio. 1997). 

In postmodern education, it is not uncommon for discussions to revolve around 

students* personal and emotional reactions to ideas, and to address the temporality of the 

meanings of artworks. Rather than clinging to a modernist belief in universal meanings, 

students begin to recognize the fact that as people and societies change, so do perceptions 
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and interpretations of meanings in artwork (Wolcott & Gough-Dijulio, 1997). 

Postmodern classrooms also make use of lessons that address new kinds and 

combinations of media that students can use to reflect and relate to contemporary society. 

Another important goal in postmodern pedagogy is not only to encourage students 

to learn to make and decipher meaning in art, but to make meanings more relevant to 

students as well. Art critic Mario Cutajar criticized the postmodern art movement, 

deeming it a "strategy of adolescents trying to emerge from under the shadow of their 

formidable parents" (Barrett, 1997, p. 26). Despite its negative intent, one might take this 

comment and turn it around to point out that this makes the use of postmodern art 

e.xamples all the more appropriate for school settings as a means of communication that 

adolescent student-artists can examine and relate to. According to Wolcott and Gough-

Dijulio (1997), it is our duty as educators "to make art more relevant to students—that is, 

we must strive to bring the art world and the students' world together for better 

understanding" (p. 143). The study of contemporary art is a powerful way to not only 

provide students with a forum for expressing their ideas; it is also a way to help students 

understand their rapidly changing world. Throughout this process, it is important to keep 

in mind process-oriented teaching techniques in which the emphasis is not on the 

teacher's directions or on specific desired outcomes, but on the questions: "What do 

students learn from art? What makes art worthwhile and connected to their lives?" 

(Wolcott & Gough-Dijulio. 1997, p. 150). 
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Pedagogies Similar to Postmodernism 

With the changes that gave rise to the postmodern art movement, the societal 

shifts impacted not only the art world, but the field of education as well. Numerous other 

pedagogies came to life around the same time as the postmodern movement, sharing 

similar philosophies with postmodern thinking. Many have even been deemed 

synonymous with postmodernism (Applefield, Huber, & Moallem; 2001). As a result, 

they share many similar learning outcomes and philosophies regarding classroom 

environments. There are, however, a few important differences that distinguish 

postmodernism from the other pedagogies, which 1 will point out following the 

discussion of each. 

Discipline Based Art Education 

Discipline based art education (DBAE) shares some structural similarities with 

postmodern philosophy. Like postmodernists, advocates of DBAE seek to expand the 

focus of art curricula from a singular focus on art making, to a much broader scope that 

includes all four disciplines of art (art history, art criticism, aesthetics, and art 

production). This allows for examinations of context and dialogues about meaning in art, 

and accommodates a wider variety of learners, making art a subject for all students, not 

just those who have a desire to make art (Greer, 1997). Many theorists have advocated 

the use of a discipline-based curriculum as a way to achieve postmodern goals, however 

others disagree, claiming that the basic foundations of the four disciplines of DBAE are 
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still rooted in modernist ideals that conflict with postmodern objectives (Efland, 

Freedman, & Stuhr, 1996). 

Efland, Freedman. and Smhr (1996) point out some of the flaws in discipline-

based thinking. Art criticism in DBAE, they claim, often focuses on points of agreement 

among critics, rather than on disagreements within the profession, and rarely considers 

the opinions of the public or students. The language typically used in art criticism also 

tends to be exclusive and rather one-sided. Many critics use descriptions of so-called 

feminine traits such as "delicate" or "decorative" (p. 103) as a basis for negative 

judgments. Discipline-based art history is also loaded with subtle value judgments, 

presenting the history of art as a logical sequence of evolving artistic styles, each 

developing (i.e.. progressing) out of the previous styles. 

Postmodernists argue that there must be "profound changes of meaning" (Efland. 

Freedman. & Stuhr. 1996. pp. 47-48) at the core of DBAE in order for it to mesh with 

postmodern goals. Art histor\'. for example, should be viewed as "unstable, nonlinear, 

culturally integrated, identity specific, and highly interpretive" (Efland. Freedman. & 

Stuhr. 1996. p. 48). Rather than simply addressing the superficial issues of how each style 

evolves from another, art history should include a deeper exploration of how the changes 

in artistic stvie reflect changes in society. In art criticism, when discussing the work of 

Van Gogh, for example, rather than describing his style as an expression of the artist's 

isolation and anguish, postmodernists would focus more on the influence that Japanese 

prints and imagery from popular culture had on Van Gogh's style. Furthermore, 

postmodernists argue that a greater blurring between the four disciplines and other 
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subjects should occur (Efland, Freedman, & Stuhr, 1996). While DBAE has been laid out 

in many articles with an emphasis on western canonical works of art and formal analyses 

over examinations of context, this is not necessarily a structural flaw of the approach 

itself, but rather a glitch in the way it has been applied. 

Cooperative and Collaborative Learning Theories 

The same societal shifts that inspired the overhaul in art educational pedagogy 

also caused widespread changes in the workforce, which in turn affected the field of 

education in general. More and more employers began to seek job candidates who 

possessed strong teamworking abilities, and new educational standards were being 

written nationwide to reflect the changing needs of the professional world. The 1991 

report from the Department of Labor Secretary's Commission on Achieving Necessary 

Skills (SCANS) stated that as the workplace is becoming more knowledge-based, 

interdisciplinary, and distributed across time and space, communicative skills are 

becoming more highly valued. Organizations such as the National Council of Teachers of 

Mathematics (NCTM) and the National Science Education Standards (NRC) have since 

adopted collaborative and cooperative learning as standard for education (Barron, 2000). 

Zemelman. Daniels, and Hyde (1998), after compiling a list of commonly shared goals 

among major educational organizations, reported that •'virtually all the authoritative 

voices in each field [of education] are calling for schools that are student-centered, active, 

experiential, democratic, collaborative, and yet rigorous and challenging" (p. viii). 
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In general education, numerous philosophies of cooperative and active learning 

surfaced around the same time as postmodernism. These theories have been known as 

generative leaming, situated learning, authentic instruction, sociocultural theory of 

learning, constructivism, mutual inquiry, cooperative leaming and plain old "excellent 

teaching" (Applefield, Huber, & Moallem; 2001; Wolcott & Gough-Dijulio, 1997; 

Leonard & McElroy, 2000; Doll, 1989; Barrett, 1997). Like postmodernism, these 

approaches emphasize dialogue and the importance of context, and de-emphasize 

individual genius, replacing it with a sense of community (Wolcott & Gough-Dijulio, 

1997). 

On the surface, these approaches share many similar methodologies with 

postmodern teaching, and therefore also reap many of the same positive leaming 

outcomes. In these approaches, as in postmodern teaching, the teacher's role is that of 

mentor, helping learners form their own knowledge and meaning through social 

interaction, dialogue, and authentic leaming tasks (Applefield, Huber, & Moallem; 2001). 

The student-centered nature and emphasis on active leaming advocated by these theories 

is designed to accommodate diverse student abilities, interests, and backgrounds, and lets 

students leam at their own pace (Wolcott & Gough-Dijulio, 1997). As in postmodern 

pedagogy, lessons are designed to have more than one solution, and require students to 

explain their thought processes and use group problem-solving strategies (Leonard & 

.McElroy. 2000). .As a result, students leam to help each other in the leaming process 

rather than compete, and leam to Urust and value their own and others' questions and 

answers (Doll. 1989; .Applefield, Huber, & Moallem; 2001). Student empowerment in 
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these pedagogies is also an important goal. The classroom functions as a democratic 

environment in which students have a choice of assignments and lesson plans. The 

theories are also, like postmodernism, very process-oriented. They view the process of 

learning as more important than a prescribed set of facts, and focus not on closure, but on 

flexibility in finding alternative pathways (Doll, 1989). 

Because of the similarities in their approach to teaching, the benefits that studies 

have shown stemming from these methodologies can also be applied to postmodern 

teaching. Numerous research studies have indicated that the emphasis on dialogue and 

discussion in these types of collaborative and student-centered classrooms leads to 

increased understanding and a sense of student empowerment (Leonard & McElroy. 

2000; Wolcott & Gough-Dijulio. 1997). and also helps provide students with equal 

opportunities to learn (Leonard & McElroy. 2000). The presence of on-going dialogue 

also helps teachers assess what students understand, and what their perceptions or 

misconceptions may be. This format also encourages students to appropriate and be 

inspired by others" ideas and ways of thinking, thereby helping them to generate a wider 

variety of ideas and solutions (Applefield. Huber. and Moallem; 2001: Leonard & 

McElroy. 2000). In addition, research has shown that students retain more information 

when they are actively engaged in the learning process (Leonard & McElroy, 2000). 

Due to the similarity in methodologies, postmodernism does revel in many of the 

same benefits in learning outcomes as the other cooperative learning theories. 

Postmodern pedagogy differs from the others in one major way, however. Teachers using 

postmodern pedagogy advocate the use of cooperative and active learning methodologies 
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as a means to achieve their primary goal: to be a catalyst for changing the ways that 

students think about the world. Postmodernists use cooperative learning as a means of 

highlighting individual differences, thought processes, and opinions. They seek to undo 

the notion that "everv'one thinks like 1 do" and increase students' acceptance of 

differences. Postmodernists use active learning techniques not just because research 

shows that students retain more information, but as a means of creating critical thinkers 

who will question the world around them and deconstruct the realities that they are 

presented with, and have a desire for social change (Efland, Freedman, & Stuhr, 1996). 

Feminist Pedagogy 

Feminist pedagogy, like postmodern pedagogy and other cooperative learning 

theories, encompasses collaborative and active learning techniques. It advocates the role 

of the teacher as a facilitator rather than an autocrat, and the inclusion of group and 

cooperative learning activities in which students function as experts in the learning 

process. It also stresses the importance of on-going dialogues, and democratic classroom 

em ironments in which students have a hand in the decision-making processes (Kimmel, 

1999; Elting, 1999). 

It also shares additional similarities with postmodernism in that feminist 

pedagogues make a concerted effort to provide authentic learning activities and make use 

of narratives and journals as part of the curriculum. At its core, feminist pedagogy, like 

postmodernism, is based on a desire to "highlight the experiences of marginalized 

people" and to use assignments that "engage students in social-change efforts" (Kimmel, 
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1999, p. 60). The two theories are extremely similar in their emphasis on change, critical 

thinking, and empowerment, and only differ primarily on the fact that feminist pedagogy 

naturally bases its utmost concerns around gender issues and the female experience. 

^^^^lile feminist pedagogy, like postmodern pedagogy, oftentimes includes a "more 

generalized concem for virtually all forms of domination" (Collins & Sandell, 1997, p. 

194). it does so because of an underlying concem for gender issues "recognizing that 

•women fill the ranks of every category of oppressed people'" (Collir« & Sandell, 1997, 

p. 194). 

Summary of Postmodern Pedagogy 

.-Ml in all. due to the postmodern belief in multiple solutions, it also follows that 

postmodernists believe that there is no one singular way to teach art. One can therefore 

encounter postmodern curricula throughout the world that may or may not share some, 

most, or all of the characteristics that have been mentioned in this chapter. The definitive 

basis of a postmodern curriculum however, is a "questioning of long-standing 

interpretations by focussing on content selection to heighten points of conflict" (Efland, 

Freedman. &. Stuhr, 1996, p. 92). The purpose of postmodem pedagogy is not to simply 

discard and undo modernist ways of thinking, but instead to recycle and re-evaluate 

modernist goals and methods of teaching. "An education built on multiple perspectives 

promotes critical thinking, acceptance of and tolerance for difference, and opportunity for 

the practice of democratic action, and a re-evaluation of our ecological responsibilities" 

(Efland, Freedman, &. Stuhr, 1996, p. 138). It is on based on these principles that I 



designed a lesson incorporating elements of px)stmodem pedagogy, which will be the 

focus of this study. 

In the next chapter I will be discussing the lesson itself, which was the focus of 

this study. Chapter Three will include descriptions of the participants in the lesson, the 

postmodern elements included in the lesson, and the methodology for gathering data. 
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CHAPTER 3 

THE FORMULATION OF A POSTMODERN CLASSROOM 

In this chapter I will discuss the study itself—a look at a first-year teacher's 

attempt to incorporate postmodern concepts into a Beginning Art lesson. I will begin by 

describing the context of the study—the classes and the participants. I will then discuss 

the elements of postmodernism that I chose to incorporate into the lesson in order to 

answer my first research question: what are some ways that postmodern methodologies 

can be applied to lessons? Finally. I will describe my research methodology and my plan 

for gathering data. 

Introduction 

First year teachers, they say, are typically bogged down in what Arends (1998) 

referred to as the "sur\ ival stage" of teaching (p. 21). Much of their time and efforts are 

spent dwelling on classroom management concerns and just trying to keep their heads 

above water. It is rare that teachers are really able to focus on the quality of their teaching 

until the third or fourth year of teaching. As a first year teacher, just as Arends predicted, 

I did spend a great deal of time preparing for class and just trying to maintain my sanity. 

Classroom management was a huge area of concern (I often had nightmares about 

teaching and w oke myself by yelling out students" names in my sleep), however I vowed 

to do everything in my power not to let the quality of my teaching suffer at the hands of 

other concerns. I wanted to be able to incorporate the philosophies Td learned about in 
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my coursework, and to reflect on and refine my lessons in order to create a safe and 

authentic learning environment and best suit the needs of my students. 

I wanted to make art a meaningful and relevant experience for all of my students. 

I wanted it to be a forum where they could express their ideas and learn about those of 

others, where they could apply prior knowledge of contemporary society and history, and 

learn to be supportive of their classmates. I had an idea as to how to attempt to do this— 

by including elements of postmodern pedagogy into my lessons— but 1 did not know how 

well it would work. 1 therefore decided to create a qualitative research study of a lesson 

in order to reflect on and assess my use of postmodern elements and my teaching 

practices in general. 

Description of the Class and the Participants 

This study took place at Catalina Foothills High School, an upper/upper-middle 

class high school in Tucson, Arizona. The school district contains the highest overall tax 

income level in the state of Arizona, and the majority of the student population is very 

academically motivated and comes from highly educated families. There is a high degree 

of parental support within the district, and there are high expectations of teachers from 

the school district, high school administrators, parents, and students. 

The art program at the high school is fairly strong. In a school of 1.750 students, 

there are five art teachers and seven different art classes offered: Beginning, Intermediate, 

Advanced, and Advanced Placement (AP) Studio Art (which serve as a broad 

introduction to two- and three-dimensional media, art history, and art criticism); 
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Ceramics and Sculpture; and Graphic Design I and II. All courses (with the exception of 

Ceramics and Sculpture, which may be taken for a semester or a year) are year-long 

classes, and all students must take Beginning Art before they may take any other art 

courses. 

Throughout the year, 1 taught three Beginning Art classes. The students in all of 

the classes ranged from ninth to twelfth grades. I planned to implement the lesson that I'd 

designed for this research project in all three classes, however I decided to focus only on 

my si.xth period class for the actual study. Sixth period was on average my oldest and 

most mature class. It consisted of 16 girls and 10 boys: two freshmen, 14 sophomores, six 

juniors, and four seniors. They tended to have very few disciplinary issues, and stayed 

focussed and on-task during the majority of class time. While my fifth period class 

tended to be dominated by a handful of loud, disruptive students, and seventh period 

consisted largely of ninth graders still adjusting to high school life and students with 

various learning, emotional, and physical disabilities, the students in sixth period had the 

focus and patience to remain on-task and use their class time to produce high quality 

work. The students in sixth period also tended not to be focussed solely on grades, but on 

the quality of their work. 

While the inclusion of fifth and seventh periods would have provided a broader 

scope and more diverse population for my study, I decided to focus only on sixth period. 

My preoccupations as a first year teacher with classroom management issues manifested 

themseh es tenfold in fifth and seventh periods. I spent the majority of my time worrying 

about how to get students to sit down, reft^in from being disruptive, and clean up 
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properly, rather than thinking about the content of the lesson. In sixth period, on the other 

hand, because the students worked conscientiously on the assignments without much 

prompting, I had time to reflect on my teaching and the effectiveness of the methodology 

and content. While the inclusion of fifth and seventh periods would have resulted in more 

data regarding the use of postmodern pedagogy with students with various disabilities 

and behavioral issues, the chaotic classroom management situation detracted from the 

actual lesson and the methodologies in question in those two classes. 

Planning Stage: Shaping the Lesson 

My brain swimming with loads of information and ideas, I asked myself, "Where 

do I go from here? What will I teach, and how will I teach it?" I began to ponder one big 

question from Wolcott and Gough-Dijulio's (1997) article that kept echoing in my head; 

"What makes art worthwhile and connected to [students'] lives?" (p. 150). In answer to 

that question. 1 decided that one simple way to make a lesson relevant to students' lives 

would be to shape it around something that they knew a lot about and cared a lot about— 

themselves. I would give them an autobiographical project. Drawing from what I knew of 

postmodern pedagogy. I began to form other ideas about how to make the lesson 

meaningful and worthwhile. Postmodern notions of little narratives, empowerment of 

underrepresented groups, deconstruction of the artist as individual genius, new kinds of 

media, and importance of context and meaning flowed through my head until finally I 

landed on a possible answer to Wolcott and Gough-Dijulio's question. I decided to 
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combine all of those ideas into a collaborative printmaking and bookmaking lesson based 

on the work of Elizabeth Catlett and the theme of personal narratives (see Appendix A). 

According to Applefield, Huber, and Moalletn (2001), the first step in planning a 

lesson is to come up with a complex and authentic problem. The second step is to define 

instructional goals and objectives. As I had already done the first step, I then wrote a set 

of goals for the lesson, thinking about what I wanted students to learn. The overall goal 

that I hoped to achieve was to empower students with the opportunity to dispel 

stereotypes of teenagers by telling personal narratives, and to leam how to 

communicate—both through their work and with each other. In order to achieve this goal, 

I came up with five objectives to implement in the lesson. Not only would students use 

personal narratives as the content of their art, they would also use collaborative processes 

to interpret and make art as a means of dispelling the idea of artist as lone genius. 

Students would also attempt to use art as a form of communication in which they could 

communicate their individual differences, and select and use a variety of media to aid in 

the conununication process. The final objective was for students to become competent in 

the technique of relief printmaking and produce an edition of their print. Through the 

combination of the objectives, I hoped that students would acquire a postmodern desire 

for social change during the course of the lesson, which would manifest itself in two 

ways: first, in a desire to change the stereotypical perceptions that society has of 

teenagers by sharing their personal narratives, and second, to change the dynamics of the 

classroom by taking more control over the choices and decisions behind their work. 
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Personal Narrative 

•'Teachers should select tasks that promise to engage all students" 
(Leonard & McEIroy, 2000, p. 240). 

What is a topic that is engaging and interesting to all students? My hypothesis was 

that a topic related to students' lives, and of their own choosing would be something that 

they'd be interested in. I decided to have students come up with a personal narrative 

based on an event from their own lives. This, 1 felt, was a way to help students form a 

connection between art and their everyday lives, and to make art more interesting and 

relevant to their world so that they might understand it better (Wolcott & Gough-Dijulio. 

1997). It was also a way for my students— teenagers, whom I view as an 

underrepresented group—to have an opportunity to tell their stories and to be heard 

(Jones, 1997), and to make an effort to break free from the stereotypical notion that many 

people have of teenagers. 

In order to introduce this portion of the lesson, 1 planned to show the class some 

reproductions of prints by artist Elizabeth Catlett. then ask them to make educated 

guesses as to the kinds of personal narratives she was telling through her images and the 

time period in which she was working. I also planned to show students samples of my 

own anwork, sharing with them my own personal narratives that the prints were based 

on. My intent was for students to become familiar with ways that artists can express 

narratives and issues that are important to them through visual imagery. 1 then planned to 

make the information relevant to the students, and to the assignment at hand by asking 

them to start thinking of stories from their own lives that they could tell through a print. 
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In addition to using narratives as a means of making art relevant to students, I also 

considered the use of narratives a way of utilizing the postmodern idea of empowering 

underrepresented groups (Jones, 1997). In my mind, teenagers—my students—are an 

underrepresented group. Sure, teens hold a prominent and powerful role in the worlds of 

consumerism and advertising (Palladino, 1996), however how much power do they have 

in the political world and in the rest of society? In school? At home? When was the last 

time you saw artwork by a teenaged artist in a major gallery or museum? They are a 

group with strong opinions, who want to be heard, but often times are not. They are a 

group thai has been analyzed and characterized by adult authors and journalists in articles 

about Generation .X and now the Milleniai Generation. Palladino (1996) describes the 

stereotypes that many of us carry about teenagers: 

We tend to expect them to be hostile, indifferent, or messed up.... We look at 
their grungy clothes, their nose rings, their tattoos, and we think the worst. We 
hear snatches of their music and wonder what's the matter with kids today? (p. 
xiv). 

Many people have stereotypes about teenagers, thinking that all they care about are "their 

complexions, their appearance, their social life.... their legendary need to fit in with the 

crowd" (Palladino. 1996. p. xii). While there may be some truth to these generalizations, 

upon closer examination, we discover much more depth and individuality within this 

population than we'd ever imagined. Commenting on adults' misconceptions of teenaged 

life, one teen said. "They didn't have it as rough as we do, because back then you'd get 

into an argument, you'd just fight and it would be over.... Nowadays... they argue and 

they shoot you and that's it—there's nothing else to talk about" (Palladino, 1996, p. 257). 

Divorce, alcoholism, drugs, peer pressure, ailing parents... teenagers are real people with 
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real problems, and real identities, yet they rarely have the opportunity to voice their 

individual opinions to an adult audience, or to try to dispel society's generalizations about 

them. 

In this lesson. I decided to attempt to sensitize students to this point of inequity 

(Efland. Freedman, & Stuhr. 1996) by having them read and respond to two articles 

witten about their generation by adult authors. My goal was to encourage the students to 

begin to think critically about the way that society views and labels them (Efland, 

Freedman. & Stuhr, 1996; Wolcott & Gough-Dijulio; 1997), and as a result, to inspire 

them to want to tell their own stories in order to dispel stereotypes and show themselves 

to be individual human beings, rather than a mass generalization. 

Collaboration 

Based what I'd learned about postmodern pedagogy, 1 decided to turn this lesson 

into a group project tor numerous reasons. As an art teacher, I strongly believe in 

undoing the widespread modernist mystique of artists as individual geniuses. The belief 

that the ability to create an is an innate and God-given gift is a notion that can be 

incredibly discouraging for many students who lack the confidence or conviction to 

believe that they are the "chosen ones.*' AH too often in art classes, only those who are 

thought of as possessing natural talent are recognized and rewarded. Postmodernists point 

out. however, that the notion of recognizing artists for their individual talent is primarily 

a Western, and fairly recent, concept (Barrett. 1997). The implementation of a 

collaborative project, 1 decided, was a way to take the emphasis ofif of the individual—to 
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have students work together to produce a work of art for which no single student would 

receive more recognition than others. Because the collaborative efforts were geared 

toward de-emphasizing the individual, rather than toward merely increasing students' 

cognition or retention of the material, they are a reflection of postmodern ideals, rather 

than cooperative or collaborative theories of learning. My goal was to increase the levels 

of cooperation and collaboration, and decrease the levels of competition and isolation in 

the class. 

The project would be to compile a book of personal narratives and related relief 

prints The students would work in small groups (three to five members) to create a book. 

While each individual group member would make their own print and write their own 

narrative (1 wanted every student to learn the technique of printmaking, and gain the 

experience of making a narrative image), the students would work together to help each 

other come up with ideas for the narratives and images. They would also collaborate to 

come up with a theme for the book that would somehow tie all of the narratives and 

images together. Students thus had to share their narratives with each other, help each 

other proofread and edit, and brainstorm alternative ideas for narratives that would relate 

to the theme. Additionally, the inclusion of a variety of narratives from individual 

perspectives in the book would be a way to highlight individual differences within the 

theme, thus utilizing the postmodern urge to point out differences, and questioning 

society's tendency to lump all teenagers together into a single group with one identity. 

Listening to odier people's narratives was not only a way to expand society's concept of 

teens, it was also a way to broaden the students' minds. Most people have a tendency to 
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assume that everyone thinks like they do (Efland, Freedman & Stuhr, 1996). Hearing 

peers' stories was a way for the students to see that others don't always think exactly as 

they do 

The process of working in groups would also teach students to trust and value one 

another's questions and answers (Doll, 1989; Applefield, Huber, & Moallem; 2001). In 

addition, the small-group fonmat also tends to help students generate a wider variety of 

ideas and solutions, building new ideas from those of others and appropriating other 

students' ways of thinking (Applefield, Huber, & Moallem; 2001; Leonard & McElroy, 

2000) 

Snjdies of group work and collaborative approaches to learning recommend that 

teachers assign students to groups, carefully deciding which students will work together 

in order to maximize students' learning and interactions (Leonard & McElroy, 2000). For 

this lesson, I opted not to take Leonard and McElroy's recommendation, and chose 

instead to let students pick their own groups, basing that decision on the postmodern 

emphases on empowerment and democratic classroom environments. Because of the 

personal nature of the assignment, I felt that letting students work with partners that they 

chose themselves and felt comfortable with would make the collaborative process 

smoother, and would increase the likelihood that they'd open up and take risks with their 

personal narratives. 
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Art as Communication 

In postmodern art, artists frequently have a message or a story behind their work, 

often addressing concrete social or political issues, and creating art that functions as a 

dialogue between artist and viewer (Wolcott& Gough-Dijulio, 1997). In this lesson, the 

discussion of prints by Elizabeth Catlett and printmaking as a medium in general were 

particularly relevant for discussing the communicative properties of art. Catlett was a 

female African American artist, working in a time when there were few female artists, 

and even fewer African American artists. Her work would provide an opportunity to 

consider questions such as: what kind of an audience was she intending her work for "* 

What meanings was she trying to convey? How might the meanings change, depending 

on what kind of an audience is viewing her work'' 

The medium of printmaking in general could also lead to a meaningful discussion. 

Prints as a medium can be easily reproduced. Great quantities of one image can be 

rapidly printed and circulated. The images can therefore be seen by a wider audience, 

including everyday people who do not normally frequent art galleries and museums. 

Prints have historically been used in political posters, leaflets, and fliers, and have 

adopted a more communicative purpose, being used to convey meaning, rather than 

purely for aesthetic enjoyment. 

Following the discussion of Catlett's work, I wanted students to also get an idea 

as to how artists communicate meaning in art. I then planned, therefore, to have the class 

discuss ways that Catlett and other artists communicated through their imagery. Students 

would have a chance to view other works of art, discussing and analyzing the kinds of 
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shapes, lines, colors, and compositions that the artists had used in order to express 

meaning. 

In this assignment, because of the narrative component, the students' artwork 

would also act as a form of communication. They would need to apply what they'd 

learned from looking at the other works of art to their own sketches. Rather than creating 

prints for purely aesthetic purposes, the students would have to learn to make an image 

that related some meaning to the viewer and helped to express their narrative. Because 

students may often times think that their meaning is clearly communicated through their 

work, when in reality, it is not, I also planned to have students act as peer editors, reading 

one another's stories and giving each other suggestions to make their images more 

expressive. This, I hoped, would help students refine their communication skills, both in 

the written narratives and the symbolic imagery. Playing the roles of both peer editor and 

artist each student would gain the experience of having to consider what was unclear 

about a narrative or image and ways that the artist could make them more clear, and 

learning to see their work through someone else's eyes (see the rubric in Appendix A). 

Because the purpose of the books was to give students a chance to speak out 

against stereotypes, it was important that their audience be able to put themselves into the 

artists' shoes, getting a sense of die artists' personalities and being able to personally 

relate to their experiences. In addition to learning the skills behind printmaking and 

bookmaking, this lesson required students to learn how to create meaning in their artwork 

and make the work accessible to their audience. In this lesson, I hoped that students 

would begin to experience what it was like to work as a postmodern artist, working in 
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connection with society and other artists, rather than in the isolated and solitary world of 

the individual genius. 

Choice of Media 

The media used in this lesson also related to postmodern theory in several ways. 

While relief prints were one of the media used, students also had free range of any other 

kinds of media that they wanted to use in order to create the books that would house the 

prints. The fact that students were able to choose their own media was an attempt to give 

them more control over their artwork, again drawing from the postmodern emphasis on 

empowerment. It was my hope that with the increased level of student control in the 

decision-making process of this assignment, students would invest more of themselves in 

the work, showing high levels of interest and taking control of the major decisions, 

making it more relevant, and more important to them. 

The students were to choose media that would aid in the communication of their 

narratives and theme. Many students chose to use collage, a technique often used by 

postmodern artists. In their collages many students used popular imagery from magazines 

and mass media sources that related to their stories, but that also were something that 

ever\'day, pop culture audiences could relate to. 

The use of the book as a medium was also a way to make the work more 

accessible and inviting for the audience. Unlike a painting or drawing that hangs on a 

wall encased behind a layer of glass, a book is something that the audience can touch and 
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interact with. They can actively flip through the pages, using their sense of touch as they 

read the narratives and view the prints. 

Printmakine Technique 

A final goal in this lesson was for students to learn the technique of making a 

linoleum print, and learning how to print an edition. Because professional printmakers 

work in editions and must be capable of printing an image consistently for numerous 

times, I felt that requiring students to print an edition of their own would add authenticity 

to the assignment Taking inspiration from my university printmaking classes, which held 

print exchanges at the end of each semester, the students were each required to produce 

an edition of their print that contained enough prints to exchange one with each member 

of their group. 

While on the surface this might seem a fairly modernist and formal component of 

the lesson, most postmodernists believe that technical skills do still have a place in the 

classroom (Anderson, 1997). Rather than discard all modernist methods and ideas, 

postmodernists believe that we should simply add to and expand them. In this case, I 

decided to keep the modernist emphasis on technical skills of mastering a medium, but 

added the criteria that the images must express meaning as well (Efland, Freedman, & 

Smhr, 1996). Many postmodernists would agree that students must learn the technical 

aspects of a variety of media in order to be more effective in expressing the content 

within the work. The construction of meaning is most effective when students have 

considered not only personal experience, artist's intent, and context, but formal elements 



as well (Wolcott & Gough-Dijulio, 1997). The aesthetic aspect of art, while not more 

important than the other aspects, is what distinguishes art from other forms of social 

communication. "Defining, understanding, and using the aesthetic," writes Anderson 

(1997), "must continue to be a primary concern of art education.... It is these very 

elements that draw our attention to artful artifacts and performances, that cause us to 

focus, that engage our emotions and attention, that make artworks special enough to point 

us to their contextual and extrinsic value" (p. 70). 

Methodology 

The Reason for the Studv: Whv Do It? 

Learning to teach well requires being conscientious students of our own practice. 
(May. 1997, p 224) 

.\s a first-year teacher, I considered myself still a student... a novice or apprentice 

teacher with a vast amount of knowledge and experience yet to acquire. Learning to teach 

has been deemed a "life long endeavor" (May, 1997, p. 223) of which I was just at the 

beginning. As a teacher, I was not the only person affected by my lack of knowledge; it 

had great impact on my students, and on my department. For this reason, I felt that 

conducting a reflective study of my teaching practice was imperative, as it would have 

lasting benefits not only for myself, but for the hundreds of students I'd work with in the 

years to come There were also implications for the field of education. Leonard and 

McEIroy (2000) write; "Because the U S- public school population is becoming more 

diverse, additional knowledge about how cooperative learning affects the achievement of 



diverse groups of students is needed" (p. 244). I set out on my teaching journey with a 

philosophy firmly in mind (postmodern pedagogy). I had determined the ways that I 

would attempt to incorporate postmodern thinking into the lesson. The questions I had yet 

to answer, however, were: how would my students respond to the postmodern elements 

of the lesson? How would the use of postmodern strategies help to inform and improve 

my teaching practice'' 

Why Qualitative Research? 

The more 1 read, I found qualitative research to be compatible not only with the 

goals of the study, but with postmodernist ideals as well. Qualitative research deals with 

"naturally occurring, ordinary events in natural settings" (Miles & Huberman, 1994, p. 

10), which made it appropriate for use in a high school classroom, where spontaneous 

and unpredictable events can make it difficult to contrive the level of control needed to 

conduct a quantitative e.xperiment. Qualitative research is a "systematic process of 

describing, analyzing and interpreting insights discovered in everyday life" (Stokrocki 

1997, p 34), meaning that it takes place within a "real life" context, and is capable of 

thorough, holistic, and complex descriptions of situations as they occur over extended 

periods of time. The goal in qualitative research is to help the researcher understand how 

and why things happen as they do, rather than simply attempting to prove or disprove 

concrete hypotheses Qualitative research helps to reveal the "perceptions, assumptions, 

prejudgements, and presuppositions" (Miles & Huberman, 1994, p. 10) that people have, 

and helps draw connections between these and the rest of the day to day world (Miles & 



74 

Huberman, 1994). Qualitative research is thus a useful tool for researchers who are 

"attempting to develop new understandings of the construct" (DePoy & Gitlin, 1998, p. 

189), which is just what I was trying to do. 

Qualitative research methods also seemed particularly appropriate for a study of 

postmodern pedagogy, as they are congruent with many postmodern ideals. Qualitative 

researchers, like postmodernists, generally do not seek universals. Mary Stokrocki (1997) 

writes; "Most qualitative researchers are not interested in forming universal 

generalizations, but in generating concepts or insights for fuoire use" (p. 39). Similar to 

postmodernists, who attempt to highlight differences rather than constructing universals, 

qualitative researchers also tend to seek multiple and diverse perspectives, rather than one 

single answer (DePoy & Gitlin. 1998). 

Action Research 

Qualitative research is a broad term that encompasses many different types of 

research methods. It was therefore necessary to narrow my methodology down to a 

specific kind of qualitative research. Action research is a type of qualitative research that 

involves self-reflection and critique. It is "the study and enhancement of one's own 

practice" (May, 1997, p. 224). Action researchers rely on conscious and thorough 

reflection to analyze and refine all of the tiny nuances that are often overlooked in day to 

day activities Action researchers attempt to gain a better understanding of their practices 

and beliefs by becoming consciously aware of their thoughts and feelings as they plan for 

and conduct daily activities, and by paying close attention to what students say and do in 
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order to get a sense of how students are perceiving the material (May, 1997). The 

application of action research methods in this case would allow me to plan and teach as 

usual, while adding a means by which I could also reflect on and improve the lesson as it 

unfolded. 

According to Leonard and McElroy (2000), action research is a particularly 

effective research method for studying small group work: "One way to discover the 

benefits and challenges of using cooperative small groups is to engage in action 

research.. . Cases that present teachers with qualitative data from cooperative learning 

activities may provide insight that can be used to increase teachers' knowledge and 

students' opportunity to learn" (p. 240). Because a major component of the lesson in 

question was based on small-group learning, this made action research even more fitting 

for the study 

DePoy and Gitlin (1998) describe four values of action research. First, action 

research is democratic in nature: all individuals involved are included in the process. 

Second, action research is concerned with equity, ensuring that all participants are valued 

equally in the process. Third, action research is based on the notion of liberation, or 

decreasing oppression. Fourth, action research is geared toward life enhancement, or 

striving to help people reach and express their full human potential. The notions of 

equality, empowerment, and change described here seem to echo values advocated in 

postmodern philosophy. Action research therefore seemed all the more appropriate for 

use in a study of a postmodern lesson. 
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Participant Observation 

While I'd narrowed the scope of qualitative research down to the field of action 

research, action research was still a broad term that encompassed many different, more 

specific idnds of research (DePoy & Gitlin, 1998). Condensing my options further, I 

looked into participant observation and participatory action research. In both approaches, 

the role of the researcher is viewed not as an authority figure or expert who will study 

and enlighten the study participants, but as an equal partner whose goal is to participate in 

and learn from the community. "Participant Observation is a process of describing, 

analyzing, and interpreting an everyday activity to understand it more fully .... Participant 

Observation implies that the researcher is learning from people and not just studying 

them" (Stokrocki, 1997, p. 37). In these approaches, the researcher first defines and 

describes a problem, then analyzes and interprets the problem, and finally acts on their 

conclusions by formulating and implementing solutions to the problem. 

Participatory action research is an approach designed to "challenge and recreate 

power to liberate oppressed communities" by seeking focussed "efforts to improve the 

quality of people's organizational, community, and family lives" (Depoy & Gitlin. 1998, 

p. 270). It is based on the ideas of John Dewey (1929) who wanted to create an 

educational system where teachers and students could collaborate as co-investigators. 

Hilda Taba later took Dewey's ideas and implemented them through action research in an 

effort to improve the relationship between majority and minority groups through 

curriculum development. Participatory action research therefore often involves the study 

of panicipants in the decision-making processes of the research, study design, and 
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analysis of data (DePoy & Gitlin, 1998). In this study, while I planned to make the 

majority of observations and analyses myself, I also planned to give the students an 

opportunity to include their input by filling out a final questionnaire asking for their 

opinions of the lesson. 

1 decided to conduct the study during the second semester of the school year. This 

allowed for one prior semester in which to get to know the students and form a strong 

relationship with the class. "The quality of the data that are collected from people is often 

dependent on the investigator's ability to develop trust, rapport, and mutual respect with 

those being studied" (DePoy & Gitlin. 1998. p. 212). By spring semester 1 felt that 1 had 

developed a good rapport and a high level of comfort with my sixth period class, and felt 

ready to begin my study. 

Organizational Structures for Gathering Data from Observation 

In order to collect the data, 1 formulated a set of questions that 1 felt would help 

me analyze the implications of the lesson. The first behavior that 1 wanted to observe was 

students' sense of empowerment. I thought that if the students felt empowered by the 

lesson and found it relevant to their lives, they would show high levels of motivation and 

engagement with the assignment, going above and beyond the criteria, and showing an 

internal desire for quality, rather than an external desire for an "A" (Arends, 1998). 1 also 

felt that the depth of their narratives would reflect their sense of empowerment by 

gauging whether or not they had really related what it was like to be a teenager, and/or 

who they were as individuals. The questions that I came up with were: 
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1. How engaged and interested do students seem? 
2. What levels of motivation can be described? 
3. To what extent do students seem to be skimming the surface with superficial 

issues, or drawing from personal experience and expressing issues that really 
relate to what it's like to be a teen? 

4. How do the students seem to be handling the process of coming up with 
images that relate to the narrative? 

These questions served as an organizational structure for my field notes regarding student 

empowerment (see Appendix C). 

I also wanted to reflect on the effectiveness of the collaborative aspect of the 

lesson. In order to do this, 1 decided to analyze the levels of rapport and collaboration 

within the groups and the classroom environment in general (see Appendix B). My 

questions for this were: 

1. How can the levels of group participation be described? 
2. How can the group dynamics be described? 
3. How well are students working collaboratively (is there a dialogue among 

peers? Are they sharing ideas and helping one another?)? 
4. What evidence is there of students' comfort level in class? (Do students seem 

threatened by this assignment, or does the classroom seem like a safe 
environment in which to express personal concepts?) 

5. To what extent do students voice their opinions and participate willingly in 
class activities and discussions? 

6. What problems arose in the course of the day? What are some possible 
solutions? 

Keeping in mind DePoy and Gitlin's (1998) recommendation that "description, 

not interpretation is the fu-st step" (p. 220) in data collection, I set about teaching the 

lesson and decided to keep a thorough journal with descriptions of my observations from 

the course of each day. According to DePoy and Gitlin (1998), there are two basic 

components of field notes: the recording of events, observations and occurrences; and the 

recording of the researcher's own impressions, feelings, hunches, and expectations. I 



79 

began my journal notes recording my descriptions and notes to myself on separate halves 

of the pages (see Appendices B, C, D). During the first two days of instruction, I also 

asked a colleague to come and observe and take notes in addition to my own, in order to 

obtain a more objective perspective on the lesson from an experienced "master" teacher, 

and a more thorough account of students' observed responses to it (see Appendix E). 

Collection of Data from Student Questionnaires 

I also decided to include a student questionnaire at the end of the lesson in order 

to get students' input on the lesson as participants in the study (see Appendix F). Because 

I was using a student-centered approach to teaching, I felt that it was imperative to 

consider their opinions in my assessment of the lesson, rather than just formulating a one

sided opinion as to what 1 felt was best for them. This decision was based on a technique 

used by feminist researchers, who "strive to recognize and respect diversity, attempting to 

converse with' rather than 'speak for others" (Collins & Sandell, 1997, p. 203). The 

decision was also congruent with the basis of participatory action research, which states 

that those who experience a phenomenon are the most qualified to investigate it" (DePoy 

& Giilin. 1998. p. 130). Also, as someone attempting to be a postmodern pedagogue, it 

was important to empower students to voice their opinions about the lesson. 

The questions on the student survey, in keeping with qualitative methods, were 

open-ended, allowing participants to elaborate on issues that they thought were important 

(DePoy & Gitlin. 1998). They were designed to encourage students to reflect on the 

process that they went through during the lesson, from the initial stages of coming up 
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with an idea, to making the prints and the books, to working with a group, and basing the 

artwork on a personal narrative. It included a rubric to help students assess the 

contributions of their group members on a scale of 1-7 (see Appendix F). The 

questionnaire also asked what students liked, and what they found difficult about the 

lesson in order to get an idea of what can be done to change or improve the lesson for 

future use. 

Collection of Data from Student Artwork 

The final source of data that 1 included in my analyses was the artwork itself (see 

.Appendix G). Slides of the artwork and photocopies of the narratives provided insight 

into students" levels of collaboration and communication with each other, and their levels 

of interest and motivation (through the extent to which they surpassed the loose criteria of 

the assignment in order to produce high quality results). I gauged students' collaborative 

efforts by assessing the levels of unity that appeared throughout the book, showing how 

well students had shared and discussed ideas with each other (see figure 1.1). Their levels 

of interest in the project were seen in the amount of detail in the books—to what extent 

they'd surpassed the minimum criteria in order to create a quality work of art (see figure 

2.1). The narratives helped provide data as to how well students grasped the conceptual 

nature of the assignment, depending on whether individual narratives fit within the 

theme, retlected individual ditTerences within the theme, and related what it's like to be a 

teenager. 
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Analysis of Data 

In order to triangulate the data, I organized the data from the four sources (my 

observations, my observer's observations, the questionnaires, and the artwork) within six 

charts. Each of the charts focussed on one aspect of the lesson as mentioned in Chapter 

Three: personal narrative (see Appendix H), collaboration (see Appendix I), art as 

communication (see Appendix J), choice of media (see Appendix K), printmaking 

technique (see Appendix L), and problems in relation to postmodernism (see Appendix 

M). I then compared the data within each of the six areas, looking for correlations among 

the various t\ pes of data. 

Conclusion 

Having decided how to incorporate elements of postmodern theory into my 

lesson, and how to go about gathering the data, the next chapter will focus on the data 

itself. In Chapter Four I will attempt to answer my second research question: how did 

students respond to the postmodern elements of the lesson? The data will be analyzed as 

it pertains to each major component of the lesson as described in this chapter: personal 

narrative, collaboration, art as communication, choice of media, and printmaking 

technique. Chapter Four will conclude with a reflection on the problems that arose with 

the postmodern components of the unit. 
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CHAPTER 4 

STUDENT RESPONSES TO THE LESSON 

Introduction 

In Chapter Three, I described and presented my findings for my first research 

question; what are some ways that postmodern methodologies can be applied to lessons 

to create a safe and authentic learning environment? In this chapter, I will describe and 

present my findings for my second research question: how did students respond to the 

postmodern elements of the lesson? The chapter will conclude with a reflection on the 

problems that arose with the use of postmodern elements in the unit. My final research 

question, implications for my future practice, will be discussed in Chapter Five. 

The Data 

In keeping with the student-centered nature of postmodern approaches to 

teaching, it was necessary not only to analyze my thoughts (as a teacher) regarding the 

outcome of the postmodern elements of the lesson, but to consider students' reactions to 

those elements of the lesson as well. The data discussed in this portion of the chapter 

comes from four sources: my perceptions and observations of students' actions during the 

lesson, my observer's perceptions and observations of the students" actions during the 

lesson, students' written responses to the questionnaire, and the actual artwork that the 

students produced. In order to triangulate the four types of data, I organized them within 

si.x charts, each focussing on one postmodern element of the unit: personal narrative 

(.•\ppendi.\ H), collaboration (Appendix I), art as communication (Appendix J), choice of 
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media (Appendix K), printmaking technique (Appendix L), and problems and concerns 

that arose with the use of postmodernism (Appendix M). 

The Groups 

Due to the collaborative nature of this unit, a large portion of the data deals with 

the dynamics and behaviors seen within the individual groups. Prior to describing and 

analyzing the data, it is therefore necessary to provide background information about the 

various groups in the class. In keeping with the theme of empowerment, students were 

allowed to select their own groups. Each group was composed of three to eight members. 

The names of the students have been changed in order to preserve their anonymity. 

Group One 

Group One consisted of five female students: two seniors, one junior, and two 

sophomores. They were generally good students academically. Their art skills ranged 

between average to above-average levels. One member of the group, Carla, had 

demonstrated a slightly below-average artistic skill level in previous units. She tended to 

be fairly cynical and sarcastic, and throughout the first semester of the course she would 

often protest having to do the assigiunents, insisting, "I can't draw." She was generally a 

ring-leader in the group's dynamics— the group tended to employ a lot of sarcasm in their 

dialogues and tended to make fun of each other and individual group members in a 

joking, but sometimes potentially harmful, manner. While laughter always pervaded their 
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time spent in class, they were good at managing to use their class time effectively, even 

while socializing. 

Group Two 

Group Two consisted of five male students. Two were first-year students, one of 

whom was diagnosed as having both attention deficit disorder (ADD) and an emotional 

disorder. Of the other members, one was a junior, and the two sophomores were English 

Language Learners (ELL) who had previously lived in Korea. The members of this group 

tended to on the lower end of the academic curve in the class. Pete, the junior in the 

group tended to be introverted and withdrawn. He was often unresponsive to my attempts 

to converse with him or offer feedback about his artwork. In past units he had indicated 

that "Cs" were sufficient enough grades for him. Mark, the first-year student with ADD 

was garrulous and friendly, however his work habits were often inconsistent and 

unfocussed. The two ELL students, like Pete, were also often shy and withdrawn. They 

would usually talk with each other, but seemed embarrassed and reluctant to talk with 

anyone else, including me. 

Group Three 

Group Three was the largest group. While I had originally stipulated that the 

groups should contain no more than five members, this group of students pleaded to be 

allowed to form one large group. Its eight members were the athletes and cheerleaders in 

the class: six girls and two boys. Two of the younger female members of the group had 
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above-average artistic skills, while the other members' skills ranged from average to 

below average. The five sophomore girls in the group were excellent students with strong 

work ethics and high academic standards for themselves. The female junior, while 

seeming earnest in her desire to do well academically in the class, often spent more time 

sociali2dng than working. The two boys in the group gave the impression of being 

somewhat apathetic about the class assignments, but would generally complete them and 

do an adequate (though not outstanding) job. 

Group Four 

Group Four was the smallest and quietest group consisting of three sophomore 

girls, two of whom were twin sisters. As all three members of the group tended to be 

introvened. communication within the group was not as free flowing as it was in some of 

the other groups. Each of the members had fairly advanced art skills, and all had high 

standards for the quality of their own work, seeming a little reluctant to collaborate with 

anyone on their artwork. One member of the group who had been diagnosed with clinical 

depression was extremely pessimistic about her art, often mumbling, "I don't like it," in 

response to compliments on her work. She excelled academically in art however, despite 

the fact that she was struggling in her other classes. 

Group Five 

Group Five consisted of five members. Two of the members were boys (one 

sophomore and one junior) who were good students, mild-mannered, and easy to get 
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along with. Ben, the third male member of the group, was a sophomore with attention 

deficit hyperactive disorder (ADHD) who was failing the class and rarely managed to 

complete his assignments. His art skills were extremely below average (the fact that he 

had an older sister who excelled at art did not help his willingness to make an effort in the 

class). The two female members of the group were both good students, involved in many 

extracurricular activities and with pleasant, positive attitudes in the class. 

Personal Narrative 

Postmodern theor\' encourages teachers to help their students form connections 

between art and their everyday lives. In theory, the forming of coimections helps to make 

art more interesting and relevant to students' worlds and help them understand it better 

(Wolcott &. Gough-Dijulio. 1997). In this lesson, I chose to have students come up with 

personal narratives as the basis for their artwork not only to help form connections 

between art and life, and to make the subject matter more interesting and applicable to 

their lives. Through the use of personal narratives, I was also attempting to empower the 

students, as members of an underrepresented group of people (teenagers), to tell their 

stories and be heard (Jones, 1997). 

Connections Between Art and Evervdav Life 

Postmodernists believe that it is impossible to separate the content of art from 

ever\ day life (Barrett. 1997). Whereas late modem artists attempted in theory to distance 

their personal selves from the art objects that they created, postmodernists strive to 
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incoqDorate life into art, often dealing with real issues in popular culture. In postmodern 

approaches to art education, teachers strive to make art relevant and connected to 

students' lives (Wolcott & Gough-Dijulio, 1997). 

In this unit, in order to ensure that the narratives dealt with real, pop culture issues 

that were relevant to students' lives, it was important that the students chose the themes 

themselves. Students worked in groups to choose a theme that would voice what it's like 

to be a teenager (by selecting an issue or topic that was important or memorable to them). 

Each individual group member then came up with a personal narrative that was related to 

the theme and would become the basis for their artwork. The themes that the groups came 

up with were: First Times, Getting into Trouble, Embarrassing Moments, Trust, and 

Pressures. 

In the initial stages of choosing a theme, topics like "high school" were dismissed 

as "dumb" by students. The stereotypes of teenage life portrayed in the media and 

entenainment industries, they felt, were superficial and inaccurate. (One student cited an 

episode of "Dawson's Creek" as an example of the lack of realism portrayed in TV teens' 

life sagas. In the episode, a teenager was "dumped" by her boyfriend, only to end up with 

a new and better boyfriend at the end of the hour-long show.) The question was then, how 

could they accurately portray the lives of real teenagers? Group Five's solution was to 

base their narratives on "Pressures" that they'd faced in their lives. The individual 

narratives dealt with issues of drugs and peer pressure, sex, sports, overcoming shyness, 

and pressures to dress a certain way. 
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My original hypothesis was that because the personal narratives would help make 

the content of the unit more relevant to students' lives, they would show high levels of 

interest and engagement in the lesson. Much of the evidence gathered through my 

observ ations and those of my obser\'er support this. In the initial stages of forming a 

theme and coming up with narratives, the members of Group Two sprang to life. 

Normally quiet and reserved, during this phase of the project the group members talked 

excitedly about the theme they'd chosen: "Getting into Trouble." Even the quietest 

members of the group (the two ELL students who rarely talk to anyone but each other) 

participated in the sior% telling events. .-Xs 1 made my rounds to their group, the students 

were animated while they told their stories to me. 

In Group Three, students were also freely sharing stories with each other. Having 

chosen "Embarrassing Moments" as their theme, students jumped in with stories to tell as 

they recalled narratives that they could use for the assignment. With each story told, the 

members of the group responded with bursts of laughter. 

The majority of the students* responses to the questionnaire at the end of the unit 

helped to confirm my observations of high levels of interest in the project (see Appendix 

H). One student wrote. "Working with personal narrative was more interesting than 

previous projects. It gave us a chance to share our ideas, rather than follow a bunch of 

directions on how to draw a certain thing." Other students indicated that they thought that 

the personal narratives made the assignment interesting and fim. and that they thought the 

artwork was more interesting for audiences to read as well, due to the personal nature of 

it. Still others responded that they thought it was easier to make art based on a personal 
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narrative; since ttiey'd actually experienced the emotions and events, they knew exactly 

how to depict them. Others indicated that the process of coming up with a theme was 

difficult, but it made the artwork more meaningful in the end. One student echoed this 

sentiment with an added tinge of frusu-ation. writing that it was difficult because the 

event in her narrative had meant so much to her. yet she felt that she was unable to 

successfully convey that sense of importance in her imagery (see Appendix G, figure 

3.1) .  

Empowering Students to be Heard 

Teenagers as a group are often unheard and misunderstood by the adult world. 

Stereotypes perpetuated by the media and entertainment industries often create images of 

teenagers as glamorous, over dramatic, and preoccupied with trivial things such as the 

latest fashions and their love lives. While many television shows do address issues such 

as peer pressure, sex and substance abuse, they are generally resolved with happy and 

uncomplicated endings after thirt\' or sixty minutes. Because, as my students pointed out. 

these portrayals of teenage life are completely unrealistic, the use of personal narratives 

for this project provided an opportunity for students to tell of real concerns and interests 

that occupied their minds. 

The stories that the students ended up telling were as diverse as their personalities. 

They ranged from topics such as "the first time I saw the 'Rocky Horror Picture Show*" 

to "keeping secrets." Some of the narratives seemed to be geared towards portraying a 

certain image or identity that the students had created for themselves (a student's first 
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tattoo, starting a fire at school and getting suspended, the great football hero falling in 

love with a cheerleader). Other narratives revealed some of the awkwardness and 

insecurity that accompanies the teenage years: first time driving a car without parents 

present (and driving on the wrong side of the street), the giddiness and awkwardness of a 

first date, falling down the bleachers at a high school football game. Other narratives 

dealt with deeply personal events such as pressures related to sex and eating disorders 

(see Appendix G. figure 3.2). 

Collaboration 

In my brief experience as a teacher and a student of art. I have wimessed 

numerous an classes in which students worked in isolation, guarding their work from the 

eyes of others. These students, under the influence of modernist modes of thought, were 

driven by competition. tr\'ing to earn the teacher's praise and others students" envious 

admiration. Because they were driven by a desire to receive sole credit for having the 

"best" or most "originar* artwork, they lost the priceless opportimity that they had to 

benefit from the wealth of information and ideas that their peers potentially had to offer. 

In my classroom, therefore, I sought to create an environment in which students would 

support each other, build off of each other's ideas, and provide constructive feedback, 

rather than competing to have the "best" artwork or the most original idea. According to 

postmodern theorv-. cognition is, after all. a collaborative process (Applefield. Huber 

&Moallem. 2001). 
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Postmodernists also believe that the ability to think, talk and write about art holds 

just as much importance as the artwork itself. While the students in the class varied 

greatly in skill level, they all had gained experience in thinking and talking about art 

through various art criticism and aesthetic activities. Because the collaborative process 

required students to constantly discuss their work and help one another formulate ideas 

and solutions, I hoped that this would provide a forum in which all students would feel 

that they had something to contribute to the learning environment, regardless of their 

apparent level of skill in art production. 

According to postmodern theory, an additional benefit of using a collaborative 

approach was that it would help to dispel the modernist notion of artists as lone geniuses, 

and it would lessen the Western emphasis on recognizing artists for their individual talent 

(Barrett. 1997). In shifting the emphasis away from individual brilliance in art 

production. I hoped to see high levels of cooperation and collaboration, and low levels of 

competition and isolation among students. 

.A final phenomenon that I hoped to wimess in the collaborative process was a 

double sense of empowerment in which students would not only voice their own ideas, 

but also learn to trust and value the ideas of their peers (Doll, 1989; Applefield, Huber & 

Moallem. 2001; Leonard & McElroy. 2000). Along with this exchange of ideas, 1 hoped 

to see students building on and appropriating the ideas of their peers (countering the 

modernist notion of ownership of ideas), and thus generating a v^der variety of ideas 

(.Applefield. Huber & Moallem. 2001; Leonard & McElroy, 2000). 1 also hoped that the 
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range and variety of ideas would be reflected through differences amongst the narratives 

encompassed within each group's theme. 

De-emphasizing the Individual 

On the second day of the lesson, I informed the class that their grades for the unit 

would be group grades rather than the individual ones that they were used to getting (see 

Appendix A). Anxiety levels visibly rose at this announcement—students asked 

questions with hypothetical situations (what happens if one person does more work than 

another, what if someone doesn't do any work at all...) and protested that it wasn't fair to 

be graded on someone else's work. Once the initial protests had run their course and 

students began working in their groups, however, evidence of teamwork began to surface. 

Within the groups, students began to share narratives and ideas for themes. Students 

leaned over to help each other with ideas for imagery to portray the narratives. 

Eventually, students were even helping each other carve linoleum and print their 

individual prints for their pages of the book. 

For the most part, the levels of cooperation and collaboration were extremely 

high. There were a few instances in the initial stages of the lesson in which both my 

observer and I detected some counter-collaborative attitudes, particularly in Group Five. 

During the first day of the unit, one student, Ben, was acting as a "derailer," shooting 

down every idea that his group members came up with. Later when the group had finally 

selected their theme, one student in the group physically left the group and moved to a 

comer of the room in order to write her narrative. The ne.\t day another member of the 
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group brought her narrative to me to read and asked if I thought it was '^stupid" because 

her group members had said that it was. 

In Group Two there were more positive levels of collaboration occurring, 

however their efforts were not inclusive of all group members. While three of the group 

members spent a majority of the class time working individually on their linocuts, two 

members of the group actively experimented with new ways to paint sheets of rice paper 

for the book's pages. They discussed different possibilities then experimented with a few, 

each taking a turn at trying the different techniques. 

Within the other groups, however, full cooperation and collaboration were 

rampant. Group Three came to class with their narratives all in written form and 

proceeded to take turns reading each narrative aloud to the group for peer editing. 

Although the group members did not offer much constructive criticism for the narratives, 

they responded supportively by laughing at appropriate moments then complementing the 

author at the end. In other groups, several students brought in new kinds of paper and 

materials for their group to try printing on. Students helped each other refine ideas for 

imagery and page layouts, and helped each other find images and words to include in 

their Individual pages of the book. 

Even within Group Five, stronger collaborative efforts soon began to appear. 

Students helped each other come up with ideas for their pages of the book. Stan came up 

with the idea of using Nike's "Just Do It" logo for Ben's page about peer pressure and 

drug use. Upon hearing this, the other group members stopped what they were doing to 
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exclaim, "That IS a good idea!" and then added that the same saying would also go along 

with Stan's narrative about overcoming shyness. 

Students' written responses on the questionnaire validated my observations of 

high levels of collaboration within the groups (see Appendix I). Groups One and Three 

seemed to have the highest levels of collaboration. Some of their comments included: 

I think our group worked excellent together as a whole. We all inputted our ideas 
and worked on different things. 

We helped each member think of ideas of how they could portray [their narrative] 
into dieir print. 

I think that everyone contributed to the making of the book. Everyone had great 
thoughts and ideas and everyone worked well together. 

The evidence seen in their books also corroborates the students' assessment of their 

levels of collaboration. Though it was the largest group (consisting of eight members), 

Group Three's book e.xhibited impressive unity. Each narrative not only fit into the theme 

("Embarrassing Moments"), but was written in an agreed upon fairy tale style, beginning 

with "Once upon a time there was a girl/boy named ." All of the narratives were 

typed, and the students each incorporated elements of collage into their pages, including 

the use of special papers that were printed with images related to their theme. 

Group One's book also showed high levels of collaboration and unity. The 

members of this group purchased special theme-related and patterned papers to print on, 

and each narrative was also typed. Each member of the group had made separate pages 

for the narrative and print. Although each member's pages were fairly diverse in style, 

content, and imagery, the group successfully created a sense of unity and group 
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involvement in the decisions behind the book by painting the back of each page in a 

similar style (a solid colored wash layered with splatters of paint). One final reflection of 

the cohesion within the group was the group photo that the students included on the cover 

of the book. 

In other groups, there was some evidence of gaps in the levels of collaboration, 

but the overall levels of teamwork remained fairly high. Group Four, its members all 

quiet and introverted, didn't seem to have quite the levels of discussion that other groups 

had, however they still were seen helping each other with ideas from time to time. Their 

responses on the questionnaire reflected a sufficient amount of collaboration. When 

asked. "On a scale of l-IO how well did your group work together?" (ten being the 

highest), the students wrote: 

I think everyone in our group came up with ideas and made decisions. I think our 
group worked pretty well together so I would give us an eight. 

We all basically came up with our own ideas but we all helped each other on 
ideas. We made decisions together and all helped make the book e.xcept for the 
cover. I would give our group a nine because we worked really well together. 

I came up vath the ideas for the cover and did most of that. Susie and Tara went 
to buy the paper and we each did our own section. I'm not sure whose idea it was 
to use the transparencies. I would say eight because we didn't really argue or 
anything... more like we kept out of each other's ways. 

.Although they gave their group scores of eights and nines for their teamwork, some of the 

comments reflected thinking that still contained elements of an individualistic mindset. 

The last set of comments implied that at least one of the members had a definite 

awareness as to which member deserved credit for each of the ideas in their book (rather 

than just giving credit to the whole group for all of the ideas). 



The content of the narratives in Group Four also reflected a slight lack of group 

cohesion. While two out of the three narratives fit into the group's theme of "Trust," one 

of them was not clearly related to the theme. In the responses on the questionnaire, one of 

the group members indicated that she was aware that not all of the members' stories fit 

into the theme. It seems then that the group could have put more effort into working 

together to find a theme that fit all of their narratives, or to help the third member of the 

group come up with a narrative that better related to the theme. 

Aside from the one unrelated narrative, however, the rest of Group Four's book 

reflected strong collaborative efforts. The book was extremely unified in appearance (see 

.Appendi.\ G, figures I. I and 1.2). All narratives were typed and printed on transparent 

paper, then layered on top of various handmade papers that reflected the mood of each 

narrative. The prints were also layered on top of handmade papers. The consistent uses of 

media and layouts helped to achieve a semblance of high levels of collaboration within 

the visual aspects of the book. 

Group Five's comments on the questionnaire also reflected some lack of group 

cohesion, as did the evidence seen in their artwork, corroborating the lack of teamwork 

observed in the begiiming of the unit One group member indicated that although they 

had all helped with the ideas, a few students ended up doing most of the work. She rated 

the group's ability to work together as a score of three (out of ten). Another member gave 

the group a score of ten. writing, "Our group got along very well. Each member helped 

another for example, explaining tips on stamping, cutting out pictures for collages, etc. 

We all seemed to be able to come to a conclusion fairly and quickly," but then she added. 
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"Sometimes it was because of indifferences." That last comment, in addition to the 

comments of the first group member and the variations in the participation scores, 

indicated that not all group members seemed to have the same level of concern for the 

group's work. 

The book itself seemed to have been created using greater amounts of 

individualized, non-collaborative work than some of the other groups had. The pages 

were unified by the fact that they were all mounted on black construction paper, however 

other than that, there were few other unifying factors that had been implemented 

consistently throughout the book. Some of the narratives were typed, while others were 

hand-written. Some students had separate pages for their narratives and prints while 

others combined them all into one page, and while all of the narratives did relate to the 

theme, there was no unity to the writing format (some were written as narratives, others 

were just reflections on a topic within the theme, and one took the form of many 

disjointed, abstract paragraphs that hinted at a number of different topics), (see Appendix 

G. figures 1.3 and 1.4) 

Group Two. on the other hand, exhibited amazingly high levels of collaboration in 

the first two days of the project. Both my observer and I noticed high levels of 

enthusiasm and discussion. (Normally the students in this group were quiet and interacted 

very little with each other.) Even the two ELL students, who rarely spoke to anyone but 

each other, had shared their narratives with the group. After this point, however, the 

levels of collaboration slowly began to drop. Throughout the process of carving and 

printing linoleum, the students mostly worked individually. When prompted, they did 
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come up with helpful ideas and suggestions for each other, and some of the group 

members did help the others learn how to print, however for many of the class periods, 

there were significantly less art-related discussions occurring at their table than at other 

groups" tables. 

The evidence gathered from their book, when analyzed on its own, could be 

interpreted as an indication that there was a sufficient amount of collaborative effort 

occurring within the group—each page was painted with the same streaky, sponge-

painted technique, and members used the same layout for each of their pages. All of the 

narratives were hand-written on the front, the images were printed directly onto the backs 

of each page, and the cover displayed one of each student's print. When combined with 

my in-class observations, however, it became apparent that rather than reflecting a 

democratic, all-inclusive decision-making process, the unity in the book was brought 

about through not-so-democratic means. Many of the big decisions were made by only 

one or two of the group's more enthusiastic members. The same two students, Mark and 

Pete, came up with the idea and the technique for painting the pages. Their work was 

done at a separate table from the other group members, and when they'd perfected the 

technique they simply instructed the others how to do it, or even painted their pages for 

them. The same two members also made the decisions as to where the narratives and 

prints would go on the pages, and came up with the idea of putting one of each print on 

the cover of the book. 

The narratives themselves offered the biggest proof that Group Two's 

collaborative efforts were a bit deficient. The narratives of the three non-ELL students all 
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fit within the theme of "Getting into Trouble," however the two ELL students' narratives 

did not fit at ail. Some of the confusion may have been caused by the fact that on one of 

the first days of the lesson, the group decided to change their theme from "Schooling: 

Past, Present and Future" to "Getting into Trouble." One of the ELL students wrote his 

narrative about his last day of school in Korea; it therefore would have fit within the first 

theme, but not the second. The misunderstanding seems to reflect an apparent lack of 

communication within the group (perhaps the group failed to include the ELL students in 

the decision to change the theme). 

The Sharing of Ideas 

In this unit, one of the ways that I sought to undo the notion of "artist as solitary 

genius" and lessen the importance placed on "art stars" was to encourage all students, 

regardless of their artistic skill level, to conuibute ideas and suggestions to the group 

process. In order for this to work, students were also encouraged to trust, value, and build 

upon the ideas of their group members. 

In many of the units during the first semester of the class, the flow of ideas was 

mainly one-sided and autocratic. There truly wasn't a genuine "flow" of ideas in fact, 

because many of the conversations simply involved students asking questions that I'd 

then answer. There was little e.xchange of dialogue about possible solutions or ideas. I 

often found myself telling students specifically where to add value and how much to add, 

or which lines were not in perspective and how they could correct them. In this unit, 

however, the loose criteria and the focus on student empowerment made it possible for a 



100 

true dialogue to occur. Students had a strong enough foundation in the elements and 

principles of art to make informed decisions with their art, and this time, when students 

approached me with artistic dilemmas, I replied, "What does your group think? It's up to 

them to decide." 

In the early stages of the lesson, occasionally I'd hear a student using a sarcastic 

or hesitant tone when offering an idea before the group (possibly to avoid being made fun 

of should the group reject the idea). Despite the hesitation, however, almost all of the 

responses from group members were supportive. There were almost no instances in 

which an idea was rejected outright by a group, and before long, students began voicing 

ideas and suggestions with less and less hesitation. 

In the beginning of the lesson, students frequently approached me with questions 

about their work. Each time, rather than answering their question, I'd reply, "Let's go ask 

your group." In all cases, the other students in the group came up with e.xcellent 

suggestions (often times ones that I wouldn't have voiced had the student simply relied 

on my opinion). Before long, students began to turn to their group members more 

frequently to ask questions, coming to me less frequently. As the groups continued to 

progress through each phase of the unit I began to see increasing amounts of contributing 

and pooling ideas as students helped each other formulate and refine the imagery for their 

prints. Students also began to spontaneously offer each other suggestions. The group 

members in turn always accepted the suggestions with respect, and more often than not, 

acted on them. Frequently one suggestion would blossom into a group idea as other group 
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members would overhear a suggestion, then begin to build off of it until it grew into an 

even better idea. 

As the evidence of group cohesion grew, another change occurred. In the 

beginning of the unit, some students seemed to still value my opinion more highly than 

those of their group members (insisting on hearing my opinion before deciding whether 

to act on suggestions group members had given them). As time wore on, however, 

students not only came to trust and rely on the ideas of their group member, some came 

to value and respect the input of their peers more highly than they did my suggestions. In 

Group One. Erica, in distress, summoned me over to her table one day. She had car\ed 

out part of her linoleum that she wasn't supposed to carve and wanted to know what she 

could do about it. Because she was so distressed, I forwent taking the time to ask what 

her group members thought and offered a solution of my own. My suggestion that she 

car% e an outline around the image only made her slump farther down into her seat. 

"That's too hard!" she protested. Suddenly. Carla jumped in with another idea—to simply 

move the images to an area in the linoleum where she hadn't already car\'ed. .At this. 

Erica sat back up in her chair and said. "Okay!" then set back to work. On another 

occasion in the same group, as I walked around the room I paused to offer a suggestion to 

Jenna. She was working on a print that represented her first tattoo, and while it was a 

fairly interesting design. I thought that the lack of contrast in the textures made it seem a 

bit plain. I suggested that she think about areas where she could add different textures to 

break up the solid masses of black and white. "Do I haxe to?" she moaned. As I was 

about to reply. "You don't have to, but let's ask your group what they think," two other 
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members of the group jumped in and started giving suggestions as to the kinds of textures 

Jenna could add and places where she could add them, saying they'd look "cool." Jenna 

paused to think for a moment, then leaned forward excitedly adding another idea onto the 

ones her peers had just given. As I moved on to the next group, they were still deep in 

conversation discussing and refining the different possibilities. 

On still another occasion, Carla called me over to ask for a solution to an aesthetic 

problem with her imagery. In her drawing was a large stick of lipstick and a leg. She was 

bothered by the fact that it looked like the tip of the lipstick was touching the knee. Carla 

was a student with whom I'd struggled the previous semester. She constantly protested 

having to finish her artwork, insisting, "I can't draw. I'm not an artist." In this unit, 

however. I saw tremendous changes in her behavior—time after time she jumped right in 

offering sound artistic advice to her peers, and in this instance as well, before 1 could 

even answer her question, she answered it herself. Thinking aloud, she said. "Oh! If 1 

overlap the lipstick and the leg instead of just having them touch it'll look better." 

Students" comments on their questionnaires corroborated my observations of the 

exchange of ideas within the groups (see Appendix I). Many of them indicated that all 

members of the group had contributed ideas towards the project. One commented, "I 

liked working as a group because we worked well off of each other's ideas and helped 

each other brainstorm." Another student captured what, in my mind, was one of the 

biggest benefits of working in a group: "It was somewhat hard working with so many 

people and deciding what to do. but it was also good because we got that many more 

ideas and opinions on things." 
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The evidence in the artwork reflects the idea-sharing process. In many groups, 

students' ideas for their individual pages began as just that—individual ideas. Once other 

members learned what the plan was for one member's page however, they began adding 

more ideas to the original one and incorporating parts of all of the ideas into their own 

pages. The result was a semblance of unity in the kinds of media and imagery used, and 

in the formats and layouts of the pages. This can be seen to some extent in all of the 

groups" books (see Appendix G, figures l.l and 1.2,1.4 and 1.5). 

Differences within the Theme 

Despite the fact that each group had to relate their narratives to a particular theme, 

achieving variety within the theme was an important part of emulating postmodern 

thought. Postmodernists are not only accepting of differences; they celebrate them. 

Without a showing of differences within the themes, it would be nearly impossible for the 

books to function as a means of dissolving the stereoty pical notions about teenagers as 

being all the same. 

As students began to decide which narratives they'd tell, I wondered how I could 

emphasize the need for individual difference within the theme. As I began to hear some 

of the students' ideas, however, it quickly became apparent that there was no need to tell 

the students to seek variety because it was already in the narratives they'd chosen. No 

tw o narratives in the class were the same. While some of the narratives dealt with similar 

t> pes of intents (revealing insecurities, upholding a certain image, difficult decisions 

they've had to make), they were all reflections of the individual student who wrote them. 
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The imagery used to accompany the narrative also reflected the individual personality 

that created it. In the questionnaires, a few students pointed out the differences in their 

books: "Each of our papers has its own style and design that reflects the mood." "All of 

the sections have very different ideas, just like we have very different personalities, but 

we all have the same theme because we all have something in common." 

Art as Communication 

Postmodern art is often meant to serve as a dialogue between artist, artwork, and 

V iewer (Wolcott & Gough-Dijulio. 1997). The work is often intended to communicate 

something beyond its pure visual elements. This concept was something relatively new to 

students. Most of their previous assignments had focussed primarily on the visual and not 

much on the conceptual possibilities that art held. With this portion of the unit, my goal 

was for students to discuss and interpret artwork with a message in order to build their 

ability to think and talk about art, and leam to articulate ways that artists have gone about 

communicating with an audience through visual imagery alone. A second goal was to 

have students create art of their own that conveyed meaning and helped to open up a 

dialogue about what it's like to be a teenager. In order to do so, the students would need 

to make aesthetic decisions that revolved aroimd a concept, rather than purely aesthetic 

aspects. 
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Talking and Thinking about Art and its Contexts 

In order to get students talking and thinking about art and expose them to some of 

the ways that artists have expressed concepts through visual media, the unit began with a 

discussion of the prints of Elizabeth Catlett. I began by asking students to discern what 

Catlett's work was about. The smdents were responsive, volunteering answers to the 

questions and guessing that the work was about African-Americans, slavery, and/or Rosa 

Parks. Their first responses addressed the content of the visuals and the messages 

con\ eyed in the artwork. Students guessed that the work had been created during the 

Civil Rights movement, or during the time of slavery, describing the subjects of the 

images as serious, sad. and strong. Students were able to point to formal elements within 

the images that helped to convey meaning: the main subjects were larger than others and 

were placed near the centers of the compositions, facial expressions also conveyed a lot 

of meaning. One image used text that read "Colored Only" to aid in the conmiunication 

of meaning, however students said that they would have known that the image was about 

segregation even without the text, since the scene clearly depicted an African-American 

woman sitting in the back of a bus. 

.A.S students continued to expand on the messages conveyed in the artwork, I made 

an effort to validate all responses without definitively labeling any as accurate or 

inaccurate. (Postmodernists argue that while some interpretations are better than others, 

there is never just one correct interpretation for any piece of artwork.) The discussion 

then shifted so that students would begin to consider the audience of the artwork. In 

response to a question about who Catlett's intended audience was, several students 
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guessed •^vhite people," explaining that it seemed like the images were meant to educate 

or inform people about the injustices that black people faced in society. Others 

conjectured that the audience was society in general for the same reason. A few students 

guessed that ihey were intended for black audiences but could not explain why they 

thought that. .A. few others considered them simply documentaries with the sole intent of 

recording a moment in history without passing judgement as to whether the event was 

good or bad. .\fter having heard all of the responses, I supplied the artist's intent. During 

the time in which Catlett began her career, I told students, there was only one black 

university in the countrv- with an art department. There were few African American artists 

in the countr\'. and artwork that was made by African Americans for African .American 

audiences was almost non-existent. Catlett therefore decided to become an artist who 

would create amvork that was intended for a wide audience of viewers, but that African 

American viewers in particular could relate to. 

Ai this point in the discussion we were ready to shift to the concept of personal 

narratives. I attempted to connect the fact that teenagers, like Catlett, also belong to a 

group in society that is underrepresented and typically not very powerful. I again wanted 

to emphasize a collaborative, student-centered approach and content that was relevant to 

students" lives. For the purposes of this lesson, students would be making art that, like 

Catlett's, was geared toward a wide audience, and that many people could relate to. 

Students would achieve this by creating a work of art based on a personal narrative. I 

illustrated the concept of a personal narrative by sharing with students an artist's book I'd 

made based on narratives relating to the bumpy and never-ending journey of learning to 
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teach. Following the same foraiat of the previous discussion, I led a discussion of my 

narrative artist's book by asking open-ended questions as to who the intended audience 

might be, and what the purpose and content of the imagery was. 

In the ne.xt portion of the lesson, students broke off into groups. Each group 

received an image of a work of art with some sort of message and a worksheet with 

guiding questions to structure their discussion. Their job was to interpret the work 

(decipher meaning) based on their knowledge of history, culture and symbolic imagery, 

then support their ideas by describing the kinds of visual cues (lines, shapes, colors, 

subject matter) the artist had used in order to convey his/her point. The purpose of this 

activity' was for students to think about and discuss how some artists, and how they in 

turn, could express themselves through visual imagery, using art as a means of 

communication with an audience. 

.A.S I circulated from group to group, some groups debated about different possible 

meanings. A few students used joking or sarcastic tones when offering possible 

interpretations, however their answers were nonetheless plausible interpretations. My 

observer noted that students seemed eager to participate and took risks in their searches 

for meaning. When asked to support their interpretations, many groups had trouble 

verbalizing or identifying specific visual elements that the artist had used to communicate 

with the viewer, however they seemed comfortable taking a risk with incomplete or 

inaccurate answers, as long as they could e.xplain their responses. 

Most groups arrived at interpretations that were fairly close to the meaning that 

the artist had intended in the work. Several groups were not only discussing the meanings 



108 

of the images that they had, they were also drawing connections to local works of art or 

current events. The group with Picasso's "Guernica," after realizing that the painting was 

about the atrocities of war, made a present-day analogy to Sadam Hussein's use of 

biological warfare. Another group discussing a mural by Mike Rios drew a connection to 

local billboards in memory of the death of our university basketball coach's wife. Once 

students had thoroughly discussed the work, I filed in the artist's intent. Although I 

explained that there are many possible interpretations and that the artist's intent is only 

one of the many solutions, the groups seemed to view the artist's intent as the "correct" 

meaning, responding with comments like "Ooohh!" and "See!" or "Yes! We were right!" 

The Concept 

Having had the chance to analyze ways that artists have communicated using 

visual art as a medium, students now faced the task of having to apply what they learned 

to their own work. Their first step was to come up with a narrative for the basis of their 

artwork. While this may have seemed like a simple task (we all tell narratives every day. 

I reminded students), many of the students struggled with it. As my observer and 1 made 

our rounds to the various groups, it became apparent that many of the students had 

chosen topics but not narratives (when asked if they'd chosen a narrative, several students 

replied yes. and that they had chosen to "do" fashion, sports, cars, and other similar one-

word topics). 

In order to help students understand more clearly whether their subject matter was 

a true narrative or just a topic, I decided to have students put their narratives into writing. 
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as they would eventually appear in their books. This, after all, was the one of the most 

crucial steps in the formation of the artwork. The concept, I reminded students, in 

postmodern art is often times just as important (if not more important) than the physical 

artwork itself In this case, the concept needed to be in the form of a narrative in order to 

help the reader gain a sense of understanding as to what it's like to be a teen. 

In this unit, students were able to choose the media that they would use to make 

their books. Getting students to choose media and imagery that were conceptually 

relevant, however, was a struggle. Many groups, excited about the endless choices of 

media, began bringing in their own supplies to print on, however their ideas were 

primarily based on appearance only. Pete wanted to print on images of "Saturday Night 

Live's" the Church Lady (his narrative was about going to Catholic school). While it 

loosely tied to his theme, upon further questioning, he couldn't explain how it would 

convey the conceptual aspect of his artwork. Group One began excitedly printing on 

patterned origami paper, however upon questioning, they could not explain the 

relationship of the paper to their narratives either. 

Day after day. I emphasized the fact that the only criterion for the choice of media 

was that it should have conceptual relevance to the narrative or theme. Though it was a 

somewhat slow process, students seemed to gradually become more accustomed to the 

idea. As I made my rounds to each group asking about their media and its relationship to 

their concept, it seemed as though many students had initially chosen their materials for 

appearance, but when questioned were able to come up with a conceptual justification. 

One student, when asked what purpose the glitter served in her work stammered. 
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"Uhhhh..." and then lit up and said, "It's because my print's about the 'Rocky Horror 

Picture Show,' and the glitter goes with all of the glitzy stuff involved with that." 

Another student, when questioned about her use of brightly colored papers couldn't come 

up with any justification for her choice of paper (until I pointed out the fact that the 

bright, fiery colors she'd chosen complemented her imagery and story about the fear and 

pain associated with getting her first tattoo: a fiery sun). 

Ability to Communicate with an Audience 

Defining, understanding, and using the aesthetic... must continue to be a primary 
concern of art education.... It is these very elements that draw our attention to 
artful artifacts and performances, that cause us to focus, that engage our emotions 
and attention, that make artworks special enough to point us to their conte.xtual 
and extrinsic value. (Anderson, 1997, p. 70). 

Although the students had chosen their narratives and found a conceptual basis for 

their art. this alone was not enough to make a strong piece of conceptual art. Without a 

strong visual representation of the concept to intrigue audiences, after all, there would be 

nothing to entice viewers to examine the work further and convince them to actually read 

the narratives. In this aspect of the unit, the data seems to indicate that many students 

didn't entirely grasp this concept. 

Many of the students" prints, while related to the factual content of the narratives, 

did not convey the emotional drama contained within many of the narratives. Kristi's 

image of a key, for example, with symmetrical, triangular shapes carefully placed around 

the border, presented a logical and carefully-planned image which related to. but did not 

fully convey, the traumatic event that it represented (accidentally finding oneself driving 
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down the wrong side of a busy, divided road). Nor did the image of a megaphone with its 

border of organic, non-objective blobs convey the emotional impact of sliding headfirst 

into the girl of your dreams, knocking her to the ground, and falling instantly in love. 

The imagery that surrounded the prints and narratives in many of the books was 

more successful in conveying the expressive content of the artwork. Group Three's cover 

with its overlapping faces of people wearing embarrassed-looking facial expressions 

successfully conveyed their theme of "Embarrassing Moments." Group Five's cover used 

a collage of images and words to powerfully convey the emotional distress that 

accompanied their theme of "Pressures." 

Group Four's cover consisted of several quotations firom Disney movies that 

contained the word "trust" (the group's theme): "Do you trust me?" "Trust in me..." 

.Along with each quotation was a well-drawn image of the Disney character that had said 

the quoted phrase, posed in the same position he/she had been in when the phrase was 

uttered in the movie (see Appendix G, figure 4.1). While technically the imagery and 

phrases did relate to the theme, the emotional content did not seem entirely fitting for the 

content inside of the book. The fictional and child-like nature of the cover seemed rather 

trivial and light for the very serious and realistic issues housed within the book. 

There were a few additional problems found within the content inside of the 

books as well. In two instances, the messages portrayed in the print and the 

accompanying narrative seemed not to address the same issue. One such narrative 

described an event in which the student, after much deliberation, decided to turn down an 

invitation to go to the homecoming dance because she wasn't attracted to the boy who 
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had invited her (see Appendix G, figure 1.2). Her print, however, contained two 

intertwined roses inside of a champagne glass with the word "Intertwined" alongside it, 

seeming to hint at an idealized notion of romance and love, but not clearly related to the 

narrative that she included next to it in the book (see Appendix G, figure 2.1). (She 

obviously didn't feel "intertwined" with the boy in the story, since she turned down his 

invitation to the dance.) The imagery in the print was so carefully crafted that it seemed 

as if the print told the true narrative that she had in mind, but was too personal to put into 

words. Another student's imagery also told a story that the narrative did not. The images 

in her collage related to the pressures associated with sex and dating (a scantily clad 

woman with her legs straddling the text, images of couples and proms, a young girl 

wearing only a bra). The print, an image of a cartoon-like telephone with hearts around it, 

also hinted at teen romance and dating, but with a more iruiocent tone than some of the 

photographs in the collage presented (see Appendix G, figure 4.2). The narrative, on the 

other hand, addressed very serious and traumatic topics, switching back and forth 

between issues such as sex, alcohol, pregnancy, and eating disorders. The writing style 

w as abstract and impersonal, written in the third person as if none of the events had 

happened to the student personally. The sentences were vague and without detail, 

seeming to switch back and forth between the various topics without a clear sense of 

organization or logic. 

In their responses on the questionnaire, many students indicated that they thought 

their book reflected the concepts behind their theme and narratives well (see Appendix J). 

A few indicated that they felt that their print could have been more expressive or could 
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have reflected the narrative more, yet all of the students indicated that their books and 

pages in general did reflect the content of the narrative or theme. Aside from the previous 

two examples, I agree that many of the students eventually did do a decent job of making 

aesthetic choices that reflected the content. Students were able to justify their use of 

glitter (to represent the first time seeing the "Rocky Horror Picture Show"), brightly 

colored and fiery papers (to represent a first tattoo—an image of a flaming sun), and 

fabric splattered with paint (to represent a messy paint war). 

Choice of Media 

The media used implemented in this unit (with the exception of the relief print) 

were determined by the students. The fact that students were able to choose their own 

media was an attempt to give students increased control over their artwork, again inspired 

by the postmodern quest for empowerment. With the increased amount of control that 

students had over their work, they exhibited high overall levels of interest and 

involvement with the project and began to take more control over the decisions involved 

in it. 

In general, despite the lethargic lapse of energy in the middle of the unit, students 

responded well to the increased amount of control. While the first half of the unit bad 

gone off with a bang—students enthusiastic to share stories, carve linoleum, and print-

towards the end of the first half of the unit, it had seemed as if students were striving only 

to meet the absolute minimum criteria for the assignment, producing only a single print 

and a narrative to put into the book. Once they'd written their narratives and printed their 
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prints, I'd anticipated that students would enthusiastically begin to assemble their books, 

choosing and combining various types of media to use. Instead, students sat around, 

unfocussed. not using the class time that they had, and not trying to formulate ways that 

they could enhance their concepts further through the use of additional images and media. 

Frustrated and disappointed in the students and in the project, it occurred to me that 

perhaps the sample book I had shown the class was misleading in its simplicity. The 

following day. 1 addressed this fact with the class, and we brainstormed together to come 

up with ways that I could have enhanced my book and given the content a stronger visual 

impact. .Afterwards, students re-gained their original levels of interest in the project. 

Students were an.xiously asking to see what supplies 1 had in the closet for them to use. 

Others willingly and promptly went on their own to purchase supplies that they needed 

that 1 did not have. 

In their responses on the questionnaire, several students equated the increased 

amount of control with a greater opportunity to exercise "creativity." In response to the 

question. "What did you like about this assignment," several students responded with 

answers such as these: 

[I liked the fact] that we had to be creative and could basically do what we wanted 
with this project as long as it related to our stories. 

I liked how we got to be creative all the [way] through, from what we wanted our 
design to be to the pages we would put them on, to the cover, etc. 

Students" enthusiasm was also reflected in their actions in class. For the most part, 

students were on-task and working throughout each class period. On several occasions 

students even sacrificed part of their break time to stay and work. Other students stayed 
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after class to work. As the due date for the books approached, over half of the groups 

asked for extensions so that they could continue to work. By the end of the unit, four out 

of five of the groups had gone far beyond the minimum criteria, adding collages, 

drawings, paintings, photographs, and fancy papers to enhance the content contained 

within the print and the narrative (see Appendix G, figure 4.1). 

Printmaking Technique 

The final goal of the unit was to expose students to a new medium: relief 

printmaking. I decided to include printmaking as a part of this unit for several reasons. 

Because of its very nature, printmaking has historically tended to be one of the more 

accessible visual arts media for reaching wide audiences of viewers. Because numerous 

copies of images can be produced with relative ease, prints have been used in leaflets, 

political posters, fliers, and playing cards, reaching everyday audiences who don't always 

frequent art galleries or museums. As a result, throughout history many prints have 

revolved around political, social, or pop culture issues and have acted as a form of 

communication between artist and audience, thus complementing postmodern ideology 

and a fitting medium for a postmodern lesson. 

As a result of this unit, I wanted students to gain familiarity with the medium and 

create an image that conveyed the concept from the narrative. Because the ability to print 

a consistent set (or edition) of prints is an essential part of the craft, I also required 

students to print an edition in order to enhance the authenticity of their leaming 
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experience. (This also enabled students to exchange a print with each member of their 

group.) 

In the initial stages of designing the image for the print, while I did discuss 

various technical elements to help students create a visually successful image (balanced 

contrast between black and white, contrasting textures and lines), the only criterion was 

that the image express the content of the narrative. In general, while all of the students' 

prints related to their narratives, the prints themselves were the weakest component of 

most of the books. Although the quality of the prints in most books was decent, the 

images themselves lacked certain formal elements that I knew my students were capable 

of In a class where a large percentage of the students had demonstrated excellent skills in 

craftsmanship, composition, typography, and observational drawing during previous 

projects, few of these strengths manifested themselves in the prints. In many of the prints 

that contained text, the letters were uneven and sloppy. Many other images lacked 

reali.stic detail and as a result, looked child-like and simplistic. The prints also lacked 

visual contrasts of textures, lines, and shapes, and most of them had symmetrical and 

une.xciting compositions. Most importantly, because they looked so staid and generic, the 

images lacked success in conveying the emotional qualities embedded within the 

narratives. 

Several of the students agreed with this assessment in their questionnaires and 

expressed discontent with the prints. When asked what they would change if they could 

repeat the process again, some said that they wished they would have come up with a 

"better idea" for the image, or have taken more time to make the print reflect the 



117 

emotional content of the narrative. Others singled out areas where they'd made mistakes 

in carving, or wished that they'd taken more time to practice making good prints. Overall, 

the prints and printing process seemed to be where students felt they were most lacking in 

terms of quality (and when asked what was most difficult about the assigrunent, most of 

the students made mention of carving or printing in their response), (see Appendix G, 

figure 1.4) 

Problems and Concerns that Arose 

While in many respects, the implementation of postmodern concepts seemed to be 

well-received by both students and teacher, there were a few areas of concern that arose 

during the course of the lesson. In addition to the concerns discussed in previous sections 

of this chapter, an additional concern was with students' conceptual comprehension of 

the postmodern logic behind the unit. While in the beginning of the unit, many of the 

groups struggled to find a theme and come up with narratives, my primary concern 

revolved around the fact that students seemed not to completely comprehend the impetus 

for basing their artwork on narratives—to counteract the stereotypes that many people 

have about teenagers. In order to give the students a sense of the kinds of generalizations 

that society often makes about teenagers, I had them read two articles that were written 

by adults about the Millenial Generation. Student responses to the articles varied; some 

agreed with the authors" generalizations, others disagreed. A few students did not like the 

fact that the authors made generalized assumptions about their entire generation, while 

others simply felt that the authors should have cited some of the societal changes that 
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caused the shifts in attitude among generations. No student seemed enraged about the 

articles, nor were any students inspired to use their artwork as a forum to break free from 

the stereotypes and show their individuality. Because this concept seemed to be lost on 

the students, it would seem that while students may have feh empowered by the increased 

control they had over the medium and choice of imagery, they may not have benefited 

from the sense of empowerment I hoped they'd achieve through the telling of their 

narratives. I will analyze this concept further in Chapter Five. 

Another problem that I noticed was the need for an even more inclusive 

environment. The fact that both of the ELL students in the class were the only two 

students whose narratives had absolutely no connection to their group's theme indicates 

that they were not included, or not active participants, in the collaborative efforts of their 

group. Postmodern theory when implemented correctly is designed to empower, not 

exclude students. 

A final concern that arose revolved around the question of how to achieve a 

balance between the amounts of freedom in an assignment (in order to foster student 

empowerment) and structure (in order to help students achieve what is necessary to 

produce strong works of art). While the loose structure did allow students the freedom to 

make their own decisions in their work, the lack of quality in the prints (and 

improvements that could have been made in the books) indicate that the students also 

may have benefited from increased amounts of structure. 

Because of the highly personal nature of some of the narratives, several students 

asked me repeatedly and anxiously if they'd have to share their narratives with anyone 
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but their group members. In order to ease their levels of anxiety and encourage them to 

tell their stories, I replied that they would not have to share their narratives with anyone 

but me outside of their group. In doing so, I defeated the notion of empowering students 

to be heard. The books were in theory a fonmi for students to be heard, but in actuality, 

no one heard them but their group members and myself. 

Conclusion 

Collaboration, empowerment, conceptual art, communication...during the course 

of this unit, students exhibited differing degrees of success and comprehension of the 

postmodern concepts that were addressed. The compilation of the four types of data seem 

to indicate that students excelled in their willingness to share ideas and work as a team, 

contradicting the traditional and competitive "art star" stigmas and the value often placed 

on individual ownership of ideas. Students also took a step towards breaking down some 

of the stereotypes of teenagers by presenting a diverse and realistic set of personal 

narratives and imagery. Although the creation of visual imagery as a form of 

communication was an area where students needed some improvement, they nonetheless 

demonstrated an impressive ability to discuss and interpret other works of art, and to 

make conceptual choices in the media that they used. In my next and final chapter I will 

discuss how these findings will inform my future teaching practice. 
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CHAPTERS 

IMPLICATIONS FOR MY FUTURE PRACTICE 

Having examined ways to apply postmodern concepts to a specific art lesson in 

Chapter Three, and students' reactions to those concepts in Chapter Four, this final 

chapter will provide an analysis of how the data gathered during the course of the lesson 

will inform my future practice. Within this chapter I will examine some of the dilemmas 

that accompanied the implementation of postmodern concepts in this particular unit, and 

will reflect on the overall implications for postmodern pedagogy in bringing me closer to 

m>- original goals as a teacher. The chapter will conclude with a final reflection on the 

limitations and overall implications of the study. 

Dilemmas within Postmodern Pedagogy 

Like a collage, education from a postmodern perspective is full of multiple, 
complex, and nonlinear meanings. (Efland, Freedman & Stuhr, 1996, p. 115) 

One of the difficulties of teaching within any kind of educational pedagogy is the 

fact that the information comes in the form of a "theory about learning rather than a 

description of teaching" (Applefied, Huber, and Moallem, 2001, p. 51). Even if there 

were such thing as a prescriptive "How To" manual for postmodern teaching, its very 

existence would go against the tenets of postmodern theory. The process of becoming a 

postmodern teacher, therefore, can be described as being very similar to the experience 

that a student in a postmodern classroom would have. It is a process of trial and error, a 

dialogue between teacher, students, and content that is on-going and always changing. 
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The constant questions that arise, while intriguing, can also be overwhelming at times 

with their endless contradictions and solutions. The postmodern world is one filled with 

unknowns, where nothing is ever absolute. 

Postmodern theor>- itself is full of contradictions. Efland, Freedman, and Stuhr 

(1996) illustrate one e.xample of this: 

An important aspect of the postmodern is that it ironically 'manages to legitimize 
culture (high and mass) even as it subverts it.' This is illustrated by the display of 
postmodern art in museums, galleries, and other institutions; the reproduction of 
these works of an; and the written texts that have been built around them. (p. 37) 

Postmodern artists thus support and become revered by the very institutions that they 

rebel against. Just as the postmodern art world is full of contradictions, so too is 

postmodern teaching. 

De-emphasizing .Art Production 

The tlrst major contradiction that was apparent between my teaching and 

postmodern theory was the emphasis on art production. While postmodernists believe 

that the ability to think, talk, and write about art are just as important as the ability to 

make art. the majorit\- of the time and emphasis in this unit was placed on the actual 

production of the artwork itself. While the first two days of the lesson focussed solely on 

sharpening students" an history and art criticism skills, the remainder of the time was 

spent primarily on designing and producing art Because by nature, art production takes 

the greatest amount of time, it is difficult not to let this become the primar\' emphasis of 

any art lesson. 
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The collaborative nature of the unit did help to prevent the project from becoming 

entirely dominated by emphasis on the production of the art. however. Because students 

spent so much time sharing ideas and helping each other find solutions, they gained a 

great deal of practice in thinking and talking about art. The grading system also 

encouraged this (see "Bookmaking/Printmaking: How did we do?" in Appendix A). First, 

since students received a group grade for the project, they had an investment in the 

quality of their teammates" work, which encouraged them to provide feedback to their 

peers. Second, students received a participation grade (which took into account their 

contributions of ideas to the group) that factored into their group grade. Thus students 

had double academic incentives to encourage them to discuss and share ideas with their 

group members. Because, however, the majority of die time in the unit was spent on 

producing amvork. it was difficult not to have students believe that the finished product 

was the most important part of the assignment. 

.Assessments of Right and Wrong 

Doubt is the by-word for the postmodern era. Postmodern perspectives assault 
traditionally held values, beliefs, and practices by questioning truth, authority, and 
s o c i a l  n o r m s .  ( W a l k e r .  1 9 9 7 ,  p .  I l l )  

Postmodernists embrace a wide variety of meanings and relationships. 

questioning the notions of absolute right and wrong answers and authority figures, two 

concepts that are embedded deeply within many of the more traditional views of 

education. With this mode of questioning again come dilemmas and contradictions, as 

postmodern teachers struggle to change not only their ways of thinking, but students' 
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ways of thinking as well. Our entire educational system, with its standardized tests and 

teacher-assigned grades, is designed around the notion that there are concrete right and 

wrong answers which students must master in order to succeed. In the art criticism 

activity in which students were interpreting works of art by other artists, for example, 

many students exclaimed, "Yes! We were rightr upon hearing the artist's intended 

meaning, implying that they thought there was a right and wrong answer in the equation. 

Rather than encouraging the students not to stop with one theory and to try to come up 

with as many possible interpretations as they could, I too silently rooted for students to 

decipher the artist s intent, and praised them when they did. Additionally. 1 also 

neglected to ditTerentiate postmodern approaches to art criticism from pluralist 

approaches. WTiile pluralists accept any and all answers, postmodernists do believe in 

good and bad interpretations (a "good" interpretation must be well-supported and 

plausible). 

The grading system too carried inherent contradictions. While I encouraged 

students to find their own solutions rather than coming to me when they had an artistic 

dilemma, the fact that ultimately. I was the one assigning the grade for their work implied 

that they still needed to find a solution that I would also find acceptable, even if they did 

it without my input. 

Structure versus Empowerment: Accommodating All Learners 

In my use of postmodern theory, I attempted to break down the traditional 

teacher-as-authority-figiire system by giving students increased freedom and control over 
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the learning process. The dilemma here, however, is the fact that increased amounts of 

freedom and less structure might not necessarily be beneficial to all types of learners 

(Appliefield, Huber & Moallem, 2001). How does a postmodern approach impact 

students who are less motivated, difficult to manage, less academic, or have other factors 

that isolate them in the class (physical or mental disabilities, language barriers)? Because 

1 chose to examine only my most motivated and best-behaved class, in using the data 

from this study, I am unable to formulate a well-informed response to this question. From 

my informal observations of my other classes, however. I did notice that the less 

academically motivated students and those with learning disabilities had more trouble 

than other students within the lose structure of the pedagogy. They tended not to use their 

time effectively and struggled to come up with themes, narratives, and imagery. The 

communication within the groups with the greatest numbers of these students was often 

unrelated to the subject matter, and when forced to discuss their work, their ideas were 

rash and lacked serious thought. The final product of the unit, the books, did not exceed 

the criteria and were hastily put together, often through the efforts of one or two of the 

more responsible students in the group. For students such as these, I am unsure as to what 

the solution is—finding a topic that captures their interests more? Imposing stricter 

criteria and deadlines? Providing opportunities for even greater empowerment (if their 

slack behavior is affected by a feeling that they lack the ability to succeed)? 

One possible solution proposed by research on collaborative learning is to assign 

students to groups, rather than letting them choose their own. This way, the teacher can 

ensure that there are diverse levels of ability and motivation within each group. In theory. 
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the result of hand picked groups is that the less motivated students benefit from seeing 

the work habits of the more motivated students (Leonard &McElroy, 2000; Bjorklund & 

Campbell, 2000). In actuality, however, assigning students into groups carries with it 

some genuine concerns. Often times, not only do the more motivated students end up 

doing more of the work, assigning groups also has the potential to decrease the students' 

sense of empowerment if they feel that they've been forced to work in a certain group, 

rather than having the opportimity to select their own group. 

Another assumption regarding student empowerment that I made as 1 designed 

this lesson was that because students would choose their own narratives and themes for 

their work, they would automatically be interested and engaged in the assignment. The 

comments of one student, however, indicate otherwise. In response to the question. 

"What did you think about making art based on a personal narrative." she wrote. "It was 

harder, more stressful, yet uninteresting. It's easier to make something you want to make 

and use the imagination, not base it on a narrative in a certain topic." When asked what 

she liked about the assignment, she responded. "I did not like it at all. Well. I liked 

printing something we made ourselves, but it took too long to do and had to make too 

many prints." While all of the other students had given favorable responses to making art 

based on personal narratives and almost all of them disliked the printing process, this 

student held the opposite opinion, illustrating another big question that comes with 

postmodern teaching. Because postmodernists celebrate differences, comments such as 

these cannot be dismissed, even though the majority of the students responded positively 

to those components of the lesson. A postmodernist, rather, would strive to find a 
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solution that accommodated a variety of different learning styles and preferences. The 

question is: how can one create a lesson or ascribe to a pedagogy that claims to be all-

inclusive and to be responsive to all students, given that all students have different styles 

of learning and different interests? 

Implications of Postmodernism for mv Original Goals as a Teacher 

In order to assess the implications of postmodern pedagogy for my future 

practice, it is important to first re-visit my original goals as described in Chapter One... 

the goals that led me to become an art teacher, and to choose postmodern theory as a 

basis for my teaching. Inspired to become the kind of teacher that my high school and 

college professors were not, I aspired to create a safe learning environment in which 

students felt comfortable asking questions, taking risks, and sharing their opinions, both 

with me and with each other. I also wanted to create a meaningful and authentic learning 

environment in which students would acquire concepts and skills that they could carry 

with them into the ''real" art world. In the sections that follow, I will analyze my use of 

postmodern concepts within the context of striving to create the kind of safe environment 

and authentic learning experience that I set out to provide for my students. 

Evidence of a Safe Environment 

There were numerous areas where the postmodern influence in the lesson helped 

to create the kind of environment that I aspired to have in my classroom. The first was the 

emphasis on student empowerment. Because students were encouraged to explore new 
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ideas and to share those ideas with their peers, I felt that the students gained a sense of 

confidence in their knowledge of art that enabled them to take risks and feel comfortable 

generating, sharing, and exploring new ideas. Whereas prior to this unit, students relied 

primarily on my opinion as the basis for the decisions that they made in their artwork, in 

this project students began to rely on their own and on each other's opinions and 

assessments. Because students' ideas were validated and encouraged, the environment 

became one in which students took risks, explored new ideas, and engaged in serious 

dialogues about art. In the process, not only did I see students' faith in their ideas 

growing, but my faith in students' ideas grew as well. Every time I heard a student come 

up with a solution that I would not initially have thought of, it reinforced my desire and 

my confidence in having students guide the learning process. 

Another measure of the safeness of the environment was the fact that all of the 

students, not just the "art stars," voiced ideas and opinions throughout the unit. The 

modernist notion of an artistic elite was absent and there was no indication that any of the 

students perceived the process as something that was guided by innate talent—that some 

could do and others couldn't. All students, rather, took part in coming up with ideas and 

suggestions for the project. The students' actions seemed to indicate that they all felt that 

they had enough knowledge and skill to contribute meaningfully to the project. 

The second postmodern element that contributed to the environment was the 

telling of personal narratives. In order to provide students with examples of narratives 

and to model the process of disclosing personal information, I set the stage by telling a 

series of personal narratives. The narratives that I told were rather risky in that they 
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disclosed feelings of insecurity, uncertainty, awkwardness, fear, and embarrassment that 

I'd experienced both as a teacher and as a student. I did so with the hope of showing 

students what it was like to disclose the human, imperfect side of oneself, and to show 

them that the environment was one in which it was safe to do so. 

The results seen in the students' narratives were somewhat mixed. While a few 

students upheld the cool, calm, and unaffected personas that many of us think of in our 

stereotypes of teenagers, many of the students did disclose insecurities, hopes, fears, and 

dreams in their narratives. In doing so, the narratives showed that for the majority of the 

students, the environment was successfully one in which they felt that they could take 

risks and didn't teel that they had to act like they were perfect (see Appendix G, figure 

3.2). 

.Authenticity of the Learning Experience 

.A. second goal that 1 hoped to accomplish through the use of postmodem 

philosophies in my teaching was the creation of an authentic learning environment in 

which students would experience ideas and thought processes that were similar to those 

that occur in the "real" an world. In many respects, the authenticity of this unit was 

questionable. The quality of the books might be described as "craftsy." Some of the 

books made use of mass-produced printed stationary papers from Office Max. Others 

made use of simplified and child-like imagery in their prints. "'School art" kinds of 

materials such as construction paper, magazine cut outs, and glitter glue ran rampant 

throughout the books (see Appendix G, figure 4.1). On the other hand, because 
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posimodemists advocate breaking down the barriers that separate "high" and "low" art, 

issues of "crafsyness" might not be of utmost importance in the creation of an authentic 

postmodern learning environment. 

One of the factors that did contribute authenticity to the unit was once again the 

fact that students were required to think and talk about art, rather than relying on my 

advice and assessments of their progress. In the "real art world," artists, art critics, and art 

historians must be capable of making their own critical assessments of their work. They 

cannot rely on their bosses or publicists for constant feedback as to what they should or 

should not change, or how to solve an artistic problem. The fact that, in this unit, students 

were empowered to take more control over the decisions in their artistic processes added 

to the authenticity of their experience. Additionally, the fact that there was no one right or 

wrong solution to the problems they encountered (but there were better and worse ways 

to solve problems) and the fact that the students chose their own media contributed 

authenticity as well by mirroring the more open-ended opportunities and problem-solving 

processes that "real" artists often work with. 

Another area in which the influences of postmodernism contributed to the 

authenticity of students' experience was the formulation of the content of the art, and the 

goal of using art as a form of communication. While students' success in doing so varied 

greatly, the challenge that this presented was one that art professionals face on a regular 

basis. In the unit, as students formulated ideas for narratives upon which to base their 

artwork, their goal was to come up with narratives that everyday audiences could relate 

to. The fact that students had to come up with the idea for the work themselves brought 
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the process closer to "real world" art making than if I had simply assigned students a 

topic to use as subject matter. The additional challenge of considering how to make their 

work accessible and capable of communicating with an audience also lent authenticity to 

the process. Again, though students had varying degrees of success in their ability to 

communicate through their art, the process was an important one in bringing their 

experience closer to the thought processes that art professionals go through. 

Limitations of the Study 

Because postmodernism offers infinite numbers of approaches and possibilities, 

there are many questions yet unanswered regarding the use of postmodern pedagogy in a 

high school art classroom. This study presents a rather narrow focus on one particular 

class and one teacher, and the postmodern elements were implemented for the purpose of 

reaching toward one specific set of goals (the creation of a safe and authentic learning 

environment). Because no two teachers' priorities and goals are identical, the use of 

postmodern elements will vary by necessity within each classroom setting, according to 

the needs of each teacher and set of students. 

Various other factors can also impact the ways in which teachers choose to 

implement postmodern concepts, including the profiles and ages of students, their levels 

of motivation, levels of pervious e.xposure to art and art concepts, and their willingness to 

tackle open-ended problems. Fortunately, my school is one that encourages constructivist 

and problem-based approaches to learning, so the majority of my students were already 

quite accustomed to relying on their problem-solving and critical thinking skills in class. 
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The results of the study might have been quite different had it been conducted in another 

school district or with a different population of students. 

Conclusions: Implications for mv Future Practice 

As I sat down to analyze my findings from this study, one thing that became 

blatantly clear to me as my mind swam with contradictions that surfaced between my 

actions and my postmodern ideals, was how difficult postmodern theory is to implement 

in actual practice. As a first year teacher, not only was I struggling with classroom 

management, piles of grading, and countless meetings, I was also struggling to go against 

tradition by applying methodologies that I'd studied, but had never actually used (or even 

obser\ed in actual practice). The easy route (as apparent in my teaching both before and 

after this lesson took place) is to do what's been done before— to teach still life drawing, 

color theory, and portraiture in the same formal manner in which I was taught, where 

teachers instruct and students do. In this formal approach however, students feel less 

empowered (sometimes resenting the teacher for telling them to make a change that they 

don't want to make in their artwork), and the teacher loses out on the wealth of different 

perspectives that the students have to offer. Yet to break free from tradition and to teach 

as you've always wanted to teach requires a great deal of lime and energy. Currently in 

my second year of teaching, despite my grand hopes of being a postmodern teacher, due 

to the vast amount of time that I've dedicated to writing this thesis, I have not had the 

time or the energy to implement postmodern theory in the majority of my lessons. As I 

near the end of my last chapter, I am greatly looking forward to finding that time next 
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semester, and taking steps toward becoming a better, and dare I say, a "postmodern," 

teacher. 

While it is clear that as a postmodern teacher I have a great deal yet to learn, the 

basic premises of postmodern theory applied in this study can certainly be deemed 

beneficial in providing the necessary stepping stones for accomplishing my initial goals 

as a teacher. Concepts such as personal narratives, student-guided learning, and the 

dissolving of traditional definitions of authority helped to foster an environment in which 

collaboration and supportiveness thrived. Postmodern emphases on conte.xts and concepts 

in art helped to generate a more cognitive and authentic approach to art that encouraged 

students to talk and think more critically about the decisions that they made. Finally, 

through the postmodern emphasis on empowerment, both the students and I were instilled 

with a sense of confidence in their knowledge of, and their ability to think and talk about, 

an. 

Although further research is still needed regarding the use of postmodern 

pedagogy throughout the curriculum and with different groups of students, the data 

amassed in this study seems to indicate that the postmodern elements successfully aided 

in the creation of an authentic enviroiunent in which the majority of students feh 

comfortable contributing ideas and participating in the artistic process. In regard to my 

own practice, future research and goals will focus on the two components of postmodern 

pedagogy where my skills were the weakest: instilling in students a desire for social 

change, and de-emphasizing the artists' intent and teacher's solutions. 



The process of implementing postmodern ideals, though complex and full of 

uncertainties, in the end is much more rewarding, both for teacher and for students. The 

ideas embedded within postmodern pedagogy go beyond mere "good teaching." In 

addition to challenging students to construct their own meanings and become actively 

engaged with the subject matter, postmodern pedagogy asks students to apply their 

learning within a larger context of the political and social world. Postmodern teaching, 

with its multiplicity of rich and complicated possibilities, though mind-boggling, is an 

approach that I will continue to use in my journey to becoming the kind of teacher that I 

aspire to be. 
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APPENDIX A 

LESSON PLAN 
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• Printmaking / Bookmaking Lesson • 

Goals and Objectives: 

• Students will make prints and books based on their own personal life experiences. 

• Students will learn how to express themselves through art and use art as a form of 
communication. 

• Students will select their own media (for the book) based on the kind of content ihey 
are trying to express. 

• Students will learn the process of relief printmaking and will make a professional 
edition of their print. 

.̂ rt History and Criticism; 

Discussion of the work of Elizabeth Catlett. Show prints. Ask leading questions so 
that students build their own knowledge base about Elizabeth Catlett. 

• "Based on what you see here, what can you guess about the artist?" (African 
.American or interested in African American history, lived in the first half of the 20"' 
century, woman, etc.) 

• "Who do you think her audience is?" "What message do you think she's trying to 
convey?" 

Introduce the printing process and its social implications... numerous copies of a 
print can be made: many printmakers have a social or political message to their work. 

• How are these two concepts related? (The fact that many copies can be made means 
that more people see the work. An image with a message can be an agent for social 
change... it can take the form of posters, fliers, playing cards, etc. and can be seen by 
many more people than a painting in a museum.) 

Deciphering/communicating messages through art: 

Students work in groups. Each group gets a reproduction of a work of art with a social or 
political message. Students will fill out "Interpreting Works of Art" worksheet to learn 
tricks artists use to get their message across through visual art (shapes, colors, lines, text, 
etc.) 
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Sketchbook: Reading assignment... read the 2 articles about the Millenial Generation 
and reflect on them in sketchbook. This is written by an adult from a societal point of 
view about teenagers as a generation. Do you agree? Disagree? 

Introduce bookmaking project: Teenagers are a group in society with little voice. How 
often do you read an article by a teenager in the paper? See a work of art in a museum by 
a teenager? .-Xs we saw in the articles, however, society has definite notions and 
stereotypes about teens... often times the stereotypes are unfair or untrue, or at the very 
least, do not apply to you as an individual. This is your opportunity to give yourself a 
voice and e.xpress who you really are, in your own words. 

Personal narratives: 

Students will need to come up with a narrative from personal experience. We all tell 
numerous narratives every day (when you tell your friend at lunch what you did over the 
weekend, that's a narrative). A personal narrative is a re-telling of any kind of 
memorable event from your life. What are your favorite narratives (stories that you tell 
over and over to friends)? 

Show sample book: Tell narratives that I included in my book. Explain the theme 
(learning to teach) and model coming up with a narrative that is relevant to my life right 
now. Go through the process of coming up with images to accompany the narratives. 

Brainstorming Ideas: 

Students choose groups to work in for this project. Each student comes up with several 
ideas for narratives that they can tell. Group members share ideas with each other. 
Group tries to find a common theme among narratives to tie the book together 
(embarrassing moments, first times, dreams, romance, pressures, etc.). 

Students complete sketch worksheet to come up with images to accompany narratives. 
.A.S this is a group project, collaboration and seeking peer feedback is constantly 
emphasized. Sketches should be thought of as if they were doing another Typography 
project: all ideas should be in black and white only, with an equal balance of black and 
white, and all lines should be as thick as a wide-tipped Sharpie marker. Sketches will 
also be more interesting if they contain contrasting patterns and/or textures. 

Vocabulary: pass out vocabulary crossword. Go over vocabulary for this lesson. 

Relief Printmakinq: 
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Demonstrate transferring image to linoleum and cutting linoleum. Once students 
have final sketch completed they will begin carving their own piece of linoleum. 

Demonstrate proof printing. Students begin proof printing (making initial prints to see 
what changes they need to make in linoleum to prepare it for the final draft condition). 

Final prints: Students must be able to print 3 perfect proof prints before beginning final 
prints in order to prove that they are competent printers and will not make many mistakes 
once they are printing on the more expensive paper used for final drafts. 

Edition: Students will print an edition of their print. The number of prints in the edition 
will be determined by the number of students in the group. Students will make one print 
for each group member. 

Book: Students will also make one print to be included in the book. The kind of paper for 
this print should be given careftil consideration... what kind of paper (color, texture, 
shapes, etc.) will enhance the message being expressed in the narrative and image? 

Putting it all together: Bookmakinq: 

Show examples of hand-made books. Students should decide as a group how they want 
their book to look. (This includes the cover, the narrative pages, the image pages, and 
any additional pages they choose to include.) It may be any size, have any number of 
pages, and be constructed of any kind of medium. The only stipulation is that whatever 
they choose to put into the book must have some sort of rationale behind it; it must have 
relevance to the theme or narrative at hand. 

.assessment: 

Editions will be collected and will receive a check or check plus. 

Books: 
Group grade based on... 
• Content 
• Clarity 
• Presentation 
• Craftsmanship/effort 

Individual grade... individual group members will receive the fiill or partial group grade 
based on their individual participation in the project. Group members will anonymously 
rate their peers* participation. 

.̂ .rizcna Standards: 

Standard 1: Creating Art 
I AV-Pl. Create works of art that apply media, techniques* and processes* with 
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controlled skill, craftsmanship, confidence, understanding and sensitivity 

PO I. Apply media, techniques and processes with controlled skill in artwork 

PO 2. Create artwork demonstrating skill and craftsmanship and a sensitivity 

to the media 

PO 3. Assess progression of skill, craftsmanship, confidence,understanding and 

sensitivity through an established criteria in own artwork 

1AV-F^. Demonstrate extensive knowledge of skills and techniques in at least one visual 

art form* 

PO 1. Explain the skills and techniques necessary to complete an artwork in 

one visual art form 

PO 2. Demonstrate proficiency of various techniques within the chosen 

visual art form 

PO 3. Produce a body of artwork demonstrating an extensive knowledge of 

skills and techniques in a particular visual art form 

1AV-P3. Reflect on and articulate reasons for artistic decisions 

PO I. State reasons for making artistic decisions 

PO 2. Evaluate the success or areas for improvement seen in the artwork 

PO 3. Justify the evaluation of the artwork 

Standard 2: Art in Context 
2AV-P 1. Analyze and interpret how elements of time and place influence the 

visual characteristics, con-tent, purpose and message of works of art 

PO 1. Determine the factors responsible for influencing works of art 

PO 2. Analyze the ways in which a work of art expresses a point of view of 

the time and place in which it was created 

PO 2. Compare and contrast the function or meaning of similar an 

images/objects of various cultures and times 

2AV-P5. Analyze contemporary art issues and influences on own work and that 

of others 

• Standard 3: Art as Inquiry 

3AV-P3. Identify intentions of those creating art-works, compare the 

implications of the various purposes, and justify analysis of purposes in particular 
works 

PO I. Identify and analyze an anist's intentions in an artwork 

PO 2. Justify the analysis of the artist's intention 

PO 3. Compare the implications of the intent of various artworks 
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Name: Period: Date: 

Bookmaking/Printmakiny: How did we do?? 

Narratives: content of story, quality of writing, 
thoroughness of description... does it put the reader in the ^  ̂  ̂ C C- F 
author's shoes'? 

Quality of Prints A4- A A- B-i> B B- c c* F 
Layout: eye appeal, readability A-i* A A- B* B B- €• c c- F 
Concept/Theme: do all aspects of the book 
enhance/relate to the concept or thenve? A* A A- B-i* B B- C+ c c- F 
Participation: assess your level of participation in this A* A A- B-i- B B- C+ c c- F 
project. 

To be tilled out b\- teacher: 

Final Grade: A-fr A A- B B- C'^ C C- F 
Comments: 



Narrative: 

ves-
SOMEWHAT -

NO 
PERSONAL EXPERIENCE: 

5 ...4 - 3 -- 2 

-- 1 

Your norrotive should be o story based in 
personal experience. 
Is it a memory of an event or occurrence 
from your life? 

5 ...4 - 3 -- 2 

-- 1 

EMOTIONAL RESPONSE: 

5 ...4 -.3-2 

-- 1 

Do your group members have some sort of 
emotional response when they read your 
norrotive? (Do they empathize with you? 
Laugh? Identify with your experience?) 

5 ...4 -.3-2 

-- 1 

INTEREST: 

5 —4 -- 3 -- 2 

-- 1 

Does your narrative pravoke your group 
members'interest? (Do they ask questions 
to learn more about the story after you 
tell it? Do they comment about it?) 

5 —4 -- 3 -- 2 

-- 1 

MEMORABILITY: 
Is your story memorable? WoukI group 
members want to pass the story on to 
other people? 

5 —4 - 3 - 2 

"1 
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Sketch: 
yES - SOMEWHAT - NO 

EXPRESSIVENESS: 

5 ...4.. 3 -- 2 - 1 

When you look at the image does it 
evoke the same emotional response 
that the narrative does? Can you tell 
what the artist might have been 
feeling in that situation? 

5 ...4.. 3 -- 2 - 1 

EYE-CATCHING-NESS 

1 1 
CM 1 1 
C

O
 1 1 1 1 
1

0
 

Is the image interesting to look at? Is 
it appealing (does it attract 
attention?) Does it make you curious 
to find out the story behind it? 

1 1 
CM 1 1 
C

O
 1 1 1 1 
1

0
 

CONTRAST: 

5 _..4.. 3 2 - 1 

Is there a 50/50 balance of black and 
nvhite? Are there contrasting 
(different) kinds of lines, textures, 
andpottems? 

5 _..4.. 3 2 - 1 

COMPOSITION: 
DOES THE IMA6E TAKE UP AT 
LEAST 2/3 OF THE SPACE? ARE 
THERE INTERESTING SHAPES IN 
THE NEGATIVE SPACE? 

5 —4 -- 3 -- 2 -- 1 

VALUE: 
Is the image done in bkick and white 
only? Are the shapes and lines fairly 
thick and bold? (Cm it be drawn with a 
fat-tipped sharpie marker?) 

5 ...4 „ 3 .. 2 - 1 
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APPENDIX B 

FIELD NOTES: COLLABORATION 
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Collaboration 

Questions Obserrations: Notes to Self: 
Introduce lesson: 
Catlett history/criticism; look at the works, what can you guess about the artist (ethnicity, time period, 
message, audience). 

Lcveb of group participatioa? N/A 
What are group dynamics like? 
How are tlicy worldng 
collaiMratively? (Is there a dialogue 
among peers? Do they share ideas 
and help each otiier?) 

N/A 

After discussion, explain that Catlett was empowering a voiceless group (African Americans) with her 
work... voicing their experiences. High school students loo belong to an underrepresented, unheard 
group. When's the last time you saw work by someone your age in a gallery? Use art (thisproject) to 
express your own life experiences. 

Levels of group participation? N/A 
What are group dynamics like? 
How are they working 
coHahoratively? (Is there a dialogue 
among peers? Do they share ideas 
and help each other?) 

N/A 

Show my own work (teaching book) 
as an example of how to draw from 
personal experience; relate personal 
narrative behind book. 
Levels of group participation? N/A 
What are group dynamics like? 
How are they working 
coliaboratlvely? (Is there a dialogue 
among peers? Do they share Ideas 
and help each other?) 

N/A 

Share examples of memorable teenage experience/narrative I'd include in a book (puke on shoe = shoe in 

Levels of croup participatioa? N/A 
What are group dynamics like? N/A 
How are they working 
collaboratively? (Is there a dialogue 
among peers? Do they share ideas 
and help each other?) 
Take a few moments to reflect on your own personal narratives. 
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Lcveb of group participation? 
What are group dynamics iiite? 
How arc tiwy worlcing 
collaboratively? (b there a dialogue 
among peers? Do they share ideas 
and help each other?) 

• Carta came up with the only 
nanative she could think of and 
thought it wasn't very good. 
When she told it though her 
friends ail laughed (I did too) and 
said. That's a good one!" I 
as9«ed. 

Art criticism with social/political artwork... decipher how artist communicated a message through visual 
art. 

Levels of croup participation? 
What are group dynamics like? 
How are they working 
collaboratively? (is there a diakigue 
among peers? Do they share ideas 
and help each other?) 

• Groups discussed, some debated, 
about the meanings. 

Do students voice their opinions and 
participate willingly in chus 
activities and discussions? 

• Some groups weren't discussing 
the images right away. I bad to 
ask them leading questions to get 
the discussions started. 

• Debate; protest or war 
(Mussolini) 

Groups share their interpretations with class. 
Leveb of croup participation? 
What are group dynamics like? 
How arc they working 
collaboratively? (Is there a dialogue 
among peers? Do they share Meas 
and help each other?) 
Reflections for tomorrow: 
Leveb of group participation? 
What are group dynamics like? 
How are they working 
collaboratively? (b there a dfaUogue 
among peers? Do they share ideas 
and help each other?) 

• Need to emphasize 
more when students 
start sketches: share 
narratives w/ group 
and start coming up 
w/ siKtch ideas 
(help each other). 
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Begin class by explaining worksheet. They will be working in groups. I-Come up with several personal 
narratives. Share w/group. Find a theme within them. Discuss images to depict them with. Come up 
with several ideas of images (example w/ pen cap: I- kid throwing a pen, 2- observer looking in, 3- just pen 
cap). 
Explained grading... group grade based on craftsmanship, concept and clarity. Pointed out that this is 
taking their artwork a step farther. Now rather than just drawing something realistically, they are using 

Lcvcb of croup participation? N/A 
What are group dynamics lilte? N/A 
How are they working 
collaboratlveiy? (b there a dialogue 
among peers? Do they share ideas 
and help each other?) 
• Began class with clarification of what a narrative is... what I'm looking for. Postmodern art no 

longer just surface appearance., it's more... substance, meaning behind the work. 
• Pass out narrative rubric and read over it. (Must be based on an event that happened to you, must be 

memorable, cause emotional response.} 
• Emphasized thai this part of the process, the coming up with the narrative, is just as important if not 

more important that the actual image. 
• Image should relate to narrative and convey emotions depicted in it 
Write narrative in sketchbook in for it'll be in for final book. 

Levels of group participation? | | 



145 

What are group dynamics like? • Rachel asked me if I thought her • I need to talk with 
How are tiiey woridng narrative was stupid because her this group...and the 
collaiioratively? (b tliere a dialogue group members said it was. whole class about 
among peers? Do tlicy share ideas group dynamics 
and help each otiier?) and constructive 

criticism. Point out 
that even if they're 
just joking, these 

• A lot of energy in the class. are pereonal things 
especially from Group X* Mark that are hard to 
animated and chatty, maldng ink share, and it can 
blots, Pete laughing and really hurt 
participating in conversations. someone's feelings. 

• Jane went off into a comer to • Perhaps the 

think/get work done. increased chattiness 
is also a result of 
having to open up a 

* (Energy in room... liking to talk little with each 
and joke... Groups 1,2,3) other w/ the 

narratives 

• I think I really need 
to talk to that 
group... Maureen 
observed that Ben's 
negativity was a 
problem for them. 

Peer feedback: narratives due in written form. Show peers, have evaluate along rubric. Reminded them 
that it was a group effort. Need to HELP each other tell the best story possible. 
Levels of group participation? Group 3; E^h prepared, all read 

aloud. 

What arc group dynamics lilte? * I didn't bear anyone getting • I'm not sure if it 
How are they worldng critical feedback... just moved on was effective... I'm 
collaiioratively? (b there a dialogue to next not sure if they 
among peers? Do they siiare ideas really gave 
and help each other?) * Talked to Ben's group about constructive 

constructive feedback. Ben said. feedback. 
"I know." Said he was giving • I couldn't tell if the 
constructive feedback. Later after feedback was 

the group shared its stones, they constructive. I'll 
seemed to be talking... I asked have to keep an eye 
Jane if she got helpful feedback. on that group. 

She said yes. 



Monday, February 12, 2001 
• Note: Today there was a debate over the Death Penalty during S* Period. I ended up excusing most of 

my class to go, so I didn 't end up teaching the lesson I'd planned... thus 6* Period was my first period 
of the day to practice on. 

• Begin with discussion of vocab. Review crossword puzzle. Discuss h(fw each term applies to sketch 
they're working on today. 

Lcveb of iroap pwticipation? 
What arc group dynamics like? 
How arc they woridng 
collaitorativcly? (b there a dialogue 
among peers? Do they sharcidcas 
and help each other?) 
Wednesday, February 14, 2001 
Work on images today. Emphasize working as a group. If you have questions, ask them before you ask me. 
They have good input and then it's more of a group effort... rather than individual prints, each print will 
have the input of the group... the book will truly belong to the group... not just set of individual prints 
bound together 

Levels of group participation? • Jenna's group ail pitched in to 
give her suggestions... even Caria 
not gifted artist among group or 4 
very gifted artists. 
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What are group dynamics like? 
How are they working 
coibiborativcly? (b tliere a dialogue 
among peers? Do they share ideas 
and help each other?) 

To reinforce this, whenever 
students came to me to ask my 
opinion I'd say.TjCt's see what 
your group thinks." Pd take it 
over to them and re-ask the 
question that the student had 
asked me. Almost always they 
had suggestions to make. They 
had good things to say... often 
times things I was thinking, and 
sometimes things that I hadn't 
thought of that were really good 
ideas. Almost always they had 
very good ideas to contribute. 
(What should I make black and 
what should 1 make white? 
Asked group... group said they'd 
already told her... she just wanted 
my opinion too. I reinforced their 
opinion saying it was good and it 
was really just up to the group to 
decide.) 
Pete's group... no suggestions at 
first Just said everything looked 
good. After a few moments had 
really good suggestions 
Carta's group had a good 
discussion of whether or not it 
was necessary/helpful for her to 
include the swear words and slang 
used at the Rocky Horror Picture 
Show in her print 
No cases in which groups 
HAVEN'T given quality 
feedback. 

This IS a quiet 
group... they seem 
to be really 
responding well to 
this project 

Remind students of cutting safety guidelines. 
get one chance. 

Should be cutting today...if not, belund. Take time... only 

Levels of group participation? 
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What arc group dynamics lilie? • Group 5... heard Rachel ofTering • Group work going 

How are they woridng Stan suggestions for images. well... beginning to 
collaboratively? (Is there a dialogue (Without any prompting from rely on each other 
among peers? Do they share ideas me.) more. 
and help each other?) • Later heard her say... that's 

good... ask her (me) if you can do 
that • Supportive of each 

• Heard other good teamwork other 
coming from Stan's group. 
(They're the only group with 
people still working on ideas for • Group members 
stories and sketches.) Steve came come up with good 
up w/ idea for Ben's sketch... ideas for each 
"Just Do It" (dealing with peer other. Getting used 

pressure, first time doing things). to helping each 
Ban lit up and got excited other out, thinking 
(doesn't ever get excited about of ideas for on 
schoolwork). Sat up straight. another, supporting 
eyes lit up, yelled. Teah!" one another. 
Rachel popped her head up and 
said. That IS a good idea..."and • Two heads are 
staned saying how it ties in with better than one." 

the idea of being shy (Stan's Coming up with 
theme), and how people are way better ideas 
always telling shy people to "just than if it were just 
do it" because it takes them me helping students 
longer to get up the guts to do one on one. 

things. 

Students carve linoleum (2! -2/25) 

Levels of group participation? • Some students help each other 
carve. 

What are group dynamics like? • Mostly individual work while 
How are they working carving linoleum. Erica: carved 
coUaliorativcly? (Is there a dialogue out paint splatters when she 
among peers? Do they share ideas intended to have them Mack. 
and help each other?) Called me over. My solution was 

to carve a black outline around 
the drops. She groaned and said 
it'd be too hard. Caria piped in 
and suggested that she just make 
new paint drops in places where 
she hadn't carved already. A 
brilliant solution 

Printing demonstration (2/25) 
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Lcveb of group puUcipatioa? • Some students who have already 
printed explain the process to 
others... teach them how to print 
if they missed the demo. 

What arc group dynanies like? 
How are they worUng 
collaboratively? (b there a dialcgve 
among peers? Do they share ideas 
and help each other?) 

Group members like others' prints... 
haven't heard a negative comment 
Again, Ken helping John print 

Studena begin printing (2/25) 

Levels of group participation? • • Need to encourage 
mote group 
participation in 
printing... 
feedback on print; 
what should 
change. 

What are ptHip dynamics like? 
How are tliey worldng 
collaboratively? (b there a dialogue 
among peers? Do tliey share ideas 
and help each other?) 

• Students like seeing group 
members' prints. Need to 
encourage more collaboration at 
this point 

Students are shown exemplars and discuss ideas for format of book (2J25) Showed students my book. 
Explained why I chose the papers I did, what the meaning/ thought process behind the layers were. Then 
had groups discuss ideas for how book was to lake shape. 

Levels of group participation? • Seem slow to throw out ideas... 
some groups didn't discuss it until 
1 came around to ask (tliey'd 
rather carve linoleum). 

• Stan's group... help Ben with his 
idea of transparent film... show 
him that rice paper is transparent 
enough. 

• Some groups dismayed by 
individual members' absence 
(Group 4... wait for Lori to make 
decision. Stan's group... "We 
need Jane.") 
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What are group dynamics like? 
How are tlwy worfdng 
coUalMratively? (b tlwre a dialogue 
among peers? Do they share ideas 
and help each other?) 

• Seem to be a few people in group 
(not whole group) conltibudng to 
suggestions, (group 1 said to ask 
her.) group 2... Cari and Herb 
never went over to discuss. Came 

up with individual ideas for their 
own pages but not ideas for cover. 

• Groups... Ben not 
supportive/contributing ideas... 
Tou see what I have to work 
with?" When I asked them they 
hadn't discussed anything. 

• Karla's group... Erin threw out an 
idea but immediately said, "I 
dunno... or not... maybe that's a 
dumb idea." Then Carta jumped 
in and said she liked it, and added 
onto the idea. 

• Pete's group: encouraged Mark in 
his idea to bum the paper 

Review of printing vocabulary for 
Quiz. 

Levels of group participatioii? • Overall class participation not 
high. 

What are group dynamics lilie? 
How arc they working 
collaix>ratively? (Is there a dialogue 
among peers? Do they share ideas 
and help each other?) 
Students print/make pages for book. 

Levels of group participation? • Seem to be one or a few students 

coming up with ideas for paper, 
however they have followed 
through with the ideas and 
provided paper for the group. 

What are group dynamics like? 
How are tiiey working 
collalM>ratively? (b there a dialogue 
among peers? Do tliey slwre ideas 
and help each other?) 

• Students seem to be cooperating. 
Haven't heard any arguments or 
complaints about group members. 

Students begin printing final edition 
and copies for book. (2J28) 
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Levels of group partieipatioa? • Students (with the exception of 
Ben) are all working on prints, 
using class time efficiendy. 
Doesn't seem to be any single 
students doing more work than 
others. 

What arc group djmamics liitc? 
How arc tiwy working 
colialMtrativciy? (Is tlierc a dialogue 
among peers? Do they share ideas 
and hdp each other?) 

• Students are helping each other 
print, bringing paper for each 
other. Helping each other flgure 
out how to get a better quality 
prinL Some students ate carving 
on others' linoleum to help them 
get areas they're having trouble 
with. 

Group quiz on printing processes and 
vocabulary. 

Levels of group participation? • Seem to be a fairly equal amount 
of discussion, however some 
students have more answen than 
others (to be expected since some 
students haven't printed yet). 

What arc group dynamics like? 
How arc tlicy worlUng 
coliaborativciy? (Is ttwrc a dialogue 
among peers? Do they share ideas 
and help each other?) 

• Students debating correct 
answers, but in a constructive 
way (no name-calling, derogatory 
remarks)... simply making an 
argument for what they think is 
the correct answer and why they 
think that 

Students continue to print 3 good proof prints before printing finaL Others are printing final 
Lcvcb of group participation? • Groups still helping one another 

(Ben's group... helping him get 
cauRht up). 

What arc group dynamics like? 
How arc they worldng 
collaboratively? (b there a dialogue 
among peers? Do they share ideas 
and help each other?) 

• Helping each other with printing 
process. 

Students s^herUkas from Ms. Byrnes'students art lustory books. 
Lcvcb of group participation? Absences seem to be a problem... 

groups tend to lade cohesion and 
are hesitant to make decisions 
when members are absent 

• Other than that, groups seem to be 
sharing ideas. In 6*'period 
members seem fairly comfortable 
throwing out ideas and being 
constructive and supportive of 
group memben. 
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What are group dynamics like? 
How arc they working 
collaboratively? (Is there a dialogiic 
among peers? Do they share ideas 
and help each other?) 

• See above. 

Students continue working on books. 

Levels of group participation? • Some groups started pnmahly 
with individual decisions (K~: 
Tm going to do this." Without 
consulting group.) Then others 
see what's going on, like the 
idea... add further ideas on to it 
and it becomes a group, cohesive 
decision without my interference. 
Khsti's group came to a 
consensus on cover. Cassie(not 
even in group) help them make it 
Fate's group needed no 
prompting to work today. All 
group members active and 
working. 

What are group dynamics like? 
How arc they working 
collaboratively? (b there a dialogue 
among peers? Do they share ideas 
and help each other?) 

• Students helping each other find 
images forcoilagcs, helping paint 
backgrounds, helping make 
decisions about cover and each 
others' pages. 

Quiz: walk around, talk to I member of each group. See their print, find out what their narrative is about, 
what their group's theme is. and what their ideas are for the cover and each page. At the end, list one new 
idea you got. 

Levels of group participation? • High participation (aside from 
about S students who simply 
copied other group members' 
answers). 

What are group dynamics like? 
How are tlicy working 
collaboratively? (Is there a dialogue 
among peers? Do they share ideas 
and help each other?) 

• Good... students chatting with 
each other, people who I wouldn't 
expect to talk to one andher were 
(Carta and Stan; Ken approach 
Ijoti). I didn't hear anyone 
adding onto people's ideas. 

Students turn editions in (week of 
3120) 
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Lcvcb of group participation? • Editions are individual grades, so 
this is mostly an individual 
process. Others thought they had 
to mm in a set of everyone's 
prints, so they worked together to 
assemble those 

What are group dynamics like? 
How are they working 
coilaborativeiy? (b there a dialogue 
among peers? Do they share ideas 
and iielp each otiier?) 
Students finish books and turn them in. (week of 3/20) 

Leveb of group participation? Overall it seems like most group 
members are working. Some students 
are absent which is causing a problem. 
It seems like in each group there are a 
few people who take charge of putting 
the book together. 

What are group dynamics like? 
How are they woridng 
coiialM>ratively? (Is tlierc a diak>guc 
among peers? Do tiwy slnre ideas 
and iieip each other?) 

• Group 3: Interesting in this group 
that the two males tend to sit back 
while the girls do most of the 
shared work and make most of 
the decisions. 

• In most groups there is dennitely 
a set of leaders and followers. 
One person/people makes 
decisions and knows what's going 
on and tells the otheis how to do 
iL (At least with fmal layout of 
book... 

• Group 1... telling Jenna how to 
put book together, how to put her 
pages.) 



APPENDIX C 

FIELD NOTES: STUDENT EMPOWERMENT 
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Student Empowerment 
Questions: | Observations; | Notes to Self: 
Day I: Introduce lesson: 
Catlett history/criticism; look at the works, what can you guess about the artist (ethnicity, time period, 

message, audience). 

How engaged and 
interested do students 
seem? 

• . No noticeable side conversations 
for any significant period of time. 
Eyes luned to bulletin board. 

• Seemed interested and 
engaged by their level of 
participation and attention. 

Describe levels of 
motivation. 

• Students volunteered answers to 
questions. 

Are they drawing from 
personal experience and 
thinking about content in 
their visual imagery? How 
do they seem to be doing 
with coming up with 
Images to relate the story? 
Do students seem 
threatened by this 
assignment? 
Does it seem like a safe 
environment? 
Do students voice their 
opinions and participate 
willingly in class activities 
and discussions? 

• Made very good insights and 
observations in discussion.. 
Students volunteered answers to 
questions. 

After discussion. e.xplain that Catlett was empowering a voiceless group (African Americans) with her 

work... voicing their experiences. High school students too belong to an underrepresented, unheard 

group. When's the last time you saw work by someone your age in a gallery? Use art (this project) to 

e.xpress your own life experiences. 

How engaged and 
interested do students 
seem? 
Describe leveb of 
motivation. 
•Are they drawing from 
personal experience and 
thinking about content in 
their visual imagery? How 
do they seem to be doing 
with coming up with 
images to relate the story? 

• Not sure if students related 
to that example (I think it 
did help, but I'm not sure if 
all kids feel like people are 
suspicious of them). 

Do students seem 
threatened by this 
assignment? 
Does it seem like a safe 
environment? 
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Do students voice their 
opinions and participate 
willingly in class activities 
and discussions? 
Show my own work (teaching book) as an example of how to draw from personal experience; relate 

How engaged and 
interested do students 
seem? 

• Students in all classes laughed at 
my stories. All were paying 
attention (eyes onme as I spoke, 
no side conversations). Students 
commented ("How sad!" or 
laughed, while others said. "Don't 
laugh! Thai's mean!"). They 
asked questions. "What did you 
do?" More commenis; "I 
would've killed that kid." 

• Students were more 
interested and engaged than 
I've ever seen them. They 
responded well to the 
stories... listened, laughed, 
asked questions. 

Describe levels of 
motivation. 
Are they drawing form 
personal experience and 
thinking about content in 
their visual imagery? How 
do they seem to be doing 
with coming up with 
images to relate the story? 
Do students seem 
threatened by this 
assignment? 
Does it seem like a safe 
environment? 

I think the fact that I was willing 
to risk telling personal stories 
about myself helped them open 
up and respond. I'm hoping it'll 
make it feel a bit safer for them 
to share their own stories. 

Do students voice their 
opinions and participate 
willingly in class activities 
and discussions? 

Students commented ("How sad!" or 
laughed, while others said. "Don't 
laugh! That's mean!"). They asked 
questions. "What did you do?" More 
comments: "I would've killed that kid." 

Share examples of memorable teenage experience/narrative I'd include in a book (puke on shoe = shoe in 
puddle: skinned frog on locker shelf)-

How engaged and 
interested do students 
seem? 

• Again students laugh. Their eyes 
are still all on me. No irrelevant 
side conversations. Comments 
like. "How sad!" or. "Why would 
you put a frog in your locker??" 
and. "Was it [the frog] even IN 
anything?" 

• Students are interested and 
engaged. They are 
responding to the lective. It 
seems like they can relate to 
it. 

Describe levels of 
motivation. 
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Are they drawing from 
personal experience and 
thinking about content in 
their visual imagery? How 
do they seem to be doing 
with coming up with 
images to relate the story? 

• Tm hoping the interest also 
carries over to art that is 
based on personal 
experience, rather than 
solely on the narrative itself. 

Do students seem 
threatened by this 
assignment? 
Does it seem like a safe 
environment? 
Do students voice their 
opinions and participate 
willingly in class activities 
and discussions? 

• Again students laugh. Their eyes 
are still all on me. No irrelevant 
side conversations. 

Take a few moments to reflect on your own personal narratives. 

How engaged and 
interested do students 
seem? 

• At this point the class kind of lost 
focus... eyes weren't on me. lots 
of side conversations sprung up. 

• I couldn't tell if the 
conversations were related 
to the assignment or not... 
I'm guessing ihey were 
because the students were so 
interested moments before. 

Describe levels of 
motivation. 
Are they drawing from 
personal experience and 
thinking about content in 
their visual imagery? How 
do they seem to be doing 
with coming up with 
images to relate the story? 

• Carla; "I don'l have any 
embarrassing moments. I don't 
have any stories." I told her it 
didn't have to be embarrassing. 
She thought for a moment and 
said, "The only thing I can think of 
is that my mom put newspapers all 
over the floor and said that she was 
going to make the whole house 
look like my room." 

• Success... a kid who's 
usually pretty resistant and 
fairly closed (private about 
personal matters... she's 
opened up but she can have 
a big wall around her) came 
up with a great example of a 
personal narrative that 
totally relates the teenage 
experience. 

Do students seem 
threatened by this 
assignment? 
Does it seem like a safe 
enWronment? 

• See above 

Do students voice their 
opinions and participate 
wilh'ngly in class activities 
and discussions? 

• Lots of side conversations sprung 
up (although I couldn't tell if they 
were related to the assignment or 
not 

Art criticism mth social/political artwork... decipher how artist communicated a message through vistdol 

art. 
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How engaged and 
interested do students 
seem? 

• Some students sarcastic with 
answers. 

• When I told them what the artist's 
intended meaning of the pieces 
was. (Said, "Oooh!" or "See!!" or 
"Yes. we were right!") 

• I'm not sure if they took this 
activity totally seriously or 
saw the importance in it that 
I meant to convey. (Like 
reading symbollism into 
works in English... I never 
took that seriously.) 

• Students seemed interested 
at this point 

Describe levels of 
motivation. 
Are they drawing from 
personal experience and 
thinking about content in 
their visual imagery? How 
do they seem to be doing 
with coming up with 
images to relate the story? 

• Deciphering meaning in other 
artwork; Students did a fairly good 
job of interpreting meaning. Had 
trouble articulating (after I 
questioned them) how the artist got 
that meaning across... what he/she 
did to show what he meant (lines, 
shapes, etc.) 

• 6'* Period: very good job of 
interpreting. 

• Nuclear meltdown: view from a 
bomb shelter 

• Chicano: didn't understand that it 
was a Chicano mural... thought it 
reflected all cultures. 

• Worry that this activity was 
not effective or necessary (I 
included it so that students 
could see ways that 
professional artists have 
expressed meaning, or a 
narrative through art). 

Do students seem 
threatened by this 
assignment? 

• Some students were joking and a 
bit sarcastic in their guesses, but 
they were still fairly accurate. 

• Either they were afraid that 
their answers would be 
considered "dumb" or they 
just didn't take the 
assignment seriously. 

Does it seem like a safe 
environment? 
Do students voice their 
opinions and participate 
willingly in class activities 
and discussions? 

• Some groups weren't discussing 
the images right away. I had to ask 
them leading questions to get the 
discussions started. 

• Debate: protest or war (Mussolini) 
Groups share their interpretations with class. 

How engaged and 
interested do students 
seem? 

• Side conversations, (about half of) 
Students not looking at presenter. 

• Really lost interest when it 
came time for groups to 
share with class, especially 
by the 1°^ or 3"* presenter 

Describe levels of 
motivation. 
Are they drawing from 
personal experience and 
thinking about content in 
their visual imager}*? How 
do they seem to be doing 
with coming up with 
images to relate the stor>'? 

• 



Do students seem 
threatened by this 
assignment? 

• Presenters spoke quietly. 
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Does it seem like a safe 
en>ironment? 
Do students voice their 
opinions and participate 
willingly in class activities 
and discussions? 

• Reluctance to volunteer to share 
interpretation. 

Reflections for tomorrow: 

How engaged and 
interested do students 
seem? 
Describe levels of 
motivation. 
Are they drawing from 
personal experience and 
thinking about content in 
their visual imagery? How 
do they seem to be doing 
with coming up with 
images to relate the story? 

• Come up with theme and title for 
book. 

• Pressure as a theme (but then 
individual narratives students came 
up with not always a narrative... 
just a topic they're interested in 
(Fashion). 

• Theme difHcult, but some 
good thought processes 
going; Emphasize that it 
needs to be an event or 
something they remember 
happening.) 

• Need to emphasize 
individual difference within 
each theme (don't all have 
to be the same). Didn't do 
this... they already 
automatically staned doing 
this. 

• Show samples of books. 
Do students seem 
threatened by this 
assignment? 

• .\ssessment: Individual grade 
(small portion on print quality) and 
individual participation grade 
(rubric). 

• This seemed a bit 
confusing... felt anxiety 
level rise in room when 
went over this... Maureen 
thought it was a good thing. 
Perhaps emphasize that their 
group members are counting 
on them. It's a group 
effort... help each other 
come up with quality work. 
Not just an individual 
print... part of group 
responsibility. 

Does it seem like a safe 
environment? 
Do students voice their 
opinions and participate 
willingly in class activities 
and discussions? 



160 

Begin class by explaining worksheet. They will be working in groups. I- Come up with several personal 
narratives. Share w/group. Find a theme within them. Discuss images to depict them with. Come up 

with several ideas of images (e.xample w/ pen cap: I • kid throwing a pen. 2- observer looking in, 3- just pen 
cap}. 

Explained grading... group grade based on craftsmanship, concept and clarity. Pointed out that this is 
taking their artwork a step farther. Now rather than just drawing something realistically, they are using 

their art to communicate something. This is what many professional artists do. 

How engaged and 
interested do students 
seem? 

Beginning of class during intro 
lecture, not all students paying 
attention. Blank looks when 
started explaining project again. 
Eyes lit up, were attentive during 
the portion that mentioned that 
artists in the real world have a 
deeper element in their work... 
meaning, and that we'd be doing 
this as well. 

Students lost a bit of the 
interest they had yesterday. 
Didn't remember project. 
Students are up to the 
challenge. They want their 
work to have meaning. 
They also respond well 
when the curriculum is 
relevant to professional real-
world setting. 
Rnding something that the 
students respond to... have 
exciting memories of is key. 
How to do that? I'm not 
sure yet. 

Describe levels of 
motivation. 

• Students hadn't come up with 
narratives. 

• Explained grading. Questions 
about participation portion of grade 

Not quite sure how, but 
students seemed to change 
once I mentioned grades. (A 
little more focussed on 
grade... what I wanted than 
what they wanted.) 

.Vre they drawing from 
personal experience and 
thinking about content in 
their visual imagery? How 
do they seem to be doing 
with coming up with 
images to relate the story? 

Students are really struggling to 
come up with narratives. 
Assessment: I am not grading them 
on print quality. I will stress that 
they should produce quality images 
to enhance their concept, but it'll 
be interesting to see how they 
respond to that. Postmodern idea 
of not how it looks, but more the 
idea behind it. (Stress the 
importance of concept) 

Do students seem 
threatened by this 
assignment? 

• Several students asked if they'd 
have to read these in front of the 
class. I said no. 

Making their stories public 
caused anxiety... not a 
totally safe environment, 
perhaps? (Or standing in 
front of the class is risky 
enough without having to be 
relating personal narratives 
on top of that.) 
They don't feel safe opening 
up. The good thing is that 
means it is an important 
issue to them... also a risky 
one to share. 
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Does it seem like a safe 
environment? 
Do students voice their 
opinions and participate 
willingly in class activities 
and discussions? 

• Ben: head down. Usually 
talkative, happy kid not talking to 
his group. Closed body language. 
Not responsive to initiatives for 
dialogue. 

• Success with Pete's group: Pete is 
normally very quiet and won't talk 
to me and doesn't seem to like the 
class. Today Maureen was able to 
help steer them towards a theme: 
Getting into Trouble. When I 
came to ask ihem how they were 
doing, he was animated and telling 
me their stories. She/they elicited 
stories from Carl and Herb, who 
usually never talk cither. 

• This seems to be a 
panicularly risky project for 
him. His group's theme is 
"Pressure." Ben has 
learning disabilities and isn't 
the most gifted artist 
(although his older sister is). 
He doesn't nomially put 
forth any effort on projects, 
however he did well on the 
last perspective drawing. 
This may be asking too 
much of him for some 
reason, h'll be interesting to 
see if he continues to come 
to class. 

• Began class with clarification of what a narrative is... what I'm looking for. Postmodern art no 

longer just surface appearance., it's more... substance, meaning behind the work. 

• Pass out narrative rubric and read over it. (Must be based on an event that happened to you. must be 

memorable, cause emotional response.) 

• Emphasized that this part of the process, the coming up with the narrative, is just as important if not 

more important that the actual image. 
• Image should relate to narrative and convey emotions depicted in it 
• Write narrative in sketchbook in for it'll be in for final book. 

How engaged and 
interested do students 
seem? 
Describe levels of 
motivation. 

• The writing took most of the 
period. Many of the groups were 
much more chatty than usual and 
weren't getting as much done as 
usual 

• Trvlnv Inrtcrf fnriic 

(maybe because usually they can 
draw and talk at once) 

... students wasting time, 
but not bored. 



162 

Are they drawing from 
personal experience and 
thinking about content in 
their visual imagery? How 
do they seem to be doing 
with coming up with 
images to relate the story? 

Rachel: I gave some suggestions that 
she emphasize certain dramatic 
moments in the story (how did she feel 
when she found herself lying on the 
ground, or when she saw the girl who 
tripped her? How did it feel going in 
for the kick, looking at all the people 
she had to get the ball through?) At 
first she was reluctant saying it was two 
years ago and didn't really remember, 
then at the 3"* question she said. "I just 
knew it was good right when I kicked 
it." (And then she kind of stammered 
and hesitated saying but she couldn't 
really say that or didn't know how to 
include that.)"That's good! Say it just 
like that!" I said. She said okay, but 
still acted with the same unusual 
hesitation and timidity she had before. 
• .\i end mentioned write this as if 

telling story to a friend, trying to 
get them to be in your shoes at 
time, laugh along with you. feel 
sad w/ you. etc. 

• Students have been having trouble 
finding stories to fit into the theme. 

• I think that writing the 
narratives helped... not all 
students did it. and I didn't 
read them 

• These events are great that 
they're coming up... they 
show their human sides... 
not just the cool, collected 
facade we see in the normal 
classroom setting. 

Emphasize this more... at 
beginning of class, not just 
at end. 

Do students seem 
threatened by this 
assignment? 

• When I'd come around to check on 
students, often times closed body 
positions (arms around 
sketchbook, hunched over, look up 
at me). 

• Students not used to sharing 
writing like they do their 
artwork with me? 

• This is scarier because it's 
personal experience? 

• The students KNOW how to 
tell a narrative... they just 
lack confidence and have 
trouble e.xpressing it on 
paper. (Mary: said hers 
wasn't funny when she tells 
it, but it was... 1 encouraged 
her and told her to 
emphasize, really describe, 
the key moments... the 
moment the car was jerking 
forward... what was going 
through her mind right 
then?) 
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Does it seem like a safe 
environment? 

• Rachel showed me her paragraph 
at one point. She asked me if I 
thought it was stupid because her 
group members said it was. Her 
voice was a little shaky and she 
was a little fidgety and timid with 
her body language. (She's 
normally very confident and poised 
when she shows me her artwork.) 
I read it (she looked on nervously 
shifting her weight around). I told 
her that no, it wasn't stupid, then 
gave her some suggestions that she 
emphasize certain dramatic 
moments in the story 

• Jane asked again if anyone would 
be reading these. I said your group 
members and me. Didn't want to 
share these with everyone. 

• r m reluctant to read 
students' narratives... 
students seem reluctant to 
share them with me. 
(Rachel showed me hers... 
see below.) This might be a 
good thing... means 
students are taking risks. 

• Rachel (normally very 
confident, a talented artist) 
was obviously shaken by 
her group members' 
comments. (Is this because 
the narrative is outside her 
comfort zone? In art, no 
one can make fun of her 
because hers is so much 
better than other peoples' 
usually.) 

• Classroom not totally safe 
environment. 
Understandable. Doesn't 
know everyone in room. 
Doesn't know what they'd 
think of her. 

Do students voice their 
opinions and participate 
willingly in class activities 
and discussions? 

• Most students writing (about 2/3). 
A few still having trouble thinking 
of a narrative. 

Peer feedback: narratives due in written form. Show peers, have evaluate along rubric. Reminded them 

that it was a group effort. Need to HELP each other tell the best story possible. 

How engaged and 
interested do students 
seem? 

• Group 3: as each person read their 
narrative they all laughed at each 
other's embarrassins moments. 

Describe levels of 
motivation. 

• Group 3 focussed and on-task. 
Each took turns reading their 
narratives out loud. Came prepared 
for class. 

Are they drawing from 
personal experience and 
thinking about content in 
their visual imagery? How 
do they seem to be doing 
with coming up with 
images to relate the story? 
Do students seem 
threatened by this 
assignment? 
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Does it seem like a safe 
environment? 

Group 3 shared their narratives 
willingly: Focussed and on-taslc. Each 
prepared, all read aloud. Supportive of 
each other. 

Do students voice their 
opinions and participate 
willingly in class activities 
and discussions? 
Monday, February 12, 2001 
• Note: Today there was a debate over the Death Penalty during 5* Period. I ended up e.xcusing most of 

my class to go, so I didn 't end up teaching the lesson I'd planned... thus (?* Period was my first period 

of the day to practice on. 

• Begin with discussion of vocab. Review crossword puzzle. Discuss how each term applies to sketch 
they 're working on today. 

How engaged and 
interested do students 
seem? 
Describe levels of 
motivation. 
.\re they drawing from 
personal experience and 
thinking about content in 
their visual imagery? How 
do they seem to be doing 
with coming up with 
images to relate the story? 

• Spent much of the period checking 
off sketchbook homework and 
asking students what they thought 
of the articles on Millcnial 
generation. Mixed reactions... 
some agreed, some disagreed. 
Some didn't like the 
generalization, some thought 
societal changes should've been 
cited as a reason for the change in 
generational attitudes. 

• Didn't get to see many sketches 
because I was too busy checking 
off sketchbook homework and 
collecting artwork for the 
Beginning Art Show. 

Do students seem 
threatened by this 
assignment? 
Does it seem like a safe 
environment? 
Do students voice their 
opinions and participate 
willingly in class activities 
and discussions? 
Wednesday, February 14, 2001 

Work on images today. Emphasize working as a group. If you have questions, ask them before you ask me. 

They have good input and then it's more of a group effort... rather than individual prints, each print will 

have the input of the group... the book will truly belong to the group... not Just set of individual prints 
bound together 
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How engaged and 
interested do students 
seem? 

• Pete's group... had really good 
suggestions after some leading 
questions. 

• This is a quiet group... they 
seem to be really responding 
well to this project. 

• Carla's group: Gave the 
issue of swear words serious 
thought, had intelligent 
answers to back up their 
opinions. Took it more 
seriously (they usually joke 
around a lot). Gave serious 
answers. 

Describe levels of 
motivation. 
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Are they drawing from 
personal experience and 
thinking about content in 
their visual imagery? How 
do they seem to be doing 
with coming up with 
images to relate the story? 

Jenna... need to add texture or 
pattern. Protested at first (do I 
have to??) But then I explained it 
make it more interesting... contrast 
rather than just solid black and 
white. Group members chimed in 
and gave excellent feedback as to 
what she could add to fill the blank 
space. Carta too... not gifted artist 
among group of 4 very gifted 
artists. Doesn't seem unconfident 
in her drawing abilities (haven't 
heard her saying "I can't draw" as 
much as she used to in the 
beginning of the year). Came up 
with excellent compositional 
criticism of her sketch on her 
own... overlap the lipstick and the 
leg. It looked like the lipstick was 
being put On the leg. 
Caria asked if she can put swear 
words into hers (Bitch, slut... 
things they yell in the Rocky 
Horror Picture Show.) I said it 
depends on the purpose... why 
does she feel it necessary to 
include them? "It's what they yell 
in the RHPS." I said, "Well, let's 
ask your group. Do you feel it's 
necessary to have those words in 
it? Do you think it helps add to the 
message of the image? Does it 
detract from it?" They responded 
with intelligent answers. (I'm not 
sure but I think I recall that they 
thought it'd help... however they 
responded after giving it some 
thought.) 

• Showing very well-
developed problem-solving 
skills. 

Treating them more like 
adults... not just outlawing 
certain words. Instead 
analyzing the purpose 
behind them. If they have a 
logical purpose for being 
there and they uruly help the 
artwork, then they can be 
there. (Will I get in trouble 
for this? I guess I'll find 
out.) Students responded 
well to this. They were 
expecting me to just 
automatically say no. 
Seemed to like having a 
choice to decide and justify 
why. (Liked the credibility 
and trust.) Could (ell since 
they gave it some thought 
Didn't just respond out of 
rebelliousness. Had good 
reasons behind their logic. 
Students deserve more credit 
than we give them. When 
allowed to, they come up 
with excellent open-ended 
kinds of solutions. 
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Do students seem 
threatened by this 
assignment? 

• Jenna... need to add texture or 
pattern. Protested at first (do I 
have to??)... changed her print 
once her peers came up with 
suggestions for ways to add 
textures. 

• Not always responsive to 
feedback from me but 
respond to suggestions from 
peers (feel more empowered 
to make their own choices 
rather than having to do 
what the teacher wants them 
to do?) 

• Students have strong 
foundation in elements and 
principles. Know how to 
talk about and give 
suggestions. 

Does it seem like a safe 
environment? 

• 

Do students voice their 

opinions and participate 

n'illingly in class activities 
and discussions 

• To reinforce this, whenever 
students camc to me to ask my 
opinion I'd say. "Let's see what 
your group thinks." I'd take it over 
to them and re-ask the question 
that the student had asked me. 
Almost always they had 
suggestions to make. They had 
good things to say... often times 
things I was thinking, and 
sometimes things that I hadn't 
thought of that were really good 
ideas. Almost always they had 
very good ideas to contribute. 

• (What should I make black and 
what should I make while? Asked 
group... group said they'd already 
told her... she Just wanted my 
opinion too. I reinforced their 
opinion saying it was good and it 
was really just up to the group to 
decide.) 

• Reliant on JUST my opinion 
as the only way. Need to get 
them to value their group 
mate's opinions more. 
(Feminist power issue... I 
do have the final say and 
technically my opinion and 
criteria arc most important 
since I do grade it based on 
those. Dilemma... am I 
sending mixed messages to 
the students?) 

• Students deserve more credit 
than we give them. When 
allowed to. they come up 
with excellent open-ended 
kinds of solutions. 

Have image done b\ Friday. 

How engaged and 
interested do students 
seem? 
Describe levels of 
motivation. 

• Most students were working. Once 
I did a lino cutting demo, they 
were all interested and I think more 
motivated to work. They were 
asking questions. More came up to 
watch demo than were finished 
with sketch. (Said "Cool") 

• This was to motivate 
students to get work done. 
And to help set deadlines so 
project isn't so vague. 

• Looking for next step... 
need to see what's next and 
when they'll finish w/ 
current project. 
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Are they drawing from 
personal experience and 
thinking about content in 
their visual imagery? How 
do they seem to be doing 
with coming up with 
images to relate the story? 
Do students seem 
threatened by this 
assignment? 
Does it seem like a safe 
environment? 
Do students voice their 
opinions and participate 
willingly in class activities 
and discussions? 
Remind students of cutting safety guidelines. Should be cutting today... if not, behind. Take rime... only 

get one chance. 

How engaged and 
interested do students 
seem? 

• Heard other good team work 
coming from Stan's group. 
(They're the only group with 
people still working on ideas for 
stories and sketches.) Steve came 
up w/ idea for Ben's sketch... "Just 
Do It" (dealing with peer pressure, 
first time doing things). Ben lit up 
and got excited (doesn't ever get 
excited about school work). Sat up 
straight, eyes lit up. yelled. 
"Yeah!" Rachel popped her head 
up and said. "That IS a good 
idea..." and started saying how it 
ties in with the idea of being shy 
(Stan's theme), and how people are 
always telling shy people to "just 
do it" because it takes them longer 
to get up the guts to do things. 

Describe levels of 
motivation. 

• Students basically all on-task. 
working... no need to remind 
students to get to work. Many are 
finishing this project more quickly 
than students at Palo Verde did. 
Students ask right when come in 
for tools (before bell rings). 

• Students are interested in 
project. They like it. I'm 
still not sure if it's because 
of the medium or because of 
the subject matter. (2 
students said they don't like 
it... takes too much 
patience.) 

Are they drawing from 
personal experience and 
thinking about content in 
their visual imagery? How 
do they seem to be doing 
with coming up with 
images to relate the story? 

• Rachel's group... • Two heads are better than 
one." Coming up with way 
better ideas than if it were 
just me helping students one 
on one 
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Do students seem 
threatened by this 
assignment? 
Does it seem like a safe 
environment? 
Do students voice their 
opinions and participate 
willingly in class activities 
and discussions? 

• Rachel offering Stan suggestions 
for images. (Without any 
prompting from me.) 

• Later heard her say... that's 
good... ask her (me) if you can do 
that. 

• Group work going well... 
beginning to rely on each 
other more. 

• Bad... still think I have 
ultimate authority (Feminist 
power relationship) and that 
my opinion is the "correct 
one." 

Students carve linoleum (2/ •2/25) 

How engaged and 
interested do students 
seem? 

• Students begin working right 
away. Continue to stay on-task 
throughout class, even though I'm 
occupied with printing 
demonstration. 

• 

Describe levels of 
motivation. 

• Several students approach me 
before class begins and ask if they 
can get started. Students don't 
begin cleaning up early. Continue 
carving until I say it's time to clean 
up. Four students from 6"* Period 
stay through 7" period to continue 
working (must be prompted to sign 
in for extra credit time... extra 
points are not motivating ihem). 

Are they drawing from 
personal experience and 
thinking about content in 
their visual imagery? How-
do they seem to be doing 
with coming up with 
images to relate the story? 

N/A 

Do students seem 
threatened by this 
assignment? 

• Students seem to like linoleum... 
Rachel told me she likes it. A few 
students say this is too hard... 
requires too much patience. 

Does it seem like a safe 
environment? 

• Students joke around and tease 
each other and me. Students also 
support each other... say "That's 
cool." 

Do students voice their 
opinions and participate 
willingly in class activities 
and discussions? 

• 

Printing demonstration (2/25) 
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How engaged and 
interested do students 
seem? 

• Students who aren't ready to print 
come over to watch demonstration. 
Seem to retain information once 
begin to print... few errors. 

• 

Describe levels of 
motivation. 

• Students seem anxious to print. 
Come to see other students who are 
printing. They watch them lift 
their prints off of their linoleum 
and say, "Whoa! Thai's cool!" 

• Students who are ready for demo 
continuously ask when they can 
see it. I was waiting for a printing 
station to open up... she kept 
coming up and asking when it was 
time. 

• Students who aren't printing are 
on-cask. Seem motivated to fmish 
and begin to print. 6 students ask 
to lake tools home to work over 
the Rodeo weekend. 

Are they drawing from 
personal experience and 
thinking about content in 
their visual imagery? How 
do they seefn to be doing 
Mith coming up with 
images to relate the stor>-? 

• 

Do students seem 
threatened by this 
assignment? 

• Printing seems like a safe activity. 
Students dive right in and do it 
well. If there are problems they 
see how to solve them rather than 
getting discouraged and saying. "I 
can't do it." (Like "I can't draw.) 

Does it seem like a safe 
environment? 

Students are helping each other and are 
more than willing to try each new step 
of the process. 

Do students voice their 
opinions and participate 
willingly in class activities 
and discussions? 

• Willingly watch demo. 

Students begin printing (2/25) 

How engaged and 
interested do students 
seem? 

• Students seem to like printing 
process. 

• Mark made numerous prints. 
Pete... made one then stopped for 
day and seemed bored. 

• Like seeing final results of prints. 
(No one's been unhappy with the 
print they pull off... some have 
excellent constructive comments as 
to what they want to change in 
their linoleum 

• 
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Describe levels of 
motivation. 

• Students go right over and print if 
they have seen demo. Some who 
haven't seen it go over and try to 
print anyway. Students even 
cooperative and willing with clean
up. Had to ask John to clean his 
part, but otherwise students to a 
good thorough job. 

Are they drawing from 
personal experience and 
thinking about content in 
their visual imagery? How 
do they seem to be doing 
with coming up with 
images to relate the story? 
Do students seem 
threatened by this 
assignment? 

• 

• Again, coming up with 
constructive solutions to any 
problems they Hnd in printmaking 
or in their linoleum. No one 
getting discouraged and saying 
they can't do it. 

Does it seem like a safe 
environment? 
Do students voice their 
opinions and participate 
willingly in class activities 
and discussions? 

• Willingly participate in printing. 
No one had to be told to go print... 
just do it on own. 

Students are shown exemplars and discuss ideas for format of book (2/25) Showed students my book. 

Explained why / chose the papers I did. what the meaning/ thought process behind the layers were. Then 
had groups discuss ideas for how book was to take shape. 

How engaged and 
interested do students 
seem? 

• Students were attentive during 
explanation. 

• Some students seemed interested in 
idea of multi-media... printing on 
colored papers and transparent 
papers and fabrics 

• 

Describe levels of 
motivation. 

• This will be more apparent in 
whether they show up with the 
supplies they need. For now. 
seemed excited about the different 
materials they could explore 

• Didn't come up and look at 
samples, but they did comment a 
bit on Ringgold book... asked if 
they were prints, a few "Whoa"s. 

• 1/27; A few students looking at 
samples. Motivated to designate 
people to go and get extra supplies 
Kristi: print on extra paper she 
brought in. Seem to be excited to 
try new things/media. 
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Are they drawing from 
personal experience and 
thinking about content in 
their visual imagery? How 
do they seem to be doing 
with coming up with 
images to relate the story? 

• Ideas for materials somewhat 
superficial... mostly for 
appearance, but some content 

• transparency ...mostlyforlooks 
(didn't justify with reason that 
drew from content). 

• burnt piece of paper to enhance 
image of burning narrative. Pete 
print on image of Church Lady 
(doesn't really go with story of 
Catholic school). 

• Group 3: bright papers to simulate 
blushing (embarrassing moments). 

• origami papers (not sure why). 
• Many groups upon further 

questioning can justify why they 
chose the materials they do. 
however their content was not part 
of their original choice of 
materials. 

• Group 1.. ask why they plan to use 
glitter and metallic paper... hadn't 
thought of a reason at first... just 
liked idea of glitter, but then tied it 
into everyone's ideas.) 

Do students seem 
threatened by this 
assignment? 

• ELL students... seem to avoid any 
kinds of discussion activities. 

• Students may be a bit reluctant to 
throw out ideas for fear they won't 
be accepted. (Kristi's group... 
didn't want to take credit for 
idea... didn't seem to have ideas of 
own. Pete's group... just 
individual ideas, not any for group 
cover.) 

Does it seem like a safe 
environment? 

• Didn't hear any ideas being made 
fun of. 

• Erica (see above) afraid her idea 
would be made fun of, so instantly 
revoked it... luckily group 
members supported the idea and 
expressed their approval. 

Do students voice their 
opinions and participate 
willingly in class activities 
and discussions? 

• Students not participating as 
willingly in this discussion. Some 
hadn't discussed it until I came and 
prompted them to. (Not sure if it's 
the nature of the discussion or just 
the fact that the linoleum is more 
appealing.) 

Review of printing vocabulary for quiz 
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How engaged and 
interested do students 
seem? 

• Not very... some students 
participating in questioning (hold 
up brayer. "What's this called?" 
What is it used for? Which way to 
we store it? Why?) 

• Stan, normally a polite good 
student, made a hand gesture to 
himself as if he was getting 
impatient and wanted to move on. 

• Not all attention on me. even 
though there was the incentive that 
they'd need to know this for the 
quiz. Need to make reviews more 

• 

Describe levels of 
motivation. 

• A few students (no more than 5) 
interested... want to leam and 
know vocab. (R- participating. J— 
shush group members). Rest not 
very motivated to know terms. No 
one wrote down extra term that 
wasn't on vocab sheet ("Bench 
hook"). 

Are they drawing from 
personal experience and 
thinking about content in 
their visual imagery? How 
do they seem to be doing 
with coming up with 
images to relate the story? 
Do students seem 
threatened by this 
assignment? 

• No. just not interested. 

Does it seem like a safe 
environment? 

• Correct answers are validated and 
acknowledged. Wrong answers 
are dismissed in a (hopefully) 
respectful way ("You're on the 
right track but not quite.") 

Do students voice their 
opiniotis and participate 
willingly in class activities 
and discussions? 

• Some students throw out answers 
and guesses. Most students tune 
OUL 

Students print/make pages for book. 

How engaged and 
interested do students 
seem? 

• Mark and Pete actively discussing 
and problem-solving how to paint 
the paper, what steps to do it in 
(write first or after paint), and how 
to let it dry without ripping iL 

• Other students discussing paper 
with group. 

• 

Describe levels of 
motivation. 

• Seem to jump right in... have to 
lell students NOT to use open print 
stations if they're not theirs. 
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Are they drawing from 
personal experience and 
thinking about content in 
their visual imagery? How 
do they seem to be doing 
with coming up with 
images to relate the story? 

• Still not sure... plan to meet 
with students one-on-one for 
evaluation to discuss how 
the paper reflects their 
content 

Do students seem 
threatened by this 
assignment? 
Does it seem like a safe 
environment? 
Do students voice their 
opinions and participate 
willingly in class activities 
and discussions? 

• Students in most groups seem to 
openly object/approve of ideas 
thrown out. For the most pan they 
seem to support each other's ideas, 
and build upon them (get further 
ideas from ideas put forth before 
the group). 

Students begin printing final edition and copies for book. (2/28) 

How engaged and 
interested do students 
seem? 

• Students began working on their 
own. They had to have 3 perfect 
proof prints prior to starting on 
tlnal prints. Several students 
brought in fancy extra paper to 
experiment printing with (on time 
with deadline 1 gave them... 
without further prompting to bring 
it in). 

• Mark experimenting with different 
ways to paint paper, different 
paints, techniques (sponges), 
looking at my example... trying to 
figure out how to make narrative 
translucent. Excited and anxious 
to get working... asked for paint 
several times. 

• 

Describe levels of 
motivation. 

• Anxious to finish proofs. 5 
students stayed in class through the 
break to keep working. Students 
nomially ask to take break right on 
time or a little early. Today we 
went 13 minutes past break time 
before anyone spoke up about 
taking a break (could also be due 
to shortened period). 
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Are they drawing from 
personal experience and 
thinking about content in 
their visual imagery? How 
do they seem to be doing 
with coming up with 
images to relate the story? 

• Not sure that papers relate in a 
deep way to theme (group 1: green 
handmade papers, silver metallic, 
confetti... not sure if relate to 
theme, need to ask). 

• Group 3... seem to have a 
connection to prints. Confeni 
paper for time-out half time print. 

Do students seem 
threatened by this 
assignment? 

• S- and R— gening fhistrated with 
printing. Ask me to help them... 
then they seemed to be okay. Just 
seemed impatient, not threatened 
since they asked for help. 

• L~: negative (usually negative). 
Says she isn't good at this and 
would rather do clay. (Not happy 
with print because she made an 
error in carving... can't fix it). 

Does it seem like a safe 
environment? 

• Students seem to feel free asking 
for help and constructively 
analvzine their prints. 

Do students voice their 
opinions and participate 
willingly in class activities 
and discussions? 

• Yes. as far as 1 know... students 
tell me if they're getting frustrated 
or need help, or like their prints. 

Croup qui: on printinz processes and vocabuiarv. 

How engaged and 
interested do students 
seem? 

• Students are discussing, in some 
cases almost heatedly, the answers. 
They seem more engaged than if 
they were just taking or grading a 
normal quiz. 

• 

Describe levels of 
motivation. 

• Motivation from teacher: grade 
only one from group... be sure that 
all group members have answers 
down that you agree with. Grade 
motivation seems to motivate 
students to do the quiz and discuss 
their answers. 

Are they drawing from 
personal experience and 
thinking about content in 
their visual imagery? How 
do they seem to be doing 
with coming up with 
images to relate the story? 
Do students seem 
threatened by this 
assignment? 

• No... discussion and participation 
levels are high. 

Does it seem like a safe 
environment? 

• Students ask clarifying questions if 
they don't understand. Students 
ask each other if they aren't clear 
on the question as well. 
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opinions and participate 
willingly in class activities 
and discussions? 

• Yes. there were several differing 
opinions among group members. 
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Students contirrue to print 3 Rood proof prints before printing final. Others are printing final. 

How engaged and 
interested do students 
seem? 

• Not very... students are not as self-
motivated today. Could be due to 
lack of structure (students in all 
vary ing stages of process), 
shortage of printing stations 
(although some groups are idle 
even though they have an open 
station), or lack of supplies. Could 
also be that they're becoming 
fhistrated or bored with the 
printing process (messy... loses 
some of it's original magic and 
novelty). Required to get 3 "good" 
prints... some students becoming 
frustrated bv it. 

• 

Describe levels of 
motivation. 

• Motivational levels low in general. 
Students not working as much, not 
as on-task. Also not as active in 
cleanine up. 

Are they drawing from 
personal experience and 
thinking about content in 
their visual imagery? How 
do they seem to be doing 
with coming up with 
images to relate the story? 

• Today I emphasized that they need 
content in their choice of 
materials... everything that goes 
into the book. Will see once books 
begin to be put together if it sunk 
in. 

Do students seem 
threatened by this 
assignment? 

• Some getting frustrated with 
printing, however it seems to help 
for me to watch them do a print 
and give them pointers. Once they 
get one good print they seem to be 
revitalized. No one comparing 
their print to others' and feeling 
like they have a lack of ability... 
seem to feel it's a maner of 
practice. 

Does it seem like a safe 
environment? 

• Students seem to feel free asking 
for help. 

Do students voice their 
opinions and participate 
mllingly in class activities 
and discussions? 

• 

Students gather ideas from Ms. Byrnes' students art history books. 
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How engaged and 
interested do students 

I showed them the books... we 
brainstormed why the students' 
books were more interesting than 
mine... why people at the art show 
of all ages picked them up and read 
them. I asked them how I could 
make mine more visually 
interesting and etTective. Each 
group looked at the book and then 
shared with the class what ideas 
they'd gotten from the book. [ told 
them what materials I had that they 
could use (glitter, fabric, 
magazines, paint) and that ail I 
asked was that anything that they 
put into the book had to have some 
sort of thought behind it... a 
rationale as to how it fits in with 
the narrative or theme. 
6''' Period was interested in the 
books... they asked to switch 
books in order to see more of them. 
Conversations were occurring at at 
least 3 tables regarding ideas they 
were having about their own 
books. Students were hesitant and 
not very responsive when I asked 
as a class what ideas they got from 
the books. 

Yesterday I was entirely 
frustrated and dissatisfied 
with not only student 
behavior (talking, not 
working, low levels of 
motivation), and I decided 
that it was partially my 
responsibility: I wasn't 
being clear enough in my 
expectations for the books, 
and my e.xample was also 
lacking the detail I wanted 
students to put into this. I 
realized that I've seen what 
incredible work and ideas 
students can come up with 
(many 2-point perspective 
houses put mine to shame), 
and I decided to say exactly 
this to the students: I told 
them that I was getting 
frustrated with them and I 
realized I was partially to 
blame. I told them that they 
have incredible ideas and 
that it was their task to put 
my book to shame. 

Describe levels of 
motivation. 

Students were more on-task today 
than yesterday (Also could be due 
to the shorter working time in class 
because of the opening activities.) 

period still seemed a bit 
sluggish 
Other groups: group 5 behind. 3 
members still carving linoleum. 
Stan helping them rather than 
doing work on other parts of the 
book. 
Students were working (I also told 
them that I'd push the due date 
back depending on how wisely 
they were using their time). 

Are they drawing from 
personal e.xperience and 
thinking about content in 
their visual imagery? How 
do they seem to be doing 
with coming up with 
images to relate the story? 

Tara... uying new printing 
methods; printing on a fabric 
collage she made, and on clear 
plastic. 
. Erica got some ideas... splattered 
paint on fabric and found images 
from magazines to accompany her 
imagery. 
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Do students seem 
threatened by this 
assignment? 

• Students may be a bit confused as 
to what Tm expecting... some 
asked clarifying questions 
afterwards Don't seem threatened 
thou^. 

Does it seem like a safe 
environment? 

• Yes. Jenna felt comfortable saying 
in front of the class that it was hard 
to get ideas from the art history 
books since it was a completely 
different project. 1 acknowledged 
her concem and clarified that I just 
wanted them to see e.xamples of 
strong layouts and presentations, 
and use of multiple media. She 
seemed to feel okay with that 
answer (she expressed no further 
concerns over the issue.) 

Do students voice their 
opinions and participate 
willingly in class activities 
and discussions? 

• See above. 
• Students didn't particpate very 

willingly (6"*) in discussion of 
what ideas they got from looking at 
the books. Could be that my own 
level of enthusiasm was different 
in 6*** period and that reflected in 
the students. 

Students continue working on books. 

How engaged and 
interested do students 
seem? 

• Began class with little 
discussion... reminded them that t 
was basing my decision to move 
the deadline back on how on-task 
they were in class. All students 
were working. No prompts fhjm 
me needed. Students asking for 
supplies, interested to see what's in 
the supply closet for them to use. 

• 

Describe levels of 
motivation. 

• They worked throughout the class, 
didn't remind me when it was 
break time. .About 10 students 
stayed to work well into the break 
(about S minutes). Students also 
had to be told when to clean up 
rather than starting ahead of time. 
Asking for extensions of due date 
so they can continue to work. 
Have a plan for entire book 
without prompting. 
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Are they drawing from 
personal experience and 
thinking about content in 
their visual imagery? How 
do they seem to be doing 
with coming up with 
images to relate the story? 

• Jenna: basing decisions on color 
preference... upon prompting 
could come up with justification 
(fiery colors go along with fiery 
tattoo image). Using decorative 
origami paper for backgrounds... 
as far as I Imow, primarily for 
aesthetic reasons. 

• Group S; collaging words and 
images that have to do with stories 
and themes. 

• Group 2... colors of paper seem to 
be an aesthetic choice in Paul's 
case, maybe having to do with 
theme in Will's case (blue=ocean). 

Do students seem 
threatened by this 
assignment? 

• No. they all jumped right in... 
seem to respond well to the open 
nature of the assignment... keep 
asking if it's "okay" if it's not a big 
book... size is up to them. 

Does it seem like a safe 
environment? 

• Students are sharing ideas. 
motivated when working... seems 
to be. Only heard one negative 
comment. Students not afraid to try 
and re-try new things, explore new 
ideas and media. 

Do students voice their 
opinions and participate 
willingly in class activities 
and discussions? 

• Students constructively criticizing 
and analyzing the pages they put 
together 

Quiz: walk around, talk to I member of each group. See their print, find out what their narrative is about, 

what their group's theme is. and what their ideas are for the cover and each page. At the end. list one new 
idea \ou got. 

How engaged and 
interested do students 
seem? 

• No one protested. A few quieter 
students tried to avoid talking to 
other groups and got answers from 
their group members. 

• Amazed at students' willingness to 
participate. Talking to each other, 
heard a few "Cool!" comments. 
Weren't showing work to each 
other, which was part of the whole 
point. 

• 

Describe levels of 
motivation. 

• Most students jumped right in. 
problem-solved (I thought it'd be 
problematic for them to figure out 
which groups they had and hadn't 
talked to... only had to work with 
one student to solve that problem.) 
Most people completed it in a short 
time with no prompting from me. 
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Are they drawing from 
personal experience and 
thinking about content in 
their visual imagery? How 
do they seem to be doing 
with coming up with 
images to relate the story? 

• • I forgot to have students find 
out WHY the visual ideas of 
the groups fit in with the 
theme/narrative. (Also one 
of the main points of the 
exercise.) Students probably 
got neat aesthetic ideas, but 
not content ideas. 

Do students seem 
threatened by this 
assignment? 

• Mostly no... discussion and 
participation levels are high. I 
think it was difficult for the shyer 
students and the ESL students. No 
one seemed intimidated by others' 
ideas. 

Does it seem like a safe 
environment? 

• Yes, for the most part... the 
unlikely pairs talking support that. 
The fact that there were no 
negative comments heard 
throughout also support that. (One 
at beginning. "Our group is the 
best." Shows a bit of 
competitiveness which is against 
the point of the exercise.) 

Do students voice their 
opinions and participate 
willingly in class activities 
and discussions? 

• Expressed approval of others' 
ideas. Participated willingly. 

Students turn editions in (week of 3/20) 

How engaged and 
interested do students 
seem? 

• Students seem motivated by 
deadline. Many put printing off to 
the last minute and have been 
mostly working on making book. 

• 

Describe levels of 
motivation. 

• Motivated by time (to get it done) 
but many not motivated to get it 
done well... Some students are 
turning in poor quality prints. 
Others don't seem to comprehend 
what an edition is even though 
they've been quizzed on iL 
(Turning in prints on different 
kinds of paper, not registered.) 

• Some students re-do prints today 
on all the same kind of paper to 
make a true edition. Motivated by 
grade (told them they could turn in 
their prints on different papers, but 
they'd receive a "check" rather 
than a "check plus." Others don't 
care if they receive a "check." 
Don't want to print again. 
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Are they drawing Trom 
personal experience and 
thinking about content in 
their visual imagery? How 
do they seem to be doing 
with coming up with 
images to relate the story? 
Do students seem 
threatened by this 
assignment? 

• No. just a bit confused. Not sure 
what an edition is. A few are 
getting frustrated with printing, but 
they still don't see it as a lack of 
ability if they are having trouble 

Does it seem like a safe 
environment? 

• Students seem comfortable asking 
questions. 

Do students voice their 
opinions and participate 
willingly in class activities 
and discussions? 

• Some students told me I never told 
them that an edition had to be on 
all the same kind of paper. 
(Voicing their opinion.) Notuiie. 
however... I pointed out that there 
was even a quiz on what an edition 
is. 

Students finish books and turn them in. (week of 3/20) 

How engaged and 
interested do students 
seem? 

• Students are definitely involved 
and using time efficiently. 

• Mark's group losing 
interest... not seeming 
motivated to add more to 
book (happy with plain 
pages and cover glued to 
them). 

Describe levels of 
motivation. 

• Students ore motivated by 
deadline. Working quickly and 
efficiently. Many are worried by 
the fact that group members are 
absent. Motivated by grade: many 
concerned about losing points for 
turning in project late. 

Are they drawing from 
personal experience and 
thinking about content in 
their visual imagery? How 
do they seem to be doing 
with coming up with 
images to relate the story? 

• Bindings don't really reflect 
narratives. Covers and extra pages 
are reflecting narratives (collages, 
paintings, drawings). 

Do students seem 
threatened by this 
assignment? 

• No, seem to problem-solve. Every 
group figures out own ways to 
bind books. 

Does it seem like a safe 
environment? 

• Yes, students working... no harsh 
critical comments that I overheard. 
Just working together to finish 
task. 



Do students voice their 
opinions and participate 
willingly in class activities 
and discussions? 
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APPENDIX D 

HELD NOTES: PROBLEMS AND SOLUTIONS 
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Problems/Solutions 

Problems: | Solutions: 

Introduce lesson: 

Catlett history/criticism; look at the works, what can you guess about the artist (ethnicity, time period. 

messaae, audience). 

.After discussion, explain that Catlett was empowering a voiceless group (African Americans) with her 
work... voicing their experiences. High school students loo belong to an underrepresented. unheard 

group. When's the last time you saw work by someone your age in a gallery? Use art (this project) to 

e-rpress your own life experiences. 

Show my own work (teaching book) as an e.xample of how to draw from personal experience; relate 

personal narrative behind book. 

Share examples of memorable teenage experience/narrative I'd include in a book (puke on shoe = shoe in 
puddle: skinned frog on locker shelf). 

Take a few moments to reflect on your own personal narratives. 

• 5 period; went directly from sharit\g personal 
narratives to explaining next part of 
assignment. 

• 6'" and 1*: change from 5'*... try to retain 
some of that enthusiasm. Tell students to take 
a few moments to reflect on their own stories 
(before moving on to next part of lesson). 

Seemed choppy. Students immediately lost 
interest (or at least lost the spark of enthusiasm 
they'd had moments before and went back to 
being students in a normal academic class, rather 
than excited and active participants.) 
I'm not sure if this worked. When I told them to 
reflect, the class kind of lost focus... eyes 
weren't on me. lots of side conversations sprung 
up (although I couldn't tell if ihey were related 
to the assignment or not... I'm guessing they 
were because the students were so interested 
moments before). I think I'd do it a little 
differently next time but I'm not sure how. The 
stop and reflect was better than the first time w/o 
anything however. 
Include good point from Maureen. We 
encounter narratives every day of our lives; TV. 
books... when we tell our friends at lunch what 
we did over the weekend. Emphasize this more 
tomorrow. Also emphasize that it doesn't have 
to be an embarrassing moment. 

.Art criticism with social/political artwork... decipher how artist communicated a message through visual 
art. 

• When I told them what the artist's intended 
meaning of the pieces was. (Said. "Oooh!" or 
"See!! " or "Yes. we were right!") 

• Problem; how to carry over their interest and 
enthusiasm from discussion to this activity. 

• Too much emphasis on right and wrong 
answers? 

Groups share their interpretations with class. 

• Need to change this in the future. Possibly just 
have 2 groups pair up and share interpretations 
w/ each other? Or write up interpretation and 
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post next 10 the work on the board. 
Reflections for tomorrow: 

This part of the lesson is key... having some sort 
of meaning behind the work. Eliciting quality 
thoughts/ideas. It is difficult to walk around and 
spend enough time with each group. 
Problem; How to stress the importance of the 
concept??? 
Have students write their narrative first, before 
doing final sketch. Make rubric to assess 
narratives... have group members assess (since 
they are all responsible for grade). Have them 
help each other refme/come up with interesting 
narratives. Think of it as if you're telling the 
story to a friend and you want it to be 
interesting. 
Dilemma; making assessment for narratives to 
try to get them to be more personal and 
interesting... do I have each individual assess 
their own based on the group's response to it. or 
do I have the entire group work on each 
narrative? (Group pro; It is a group effort and a 
group grade. Having them all work together to 
ensure that each member has a quality story 
would be a big part of the collaborative effort. 
Individual: it may be threatening to have your 
personal memories assessed by other people... 
having people judge their narratives may ruin 
some of the "safeness" that students may be 
building up. 
I think I need to provide a little more structure to 
help them come up with themes/narratives. Also 
part of it is that they're not used to having to 
come up with personal e.xperiences in class 
(combining personal and academic realms). 

• Began class with clarification of what a narrative is... what I'm looking for. Postmodern art no 

longer just surface appearance., it's more... substance, meaning behirui the work. 

• Pass out narrative rubric and read over it. (Must be based on an event that happened to you, must be 

memorable, cause emotional response.) 

• Emphasized that this part of the process, the coming up with the narrative, is just as important if not 

more important that the actual image. 

• Image should relate to narrative and convey emotions depicted in it 
Write narrative in sketchbook in for it'll be in for final book. 

Students have been having trouble finding 
stories to fit into the theme. 

It's hard enough to remember things under 
pressure, let alone having to find specific theme-
based things. 
Considering doing away with theme, however 
that will also lessen the collaborative aspect. W/ 
a theme, students are forced to work together 
and discuss a little more... help each other think 
of something. 
Give class 1/2 of class to write... if not done. 
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Students off-task, not writing. 

• Mention that they need to decide HOW to 
write them... as interview, as story, as 
journal? 

• Note: need to look at ways to focus on good, 
positive things. Look at Maureen's book on 
peer feedback. Look at Joy's group dynamics 
info. 

will be homework that will be checked off on 
Friday. 

Tel) them it's natural and hard to open yourself 
up. Making personal art is difficult, but when 
you do open up, though it can be terrifying, 
that's when you get powerful, truly good art 
Risk=memorablility (way to grow as an artist, 
good therapy also). 
2"* half of class, quiz, then crossword. Talk 
about doing a good sketch. Discuss how to 
make it expressive... capture the emotions of the 
moment. 
Fri: check off and do peer evaluations of 
narrative. Remind that this is a group effort... 
no individual grades on narratives or images... 
need to help each other with them. (Lend your 
strengths to the group... good writers can edit... 
not do all the writing though.) 

Peer feedback: narratives due in written form. Show peers, have evaluate along rubric. Reminded them 
that it was a group effort. Need to HELP each other tell the best story possible. 

Limitation: having to walk around to all 
tables... not enough time to listen to each 
conversation. 
Possible problem... what if someone in a 
group won't tell a personal story... how will I 
grade it. how will it affect group grade? 
(Can't just pass it... missing the point of the 
assignment, yet not fair to rest of group.) 

• Perhaps next time the students can swap 
narratives with someone outside of their group 
and have them assessed on the rubric. Also give 
specific questions for the editor: what is the 
climax of the story? How can ihey enhance it? 

For Monday: 
• Remind that narratives most important part of 

project. 
• People who didn't get peer feedback do it today. 
• Discuss vocab for those periods who didn't 

already (e** and 7"*). 
Discuss what makes a good print: negative space. 
contrast, textures, repetition. 

Monday. February 12. 2001 

• Note: Today there was a debate over the Death Penalty during 5* Period. I ended up excusing most of 

my class to go. so I didn 't end up teaching the lesson I'd planned... thus 6* Period was my first period 
of the day to practice on. 

• Begin with discussion of vocab. Review crossword puzzle. Discuss how each term applies to sketch 
they 're working on today. 

For tomorrow: focus on 
• read narrative, pick up on key images... have 

GROUP brainstorm images for each person. 
Brainstorm the kinds of lines and shapes to use 
for texture/pattern that for THEM will help 
capture some of the feeling from the narrative. 

• Focus on application of vocab to print... focus 
on contrast, negative space, and pattem/texture. 

• Emphasize that to make a more successful print, 
use an image as a reference. Have group help 
each other fmd images. 
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Wednesday, February 14, 2001 
Work on images today. Emphasize working as a group. If you have questions, ask them before you ask me. 
They have good input and then it's more of a group effort... rather than individual prints, each print will 
have the input of the group... the book will truly belong to the group... not just set of individual prints 

bound together. 

• One concern... I still worry that 1 have too 
much of a right and wrong way in my class 
(quizzes, grading criteria, etc.) Worry 
students are just learning to think like me... is 
that good or bad ? 

Have image done by Friday. 

Remind students of cutting safety guidelines. Should be cutting today... if not, behind. Take time... only 

get one chance. 

Students carve linoleum (2/ -2/25) 

Printing demonstration (2/25) 

• Clean-up is going amazingly well. • Perhaps because not many students are printing 
yet. 

Students begin printing (2/25) 

• Trouble keeping up with both fast workers 
(tend not to be reflective but in some cases 
they're really moiivated and interested. Need 
something else to keep them moving. 

Students are shown exemplars and discuss ideas for format of book (2/25) Showed students my book. 

Explained why I chose the papers I did. what the meaning/ thought process behind the layers were. Then 
had groups discuss ideas for how book was to take shape. 

.More structure for the discussion... • perhaps a worksheet with guiding questions and 
sketches and a materials list. 

Review of printing vocabulary for quiz. 

• Make vocab review more student-centered (not 
me lecturing) and hands-on. Perhaps a 
competition among groups... must figure out 
what each thing is... whoever gets the most right 
gets dismissed first. 

Students print/make pages for book. 

Students begin printing final edition and copies for 
book. (2/28) 

Students continue to print 3 good proof prints before printing finaL Others are printing final 

Students gather ideas from Ms. Byrnes' students art history books. 

Often times I tend to repeat myself from day 
to day in my lecture at the beginning of class. 
I need to come up with something similar but 
not repeated to tell the class to keep them 
motivated. 

• Quiz for tomorrow; reinforce this idea... pair up 
with someone not in your group. Have 4 
minutes for partners to tell each other their 
narratives. They have 10 minutes to come up 
with and write down as many ideas as possible 
for ways to enhance that story visually... what to 
put on paper. They'll then have 5 minutes to 
share their ideas with each other afterwards, then 
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they'll turn their ideas in. Grades will be on a 
check/'check-plus basis, based on the amount and 
quality of the ideas. 

Studems contirme workins on books. 

Quiz: >^alk around, talk to I member of each group. See their print, find out what their narrative is about, 

what their group's theme is. and what their ideas are for the cover and each page. At the end. list one new 

idea xou nut. 

• Noi sure if this will work forlomorrow. For 
6'" penod there were so many strong ideas that 
I wanted the students to see what other groups 
were doing to gam inspiration. (I'd originally 
planned to have them brainstorm ideas with 
other groups, but since they already had such 
clear and well-formed ideas. I did this 
instead, i Other classes, ideas not so strong. 
Not sure if I can do this (if it'll be beneficial). 
•Mso not sure if brainstorming will be 
beneficial (some students don't express 
themselves well, resist thinking things 
through). 

Students turn editions in < week of iflO) 

• Will play it by ear based on how far the groups 
come and how well developed their ideas are. 

Students are not understanding the concept of 
an edition. 
One problem is that there are so many 
components to this lesson. 
Students are also not seeming motivated to do 

a good quality print. 

Perhaps I need to explain it more clearly 

Perhaps for next year it'll help to have a hand 
out explaining each part and what needs to be 
included for each.. 
Perhaps I need to also emphasize the fact that 1-
they'll be graded (because before I said they 
wouldn't get a letter grade). 2- what makes a 
good quality print (no smudges in margin). 3-
the concept of a print exchange (that it's done at 
the U of A in ail of the print classes) so they 
don't just perceive it as busy work that I give 
them, and 4- emphasize AGAIN that printing an 
edition is a skill that any printmaker in the real 
world has to have. (I did mention this to one 
student who was questioning why she needed to 
do an edition. I explained that I'm teaching 
them real world art skills, and a student listening 
in said. "You're G(X)D. Ms. Ish!") 

Students finish books and turn them in. t week of 
3/20) 

•Absent group members causing friction Perhaps have students exchange phone numbers. 
Tell them that if they're absent, especially in 
these last days, it really affects the whole group. 
If they know they'll be absent they'll need to 
plan ahead and give (heir group members their 
pages to put into the book, or plan to meet with 
them to get the book done. 
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GUIDELINES FOR OBSERVER'S DATA 
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GUIDELINES FOR OBSERVER'S DATA 

Lesson: Collaborative printmaking/booicmaking project. 

Students work in groups to make a book on the topic of the teenage experience. 
They will combine personal narratives with images to form the book. Each book 
will revolve around a theme chosen by the group, however each print and story 
can be different, reflecting individual aspects of being a teenager. 

Goals: 
• Emphasis on a collaborative, student-centered approach to teaching. 
• Create a lesson with content that is relevant to students' current lives. 
• Students will learn to e.\press themselves and communicate with others 

through an that they create. (Opportunity for an often voiceless population 
(teenagers) to express themselves and be heard.) 

1 hope that... 
students will be engaged and interested in the assignment. 

1 am concerned that... 
students will come up with shallow (not emotionally risky or deep) concepts to express. 

Questions to look for: 

• How engaged and interested do students seem? 
• How are they working collaboratively? 

• Levels of group participation? 
• What are the group dynamics like? 

• To what extent do students seem to be skimming the surface with superficial issues, 
or are they drawing from personal experience and expressing issues that really relate 
what it's like to be a teen? 

• How do they seem to be doing with coming up with images to relate the story? 
• Do students seem threatened by this assignment? Does it seem like a safe 

environment? 
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APPENDIX F 

STUDENT QUESTIONNAIRE 
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Name: Per.: Date: 
Reflecting on the Process ... what do you think? : 

1. How well do you think your book reflects your group's theme or individual peoples' 
narratives? (Give examples to support your answer.) 

2. What (if anything) would you do differently if you were to make your book or 
linoleum again? 

3. Describe your group's dynamics. Who came up with the ideas in your group? Made 
decisions? Helped make the book? On a scale of 1-10 how well did your group work 
together? 

4. What did you think about making art based on a personal narrative? (Was it harder, 
easier, more stressful, more interesting? Why?) 

5. What did you like about this assignment? 

6. What was difficult about this assignment? 

7. Using the Individual Participation Rubric, evaluate each group member's 
participation in the project on a scale of 1-7 (7=excellent). 
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individual Participation Rubric... Are you a team player? 
EXCELLENT SATISFACTORY UNSATISFACTORY 
Supportive, helpful, 
dependable, and 
responsible. 
Contributes useful ideas 
to group project. 
Puts forth excellent 
effort. 
Volunteers to help with 
the work that needs to be 
done. 
Does what they say they 
will do on time. 

Contributes somewhat. 
Cooperates with group 
members. 
Does work when asked. 
Volunteers for some of 
the smaller jobs. 
Puts forth adequate 
effort. 

Must be asked to do 
work. 
Does not participate in 
group discussions often. 
Contributes few ideas. 
Puts forth little effort. 

Rate your group mates on a scale of 1-7 (7 = Excellent): 

7 6 5 J 3 2 1 
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APPENDIX G 

STUDENT ARTWORK 
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RGURE 1.1 "Homecoming" narrative from Secrets 

nOURE 1.2 "Homecoming Dilemma" narrative from Secrets 



RGURE 1.3 "Be Original" from Pressures 

all about sreve 

FIGURE 1.4 "Overcoming Shyness" from Pressures 
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FIGURE 1.5 "What is Pressure?" from Pressures 
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RGURE 2.1 "Homecoming Dilemma" from Secrets 
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RGURE 3.1 "Homecoming" from Secrets 
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What Is Pressure? 

What is pressure to you? Is pressure the feeling you get when you have a 

sinice Infection? Is pressure the feeling a spring feels when its about to "Boing"? 

Or is pressure the feeling that you get from friends when they ask you to do 

something your not suppose to do, in other words peer pressure? Which ever 

one of these you chose was correct but peer pressure can be the hardest of 

pressures. Have you ever been at your friends how where your friend has an 

idea which you know is wrong but you feel bad saying no? Or has it been worse 

to the point of he or she asking you to do drugs or drink alcohol? When they ask 

you to participate in this event how do you feel? Well what I felt was out of place 

in the "Good world". 

When I was asked to do drugs at a party everyone was doing it and I felt 

left out if I didn't, but then I remembered all of those stupid assemblies we have 

about drugs and the effects and that wanted me to say no. But then again my 

friends staring at me asking me to try a substance I didn't want to do. I started to 

sweat and my face went pale. Do I risk getting caught or do I risk losing friends? 

In a situation like that you have to think to yourself a friends isnt a friend unless 

they can deal with "no". But its easier said than done. When your put on the spot 

you tend to make really bad decisions and do things you regret later and this was 

one of them. 

I guess the only thing left to say is that if you put on the spot think before 

you act it may end up saving you life or not as extreme and it may save getting 

into trouble. For one thing drugs are illegal, you risk getting caught, going to jail, 

or worse YOUR PARENTS. Your parents are a very powerful human race, they 

ground you, take away privaledges, or worse, NO tv for 2 months. When peer 

pressure come up, and I'm telling you it will, make good decisions not like mine. 

FIGURE 3.2 "What Is Pressure" narrative from Pressures 
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FIGURE 4.1 Cover of Secrets 

FIGURE 4.2 "Pressures of Dating" from Pressures 
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TRIANGULATED CHARTS; PERSONAL NARRATIVE 
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Personal Nurrutives; KinpowcriiiB Sludcnls to Be Heard 
Kcseurchcr's <»l>.servali<ms 

• Sliiclc*n(s scein to want the 
chullcngc of creating art us 
"real" artists do (conceptual 
art). 

• Stan's group: "Just do it" to 
express narrative about 
drugs and peer pressure. 

• Try to encourage students to 
open up by telling them that 
even though it's scary, the 
result is a powerful work of 
art. 

• The pressures (theme of 
book) are very tangible. 

Observer's obscn'ulums 
• Topics like "high school" 

were dismissed as dumb; 
stereotypes of teenage life 
were inaccurate and 
superficially portrayed in 
the media ("Dawson's 
Creek" unrealistic). 

• Pete's group: narratives 
revolved around getting 
into trouble. Seemed to 
enjoy story telling and 
seemed pleased with the 
theme. Writing narratives 
didn't seem to bother them. 

• One "derailer" kept shooting 
ideas down. The result 
pulled down the level of 
thought in the group as 
members tried to appease 
him and water down their 
ideas. 

Student qucstionnairy 
• Making a print based on 

personal narrative was belter 
in the end, but it is also 
frustrating knowing how 
much something means to 
you and not being able to 
get the artwork how you 
want it. 

• More difficult to come up 
with an based on a narrative 
because you can't just make 
it up. You have to find 
something that relates to 
you and you have to think 
about what you are showing 
and expressing. 

• More interesting and fun for 
audiences because books are 
based on personal 
narratives. 

• Theme makes a 
difference... next time 
would choose a different 
theme. 

• Artwork means a lot more 
when it's based on personal 
narrative. 

• Difficult to have one theme 
for five people to follow 

• Content really reflects teen 

Student artwork 
• Sometimes what's important 

to the student overpowers 
the theme (not all narratives 
related to theme). 

• Student choice allows 
students to tell of 
things/events/memories that 
are of importance to them. 
We get a sense through the 
narratives of what kinds of 
things occupy teenagers' 
thoughts and emotions. 

• Some of the narratives are 
very personal and carry 
much emotional pull. 

• Other narratives try to 
uphold a certain image that 
the student wants to portray. 

• Students picked 
events/issues that were 
important to them. 

• Mark's group: some chose 
events that were emotionally 
important to them, others 
chose events that would 
make them look cool, or 
didn't involve much 
emotion. Not all narratives 
fit into theme. 

• Rachel's group: narratives 
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expL'riencc (pressures). 
I'anyible and realistic. 
Making a print based on a 
personal narrative was better 
in the end, but it is also 
frustrating knowing how 
much something means to 
you and not being able to 
get the artwork how you 
want it. 
Did not like making art 
biised on a narrative in a 
certain topic, "it's easier to 
make something you wunt 
to make and use the 
imagination." Didn't see 
narrative as empowering or 
something she had a choice 
in. Did not like the 
assignment at all (except for 
printing something they 
made themselves.) 
Kyle's group; students 
opened up and told of events 
that made them look 
imperfect and showed their 
insecurities. Allowed others 
to laugh at them. 

reflect a variety of issues 
that were important to the 
individuals, though some 
members felt confined by 
the theme. ( Theme was un-
empowering for some 
members). 
Carta's group: very diverse 
stories, all related to the 
individual students' 
personalities, interests, and 
self-images. 
Lori's group; chose content 
that was personally 
important tot hem, however 
two of the three members 
chose not to divulge much 
personal emotion related to 
the issues. One didn't write 
a true narrative. 
Deal with powerful topics 
relevant to teenagers' lives. 
Sometimes what's important 
to the student overpowers 
the theme (not all narratives 
related to theme). 
Student choice allows 
students to tell of things, 
events, memories that are 
important to them. We get a 
sense through the narratives 
with a kinds of things 
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occupy teenagers' thoughts 
and emotions, undoing some 
of the stereotypes that are 
generated by the media and 
entertainment industries. 

• Some of the narratives are 
very personal and carry 
much emotional pull. 

• Other narratives try to 
uphold a certain image that 
the student wants to portray. 
Students picked 
events/issues that were 
important to them. 

• Mark's group; some chose 
events that were emotionally 
important to them, others 
chose events that would 
make them look cool, or 
didn't' involve much 
emotion. Not all narratives 
tit into theme. 

• Rachel's group; narratives 
reflect variety of issues that 
were important to the 
individuals, though some 
felt confined by the theme. 

• Carla's group; very diverse 
stories, all related to the 
individual students' 
personalities, interests, and 
self-images. 
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• Shows personally relevant 
events. 

• Student empowerment 
allows students to tell 
what's important to the (a 
forum for personalizing the 
artwork and expressing 
themselves). 

Fcrxonal Nurnitivc's: Coiiiii'dioiis to Kvcrycluy Life 
Kcscurchi'r's obscn'tilioiiii Observer's <ihsvrviili<ms Student ciueslionnuire Student artwork 

• Mark's group: Group 
members were e,\cited about 

• Students dismissed topic of 
"hi^b scliDoi" as dinnb. 

• W()rkit)g with personal 
narrative was more 

• Choice allowed students to 
determine how much they 



the thcnic at first. 
Students drawing 
connections within the 
themes to link one another's 
imagery together. 
(Metaphors and Symbolism; 
Nike "Just Do It" applying 
to peer pressure about drugs, 
and to theme of shyness.) 
Caria: couldn't think of a 
narrative, then gave great 
example that relates to teen 
experience. 

After further questions and 
considering the trivialized 
and oversimplified 
stereotypes of teenagers, 
students discussed how to 
accurately portray teenage 
life. 

• Pete's group: chose theme 
they were pleased with 
"Getting in Trouble." 
Writing narratives didn't' 
seem to bother them. 

• Students were asked to 
contemplate the purpose of 
art, the content of art, and 
the audience for art. 

• Students asked to recall 
prior knowledge in order to 
interpret work. 

• Students drawing 
connections between class 
content and real life. 
Making higher analogies. 
(Group comparing Rios 
mural to Bobbi Olsen 
billboards). 

• Discussion of Catlett began 
w/ content of work. Students 
used prior knowledge to 
decipher message conveyed 
in artwork. 

• Students drew on 
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interesting than previous 
projects. Gave us a chance 
to share our ideas, rather 
than follow a bunch of 
directions on how to draw a 
certain thing. 
Making art based on a 
personal narrative was 
harder, more stressful, yet 
uninteresting. "It's easier to 
make something vou want 
to make and use the 
imagination", not base it on 
a narrative in a certain topic. 
(Seemed to feel that 
narrative was something 
assigned to her, not 
something that she had 
much choice in.) 
Coming up with art based 
on personal narrative was 
easier because we actually 
experienced the emotions 
and we knew how we 
wanted it to be portrayed 
(rather than having to 
conform it to teacher's 
expectations). It as easier to 
be more creative because we 
could draw form memories 
that helped inspire ways to 
make the hook more 

wanted to disclose, and how 
emotionally risky an event 
they wanted to describe.. 

• Rachel's group; narratives 
reflect a variety of issues 
that were important to the 
individuals, though some 
members felt confined by 
the theme. (Theme was un-
empowering for some 
members). 



knowledge of images (visual 
data bank) and knowledge 
of world history to decipher 
messages in artwork. 

• One group chose cars as 
their theme and had an 
image or two that related to 
cars, but did not tell their 
story. They had verbally 
processed and selected a 
theme but were not making 
the visual or narrative 
connections. 

interesting. 
Belter in the end when you 
make art based on personal 
content, but difficult to get 
the effects you want 
(convey how important the 
issue is to you). 
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APPENDIX I 

TRIANGULATED CHARTS: COLLABORATION 
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Collaboration; Dc-cmphasizinB the individual 
Researcher's observations Observer's observations Student questionnaire Student artwork 

• Once the grading system 
was mentioned students 
became slightly more 
focussed on what I wanted 
rather than on what they 
wanted. 

• Teacher does not 
immediately offer 
suggestions when students 
ask for help. Instead, she 
asks the student's group 
members what they think. 
Group members almost 
always respond with 
excellent ideas. 

• Leave decisions up to group. 
• Students begin offering each 

other suggestions without 
coming to me first. 

• Working in groups limited 
individual choice and 
empowerment. 

• Rosa tells Stan, "That's 
good! Ask (the teacher) if 
you can do that." Students 
still not feeling like the 
choice is entirely theirs. 

• Jenna unwilling to take 
advice from me, however 
when her group members 

• Students seemed eager to 
participate and lake risks in 
their search for meaning. 

• Students discussed how to 
portray reality of being a 
teen 

• Teacher validates all 
responses in class discussion 
without labeling any as right 
or wrong. 

• Students eager to participate 
and take risks in interpreting 
art, even knowing that their 
Interpretations might not be 
accurate. 

Process of trial and error is 
something you have to go 
through with this project. 
Our group worked 
e.xcellently together—all 
contributed ideas and 
worked on various tasks. 
Rated all group members as 
"excellent" in their 
participation. 
Our group worked well 
together and helped each 
other think of ideas for how 
they could portray their 
narratives in their prints. 
Rated all group members 
"excellent" in participation. 
Rated group members as 6 
out of 7 for their 
participation. 
We all helped with the 
ideas, but two members did 
most of the work. (Rated 
group as3/IO for working 
together). Two members 
contributed a lot in the 
beginning and at the end. 
Gave all group members 
7./7... thought everyone 
participated equally and 

• Choice allowed students to 
determine how much they 
wanted to disclose, and how 
emotionally risky an event 
they wanted to describe.. 

• Rachel's group: narratives 
reflect a variety of issues 
that were important to the 
individuals, though some 
members felt confined by 
the theme. (Theme was un-
empowering for some 
members). 

• Experimenting with 
different formats for layouts 
and display of prints. 

• Lori's group: I out of 3 
narratives doesn't readily fit 
into the theme. Unity of 
presentation, however. 
Students did not appear to 
have shared their narratives 
with one another (or with 
me completely) because 2 
members expressed an 
awareness in their surveys 
that the stories did not all fit 
within the theme. 

• Mark's group: didn't seem 
to have communicated or 



junipud in and otTered 
similar suggeslions, she 
look ihem willingly. 

• Caria: camc up witli 
excellent compositional 
criticism and solution for 
her own print. 

• Students prove themselves 
worthy of more credit than I 
often times gave them... 
capable of coming up with 
excellent, open-ended 
solutions. 

• Some students still reliant 
on my opinion as if they 
need to ask permission to do 
anything. 

• Erica reluctant to take my 
solution to a problem with 
her linoleum, but willingly 
took a great idea from Carta. 

• Mark and Paul actively 
discuss and problem-solve 
how to paint, what steps are 
needed, etc. 

• Students drawing 
connections within the 
themes to link one anoiher's 
imagery together. 
(Metaphors and Symbolism: 
Nike "Just Do It" applying 
to peer pressure about drugs. 
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fully 
Hard making decisions 
within a large group, but 
members felt comfortable 
sharing many ideas and 
opinions about things. 

collaborated on narratives. 
Had initially shared them on 
the first day when came up 
with theme, but then two 
members diverged from 
their original narratives. (Or 
the decision for the theme 
was made without 
consulting the other two.) 

• Did not lake the time to 
explain theme to the SEI 
students? (Those two didn't 
fit into theme.) 

• Rachel's group: narratives 
somewhat related, but a 
little disjointed. No unity in 
writing format, typed or 
hand-written. 

• Carta's group; helped each 
otlier print. 

• Carta's group: group plioto 
on front cover shows unity. 

• Kyle's group: cover reflects 
group elTort (all eight 
members helped to find and 
cut out images for collage). 

• Rachel's group: uniform 
presentation of pages (all on 
black backgrounds), 
however each layout and 
page is completely different. 
No uniformity—don't seem 



and to theme of shyness.) 
• Group decision about 

whether to include Carla's 
swear words in her print was 
based on whether it 
enhanced the meaning of the 
image or detracted from it. 

• Students care about trying to 
get the "right" answer when 
interpreting art. 

• Students are making 
excellent constructive 
comments regarding 
changes they can make in 
their linoleum. 

• Students help group 
members figure out how to 
get a better quality print. 

• Students formulated plans 
for books without my 
prompting them to. 

• Groups debated and 
discussed meanings of 
artwork. 

• Pete's group: excellent 
suggestions atkr some 
leading questions. 

• Make group decide (rather 
than teacher) when a student 
has an artistic dilemma. 

• Stan's group: brainstorm 
ways for a uroup member to 
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to have discussed ideas or 
have been inspired by one 
another 
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have a transparent print. 

Collaboration: DiiTerences within the Theme 
Keseurchcr's observations Observer's observations Student questionnaire Student artworit 

• Didn't empiiasi/e that there 
should be individual 
diflerences within the 
narratives in each group; 
students seemed to 
automatically start doing 
this on their own. 

• Teacher validates all 
responses in class discussion 
without labeling any as right 
or wrong. 

• Each section of the book 
had very difllerent ideas, just 
like we have very different 
personalities, but we all 
have the same theme, we all 
have something in common. 

• Book retlects theme very 
well and all express 
individual ideas. 

• Reflects the content pretty 
well; each paper has a style 
and design that reflects the 
mood of the individual 
narrative. 

• Did a good job of coming 
up with a variety of 
different narratives that 111 
within the theme of trust 
(trust with secrcts, from 
parents) 

• Diverse narratives within 
theme, reflecting individual 
personalities. 

• Some try to uphold a certain 
image that the student wants 
to portray. 

• Group 1; very diverse 
stories, all related to the 
individual students' 
personalities, interests, and 
self-images. 

• Imagery all different to fit 
individual personalities and 
narratives. 

• Rachel's group; came up 
with very diverse narratives, 
but tied them to the same 
theme. (Challenging to all 
come up with narratives 
within the same theme.) 

• Difference within themes. 
• Work reflects u variety of 

diflerent personalities. 
• Imagery all different and 

individualized even though 
there is unity to the backs of 
pages (Carla's yroup). 
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• Caria's group; Narratives 
diverse, all related to the 
individual students' 
personalities, interests, self-

imaKes. 

Collaboration; Sharing of ideas 
Researcher's observations Observer's observations Student questionnaire Student artwork 

• Friends reacted supportively 
by laughing along and saying, 
"That's a good one!" when 
Caria was doubting her 
narrative 

• Group members called 
Rachel's narrative "stupid." 

• Another member of Rachel's 
group went off to work alone 
in a corner. 

• Rachel freely offering Stan 
suggestions. Supportive, 
"That's good." 

• Students help each other carve 
• Ben functioning as a 

"derailer" again, not being 
supportive or contributing 
ideas. 

• Group members supportive 
when ideas are offered. 

• Erica insecure about her idea 
(suggesting that her ideas have 
been made fun of when I'm 
not around?). 

• One "derailer" kept shooting 
ideas down. The result pulled 
down the level of thought in 
the group as members tried to 
appease him and water down 
their ideas. 

• Our group worked excellently 
together—all contributed 
ideas and worked on various 
tasks. 

• Rated all group members as 
"excellent" in their 
participation. 

• Our group worked well 
together and helped each other 
think of ideas for how they 
could portray their narratives 
in their prints. 

• Rated all group members 
"excellent" in participation. 

• Rated group members as 6 out 
of 7 for their participation. 

• Rated all members of group 
6/7 for participation. 

• We all helped with the ideas, 
but two members did most of 
ihe work. (Rated group as3/IO 
for working H)gether). i wo 
members contributed a lot in 
the be(>innin^ and at the end. 

• Lori's group: 1 out of 3 
narratives doesn't readily fit 
into the theme. Unity of 
presentation, however. 
Students did not appear to 
have shared their narratives 
with one another (or with me 
completely) because 2 
members expressed an 
awareness in their surveys that 
the stories did not all fit within 
the theme. 

• Mark's group; didn't seem to 
have communicated or 
collaborated on narratives. 
Had initially shared them on 
the first day when came up 
with theme, but then two 
members diverged from their 
original narratives. (Or the 
decision for the theme was 
made without consulting Ihe 
other two.) 

• Did not take the time to 



Students cooperating. No 
complaints about group 
members or disagreements. 
Ben's group helps him get 
caught up. Stan helps other 
members of group rather than 
beginning to work on book. 
Students help each other And 
images for collages, paint 
backgrounds, and make 
decisions about cover and 
pages. 
Students still being supportive 
and working together to 
complete the task. 
Absentee members cause 
some friction. (Plan ahead by 
exchanging phone numbers, 
leaving pages with group if a 
student knows they'll be 
absent.) 
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Gave one group member 2/7, 
two members 6/7, one 7/7. 
Gave all group members 
7./7... thought everyone 
participated equally and fully 
Rated all group members 7/7. 
Rated group members 5-6 / 7. 

explain theme to the SEI 
students? (Those two didn't fit 
into theme.) 

• Rachel's group: narratives 
somewhat related, but a little 
disjointed. No unity in writing 
format, typed or hand-written. 

• Carla's group: helped each 
other print. 

• Carla's group: group photo on 
front cover shows unity. 

• Kyle's group: cover retlects 
group effort (all eight 
members helped to find and 
cut out images for collage). 

• Rachel's group: uniform 
presentation of pages (all on 
black backgrounds), however 
each layout and page is 
completely different. No 
uniformity—don't seem to 
have discussed ideas or have 
been inspired by one another. 
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APPENDIX J 

TRIANGULATED CHARTS; ART AS COMMUNICATION 
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Art as Communication: ability to coniinunicute with audience 
Researcher's observations Observer's observations Student questionnaire Student artworit 

• Pressure chosen as Ben's 
group's theme. Narratives 
nol all narratives; some are 
just a topic (fashion). 

• Students need help 
emphasizing key moments 
in written narratives. 

• Writing narratives seemed 
to help, however I didn't 
read all of ihem. 

• Students know how to lei I 
narratives; just have trouble 
putting it on paper with 
confidence. 

• Students doubt the content 
of their stories. I just need to 
help them with the 
expressiveness of their 
writing. 

• Support interpretation with 
evidence from imagery. 

• Consider who audience is 
and how that effects the 
meaning. 

• Students drew on 
knowledge of images (visual 
data bank) and knowledge 
of world history to decipher 
messages in artwork. 

• Analogy drawn between 
mural commemorating 
culture and local billboards 
for coach's deceased wife. 
Discussion of public art. 

• One group chose cars as 
their theme and had an 
image or two that related to 
cars, but did not tell their 
story. They had verbally 
processed and selected a 
theme but were not making 
the visual or narrative 
connections. 

• Study art history within 
context that the work was 
created (at a time when 
there was no art made by 
and for black audienccs). 

• Consider who the audience 

• Need to come up with better 
print to express content. 

• Wish that had more time to 
make print more effective in 
explaining embarrassing 
moment. 

• Personal content made 
student heavily invested in 
the quality of the Hnished 
artwork. She was frustrated 
because she couldn't 
achieve the quality she 
wanted to. 

• It was harder to come up 
with an image that showed 
how you felt. It was harder 
than juts drawing, but in the 
end I think it meant a lot 
more. 

Kyle's group; got the point 
of the assignment. 
Narratives related what it's 
like to be a teenager... 
concerns, insecurities, 
images, etc. 
Lori's group: chose content 
that was personally 
important to them, however 
two of the three members 
chose not to divulge much 
personal emotion related to 
the issues. One didn't write 
a true narrative. 
Mark's group: Narratives 
aren't as detailed or explicit 
as they could be. Don't' 
carry much emotional 
weight, and don't express 
what it's like to be a 
teenager. 
Carla's group: Content 
relates somewhat to teenage 
experience. Some still try to 
uphold certain images of 
themselves. 
"First time I dressed like a 
girl" not an exciting 
narrative, not much detail. 
Seems to pertain to the 



is, how thai alTccis the work 
(conte.\t). 
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image she wants to portray 
rather than deep issues of 
what it's like to be a 
teenager. 

• Imagery in book relates to 
what it's like to be a teen 
(from pop culture). 

• In many of the pages, color 
of paper doesn't relate to 
content. 

• Imagery in prints doesn't 
adequately portray the 
emotive aspects of the 
narratives. 

• "Intertwined" print and 
images on page don't really 
tie in with narrative. (Print 
seems to be about one deep 
issue, while narrative is 
about something different 
and safer to tell about.) 

• Kyle's group; Layouts and 
pages don't entirely convey 
the traumas of the moment. 

• Rachel's group; cover very 
expressive and helps relate 
content. 

• Books are accessible to any 
viewer; written in a way that 
is understandable and that 
viewers can relate to. 
Imagery draws from popular 
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culture. Hands-on 
interactive form of art 

• Rachel's group: many chose 
narratives that didn't 
disclose much personal, 
vulnerable information. The 
one that was most personal 
was vague and difficult to 
follow (it was difficult to 
discern whether the events 
were things form the 
student's own life or 
someone else's. Narrative 
covered a wide range of 
topics, while print page 
focussed on one particular 
topic. Seemed as if the 
student didn't want to 
disclose the true narrative 
behind her print. 

• Some narratives not as 
emotionally gripping or 
memorable (not as 
expressive). 

• Allows us to see their 
human or vulnerable sides. 
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Art U.S Communication; the Concept 
Reseurchcr's observuiions Observer's observations Student questionnaire Student artwork 

• Ideas for media mostly for 
appearance only. 

• Mark: burn paper to relate to 
fire narrative. Pete: Church 
Lady image relates 
somewhat but not 
completely to narrative 
about catholic school. 

• Upon further questioning 
many groups can justify 
choice of media, however 
concept does not seem to be 
an initial part of their 
decision. 

• Still not sure how well 
media retlecis concepts. 
Will meet with students 
one-on-one. 

• Kyle's group: paper relates 
to content, but not very 
artist-looking (computer 
paper). 

• Only criteria for medium: 
had to relate to 
content/theme. 

• Erica: splatter paint, use 
fabric to relate to narrative 
about painting her room. 

• Jenna: decisions still based 
on color preference (I had to 

Another group had their 
theme, but were slow to 
form meaningful images. 
One group chose cars as 
their theme and had an 
image or two that related to 
cars, but did not tell their 
story. They and verbally 
processed and selected a 
theme but were not making 
the visual or narrative 
connections. 

Easier to base art off of real 
life situations, but not as 
creative. 
My pages rellect my story. 
All imagery/media relate to 
my image and narrative. 
Did a fairly good job of 
coming up with images to 
relate to theme... collage of 
people under pressure. 
Reflects the content pretty 
well... each paper has a 
style and design that reflects 
the mood of the individual 
narrative. 
Difficult to make an image 
that represents how you feel, 
but it meant a lot more in 
the end. 
Really have to think about 
what you're showing and 
expressing when making an 
image to express content. 
Harder because you can't 
just make it up. 
Cover reflects theme very 
well—collage of 
embarrassed expressions. 
Each print explains each 
embarrassing moment from 

Carta's group: images relate 
to theme, though don't 
always convey the 
emotional drama of the 
event. 
Use of media to add to the 
effect of the visual content 
(glitter for dressing like a 
girl or Rocky Horror Picture 
Show). 
Narratives typed on papers 
that relate to theme. 
Mark's group: cover good 
idea (fiery color, burnt 
pages go with Mark's story 
and with the theme of 
getting into trouble). 
Unfortunately, since all 
narratives do not relate to 
theme, cover doesn't 
represent all narratives. 
In many of the pages, color 
of paper doesn't relate to 
content. 
Lori's group: Disney 
characters on cover don't 
really relate to theme or to 
sophistication of pages 
inside of book. 
Many of the papers seem to 



point out that they related to 
the fiery image in her tatoo). 

• Rachel's group; collages of 
words and images related to 
theme. 

• Mark's group; color choice 
seems to be an aesthetic 
decision only, with the 
exception of one member. 

• Bindings don't retleci 
narratives. Covers and extra 
pages do. 
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narratives. 
• Borders, writings, collages 

all express theme of 
embarrassing moments. 

have been chosen for 
aesthetic reasons (don't 
relate directly to images or 
theme)... may relate 
somewhat to emotions 
housed within narratives. 

• Media used does relate to 
the narratives (but still could 
be more expressive) 

• Pages relate to theme and 
content. 

• Imageiy all difTerent to fit 
individual personalities and 
narratives. 

• Lori's group: layouts, pages 
and media unified, however 
all narratives don't go with 
theme. 
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Art as Communitation; Art History and Criticism 
Rcsearchcr^s observutions Observer's observations Student questionnaire Student artwork 

• Students volunteer to answer questions 
in Catlett discussion. 

• Students think critically about 
responses and give good insights and 
observations. Also a variety of 
responses. 

• Students laughed at my stories and 
were attentive and actively engaged, 
interjecting empathetic comments and 
questions. 

• Some students Joked or used sarcasm 
as they interpreted works of art so that 
if they weren't right they wouldn't 
look "dumb." They did take guesses, 
nonetheless. 

• Some groups did not jump right into 
discussion and had to be prompted by 
teacher. 

• Students didn't pay attention to 
presenters. Presenters spoke quietly 
and reluctantly. 

• Teacher validates all responses in class 
discussion without labeling any as 
right or wrong. 

• Shared own narratives in an attempt to 
make the environment safer. 

• Students mesmerized to hear of their 
teacher's life a s a student and eagerly 
wanted to hear more stories. 

• Students eager to participate and take 
risks interpreting, even knowing 
interpretations might not be accurate. 

• Students felt comfortable taking a risk 
with an incomplete or inaccurate 
answer as long as they could justify 
their response. 

• Level of concern rose when they were 
told they'd receive a group grade. 

• Ben's group had wonderful ideas but 
he'd keep shooting them down. Group 
members hesitated to elaborate on 
ideas. Ben's comments were negative 
and concrete. 

• Ben's group watered down ideas lc» 
appease Ben. 



APPENDIX K 

TRIANGULATED CHARTS: CHOICE OF MEDIA 



223 

Choice of Media 
Reseurchcr'ii oliservalions Observer's observations Stutieni questionnaire Student artwork 

• Students interested in project 
und seem excited about it (I'm 
not sure if it's due to the new 
medium oflinocuts, or if it's 
the subject nmtter). 

• Students seem interested in 
the idea of getting to choose 
ditTerent media. 

• Students motivated and 
excited enough to bring new 
papers in right away 
(designated people followed 
through). 

• Mark and Paul actively 
discuss and problem-solve 
how to paint, what steps are 
needed, etc. 

• Give students credit for 
having better ideas than mine 
(2-point perspective 
houses)... challenge them to 
out-do my sample book. 
Brainstormed ideas us to why 
student art history books were 
more interesting than mine 
was. 
Deadline student-generated, 
(Will push it back as long as 
they're using their lime 
effectively.) 

• Liked the creativity that was 
absolutely necessary. 

• Liked the fact that we had to 
be creative and we could 
basically do what we wanted 
with this project as long as it 
related to our stories. 

• More difficult to come up 
with art based on a narrative 
because you can't just make it 
up. You have to find 
something that relates to you 
and you have to think about 
what you are showing and 
expressing. 

• Coming up with art based on 
personal narrative was easier 
because we actually 
experienced the emotions and 
we knew how we wanted it to 
be portrayed (rather than 
having to conform it to 
teacher's expectations). It as 
easier to be more creative 
bccause we could draw form 
memories lhal helped inspire 
ways to make ihe book more 
interesting. 

• I liked how we gol lo be 
creative about wluu we 

• Kyle's group: Students seem 
to have enjoyed the writing 
aspect of the project (typed 
up, used various fonts to 
retlect the tone, done outside 
of class). 

• Control over media... 
experimentation with new and 
difierent kinds and 
combinations of media. 
Taking risks and learning new 
techniques. 

• Print on new media. 
• Empower students to exceed 

criteria... some students don't 
(no additional detail beyond 
bare bones requirements). 

• Students invested time outside 
of class writing and 
purchasing supplies. 

• craftsmanship. Narratives 
well-written and beautifully 
presented. 

• Mark's group: quality of the 
work not good. Narratives 
hand-written, prints and 
binding sloppy. Layout 
difficult to read. Put a great 
deal of time into painting the 
paper, but did not put much 



• Jenna criliqucs luy asking 
them to gel ideas from the art 
history books. I validated her 
point that they are two 
ditTerent assignments, and 
explained why I was having 
them look at them. 

• Students jumped right in to 
make their books. Kept asking 
if a certain size was "okay" 
and I kept replying that it was 
up to them. 

• Have students discuss ideas 
with other groups becau.se 
there are some excellent ideas 
within the class that can be 
sources of inspiration. 

• Students prefer to fmd their 
own way to bind books rather 
than luarn my way. 
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wanted our design to be, the 
pages, the cover, etc. 
The outcome was more 
personal and fun. I think for 
the audience it will also be 
more interesting and fun to 
read. 

thought into other aspects (or 
into the content of the paper). 
Not a consistent body of 
work. 

• Rachel's group; quality of 
work was decent. Lacked 
some unity (some narratives 
hand-written, some typed, 
format and layout of pages 
varied). 

• Carla's group; quality and 
craftsmanship good. 
Narratives were things that 
students cared about and they 
therefore put a lot of time into 
crafting their pages. Built off 
of ideas each other had, so 
there was some unity within 
book. 

• Carla's group; excellent 
craftsmanship and attention to 
detail on cover, and within 
each page. Considered all 
aspects of book, including 
backs of pages and back of 
cover (painted in a similar 
fashion). 

• Mark's group: great ideas for 
cover (fiery color, burnt 
edges). Following through 
with details of execution is 
problematic, (binding lacking 
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craftsmanship, smudges of 
ink, messy prints, 
composition and placement 
not considered.) Neat idea of 
having print show through 
narrative, but again 
craftsmanship and execution 
not done well. Narratives 
hand-written and difficult to 
read. No additional details 
besides print and color of 
page (does not go above and 
beyond requirements), 

• Lori's group: beautiful 
craftsmanship and attention to 
detail. Cover a bit kitschy 
(Disney characters), but well-
drawn. 

• Inclusion of a name page 
inside cover (beyond 
requirements). 

• Use of outside materials 
(handmade papers, 
transparencies). 

• High quality prints 
• Aesthetic aspects enhance 

artwork. Prints fit in well with 
backgrounds. 

• Experimenting with different 
formats for layouts and 
display of prints. 

• Excellent craftsmanship and 
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attention to detail, inclusion 
of a table of contents (above 
and beyond criteria). 

• Use of outside materials. 
• Quality of prints fairly good. 
• Book overall is aesthetically 
• Good quality prints. 
• Narratives need more 

proofreading. 
• Kyle's group: all narratives go 

with theme. Unity to format 
(told as fairy tales). All 
narratives typed. 

• Carla's group: backs of pages 
painted in a similar style to 
create unity within the 
diversity of the fronts of the 
pages. 
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Printmakine Technique 
Rcsearcht'r's obscrvalions Observer's observatiuns Sludi-nl questionnaire Sludcnl artwork 

• Students seem to want the 
challenge of creating art as 
'real" artists do. 

• Students more motivated to 
work once some students 
began carving linoleum. 
(Want a new challenge?) 

• Before bell rings, students 
begin working right away and 
continue to be on-task 
throughout class period (due 
to new medium). Several 
students slay aHer class to 
continue working. 

• Students seem to like new 
challenge linoleum offers. A 
few students say that it's too 
hard and requires too much 
patience. 

• Students getting frustrated 
with printing (it's not easy). 

• When students were required 
to get 3 good prints, not 
motivated or enthusiastic 
(frustrated and bored). 

• Explain why 1 require the 
edition (real world 
printmakers must be able to 
produce numerous good prints 
in a row). Don't just blow off 

• Making a perfect print 8 times 
(edition) was diftlcult and 
lime consuming. So was the 
process of transforming the 
image of the narrative from 
paper to a linocut (carving it 
successfully was hard). 

• Need to think more about how 
to design print more 
efficiently so that it helps 
explain the narrative. 

• Need to think of a more 
creative theme and narrative. 

• Liked the book and making 
the print because it was 
something she'd never done 
before. 

• Diftlcult to get perfect prints. 
• Getting the narratives to all fit 

into the theme. 
• Liked carving linoleum and 

printing because it was 
different than anything she'd 
done before. "It was better 
than just drawing a picture." 

• DilTicult to gel a perfect print 
without smudgch. 

• Printing look Uu) k)iig and 
dilTicull to do an edition. 

• Try to visualize what print 

• Difficulties making imagery 
reflect not only the superficial 
nature of the content of the 
narrative, but the emotional 
weight as well. (Making 
images sutTiciently traumatic 
in embarrassing moments 
book seemed difficult to do... 
not many students achieved 
that.) Expressiveness through 
visual imagery! 

• Hard to get good prints. 
• Trouble relating aesthetic 

choices to concepts (all 
aspects: imagery, layout, 
fonts, media, etc.). 



student complaints. 
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would look like before 
beginning carving. 
Carving the linoleum was the 
most difficult part. 
Proccss of trial and error is 
something you have to go 
through with this project. 
Difficult to print an edition. 
Consistency in printing is the 
most difficult part of the 
assignment. 
Getting the prints to come out 
well was dinicult. 
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APPENDIX M 

TRIANGULATED CHARTS: PROBLEMS IN RELATION TO POSTMODERNISM 
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Prohlems in rclalion lo po.stiiHMlerni.sni 
Rcseurchcr's observutiuns Observer's observations Student questionnaire Student artwork 

• Transition from telling my 
narratives lo students 
thinking of their own are a 
bit abrupt. How to maintain 
focus and enthusiasm? 

• Sample themes (my 
narratives) may have been 
misleading. Students think 
narrative has to be an 
embarrassing moment. 

• Difficult to spend enough 
time w/ each group. 

• How to stress the 
Importance of the concept? 

• Students having difficulty 
w/ concept of narrative. 

• Assessments for narratives 
(how to maintain a safe 
environment while 
assessing/judging 
narrative?) 

• Reluctance on teacher's part 
to read narratives because 
students seem hesitant to 
share them. (This might be a 
good thing If it means that 
students are taking risks, but 
it also could sacrifice the 
quality of the work if I don't 
read them.) 

Student an.\iety levels rose 
when told they'd be getting 
a group grade for the 
project. 
One group chose cars as 
their theme and had an 
image or two that related to 
cars, but did not tell their 
story. They had verbally 
processed and selected a 
theme but were not making 
the visual or narrative 
connections. 

The assignment would have 
required more creativity if 
they hadn't had to stick to 
personal narratives. (It is 
easier, however for people 
to base things off of real life 
situations). 
Indifference within group 
makes for easier decision 
making but does not 
enhance process. 
Did not like making 
narrative based on a 
narrative (certain topic). 
"It's easier to make 
something you want to 
make and use the 
imagination." Didn't see 
narrative as empowering or 
something she had a choice 
in. Did not like the 
assignment at all (except for 
printing something they 
made themselves). 
Coming up with narratives 
to fit within theme was 
ditllcult. 

• Narratives need more 
proofreading. 

• How to get students to write 
more personally. (How to 
get them to open up.) 

• Craftsmanship wasn't 
emphasized (much more 
time spent on content). Lack 
of craftsmanship detracted 
from content. The loose 
aesthetic criteria didn't 
provide enough guidance for 
students who lacked strong 
aesthetic skills. 

• Inclusion of low-achieving 
and SEI students in the 
process. 

• How to Tind a theme that all 
members are passionate 
about, and that inspires 
interesting personal 
narratives. 

• Spent most of time and 
effort on concepts... how to 
emphasize craftsmanship 
and quality sufficiently 
enough to get good results 
without letting the aesthetic 
aspects become the MOST 
important ones. (Mark's 



• Lack of constructive 
feedback on narratives. Just 
say, "Thai's good," and 
move on. One group not 
supportive (Ben). 

• Students not used to having 
full control of choices (Rosa 
telling Stan to ask teacher if 
he "can" do that. 

• How would students 
respond to this amount of 
choice in the beginning of 
the semester without having 
a strong background in the 
elements and principles of 
art? 

• Need to structure 
discussions to make them 
more effective (worksheet 
with guiding questions and a 
spot for sketches and 
materials lists). 

• Some confusion about 
expectations because criteria 
are not wholly concrete. 
Some students asked 
clarifying questions 
aAerwards. 

• Some of the more 
collaborative discussion 
activities where you have to 
break outside of your group 
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group: smudges, messy 
prints, poor composition and 
cratlsmanship.) 

• Empower students to 
surpass criteria (by giving 
loose criteria)... how to 
encourage under-achieving 
students to go above and 
beyond? How to inspire a 
desire to take the work a 
step farther? 
Originality of art? (Lori's 
group: Disney theme on 
cover). Or is this even a 
concern with so many other 
criteria to worry about? 
(Postmodern appropriation.) 

• How to get students to 
disclose more if narratives 
and prints don't go 
together? 

• How to ensure ahead of time 
that narrative and print 
relate? 

• Media chosen not quality 
"art" materials. 



are not safe for quieter 
students. 

• For empowerment, let 
students choose their 
groups, however research on 
collaborative learning says 
that teachers should pick 
groups. 

• Having students get ideas by 
looking at other groups' 
work works well in classes 
with strong work, but not so 
well in classes lacking 
outstanding work. 

• Brainstorming activities 
ditTicult in classes in which 
students don't express 
themselves well and resist 
having to think things 
through. 

• How to stress the 
importance of the concept? 

• DifTicult to spend enough 
time with each group in the 
early phases. 

• Solution: write narrative 
before doing sketch, then 
have groups assess 
narratives with rubric. 

• Too much emphasis on right 
and wrong answers in 
interpretation activity. 

233 



• How to make assessment for 
narratives to get them to be 
more personal and 
interesting... individuals 
assess their own based on 
peers' responses to it, or 
groups assess narratives? 
(Might be threatening to 
have personal memories 
assessed by others.) 

• More structure needed for 
process of coming up with 
narratives and themes. 

• Students having trouble 
fmding stories to tit into 
theme. 

• Consider doing away with 
theme, since it's difficult 
enough to remember 
narratives under pressure, 
even without having to lit 
them within a theme. 

• Pros of theme: requires 
more collaboration and 
discussion. 

• Not enough time to listen to 
each conversation. 

• What if someone refuses to 
tell a personal story? (How 
to assess... how will it 
affect group's grade?) 

• Quality of prints not ureal 

234 



because didn't spend lime 
emphasizing formal 
elements. Was the quality 
lower because the prints 
weren't assessed 
individually? 
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