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Abstract 

 

This study aims to explore how the art student teaching seminar can serve as a 

space for inquiry and reflection, and how student teachers process their experiences, 

negotiate personal meanings, and understand teaching complexities through inquiry based 

methods. The overarching question in this research study asked: How might participation 

in an inquiry based seminar impact the meaning student teachers make from their 

practicum experiences? In order to address this main question, I employed three sub-

questions: How do art student teachers perceive and describe their teaching field 

experiences in a seminar space? What kinds of inquiry activities can facilitate reflection 

with art student teachers? How do art teachers relate to and value inquiry based methods 

of reflection?  

I approached these questions through a constructivist framework that supports the 

idea that individuals actively construct and reconstruct their own understandings, 

meanings, and ultimately knowledge of the world through experience and reflection upon 

these experiences. Utilizing a case study methodology I designed a multi-case qualitative 

study that aimed to interpret the student teacher seminar through the experiences of four 

art student teacher participants. I was the facilitator of the student teaching seminar 

course at a large, public university in the Southwestern United States and the art student 

teachers and I met roughly every two weeks, over the course of a 16 week semester, on 

the university campus. I implemented a scaffolded, inquiry based curriculum which 

offered a variety of methods aimed to encourage inquiry and promote reflection amongst 
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student teachers. Research data consisted of seminar audio recordings, participants’ 

written journal entries, participants’ artworks, and my reflective researcher notes.  

Employing narrative data analysis I constructed a case for each participant using 

the assignments as both chronological organization and categorical scaffolding for the 

arrangement and presentation of the data. I then compared the individual cases to identify 

similarities and differences within the whole. My analysis of research findings indicated 

the following: First, student teachers identified personal concerns related to affective 

awareness, vulnerability from uncertainty, desire for efficacy, and identity confusion 

during their student teaching experiences. Second, written forms of inquiry produced 

evidence of open-mindedness and responsibility amongst student teacher participants, 

while artistic forms of inquiry yielded evidence of wholeheartedness and self-knowledge 

amongst student teacher participants. Third, the data indicated that although benefits 

could be located in written inquiry, participants attached little value or meaning to this 

method; whereas, artistic inquiry was perceived as an especially impactful and 

meaningful method of inquiry by student teacher participants.  

Overall, the student teaching seminar served as a space where student teacher 

participants shared stories, described contexts, identified issues, navigated tensions, and 

exhibited personal and insightful developments that demonstrated reflective learning 

connected to self-understanding and personal growth. Implications for the research 

suggest that facilitators of such a course should have a concentrated awareness of the 

constraints of the seminar structure; approach problem exploring rather than problem 

solving techniques with teacher candidates; and that there is an acute need for supportive 

and safe spaces for student teachers to process their experiences through multiple 
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methods. This study generated detailed insight into art student teachers’ unequivocally 

unique, yet fundamentally shared journeys, in processing, negotiating, and ultimately 

understanding their practicum experiences.  

Keywords: student teacher, seminar, inquiry, reflection, artmaking, art education 
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CHAPTER ONE: INTRODUCTION 

 

Thinking about the many university art student teachers I have supervised over 

the course of four years has encouraged me to continually reflect upon my own practice 

as an artist and an educator. The stories of personal growth, struggle, and inquiry that 

they have shared with me over the years has sparked my continued interest and curiosity 

in this topic. I feel that my years of experiences working as a teacher at various levels and 

institutions in the field of education, from kindergarten through twelfth grade (K-12) and 

in higher education, have prepared and shaped my desire to understand some of the most 

important areas of art teacher education, such as student teaching, teacher induction, 

teacher inquiry and reflection, and the student teaching seminar.  

 

Background 

I began my undergraduate career at Brigham Young University seeking a 

Bachelor’s Degree in Psychology in hopes of eventually working as a clinical 

psychologist. I had almost completed all of the coursework and requirements for this 

undergraduate degree, when I decided to make an abrupt change. I discovered that while 

the study of psychology was a very interesting field it was not something that I could 

truly envision myself doing for the rest my life. At this point I made a difficult decision to 

change my field of study and pursue my inclinations toward art and teaching.  

I was drawn to art as a very young child. At first it was an amusing endeavor, and 

I seemed to excel at drawing and painting. Over the years, as I developed from an 

adolescent to adult, art became a central component of my identity. Every time I would 
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sit down to draw or paint, I seemed to lose all sense of place and time. I was completely 

enveloped with intense focus and complete engagement with this process. Making art felt 

fluid, natural, and intuitive. When I made art, I could work through problems, express 

complex feelings, and communicate in a layered and deep ways that I never could locate 

in more traditional forms of writing and speaking. I always thought of art as my home 

away from home as there was something inherently comfortable and familiar in this 

process. To me, art became a place of belonging.  

In addition to art, I had always been a serious and academic student. I was 

fortunate enough to have had teachers at every level who showed me the value of what an 

invested and caring educator can contribute to the development of those around them. I 

noticed that dynamic communicated knowledge, in a sense, changed individuals. I 

noticed that individual change could become social change and that this knowledge 

impacted individuals who then impacted others.   

As I was completing my undergraduate studies in art education I discovered the 

importance of teacher education, and the role that teacher education plays in ensuring that 

art continues to be a part of the educational system. For six years I taught art at the 

elementary, junior high and high school levels in both charter and public school systems. 

In addition to teaching art, I also served as the department chair that afforded experience 

with some of the more supervisory and administrative responsibilities involved in the 

schooling process and structure.  

 During this time I was privileged to have had the opportunity to mentor first year 

teachers during their inductive years of teaching. I noticed that many of these teachers 

struggled to navigate expectations and to balance the many different responsibilities of 
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teaching. In addition to first year teachers, I also had the opportunity to host a student 

teacher in my classroom during her practicum of learning to teach. Looking back with 

fresh eyes, I wonder if I could have been a more effective mentor for this teacher in 

learning?  In many ways, teaching involved, for me, a practice guided by tacit 

understandings and there were often times when I was unable to locate and iterate my 

knowledge and intentions to the student teacher. As a result, I think that I often left this 

teacher candidate to learn by means of trial and error. Making mistakes and learning from 

these mistakes is an important aspect of growth, but I wonder if I could have offered her 

more guidance in this process, as I have found that navigating these tensions can be 

complicated and emotional.  

While I was teaching, I simultaneously enrolled in a master's degree program 

where I learned how to deeply research my own work as a teacher. In this research I 

examined the relationship between a student-centered learning approach and student 

intrinsic motivation in the art classroom. As an art teacher in a K-12 school, I was 

troubled over the disinterest, apathy and general lack of connection amongst some of my 

students.  In my master's degree research I employed qualitative case study and action 

research methodologies to explore how a student-centered, negotiated curriculum might 

facilitate student motivation.  This research allowed me to completely re-evaluate my 

teaching paradigm and it changed my perception of authority in the student teacher 

relationship.  

At this point I had developed many different questions about teaching that I was 

eager to explore. I realized that my experiences and interests in teacher education could 

benefit the field of art education, and I once again decided to return to school.  My initial 
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research with student-centered learning helped direct me to my current research interests, 

as I was much more attentive to understanding students’ perspectives.  

 The subject of this dissertation stems from my practice as a student-teacher 

supervisor and the university level. I have had the privilege of supervising both 

undergraduate and graduate level preservice art student teachers during their capstone 

field practicum placements. I worked closely in collaboration with both the art 

department and education department to redesign student teaching seminar curriculum in 

an effort to prepare students during the transition to the next phase of their lives. I have 

supervised over thirty art student teachers, and I am pleased to say that at the time of this 

writing all of these students have successfully completed their programs and have 

continued to successfully work in the field as art educators.  

While this is an exciting outcome, as I reflected on the process of student 

teaching, I was still concerned about some of the things I saw and heard during this 

capstone practicum experience. For example, some teacher candidates had great difficulty 

in completing the course and in my supervision I noticed the apparent turmoil that many 

of these teachers experienced during their student teaching placements. I understood that 

there is a certain amount of discomfort that accompanies the process of learning and 

growth, but I was troubled over the particularly intense nature of these encounters, and 

the potential long reaching effects of these traumatic experiences. Even if student 

teachers managed to “survive” their field practicum, what state were they left in 

personally? How attuned is the art education field to this potential issue, and what are we 

doing to address these concerns?  
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Introduction to the Issue 

Several years ago I reconnected with some individuals who had recently 

graduated from their respective education programs as certified art teachers.  I was 

supervising student teachers at the time, and so I extended to these individuals an 

invitation to speak to my students about their experiences as student teachers as well as 

their experiences as new teachers. I received a candid email response from a young 

woman that saddened and troubled me. She explained that her story would probably not 

serve as a suitable example, as her student teaching situation was rife with conflict that 

resulted in a negative and ultimately damaging overall experience. Although she had 

completed her art education degree and received her teaching certification, she had 

ultimately decided to pursue a management career at a coffee shop. This one field 

experience had irreparably soured this young woman to the entire profession of teaching.   

Art education research has revealed a concerning rate of art teacher turnover 

within the first three years of teaching (Galbraith & Grauer, 2004; Klein, 2008; Scheib, 

2006).  In 2004 the National Center for Education Statistics (NCES) revealed teachers in 

the arts to be at the greatest risk of not only leaving their current positions, but leaving the 

vocation of teaching entirely (Chandler, Luekens, Lyter, & Fox, 2004). According to 

Scheib (2006), teaching is a profession with a ripe history of burnout, job dissatisfaction, 

and teacher attrition.   

The literature points to burnout issues coupled with stress and exhaustion as 

contributing factors to this worrisome teacher retention issue in art education (Bain, 

2004; Cohen-Evron, 2002; Evans-Palmer, 2010; Kuster, Bain, & Young, 2015; Kuster, 

Bain, Newton, & Milbrandt, 2010; Nolte, 2015; Scheib, 2006).  Many teachers who give 



 18 

up or leave the profession altogether are actually qualified and caring teachers that have 

simply burned out (Alsup, 2006). This burnout phenomenon refers to a state of emotional 

exhaustion, depersonalization or a lack of connection with work, and reduced feelings of 

personal accomplishment (Maslach & Leiter, 2008).    

  Most research about this topic tends to focus on practicing teachers, but there is a 

growing body of research that suggests teacher burnout can actually ignite during the 

student teaching experience (Chan, 2003; Fives, Hamman, & Olivarez; 2007). In the 

scenario I described above, the young woman had burned out before she even had the 

opportunity to engage in an authentic teaching experience.   

Why is disillusionment happening before teachers even enter the field? Student 

teaching is a critical and decisive period in the personal and professional development of 

beginning teachers (Gaudelli & Ousley, 2009; Hultell, Melin, & Gustavsson, 2013; 

Savage, Cannon, & Sutters, 2015). Student teaching is a demanding endeavor that 

requires rapid learning and fluid adaptation within the context of a model that emphasizes 

evaluation and mastery. During this brief time, student teachers encounter and attempt to 

maneuverer through the thorny tensions of evolving teacher identity, evaluation anxiety, 

intense emotions, and complicated relationship dynamics, among other concerns. Student 

teachers struggle to make sense of the meanings, extents, and intersections of these issues 

(Hong, 2012; Richards & Farrell, 2011; Savage et al., 2015).  Preservice teachers 

typically experience an array of intense positive and negative emotions during their 

practicum experiences, and researchers suggest that these teaching experiences and 

emotions impact teacher candidates’ career outlook and professional commitment in both 

positive and negative ways (Beudert, 2006; Bloomfield, 2010; Garvis, Twigg, & 
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Pendergast, 2011; Hong, 2010; Scheib, 2006; Steedman, 2014; Unrath & Nordlund, 

2009).    

 Savage et al. (2015) promote the importance of successful student teaching 

experiences in preparing future art teachers and improving the field of art education.  In 

their writing they implore art educators to “foster the essential practicum experience 

despite the obstacles present today” (p. 24).  Researchers in the fields of art and teacher 

education suggest that frustrations, disappointments, successes, and surprises can all be 

valuable and productive learning opportunities for preservice teachers (Beudert, 2006; 

McCann, Johannessen, & Ritter, 2009; Richards & Farrell, 2011).  Many researchers 

agree that the personal and professional identities of teachers are intertwined; therefore, 

special attention and support needs to be directed toward helping preservice teachers 

make sense of the complex and artful process of teaching.  Encouraging and facilitating 

both environments and opportunities for reflection and self-awareness can help build 

resiliency and foster personal growth with beginning teachers (Cohen-Evron, 2002; 

Klein, 2008; Kuster et al., 2015; Kuster et al., 2010).  

 

Research Questions 

Within this study I addressed the following main research question: 

 How might participation in an inquiry based seminar impact the meaning student 

teachers make from their practicum experiences? 

In order to address this overarching research question, I posed the following sub-

questions: 
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1. How do art student teachers perceive and describe their student teaching field 

experiences in a seminar space?  

2. What kinds of inquiry activities can facilitate reflection with art student teachers?  

3. How do art student teachers relate to and value inquiry based methods of 

reflection? 

 

Definition of Terms 

 For the purpose of clarity in this research, I provide the following definitions for 

clarity and to offer further understanding of relevant, frequently used, or academically 

debated terms as they relate to this research study.  

 

Artistic inquiry 

 Artistic inquiry is a form of inquiry that utilizes the artistic process as means of 

examining and understanding. 

 

Constructivist perspective/constructivism 

 A constructivist viewpoint contends that people actively organize, or construct, 

their own understandings, meanings, and ultimately knowledge of the world through 

experience and reflection upon these experiences.  

 

Cooperating teacher/Mentor teacher 

 A classroom educator selected by a teacher preparation institution to oversee a 

student teacher within the educator’s classroom setting. 
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Critical reflection 

 Reflection that is rooted with a critical perspective that seeks to interrogate 

normative conditions and practices in respect to issues of hierarchy, power, and control.  

 

Inquiry 

 The process of exploring, asking questions and making discoveries in the search 

for understandings. 

 

Placement school/Practicum site/Field placement 

 The particular school location where a teacher candidate is placed to complete his 

or her student teaching practicum. The student teacher is specifically paired with a 

cooperating teacher who works as an educator in the assigned site school.  

 

Preservice/Pre-service  

 The period of education before a student enters the service of being a teacher. In 

this study the preservice teacher participants were in their last semester of attending the 

university prior to obtaining their visual arts K-12 teaching licenses. In some scholarship 

the term preservice appears as pre-service. 

 

Reflection  

 The act of thoughtfully considering one’s actions and perceptions in an attempt to 

arrive at new insights. 
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Reflective inquiry 

 Reflective inquiry is an ongoing process of examining and refining practice, 

variously focused on the personal, pedagogical, curricular, intellectual, societal, and/or 

ethical contexts associated with professional work, perhaps, but not necessarily, from a 

critical perspective.  

 

Scaffolding 

       Scaffolding refers to the systematic sequencing of prompts, content, materials, 

tasks, and supports to optimize student learning with the goal that students will be able to 

gradually develop autonomous learning skills.   

 

Student teacher/Teacher candidate 

 A preservice student, enrolled in a university teacher candidacy program, who is 

learning to teach, under the supervision of a certified teacher, in order to qualify for 

teacher certification.  

 

Student teaching/Practicum 

 A field experience of guided learning where a teacher candidate is paired with a 

practicing teacher (mentor) in a school. The student teacher enters the cooperating 

teacher’s classroom as an observer and gradually assumes more teaching responsibilities 

over a period of consecutive weeks. This teaching practice experience is typically the 

culminating course in preservice education programs and usually a requirement for 

teacher certification. Sometimes referred to as teaching field experience. 
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Student teaching seminar 

 Course meetings throughout the student teaching practicum where the student 

teachers and the university supervisor gather together to address unfolding questions and 

teaching-related issues. 

 

Teacher development/Growth 

 An ongoing process whereby teachers’ attitudes toward their work are modified, 

and the process by whereby teachers’ professional performance may be improved. 

Teacher development can be viewed as teachers learning, rather than as others getting 

teachers to change. In learning, the teachers consider and develop their beliefs and ideas, 

develop their classroom practice, and attend to their feelings associated with change. 

 

University supervisor 

 An education representative of the university who oversees student teachers 

during their student teaching in the schools. This person can be a full-time faculty 

member or part-time adjunct faculty. Sometimes referred to as faculty supervisor and 

field placement supervisor. 

 

Rationale of the Study 

Student teaching is often the culminating experience in preservice teacher 

education. Researchers in both art education (Galbraith & Grauer, 2004; Koroscik, 1993; 

Kowalchuk, 1999; Unrath & Kerridge, 2009) and teacher education (Darling-Hammond, 

Hammerness, Grossman, Rust, & Shulman, 2005; Knowles & Cole, 1996; McDermott, 
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2002) have noted student teaching to be the most significant aspect of many teacher 

preparation programs. According to Hanes and Schiller (1994):  

The student teacher experience is the traditional transition from theories of the 

university to practical realities of public schools. It is in this experience that 

critical changes occur and determine the manner of practice that preservice 

teachers tend to adopt for their future classrooms. (p. 218) 

  Many art educators have argued that developing teachers need a safe, supportive, 

and positive environment where they are able to step back from the immediacy of 

teaching and have time to process their experiences (Cohen-Evron, 2002; Hetrick, 2010, 

2013; Klein, 2008; Kuster et al., 2015; Kuster et al., 2010). 

 Considering the importance researchers have assigned to student teaching, it was 

puzzling to see how rarely this experience had been researched and documented within 

the field of art education. Although art education research has touched upon the 

complexities involved in learning to teach and how to best prepare preservice teachers, 

little has examined these aspects as they relate to the art student teacher within the 

seminar space.  Of the located studies that mentioned art student teaching, only a handful 

focused on primarily student teaching (Bae, 2014; Baxter, 2014; Hetrick, 2010; 

Kowalchuk, 1999, 2000; Powell & La Jevic; 2011; Sutters, 2012; Zimmerman, 1994)  

(see Appendix A). 

Within this group of studies, only a few actually included art student teacher 

participants during their student teaching field experiences (Bae, 2014; Baxter, 2014; 

Kowalchuk, 1999, 2000; Powell & La Jevic; 2011; Zimmerman, 1994). Finally, of these 

remaining studies, only one study mentioned the student teaching seminar; however, the 
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student teaching seminar was merely the site of data collection and not the focus of the 

research (Kowalchuk, 1999, 2000). Currently, the research is thin concerning how the 

student teacher seminar contributes to preservice learning. Given that many art education 

researchers have argued the need for a supportive space for meaning making within 

teacher development (Bain, 2004; Campbell & Simmons, 2012; Carroll, 2012; Gradle, 

2006; Hetrick, 2010; Sickler-Voit, 2007), I was particularly interested in the value of the 

art student teacher seminar. 

Student teachers are situated with one foot in the university setting and one foot in 

the K-12 school setting. Throughout their practicum they attempt to negotiate the in–

between space of both student and teacher roles while struggling to make sense of this 

bifurcated position where they are expected to, as Gaudelli and Ousley (2009) explain, 

understand the “meanings, extents, and intersections of each” (p. 932).  Teacher 

education research points to the student teaching seminar as a space with the potential of 

fostering a nurturing environment and facilitating productive growth opportunities for 

beginning teachers (Clift & Brady, 2005; Cuenca, 2014; Darling-Hammond, 2006; 

Gaudelli & Ousley, 2009; Zeichner & Liston, 1987).     

 

Purpose of the Study 

In undertaking this study, I was interested in the overall value of the art student 

teaching seminar course. I was eager to explore how the seminar could serve as a space 

for student teacher inquiry and reflection. I aimed to examine how individual art student 

teachers make sense of their experiences. I hoped to provide insight into how art student 

teachers think about teaching, the tensions they encounter, the successes they achieve, 
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and the meanings they assign to these events.  I hypothesized that the sharing of, 

inquiring into, and reflecting upon these experiences would be valuable for both the art 

student teachers and me as a researcher/teacher, because it would provide insights into 

the individual and collective experiences, development, and meaning-making that occurs 

during the art student teacher journey. 

 

Theoretical Framework 

A theoretical or interpretive framework carries certain philosophical assumptions 

that inform problems, questions, data collection, analysis, and interpretation within 

research (Buffington & McKay, 2013; Creswell, 2013; Lincoln, Lynham, & Guba, 2011).  

 

Constructivism 

This study was rooted in a constructivist framework, which supports the idea that 

people actively construct and reconstruct their own understandings, meanings, and 

ultimately knowledge of the world through experience and reflection upon these 

experiences. Therefore, it is assumed there are many different avenues of perceiving and 

understanding, and each of these interpretations is a genuine reality (Lincoln et al., 2011).  

George Kelly (1955) posited that our experiences and understandings of the world 

are open to a variety of interpretations. No one way of viewing the world is final or even 

complete; therefore, we constantly renegotiate our constructs in order to comprehend and 

make sense of the changing world around us.  If there is no objective reality to restrict 

interpretation, then perception becomes a flexible and malleable concept. 
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Constructivist theories concentrate on the sense that individuals make of their 

experiences in the world (Creswell, 2013). Individuals construct applicable truths at 

relevant times in certain places; therefore, reality or truth is a construction that is 

connected to both individuals and to cultures. Through this paradigmatic lens, teaching 

can be seen as a continuum of personal learning and self-understanding (Davis, Sumara, 

& Luce-Kapler, 2008).  

Art education researchers, Buffington and McKay (2013), identify understanding 

as the primary purpose of constructivist research. Creswell (2013) framed this notion of 

understanding as a fundamental human connection: “In constructivism, individuals seek 

understanding of the world in which they live and work” (p. 24). This perspective values 

the individual and subjective meaning of experience; therefore, plurality of meaning is 

offers views toward complexity and highlights different patterns of meaning.   

Creswell (2013) summarized the inherent ontological, epistemological and 

methodological beliefs associated with a constructivist framework shown in Figure 1. 
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Figure 1. Constructivist beliefs (Creswell, 2013, p. 36). 

 

The framework of this study design drew from constructivist principles that 

encourage learning and growth by facilitating activities through which students can make 

meaning. A constructivist viewpoint contends that people actively construct their own 

understanding, meaning, and ultimately knowledge of the world through experience and 

reflection upon these experiences. Rather than empty vessels to be filled with knowledge, 

constructivists view human beings as complex and unique meaning-making individuals 

who seek some manner of coherence in their understandings of the world around them. 

Each learner brings a rich wealth of experiences, understandings, and perspectives, 

amassed over a lifetime, to the new learning situations her or she encounters. This history 

and interpretation of experience contributes to how one will make sense of new 

interactions (Davis et al., 2008; Schiro, 2008). 
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Learning is viewed as an active and continuous process of updating one’s 

understanding of the world as one encounters new situations. Updating refers to the 

internalization of these new perceptions into one’s already existing cognitive structure.  

Jean Piaget described these internalizing processes as assimilation and accommodation. 

Assimilation describes the process of altering new perceptions to fit one’s already 

existing framework of meaning.  On the contrary, accommodation involves reframing or 

adjusting one’s pre-existing schema to incorporate new perceptions (Wadsworth, 2004). 

In a sense, learning is the embodiment of one’s history and one’s understanding. Shiro 

(2008) explains: 

That is, in learning, people construct and reconstruct meaning by transforming 

both the new and meaning they are acquiring and their preexisting cognitive 

structures-by transforming both their new understandings of their world and 

themselves. (p. 108) 

According to Barth (1972), knowledge is an integral consequence of learning or 

growth.  Knowledge is the natural result of constructing meaning from experience. 

Constructivist theorists generally view knowledge as a personal and unique creation, 

although social constructivists would advocate for a broader perspective of shared 

understandings within communities and systems (Vygotsky, 1978).  Differences aside, 

constructivist ideology is rooted in an interpretive framework; therefore, through this 

lens, as Davis et al. (2008) explain, “The aim of education, then, is not is not to guide 

learners toward completion, but to provide them with experiences that challenge and 

enlarge their understandings” (p. 101). 
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Reflective Learning 

 Art teacher educators have the responsibility to provide meaningful mentorship 

and purposeful educational opportunities to teacher candidates (Savage et al., 2015). This 

means that student teachers should have opportunities to reflect on their own experiences 

in order to understand and increase personal awareness and professional growth (National 

Art Education Association, 2009). 

As human beings, we have an innate need to understand the meaning of our world 

experiences (Clandinin & Connelly, 2000). A constructivist lens supposes that we 

construct both knowledge and meaning from our experiences; therefore, learning can be 

described as a perpetual operation of revising one’s perception of the world as elicited by 

new experiences. As suggested above, Diamond (1991) contended that the substance of 

teaching lies within contextual and specific understandings: “Teaching is about making 

sense of things and the sense that is achieved is not some generalized, abstract or 

disembodied knowledge. It is understanding framed within personal contexts, constraints, 

opportunities, and time-scales” (p. 87). As individuals we are constantly defining and 

interpreting our day-to-day encounters in an effort to glean meaning and maintain a 

cohesive viewpoint or stable sense of understanding (Davis et al., 2008). When an 

encountered situation or event conflicts with one’s established system of knowing, the 

new information is usually either adapted to conform to one’s current perspective or the 

new information provokes a restructuring of one’s present worldview. Mezirow (1997) 

referred to the latter process as perspective transformation. This phenomenon is the 

foundation of reflective learning.  
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This type of learning involves a shift within the learner’s frame of reference, 

which in turn leads to new insights, and alters one’s perception or way of being in the 

world (Elias, 1997).  Reflection and inquiry involve elaborating or extending one’s 

personal perceptions and understandings (Cole & Knowles 2000; Davis et al., 2008; 

Diamond, 1991). This concept is centrally important to teacher development, because it 

aims for a rich and more complete understanding of teaching and learning.  Reflective 

learning is important to understanding this study as within the seminar space, the student 

teacher participants related unique, insightful developments, which demonstrated 

reflective learning, in terms of self-understanding and overall growth. 

 

Significance of the Study 

Teacher education research has addressed many of the issues of complexity and 

development within student teaching; however, little art education research has examined 

these as they relate to the art student teacher. This study offered a unique addition to the 

field of art education in several aspects. First, this study focused exclusively on the sense 

that student teachers made of their practicum experiences within the confines and context 

of the student teaching seminar space. Second, four art student teachers were recruited to 

participate in this study throughout the entire duration of their student teaching 

practicum. Data, for this study, was gathered throughout the entire student teaching 

semester, which sets this study apart, as it captured individuals’ experiences and 

developments over time, constructed through snapshots in the moment. Most of the 

existing art education literature, that addresses student teaching, consists of participants 

either looking back upon their student teaching experiences (Hetrick, 2010; Sinner, 2010; 
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Unrath & Kerridge, 2009) or preservice students before their capstone field placements 

(Klein, 2010; Krahe, 2012; McDermott, 2002; Sutters, 2012; Unrath & Nordlund, 2009). 

Finally, this study sought to analyze and present the data in a holistic form that would 

honor the unique individual and contextual meanings, understandings, and journeys of art 

student teachers.  

This study adds to the body of knowledge concerning student teaching and art 

education. This research study provided insights into both the individual and collective 

experiences, development, and meaning making that occurred during the art student 

teacher journey. It also provides insight into the art student teacher seminar space and 

how this space can be utilized to support student teacher personal and professional 

development and growth. Finally, this study’s findings provided valuable information 

regarding methods that can be useful in encouraging professional growth in new teachers 

in art education. These findings can assist university preservice programs, university 

supervisors, mentor teachers, administrators, and others involved in teacher training.  

 

Limitations of the Study 

 This study is focused on a sample of four art student teachers examined by a 

single researcher during the course of a semester long, 15-week, time period.  In this 

study I intended to gather in-depth, qualitative data concerning the experiences and 

perceptions of individual art student teachers. Given the small sample size and focus on 

the art student teachers as both individuals and a community, the results and conclusions 

of this study are not meant to be identically replicated nor generalized to the large 

population of art teachers. Rather the study is intended to explore, describe, and examine 
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individual understandings of the complexities of learning to teach art within the student 

teaching practicum and how the art student teaching seminar can serve as a space for 

inquiry and subsequent reflection during this teaching field experience.  

 During the course of this research study, I acted as the principal researcher as well 

as the university visual arts student teacher supervisor. As a university supervisor I acted 

across multiple spaces within the student teaching structure including the seminar space 

and the student teachers field placement classrooms as well. In addition to this 

complication, my role of university supervisor, required that I embrace several roles 

including that of the student teacher evaluator. Given my inherent position of authority 

within the role of university supervisor, as well as a potentially disruptive figure entering, 

observing, and exiting the student teachers’ field placement classrooms, these aspects 

could have potentially impacted the student teachers’ participation and authentic 

communication.  

 I was extremely aware of these potential issues, and arranged approved safety 

measures through the internal review board as well as conscious choices as to the 

research scope including: site, participants, and data collection methods to mitigate the 

potential influence of my authority and to protect student teacher participant privacy and 

confidentiality. These specific measures are outlined in the internal review board 

approval (see Appendix B) and consent form (see Appendix C).  

It is my hope that the collected data during this research would comprise a rich 

and detailed representation; however, the data is subject to different interpretations. 

Because this research is qualitative in nature and relies on the researcher as a lens, or 

interpreter, it is important to recognize and embrace a tolerance for uncertainty. The 
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researcher and participants may contribute to biasing data based on personal histories, 

opinions, beliefs, and paradigms.  Every effort was made to utilize authentic 

interviewing, observation, and analysis techniques.  

 

Delimitations of the Study 

 For the purpose of this study, I primarily focused on the reported field experiences 

and perspectives of four art student teachers, within a seminar space, in order to gain 

insight into how an inquiry based student teaching seminar may render a space supportive 

toward art student teacher reflection. Within the scope of this study, I did not specifically 

focus on any particular element such as gender, sexual identity, race, ethnicity, or socio-

economic status in the context of art student teaching or the student teaching seminar.  I 

do acknowledge that these factors are influential components to the constitution of any 

social, life, or learning experience; however, these factors were not considered in the 

selection process of art student teacher participants, study design, or data collection.  

 The research site and data collection was limited to the student teaching seminar; 

I did not intend to directly study the student teaching practicum experience in the schools, 

but rather, how students made sense of this experience in the seminar course. I recognize 

that student teaching is a complex process that spans across several settings and that each 

experience unique and contextually situated. For the purpose of this study I was primarily 

interested in the particular happenings within the context of the student teacher seminar 

space. 

 For this research, I was principally interested in the art student teacher 

participants’ voices, perspectives, and interpretations of their field experiences. 
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Therefore, I did not directly address or gather data from other participants, or players, 

within the structure of student teaching. I uphold that student teaching is a complex and 

social activity comprised many participants and stakeholders including: cooperating 

teachers, university supervisors, classroom students, school administrators, and university 

department administrators; however, this research aimed to concentrate on student 

teacher participants within the seminar space.  

Finally, as the principal researcher, I purposefully chose not employ participant 

interview as a data collection method for this research study. Although interview is a 

common, and even favored, form of data collection for qualitative case studies, I was 

primarily interested in the unfolding of happenings within the seminar space rather than a 

retrospective overview. Also, I chose not to single out student teachers for individual 

interviews, as I hoped to establish an environment and relationship of as the facilitator of 

the student teaching seminar course. As the visual arts university supervisor, and 

principal researcher, I carefully considered the inherent and conflicting reality of the 

supervisor/student teacher power and authority dynamic. This presumed authority 

hierarchy, combined with my lack of familiarity or pre-established relationships with 

these particular participants, could have potentially impacted the student teachers’ 

comfort levels and distorted the participants’ authentic reporting of their experiences, 

feelings, and perspectives.  

 

Organization of the Dissertation 

This dissertation is organized in the following manner: the first chapter aimed to 

provide the background, context, research questions, and theoretical framework that 
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underlie this study. Chapter Two will arrange a review of literature that relates to the 

context of art education, the structure and components of student teaching, the intricacies 

of learning to teach, the concept of teacher inquiry and reflection in terms of teacher 

development, and selected methods of reflective inquiry within art and teacher education. 

Chapter Three will detail the research methodologies utilized in this study, including the 

data collection methods and the process of data analysis. Chapter Four will explain the 

curriculum and pedagogy of the student teaching seminar. Chapter Five will present the 

data findings, in the form of an individual narrative, for each student teacher participant. 

Chapter Six will discuss the data analysis that is organized around the study’s research 

questions and connect the findings to existing literature. Finally, the concluding chapter 

will provide a review of the study, address the implications the findings, share my 

personal reflections, and offer considerations and suggestions for future research. 
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CHAPTER TWO: LITERATURE REVIEW 

 

Introduction 

 The review of literature will be divided into six main sections. The first section will 

situate the context of art education within the larger system of schooling. The second 

section will provide an overview of the student teaching structure and describe some of the 

significant components of learning to teach. The third section will address complexities in 

the process of learning to teach. The fourth section will discuss the concept and groundings 

of teacher inquiry and reflection. The fifth section will introduce the reflective student 

teacher seminar along with methods of inquiry designed to facilitate reflection. Finally the 

last section will focus specifically on the subject of artistic inquiry.  

Student teaching is often the culminating experience in preservice teacher 

education. Researchers in both art education (Galbraith & Grauer, 2004; Koroscik, 1993; 

Kowalchuk, 1999; Unrath & Kerridge, 2009) and teacher education (Darling-Hammond 

et al., 2005; Knowles & Cole, 1996; McDermott, 2002) have noted student teaching to be 

the single most significant aspect of many teacher preparation programs. According to 

Hanes and Schiller (1994): 

The student teacher experience is the traditional transition from theories of the 

university to practical realities of public schools. It is in this experience that 

critical changes occur and determine the manner of practice that preservice 

teachers tend to adopts for their future classrooms. (p. 218)  
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As such, it is an important area of research to consider because of the extreme changes 

and growth that student teachers encounter during this concluding point of their teacher 

education. 

 

The Context of Art Education 

Many factors outside of the classroom contribute to and influence the ecology of 

the classroom. One of these factors involves the larger, outside educational system and 

where art fits within this structure. It is no secret that arts education holds a low priority 

within the public education system (Eisner, 1992, 1998, 2001; Greene, 1977, 1994, 2000; 

Hetland, Winner, Veenema, & Sheridan, 2013; Siegesmund, 1998). In the school where I 

taught at the elementary and middle school level, I was lucky to have a fellow art teacher 

colleague, to share the class load, though many art teachers, in other schools, worked 

with the entire school to provide art education classes. For a long time I did not have my 

own classroom, and I taught art on a utility cart that held my supplies as I moved from 

room to room to teach my lessons. Because of this set-up it was apparent to me that my 

subject area was not prioritized and did not 'deserve' a standalone room. This made my 

teaching days difficult and organization was key in planning for which rooms I was 

visiting and what supplies I needed to carry with me. If I forgot to someone's artwork or a 

piece of equipment on the cart, that omission would throw off the entire class period. 

Research has shown that teaching is a highly complex and demanding process that 

requires complicated decision-making skills (Darling-Hammond & Cobb, 1996; Feiman-

Nemser & Remillard, 1996). The complexities of how one teaches large groups of 

students with differing needs and abilities are skills that take years to hone. The No Child 



 39 

Left Behind Act (NCLB), a law that governed how K-12 schools got their funding, posed 

an image of teaching that was simplistic, rigid, method-based, and predictable. Although 

NCLB was replaced in December 2015 by the Every Student Succeeds Act (ESSA) the 

idea of how and what to teach is still a contested and public issue and these remnants of 

NCLB are still apparent today. The formulaic idea of what NCLB presumed teaching to 

be, supposed that teaching was a matter of training rather than learning; therefore, 

teachers could learn what they needed to on the job without the aid of coursework or 

supervision.  This framework privileges subject matter over pedagogy, and ignores the 

dynamic, social, cultural, ethical, and political aspects that are inherently connected to 

teaching and learning (Cochran-Smith & Lytle, 2009).  They state: 

 NCLB is changing how we−the educational community, the policy community, 

 and the public−think about teachers and teaching. Like it or not, diverse 

 stakeholders in the educational process are coming to regard teachers as 

 technicians, student learning as test performance, and teacher learning about 

 “what works.” (Cochran-Smith & Lytle, 2009, p. 82)  

Although NCLB is no longer a current, governing law, the vestiges of what it stood for and 

what it did or did not prioritize as important for K-12 education informs the current climate 

and context of art education. 

Elementary art education specialist Ed Check (2002) recounts his ten years of 

experience teaching art in a public elementary school district. As the only art teacher in the 

district, he was expected to teach 780 students each week at three different schools, seven 

fifty-minute classes each day, all while teaching from a cart with a shared closet for storage. 

He explains that each week he dealt with over forty different faculty members, some more 
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pleasant than others. The classroom teachers would usually leave or do their lesson 

planning while he was teaching students in their classes. In addition to teaching art, Check 

recounted his expected responsibilities for other school programs and duties. 

 I was also responsible for weekly lunch and playground duties. I exhibited 

 students’ work at all three schools. I was responsible for providing backdrops for 

 Christmas pageants. I also scheduled annual field trips to a local art museum…. 

 These all seemed like normal teaching conditions…. Now, I gasp, wondering how  

 I did it all. (Check, 2002, p. 51) 

He goes on to describe the impinging expectations from the administrative level. The 

principal at one school pressured him to have students produce a weekly product to take 

home, based on the reasoning that kids have short attention spans and can’t handle very 

much. Check (2002) recalled that his teaching evaluations focused primarily on technical 

categories of teaching which stressed classroom management, following directions, and 

control rather than student learning.  

 My principal remarked how neatly a student had filled in a practice sheet for 

 mixing colors. He noted that another student’s sheet was very messy and not 

 good. What he failed to notice was that the messy student understood color 

 mixing and the neat student’s sheet was incorrect. (p. 52) 

As he reflects on his experience as an art teacher he describes feeling discouraged by this 

notion of art reduced to the action of filling between the lines.  He takes some time to reflect 

on himself though, and discovers that he unintentionally contributed to the same view of 

schooling that he had grown to resent, a view of decontextualized, top-down, knowledge 

transmission.  
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Unintentionally, I treated my students as second-class citizens; rarely did I ask for 

their input. They were to follow my directions. I made most of the decisions, and 

from what I can tell, did most of the work and the learning. That’s what I regret 

about teaching. I didn’t know there were other ways to teach art. (Check, 2002, p. 

52) 

 As stated earlier, NCLB reinforced this view of knowledge as transmission, which 

is evidenced by Check’s own directive teaching and the mentioned principal’s view toward 

art. Knowledge as an object or a tangible product and evidence-based learning can be seen 

through the principal’s desire that Ed create projects where students could take home a 

product each week.  The focus of Check’s teaching evaluations rested on best practices and 

classroom management, which further embeds the idea of teachers as technicians rather 

than practitioners. His situation of being the sole district art practitioner and transient 

visitor from classroom to classroom, without a sense of space or belonging reflects the 

value, or lack of value, given to art as a subject of valuable knowledge. In designating 

which subjects would be tested, NCLB decided which knowledge was valuable based on 

economic competition. Typically referred to as an elective, or special, art does not hold 

precedence in sphere of public education. Although art was technically designated as one 

of eight core subjects in NCLB, the absence of testing for this subject essentially negated 

the value of art within the context of this legislation. A workload of 780 students per week 

was viewed as an acceptable workload for an art specialist.  It is no wonder that art 

education researchers have pointed out a high turnover rate of art teachers within the first 

three years of teaching (Galbraith & Grauer, 2004; Klein, 2008).   
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Art educator and scholar, Laura Chapman, analyzed the NCLB statute as well as 

its companion legislation the Educational Sciences Reform Act (ESRA), in an effort to, 

as she states, understand “the vision of excellence it promotes, its implications, and 

relationship to larger political currents” (Chapman, 2005, p. 6). Chapman noted several 

problematic and potentially detrimental implications for arts education.  

Although NCLB proclaimed arts education as state mandated curriculum, limited 

funds and resources were focused on arts integration programs. This meant that the arts 

could be included in the curriculum as after-school or incentive-based programs. In 2003, 

the funding was redirected to higher priority subjects. A survey conducted by the Council 

on Basic Education reported that 25% of principals had cut arts education and 33% 

anticipated future downsizing. The stipulations for receiving NCLB funding not only 

impacted the inclusion of arts, but it also influenced the selection of art educators to teach 

in these remaining programs. Art education researcher Tina Beveridge (2009) reported 

that some principals acknowledged specifically seeking out and hiring art teachers who 

specialized in arts integration giving special preference to those who were formally 

trained in reading and mathematics.  

 Educational priority is given to the “academic” or “tested” subjects of 

mathematics, science, and reading. Chapman (2005) goes on to say: 

Literally and figuratively, three subjects count as “core” in NCLB and ESRA. 

Although NCLB expands the definition of “core”−to encompass foreign language, 

civics, and governments; economics, arts, history and geography−there is no quest 

for balance among the studies in arts sciences and humanities (NCLB Title IX). 

(p. 7)  
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Another potential problem involves the increased focus and pressure on testing. 

Chapman examined statistics published by the National Center for Educational Studies to 

get an idea of the amount of time a typical school spends on test preparation. She found 

that the time devoted to test-preparation far exceeded the 26 hours typically set aside for 

art education. She conjectured that schools will likely avert time, originally allocated for 

art, to test-preparation and test-taking. In addition, Beveridge (2009) found that art 

classes are often reinforced as a “fun subjects” (p. 5) and used as a bribe or reward to 

motivate struggling. These students are allowed to attend their art classes when they are 

able to meet performance expectations in tested subjects. Although framing art as a 

reward may appear flattering on the onset, this view tends to undermine art teachers as 

professionals and the underlying message reinforces the idea that art is not a serious 

subject that requires or even expects skill, effort, work, or commitment (Beveridge, 

2009). 

This value hierarchy is reflected in the structure of public education, meaning the 

K-12 educative system is arranged and geared toward facilitating tested subjects. The 

result leaves art and other elective subjects in a complicated, low-status position within a 

conflicting framework. These subtle and perhaps unintentional sabotages can create 

complex terrain that is difficult for art educators to navigate.  

 

Student Teaching Overview 

Student teaching is often the final phase of many preservice education programs, 

usually completed by teacher candidates during their last semester in the teacher 

education program. Student teaching is considered a field experience where the 
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preservice student is paired with a practicing teacher, called a cooperating teacher or 

mentor teacher, in a local school typically for one semester.  

The student teacher enters the cooperating teacher’s classroom as an observer. 

Gradually the student teacher is expected to take on more and more teaching 

responsibility as he or she transitions into the teacher role. The student teacher is 

expected to take over full responsibility as teacher in the classroom for a specified period 

of time, usually 4-5 weeks. After this phase of full responsibility, the student teacher 

gradually transitions from teacher back to observer as he or she finishes the field 

experience (Galbraith & Grauer, 2004; Radford, 2013; Richards & Farrell, 2011) 

During the student teaching experience, a university supervisor, who visits the 

classroom to observe the student teacher in action, evaluates the student teacher. The 

university supervisor is usually a teacher education faculty member, a graduate student 

with teaching experience, or a former or retired teacher with substantial classroom 

experience. The cooperating teacher interacts with the student teacher in the classroom 

daily, whereas in my experience, the university supervisor visits the student teacher, in 

the classroom, between six or seven times during the semester. The traditional student 

teaching structure involving student teacher, cooperating teacher and college/university 

supervisor is referred to as a triad in teacher education research (Darling-Hammond & 

Cobb, 1996; Richardson-Koehler, 1998; Goodnough, Osmond, Dibbon, Glassman, & 

Stevens, 2009). 

 

 

 



 45 

Student Teaching Triad  

Student teaching is a complicated, social, and collective activity and as Valencia, 

Martin, Place, & Grossman (2009) explain, is “done in complex settings where an array 

of people with varied histories, understandings, beliefs, and perspectives on instruction 

and curriculum interact” (p. 304).  Galbraith (1995) describes the stress that future 

teachers face as they try to figure out what is expected of them in the practicum setting, 

“Many pre-service teachers regard their pre-service student role as doing what is 

expected and therefore they spend considerable effort trying to figure out these 

expectations rather than trying to resolve their problems through independent learning” 

(p. 11).   Teacher education research has identified the interactions and relationships 

within the members of the triad (student teacher, cooperating teacher, and 

college/university supervisor) as complicated and potentially problematic (Bullough & 

Draper, 2004; Goodnough et al., 2009; Richardson-Koehler, 1988; Slick, 1997, 1998a, 

1998b; Valencia et al., 2009).  

Cooperating teachers. Cooperating teachers have been shown to be a powerful 

influence on the nature and impact of a student teacher’s present experience and 

continued practice (Applegate & Lasley, 1982, 1984; Darling-Hammond & Cobb, 1996; 

Guyton & McIntyre, 1990; Knowles & Cole, 1996; Valencia, et al., 2009). Grauer (1998) 

found that “preservice teachers acquiesced [their prior beliefs] to emulate their sponsor 

teacher’s beliefs” (p. 361).   

Cooperating teachers may choose to orient student teachers to a particular 

perspective of teaching, which may or may not reflect the student teacher’s own 

education, understandings, beliefs, or values of teaching and learning. Valencia et al. 
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(2009) referred this type of mentoring style as mimetic, where the role of the student is to 

learn through precise imitation rather than experimentation. Mentor teachers may work in 

a more collaborative approach that explores student teachers’ strengths and limitations 

while suggesting ways to improve teaching (Richards & Farrell, 2011).  

Yet other mentor teachers hold the belief that teaching is best learned through trial 

and error. These mentors may leave the room while the student teacher is teaching and 

feel that their best contribution is to give the student teacher space to work things out on 

his or her own. Valencia et al. (2009) note this style as experimental neglect. Other 

cooperating teachers may subscribe to an approach based on helping student teachers 

discover new approaches to teaching through scaffolding and feedback (Freeman, 1989).  

Valencia et al. (2009) described this scaffolded approach as grounded experimentation.  

 A cooperating teacher may also change his or her approach depending on the 

context of the situation. Cooperating teachers are full-time classroom teachers with a 

myriad of responsibilities and concerns, in addition to mentoring, such as pressures of 

student achievement; mandated curriculum and content; and expectations of students, 

parents, colleagues, and administrators (Valencia et al., 2009).  These concerns and 

pressures can result in little flexibility and scarce opportunities for student teachers to 

experiment or implement new ideas. 

Valencia et al. (2009) pointed out that cooperating teachers are in a position of 

power, in terms of student teacher evaluations and future employment recommendations; 

therefore, student teachers may feel conflicted and hesitant to pursue teaching strategies 

that differ from those their cooperating teachers. Coming from a position of 

subordination, student teachers often feel distress over the conflicting messages they 
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receive in their university training compared to the narratives they experience in their 

field placements (Galbraith, 1995; Richards & Farrell, 2011; Valencia et al., 2009).  

Both cooperating teachers and student teachers have to negotiate the shifting 

terrain that is the student teaching experience (Milbrandt, 2006). Student teachers enter 

their field placements with visitor status to existing and living classrooms where 

fundamental aspects of teaching such as “classroom culture, curricular goals, and 

classroom management strategies had been established before they arrived and will 

continue after they leave” (Valencia et al., 2009, p. 310). Knowles and Cole (1996) noted 

some distinct issues with the lack of consistency in defining the role of the cooperating 

teacher when they state, "there is a general agreement, in both literature and in the field, 

that the role of cooperating teacher is poorly defined and that expectations related to the 

role are ambiguous, diverse, and often overlapping or at odds" (p. 659). The cooperating 

teacher role is often determined at an individual level that contributes to this trend of 

ambiguity and confusion. 

University supervisors. Teacher education researcher Susan Slick (1997, 1998a, 

1998b) has conducted several studies addressing the complexity of the university 

supervisor’s role in the student teaching triad. She found that in addition to navigating 

amongst unclear expectations, supervisors often experience an innate tension between 

their dual responsibilities of assisting and assessing student teachers. Supervisors often 

find themselves having to play the part of troubleshooter or negotiator within the triad 

relationships. In her study, they reported feeling pressure to create bridging relationships 

between the university and the schools. Tensions mounted when supervisors had to 
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navigate and mediate tensions between the cooperating teacher and student teacher in 

order to keep all relationships afloat.   

Bullough and Draper (2004) noted that friction can also exist between the 

university supervisor and cooperating teacher. Some teachers viewed the supervisor as 

out of touch with real practice and some supervisors viewed the teacher as unwilling to 

change. Often student teachers align with the cooperating teacher when caught between 

paradigmatic conflicts.  According to Ward, Nolen and Horn (2011) most student 

teachers experience this university/school divide, or two-worlds pitfall, as they encounter 

frictions between K-12 practices and university goals.  

 

Contextual Aspects of Student Teaching  

 There are differing contextual aspects to be aware of during the student teaching 

experience including the school placement site, curriculum development, and classroom 

management. 

School placement site. Different field contexts present unique opportunities and 

challenges for student teachers. Different sites adopt different rules, values, expectations, 

and dynamics that affect teaching and learning (Zeichner & Grant, 1981). Teacher 

candidates may encounter contexts that are unfamiliar and different from their 

expectations and past experiences. According to Senior (2006), student teacher learning 

means understanding the specific values, norms, and social processes of the site school.  

Curriculum development. According to Richards and Farrell (2011) the 

cooperating teacher has already chosen and planned most of the general course 

framework, curricular content, resources, and materials before the student teacher arrives, 
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and in some cases before the cooperating teacher even agreed to mentor a teacher 

candidate. Student teachers often have limited control over what they teach, and 

collaborative planning is more likely to involve short term ideas rather than long decision 

making. Even though these emerging teachers may not have the opportunity to create 

broad curricular units during their teaching practice, preservice teacher preparation tends 

to emphasize comprehensive and detailed lesson planning, especially during initial 

teaching experiences, because novice teachers lack the social and contextual knowledge, 

flexibility, and experiential base found in more experienced teachers (Richards, 1998; 

Senior, 2006).  

Classroom management. Kowalchuk (1999) found that art student teachers were 

typically most concerned with technical matters of teaching such as organization, 

discipline, and classroom management. From the beginning, student teachers are 

typically apprehensive as to how the students in the classroom will accept them, if they 

will be able to credibly establish themselves as a teacher, and how they will be able to 

manage a classroom (Osunde, 1999; Richards & Farrell, 2011). Usually, the cooperating 

teachers have already established norms, procedures, and expectations for their 

classrooms, so these student teacher worries, mentioned above, can either be assuaged or 

intensified within this context. 

 When a student teacher moves from the position of classroom observer into the 

responsibility of a teacher, the previously established relationships with the students may 

influence how the class views this student teacher in the new role of teacher. Students are 

asked to accept the student teacher in this novel role of teacher; however, they are already 

familiar with the student teacher as a visitor and as a student who is still learning. 
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Richards and Farrell (2011) point out that student teachers struggle to negotiate their 

roles in the classroom context, often bouncing between discipline master and friend as 

they try to establish relationships of confidence and trust.  

 

Learning to Teach 

 Learning to teach is a complex process that is influenced by many different 

contextual, personal, and political factors. In addition to the contextual complexity, new 

teachers are tasked with juggling multiple goals while accessing many different sources 

of knowledge and levels of cognition.  

 

Teacher Background 

Research finds that learning to teach begins long before a student enters 

preservice education.  Learning to teach actually begins to develop in individuals as they 

observe and participate in their own education as elementary and secondary students 

(Carter & Doyle, 1996; Cochran-Smith & Zeichner, 2005; Darling-Hammond & 

Bransford, 2005; Feiman-Nemser & Remillard, 1996; Lortie, 1975).  Feiman-Nemser and 

Remillard (1996) expound, "future teachers spend thousands of hours in elementary and 

secondary school watching what teachers do and developing images and dispositions 

toward teaching, learning and subject matter" (p. 65).  

 In his noteworthy study of teaching, school teacher, sociologist and researcher, 

Dan Lortie (1975) noted that a typical student spends over 13,000 hours observing and 

interacting in the classroom with teacher by the time s/he completes high school. Lortie 

(1975) coined this proximal and unintentional learning as the “apprenticeship of 
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observation” (p. 61). During this informal learning experience, prospective teachers 

“draw inferences about what good teaching looks like and what makes it work” 

(Hammerness, Darling-Hammond, & Bransford, 2005, p. 367). This learning through 

observation often results in teachers tending to teach in the same way as they were taught. 

Lortie (1975) explains:  

Students do not receive invitations to watch the teacher’s performance through the 

wings; they are not privy to the teacher’s private intentions and personal 

reflections on classroom events. Students rarely participate in selecting goals, 

making preparations or postmortem analysis. Thus they are not pressed to place 

the teacher’s actions in a pedagogically oriented framework. (p. 62)  

A teacher’s individual and unique background also plays a pivotal role in learning 

to teach (Carter, 1990).  In discussing how teachers develop, Hammerness et al. (2005) 

explained that preservice teachers enter the classroom with their own beliefs and 

experiences and assumptions, and often they tend to assimilate new information and ideas 

into their own preexisting schemas. These paradigms will significantly influence what a 

student will learn in teacher education in terms of deep and nuanced understandings of 

teaching concepts.  

In a 1998 one-year study, Kit Grauer, examined and compared the beliefs of 

generalist and preservice teachers toward art education.  She surveyed preservice teachers 

enrolled in a one-year post certification program prior to their coursework and post 

student teaching, using the Eisner Art Education Index, a tool designed to measure the 

influences on respondents’ beliefs about art education. Using one-way analysis of 

variance, she determined that students were influenced primarily by their “school-
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enculturated” experiences with art (p. 357). Grauer also conducted qualitative, open-

ended interviews and observations with four generalist student teachers and four 

secondary art student teachers in the program. A grounded analysis of this data revealed 

that students’ prior beliefs directly influenced their classroom practices.     

  Novice teachers are not only reluctant to shift their preexisting schemas, but they 

also tend to project their ways of thinking onto others. Feiman-Nemser and Remillard 

(1996) note that a presumption of shared identity happens when teachers draw upon their 

own experiences to develop assumptions about others’ thinking and learning that fit their 

own beliefs.  

 

Complexity in Teaching 

Teaching is a complicated process dappled with complexity, uncertainty, and 

change. Lampert (1985) points out that teachers are constantly reasoning through 

competing goals while simultaneously making moment-to-moment decisions about how 

to act and what to do in specific teaching situations. Feiman-Nemser and Remillard 

(1996) explain more about the complexity of teaching and the multitasking inherent in 

the work, “Besides learning to handle the routine and the predictable, teachers must 

develop the capacity to think on their feet and to respond in appropriate ways to an 

everchanging situation” (p. 76).  

As teachers reason, they need to be able to consider many different knowledge 

domains at once in order to evaluate a situation and take action. Teachers acquire and 

situate their knowledge around particular classroom events known as tasks of teaching. 

Feiman-Nemser and Remillard (1996) elaborate: 
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For instance, in planning an instructional activity, a teacher may consider what 

concepts she wants students to learn (content), how these topics fit with previous 

and future topics (curriculum), how appropriate the activity is for her particular 

group of students (learners), what might be difficult for them (learning), and how 

she will finish out what students do and do not understand (assessment). (p. 76)  

According to Carter (1990), teachers learn as they make sense of and engage in these 

tasks of teaching. Teacher education researchers, Linda Darling-Hammond and Velma 

Cobb (1996), describe the demands and complexities facing a novice teacher:  

Beginning teachers must develop the ability to apply knowledge appropriately in 

different contexts while handling the dozens of cognitive, psychological, moral 

and interpersonal demands that simultaneously require attention in the classroom. 

Learning to manage the different personalities and needs of twenty-five to thirty 

children while prioritizing and juggling often conflicting goals does not happen 

quickly, automatically or easily. (p. 45)  

Feiman-Nemser and Remillard (1996) stated that learning to teach is a complex 

process that takes place in different contexts over an extended period of time. Teacher 

education researchers have attempted to describe and understand teacher learning by 

categorizing the journey of learning to teach and its ensuing characteristics into stages 

(Berliner, 1988; Burden, 1990; Fuller & Brown, 1968, 1975; Huberman, 1989). 

This next section will expand on teacher development using the Fuller and Brown 

(1975) theory because this representation specifically addresses teacher candidates’ 

different concerns throughout the student teaching experience. 
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Figure 2. Phases of teacher development. (Fuller & Brown, 1975) 

 

Fuller and Brown identified the initial stage of teacher development (see Figure 2) as the 

pre-teaching stage. Preservice and beginning student teachers tend to identify with the 

students in the classroom rather than seeing themselves as teachers. During the second 

stage, the idealistic fantasy of teacher generally subsides as candidates become 

preoccupied with and frequently overwhelmed by classroom minutia. As a result the bulk 

of their effort and energy is directed toward daily survival. At this juncture student 

teachers are particularly concerned with classroom management, content mastery, and 

hyper-aware of constant evaluation. In addition to these concerns, student teachers also 

wrestle with feelings of personal inadequacy as they question their ability and 

competency to teach successfully and effectively. Throughout the third stage of 

development, preservice teachers’ focus is redirected from needs of self to the needs of 

students. At this point teachers in training are able to measure success from student 
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learning or gain rather than by outside evaluation. Teacher candidates in the final stage 

are able to view their students as individuals, focus on identifying individual student 

needs, and dedicate their efforts toward meeting these needs. Teaching, rather than self, 

moves to the forefront of concern at this juncture, meaning these novice teachers are 

more attentive to how subject and content connects with student learning and 

understanding.  

 

Student Teacher Concerns 

Art educator Enid Zimmerman (1994) examined the nature of problems and 

dilemmas that her preservice students faced in the art classroom. Participants were 

instructed to reflect upon their teaching experiences in personal journals. A content and 

comparative analysis of these documents uncovered teaching strategies as the dominant 

theme. Every participant focused on discipline issues, and two-thirds of the 20 preservice 

art teachers were also predominantly focused on following the following concerns: 

environment, flexibility, individualizing curriculum, communication, cleanup, visuals, 

time constraint, and evaluation.  

In a similar study, art educator and researcher Elizabeth Kowalchuk (2000) 

examined the challenges that art teacher candidates face. She was specifically interested 

in what art student teachers think they learn and what they say they need to learn. Thirty-

seven art student teachers in a large northeastern college participated in this study as part 

of their seven-seminar practicum. During each seminar, participants reflected upon their 

experiences and responded to guided questions about “the challenges they faced, the 

successes they experienced, what they learned, and what they thought they needed to 
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know to be a better art educator” (Kowalchuk, 2000, p. 19). A content analysis of these 

reflective journals unfolded themes concerning classroom management and instructional 

strategies. Kowalchuk (2000) posited that these concerns may be less related to novice 

teaching stages, and more indicative of the intense evaluations constantly looming over 

student teachers during their field experience.   

 

Teacher Inquiry and Reflection 

 According to educator and theorist John Dewey (1933), reflection can be 

described as an “active, persistent, and careful consideration of any belief or supposed 

form of knowledge in the light of the grounds that support it and the further conclusions 

to which it tends” (p. 9). The process of reflection begins when teachers experience a 

difficulty that cannot be easily resolved. An impending sense of uncertainty prompts the 

individual to step back and analyze their experience and situation. Dewey described 

reflective action as a holistic process that incorporates logical and rational processes 

alongside those of emotion, passion, and intuition.  Dewey (1933) pointed to three 

preconditions, or facilitators, of valuable and meaningful reflection:  

1. Open-mindedness (p. 136) describes a willingness to consider different 

perspectives, entertain new ideas, contemplate alternative possibilities, allow for 

uncertainty, and remain open to the possibility of error and shortcomings of 

personal beliefs.  

2. Responsibility (p. 138) involves examining and considering the consequences 

of one’s actions and what can be learned from this situation. 
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3. Wholeheartedness (p. 137) refers to an excitement, an absorption, and a sincere 

interest and commitment toward growth. 

Although the preceding characteristics describe key features of reflective teachers, they 

still do not necessarily detail how reflection operates in practice (Zeichner & Liston, 

1996).  

 Influential curriculum philosopher and researcher Donald Schön widely 

contributed to the understanding of reflection in teacher education. In his book The 

Reflective Practitioner, Schön (1983) described reflection as a dialogue of thinking and 

doing which enables one to uncover knowledge both on and in action. The first type of 

reflection, reflection-on-action (p. 55), can happen both before and after an action and is 

characterized by a retrospective or anticipatory attitude.  The second type of reflection, 

reflection-in-action (p. 68), occurs during the event, when the practitioner encounters the 

unexpected. At this moment, the practitioner usually connects to emotions, beliefs, and 

prior experiences to inform the problem at hand.  

 According to Schön (1983) we engage in certain actions and understandings 

spontaneously; we are often unaware of learning these things and frequently are even 

unable to explain why we do them. 

 Through reflection, he [the practitioner] can surface and criticize the tacit 

 understandings that have grown up around the repetitive experiences of a 

 specialized practice, and can make new sense of the situations of uncertainty or 

 uniqueness, which he [the practitioner] may allow himself to experience. (p. 61)  

Through this awareness, practitioners can then examine, reframe, and improve their 

practices.  
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 In their book, Reflective Teaching, Zeichner and Liston (1996) define reflection as 

a process that “entails a recognition, examination, and rumination over the implication of 

one’s beliefs, experiences, attitudes, knowledge, and values as well as the opportunities 

and constraints provided by the social conditions in which the teacher works” (p. 20). 

Although there are many different definitions and approaches to reflection, the common 

thread underlying these notions is that of reflection as an intra-personal process where 

professional and personal learning and knowing can occur in tandem (Knowles, 1995). 

Meaningful reflection actively inquiries into one’s experiences with the intent of 

developing an internal process of inquiry (Cochran-Smith & Lytle, 2009). 

 

Reflective Inquiry 

Reflective inquiry involves elaborating or extending one’s personal perceptions 

and understandings (Cole & Knowles 2000; Davis et al., 2008; Diamond, 1991). This 

concept is centrally important to teacher development as it aims toward a rich and more 

complete understanding of teaching and learning (Calderhead & Gates, 1993; Short, 

1995). According to Salmon (1988), teaching comes to have meaning through reflection 

on one’s personal journey and examining how experience and perceptions are 

encompassed by constructs. 

 Valencia et al. (2009) suggests that university supervisors adopt a consulting and 

mentoring role where they can communicate with student teachers about the problems of 

practice. Perhaps this conversation should aim to broaden student teachers’ perspectives 

by introducing them to the complex world of teaching that demands multiple ways of 

seeing and understanding (Duffy, 2004; Hoffman & Pearson, 2000). Galbraith (1995) 
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cites Lampert (1985) when she proposes that preservice art teacher educators should 

address the ambiguity and tensions that inherently exist in the classroom environment: 

She reminds us that one of the major goals of the preservice art teacher education 

environment should be to aid our preservice teachers to experience ambiguity and 

to understand the dissonance they may encounter as they attempt to take on their 

art teaching roles. (p. 14) 

 Research suggests that teacher educators need to provide provisions for teacher 

candidates to create their own personal meanings of experiences, theory, and practices 

(Roland, 1995). According to Cooper and Larrivee (2005), an inquiry stance is an active 

search for understanding, a shift from arguing one’s position to exploring other positions. 

Inquiry is a process that can help teachers to construct their own meaning by addressing 

different ways of viewing and understanding a particular circumstance, situation, or 

event. The aim of reflective practice is to think about oneself, one’s assumptions, one’s 

teaching choices, and one’s actions (Cole & Knowles, 2000). 

 Susi (1995) explains about the importance of reflection: "Reflective practice helps 

preservice art teachers clarify their understanding of educational concepts while 

addressing the puzzling and perplexing aspects of classroom life encountered during field 

experiences and student teaching" (p. 109). This quotation alludes to the idea that through 

addressing and considering the present and personally experiences issues in the 

classroom, a teacher can not only process these experiences, but also gain insight into the 

deeper and more abstract components, groundings, and contexts of educational 

perspectives.  
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Dimensions of Reflection 

 Though there is no commonly agreed upon vocabulary for the different stages or 

dimensions of reflection, Cooper and Larrivee (2005) adopt the following terminology to 

present their conceptual framework of the multiple levels of teacher reflection:  

1. Surface Reflection 

2. Pedagogical Reflection  

3. Critical Reflection  

4. Self-Reflection 

Each of these terms, referring to classifications of reflection, will be explained further 

below. 

 Surface reflection. Surface reflection (also termed technical [Van Manen, 1977] 

or descriptive [Jay & Johnson, 2002]) is focused mainly on strategies to accomplish 

predetermined goals.  As Cooper and Larrivee (2005) suggest, “They [teachers] are 

concerned with what works in the classroom to keep students quiet and to maintain order, 

rather than with any consideration of the value of such goals as ends in themselves” (p. 

10).  At a level of surface reflection a teacher may ask:   

 Did I spend too much time on group work today?  

 How can I keep students on task?  

 Did I have enough (too many) activities? 

 How can I get students to pay attention? (p. 10) 

 Pedagogical reflection. Pedagogical reflection (also termed practical, 

comparative, conceptual, contextual, theoretical, or deliberative reflection [Zeichner & 

Liston, 1996]) is focused on educational goals, underlying theories, and the connections 
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between theory and practice. Cooper and Larrivee (2005) explain, “Teachers engaging in 

pedagogical practice strive to understand the theoretical basis for classroom practice and 

foster consistency between espoused theory (what they say they do and believe) and 

theory-in-use (what they actually do in the classroom)” (p. 11). Teachers reflecting at a 

pedagogical level are able to recognize dissonance and identify the roots of these 

incongruencies. At this level of reflection a teacher will typically ask questions such as:    

 How can I improve learning for all my students?  

 How can I build better accountability for cooperative learning tasks? 

 Am I giving my students the opportunity to develop decision-making skills? 

 What can I do to help students make connections to prior knowledge?   

 Is there a better way to accomplish this goal? (p. 11)  

 Critical reflection. Critical reflection is focused on the moral, social, ethical, and 

political consequences of schooling on students and their learning. This type of reflection 

exceeds the present classroom to include aspects of equity in education. Critical 

reflection involves questioning of one’s personal biases, and examining the democratic 

and socially responsible actions in teaching (Cooper & Larrivee, 2005).  A critically 

reflective teacher may pose the following questions:  

 Do all my students have daily opportunities to be successful?  

 Who is being included and who is being excluded in my classroom practice?  

 How might the ways I group students affect individual student’s opportunities for 

success?  

 Does my classroom practice promote equity?  

 Do I have practices that favor particular groups of students? (p. 12)  



 62 

 Self-reflection. Self-reflection is focused on addressing how one’s personal 

beliefs, values, experiences, and history impact teaching, students, and learning. Cooper 

and Larrivee (2005) tell us that “as teachers develop the capacity to be self-reflective, 

they become increasingly aware of how they are interactive participants in classroom 

encounters rather than innocent bystanders or victims” (p. 13).  A self-reflective teacher 

may ask the following questions:  

 In what ways might I be modelling disrespect?  

 What is keeping me from trying to develop a relationship with a particular 

student?  

 Are their things I am doing to inhibit self -management?  

 Why am I so intolerant of a particular student’s behavior? (p. 13)  

 Teacher reflection is not necessarily a clean-cut, ordered process.  In fact, 

reflection can occur simultaneously within different levels. Teacher education research 

tends to place the greatest importance on the deeper levels of reflection; however, each 

level of reflection is important to a teacher’s development (Cooper & Larrivee, 2005; 

Hatton & Smith, 1995; Jay & Johnson, 2002; Van Manen, 1977).  

 

Student Teacher Reflective Seminar 

Teacher education research points to the student teaching seminar as a space with 

the potential of fostering a nurturing environment and facilitating productive growth 

opportunities for beginning teachers (Clift & Brady, 2005; Cuenca, 2014; Darling-

Hammond, 2006; Gaudelli & Ousley, 2009; Zeichner & Liston, 1987).     
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According to Jay and Johnson (2002), a reflective seminar is a place where 

students learn and practice reflection throughout their teacher education experience. In 

this context, reflection is defined as, “an individual and collaborative process involving 

experience and uncertainty. It is comprised of identifying questions and key elements of a 

matter that has emerged as significant, then taking one’s thoughts into dialogue with 

oneself and with others” (p. 76). The reflective seminar is meant to provide opportunities 

for student teachers to engage in a supportive community where the complexities of 

teaching could be examined and discussed.  

 

Methods of Reflective Inquiry  

 Research has identified several different types of inquiry that aim to promote 

reflection with teachers. This section will discuss the following categories of inquiry: 

biography, interview/discussion/focus groups, and journals. Artistic inquiry will be 

addressed separately, in the following section.  

 Biography. As an educator, it is important to know students’ backgrounds, where 

they are coming from, and what they bring with them to the classroom. Van Manen 

(1990) believes, “Educators always have had a specific biographic interest in the 

educational lives of individuals. Educators want to gain insights into the lives of 

particular students in order to understand them or help them” (p. 72). This knowledge 

helps a teacher to develop a sensitive understanding of individual student development 

and the nature of educational experiences.   

 Interview/discussion/focus groups. Sometimes it is easier and more comfortable 

to talk, rather than write about personal experiences (Van Manen, 1990).  
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Most people find writing difficult. They will talk with much more ease and 

eloquence and with much less reserve than they will write their thoughts on 

paper…the linguistic demands of the writing process place certain constraints on    

the free obtaining of lived experience descriptions (Van Manen, 1990, p. 64).  

As writing may not fully capture the complexities of one’s thoughts perceptions, it is 

helpful to include other forms of description and communication, such as verbal 

conversation, to construct a more complete understanding of experience. Focus groups 

can be considered collective conversations or group discussions that involve everyday 

social interaction and dialogue (Kamberelis & Dimitriadis, 2005). Freirean pedagogies 

focus on facilitating dialogue amongst people that is focused on their own lived realities, 

problems and contradictions, so they might be able to interpret and navigate their lives 

more effectively (Freire, 1993). According to Madriz (2000) focus groups tend to 

decentralize the authority of the researcher to provide a safe and empowering space 

where participants are able to connect with each other and share their experiences. Group 

dialogue retains the interactional dynamics of social practice and collective meaning 

making that is often removed in individual interviews (Kamberelis & Dimitriadis, 2005).  

 Unrath and Kerridge (2009) used interview dialogues to develop narrative 

portraits of two preservice art teachers’ and the meanings that they attributed to their 

student teaching experiences. In this study, novice teachers retraced their lived 

experiences through their student teaching internships. Unrath and Kerridge (2009) found 

the resulting narratives captured the essence of reflective becoming, by “demonstrating 

how teaching dilemmas, embedded in the microcosms of classroom life are lived, 
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contemplated and dealt with by emerging teachers in a small Midwestern urban context” 

(p. 272).   

 Kuster et al. (2010) utilized interview and dialogue in their research study to 

examine novice art teachers’ negotiations through their first year of teaching. These first-

hand accounts illuminated the common successes and challenges that many novice art 

teachers share. The educational experience is a collective venture, where learning 

transpires between people engaged in dialogue and understanding (Freire, 1993; Giroux, 

1988; Greene, 1988). 

Journals. Educators often utilize journal writing to encourage students to reflect 

upon their learning experiences and to discover relationships they may not have 

otherwise noticed (Kowalchuk, 2000; Unrath & Nordlund, 2009). According to Van 

Manen (1990), the act of writing creates a reflectively cognitive situation that separates 

us from our lived experience, yet at the same time it teaches us what we know, 

 Kowalchuk (2000) asked students to respond to open-ended prompts concerning 

their field experiences.  Sanders-Bustle (2008) had students respond to environmental 

artifacts as a structure for reflection and meaning making. Anderson and Milbrandt 

(2005) promoted research journals that incorporated visual and verbal thinking to explore 

personal meaning and reflection and Baxter (2014) advocated sketchbooks as places for 

spontaneity where students can experiment with ideas, composition, and materials. These 

sketchbooks also can also act as sites for research or reflection to serve as a guide for 

developing artwork.  

 La Jevic and Springgay (2008) used visual journals with preservice elementary 

teachers as a way to develop an understanding of self. Their students used journals as a 
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tool to document exploration, artistic decision-making, revision and reflection. “The 

visual journals become a space for the students to explore ideas, beliefs, and opinions 

through words and images” (p. 73).  Each entry was an exercise that illuminated students’ 

constructions of meaning in their personal journeys of inquiry.    

 Kowalchuk (2000) asked preservice teachers to describe their teaching 

experiences and what they learned about themselves and their teaching. She contended 

that writing is a way for student teachers to make sense of their experiences. “Through 

learning to think about what they are experiencing in the classroom, student teachers can 

clarify their ideas about teaching, and in the process, come to see themselves as emerging 

professionals” (p. 20). Kowalchuk (1999) utilized reflective, participant produced writing 

to gain an understanding of student teachers perceptions of their teaching experiences. 

She asked participants to discuss challenges, successes, what they learned, and what they 

still need to know.   

   

Artistic Inquiry 

 Artistic inquiry is a form of inquiry that utilizes the creative artistic process as 

means of examining and understanding (Cole & Knowles, 2000, 2008; McNiff, 2008; 

Rolling, 2013). Noted creativity expert Mihaly Csikszentmihalyi (1996) described the 

creative inquiry process as one that begins with a state of openness and shifts toward 

focused discipline. He suggests that the state of openness as a time to indulge in 

reflection for its own sake, not expecting any task or final product.  
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 Whether you intend it or not, new ideas and conclusions will emerge in your 

 consciousness anyway-and the less you try to direct the process the more creative 

 they are likely to be. (p. 354)  

 The tension within creative inquiry requires one to embrace, balance, and fluidly 

navigate seemingly contradicting concepts, approaches, or processes. This categorical 

inquiry challenges the artist to be both open and receptive as well as focused and 

disciplined. Art preservice education seemingly straddles two characteristically separate 

roles, one of teacher and one of artist. The concept of teacher is often associated with 

descriptors that reflect values of universality, rationality, and discursive modes of 

knowing whereas the concept of artist often embraces values of individuality, intuition 

and emotive modes of knowing (Cochran-Smith & Lytle, 2009; Cole & Knowles, 2000; 

Diamond, 1991; Davis et al., 2008). 

  According Unrath and Nordlund (2009) creating art is an arena, particularly 

conducive to artists, for reflective thinking and making sense of the world.  Art education 

researcher Sandra Weber (2008) elaborated upon the unique characteristics and 

capabilities of visual image:  

 The ability of images to evoke visceral and emotional responses in ways that are 

 memorable, coupled with their capacity to help us empathize or see another’s 

 point of view and to provoke new ways of looking at things critically, makes them 

 powerful tools for researchers to use in different ways during various phases of 

 research. (p. 47) 

Unrath and Nordlund (2009) had preservice art students visually respond to their 

teaching experiences, in the form of postcards. “They were asked to connect the visual 
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imagery to the verbal commentary so that each enhanced the meaning of the other” (p. 

94). Creating postcards allowed students to inquire and reflect on their own personal 

experiences. Based on the categories, they determined emergent themes, consistent with 

the visual metaphors and commentary, by comparing the similarities and differences 

across the data. The researchers concluded that the process and creation of these 

“postcards united artists’ creative visualization of significant events with a personal 

narrative that honored meaning making from and art educator’s journey” (Unrath & 

Nordlund, 2009, p. 103).  The visual language of image has the potential to evoke 

affective sensitivities and communicate meaning through these under represented, yet 

powerful modes of knowing and understanding.  

Art educator Kristin Baxter (2014) suggested that artmaking is iterative and 

reflexive in nature and embraces “the construction of new knowledge as well as the 

process of meaning-making” (p. 33).  In her research, art student teachers planned, 

developed, and created artworks to be displayed at a Thesis Exhibition. The student 

teachers began this process with a research question or issue that resonated or held 

personal meaning. Basing inquiry on ideas that matter creates a purposeful, pithy, and 

substantial foundation for artmaking (Anderson & Milbrandt, 2005; Baxter, 2014; 

Freedman, 2010).  Baxter (2014) noted that the teacher candidates’ initial concepts or 

questions stemmed from a variety of sources including: developing pedagogies, 

observations of students, lessons they were teaching in their placement schools, and even 

their own art practices.  

One preservice educator, Alex Bocar, used her artwork to examine her own 

shyness; another student, Krista Best, used a traumatic emergency surgery as the 
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conceptual content of her work; a third student, Kathy Lund, studied how line 

suggests narrative in her photography and oil paintings. (p. 30) 

After the student teachers decided on their questions or issues, they enriched and 

developed their concepts through literature readings, sketchbooks, discussion, and in-

progress critiques. Baxter observed that during the process of concept development and 

artistic execution, the teacher candidates approached and navigated this experience in 

their own style, and progressed in their own time.    

This study ultimately focused on the connections between student teachers’ art 

practices and the lessons they taught during their field practica. Baxter located 

commonalities in themes and in artmaking processes, meaning teacher candidates 

employed similar themes and processes in both their teaching practice and their art 

practice. The influential flow of ideas between artmaking and teaching traveled both 

directions. One student teacher taught lessons that aimed to deconstruct emotions and 

visually explore or communicate through symbolism and material. This lesson mimicked 

the student teacher’s own artwork and art practice. In a different example, another student 

teacher incorporated classroom insight into her art practice. During a teaching 

demonstration in the art classroom she realized that example she was creating was 

actually imbued with meaning and something she wanted to pursue in her personal art 

practice. 

From this study, Baxter (2014) proposed that the acts of artmaking and teaching 

are reflexive in nature, meaning that each informs the other while facilitating recognition 

and insight concerning self. In particular she concluded that artmaking, grounded in 

experience, will likely help developing teachers to “see ideas in new ways” (p. 34). 
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  In another study with students, Jill Franz (2010) employed art as a both a vehicle 

and site for teaching and learning. Students were asked to use installation art to explore 

their conceptions of edge. In this project, students were directed to engage with materials, 

process, and space in order to understand this notion of edge in new ways. 

 In part this demanded that students tentatively mapped out an approach, 

 recognizing that down the track they should be prepared to change it in the 

 response to issues that arose from the course of their action and from evaluation 

 of the extent to which the plan constrained productive action. (p. 222) 

Later students were asked to photograph their own representations or understandings of 

home. Through photo-elicitation, students engaged in the process of data gathering as 

well as reflective meaning making concerning this phenomenon. In this example, art was 

used a means to explore a concept or phenomenon, as data collection, and as an avenue of 

inquiry and meaning making.  

 Images can be used in multiple facets of the research and learning process 

including: images as a means to elicit data, images as data itself, images as process 

documentation, and images as a mode of interpretation and presentation (Weber, 2008).  

Weber and Mitchell (1996) asked participants to draw their conception of a teacher in 

order to investigate the underlying notions. Weber and Weber (2007) invited participants 

to make short movies about their experiences of technology. Harper (2002) had 

participants take photographs, and then used those images as discussion points during 

participant interviews. “Giving people an image or object to talk about sparks multiple 

reactions, leading to an outpourings or all kinds of information, feelings, thoughts, and 

situation details” (Weber, 2008, p. 48).  Images can also be used to symbolically 
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represent a concept. Greenblat (2004) used photographs to visually express the world of 

Alzheimer’s and to give the audience a glimpse of the world from this perspective.   

 In her personal artwork and research, Franz (2010) was interested in the 

phenomenon of home and interior.  In one study she used drawing and painting to explore 

her personal understanding of inside/outside. “The paintings are of my experience at and 

of points in a building where inside and outside merge and overlap; points such as 

windows, doors, decks and so on” (p. 224). This process provided a basis for examining 

and reconsidering relationships between different disciplines of design. In her own 

research art is used as process of clarification and as research practice, or a formalized 

means of generating ideas and queries. Being surrounded by the visual does not 

necessarily mean that we notice what we see. Looking, paying attention, and noticing 

what we see is what makes image important to art and research. Images are able to 

convey multiple messages, pose questions, and convey abstract and concrete notions 

(Weber, 2008). 

 In their work on teacher development and reflective inquiry, Cole and Knowles 

(2000), shared an account of arts-informed research in the form of visual portrait. In this 

study Carolyn, a K-12 art teacher and research participant, provided a detailed narrative 

of her artistic research process and thinking during her interpretive process of seeking a 

deeper understanding of her students’ perspectives.  Carolyn was interested in tapping 

into her intuitive ways of knowing, deepening her understanding of her students, and 

increasing her awareness of visual imagery as a method of making meaning.   

 They explained that Carolyn chose to create intuitive, artistic portraits of several 

of her art students as a means of contemplating these students, through a holistic, 
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thoughtful, and connected manner, with the hopes of gaining a fresh awareness or an 

expanded understanding of her students as learners and as individuals. In this artistic 

research, Carolyn, documented each material, medium, decision she made, as well as her 

reasoning, while constructing each student portrait.  Her process was emergent in nature, 

every decision informing the next, in an on-going process of meaning making through 

tacit intuitions, thoughts, and feelings that guided her responses (Cole & Knowles, 2000). 

For instance, in the portrait of her student, Lillian, Carolyn focused on thoughtfully 

chosen symbols, such as a spider web, as a visual vehicle to convey significant and 

meaningful characteristics of her student as well as the interactions they had experienced 

together.  In this representation, Carolyn purposefully chose to employ Lillian’s favorite 

colors of blue and red, and she both interpreted and linked these hues to a concept of 

feminine sensitivity that she associated with Lillian’s character and demeanor.  In a 

separate portrait, of a different student, Carolyn decided to mimic the artistic techniques 

that she had observed this particular student utilized in the classroom. Through the 

process of creating these portraits, responding to her artistic choices, and connecting the 

affective to the cognitive, Carolyn was able gain a deeper understanding and heightened 

sensitivity toward her students and toward her teaching.  

Cole and Knowles (2000) explain that in Carolyn’s artistic research of her 

students she was able to shift back and forth from one viewpoint to another. She 

progressively responded to her intuition through carefully chosen media, composition, 

symbols, and colors. She then responded to the meaning made through each decision to 

create a layered, complex, and convincing process and product. They go on to further 

suggest that Carolyn’s documentation and narrative of her creative process helped to 
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“transcend the gap between image and thinking that is usually difficult for viewers of art 

to comprehend” (Cole & Knowles, 2000, p. 78). In this process, reflexive, self-

knowledge was gained through a non-verbal, artistic dialogue.   

The key in creating visual representations of teaching (as with other 

representations) is to strive for authenticity, meaningfulness and holism. The idea 

is to get as close as possible to the focus of your inquiry and represent it in a way 

that seems most appropriate and meaningful to you and will most authentically 

capture and articulate what it is you are trying to understand and what it is you are 

trying to represent. (Cole & Knowles, 2000, p. 79) 

Carolyn’s artistic exploration and meditation facilitated interconnections amongst 

aesthetic, emotive, and cognitive modes of knowing to create a more informed, 

thoughtful, and holistic understanding of certain students in her art classes. According to 

McNiff (2008) the artistic process can activate senses and dormant dimensions of the 

mind and offer new perspectives that may not be possible through linear or discursive 

forms. For example, Eisner (2008) argued that "the ability to empathize with others is a 

way of understanding the character of their experience that, in some ways, is the first 

avenue to compassion” (p. 11). Compassion and empathy are qualities seldom discussed 

in teacher education literature and it plays an important part of teacher education research 

as students learn to inventory their own strengths and areas of growth. Part of the 

potential strength of artistic inquiry involves the particular characteristics and constraint 

of the medium itself along with the artist’s familiarity with the medium and its properties. 

Each artistic medium requires its’ own set of skills and techniques, and to achieve this 
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empathy requires skilled use of the medium as well as an awareness of and sensitivity to 

one’s own conditions.  

 

Summary 

This literature review organized and discussed relevant literature in both art 

education and teacher education to establish an understanding of the contexts of student 

teaching and introduce methods of inquiry that can facilitate teacher reflection. I 

reviewed research that examined the following areas: (1) context of art in education; (2) 

structure and components of student teaching; (3) complexities in learning to teach; (4) 

teacher inquiry and reflection; (5) reflective seminar and methods of inquiry; (6) artistic 

inquiry.  The findings in each of the aforementioned categories lend support to a 

constructivist framework, as they describe and affirm the contextual importance and 

influence of the student teaching structure, and dynamics to the individual and social 

construction of meaning.  

To recap, in terms of government level policy and daily school culture, art 

education navigates a vulnerable position within the larger structure of the educational 

system. The student teaching structure, components, and contexts presented both 

opportunities and challenges for all players within the student teaching triad. Research 

concerning the complexities of learning to teach supported a constructivist framework 

that acknowledges a teacher’s individual and unique background as playing a pivotal role 

in learning to teach. Relational dynamics amongst triad members was also found to 

complicate these field experiences. Different concepts, characteristics, and levels of 

reflection were explained, as well as multiple methods of inquiry aimed to facilitate 
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teacher reflection. The reviewed literature agreed that student teaching is a complicated 

experience for preservice educator candidates, in which they are challenged to navigate 

and balance many uncertain tensions within contextual situations. Finally, the reviewed 

literature tended to conclude that methods of inquiry can promote reflective learning with 

teachers, and also that the process of reflection is not necessarily clean-cut, ordered, 

linear, but rather an individual and recursive unfolding. 

Based on the literature in this review, I was encouraged to complete this research 

study. Reflective inquiry can impact the sense and ultimate meaning that student teachers 

make from their practicum experiences. As student teaching is a difficult landscape to 

navigate for these teachers in training, the sense they make of these experiences can 

influence the teacher candidates’ development and ultimate participation in education. 

Given the context of art within the system of education and the difficulties of learning to 

teach, this study encompassed a close look at the significance of the student teaching 

seminar as a space for inquiry, reflection, and sense making of the student teaching 

experience for teacher candidates. In Chapter Three, I explain the methodology used in 

this research study, and how I collected and analyzed the data. 
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CHAPTER THREE: METHODOLOGY 

 

Research Project Overview 

 In Chapter Two, I reviewed literature relevant to the background and context of 

this research study. The purpose of this study was to explore the meaning and sense that 

art student teachers made of their practicum experiences within an inquiry based seminar 

space. I hoped to provide insight into how art student teachers think about teaching, about 

self, about art, and about education through their unique practicum classroom experiences 

and the meaning that they assign to these experiences events. This multi-case, qualitative 

research aimed to interpret the student teacher seminar through the experiences of four art 

student teacher participants over the course of a 16 week semester. 

In this chapter, I restate my research questions, describe the broader framework 

and values of qualitative research and situate the research methodological framework of 

case study employed in this research. I also explain the bounds of this study, address 

ethics, and outline the study design. I then present the data collection methods that I 

employed as well as the framework and processes of my data analysis and interpretation.  

 

Restatement of Research Questions 

Within this study I addressed the following main research question: 

 How might participation in an inquiry based seminar impact the meaning student 

teachers make from their practicum experiences? 

In order to address this overarching research question, I posed the following sub-

questions: 
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1.  How do art student teachers perceive and describe their student teaching field 

experiences in a seminar space?  

2. What kinds of inquiry activities can facilitate reflection with art student teachers?  

3. How do art student teachers relate to and value inquiry based methods of 

reflection? 

 

Qualitative Research 

 Eisner (1991) described qualitative research as exploration into the characteristics 

of one’s experience.  A qualitative researcher is interested in describing and interpreting 

certain aspects and insights of everyday life (Wolcott, 1994). According to Seidman 

(2006) qualitative research, seeks to bring attention toward: 

 A deeper understanding and appreciation of intricacies of people’s experience,  

awareness of power of social and organizational contexts of people’s experiences,  

deeper understanding of issues, structures, processes and policies that imbue one’s  

story, appreciation of complexities and difficulties of change. (p. 130) 

Some of the unique characteristics of qualitative research design are listed by Creswell 

(2009):  

1. Natural Setting- Qualitative researchers collect data in site, where participants 

actually experience the issue of interest. Context, meaning setting, environment, 

participants, and time are important factors to acknowledge and consider in 

qualitative studies.  

2. Researcher- Qualitative researchers collect data personally, and seek to 

acknowledge their own beliefs, biases and interpretations in this process.   
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3. Multiple Data Sources- Qualitative researchers try to collect data in more than one 

form including: observations, interviews, and documents.  

4. Inductive Analysis- Qualitative researchers organize data and build themes from 

the bottom up in a comprehensive manner that cuts across and includes all data 

sources.  

5. Participant Meanings- Throughout the research process, a qualitative researcher 

seeks to bring forth meanings held by the participants.  

6. Emergent Design- The qualitative research process is emergent in nature. An 

emergent design requires flexibility in all phases of research and the ability to 

shift or change as needed to learn about the issue of interest. 

7. Theoretical Lens- Qualitative researchers frequently employ and make transparent 

the theoretical lens they use to view the issue under study.  

8. Interpretive- Qualitative research is an interpretive inquiry, meaning researchers 

actively interpret what they see.  These interpretations are not separate or outside 

of a researcher’s own background, understandings, context or history.  Multiple 

interpretations of an issue arise as the researcher collaborates with participants.  

9. Holistic Account- Qualitative researchers try to develop and uncover a complex 

picture or understanding of an issue.  This complexity can involve multiple 

perspectives, situational or contextual factors, and conveying a larger, emerging 

picture of the issue. (pp. 175-176) 

The qualitative field of inquiry facilitates exploring and understanding the complexity of 

a situation and focuses on individual meaning (Creswell, 2009). The viewpoint that 

individuals are both makers and products of their environments is of particular interest in 
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this research, as we were reminded earlier in Chapter Two that student teaching is a 

complex undertaking that involves making sense of and navigating layered social, 

personal, and contextual understandings. 

 

Case Study  

According to researcher, Robert Stake (1995), people and programs tend to pique 

the interests of both education and social researchers, “We are interested in them [people] 

for both their uniqueness and their commonality. We seek to understand them. We would 

like to hear their stories” (p. 1). In this study I was interested in understanding each 

participants perceptions, experiences and understandings related to their student teaching.  

As researchers we search for the details, the interactions, the complexities, the 

perspectives, and the meanings within the bounds of context. Stake (1995) described case 

study as, “the study of the particularity and complexity of a single case, coming to 

understand its activity within important circumstances” (p. xi). Simons (2009) further 

defined case study as “an in-depth exploration from multiple perspectives of the 

complexity and uniqueness of a particular project, policy, institution or system in a 'real-

life' context” (p. 21).    

Case study arose amidst a dominant education research paradigm that favored 

quantitative methods framed within a post-positivist worldview (Spring, 2010).  In the 

1970s Spring explained the predominant research models could not explain the success or 

failure of curricular programs, nor could they provide the evidence necessary to develop 

these programs.  Researchers needed to find an alternative means of understanding and 

evaluating these complex programs:  
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What better way to do this than to talk with people and see how they interpreted 

the “new” curriculum; to watch how teachers and students put it into practice; to 

document transactions, outcomes, and unexpected consequences; and to interpret 

all in the specific context of the case. (Simons, 1971, pp. 55-89) 

 Case study research is not defined by adherence to any one prescribed 

methodology or perspective. Qualitative case study overlaps and shares many of the 

characteristics and methods common to other forms of qualitative research such 

ethnography, narrative, phenomenology, and observational study.  From a qualitative 

standpoint, case study places importance on “subjective ways of knowing, particularly 

the experiential, practical, and presentational rather than the propositional to comprehend 

and communicate what transpired in the case” (Simons, 2014, p. 458).  Case study 

research can be conducted from a variety of theoretical perspectives.  This study was 

situated within a constructivist and interpretivist framework which values how the 

researcher and participants perceive, interpret, construct, and co-construct understanding 

and meaning.    

 Merriam (1998) explains that case study is one type of qualitative research that 

shares qualities with other forms of research:  

Qualitative case studies share with other forms of qualitative research the search 

for meaning and understanding, the researcher as the primary instrument of data 

collection and analysis, an inductive investigative strategy, and the end product 

being richly descriptive. (p. 39) 

However, a case study is unique in that it includes analysis in a bounded system. It is 

defined as a specific, complex, and functioning phenomenon that is marked by singularity 
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and boundedness of time or activity (Creswell, 2009; Merriam, 1998; Simons, 2009; 

Stake, 1995). A case could be an individual, a program, a group of individuals, an 

activity, a process, or an event. According to Simons (2014) the means of understanding 

a program, event or process comes through exploring the key individuals involved in 

order to get closer to the contextual experience and meaning.  The individuals within the 

larger focus of the case study research are termed case profiles.  This study sought to 

understand the meaning held within the particular educational situation of the art student 

teaching seminar.  In order to investigate this larger topic, I chose to explore the 

individuals within the seminar setting- student teachers and teacher/researcher.  

The inherent assumptions of qualitative research and case study research along 

with the individual goals of each data collection method facilitated the objectives of this 

study.  This methodology allowed for the examination of art student teaching experiences 

within a seminar context.   

 

Bounds of the Study 

 In this study I collected data from four individual, diverse art student teachers. 

The four teacher candidates were a mixture of undergraduate and post-baccalaureate 

students, traditional and non-traditional students, and art education and visual art majors. 

They were all placed for their student teaching experiences in public high schools in an 

American southwest urban area. Each participant was attending a public university in the 

Southwestern United States to obtain their state teaching certification and each was 

enrolled in a mandatory student teaching seminar course that accompanied their student 

teaching experiences in the schools. The primary informants for this study were the four 
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art student teachers undertaking their culminating, semester-long student teaching 

assignments. Each participant was purposefully selected by identification as an art 

student teacher that would be willing to participate in the data collections and procedures 

of this study.  

 All student teachers who participated in this research had the option to withdraw 

from the research at any time, to communicate with me regarding questions or concerns, 

and were given written consent forms to participate by a third party. At the start of the 

semester, the third party explained to the student teachers that withdrawing from the 

study would not affect their evaluations, grades, participation in the student teacher 

seminar, nor the outcome of their student teaching. This person kept the assent forms 

sealed and confidential until the end of the semester and grades were submitted. I did not 

know who chose to participate in the study and who did not. All enrolled art student 

teachers were asked to participate in the research, but were not required to consent. 

Student teachers who chose not to participate in the study were enrolled in the seminar, 

without being a part of the research, as the course was required for teaching certification.  

 Ethics. Researchers have the responsibility to anticipate potential ethical issues 

during their studies, and to protect their research participants (Creswell, 2009). As I 

stated earlier, a third party introduced the research study to potential participants. The 

student teachers, who gave permission, were asked to sign a consent form and return it to 

the third party. A copy of the consent form was provided to all participants through the 

third party. 

Time was set aside, as much time as needed, for the third party to answer 

questions that student teachers had concerning the study. The third party explained to the 
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potential participants that participation in this study was entirely voluntary. Choosing not 

to participate would not affect student teachers’ evaluations, grades or participation in the 

student teacher seminar. The third party distributed and collected the consent forms from 

the participating student teachers, placed these forms in a sealed envelope with the third 

party’s official signature over the seal. These copies were distributed to the student 

teacher participants while the researcher was absent from the classroom.  

The third party maintained the sealed original consent forms in a locked, secure 

facility until the participants’ grades had been submitted at the end of the semester.  After 

grades were submitted, the third party revealed the participants and transferred the 

consent forms to myself, the researcher. The third party who delivered this information to 

the teacher candidates retired from the university at the start of my research. A new 

advisor took over and was the keeper of this information, keeping it in the sealed 

envelope and confidential until after the end of the semester. After I input all final grades 

the third party presented me with the signed assent forms and I could then see the names 

of my research participants.  

 I assigned pseudonyms for participants that I used throughout the research process 

and will be used for any future published papers or presentations.  All forms with 

identifiable data (such as names of student teachers, cooperating teachers, students, or 

schools) were stored in a locked filing cabinet. Any electronic/computerized data was 

stored on a password protected hard drive. Physical data, such as reflective journal entries 

and homework assignments, was typed and stored on the protected hard drive.  

When agreeing to participate in the study, student teachers were informed that 

there may be identifiable data used (such as photographs and artwork). Other identifiable 
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information (names, addresses, phone numbers, or other information) will never be 

released. Data will be stored for the duration of the study and for at least six years. 

Participants retain the right to ask questions and obtain copies of research results.  In 

addition, participants retain the right to review data.   

 

Study Design  

 This research focused on the creation and implementation of a multi-session 

seminar for current art education student teachers. The seminar ran for the length of the 

Fall 2014 school semester. A total of eight seminars were held throughout the Fall 2014 

semester (every 2-3 weeks) on Friday evenings for a total of two hours each meeting. The 

seminar was held on the university campus, in a classroom, in the School of Art Building. 

I planned to create and implement a seminar for current art student teachers that could 

serve as a space for inquiry and reflection during their field experiences.  Through this 

seminar, I aimed to gain a greater understanding of how art student teachers understand 

their experiences, construct their own meanings, and make sense of teaching 

complexities. This seminar was offered through the Division of Art and Visual Culture 

Education as part of the required curriculum for state art teacher certification. 

The curriculum for this program supported the qualities and dispositions 

advocated in The Interstate Teacher Assessment and Support Consortium (InTASC) 

student teaching standards prescribed by the State Department of Education as well as the 

Teacher Preparation Program (TPP) professional standards expected by the University. 

The curricular content for this seminar was supported by the following texts: The First 

Days of School: How to be an Effective Teacher by Harry K. Wong & Rosemary T. 
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Wong (2009) and Strategies for Successful Student Teaching: A Guide to Student 

Teaching, the Job Search, and Your First Classroom by Carol Pelletier Radford (2013).   

 As the principal investigator of this research, I created the course syllabus (see 

Appendix D) and facilitated the seminar that included: selected readings, created 

assignments, suggested prompts and activities. In this seminar I explored a variety of 

methods that hopefully encouraged inquiry and reflection amongst art student teachers. 

Student teachers were asked to present on readings, contribute their opinions, and discuss 

their thoughts, experiences, and reflections. The structure of the curriculum and the topic 

schedule was semi-flexible and adjusted based on student teachers’ feedback, needs, and 

my own personal reflections.  

 

Data Collection   

Several different data collection methods were used to gather authentic 

information and to triangulate sources.  Data was collected during the seminars in the 

following forms: 

 Written homework and reflections created by the student teachers concerning 

their personal histories, beliefs about teaching and learning, significant 

practicum experiences, and personal artistic process description.  

 Visual artwork created by the student teachers as a means of examining their 

student teaching experience.  Students were asked to consider the choices they 

made regarding materials, methods, and subject matter in their artworks. 
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 Presentations, discussions, conversations, questions, and interactions that 

occurred during seminars between the student teachers, as well as between the 

student teachers and myself.  

 My (researcher) personal reflections and seminar field notes.  

I was interested in documenting how student teachers presented their opinions, 

shared practicum experiences, exchanged ideas, and examined their teaching and learning 

within the seminar space. By looking closely at the artistic choices that student teachers 

made in their artwork, examining the writings student teachers’ produced, and analyzing 

the dialogue and dynamics within the seminar space, I aimed to provide insight into art 

student teachers’ experiences and the sense they made of these experiences throughout 

the duration of the semester. I also aimed to explore how student teachers negotiated 

personal meaning through inquiry based methods.  

 Audio recordings/discussion. The educational experience is a collective venture, 

where learning transpires between people engaged in dialogue and understanding (Freire, 

1993; Giroux, 1988; Greene, 1988).  Discussion promotes participant engagement in and 

contributions to the research process.  This method facilitates multiple perspectives and 

allows participants to tell their stories and reflect upon issues and experiences (Simons, 

2014).  

I was guided by previous studies that utilized focus groups as they can be 

considered collective conversations or group discussions that involve everyday social 

interaction and dialogue (Kamberelis & Dimitriadis, 2005). Freirean pedagogies focus on 

facilitating dialogue amongst people that is focused on their own lived realities, problems 

and contradictions, so they might be able to interpret and navigate their lives more 
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effectively (Freire, 1993). According to Madriz (2000) focus groups tend to decentralize 

the authority of the researcher to provide a safe space and empowering space where 

participants are able to connect with each other and share their experiences. Group 

dialogue retains the interactional dynamics of social practice and collective meaning 

making that is often removed in individual interviews (Kamberelis & Dimitriadis, 2005).  

Each seminar was documented through audio recordings of student teacher 

presentations and discussions, conversations, questions, and interactions that occur 

between the student teachers, as well as between the student teachers and myself.  I chose 

to document each seminar through audio recording, augmented by some short note-taking 

during the seminars, so that I could maintain focus and facilitate the discussion as a 

teacher and as a researcher.  I reasoned that mere note-taking as documentation could 

result in researcher bias, as I may inadvertently or incorrectly condense, paraphrase, or 

leave out significant information, statements, or interactions in an attempt to record in 

writing the seminar in its entirety.  Audio recording also afforded me the invaluable 

opportunity to pay attention to the subtleties of participant interaction and discussion that 

took place during the seminar discussions.  

Researcher notes. During each seminar, I simultaneously facilitated the meeting, 

and intermittently jotted orienting notes, thoughts, or questions in my notes/researcher 

journal. These notes were labeled with the date, time, and participant names, matched to 

dialogue, when necessary. As I planned to listen to these recordings during the data 

analysis process, the purpose of these notes, was in part, intended to serve as a back-up 

measure to ensure that dialogue was attributed to the correct participant. In addition to 

this orienting function, I utilized these notes to capture and record any organic or 
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instantaneous thoughts, questions, or interesting observations during the actual student 

teaching seminar proceedings. On any given date, my notes may have included topics for 

use in researcher reflection, follow-up, and data analysis such as interesting lines of 

dialogue, discussion summaries, personal impressions, questions, ideas, and significant 

communication cues such as tone or silences (Weiss, 2008). 

Documents. Seidman (2006) explained, “Individuals’ consciousness gives access 

to the most complicated social and educational issues, because social and educational 

issues are based on the concrete experience of people” (p. 7). Documents can often serve 

as records of activity or thought that researcher cannot directly observe (Stake, 1995).  

With participant permission, I collected student-teacher documents that I copied and 

examined. These documents consisted of written homework, journal assignments, and 

visual artwork. 

 These assignments were loosely based on Seidman’s (2006) interview themes for 

qualitative research studies. Each theme is listed and briefly summarized below:  

1. Focused Life History- Participants are asked to reconstruct the constitutive events 

of their past.   

2. Present Lived Experience- This reflection focuses on the concrete details of the 

participant’s experience.  

3. Reflection of Meaning- The final assignment allows the participant to reflect upon 

his/her experience to develop understanding and meaning. (pp. 17-18) 

I asked each participant to complete assignments, throughout the semester, based within 

the aforementioned themes. Any material I deemed as potentially harmful to students’ 

best interest was not included in this study in an effort to protect vulnerable populations. I 
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reviewed gathered documents for pertinent information and used during seminars, with 

student permission, to elicit dialogue, establish context, prompt/probe, follow-up, or 

clarify participant discussion.   

Reflective journaling. Reflective journals have been shown to play an important 

role in reflective teacher development (Anderson & Milbrandt, 2005; Beudert, 2006; 

Calderhead & Gates, 2003; Cole & Knowles, 2000; Larrivee, 2000).  Sickler-Voit (2007) 

argued that reflective journaling can assist students in self-investigation to better 

understand how their backgrounds, strengths, and weaknesses relate to their teaching. In 

this study, participants were asked to visually and discursively reflect on their own 

authentic experiences. They were then invited to share and discuss these experiences and 

reflections, if they desired, with their peers in a seminar setting. 

Personal history inquiry. Cole and Knowles (2000) suggested that teaching is an 

autobiography. In essence, we teach who we are; therefore, we come to understand our 

teaching through exploring our own personal histories. Each person has his or her own 

background; a lifetime of experiences within different communities, experiences of 

learning, and experiences of schooling that impact personal beliefs, values, and actions. A 

personal history inquiry, within a student teaching context, intended to explores the 

question- Who am I as a teacher? Exploring one’s personal history often involves 

identifying experiences that have impacted one’s understandings of teaching and learning 

(Cole & Knowles, 2000).  

 Bain (2004) argued, “Preservice students must play a larger role on examining 

their own suitability as art teachers because no one knows them better than themselves” 

(p. 46). I utilized personal history inquiry with participants as the first reflective 
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homework assignment (see Appendix E). Student teachers had the opportunity to choose 

which questions were most applicable and engaging to inquire into their own personal 

histories.   

Significant incidents. A significant incident is a real-world example of a teaching 

dilemma that can serve as a platform for inquiry and reflection (Cooper & Larrivee, 

2005; Klein, 2003; Tripp 2011). Griffin (2003) found that using significant incidents with 

specific prompts could increase preservice teachers’ capacity for reflection. Dobbins 

(1996) found that preservice teachers, who were specifically prompted to focus on their 

own learning and experiences, were able to confront broad educational issues and clarify 

their own beliefs. Sunstein and Chiseri-Strater (2007) posed the following critical 

incident questions to elicit reflection: 

 What surprised me? (to track your assumptions)  

 What intrigued me? (to track your positionality) 

 What disturbed me? (to track the tensions within your value, attitude, and belief 

systems) (p. 106) 

The second homework assignment in this study asked participants to keep a 

record of significant incidences during a portion of their field experience.  The third 

homework assignment involved inquiry into a particular significant incident. After the 

initial incident description, student teachers were then asked to investigate possible 

underlying topics and choose an activity from the Radford (2013) text, Strategies for 

Successful Student Teaching: A Guide to Student Teaching, the Job Search, and Your 

First Classroom, that would allow them to learn more about the issue at hand. This text 

was arranged according to common issues and concerns in student teaching. Each section 
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was tied to an InTASC standard and offered key questions, resources, and relevant 

activities (Radford, 2013). After completing this inquiry, student teachers wrote a 

reflection prompted by the following questions: 

 What was the issue?  

 What did you learn?  

 What questions do you still have?     

 The aim of this assignment was to allow student teachers the opportunity to 

explore a teaching topic at a pace that would be applicable and relevant to their current 

experiences, in order to gain a deeper or expanded understanding of the underlying 

concern. According to Cooper and Larrivee (2005) teachers are able to more able to 

create more meaningful understandings of practice when they are allowed to explore 

personal and relevant experiences.   

Reflection is enhanced when mentoring or coaching is provided that allows 

teachers as learners to tap into their own realm of experiences, reflect on those 

experiences, and construct personal meaning to inform their developing practice. 

(p. 20) 

I expected that each participant would have different issues and different levels of 

understanding that would fluctuate throughout the duration of the course.  

Artmaking. Simons (2014) upholds that art creation, as a means of eliciting data, 

provides “evidence that acknowledges experiential understanding in illuminating the 

uniqueness of a case” (p. 16).  Within art education, researchers have promoted reflective 

practice through the use of visual images and the creation of visual metaphors (Baxter, 

2014; Beudert, 2006; Lymburner, 2004; Wilson-Kind, 2003).   
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I wanted participants to use artistic media and processes that spoke to them 

personally, as a means to explore, examine, and reflect upon their own teaching 

experiences. The artistic process of a specific medium can activate senses and dormant 

dimensions of the mind and offer new perspectives that may not be possible through 

linear or discursive forms (McNiff, 2008).     

Art education professor, Shannon Elliot, proposed a model that would help to 

bridge preservice teachers’ experiences of art with their experiences of beginning 

teaching practices (Elliot, 2006).  She wanted students to develop a deeper understanding 

of artistic inquiry, and engage with this process to strengthen their connections to 

teaching. I used an adapted version of Elliot’s model with participants during the seminar 

and I discuss in-depth in Chapter Four. 

 Influenced by Shannon Elliot’s concept of bridging artmaking and art education, I 

designed and scaffolded the seminar’s artistic inquiry activities to explore the creative 

process and connect this idea to and across the notions of artist, artmaking, inquiry, self, 

and teaching. First, in pairs, participants chose any professional artist they wanted, and 

researched the artist’s creative artmaking process and presented their findings to the 

group in the seminar setting (see Appendix F).  Second, student teachers wrote about 

their own artistic/creative processes. Third, participants developed a final artwork 

proposal, based on a self-chosen concept related to their own student teaching 

experiences. One seminar meeting was dedicated to a working critique where students 

had the opportunity to share their artwork ideas, process, progress, and ask for feedback 

from the group.  As a culminating step in this artistic endeavor, student teachers 

presented their final artworks to the class and created an artist statement that addressed 
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their specific artistic exploration. Each step was intended to build upon the previous step 

within this artistic inquiry of the participants’ student teaching experiences.  

 

Data Analysis 

 Qualitative data analysis is an ongoing, back-and-forth process of reducing, 

organizing and reforming data into themes that express and explain the overarching 

meaning. A formal analytical process seeks to make sense of data by breaking data down 

through codes and categories and then exploring and reordering these segments noting 

patterns, themes, and relationships (Cohen, Lawrence, & Morrison, 2011; Greener, 

2011).  The more intuitive process of interpretation involves data immersion through 

multiple readings of the data to get a sense of the whole.  

 Case study research is defined by the interest in the case itself rather than the 

methods or approach used to frame or analyze the phenomenon or subject of interest 

(Stake, 2008). Case study inquiry offers the benefit and challenge of deciding how to 

appropriately examine data and report findings in a manner that will enhance the 

comprehension of the case.  

 Robert Stake (2008; 2013) posited several different approaches to case study 

analysis. The list below is an aggregate of both lists. 

1. Categorical aggregation: the researcher searches for recurrent examples or 

instances from the data. 

2. Direct interpretation: the researcher evaluates powerful single instances that 

contribute the research questions.  

3. Pattern identification: the researcher examines comparability between categories 
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4. Naturalistic generalization: the researcher constructs generalizations that 

communicate insights from the case that the audience can apply to themselves or 

a broader population.  

5. Description: the researcher creates a detailed case description including: the 

actors, settings, occurrences, and activities.   

 The data collected in this study was organized and categorized both 

chronologically and categorically, reviewed multiple times, marked, and coded to explore 

patterns, relationships, and themes. I developed an individual case narrative for each of 

the four art student teacher participants in this study. The cases were constructed from 

episodic units, identified in the data, to create a cohesive narrative of each participant. 

These cases were then compared and contrasted to identify similarities and differences 

across cases to draw conclusions, identify implications, and provide insight into the larger 

context of the student teaching seminar.  

 

Narrative Analysis  

 Simply put, narrative inquiry is a way of understanding human experience 

through the form of story. Story, or narrative, is a form that allows experience to be 

organized into meaningful episodes (Polkinghorne, 1988). Narrative inquiry is an 

approach that complements a constructivist perspective, as both are rooted in the 

assumption that individual knowledge is valuable and significant.  In the context of 

research, narrative analysis uses field texts such as stories, documents, journals, 

conversations, and artifacts to understand and represent the meaning that people create 

from their life experiences (Clandinin & Connelly, 2000). According to Kim (2015) 
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narrative analysis and interpretation work in tandem to achieve two basic goals: "1. To 

understand the phenomena under study; 2. To facilitate and understanding of the 

phenomena under study for the reader" (p. 195). This means that researchers are tasked 

with negotiating a faithful account within the presentation of a coherent and interesting 

story. The format of the resulting story is usually grounded in the traditional conventions 

of literary narrative, which introduce characters and context, and follows these through 

points of revelation and resolution of conflict (Clandinin & Connelly, 2000; Kim, 2015; 

Richmond, 2002; Saldaña, 2013). Whereas some analytical approaches seek to 

deconstruct data into separate and distinct categories of study, narrative analysis is case-

centered and does not seek to fracture data in a way that would detach it from its 

originating context (Riessman, 2008).  

 

Data Analysis Process 

A single case was developed for each student teacher participant. As themes 

emerged during this process, each was scrutinized and utilized as a framework for 

understanding student teachers’ perceptions of their experiences. Seidman (2006) 

outlined the following common steps in the process of qualitative data analysis:  

1. Transcribing Data: transforming data into written text 

2. Marking Data: bracketing interesting passages of data into meaningful chunks 

3. Labeling/Categorizing/Coding Data: defining and grouping bracketed passages 

into categories  

4. Cutting/Sorting/Grouping Data: moving and combining data according to 

category  
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5. Interpreting Data: seeking connections among categories  

For this study, I utilized Seidman’s template as a generic guide, adjusting where 

appropriate, to analyze the collected data.  

 Transcribing and organizing data. The data for this study was first sorted and 

organized both chronologically and individually into separate folders. Each participant 

folder contained copies of the individual participant’s collected documents that were 

arranged in chronological order starting with the earliest created documents and ending 

with latest created documents. I typed my hand-written field notes, arranged them 

chronologically, and placed them in a separate folder. Finally, the audio recordings were 

outlined discursively, arranged chronologically, and placed in a different folder (see 

Figure 3). 
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Figure 3. Organization of electronic and hard copy research data.  

  

 Overviewing and marking data. After initially organizing the data, I read 

through the documents and listened to the audio tapes several times to gain a sense of the 

data in its entirety. I then scanned the documents and marked interesting passages with 

the intent of highlighting potentially meaningful information. In an effort to be mindful of 

merely searching for preconceived ideas or conclusions during this process, I referred to a 

list of potential topics of interest identified by Seidman (2006). This list included flags of 

interest including: conflict, hopes, stages of processes, frustrations, resolutions, isolation, 

community, beliefs, terminology, incidents, behavior, class, ethnicity, gender, and 

hierarchy of power. At this stage of the analysis I sought to remain inclusive rather than 

exclusive when marking passages of interest (see Figure 4).  
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Figure 4. Example of initial data marking (from participant data-Colin). 

 

 Categorizing and coding data. After the initial marking of the data, I went back 

and reviewed the highlighted passages, to look for themes, patterns, and connections. As 

this study was rooted in a framework that seeks to understand human experience and 

values individual and varied meaning-making, I chose a coding method that would align 

with these underlying purposes. At this point in the analysis process, I employed 

dramaturgical coding to explore participant experiences and to tease out the different 

components of episodes, events, and stories within these experiences. Dramaturgic 

coding lends itself toward narrative presentational forms as it aims to orient the 

researcher to the perspective of the participant. Saldaña (2013) described the purpose and 

positioning of dramaturgic coding in case study research aimed toward examining 

participant experiences: 

Dramaturgic coding attunes the researcher to the qualities, perspectives, and 

drives of the participant. It also provides a deep understanding of how humans in 

social action, reaction, and interaction interpret and manage conflict. (p. 124) 
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Figure 5. Example of dramaturgical coding (from participant data-Denise). 

 

These codes were derived directly from the elements that surround a character’s 

development or journey in performance drama, which is in and of itself, a narrative (see 

Figure 5). Saldaña (2013) outlined several features that compose the different 

conventions of social drama or, in essence, a narrative analysis.   

 Participant objectives or motives 

 Participant conflicts or obstacles 

 Participant strategies or tactics to deal with obstacles 

 Participant attitudes toward setting, others, conflict etc. 

 Participant emotions 

 Participant subtexts or unspoken thoughts (p. 123) 
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 Sorting and grouping data. At this stage I had organized, reviewed, marked, and 

coded the data, based on the dramaturgic categories of character analysis, for all of the 

research participants.  In an effort to further organize and reduce the data, I developed a 

case map for each student teacher participant. A case map, also referred to as a story map, 

is a method of organizing a participant’ accounts of experiences and intentions into a 

chronological format to locate a core narrative (Richmond, 2002). I utilized the 

chronological order of the seminar homework assignments and audio recordings from   

the seminar meeting dates to arrange a map of the significant events and topics addressed 

within each of these data segments.  Although each student teacher’s case map was 

constructed in a similar manner, the poignant topics and events were specific to the 

individual participant’s personal perspective and experience (see Figure 6).  
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Figure 6. Example of constructed story map (from participant data-Denise). 
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 Interpreting data. I reviewed each case map, one at a time, to search for 

connections. Seidman (2006) suggested that qualitative researchers consider the 

following questions when interpreting qualitative data: 

 What experiences are most important? 

 What are the connections between experiences? 

 How does the researcher explain or understand these connections?  

 What is unique about an individual, situation, or issue? (pp.128-129) 

During this process, I kept each of these questions in mind, as I sought to connect 

different pieces of information into a cohesive whole.  In order to identify the core 

narrative within each case, I paid close attention to the connections between participant 

identified, significant events, consistent patterns or themes, and complicating actions 

including epiphanies and turning points. I used the story maps that I created for each 

participant, in the previous step, as a holistic overview to locate the most important or 

salient themes for each participant.  

I looked back through the data to mine the specific details of each episodic unit to 

form the compositional units of a cohesive story. I focused on the compositional elements 

that form the skeletal structure of a narrative. The narrative approach entails a framework 

that aims to extract a core narrative, or plot, from the underlying data. Mishler (1986) 

outlined four conventions of literary story, which serve as focal categories within a 

narrative approach:  

1. Orientation- describes the setting and character 

2. Abstract- summarizes the events of the story 

3. Complicating Action- commentary on events, themes, or conflicts 
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4. Resolution- describes the outcome of the story (pp. 236-237) 

Using the four literary conventions, above, I restructured a cohesive narrative for 

each participant, using the episodic units and details mined from the data. In these details, 

I sought to extract, where possible, participant language and wording to present a more 

faithful representation of the participant’s perspective. I arranged these findings into case 

narrative for each participant, to represent the unique experiences and development of 

each student teacher, as narrative analysis attempts to reduce data to a final story that will 

reveal a particular case in a particular context (Connelly & Clandinin, 1990).  

Because this research was qualitative in nature and relied on myself (the 

researcher) as a lens, or interpreter, I was acutely aware that I needed to be, as Stake 

(2008) warns, “empathic and respectful of each person’s realities" (p. 137). He goes on to 

say, "the researcher decides what the case’s ‘own story is, or at least what will be 

included in the report” (p. 137). Therefore, it was important I recognized and embraced a 

tolerance for uncertainty and the possibility that other researchers may have told a 

different story with the data.  

In this chapter I outlined the qualitative research values, described case study 

methodology, and established the design of the study. I then detailed the data collection 

methods used in this study, introduced narrative data analysis, and described my data 

analysis and interpretation processes. In the next chapter, I present a profile detailing the 

student teaching seminar organization, structure, and curriculum. 
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CHAPTER FOUR: STUDENT TEACHER SEMINAR PROFILE 

 

Introduction 

 In this chapter I will explain the design of the student teaching seminar course and 

I will draw upon literature to highlight the reasons behind my decisions.  I will review the 

structure of the course including the approach to learning, curriculum, assignments, and 

activities. This section draws upon my prepared teaching notes, course documents, 

personal memos, and my written notes taken from seminar audio recordings. I structured 

the majority of the student teaching seminar curriculum prior to the course.  The resulting 

design of this course was a combinational influence of intense research, past teaching and 

supervising experience, feedback from past student teachers, discussions with colleagues, 

and critiques from professors in both art education and teacher education.    

 I intended this student teaching seminar to be a space where student teachers 

would have the opportunity to step back from the immediacy of teaching, in order to 

process and make sense of their field experiences. Through this seminar, I hoped to gain 

a greater understanding of how art student teachers understand their field experiences, 

construct their own meanings, and make sense of teaching complexities.   

 

Constructivist Pedagogy 

 Constructivist learning theory argues that knowledge is constructed by learners as 

they attempt to make sense of their experiences. In his book, The Culture of Education, 

Jerome Bruner (1996) espoused his vision for the purpose of education: 
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Education must be conceived as aiding young humans in learning to use the tools 

of meaning making and reality construction, to better adapt to the world in which 

they find themselves and to help in the process of changing it as required. (p. 21) 

According to constructivist teacher education scholar, Virginia Richardson 

(2003), translating constructivist learning theory into practice can be difficult. Although 

the constructivist theory of learning has been discussed in literature for several decades, 

constructivist pedagogy and practice is a relatively young topic in the field of research. 

Richardson describes a constructivist pedagogy as the creation of classroom 

environments, activities, and methods grounded in constructivist theory. Constructivist 

pedagogy seeks to help students to develop understandings and habits of mind that will 

aid them in future learning.  

 Richardson (2003) reviewed educational literature and identified five fairly 

consistent characteristics of constructivist pedagogy which contribute to creating 

successful learning environments:  

1. Attention to the individual and respect for students’ background and  

 

developing understandings of and beliefs about elements of the domain (this  

 

could also be described as student-centered) 

 

2. Facilitation of group dialogue that explores an element of the domain with the  

 

purpose of leading to the creation and shared understanding of a topic 

 

3. Planned and unplanned introduction to the formal domain knowledge into the  

 

conversation through direct instruction, reference to text, exploration of a Web  

 

site, or some other means 

 

4. Provision of opportunities for students to determine, challenge, change or add  
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to existing beliefs and understandings through engagement in tasks that are  

 

structured for this purpose 

 

5. Development of students’ meta-awareness of their own understandings and  

 

learning processes (p. 1627) 

 

Richardson pointed out that these five characteristics are elements of constructivist 

pedagogy rather than specific teaching practices. Constructivist ideology embraces an 

interpretive nature; therefore, how these principles take form or play out is inherently tied 

to contextual factors such as: subject matter, student age, student background, teacher, 

school environment, etc.   

 As learning is tied to experience and context, Stewart and Walker (2005) suggest 

that general guidelines in creating curriculum are more effective than specific 

requirements. They proposed the criteria of relevancy and variety as general guidelines in 

creating meaningful curriculum. By acknowledging students’ unique backgrounds and 

focusing on real life experiences they argue that, “students will find their learning more 

meaningful and will be more active participants in it” (Stewart & Walker, 2005, p. 26). In 

essence, an enduring and meaningful curriculum would offer students a variety of 

relevant exploration opportunities while honoring students’ interests, choices, and 

experiences (Burton, 2012).  The curriculum for this seminar, which will be explained 

throughout this chapter, sought to present a variety of relevant methods and activities to 

guide reflective inquiry amongst art student teachers. 
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Seminar Overview 

 Visual art education student teachers attended this seminar course throughout the 

16week field placement semester of student teaching. The class met, on the University 

campus, every 2-3 weeks on Friday evenings from 4:30-6:30 p.m. We convened for a 

total of seven required class sessions during the semester in a small classroom in the 

University’s School of Art building. The classroom technological tools and physical 

arrangement was conducive to visual presentations as well as group conversation. The 

room was furnished with four rectangular tables, configured in the shape of a square, with 

three chairs comfortably to each table. The back wall of the room was filled by a white 

projection screen that connected to a desktop computer. In addition to the seven seminar 

meetings, one optional class session offered, near the end of the semester, for one-on-one 

meetings with me, the University supervisor. An overview of the timetable for the student 

teaching semester, including seminar assignments and activities, is depicted in Figure 7. 
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Figure 7. Overview and timetable of student teaching semester 

 

As this research aimed to explore how art student teachers perceived, described, 

and made sense of their experiences in a seminar space, the structure of the seminar and 

the curriculum was an essential component in this research. The curriculum for this 

course supported the qualities and dispositions advocated in the Interstate Teacher 

Date Activity 
 

Topic 

7/28−8/4 First Week Student Teaching 
Practicum* 

 

8/19 Student Teaching Orientation  

8/25 University Semester Start Date  

9/5 Seminar 1 Introductions and Expectations 

9/12 Response #1 Self-Exploration 
9/12 Seminar 2 Teaching Activity: The Teacher (Andrew) 

9/19 Response #2 Significant Incident Description 
9/26 Seminar 3 Teaching Activity: Positive Expectations 

(Denise) 
 

Teaching Activity: Classroom Management 
(Colin) 
 

Artist Process Presentation: (Andrew & Jordan) 

10/2 Response #3 Significant Incident Inquiry 
10/10 Response #4 Personal Artistic Process 
10/17 Seminar 4 Teaching Activity: Lesson Mastery 

 

Artist Process Presentation: (Denise) 
10/31 Response #5 Final Artwork Proposal 
10/31 Seminar 5 Teaching Activity: The Professional (Jordan) 

 

Artistic Process Presentation: (Colin) 

11/14 Seminar 6 In-Process Art Critique 

11/21 Check-In Meetings (optional) Individual Student-Led Meetings 

12/5 Response #6 Final Artist Statement 
12/5 Final Seminar Final Artwork and Presentations 

12/11 University Semester- Last day of class  
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Assessment and Support Consortium (InTASC) student teacher standards prescribed by 

the State Department of Education as well as the Teacher Preparation Program (TPP) 

standards defined by the University. The seminar curriculum presented a variety of 

methods and activities, detailed later in this chapter, which aimed to guide reflective 

inquiry amongst art student teachers.  

The curricular content of this course was supported by the following texts:  

 The First Days of School: How to be an Effective Teacher (Wong & Wong, 2009) 

 Successful Strategies for Successful Student Teaching: A Guide to Student 

Teaching, the Job Search, and Your First Classroom (Radford, 2013) 

I was introduced to The First Days of School (Wong &Wong, 2009) during my first 

semester as a student teacher supervisor, as it was the standard text for the seminar 

course. Each semester this book has received positive feedback from my student teachers 

in terms of practical teaching applications and user-friendly formatting. In past semesters, 

I used the chapter topics in this book as talking points to facilitate student teacher 

dialogue.  

As I researched to prepare the course curriculum for this study, I came across a 

text entitled Strategies for Successful Student Teaching: A Guide to Student Teaching, the 

Job Search, and Your First Classroom by Carol Pelletier Radford (2013). The book was 

organized into three sections that aimed to mimic the progression of the student teaching 

journey- the transition from college student to that of practicing teacher. The text is 

arranged according to common issues and concerns in student teaching. Each section is 

tied to an InTASC standard and offers key questions, resources, and relevant activities. 

The structure of this text allowed students to explore personally relevant teaching topics, 
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throughout the semester, according to their time, their own needs, and their own interests. 

The specific journal assignments relating to this text will be addressed later in this 

chapter.  

 

Seminar Curriculum: Assignments and Activities 

 Art education supervisors are tasked with the responsibility to provide meaningful 

supervision that is sensitive to student concerns and will guide them through questions, 

discussions, and activities to further develop personal awareness and continue in personal 

growth. Teacher candidates need opportunities and guidance to explore, to discuss, to 

reflect on their own experiences in order process new experiences and to construct a more 

complete and rich understanding of teaching and learning (National Art Education 

Association, 2009). In accordance with the constructivist framework described earlier, 

the curriculum for this seminar focused on the participants’ practicum experiences and 

reflective strategies of meaning making: 

Reflection is enhanced when mentoring or coaching is provided that allows 

teachers, as learners, to tap into they own realm of experiences, reflect on those 

experiences, and construct personal meaning to inform their developing practice. 

(Cooper & Larrivee, 2005, p. 20) 

This section will describe the specific assignments and activities designed for the student 

teaching seminar. An overview of the semester seminar including assignments and dates 

is listed in Appendix G. 

Teaching activity. According to adult learning theorist, Malcolm Knowles 

(1984), adult learners tend to be most interested in learning subjects that have immediate 
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relevance and impact on their professional or personal lives. This need to know is often 

problem-centered and focused on practical applications in relevant contexts. The First 

Days of School (Wong & Wong, 2009) was a text that could offer practical solutions in a 

language and format that could appeal to and assuage adult learners’ need to know while 

they experienced the inevitable immediacies of teaching. Paulo Freire (1993) contended 

that human nature is dialogic, meaning we are continuously constructing and 

reconstructing knowledge through our dialogue with others. In this sense, the educational 

experience can be viewed as a collective venture, where learning transpires between 

people engaged in dialogue and understanding (Freire, 1993; Giroux, 1988; Greene, 

1988).  

I intended for the topics within this book to serve as a catalyst for class discussion 

in this study; however, I wanted student teachers to have the opportunity to relate to these 

readings within the specific context of their own student teaching experiences. Education 

scholars Andra Cole and Gary Knowles (2000) contend that meaningful and relevant 

learning stems directly from the primacy of experience. Learning theorist David Kolb 

(1984) would agree that genuine learning emerges from the meaning-making process of 

reflecting upon personal and contextual lived experience.  With these ideas in mind, I 

asked each teacher candidate to prepare a teaching activity, for the seminar class, based 

on a chapter from the First Days of School (Wong & Wong, 2009), specifically 

addressing how the information and ideas may or may not relate to his or her own current 

teaching situation.  

Artmaking inquiry. I wanted to provide the opportunity for art student teachers 

to use artistic media and processes that speak to them personally, as a means to explore, 
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examine, and reflect upon their own teaching experiences. As I did not know which 

processes or media resonated artistically which each participant prior to this study, the 

nature of this inquiry was somewhat emergent. 

Art education professor, Shannon Elliot, proposed a model that would help to 

bridge preservice teachers’ experiences of art with their experiences of beginning 

teaching practices. She noted that preservice art teachers were often able to artistically 

express ideas and understandings in their elective studio classes; however, this creative 

inquiry or expression did not seem to carry over to their art education courses.  

It has become apparent that there is a gap between pre-service student teachers’ 

experiences and what they come to understand as art in their college studio 

classes, and their preconceptions of teaching art in schools. (Elliot, 2006, p. 109) 

Shannon Elliot wanted students to develop a deeper understanding of artistic inquiry, and 

engage with this process to strengthen their connections to teaching. Elliot’s proposed 

model aimed to address three perspectives of student teacher identity: "1. Student as 

Artist; 2. Student as Teacher; 3. Student as Artist/Teacher" (p. 109). 

 Elliot’s approach is rooted in the constructivist belief that effective learning 

occurs in open-ended, meaningful, and relevant contexts. I adapted Elliot’s model of 

bridging studio and preservice coursework to serve as the framework for the artmaking 

inquiry facet of this seminar curriculum: 

 Step 1: Artistic Process Presentation 

 Step 2: Personal Artistic Process (journal) 

 Step 3: Final Artwork Proposal (journal) 

 Step 4: In-Class Art Critique 
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 Step 5: Final Artwork 

 Step 6: Final Artist Statement (journal)  

As the artmaking inquiry process connected writing, artmaking, discussion, and student 

presentations, I will discuss the details of these different components throughout multiple 

sections in this chapter. An overview of the artmaking inquiry components and the 

corresponding timeline are outlined in Figure 8. 

 

Components of Artmaking Inquiry Timeline 

Artistic Process Presentation In-class presentations: Seminars 3-5  (9/26-

11/14) 

Reflective Journal Responses 10/10-12/5 

      #4 Personal Artistic Process 10/10 

      #5 Final Artwork Proposal 10/31   

      #6 Final Artist Statement 12/5  Final Seminar 

In-Process Art Critique 11/14  Seminar 6 

Final Artwork  12/5  Final Seminar 

 

Figure 8. Components of artmaking inquiry. 

 

Artistic process presentation. The process of making art can be a particularly 

meaningful method of inquiry, reflection, learning and understanding (Cole & Knowles, 

2000; Csikszentmihalyi, 1996; Franz, 2010; Unrath & Nordlund, 2009). Art educator, 

Sydney Walker (2001), looked to the practices of professional artists as a crucial 

component of teaching meaning in artmaking.  



 114 

Artists pursue artmaking as an investigation, exploration, and discovery of 

meaning. Although artists’ works may be quite different, many of their artmaking 

practices reveal strong similarities, and it is these artmaking practices that 

teachers may use with students to promote artmaking as inquiry (p. 115) 

The Public Broadcasting Service (PBS) television series, Art21, also embraces the 

educational importance of exposure to artists’ voices, motivations, and methods. “The 

stories behind a work of art—told by the artists who conceived and realized it—can 

enhance our thinking about what art is, how we talk about it, think about it, and teach 

with it” (Art21, n.d., para. 1). From a constructivist perspective, providing opportunities 

for students to examine professional artists’ practices or processes, facilitates a more 

authentic understanding of artmaking by connecting or situating art within the context of 

teaching practice (Walker, 2001). 

In the context of this study, the artistic process presentation activity was the first 

step in the artmaking inquiry process. Student teachers signed up, in teams of two, to 

prepare an in-class presentation that would examine an artist’s creative and artistic 

process. This assignment asked students to explore an artist’s creative process by 

examining the artist’s work, working methods, motivations, and personal point of view. 

The student participants were encouraged to converse with their partners in order to 

choose an artist whose work resonated with both of them in some way. I provided the 

following considerations or prompts to help guide their joint exploration of an artist’s 

creative/artistic process: 

 Development of ideas: artist’s motivations, concepts, ideas, and feelings 

 Planning: artist’s methods of research and/or experimentation 
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 Methods: artist’s choices involving media, working methods, application, 

refinement etc.  

Walker (2004) claimed that “the study of individual artists can be extremely profitable in 

revealing a range of strategies and methods” in terms of artistic inquiry (p. 7). Activities 

that allow preservice art teachers to examine and understand how artists creatively work 

will help art teacher candidates develop a deeper understanding of how artists are able to 

explore concepts through their work and even strengthen the often disparate connection 

of artist and teacher (Beudert, 2006).  

Final artwork. According to art educator Elisabeth Hartung art teacher 

preparation needs to promote the idea of being an artist. The technique, ingenuity, and 

passion needed to produce artwork are also important and necessary to teaching art. 

“Why it is assumed that one can teach the higher levels of thinking that an artist uses, 

without continually making art themselves is an interesting notion” (Beudert, 2006, p. 

81).  It was important in my teaching that I approached the student teachers as artists and 

prioritized opportunities for them to create art within the context of the student teaching 

seminar space. 

  With this idea in mind, I was interested in providing art teacher candidates the 

opportunity to artistically explore, understand, and reflect upon their student teaching 

experiences. Researchers in the field of art and teacher education have advanced the 

notion of reflective practice facilitated through the creation of visual imagery and 

metaphor (Beudert, 2006; Lymburner, 2004; Munby & Russell, 1990; Wilson-Kind, 

2003). I was particularly interested in incorporating artmaking, as a form of reflective 

inquiry, into the seminar curriculum as it offered access to a dimension of meaning that 
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often remains elusive in more traditional or dominant forms of communication. Cole and 

Knowles (2000) directly paralleled the nature of teaching to the process of artistic 

expression:  

If we characterize teaching as a form of creative expression-characterized as 

multimodal, nonlinear, and multidimensional-then it makes sense to search for 

ways of understanding teaching that are also nonlinear, multimodal, and 

multidimensional. (p. 63)  

The second reason I included artmaking, as a means of understanding experience, was the 

personal suitability of this process to art teacher candidates. According to Unrath and 

Nordlund (2009) creating art is an arena, particularly conducive to artists, for reflective 

thinking and making sense of the world.  Although artmaking can be an adept form of 

meaning making, each medium requires its own set of skills and techniques, and artists 

connect with and respond to different mediums in different ways (Eisner, 2008). I wanted 

the participants to utilize artistic mediums, processes, and experiences that resonated with 

themselves both personally and artistically.  For the final art project I instructed the art 

student teachers to create a meaningful artwork related, in some aspect, to their teaching 

experience. Each of the artmaking inquiry components will be detailed, in their respective 

sections, in this chapter.   

Reflective response journals. As stated in previous chapters of this study, 

reflective journals have been shown to play an important role in reflective teacher 

development (Anderson & Milbrandt, 2005; Beudert; 2006, Cole & Knowles; 2000, 

Calderhead & Gates, 2003; Larrivee, 2000).  Van Manen (1990) explained that writing 

creates a reflectively cognitive situation that separates us from our lived experience while 
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teaching us what we know at the same time. Art Educators have utilized journal writing 

to encourage students to explore personal meaning, to reflect upon their learning 

experiences, and to discover previously overlooked relationships or connections 

(Kowalchuk, 2000; Unrath & Nordlund, 2009). In this section I will elaborate on the 

topics and descriptions of the response journal assignments designed for this student 

teacher seminar and research study. A brief overview of the individual response journal 

assignments is shown in Figure 9.   

Response Journal Titles Timeline 

#1 Self-Exploration 9/12 

#2 Significant Incident Description 9/19 

#3 Significant Incident Inquiry 10/2 

#4 Personal Artistic Process 10/10 

#5 Final Artwork Proposal 10/31 

#6 Final Artist Statement 12/5 

  Figure 9. Response journal titles.  

Self-exploration response journal. As noted earlier, Cole and Knowles (2000) 

suggested that teaching is an autobiography. In essence, we teach who we are; therefore, 

we can come to understand our teaching through exploring our own personal histories. 

Each person has his or her own background; a lifetime of experiences within different 

communities, experiences of learning, and experiences of schooling that impact personal 

beliefs, values, and actions.  

Becoming a teacher is an intensely personal, continuous, even lifelong process. 

Personal histories are often viewed as separate from professional practice; however, a 
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constructivist perspective embraces a more holistic perspective where these different 

dimensions of identity and development are inherently interconnected (Alsup, 2006; 

Beudert, 2006; Cole & Knowles, 2000). While designing my curriculum for this course, I 

kept this constructivist ideal in mind in an effort to help teacher candidates understand 

their experiences as part of a holistic life practice. 

 A personal history inquiry within a student teaching context intends to explore the 

question: Who am I as a teacher? Exploring one’s personal history often involves 

identifying experiences that have impacted one’s understandings of teaching and 

learning. This process has the potential to facilitate personal awareness by surfacing 

personally powerful and meaningful events, memories, emotions, and ideas that 

contributed to the shaping of one’s paradigm. Cole and Knowles (2000) elucidate: 

In remembering, recreating, and writing about your prior experiences associated 

with learning classrooms, and teachers, you can make known the implicit theories, 

values, and beliefs that underpin your teaching and being a teacher. (p. 28)  

In their book Researching Teaching: Exploring Teacher Development through Reflexive 

Inquiry, Cole and Knowles (2000) cautioned educators to be aware of the personal nature 

of this self-disclosure process that inherently carries undertones of complexity and 

vulnerability.   

In an effort to address these potential issues, I chose to use two pre-prepared 

activities from the seminar text, Strategies for Successful Student Teaching (Radford, 

2013) for the Self-Exploration journal. The first activity posed questions and prompts 

concerning experiences and beliefs that led one to the teaching profession. The second 

activity challenged students to tease out their assumptions by examining their beliefs 
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about teaching and learning. The eliciting prompts, concise structure, and question 

sequencing of these activities provided a scaffolded approach to personal history inquiry, 

a process which Cole and Knowles (2000) described as “a difficult and perplexing task” 

(p. 32). As this Self-Exploration assignment not only asked for a measure of vulnerability 

through self-disclosure, it was also assigned early in the semester and it was the first of 

the response journal assignments. I specifically chose a pre-prepared format from the 

familiar seminar text to create an initial measure of distance in an effort to assuage 

potential student fear of criticism or student concern of trying to figure out my 

expectation and gearing their answers to match my perceived opinions (Galbraith, 1995), 

as it was early in the process of building trust and facilitating a safe classroom climate.  

Significant incident response journals. A significant incident was described to 

the student teachers as an event that one interprets as surprising, interesting, amusing, 

unsettling, contradicting, problematic, confusing, memorable, rewarding or amusing in 

some manner.  As these events are unique and relevant to the individual learner they can 

help student teachers to make sense and meaning of their experiences and to learn more 

about themselves and their teaching practice (Tripp, 2011).  Griffin (2003) found that 

examining these incidents with specific prompts could increase preservice teachers’ 

capacity for reflection. Dobbins (1996) found that preservice teachers, who were 

specifically prompted to focus on their own learning and experiences, were able to 

confront broad educational issues and clarify their own beliefs.  

Significant incident description journal. For the significant incident response 

journal assignments, I utilized a model of guided reflection proposed by teacher 

researcher David Tripp (2011). This sequenced approach aimed to show teachers how to 
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draw upon their own experience and develop understanding through reporting, reflecting, 

and re-evaluating. I asked student teachers to keep record of the significant moments they 

experienced over a week’s time in their respective teaching schools. These incidents 

served as the basis for the significant incident journal entries (journal #2 & journal #3). 

The first of the significant incident journal assignments, Significant Incident Description, 

focused on the first step of Tripp’s model recording.  In this study, the student teacher 

participants were instructed to choose one incident that they wanted to explore further, 

from their compiled list, and to write a detailed description that particular incident.  

 The criteria for this description included some of the suggestions outlined by 

Carol Frank (1999) in her research that sought to provide ways for student teachers to 

“develop lenses for seeing the patterns and practices of life in the classroom” (p. xi). She 

noticed that student teachers spent a great deal of time observing in classrooms; however, 

they had difficulty understanding what they were seeing. Frank’s (1999) classroom 

research was rooted in an ethnographic perspective which values situated knowledge and 

multiple realities. Frank asserted that since observation is selective and classrooms are 

social situations, student teachers should be provided with guiding questions or topics 

that would allow them to observe the different dimensions within a particular situation 

and to gain a better understanding of the big picture. These questions break down an 

observation into connected dimensions such as: space, time, events, people, activities and 

objects.  

 In this study, student teachers elaborated on one significant incident from their 

own student teaching experience. This Significant Incident Description journal utilized in 

our seminar was guided by the questions below: 
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 Who was involved? 

 What was involved? (objects or physical things present)  

 Where did it take place? (physical space)  

 How did it happen? (speech-dialogue and actions)  

 When did it occur? (sequence-what happened directly before and after)  

Frank (1999) contended that ethnographic practices, such as the observation guidelines 

above, can “help student teachers understand the importance of suspending judgment so 

they can learn how to see learning in actions of members” (p. xi). As the theoretical basis 

for this exercise emphasized the reservation of judgment, I instructed student teachers to 

refrain from explanations, at this point, in their descriptions.   

Although I asked student teachers to concentrate on observed details for their 

descriptions, I realized that emotion plays a powerful role in the concept of a significant 

incident.  According to Tripp (2011) a significant incident usually stands out to an 

individual, because it evokes some sort of emotion or response that may be conscious or 

unconscious.  To acknowledge this important emotional dimension of a social situation, I 

asked the participants to address their emotions, feelings, and reactions to their described 

incidents in a separate paragraph.   

 Significant incident inquiry journal. The second significant incident journal 

assignment, Significant Incident Inquiry, addressed the remaining two steps of Tripp’s 

(2011) guided reflection model: reflection and re-evaluation. After recording the details 

of their individual significant events, student teachers were asked to investigate by 

learning more about the possible underlying issue or related topic.  
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 The seminar text by Radford (2013), Strategies for Successful Student Teaching, 

is arranged, in chapters, according to common issues and concerns in student teaching. 

Each chapter offers key questions, resources, and a variety of relevant activities for each 

of these topics. I instructed the participants to investigate the chapter themes and choose a 

topic or issue that related to the significant event they described in the previous journal 

assignment. The beginning of each chapter contains a page with a table that offers an 

inventory of key teaching topics along with accompanying activities. Once student 

teachers decided on their relevant topics, they were asked to select and complete two 

suggested activities. After completing this preliminary research, the student teachers 

wrote a journal response where they were asked to answer the following questions:  

1. Which topic(s) and activities did you choose?  

2. Why did you choose these?  

3. Include your completed activities 

4. What did you learn?  

5. What questions do you still have?  

 I sought to offer students guidance, structure, and choice in an effort to provide an 

experience or option of how they might approach exploration and examination of their 

own experiences in constructing personal meaning. The structure of this assignment 

invited teacher candidates to explore and connect teaching issues, engage in further 

inquiry, explain their decision making, and reflect upon their own experiences at a pace 

that would be applicable and relevant to their current understandings.  

 Art process response journals. I wanted to provide an opportunity for art student 

teachers to use art media and processes, that speak to them personally, as a means to 
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explore, examine, and reflect upon their own teaching experiences. As the artistic 

reflection aspect of this seminar connected writing, artmaking, discussion, and student 

presentations, I have discussed the components of this topic throughout multiple sections 

in this chapter. This section will focus on the written elements of the artmaking inquiry 

process.  

 Personal artistic process journal. First, the student participants had the 

opportunity to explore an artist’s creative process by examining an artist’s work, working 

methods, motivations, and personal point of view, and relating these findings to the class 

in the Artistic Process Presentation assignment. Next, they were challenged to examine 

and explain their own artistic or creative process.  

Earlier in this chapter I discussed Shannon Elliot’s model of bridging studio art 

with preservice education. Elliot’s model points to analysis of one’s own art and creative 

process as a crucial component in strengthening the artist/teacher connection (Elliot, 

2006). This artist/teacher connection is an often overlooked, yet many scholars, even 

those outside of art, refer to teaching, itself, as an artful practice (Beudert, 2006; Baxter, 

2014; Bickford & Van Vleck, 1997; Cole & Knowles, 2000; Dewey, 1938; Eisner, 2002; 

Gradle, 2006). In an effort to acknowledge this artist/teacher connection, I challenged the 

student teacher participants to recognize their artist identities by expounding upon their 

own artistic process.   

As a constructivist lens advocates for scaffolding inquiry, while allowing for 

student choice, I provided the participants a list of guiding questions organized into the 

following topics: artist personal history, stories behind the art, art process. In order to 

help the student teachers to develop a holistic description of their particular artistic 
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processes, I instructed them to choose two or three questions from each category that they 

would like to address in their journal response (see Figure 10). I developed these 

questions from research into the content and structure of artist interviews and studio 

critiques (Barrett, 2000; Cole & Knowles, 2000; Csikszentmihalyi, 1996; Walker, 2001, 

2004).  

 

Personal Artistic Process 

Artist Personal History 
 

 What/who are your artistic influences? 

 What does being an artist mean to you?  
 

Stories Behind the Art 
 

 How/where do you find ideas for your artwork? 

 What are the challenges you encounter when creating art? 

 Describe your artmaking patterns, rituals or routines. 
 

Art Process Questions 
 

 Describe your technique and materials. 

 What artistic decisions do you make in order to realize or depict an idea? 

 How do you decide when and where to make adjustments? 

 

   Figure 10. Personal artistic process guiding questions.  

Final artwork proposal. An important aspect of art teacher preparation involves 

strengthening the connection between the art educator and artist (Baxter, 2014; Beudert, 

2006; Sullivan 2012). For the final art project students were asked to create a personally 

meaningful artwork related, in some aspect, to their teaching experience. I advised them 

to review and consider the content of their journal responses to inform their ideas as to 

what concept they would like to address through artmaking. This final project required a 
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considerable amount of planning, time, and effort for the student teacher participants. The 

final artwork was expected to exemplify an in-depth artistic and reflective endeavor of 

considerable quality. As a class, we decided that this expectation translated to quality 

artwork that would meet the standards of an art show or professional art portfolio.  

For the artwork proposal, I asked student teachers to submit a preliminary plan or 

proposal for their final art project. In the previous journal assignment, they were given 

the opportunity to identify and describe their own artistic process. I decided to facilitate 

their planning process by providing questions which centered on components or 

dimensions of an artwork such as: medium, scale, time management, artist intent, 

techniques, concept etc. I divided these questions into three categories: 1. Project 

Description; 2. Art Materials; 3. Planning and Process (see Figure 11). 
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Final Artwork Proposal 
Project Description 
 

 How does this idea/artwork relate to your teaching experience? 

 What is the inspiration for this work? 

 What is the purpose of this work?   

 What are you trying to communicate? 

 Who is your intended audience?   

 How do you envision the process and or product? 

 How do you envision the physical placement of your work? 

 How will this work embrace your artistic process and voice? 

 What approach will you take with this work? (metaphor, symbol, literal, 
narrative, critical etc.) 

Art Materials 
 

 Which medium(s) will you use? 

 What are the intended dimensions/measurements of your artwork? 

 What are the components if this artwork?  Will you create a series or one work? 

 What tools and equipment will you need? 

 

Planning and Process 
 

 What background research do you need to do to inform this project?   

 What is your timeline for this project? 

 What processes or steps will you need to take to create this artwork? 

 How will this process be meaningful to you? 

 

 

   Figure 11. Guiding questions for the final artwork proposal. 

 

 

These questions were intended to provide a holistic perspective to the process of 

creating art, highlight the potential dimensions of artistic communication, and finally, to 

offer guidance and focus to student participants as they planned and developed their 

personal artworks.  
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Final artist statement. For the final response journal assignment, I asked the 

student teachers to develop an artist statement concerning the artworks they created 

during the seminar class. Art education researchers have promoted meaningful reflection 

through combining visual imagery with discursive commentary to enhance the meaning 

of both concepts (Anderson & Milbrandt, 2005; Unrath & Nordlund, 2009).  In their 

research on artist statements, Garrett-Petts and Nash (2009), acknowledged that writing 

has taken on a substantial role in the world of working visual artists.  

Artist statements are often used as a tool for reflexive understanding and 

reflective inquiry. Many art instructors promote the idea of discursive and visual inquiry 

as complementary rather than opposing modes of knowing. Garrett-Petts and Nash (2009) 

argue that both forms of communication are needed: 

Our recent work suggests the importance of respecting the integrity of modes of 

communication, both the visual and the verbal, their irreducibility as well as their 

complementarity, as we acknowledge too that the verbal is not replaceable by the 

visual. The modes can speak with and to, but not for each other. (para. 38) 

 This final journal assignment asked student teachers to reflect on their artmaking 

inquiry by documenting and articulating their artistic processes as well as their journeys 

in meaning-making in the form of an artist statement.  I provided the following questions, 

as prompts, and asked the student teacher participants to thoughtfully consider these ideas 

as they created their artist statements: 

1. Describe the materials used in this piece. Why did you select those particular 

materials?  How do they contribute to the overall meaning or affect? 
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2. What steps did you take to create your art piece? Describe your path of 

investigation. Why did you choose this path? How did your path change? How 

were you able to refine your idea? 

3. Which processes or procedures were the most important in creating this art piece? 

Why?  

4. What problems, issues, or misconceptions arose? How did you overcome these 

issues? 

5. What were your thoughts and feelings as you created this work? What artistic 

language did you adopt for this artwork? (symbol, metaphor, conceptual, 

narrative, etc.)  Why?  

6. Which forms of visual communication did you use to inform your intent?  How?  

7. How would you summarize your art piece? What idea, concept, feeling or 

message are you trying to express with this artwork?  How did this artistic 

creation relate to your own creative process and other artworks?  

8. Who is your intended audience? What background would you like your audience 

to know? What do you want your audience to experience?  

9. How has this artistic investigation affected you as a teacher?  How has teaching 

affected your artistic process in this work?  

10. What have you learned from having engaged in this experience?  

 

Reflective Response Journals Summary 

 In the first journal assignment, participants addressed their beliefs in relation to 

learning and teaching. The second assignment asked student teachers to pay attention to 
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moments of dissonance within their own student teaching experience. Assignment 

number three asked them to consider the underlying theme(s) of their experience and to 

research further into the respective topic(s). The teacher candidates then identified and 

explained their own artistic/ or creative process and designed an art project to explore a 

personally meaningful aspect of their student teaching experience. The final journal 

assignment challenged the student teachers to ponder their artistic inquiries and iterate 

their personal meaning-making in the form of an artist statement.  

 This chapter described the basic structure, organization, and curriculum of the 

student teacher seminar course. In the next chapter, I present the data in the form of 

individual participant narratives.   
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CHAPTER FIVE: FINDINGS/REPRESENTATION OF DATA 

 

Introduction 

This chapter will present research findings, in the form of a case study, for each 

individual student participant. The seminar assignments served as both a chronological 

organization and categorical scaffolding for the arrangement and presentation of the 

nature of art student teachers’ experiences, understandings, and reflections within the 

context of a seminar space. As the individual cases were constructed, recurring and 

significant topics emerged for each student teacher participant. The purpose in presenting 

separate participant case studies is to provide a perspective that highlights the journey of 

the individual within the context and meaning of the whole.  

Case study research is defined by the interest in the case itself rather than the 

methods or approach used to frame or analyze the phenomenon or subject of interest. The 

researcher is allowed flexibility in how he or she chooses to study the case. For example, 

a case may be examined holistically, thematically, analytically, atomistically, or even 

through mixed methods. Case study inquiry offers the benefit and challenge of deciding 

how to appropriately examine data and report findings in a manner that will enhance the 

comprehension of the case (Stake, 2008). Case study research, which aims to examine a 

phenomenon, is often structured through studying multiple cases as components to a 

larger whole. These individual cases “may be similar or dissimilar, with redundancy and 

variety each important” (Stake, 2008, p. 123).  

It is important to reiterate that case study research does not intend to build theory 

or draw broad generalizations, although it often provides rich and particular insight that 
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serves to promote further understanding of and connection to something larger (Stake, 

2008). As a researcher and teacher, I undertook this study not only as an intrinsic desire 

to understand a particular group of art student teachers, but also to facilitate a larger 

understanding of the seminar context and student teacher reflection. This case study 

research was bounded by the context and setting of the art student teaching seminar. I 

chose to organize and portray this phenomenon as a collective case study. The research 

findings were arranged into individual case studies for each of the four art student teacher 

participants.  

The stories that follow are organized into a grand narrative for each student 

teacher participant. The overall narrative, for each participant, is composed of several, 

smaller narratives that when linked together, provide an overall tale of that student 

teacher’s unique journey. I created these narratives based on participant writings, audio 

recordings of seminar discussions, as well as my researcher notes and memory (for 

physical descriptions and observations). The dates that appear in the data are in the 

format of month/day/year and they are personal communication from the participant from 

information obtained through assignments, reflective writings created in the seminar 

course, and audio recordings from seminar meeting student presentations and discussions. 

The cases are titled with the student participants’ pseudonyms as an identifiers. Each 

narrative begins with an introduction to the participant that establishes the participant’s 

personal background and unique student teaching placement context. At this point the 

cases differ in length and format for each participant, as the narrative sought to follow 

poignant events, thoughts, or feelings and follow the path of these experiential links. The 

overall outcome was intended to relate this overall journey through story.  During the 
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creation of these narratives, every effort was made to incorporate exact phrasing and 

precise description so as to capture and stay true to the student teachers’ voices. As with 

any interpretive research design, the ultimate narrative is constructed by the researcher; 

therefore, it important to be aware that although I strove to create authentic narratives for 

each participant, I chose which information was included by attending to the literary story 

format described earlier in Chapter Three. One must remember that this process involves 

a measure of uncertainty and that perhaps another researcher could have constructed a 

different story with the data.  
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The Case of Andrew  

Introduction 

 Andrew was a twenty-seven year old male who had been placed in a local high 

school for his student teaching field practicum.  Andrew described himself a native to the 

city.  He had attended a local suburban high school where his art teacher encouraged his 

artmaking and ultimately influenced his decision to become a teacher. She “helped me 

win poster contests, a laptop computer, and obtain a small scholarship” (9/12/14).  His 

favorite teachers in school were those who maintained “highly structured environments” 

and held students to “high standards” (9/12/14). Andrew had not thought about teaching 

until he was a university student in art school. At that time he knew little about art 

education, but he wanted to “pursue a worthwhile career that combines my talents and 

interpersonal skills as a public servant and a member of the community” (9/12/14).    

Four years prior to this study, Andrew completed a Bachelor of Fine Arts (BFA) 

degree in visual communications; he decided to return to the same university, as a post-

baccalaureate student, to pursue his art teaching certification in the Art Education 

Program.  Andrew considered illustration his strongest art medium. He had some 

previous teaching experience as a Teaching Assistant for a figure drawing course when 

he was a BFA student (8/19/14). During the semester prior to this study, Andrew was a 

student instructor for the 4th-5th grade students enrolled in the university sponsored 

Saturday community art program. This hands-on experience was part of the curriculum 

for the Art Education Division’s community art education course. Andrew had 

maintained employment as bartender in a popular restaurant close to campus; however, 

after a few weeks into the semester he had decided to quit this job in order to focus his 
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full attention on student teaching. “My family and my friends have agreed to support me” 

(9/12/14). 

 Andrew described his teaching style with the following three words: structured-

chaos, positivity, and diligence.  He indicated that he thrived in highly complex 

environments, and he enjoyed the challenge of organizing and finding direction. He 

considered himself to be an “open-minded” individual who approached each day as a 

fresh start (9/5/14).  He did not shy away from difficult challenges, and he believed in the 

good nature and positive potential of others. “I believe process is more important than 

product and that all of my students have the potential to succeed” (9/5/14).  

 As far as Andrew’s initial goals for student teaching, he wanted to feel prepared 

to effectively run a classroom on his own, and he wanted to round out his art and teaching 

skills in order to be a “great candidate for hiring” (9/5/14).  He envisioned his future as a 

progression that would support both his professional development as an artist as well as 

that of a teacher.  He hoped to be able to maintain his standing as a working artist and to 

be able to sustain his personal goals of creating, exhibiting, and selling his artwork. 

Andrew would be “happy” in his teaching career as long as his classes and schedule were 

“reasonably manageable” (9/5/14).  

 

School Description 

Andrew’s field placement had been changed a few months prior to the beginning 

of student teaching practicum.  He had requested his original placement because he 

already knew the art teacher, had observed her classes, and she taught a familiar style of 

illustrative art that was similar to his own artistic style (10/24/14).  Andrew’s new school 
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was located on the opposite side of the city, nearly a 45-minute drive from his original 

student teaching placement. He had never met his cooperating teacher, and this new 

placement entailed teaching three-dimensional (3-D) such as sculpture and ceramics 

rather than two-dimensional (2-D) art such as drawing, printmaking, and illustration.  In 

response to this unexpected change, Andrew reflected, “I did not end up where I initially 

thought I would, so I put my faith in the university and allowed them to choose what I 

hoped would be a good school for me” (10/24/14).  

 Andrew was placed in a large public high school that included grades 9-12. At 

the time of this study, minority enrollment made up 61% of the student body with 

roughly 50% of the student population identifying as Hispanic. The second largest 

enrollment group, at 42%, identified as white. A little over 25% of the student population 

qualified for free or reduced lunch. The school has been listed in the top 50% of high 

schools in the state, based on student proficiency scores in reading and math.  The 

graduation rate at this school exceeds the average graduation rates for the state.  The State 

Department of Education awarded this high school a “B” rating. The rating is based on 

the Grade Accountability System that considers academic outcomes and overall student 

growth.    

 

The Beginning 

Andrew approached his field practicum experience enthusiastically and 

positively. Although he was initially nervous about teaching unfamiliar media, 3-D 

sculpture and ceramics, he looked at the challenge as an opportunity to grow.  “I am 
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fortunate to be in a 3-D art class, to gain new skills and learn to develop lessons in new 

and different mediums” (9/5/14).   

Even though Andrew described himself as a positive and resilient individual, he 

experienced some intense and difficult emotions as he entered student teaching. His 

initial concerns primarily focused around his own anxiety. During the second seminar 

meeting, Andrew shared his personal anxiety struggles with the other student teachers in 

the class. He described feeling painfully nervous when he was in front of a group of 

people, and he hoped one day to be able to lead class discussions effectively rather than 

just powering through them to finish. He expanded upon these feelings and emotions in 

his written assignments: 

I am comfortable in the classroom but have felt fairly stressed and anxious in 

general…I think I am doing a decent job, but I am still battling anxiety, especially 

when launching presentations and discussions multiple times a day for 

increasingly out of control classrooms…I sometimes feel nervous going into 

school but almost always feel good about what I am doing (9/12/14).  

 I admit that I was surprised to learn that Andrew struggled with social anxiety, 

because he seemed to be quite sociable and charismatic during the student teaching 

seminars. He was usually the first person to initiate classroom dialogue by sharing an 

experience, elaborating on topic, and asking questions. His delivery was energetic with 

expressive intonations, rhetorical questions, dramatic pauses, and demonstrative gestures. 

At one point during a seminar discussion, Andrew moved seamlessly from a verbal 

dialogue into a performance as he attempted to describe his own actions in the classroom.  
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In response to his classmate’s question about spatial awareness, he stood up, moved a 

couple chairs, and actually reenacted a scene from his own teaching experience.  

From the beginning, Andrew’s stories, writings, and conversations were peppered 

with corporeal details.  In his first written assignment he described some of the physical 

challenges he was experiencing during his transition into student teaching: 

I am still having a hard time with the physical routine (waking up early, drinking 

enough water, eating enough food and maintaining a balance with my caffeine 

intake… I am happy when I leave for the day, although sometimes I have a 

headache (9/12/14). 

During the seminar Andrew furthered this connection to the physicality of teaching by 

suggesting that his prior work as a bartender had actually prepared him for some of the 

challenges he was facing in the classroom.  One of his peers seemed intrigued, and 

perhaps even a little skeptical as he asked Andrew to explain the connection between the 

two activities.  Andrew related the skills that he had been able to transfer over to his new 

teaching environment. As a bartender he had to remember details, maintain focus in the 

midst of distraction, check in with many different people in a short amount of time, and 

most importantly he had to maintain an awareness of the physical and social environment 

while creating pathways of movement to “work the room” so to speak.   

 

The Job Interview: What Do I Want?  

 The first seminar was scheduled at the beginning of September, and by this point 

most of the student teachers had been in their placement schools for roughly a month. 

Andrew stayed after class that day and asked if I might have a few minutes to talk to him 



 138 

about something. He told me that an old friend from art school had contacted him earlier 

in the week to let him know that she was leaving her high school teaching job, and he 

might want to consider applying for the position.  He applied for the position, and the 

school wanted him to come in for an interview right away.  The next morning I emailed 

Andrew some resources to help him put together a quick teaching portfolio.  

 I didn’t see Andrew until next seminar meeting, a week or so later, where he was 

scheduled to give a presentation that day related to a chapter reading about effective 

teachers.  For part of his presentation, Andrew shared his interview experience that had 

unexpectedly turned into a source of personal angst:  

I got a lead on a position at high school.  I interviewed on Tuesday and they asked 

me questions until I was blue in the face.  I was interviewed by a panel of three: 

the principal, vice principal, and creative director.  After the questions they took 

me on a tour of the campus. And… they were extremely interested in me.  

So basically I went in there, and I had a plan. I had a plan to sell myself. I opened 

this [teaching portfolio] for them and took them through it. So I had this great 

plan, and it worked.  However, what I did not plan for was their enthusiasm for 

me working there immediately. They started making me offers in the interview, 

and they told me they were willing to pull me out of my student teaching 

completely, and they could take over my student teaching. To which I said no, no 

I am not going to do that. I am in a program at the university.  

Then they wanted me to obtain my substitute license so I would be a substitute in 

the [art] classroom during my student teaching fall break. They wanted a hard 

date as to when my legal obligations to my student teaching school were 
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complete. I didn’t plan for that. I didn’t know they would start making these 

offers. I was really excited though, because they showed an earnest interest in me.  

I went home that night feeling good. It went as well as it could have possibly 

went!  She [the principal] said, “If I could start you tomorrow I would.” 

I slept on it and I talked to my mentor the next morning. I talked to my parents. I 

talked to my friends. What am I supposed to do? I am so overwhelmed! How are 

you going to start with your best foot forward?  I just realized that this is crazy. I 

need that fall break for my student teaching experience, and I need that time to 

prepare. 

Also, I don’t want to leave my school early. I am in this position [student 

teaching] and I am only going to get this one chance … so I had to take a step 

back and think what is really worth it here? Securing a position but starting it in 

this fragmented way? Or leaving it up to chance that maybe they will fill it, but I 

can start as a new teacher in a new semester? I have decided that that’s [turn down 

the offer] what I am going to do. I am thinking about myself and what I want. I 

want to have a clear vision going forward. I also want to see this semester through 

to the end. I mean…I am paying for it.  I am paying for my experience there [field 

placement school].   

The vice principal called me on my way driving here, and he has been calling me 

even during this class. Even though it is flattering I feel like it is starting off on 

the wrong foot. Here I am after six and a half years of undergraduate college…am 

I just going to leave all of that?  At this point I have to think about myself and 
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what I want. I have this support [cooperating teacher] right now and this 

opportunity to build a foundation to support my career.  

 Andrew described a tremendous amount of tension surrounding the unexpected 

and the unknown.  Even though in many aspects this experience was positive and self-

affirming, Andrew found himself in turmoil as he had to think through the possibilities 

and complications from several different vantage points. After asking for advice and 

guidance, Andrew ultimately decided to base his decision on his long term goals and to 

prioritize what he thought would be best for his personal and professional growth.  

 

Negotiating Identity: The Selfie Series 

 During the previous story, Andrew wrestled with the possible consequences of 

leaping into a situation that may have started off his career in “a fragmented way.”  Over 

the course of the semester Andrew made increasing references to this idea of 

fragmentation as he sought to make sense of his experiences.  

 Early in the semester Andrew identified himself an illustrator. He described being 

artistically inclined from a young age, and he had always enjoyed drawing and visual 

storytelling.  His work typically included “characters, environments, and passage of time 

depicted through visual language” (10/10/14).  As an artist, he tended to focus on the 

visual elements within an artwork and how they related to the overall aesthetic 

composition. His artwork usually existed outside of himself, “As an illustrator, my work 

is never about myself. Rather I focus on the visual” (10/10/14).  
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 Interestingly, as the semester progressed Andrew actually adjusted his original 

artistic perspective and sought to create art that allowed him to explore certain facets of 

his own identity. His teaching practice opened a passage that informed his artmaking: 

I have found that encouraging my students to make art about themselves has 

motivated them, but personally it has highlighted a lack of self-discovery in my 

own artwork.  The art that I make is purely visual, so my idea is to do a series of 

self-portraits. My interest is in my increasingly fragmented sense of who I am, 

coupled with my knowledge of the importance of looking inward during 

artmaking (10/31/14).  

Andrew described teaching as one of the many different roles he filled within a single 

day; however, some of these roles didn’t seem to connect which left him feeling 

fragmented and compartmentalized, in terms of self, rather than an integrated individual. 

He was interested in artistically exploring his shifting understandings of identity by 

conveying these different versions of himself in a series of portraits he titled, The Selfie 

Series (see Figures 12-13).  

My initial idea is a series of literal depictions of myself, each standing forward 

and dressed in the attire of their corresponding personality facet.  The first and 

essential role is that of teacher. In contrast I plan to depict the roles of student, 

artist, degenerate (10/31/14).  

Throughout the weeks that Andrew worked on his project, he documented his process 

with sketches, photographs, research notes, and narrative writings detailing his artistic 

and cognitive decision making. 
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Figure 12. First stage of the Selfie Series. 

 

 

Figure 13. Selfie Series in progress. 
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Revisiting Old Habits 

The sixth seminar was dedicated to a working critique, and each student teacher 

brought their in-progress artworks to class.  During this meeting, they were encouraged to 

explain their concepts and to direct questions to particular areas of their own artwork 

where they were interested in peer feedback.  

Andrew volunteered to present his artwork first. He carefully laid out a series of 

inked illustrations depicting a gardener, with a watering can, in the different stages of 

cultivating a field of flowers (see Figure 14). He explained that he liked the clean lines, 

the clear metaphor, the pictorial progression, and the composition.  Beyond the visual 

aspects and the analogy of gardener/teacher as cultivator, Andrew did not expand on any 

personal connection or meaning within this work.  
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Figure 14. Teacher as gardener (image presented in working critique). 

 



 145 

 I was completely dumbstruck, because when he discussed his original idea of 

self-portraits over a month earlier during a seminar meeting, he submitted a detailed 

proposal on the same topic, and just five days prior he turned in both visual and written 

progress on the development of The Selfie Series. As Andrew discussed the images of the 

gardener, he mentioned that he was familiar with this imagery, and had actually used this 

visual metaphor for a bookmaking assignment in a previous course. I desperately wanted 

to jump in and inquire, “When did this change? Why did this change? How is this 

personally relevant?” However, I kept this impulse in check, and decided to wait and see 

how this situation played out.  

 It wasn’t until I was conducting data analysis for this case that I realized I had 

seen this character drawing before. Of course this was conventional imagery for Andrew. 

Not only had he used this visual metaphor in a prior class, he also drew a similar image 

during the first seminar meeting when I asked the student teachers to artistically express 

how they envisioned themselves as teachers (see Figure 15). My concern, at the time, was 

not that Andrew had used similar imagery in a previous course, but rather, perhaps he 

was merely retreating into something safe because it was familiar. I was on board if this 

was the route he truly wanted to explore, but I wondered if he was reverting to old habits 

because he did not know how to broach new pathways.  



 146 

Figure 15. Self as teacher (image created during the first seminar).   

 

After he talked about the gardener images, Andrew briskly laid out four portraits 

in various stages of completion: the teacher, the student, the degenerate, and the artist 

(see Figures 16-17). I noticed that he did not spend the same amount of time or care 

arranging these images. He briefly summarized his intention to branch out into artwork 
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about himself in an effort to explore and make sense of the numerous roles he fulfilled. 

The hesitant ambience I sensed, as Andrew haphazardly arranged these illustrations, was 

confirmed by what he said next. He seemed to struggle for the right words as he 

expressed his thoughts. His voice was more subdued than usual, and he took long pauses 

between sentences. 

I feel kind of weird doing this project (sigh)…maybe because I don’t think that 

visually, it is very strong…or...maybe I don’t really like talking about myself?... 

This project though…is actually helping me engage with my experience… (trails 

off)…um…Feedback? (11/14/2014) 



 148 

     

 

Figure 16. Teacher personality from Selfie Series (in-progress). 
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  Figure 17. Artist personality from Selfie Series (in-progress). 
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The other student teachers were drawn toward Andrew’s Selfie Series portraits, as 

identity was an issue they could all personally relate to as an integral part of the student 

teaching experience. One peer commented: 

I totally know what you are saying!  I feel like I have so many role shifts 

throughout my day… I go from being rigid to laid back and relaxed…It is almost 

like an identity crisis (11/14/14).  

They encouraged him to return to The Selfie Series for his final project, as that seemed 

more true to his intentions and relatable to his experience.  

 

The Final Artwork 

 After the working critique, Andrew rededicated himself to his exploration of 

identity through his self-portrait inked illustrations. Although he completed six 

characters, he ultimately decided to edit the series down to the four images he presented 

during the working critique: the teacher, the student, the degenerate, and the artist (see 

Figures 18-20).   

The teacher persona came first, as it is the most essential to the concept of the 

series.  The student and artist seemed to follow along logically. I decided that a 

dark side or degenerate was necessary to contrast the three righteous sides 

(11/21/14).  
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Figure 18. Completed version of Selfie Series.  

 

For the final presentation, each portrait was mounted on a thick piece of black mat board. 

This time, Andrew carefully arranged the artworks in a purposeful arrangement to mimic 

the order he approached each personality facet, and the increasing level of difficulty he 

experienced in the interpretation of each construct: 

The illustrations of the teacher, student, and degenerate came along nicely. During 

the illustration of the artist, however, it felt contrived so I created a visceral mark 

over the body.  I embraced this impulse as it felt more authentic to my identity as 

an artist than did the literal depiction of my body alone (11/21/14). 
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Figure 19. Detail from completed version of Selfie Series 
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Figure 20. Detail from completed version of Selfie Series. 

 

 

 Although this series was the intended goal for this artistic exploration, Andrew re-

appropriated his artist persona illustration to create an expanded reflection upon his 
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understanding of self.  Through a Pecha Kucha style, fast-paced presentation, Andrew 

related some of his well-remembered experiences as a student teacher to the class.  The 

last slide of the presentation was simply titled: Part Four-The Whiteboard. Underneath 

this title was a large spliced image made from eight smaller rectangular pieces (see 

Figure 21).  I recognized two of the rectangles as portions excised from The Artist 

portrait in Andrew’s Selfie Series.  The remaining six pieces appeared to be fragments 

from other artworks as well.  

Andrew had created this piece as an extension to The Selfie Series, in the sense 

that this artwork served as a resolution to disconnect between the multiple roles he 

struggles to navigate during his student teaching experience. This artwork started in the 

classroom and expanded into something Andrew termed “significant” (12/5/14).  

During my student teaching experience I have designed and implemented many 

drawing prompts. I have accompanied these exercises with giant example 

illustrations [I] made with dry erasers on the whiteboard. I have photographed 

every whiteboard illustration, and I have accumulated over fifty different 

artworks.  

I started doing this at the beginning when I was still observing, so that I could 

make a contribution…and so the students could see that I did the 

assignment…and that I was an artist too.  It was fun. I would come early to 

school, and every morning I started my day making art.  

I noticed that it was starting to become something significant. A lot of the 

students would come to class…rather than linger…to see the drawing for the day. 
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One day, I came in after the students, and they were taking selfies in front of the 

whiteboard drawing. Now it has just become kind of a thing…I guess (12/5/14).  

 

 Figure 21. Extension to the Selfie Series.  

Issues of navigating identity are common in student teaching, as student teachers 

are asked to fulfill many different expectations within multiple roles (Hetrick & Sutters, 

2014). Through his artistic inquiry, Andrew was able to recognize this tension he referred 

to as “fragmented identity” and locate the different roles he personally encountered 
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during his field experience. He was able to artistically make sense of this process, and 

ultimately he was able to connect many of these fragments to create a more expanded and 

fluid understanding of self.  By his own words, Andrew’s artistic inquiry was personally 

significant and meaningful to him as he left this experience with a “greater sense of self-

awareness and stronger sense of identity” (12/5/14). 
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The Case of Colin  

Introduction 

 Colin was a twenty-two year old male, undergraduate student, who was pursuing 

majors in both art education and studio art. His studio emphasis primarily included 

photography and digital design. He specifically requested his placement site even though 

he was not particularly familiar with the school or the teacher. Colin was fervent about 

finding a practicum placement where he could focus solely on teaching photography and 

perhaps some graphic design.   

His inclination toward teaching became apparent to him, during his junior year of 

high school, when he worked as tutor for the high school photography class.  During this 

time he was given several opportunities to teach in the classroom, and he decided that he 

“really enjoyed it” (9/12/14). He identified his family and his teachers as significant 

people who ultimately influenced his decision to pursue teaching.  He appreciated how 

his photography teacher “was very honest and open with students” (9/12/14). His high 

school English teacher was also able to and inspire through his own enthusiasm and 

devotion to his craft. “The way that he shared writing and poetry with his students was 

never robotic or redundant, you could tell he was excited to read the same poems and 

books after 30 plus years of teaching…his passion was key” (9/12/14).   

Colin considered photography his strongest art medium. In addition to his 

experience as a photo tutor in high school, he had been a student-instructor for high 

school-aged students enrolled in the university sponsored Saturday community art 

program during the previous semester. This hands-on experience was part of the 

curriculum for the Art Education Division’s community art education course.  
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 Colin described himself as a “patient, understanding, and level-headed” 

individual, and he was sure that others would describe him in much the same way 

(9/12/14).  He approached teaching with confidence but he was still trying to navigate the 

boundaries of his role as student teacher. “I am comfortable working with students on an 

individual level…. I’m uncertain about how much to take over…like assignment 

parameters, giving time extensions… and just classroom management” (9/12/14). Overall 

though, Colin was confident that he would be able to handle any teaching situation that 

came his way during the semester.  

As far as his personal expectations for student teaching, he intended to gain 

practical experience and skills that would allow him to successfully pace photography 

lessons, manage classroom behavior, and balance teacher authority with rapport. His 

main student teaching concerns focused on classroom management and interpreting the 

nuances of student behavior. “I want to know how to distinguish between [students’] 

enthusiasm and being unfocused” (9/5/14).   

Colin expressed that his current student teaching setting and context embraced 

many of the key aspects that he envisioned for his own future. He wanted to teach 

photography in a Career and Technical Education (CTE) program, and similar to his 

cooperating teacher, he hoped to pursue an advanced degree in Educational Leadership. 

Colin connected with the inviting atmosphere of his student teaching situation, and he 

wanted his own classroom to “feel like a home away from home” for students. “If 

students want to be in your classroom they are more likely to want to do the work” 

(9/12/14).  
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School Description 

Colin was placed in very large, urban public high school, grades 9-12, with 

magnet programs specializing in visual and performing arts, science, mathematics, and 

technology. Students interested in these fields can opt to be bussed into this school rather 

than their home-boundary identified school. At the time of this study, minority 

enrollment made up 82% of the student body with roughly 70% of the student population 

identifying as Hispanic.  The second largest enrollment group, at 18%, identified as 

white. A little over 49% of the student population qualified for free or reduced lunch. The 

school was listed in the top 50% of high schools in the state, based on student proficiency 

scores in reading and math. The graduation rate at this school exceeded the average 

graduation rates for the state.  In the category of quality teaching staff, this high school 

ranked in the top 10% of schools in the country for percentage of teaching staff with 

masters degrees or doctorate degrees. The State Department of Education awarded this 

high school a “B” rating. The rating is based on the Grade Accountability System that 

considers academic outcomes and overall student growth.    

 

Books? This is Student Teaching 

My first interaction with Colin transpired through a brief email conversation prior 

to the student teaching semester. Most of the student teachers reported to their school 

placement sites, to begin their field practicum, during the first week of August. In late 

July I contacted these student teachers, via email, to introduce myself as their university 

supervisor and to provide a brief overview of the student teaching seminar. Part of this 

overview included information regarding two required textbooks for the seminar course. 
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The following day I received a reply from Colin. In this message he expressed some 

confusion concerning the nature and purpose of field practicum: 

If I may ask what will the books you mentioned be used for? At least from what I 

have been told in the past about student teaching there are no traditional texts, 

tests or assignments and it seems strange to have books for the practical portion of 

the program (7/27/14). 

Throughout the semester, Colin openly and plainly disclosed his opinions during 

seminar discussions and in his written assignments. He had eagerly anticipated this final 

student teaching semester, as he prioritized the importance of practical experience in 

learning to teach.  

I have been waiting for this [student teaching] for awhile. Talking about theory 

and ideal situations in my courses has gotten very old and redundant. I was very 

ready to have a practical component to my education. Learning to teach is like 

learning Photoshop, reading is only going to get you so far (9/12/14). 

Although Colin tended to favor the practical and experiential aspects of learning, he was 

somewhat skeptical of the value and purpose of student teaching within the larger context 

of teacher preparation.  

Honestly it [student teaching] feels more like a formality than anything… but a 

necessary and helpful formality. I feel like if I was given a job tomorrow, I would 

be able to keep my head above water…I know how to not-drown (9/12/14). 
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A Moment of Self-Realization 

 Colin continued to grapple with the disconnection he perceived between theory 

and practice. He started to notice incidents where textbook answers, to which he was 

accustomed, were not always the appropriate or effective solution for a particular context 

or situation. He recounted a memorable interaction with a student: 

I asked for the class’ attention and began going over bell work. I asked the 

students, “What time of day do you think is best to photograph?” I scanned the 

room and noticed that J [student pseudonym] had her phone out and no papers on 

her desk. I directed my question to her (9/19/14).  

 “J [student pseudonym], what did you write for question one?”  

 “I don’t know…I didn’t do it.” She almost inaudibly responded 

 “Ok. What were you going to write for it?”  

“Umm…sunset cause you get all the colors.” she said, 

“Alright, sunset gets you those cool golds and oranges. Thank you, 

"J”…then a little bit quieter, “Could you get your bell work out for me?” 

“Yea” she answered…I thanked her and continued on with the discussion. 

After Colin retold the specifics of this personally memorable incident, he considered his 

intentions, filled in some of the contextual gaps, and negotiated the meaning that he 

captured from this event.  

This student is one that has caused a lot of distraction in the past, and so I think I 

was quicker to call her out than I would be with other students…I feel like asking 

for participation…before asking if she can get her bell work out is less 

confrontational (9/19/14).  



 162 

He determined that his approach, in this particular situation, contradicted his 

understanding of best teaching practices. However, in this specific context, he felt that his 

actions were appropriate, balanced, and ultimately successful.       

Although I realize this “gotcha” sort of discipline is not generally 

recommended… I think it was along the lines of a compliment sandwich where 

the negative is mixed with the positive. This moment stood out, because it was the 

first time that classroom management felt fluid and successful for me (9/19/14). 

 Colin continued to explore this incident through the lens of classroom 

management, and he pondered his own attitude toward this student as well as the nature 

of these classroom disruptions. As a result, he arrived at a moment of self-realization 

where he was able to uncover a previously hidden facet of self-understanding: “I think 

my own frustration is as much a cause of [my own] distraction as the student’s actions” 

(10/2/14).  

 

Constructing a Creative Outlet 

Colin realized that his personal frustration was actually interfering with his focus 

and affecting his professional growth and development. As a result of this insight, he 

eventually decided to explore how artmaking could serve as a creative and emotional 

outlet for the commonplace irritations he encountered during his teaching. He began this 

project by chronicling the different bits of dialogue that caught his attention during each 

day, no matter how minute or inconsequential the statement seemed to be.  

As a teacher you see multiple classes a day and teach them roughly the same 

content. So, not only is what you say repeated a lot, but it turns out so is 
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everything you hear. I have been making a list of the things that I notice that 

students say that stick with me for some reason or another…whether it is 

annoying, funny, or makes me think. I am going to use this as a way to vent and 

to reflect on some of the more unexpected interactions with students. These are 

my favorites so far (11/14/14).  

"Mister"… All of the students call all of their teachers this…I just find it funny 

that they don’t attach a last name to the Mr.  

"Mister, why do you type so fast?"… The question was why rather than how…I 

thought it was crazy. 

"Why are we taking notes? This is photography!"…This one I thought was both 

funny and a little offensive. 

 In the end, he decided on three pertinent phrases from his compiled list to use as 

the conceptual basis for his artwork series titled Broken Records. The final version of this 

series included three 30”x 48” color printed posters. These artworks embraced a graphic 

design quality that combined a deliberate arrangement of typography, color fields, and 

digital illustration (see Figures 22-24). 
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Figure 22. Poster one from Broken Records Series. 
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Figure 23. Poster two from Broken Records Series. 

 



 166 

 

Figure 24. Poster three from Broken Records Series. 
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 Colin pursued artmaking as a productive outlet to release difficult emotions 

before they amassed into a destructive attitude of negativity. In his own words he 

described his approach and reflection upon his series Broken Records: 

In my experience there were certain things that students would say that stuck 

around sort of like a bad itch that you can’t scratch away. I decided to redirect my 

annoyance with these phrases, and repurpose it as fuel for creating art. As with 

any job, teaching has its many pros and its many cons, but rather than letting these 

small cons stew, as an artist I am able to take those negatives and turn them into 

positives in another area of my life (12/5/14). 

 These works were created with the intention to vent difficult or negative 

emotions. Colin realized earlier in the semester that small, everyday irritations had the 

potential to amass into something a more persistent form of negativity.  He noticed that 

the resulting frustration was influencing his teaching and possibly affecting his long term 

professional growth.  Artmaking allowed Colin to identify, address, and ultimately 

release some of these building tensions.  As a final reflection upon this process, Colin 

expressed his desire to continue these artworks with an intent to expand toward a more 

positive product.  

I have created these posters as a way to vent and release tension…As my teaching 

career continues, I expect that I will accumulate more phrases and more posters to 

vent my frustration in a more positive manner (12/5/14). 
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The Case of Jordan 

Introduction 

 Jordan was a twenty-two year old, female who had been placed in local high 

school for her student teaching practicum. Jordan was an undergraduate student, majoring 

in art education, with an artistic background primarily in 3-D art. Jordan recounted that 

her interest in art ignited, when she was a young girl, around the time that she entered 

school. “I was so overwhelmed by everything around me that I didn’t know how to 

process it” (9/12/15).  To Jordan, drawing became a tool she used to focus and 

understand the world around her. Art was the primary method she used to express her 

thoughts and communicate with others.  She had several people in her life who 

influenced her decision to become a teacher. Jordan’s father, though neither artist nor 

teacher, was a model of patience and understanding to her. “He taught me that helping 

someone who was struggling could be beneficial for both people involved” (9/12/14).  

Her memorable teachers, from middle school and college, taught her the importance of 

prioritizing, taking risks, and collaborative learning.  

Jordan considered sculpture to be her strongest art milieu. She entered student 

teaching with previous teaching experience in community settings, having taught art 

classes for elementary students at the local Boys and Girls Club over the past five years. 

During the prior semester, she had also been a 4th-5th grade student instructor for 

elementary students enrolled in the Art Education Division’s Saturday community art 

program. As with Andrew and Colin, this hands-on experiential course was a prerequisite 

for student teaching practicum.  
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 Jordan described her teaching approach as patient, relaxed, and unsure. She 

recognized uncertainty within herself, yet it was something that she camouflaged from 

others. “While many people may see me as embodying the first two words, those [people 

who are] closest [to me] often see what happens when I can’t keep up with the stress” 

(9/12/14). Jordan expressed that she was “trying to stay open-minded about what to 

expect” during her student teaching experience (9/12/14). She hoped she could model a 

positive attitude and contribute to a calm environment for her students.  

  She hoped that her interactions with students would facilitate an appreciation for 

art, improvement of artistic skills and overall intellectual growth. Personally, she wanted 

to leave her student teaching experience feeling confident and prepared to enter “the real 

world as a competent teacher” (9/12/14).  She envisioned a future where she would have 

the opportunity to teach high school sculpture, perhaps in a different state, where she 

could experience new people and new environments. “I would mainly love, Love, LOVE 

to teach sculpture to high school students” (8/19/14). To her, art served as a fundamental 

means of self-expression, and the hands-on nature of sculpture naturally entailed problem 

solving opportunities.  

 

School Description 

Jordan had requested a high school level practicum placement where she would 

be able to teach at least at least one class in sculpture or ceramics. She was placed in 

large public high school that included grades 9-12. At the time of this study, minority 

enrollment made of 30% of the student body with roughly 20% of the student population 

identifying as Hispanic.  The second largest enrollment group, at 70%, identified as 
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white. A little over 14% of the student population qualified for free or reduced lunch. The 

school has been listed in the top 10% of high schools in the state, based on student 

proficiency scores in reading and math.  The graduation rate at this school exceeds the 

average graduation rates for the state by 20%.  

 In the category of quality teaching staff, this high school ranked in the top 10% 

of schools in the country for percentage of teaching staff with master’s degrees or 

doctoral degrees. The State Department of Education awarded this high school an “A” 

rating. The rating is based on the Grade Accountability System that considers academic 

outcomes and overall student growth.   

  

An Early Start 

Jordan began her student teaching practicum somewhat differently from the 

university’s typical field experience structure. Her particular school district started the 

school year during the first week of July; therefore, she embarked on her student teaching 

journey nearly four weeks before any of the other art student teachers in this study. This 

district start date placed Jordan’s early practicum right during the middle of the 

university’s summer semester rather than the typical fall semester. This meant that there 

was a gap in supervision. Technically, I was the designated supervisor for the fall 

semester, so a permanent faculty member was assigned to act as a temporary supervisor 

until I was allowed to take over supervision duties in August.  

In an email to the university supervisors, the University's College of Fine Arts 

Field Experience Coordinator suggested the following outreach for these early starting 

student teachers:  
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It might be a good idea if you do not know the student teacher, to send him or her 

an introductory email so that they don't feel uncertain or forgotten as they start the 

semester (K. Nolan, personal communication, June 30, 2014).  

I sent an email to Jordan in July. I already knew her cooperating teacher, as we had 

worked together with student teachers in previous semesters. Although I contacted Jordan 

during her early stages of student teaching, I would not be able to schedule my initial 

visit until she was over a month into her practicum.  

 

Encountering Uncertainty 

 Jordan approached her student teaching experience with somewhat contrary 

aptitudes. On the one hand she readily embraced a heartfelt desire to learn, but at the 

same time she wrestled with feelings of uncertainty and self-doubt. She described her 

own encounter with these perplexing extremes:  

My current experience is both exciting and terrifying. I am overjoyed when I 

come across any success, but the moments I realize I’m unprepared are 

horrifying! My supervising teacher has sympathy, and told me that the latter 

moments can be abrupt and surprising, especially with such little experience. 

It is weird, in some ways I feel completely at home. I can’t describe how 

comfortable I feel working with students in ceramics. The irony is that this was 

not always my strong suit, but I know exactly how to break down lessons for this 

medium, and I have so much fun showing the process to the students. 

At the same time, everything can be foreign too. I am in such unfamiliar territory 

with teaching 2-dimensional classes. While I generally feel comfortable with my 
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role as an educator…I think I need to work on my role as a student myself. I need 

to make sure that I ask more questions and to recognize what support I need 

(9/12/14). 

 Confronting paradox was both an interesting and uncomfortable phenomenon for 

Jordan, as she began to piece together her experiences and accompanying feelings. In 

addition to grappling with the complexities of contradiction, she disclosed the distressing 

impact of uncertainty and self-doubt: 

I feel like I am flying blind at times. I try not to show it but often that mean that I 

never address it, and it grows into a much bigger problem. While many people 

may see me as embodying patience and composure, those close often see what 

happens when I can’t keep up with the stress. Dealing with this in a healthy way 

is something that I hope to master during student teaching (9/12/14).  

 At this point Jordan was able to talk about difficult feelings, and she was even 

able to trace the trajectory of this erupting stress bleeding into different facets of her life 

outside of teaching, and impinging upon holistic sense of well-being. She was struggling 

to cope with the physical and emotional aftermath of these tensions and demands.   

 

Oops! Oh I See! 

 As the semester continued, Jordan became more acclimated to her environment 

and her role in the classroom. She was a keen observer and took the time and care to 

notice details and connect these to contexts and larger ideas.  

I find myself observing things that often are ignored or unexpected. For example, 

often when I speak with a person there is a text and a subtext to the conversation. 



 173 

The subtext is usually shown through body language, past interactions, or how the 

person listening views the person speaking (10/10/14). 

She was sensitive to her students’ reactions, and ruminated upon the potential impacts her 

teaching interactions had on students’ connection to and appreciation of art as a valid 

subject and of artmaking as an important form of communication and understanding. 

Although Jordan verbally expressed that she wanted to create a community-oriented 

teaching environment, she struggled with trying to negotiate her role as teacher and 

balance authority with choice. 

On Wednesday of this week, I walked around the class of Ceramics II and III 

students. I had just checked in with each group about their goals for the day and 

they began working. One student from the wheel-throwing group (made of four 

ceramics 2 students) looked distraught as the advanced students explained that he 

let his cylinder dry too much and it would be impossible to add a handle to make 

it a mug. As he was about to crush it, I piped in. 

“Alex wait! You can add moisture to the clay to add the handle, don’t throw it 

away!” 

He cocked his head and replied, “Should I just spray it?” 

“No, you’ll just need to wrap the walls in a wet paper towel,” I explained. 

“Well, it just might get moldy then, that’s what happened with Susan,” A student 

added. 

I instinctively smiled before explaining, “Well she left her piece untouched for 

two weeks, his piece wont mold in the next five minutes.” 
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I moved on to help others, but when I later went to help the student who replied, 

her answers were short, and almost rude, for the rest of the period. My immediate 

reaction was anxiety. I began to worry about my earlier comment to her 

suggestion and felt guilty about how unkind it could seem. As a result I found 

myself over compensating in my compliments towards her work (10/3/14). 

Although Jordan still regularly encountered problematic situations and sometimes 

disappointing results, she began to examine these incidents with the goal of stepping back 

to understand the situation itself. Jordan still acknowledged her feelings, but she was able 

to suspend this judgment long enough to consider the context, its components, and 

different points of view. Instead of pursuing a path that led to cycle of self-deprecation, 

she started to recognize the moments of success that she achieved: 

At the end of the period for advanced ceramics, students began to clean up their 

supplies and areas. I looked around to check on their progress and ensure that 

everyone was cleaning well. As I was walking through the room I noticed one of 

the students moving slower than usual. I approached him to find out what was 

wrong.  

“Mark is everything ok?” 

“Yeah sure.” He replied, snapping back into faster rhythm 

“How is your wheel inquiry going?” I asked 

His shoulder immediately dropped again: “Oh. I can’t get any of my 

pieces to center right! I tried like three times and they always fell apart.”  

“Well why don’t you tell me what you are doing for each step.” 
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As he explained how he was making his piece, I realized immediately one of his 

steps was done completely wrong. I let him know how to alter the technique for 

the next day.  

By the end of the next day, I found Mark again and I asked him how the project 

was going. He immediately told me that changing the step got rid of all of the 

issues he was having before. I was so excited to see how simple the solution was 

for this student, and most importantly that he felt proud of himself for solving the 

problem (10/3/14).  

Jordan was elated by her experience with this student. She pointed to the benefits of 

approaching a potential issue with a positive attitude and a sincere interest in 

understanding the student rather than jumping to conclusions.  

I tried to use positive thinking with Mark. Rather than telling him he did poorly, I 

focused on ensuring him that he had the ability to improve. I gave him 

suggestions on how to possibly adjust his technique rather than hovering over him 

to look for mistakes. As a result he had some independence in his wheel throwing 

which gave him confidence to problem solve (10/3/14).  

With her students, Jordan was able to embrace the notion of learning as a process of 

growth, and she longed to view her own practicum as a learning experience. In fact, 

almost every one of her assignments included an affirmation or reminder that it was ok to 

make mistakes (see Figure 25). 
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Figure 25. Self as teacher (image created during the first seminar).   
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She still had difficulty allowing herself the same leeway she afforded her students in her 

own process of learning to teach. 

I can’t help but notice that I am running into many mistakes in my methods as 

they come. I have learned to include [my cooperating teacher] more directly in my 

planning, so we can work together to trouble shoot, but I have still have some 

gaps in what is necessary to consider for each lesson (10/3/14). 

 

Reinterpreting Experience: Surprises 

 When Jordan discussed her artwork, she reconfirmed the value she perceived in 

the concept of process. To her, this unfolding was a necessary component of problem 

solving that ultimately provided a means of understanding. She communicated her own 

artistic approach:  

I make art in order to understand the world around me. I usually approach my 

work as an answer to a question. The process is just as important [as the product] 

because many times I will realize something during my construction that changes 

my approach. In this way the lens I look through is both conceptually and process 

based…Art should inspire people to investigate their own behaviors and the world 

around them (10/10/14).  

 For her final project, Jordan was inspired by a clay bust lesson plan she designed 

for her advanced ceramics class. She relished the idea of connecting this project to her 

daily teaching, as she would be able to create art side-by-side with her students. This 

would also be an opportunity for her “to take the chance to be introspective” (10/31/14).  
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I want to reflect on my growth as a student teacher. I would like to represent my 

inner working progress…the turmoil and the catharsis of this process (10/31/14). I 

want to create pockets [components] that illustrate a still growing and changing 

person. I am truly excited to see the final product! (11/4/14).  

During the Thanksgiving break I received an email from Jordan. The final 

seminar was less than a week away and all of the student teachers were expected to 

present their final projects during that meeting. Jordan explained that she visited her 

classroom over the break only to discover that her ceramic self-portrait had exploded in 

the kiln. She had already started a collage, in lieu of her original project, and assured me 

that she would put in the necessary time and effort to make it worthy of a final project.  

I felt compassion for Jordan, because she had been so excited about this sculpture, 

and the timing was clearly unfortunate as well. I was concerned about the additional 

stress this may cause her given the scarce amount of time remaining in the course. All of 

the student teachers had a lot on their plates during this last stretch of student teaching 

such as: final evaluations, teaching portfolios, final projects, and certification paperwork 

…and those were merely the things that I was aware of in their lives.   

I wrote her back to let her know that she was more than welcome to make a 

collage; however, I did not expect her to begin a new project from scratch. She could still 

talk about the ceramic bust and bring in the exploded pieces for the final seminar. Jordan 

seemed hesitant to display the shattered sculpture and considered a number of different 

artworks that might serve as suitable substitutions.  

 Jordan arrived late to the last seminar, which was unusual, as she had been 

consistently punctual throughout the semester. She opened the heavy classroom door, 
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wrestled a cardboard box into the room, looked up and sheepishly smiled while 

apologizing for being late, and sat down in the nearest chair.  

 When it was her turn to present, Jordan pulled open the flaps of the cardboard 

box, and lifted out a surprisingly large, oblong form that she placed on the display table. 

She reached back into the box and pulled out two medium-sized shards, one in each hand, 

and arranged these pieces next to the large freestanding form. All three segments were 

made from an earth-toned, bisqued clay, and together they revealed the recognizable 

features of a human face. Jordan titled this artwork Surprises, and explained her process 

and concept (see Figure 26): 
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Figure 26. Final product of artistic inquiry, Surprises. 
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My original plan for my final artwork was a metaphorical and literal self-

exploration. I wanted to look at the actual process of growing into a student 

teacher while showing the vulnerability caused by this process. In a strange turn 

of events, my process became more vulnerable than I intended, and I opened the 

kiln to find my bust in shambles. I thought I would be devastated to see the 

carnage, but I just went home and laughed. I finally realized that the best way to 

represent my student teaching experience was to embrace my mistakes.  

When I first started this project I wanted to show the struggle and the awkward 

experience that is student teaching. The only problem is that this representation is 

so dreary. The whole intention was that these mistakes and quirks are what made 

me realize that I am on the right path.  

 

Rather than bracing myself for failure…or convincing myself that it will be 

alright, once I have practice. I can look at this sculpture and smile. I look at the 

dents, the cracks, and the rubble….and I see a memory, an effort, and a lesson.  

I love these mistakes! They remind me of the joy of learning, [which] is why I 

went into teaching (12/5/14).  

 

Encountering tumultuous emotions, navigating contradiction, and learning how to 

cope with the ensuing stress is often the reality of the student teaching context. Jordan 

struggled with trying to navigate and balance two conflicting perspectives: the first 

entailed her desire to create a student-centered learning environment, and the second 

encompassed her drive to embody the role of teacher as expert. The friction created from 
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these opposing viewpoints, often creates situations of uncertainty that can lead to 

disappointment and frustration. Through the unexpected and unforeseen means of an 

accident within a time constraint, Jordan was able to step back and re-examine her 

artwork in an effort to reveal potential meanings and connections to her student teaching 

experience. During this process she was able to re-evaluate her expectations of self within 

the role of teacher.  
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The Case of Denise 

Introduction 

Denise was a fifty-six year old, female who had been placed in local high school 

for her field student teaching practicum. Denise described herself as an “empty-nester” 

(8/19/14).  Now that her children were grown she was interested in finding time to follow 

her own interests and passions. Denise was a mother of three boys and she frequently 

compared her role of a mother to that of teacher. “As a mother of three I have been a 

teacher for the past twenty-six years. Teaching is an ongoing event in one’s life that never 

expires” (9/12/14). Her older boys had graduated from college and were working, while 

her youngest son was still attending college. She indicated that her children were the 

most influential people in her decision to become an art teacher. “My middle son strongly 

encouraged me to quit my retail job and go back to school and finish my certification 

requirements” (9/12/14).    

In addition to her children, Denise specified her college ceramics teacher as a 

significant influence in her view toward teaching. She described him as supportive, 

encouraging, approachable, and available for his students. “He thought everything was 

we made was the best thing ever and he gave us a sense of belonging and success” 

(9/12/14).  She connected with his hands-on approach to art, and she enjoyed the variety 

of techniques he introduced as well as the assortment of projects that students were able 

to attempt. According to Denise, “My most memorable teachers when I was in school 

were the ones who had a great understanding of how different students are with their 

learning” (9/12/14).  
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Denise had a great deal of art training and experience under her belt, prior to 

returning to school, as a post-baccalaureate student, to complete her art teaching 

certification in the Art Education Program. She had both a Bachelor of Fine Arts (BFA) 

degree and Masters of Fine Arts (MFA) degree in ceramics, and twenty-nine years of 

experience as a studio potter.  As part of a student fellowship she had even traveled to 

Japan and South Korea to study ceramics.   

In addition to studio experience, Denise also had a fair amount of teaching 

experience, mostly working with elementary students and adults. Her earliest teaching 

experiences were informal opportunities.  When her children were young, she visited 

their classrooms to do clay projects with the students. Children from the neighborhood 

would come over to play with her boys, and she would help them make pottery in the 

garage and taught them to paint using colored slips.  Denise enjoyed working with 

children and the community, so she has always found time to volunteer and share her 

talents. At the time of this study, she volunteered, one day a week, at a local community-

based studio program.  

During the previous summer, she taught a Clay Course at the community studio, 

for children ages 9-12. She had spent a year working, as a visiting artist, with a local 

Elementary school. Denise also had experience working with adult populations. For a 

year she taught an adult continuing education ceramics course, and she spent two years 

working as a temporary instructor, in two Midwestern colleges, teaching undergraduate 

ceramics courses.  

  In response to a question about her teaching qualities, Denise described herself as 

a passionate individual driven by curiosity, and she believed that most people share this 



 185 

quality. “I believe that we are all lifelong learners that have something to offer others, my 

life and art experiences have given me much to share” (9/12/14). As far as Denise’s goals 

for student teaching, she wanted to develop her skills in classroom management, 

organization, and understanding student interests. She wanted to learn how to be a 

“teacher that students want to learn from” (8/19/15). Her student teaching concerns 

focused on her relationship with students and her own confidence in subject matter.  

Denise’s artistic expertise was in clay and ceramics, but she wanted to learn how to teach 

a variety of media and “feel knowledgeable enough to teach any art subject” (8/19/15). 

Denise hoped to be able to develop a respectful rapport with her students, and to learn 

how to plan and present “interesting” curriculum. Denise did not want to lose sight of her 

personal long-term goal of developing, enriching, and advancing her own artwork.  She 

also hoped to be able to master a balance amongst her responsibilities to her students, 

administration, and self.  

 

School Description 

Denise completed her practicum in large public high school that included grades 

9-12. At the time of this study, minority enrollment made of 93% of the student body 

with roughly 83% of the student population identifying as Hispanic.  The second largest 

enrollment group, at 7%, identified as white. A little under 40% of the student population 

qualified for free or reduced lunch. The school was categorized as Average Proficiency, 

based on student proficiency scores in reading and math.  The graduation rate at this 

school is higher than most within the district, but about average for the state.  The State 

Department of Education awarded this high school a “C” rating. The rating is based on 
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the Grade Accountability System that considers academic outcomes and overall student 

growth.    

 

The Beginning 

Denise began her student teaching experience with excitement and hopeful 

anticipation. She specifically requested to be placed in a particular classroom that she had 

observed during previous semesters. Denise mentioned that her cooperating teacher did 

not typically mentor student teachers, but was willing to make an exception in her case. 

She was impressed by the hands-on projects that the students did in class, and felt that 

she and her cooperating teacher shared common ground. “Currently I am excited to be 

student teaching because I feel that I have a superb mentor who I get along with and am 

in sync with” (9/12/14).  

Although she was hopeful, Denise was aware of the differences between the 

situation of practice teaching and teaching on her own, and she was apprehensive about 

finding her place during student teaching, feeling prepared, and developing the capacity 

to teach. 

There is a lot to learn and I often think how would I handle this or that situation? I 

realize that I am very protected right now by having a mentor teacher in the room 

with me and wonder how would I manage a classroom that is difficult?…Slowly, 

I am feeling more relaxed about being in the classroom and not feeling so serious 

about how to get everything in…I am learning [to] just be myself and have fun 

and allow for time in developing projects. Planning projects is not set in stone and 

I am trying to learn not to sweat it (9/12/14). 
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What is My Role?   

 Over the next few weeks, Denise’s apprehension evolved into feelings of 

frustration as she related the conflict between her need for organization, structure, and 

guidance, and her practicum environment of “learning how to wing it” (9/16/14).  She 

described the days that she was able to lead the class, with a substitute teacher in the 

background, as a “good experience” (9/16/14).  

I knew what we were doing in our two classes and was comfortable teaching 

them. The first sub I had on Wednesday was a woman who was happy to have me 

take the lead. Mostly the students were working on projects and it was an easy 

day. 

The second day I had a different sub and he let me take the lead as well but 

insisted on taking attendance, which is ok, but once he was done he was off to the 

office and the students who were tardy were marked absent. I gave the sub the 

tardy passes so he could make the corrections. On Friday the slips were still on 

the desk so I went and turned them into attendance. (9/16/14) 

Although Denise was relieved to have the opportunity to lead the class, she 

struggled to negotiate expectations, in terms of responsibility, between herself, as the 

student teacher, and the substitute teachers. On the one hand, the substitute teachers were 

more than happy to let her teach the class, in fact one substitute didn’t even stay in the 

classroom, yet on the other hand she was not permitted to take charge of attendance. In 

the end, she found herself in the position of fixing the mistakes for the very task that was 

determined to not be her responsibility. These mixed messages conflicted with her 
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understanding of “teacher,” and highlighted role instability as she sought to navigate and 

make sense of her seemingly ambiguous position within the classroom.  

Denise’s confusion in negotiating her place and navigating her role was further 

intensified by an interaction she experienced with a faculty member after a school 

meeting: 

It was a collaboration day and the teachers came to [school name] this month. The 

meeting was in our room, so I turned on the projector and set up. The teachers all 

talked about their issues with nothing too pressing….After the meeting [teacher 

name omitted] invited me to see her room. She gave me an earful about my 

mentor teacher. When [my teacher] returned on Friday I got an earful from him as 

well.  

I really don’t want to get involved with whatever is happening between the two 

[teachers] because if this is a place that I want to or can get a job then I don’t want 

to give the appearance of taking sides. I feel it’s in my best interest to get along 

with my learning. Each teacher is good at what they do and I hope to learn from 

them both (9/16/14). 

Although Denise experienced turmoil in these problematic situations, and felt 

increasingly frustrated, even disheartened, over the personality incongruencies between 

herself and her cooperating teacher, she was able and willing to consider how she could 

frame her current and future experiences within an attitude and perspective toward 

growth.  
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Identity and Desire 

 As Denise looked into her personal art process, she noticed that her art was 

largely influenced by her personal background and experiences.  

I was impressed by my grandmother who had her house filled with paintings she 

did herself in community classes…I spent a lot of time at her house and I was 

impressed. I would just make things and show her what I was doing and she 

encouraged me. It was something I felt I was good at (10/10/14). 

Denise elaborated on the idea of art as a means of personal understanding and a symbol 

of competence, which was recognized and supported through the encouragement of her 

teachers. 

The biggest impact art had on my life came when I went to college. I had amazing 

teachers for the first time and without any instruction it came easily to me…I was 

encouraged by the skills I thought I had and with an awesome teacher who loved 

everything his students did…I kept going (10/10/14). 

Although outside encouragement was Denise’s original incentive for creating art, 

she eventually looked to art as means of growth. “There is an innate force inside me to 

create…I allow my work to evolve…some of my work is good and some of my work is 

not so good, but I believe that you have to make art and practice all the time to evolve” 

(10/10/14). Most of all, artmaking defined a sacred space, to Denise, where she could 

unabashedly set her own parameters, recharge her energy, and tangibly express herself as 

both and artist and an individual.  

Once I’m in the studio I am in a trance and I can get lost for hours. I only produce 

one of a kind pieces and I do not take specific requests. If someone wants a bowl 
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they can buy what I [already] have. I work and produce pottery that I feel proud 

of and it is her for the taking, or not, I don’t want to be told what to make or do. I 

have a very difficult time with people who want very specific things. I have 

worked to build a reputation for artwork, that is unique and a style of my own, 

and I don’t want to compromise my work…My hope is that patrons who 

appreciate and respect my individuality will also give me artistic license to 

produce what comes within (10/02/14).  

For her final inquiry project, Denise desired to artistically explore and 

symbolically depict her personal journey of becoming an art teacher through the medium 

and form of painting. She hoped that the visual gesture of the process of becoming, her 

process of becoming, would ring a note of familiarity that may draw other educators to 

connect through imagery.  

The basis for my work will be to document an intimate and personal road trip 

from one place to another and finally reaching an end. However, when one 

journey ends another begins and my painting will include the past, present, and 

future of this journey…I would like to embrace [an audience of] educators who 

can identify with the imagery in its conclusion. Each teacher has their own story, 

but I believe there are common occurrences that connect us all together 

(10/31/14). 

 Denise began this artistic inquiry by looking into herself and into her past. She 

was anxious to identify and examine the significant events, feelings, perspectives that 

contributed to her current state of being. She documented and organized her recollections, 

discoveries, insights, and decisions through class discussion, written language, and a 
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hand-drawn mind map that included visual symbols and narrative imagery (see Figure 

27). 

 

    Figure 27. Denise’s visual mind map for final artistic inquiry. 

 Denise brought her visual mind map to seminar for a working critique. From under the 

table, she pulled out a long tube of newsprint. She rolled down the yellow rubber band, 

from the center of the tube, until it bounced off the bottom of the cylinder and the gray 

paper began to unroll on its own. She smoothed out the creases and proceeded to explain 

her project, in-process, to her student teacher peers.  

This is my mind map/ look into my childhood and my education as a kid and how 

this has led me to teaching. I am exploring the reasons why I have ended up where I 

am. My journey has been a long one! I was a terrible student as a kid and 
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throughout high school. I was lucky enough to go to college, but was on a 

probationary period…One of the biggest things that brings me into teaching is 

never having that [consistent] person in my life encouraging me… This experience 

has led me to want to reach out to kids and let them know that whatever they are 

doing is good. As long as they are trying, that is all that matters! This project will 

represent me in an abstract way…Feedback?” (11/14/14). 

Denise’s peers offered suggestions, as fellow artists, and support as, fellow becoming 

teachers. Erin was able to empathize with Denise’s personal narrative of feeling on fringe 

during high school and believed that other students may be experiencing similar feelings. 

From an artistic perspective, Colin wondered why she chose to paint this important work 

rather than represent her deep exploration in a familiar form, such as a ceramic vessel. 

This was a suggestion that Denise seriously considered and chose to address in her final 

artwork.  

The quest to become an art teacher.  Although Denise artistically identified as a 

3-D artist, specializing in ceramics, she intentionally selected a large scale, 2-D format, 

along with an unfamiliar medium, of oil paint, for this particular artwork.  Along with 

product of story and indication through image, she was also interested in connecting the 

artistic form and process an embodiment of symbolization and connection to the process 

of becoming within teaching and learning.  

I wanted to make a statement…I decided to use oil paints rather than ceramics 

because painting takes me out of my comfort zone. I believe that the idea of 

comfort zones play a role in being a student and in being a teacher. Both present 

challenges that come unforeseen and we all use our instincts to problem solve.  
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This has been my approach to select oil paints as a medium for this work 

(12/05/14). 

 Within and throughout this artistic inquiry, Denise documented and described her 

artistic choices, in great detail, as they related to her personal student teaching 

experiences, understandings, reflections, and journey toward becoming an art teacher (see 

Figure 28). 

Along the way I had a background and foreground done, but I painted over it 

because I wanted to include some messages in the painting for the viewer, and I 

realized that the paint needed to be wet. This I can relate to being in a classroom 

with reflecting, revising lessons or ideas to better present next time- working and 

teaching is always in progress, in order to grow.  
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Figure 28. Denise’s artistic inquiry in-progress (early stages). 
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I taped out areas that would map out the composition. This was about creating 

boundaries and keeping things contained and organized. When teachers enter an 

arena they have to be prepared. If the teacher shows up unprepared for a lesson 

then the classroom becomes chaotic, and this is revealed under the taped out 

areas. If the students don’t have a clear idea of the expectations, they become 

bored and unproductive. This was a big lesson for me to learn in my student 

teaching. At times I thought “just make art” and lessons were easy, but I now 

know that lessons are thoughtful and carefully planned for the success of the 

student (see Figure 29). 
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Figure 29. Denise’s artistic inquiry in-progress (mid stage). 
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As I kept working, I was thinking about adding different mediums. I thought 

about the diversity in school and about the diversity of students’ learning styles. 

By adding and mixing the different mediums I felt this was similar to how the mix 

of students in a school all come together and figuring out how each needs to work 

together. During my student teaching I saw firsthand how balancing mixes could 

be tricky…Teachers have to find solutions for fitting mixes together, just as I 

have done with each of the different mediums. A classroom is like putting a 

composition together; it needs elements of balance, repetition, contrast, harmony 

and unity.   

Finally, I collaged in some more realistic details into the painting to highlight 

specific points more clearly. The heart, the silhouette of the little girl teetering on 

a tight rope, the spiral into the larger figure of myself, and the weights of grading 

that all tie in with my journey. This is where my heart is, because I feel that I can 

make a difference in that little silhouette of a child, as an adult in the arena 

running the show. Grades are important, but the weight does not completely 

define the student’s abilities, and I carry the weights in hope that I can deliver that 

message to my own students. (12/05/14)  

Denise was usually the first student teacher to arrive at the seminar meetings, the 

last to leave, and she readily and participated in discussions, presentations, and other 

seminar activities. Although she came early to the final seminar meeting, she was the last 

to volunteer to present her work to the class. After everyone else had shared their 

artworks and their stories Denise recognized that her time had come.  
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From under the table, she tugged at a thick black rectangular frame. She gripped 

the top of the frame and wiggled the piece back and forth to un-wedge it from the tight 

space between the legs of two adjoining tables. The large dimensions of the work made it 

difficult for Denise to navigate it to the front of the room. She used the ledge of the 

whiteboard as an anchoring point, and propped the artwork up, easel style, against the 

white background (see Figure 30). 
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Figure 30. Denise’s completed artistic inquiry artwork. 
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Denise briefly discussed her process to the other students and read aloud a poem, 

which she composed as an integral component of her artwork- her personal journey (see 

Figure 31). 

 

To Whom It May Concern 

Underlying chaos is exposed 

Crossroads like footprints 

Track what has now been traveled 

Sears of discouragement weigh heavily 

Revealing a spiral up into an arena of  

Defeat overcome 

Still alone in that arena 

Giving of myself what I lacked 

Needy hands tug and pull 

Wanting enrichment 

I stand on my heart  

To Whom It May Concern: 

On a platform of an  

Enlightening experience 

 

Figure 31. Denise’s poem to accompany her visual artwork (12/05/14). 

 

In this chapter I presented the data, in the form of individual narratives, for each 

student teacher participant. In the following chapter I present the findings from the study 

in relation to the three research sub-questions and link my findings to the literature.  

 

 



 201 

CHAPTER SIX – DATA ANALYSIS AND DISCUSSION 

 

 This research sought to address the meaning art student teachers made of their 

student teaching experiences within the space and context of an inquiry based seminar. 

Through this multi-case qualitative study I aimed to interpret the art student teacher 

seminar through the experiences of four student teacher participants in a university-based 

course that accompanied their student teaching assignments. The seminar implemented a 

scaffolded, inquiry based curriculum that offered a variety of methods meant to 

encourage inquiry and promote reflection amongst student teachers.  

During the course of the semester-long seminar, the student teacher participants 

explored and recounted significant events in their practicum experiences, challenging 

situations, difficult emotions, realizations, and turning points that comprised their 

individual journeys toward a greater self-understanding and growth. Although all of the 

participants shared the common link of student teaching, each student teacher entered this 

experience with a unique background and encountered situations particular to his or her 

respective practicum context.  

As the facilitator of this course, I designed and implemented a scaffolded, inquiry 

based curriculum that offered a variety of methods aimed to encourage inquiry and 

promote reflection amongst student teachers. The following question guided this research 

study:  

 How might participation in an inquiry based seminar impact the meaning student 

teachers make from their practicum experiences? 
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In order to address this overarching research question, I posed the following sub-

questions: 

 

1. How do art student teachers perceive and describe their teaching field experiences 

in a seminar space?  

2. What kinds of inquiry activities can facilitate reflection with art student teachers?  

3. How do art student teachers relate to and value inquiry based methods of 

reflection? 

In the previous chapter, I presented the data through constructed narratives for each 

student teacher participant. In this chapter the findings are arranged in relation to and 

order of the three research sub-questions listed above. Each section also discusses the 

data analysis and links the findings to the literature. 

 

Research Sub-Question One 

How do art student teachers perceive and describe their teaching field experiences in a 

seminar space?  

 The major themes located in the data focused on focused on affective awareness, 

vulnerability from uncertainty, desire for efficacy, and identity confusion. Janet Alsup 

(2006) contends that formal teacher education tends to ignore the intuitive, emotional, 

and corporeal factors that compose the affective dimension of teaching because it is 

messy, uncomfortable, and not easily explained by reductive principles, standards, and 

best practices.  One commonality across the individual participant cases, within this 

study, was the significance of the affective dimension of learning to teach, which 
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included the emotions, feelings, and physicalities that tend to inform one’s initial 

understandings and subsequent decision-making (Frank, 1999).  

This dimension of teaching was a surprising realization to the art student teacher 

participants during their field experiences. For instance, Andrew discussed his shock of 

both the physical and mental demands involved in teaching art, and the ensuing 

exhaustion from being on his feet all day, organizing lessons in his head, situating 

classroom space, the onerous focus required in giving his constant attention to numerous 

and simultaneous teaching tasks, the diverse needs of students, and his multiple roles 

within the student teaching experience.  

Throughout the seminar, the student teachers related their experiences in tandem 

with the emotions they confronted on a daily basis during their field practicum. These 

emotions fluctuated often and were frequently described as “intense” and 

“overwhelming.” Being situated within a boundary or in-between space of student 

teaching invited uncertainty, which was perceived as stressful to student teachers, as they 

felt the discomforts of not knowing and pressures to navigate different roles, 

relationships, and expectations (Alsup, 2006; Gaudelli & Ousley, 2009).  

Within the seminar space, the participants frequently related and gave meaning to 

their experiences by identifying, describing, and interpreting the varied emotions they 

ascribed to both their unique and shared experiences. The vacillating and fluid nature of 

these reported feelings encompassed and permeated a wide spectrum of emotions from 

excitement, to frustration, to satisfaction, to confusion, to guilt, to disappointment, to 

pensiveness and so on.  To ignore this component of the student teaching experience, 

would leave becoming teachers unprepared to handle the complex affective layers 
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involved in professional development and personal growth (Klein, 2008; Kuster et al., 

2015; Kuster et al., 2010). 

 Andrew. Andrew’s narrative revealed a shift toward an interconnection amongst 

the different roles he fulfilled during student teaching and ultimately an identity cohesion. 

During the semester, he encountered different tensions that contributed to a progressively 

splintered perception of identity. Student teachers are placed in the demanding position of 

wearing many hats and navigating different and conflicting roles, so it is no wonder they 

struggle with finding a coherent sense of self (Davis et al., 2008; Galbraith, 1995; 

Richards & Farrell, 2011).  

Andrew’s practicum experience began with an unexpected relocation to a 

different school that included a new cooperating teacher and an unfamiliar 3-D 

curriculum. Early in the semester, he encountered another unexpected situation when he 

was offered an actual art teaching position. The urgency of this job offer thrust Andrew 

even further into the realm of the unknown, and pressed him to rapidly analyze and 

consider the imbedded consequences and impacts this decision might have on his realistic 

need for employment and security versus his desire to cultivate personal and professional 

growth within his practicum placement. 

Britzman (2013) described learning as an emotional experience frequently marked 

by encounters of uncertainty and trepidation. These encounters are both stressful and 

difficult as Pitt and Britzman (2003) suggest, “include the risk of ambivalence and 

anxiety that is involved in an education rooted in the potential loss of self” (p. 769). As 

Andrew journeyed through the events of his student teaching experience, he became 

increasingly aware of the growing divisions between the different roles he assumed 
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throughout the daily course of his activities. As he struggled to promptly incorporate and 

make sense of these new endeavors, his relational understanding of his own identity 

started to compartmentalize and disassociate.   

Andrew chose to pursue an inquiry into self, through artmaking, as a means of 

exploring his “fragmented” sense of identity. As he artistically worked through this 

process, he was able locate interconnections amongst these fragments, specifically those 

between artist and teacher, to reconstruct a more associated and cohesive understanding 

of self. Many art educators struggle to negotiate, balance, develop or even maintain the 

many roles and dimensions that contribute to one’s sense of self-identity (Beudert, 2006; 

Carroll, 2012; Gradle, 2009; Lawton, 2012; Sullivan, 2012).  

Student teaching is a hurried, demanding, and often overwhelming experience that 

can leave a learning teacher little time and energy to integrate their different roles. In an 

initial effort to cope, art teachers tend to divert their attention away from artmaking to 

concentrate on teaching. This selective focus can furtively develop into a 

compartmentalized embodiment of identity where the roles of artist, student, and teacher 

become disparate and isolated fragments rather than living, interacting, and cohesive 

components of self (Beudert, 2006; Lawton, 2012; Sullivan, 2012).  

Andrew was able to recognize and build bi-directional connections between his 

art and teaching practices. A moment of realization from his teaching practice highlighted 

a gap within his artistic practice. He followed this line of inquiry that developed into 

dialogue or exchange between these initially separate constructs of self. As a result, 

Andrew was able negotiate, integrate, and reconstruct a more complex, interconnected, 

and informed emerging sense of identity.   
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Colin. Colin’s journey included a shift, in terms of personal recognition, that led 

to an appreciation of self-expression along with an emergent understanding of self. 

Colin’s experience was not marked by prominent disruption, amplified emotion, 

escalating tension, or even the inevitable fatigue that many teacher candidates encounter 

during their field experiences. Early in the semester it was apparent that Colin valued 

experiential learning, and he was anxious to understand teaching through a practical or 

pragmatic approach. He was outspokenly skeptical of theory, and he was not convinced 

of the relevant connection it had to his student teaching experience.  

Feiman-Nemser and Buchmann (1987) described student teaching as a 

tumultuous hybrid space between the theory laden world of the university and the 

practice driven world of K-12 schools. The field teaching practicum is located in the 

boundary of these worlds, which places student teachers in the position of negotiating 

competing interests, ameliorating ensuing tensions, and bridging the chasms between the 

disparate norms, goals and practices of each world. As stated earlier in Chapter Two this 

clash, known as two-worlds pitfall, and the related disconnect, known as theory practice 

gap, can often become too great for teacher candidates to reconcile leading to rejection of 

one world or overall disillusionment (Britzman, 2003; Valencia et al., 2009; Ward et al., 

2011). 

 Colin was critical of readily accepting the status of established teaching 

foundations, traditions, or structures as reified truth. At one point, he challenged the 

entire concept of student teaching. “Honestly it [student teaching] feels more like a 

formality than anything… but a necessary and helpful formality” (9/12/14). Colin 

questioned the validity of student teaching, in general, as far as its intended purposes and 
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supposed outcomes. He viewed it as akin to a ritual, or a tradition, that had become a 

token component in the sphere of formal education. Although he was not convinced of its 

assumed value, he accepted that student teaching was a “necessary” requirement for 

advancement, certification, and eventual employment, and he even acknowledged 

beneficial implications. Perhaps then, his original resistance was not so much a rejection 

of theory itself, but rather a rejection of the perceived privileged and exclusive status 

granted to theory within the university context.  

Colin was originally resistant to the idea of the student teaching seminar, and 

somewhat doubted the utility and benefit of the inquiry based activities to his teaching 

practice. I do not know whether his initial engagement with the class and curriculum 

stemmed from voluntary interest, obligatory expectation, or hybrid motivations; however, 

over the duration of the semester he became an increasingly active, involved, and an 

insightful participant in the student teaching seminar.  

He particularly connected with idea of recording “minor” moments in his teaching 

experience that gave him pause, and on his own volition, he continued to maintain a 

running archive of these events throughout the entire semester. During an initial 

examination of one of these moments, Colin connected the notion of disruption to an 

almost intuitive or immediate sense of frustration that he either attributed to the student or 

a lapse in classroom management technique. Eventually he came to the realization that 

his own frustration was a source of personal distraction, and these distractions further 

complicated the circumstance and prevented him from seeing past the situation. He 

ultimately concluded that he was an equal contributor to the issues he previously 

attributed to student behavior and classroom management.  
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Colin considered the ramifications of letting these slippery micro-frustrations 

fester. Though the incidents were minor, almost imperceptible, and usually disregarded or 

quickly forgotten, they were repetitious in nature, which arguably made them impactful 

in the long term.  Much of what is actually learned and incorporated by teachers consists 

of tacit forms of knowledge, meanings that are communicated, constructed and 

understood without ever actually being stated (Schön, 1983). Tacit knowledge is 

powerful in the sense that an individual is often unaware of this knowledge and how it 

can influence how he or she orients understanding and functions in the world. Both the 

rooted and clandestine nature of tacit knowledge makes it difficult to access and tricky to 

express or iterate into words (Cole & Knowles, 2000).  

Colin looked to artmaking as a means to release his feelings of frustration with the 

hope that the ensuing purge would help him to cope and redirect his negativity before it 

became destructive.  He also hoped the artistic process would refresh his intuitive 

dimension of self to be more receptive to opportunities for both professional development 

and personal growth. 

Jordan. Jordan’s narrative disclosed a shift that facilitated a revision of her 

expectations of self in terms of professional learning and growth. As indicated 

previously, she entered her student teaching practicum several weeks earlier than the 

other participants in this study. During these introductory weeks, she underwent an initial 

period of isolation from her student teacher peers, a gap in supervision, and a transition to 

a new university supervisor. Cole and Knowles (2000) warned of the potential issues of 

isolation in teaching. These feelings of aloneness tend to fuel “private fears and 

apprehensions associated with survival” in teaching (p. 142). When the notion of survival 
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supersedes the objective of growth, during the formative years of teaching, it becomes an 

increasingly difficult message to counter.  

 Throughout the majority of the semester, Jordan wrestled with personal feelings 

of uncertainty and self-doubt. Hetrick (2010) noted a similar pattern of self-deprecation 

and emotional distress in her experiences with art student teachers. As described earlier, 

the educational experience is inherently located in the realm of ambivalence, and this 

state of ambiguity can be a source of intense apprehension and angst (Britzman, 2013; 

Shipe, 2015). 

 Hetrick (2010, 2014) researched burgeoning teachers’ personal, pedagogical, and 

professional desires or expectations of who and what a teacher is. The most common 

fantasy, amongst the art student teachers in her study, embraced the desire to become a 

knowledgeable art teacher, which she referred to as the subject-supposed-to-know (2014, 

p. 3). In this pedagogical fantasy, the teacher represents an authority figure who is 

supposed to know most everything about art, and at the very least, the teacher should be 

much more experienced and knowledgeable than his or her students. Hetrick (2014) 

commented upon this common desire amongst teachers in training: 

I envision it [subject-supposed-to-know] to include the characteristics of: being a 

knowledgeable leader in the classroom, as well as a guide or mentor; being the 

expert, the respected purveyor of arts knowledge (history, movements, artists, 

policies, techniques, and so on); and demonstrating skillful/technical abilities in a 

variety of artistic procedures as well as classroom management. (p. 5) 

 Hetrick and Sutters (2014) asked what happens to these developing teachers when 

they realize that they do not measure up to this expectation of the all-knowing, skilled, 
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and masterful educator. In Jordan’s situation, she experienced bouts of overwhelming 

anxiety, intense emotions and daunting thoughts that led to a state of personal 

discouragement and despondency. The natural anxiety that accompanies the uncertainty 

of learning can be exasperating and lead to a state of disillusion and stagnation when the 

student teacher’s expectations or desire to become a knowledgeable teacher is challenged 

or dissolved in the context of learning to teach (Britzman, 2013; Hetrick, 2010, 2014; 

Hetrick & Sutters, 2014; Untruth & Nordlund, 2009).  

 As Jordan struggled to cope with these difficult feelings of uncertainty, 

inadequacy and self-doubt, she resolved to create an introspective work of art that would 

represent the personal turmoil, anguish, and vulnerability associated with student 

teaching and the process of growth. In terms of subject matter and medium, a ceramic 

self-portrait bust, Jordan’s personal artwork was similar to the project that her students 

were currently creating in the classroom.  She worked on her personal art project, 

alongside her students, in an effort to model the potential possibilities of clay to these 

new learners. For weeks she worked diligently and she excitedly anticipated the final 

product. 

 The piece Jordan hoped to acquire from this artistic endeavor, an expertly crafted 

clay portrait, was ultimately unattainable as the form ended up being destroyed in the kiln 

during the firing process. This incident eventually catalyzed a shift in perspective for 

Jordan, as she drew parallels between the “ruined” portrait and her practicum experience. 

Throughout her practicum, Jordan struggled to negotiate the inherent conflict between her 

desire or fantasy of knowledgeable teacher, and the necessary ambiguity and uncertainty 

that are precursors to learning and growth.  



 211 

During the semester, Jordan was discouraged when she encountered unexpected 

situations that challenged her expectation of knowledgeable teacher. The shattered 

product of Jordan’s artistic process presented one more challenge to her expectations. 

Instead of reacting with devastation, she looked past her original intention to find new 

meaning from these pieces. Jordan was able to revise her understanding of the past to 

create an expanded perspective of self and learning. The final, imperfect product was 

replaced by appreciating the process, and through her art, Jordan was also able to 

comprehend teaching as a continuous process of learning, where mistakes can be 

relabeled as evidence of growth.  

Denise. Denise’s narrative portrayed a shift that allowed her process and make 

sense of her present student teaching experiences. She was able to connect these newly 

found understandings to her own childhood informal learning experiences as well as 

formal learning experiences in high school and college. As specified in the previous 

chapter, Denise had observed her placement classroom prior to her student teaching 

semester and requested this site based on the interesting hands-on art projects that the 

students produced. She even mentioned that the art teacher at this school site was 

reluctant take on the responsibility of mentoring, but agreed to make an exception in her 

case. In her previous teaching experiences, she primarily interacted with elementary 

students, in a voluntary community setting, or college students who were interested in 

ceramics. Denise’s particular student teaching placement school, population, context, and 

environment was uncharted territory for her. Hetrick and Sutters (2014) pointed out that 

this phenomenon of displacement, or an unfamiliarity with the culture, characteristics, 

and nuances associated with place, can create a sense of discomfort when an individual, 
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in the position of an outsider, attempts to navigate a foreign landscape. In Denise’s 

situation she not only faced the challenge of entering an unfamiliar classroom as a student 

teacher, but also the challenge of fitting in, understanding, and teaching a population and 

culture different from her own.  

 Early in the semester, Denise doubted that the common goal of artmaking was 

enough to bridge the differences between her own teaching strategies and views toward 

learning and those of her cooperating teacher. Denise came from a studio art background 

that focused primarily on this tension was fueled by her uncertainty of her role within her 

cooperating teacher’s classroom. Scheib (2006) referred to this confusion as role 

ambiguity. This experience of ambiguity is marked by uncertainty, and teachers often 

find themselves unable to balance or predict their situations or plan their actions as they 

are unsure of their expected responsibilities and boundaries. This continued experience of 

ambiguity can lead to feelings of anxiety, insecurity, depression, or even resentment as 

teachers feel restricted by their situations and robbed of agency to act. Denise was 

frustrated by her inability to relate to her cooperating teacher’s perceived impromptu 

methods of planning and teaching, and questioned whether her student teaching 

experience would adequately prepare her managing the many different responsibilities 

she would have as a practicing teacher in the future. Interestingly, she reported that one 

of her most buoyant and satisfying student teaching experiences involved the days when 

her cooperating teacher was absent, and she was able to direct and teach art classes 

according to her own understandings of teaching.  

 As Denise struggled to cope with these frustrations and disappointment, she 

decided to create an artwork where she could revisit her past art learning experiences, 
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locate the overarching meanings and values she gleaned from these events, and connect 

these to her present student teaching situation by iterating her current understandings of 

art, teaching, and learning. From here she aimed to project these conceptions to her future 

goals and envisioned identity as a K-12 art educator. Through her artistic inquiry, which 

employed symbol, metaphor, process, Denise was able to make both concrete and 

abstract sense of her student teaching experience; link past present and future; and 

connect her art practice to her teaching practice (Baxter, 2014). Within this endeavor, 

Denise was able to redirect her focus toward personal growth rather than wallow in the 

disillusion that accompanied the tensions in student teaching and the disappointment of 

unfulfilled expectations (Beudert, 2006; Britzman, 2003, Hetrick, 2010).   

Throughout the duration of the seminar, the student teachers engaged in 

structured, yet ultimately self-directed, processes of constructing, exploring, articulating, 

and reconstructing their experiences. In answer to sub-question one, How do art student 

teachers perceive and describe their teaching field experiences in a seminar space?, the 

major themes located in the data focused on topics of affective awareness, vulnerability 

from uncertainty, desire for efficacy, and identity confusion. These findings confirm 

research, in both art education and teacher education, which portray student teaching as a 

complex space of tension where student teacher struggle to navigate difficult and 

ambiguous issues including: mutable teacher identity, vacillating emotions, and 

complicated relationship dynamics. Student teaching an endeavor where student teachers 

often struggle to make sense of the intersections between personal perspectives, specific 

teaching contexts and issues of learning and teaching (Beudert, 2006; Hetrick, 2010; 
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Hetrick & Sutters, 2014; Hong, 2012; Richards & Farrell, 2011; Savage et al., 2015; 

Unrath & Nordlund, 2009).   

 

Research Sub-Question Two 

What kinds of inquiry activities can facilitate reflection with art student teachers? 

 In answer to sub-question two, two types of inquiry emerged that I found useful 

as the facilitator of the art student teaching seminar, and that I analyzed in this 

dissertation: written and artistic. Although verbal discussions and moments of inquiry 

achieved through dialogue were ever present during the seminar meetings and something 

I stressed during our meetings together, discussion was not separated or fractured from 

the written or artistic inquiries, but rather peppered through both as an additional 

enhancement to these methods. Therefore, this analysis was outside of the scope of this 

research.  

Written inquiry. Major themes that emerged in the data from written inquiry 

included open-mindedness, responsibility. With the written inquiry assignments and 

activities, the participants were encouraged to step back from their emotions, to 

acknowledge and identify their emotions, but to make an effort to separate these emotive 

interpretations from conclusions of causality or immediate judgment. They were asked to 

talk about their experienced incidents and ensuing emotions separately in an effort to 

facilitate a guided inquiry of analyzing a teaching situation apart from emotion as the sole 

interpretation.  

Open-mindedness. Within this distance-creating seminar space, art student 

teachers individually investigated and collectively discussed personally relevant field 
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experiences, situations, and contexts. During these formal and informal explorations, they 

frequently pursued and exhibited a willingness, even interest, in considering alternative 

perspectives or overlooked factors. John Dewey (1933) referred to this receptive and 

open attitude as open-mindedness.  Dewey designated open-mindedness as one of the 

attitudes necessary to reflection. 

The art student teacher participants’ initial concerns tended to focus on issues 

related to classroom management. They discussed and wrote about topics such as student 

behavior, discipline, and time management. Colin indicated that he hoped to master 

classroom management, as he was concerned about “knowing when to discipline/manage 

the classroom.” Jordan indicated that she expected to “grow as a classroom manager” and 

was concerned that she lacked the “consistency” needed for this standard teaching 

practice. Andrew hoped to “feel ready to run a classroom on his own, effectively” and 

Denise was interested in “classroom management of [her specific] student body 

population.”  

As the student teachers started to work through the scaffolded written inquiries, 

they examined personally significant classroom events, and were asked to consider the 

root or underlying cause, or contributing factors related to their chosen incident. 

Interestingly, all of the student teacher participants categorized their significant 

classroom events as classroom management issues, and chose to further investigate this 

topic as the next step of their inquiries. For example, Denise related the following 

personally meaningful event that she entitled “Student Management.”  

I am teaching a collage project in second period with 33 students. There are two 

students who sit in class and quietly/passively refuse to do any work and ignore 
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me. We are four weeks into the project and the deadline has been moved back 

twice already because students who are working on their projects are still not 

done.  

The two students were at a third student’s desk and asked for an x-acto knife for 

another student. I told him I would give it to that student directly, then he asked 

me for an x-acto knife for himself and when I gave it to him he turned and handed 

it to the third student then asked again for another one for himself…When they 

went back to their seats they did not work on their projects. These two students 

are blatantly doing nothing in class and are failing (9/16/14). 

 

Denise was frustrated not only by her students’ unwillingness to following directions, but 

also by their actions of finding ways to go around, or subvert, the established rules and 

guidelines.  She interpreted their behavior as disrespectful and feasibly exploitive of her 

diminished authority as a student teacher.  

Although the participants tended to label their experienced significant incidents as 

classroom management issues, as the primary researcher, I did not necessarily always 

agree with this conclusion. As I studied the play-by-play accounts of their described 

significant classroom events, I did not inevitably classify these events as primarily 

classroom management issues. I interpreted and coded several of these reported 

happenings and statements as nuanced matters relating more toward communication, 

relationships, and student population factors such as age, development, gender, culture, 

place, and socioeconomics.   
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I will address one of Jordan’s described significant events as an example of this 

discrepancy. She wrote the following description of a perplexing interaction she 

experienced while explaining a new project to her art class.  

Tuesday morning came along, and I prepared myself to talk to the Art 1 students. 

After doing their bell work, I caught their attention to discuss what the students 

should be completing for the day… I described a step-by-step process for them to 

work on. As I finished talking, I looked around to see complete confusion on all 

of their faces, I was completely unprepared for this reaction…I asked, “Does 

anyone have any questions?” I received complete and utter silence.  

Not knowing what to do I decided to let them start, I tried to ask questions to 

individuals but I received the same results. I would ask individual tables if there 

was anything confusing about the directions, but they would avoid eye contact 

and shake their heads.  

I was completely perplexed. All of these students looked at me like I was 

speaking another language, but after multiple attempts to get them to tell me what 

was missing from my directions…they seemed almost embarrassed to ask 

(9/14/14). 

 

As Jordan set about to inquire into this particular situation, along with other 

significant events, she determined that “most of my interactions deal with management” 

(10/3/14).  Jordan perceived these interactions as the outcome of poor time management 

and a lack of detailed lesson planning. Although these aspects may have contributed to 

this result, there is evidence of communication issues that could bleed into her knowledge 
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of her student population and even assessment. Jordan related, “As I finished talking, I 

looked around to see complete confusion” (9/14/14). 

This statement seemed to indicate that this was the first time she had looked up 

from her lecture to informally assess the students’ body language which could provide 

clues concerning students’ attention and understanding.  Next, she tried to approach 

students individually or in small groups to check for understanding, and she interpreted 

their silence as embarrassment. This action could indicate a communication breakdown 

rather than a breakdown in classroom management.  

There was little reported evidence that Jordan’s students did not understand the 

directions, as there is no mention of their ability or willingness to work or progress in the 

assignment. Rather, momentary body language was the lone confirmation for the 

conclusion of students’ confusion. Within the context of this description, the students’ 

body language could have been indicative of a number of different issues or disconnects- 

classroom management being only one of those possibilities. Framed within a 

constructivist lens, Jordan’s relatively simplistic interpretation of a complex teaching 

situation is not uncommon, as human beings have the tendency to incorporate and 

interpret information in a manner that will fit their existing paradigms (Wadsworth, 

2004).  

The significant event inquiry activities occurred early in the student teaching 

semester, where the majority of the participants’ were either preparing to take over full 

classroom responsibility or were already in the beginning portion of their scheduled full 

responsibility phase.  Most of the student teachers chose to follow up their initial 
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classroom management conclusions with specific, pre-prepared inquiry activities that 

stressed the idea of positive expectations for students and classroom environments.   

Toward the end of these scaffolded written assignments, the majority of the 

student teacher participants indicated that that these inquiry activities did not provide 

them with any new information. Perhaps at this point in their student teaching practicum 

they were expecting to discover a secret formula or standardized tips for successful 

teaching and management that had alluded them as of yet (Kowalchuk, 1999, 2000).  

Typically the student teacher participants’ opted to investigate a specific teaching 

situation that had ignited some sort of heightened feeling such as frustration, confusion, 

or even relief.  Figure 32 lists the participants’ self-identified feeling/emotions within 

their written significant incident inquiries.  

 

Participant 
 

Self-Identified Feelings/Emotions 

Jordan Perplexed, anxiety, worry, guilty, excited, proud 
 
 

Denise  Good, ease, comfortable, disbelief, surprised 
 
 

Andrew Really awkward, unsure, frustrating, confusing, weird, 
worried, annoyed 

Colin  Negative, positive, successful, fluid, frustration, very 
frustrated 

Figure 32. Participant self-identified feelings/emotions in written inquiries. 

 

In terms of reflection, this affective finding was not surprising as the uncertainty of 

tension often serves as the impetus for reflective thinking (Dewey, 1933) and the 
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affective realization of this ambiguity is often manifest as discomfort and vulnerability 

(Britzman, 2003). Alsup (2006) argued that the act of teaching spans across different 

dimensions of development beyond merely the dominant focus of the intellectual scope. 

Teaching inherently involves embodied aspects of learning that includes emotions, 

feelings and even physical reactions.  

Bodily responses such as tension, aches, pains, nervousness, or fear are not only 

though about, they are felt…Denying or ignoring the bodily component of 

teaching and insisting, explicitly or implicitly, that teaching is an art that can be 

learned completely through intellectual study and critical thought is essentially 

unfair to the new teacher. (Alsup, 2006, p. 93) 

Alsup (2006) further contended that cultivating an awareness of these affective 

components of teaching not only helped teachers to better understand the complexity of 

teaching, but recognition and identification of these corporeal aspects created the 

necessary distance required for effective and meaningful reflection.  

 Responsibility. Despite the fact that the participants may not have perceived the 

written inquiry activities as inherently beneficial, it is important to note that their teaching 

questions at the conclusion of this inquiry were more variegated and nuanced compared 

to their questions, concerns, or foci at the beginning of the inquiry. These reported 

insights coincided with Dewey’s (1933) reflective condition or attitudinal component of 

responsibility. As described in Chapter One of this study, the term responsibility entails a 

thoughtful consideration of the immediate and residual consequences of a particular 

action.  
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For example, at the onset of the significant inquiry process, Colin identified that 

his chosen classroom experience “stood out because it was the first time that classroom 

management seemed to be fully in my control” (9/17/14).  As Colin explored his 

experience, he examined different factors that may have informed his interpretation of the 

event including: the student, the classroom context, the identified misbehavior, and his 

own feelings toward these aspects prior to the significant experience. Although he did not 

view this activity as the solution that he had hoped for or expected, Colin came to the 

following conclusion at the completion of his written inquiry process: 

After going through this activity, I think it was designed for more problem 

students, but still it helped. The disruptions caused by this student are frequent 

and minor. I think my own frustration is as much of a cause of distraction (of 

myself) as the student’s actions. I think enough time has passed, where the student 

should be adjusted to the flow of the classroom, and I need to be responding to 

questions in a way that causes the student to think on their own rather than just 

appeasing and answering (10/02/14). 

At this point, Colin had complicated his initial desire for classroom control and 

started to consider how his actions and feelings affected the workings within the 

classroom ecosystem as well as his perceptions toward his students and the notion of 

normative classroom behavior. In addition, he started to inquire into his contributing role 

of teacher within the system of education. Instead of merely “controlling” student 

behavior, he began to consider his every day teaching actions and how these may 

subsidize the concept of a transmission model of education, which emphasizes hierarchy 

and rote learning, versus a transactional model of education, which focuses more on 
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student engagement, and inquiry based learning (Cochran-Smith & Lytle, 2009). In this 

moment, Colin considered the repercussions of his actions, thoughts and feelings not only 

upon himself, but his students, and even the process or workings of education.  

 Throughout this structured and choice-based inquiry process, the student teacher 

participants were able to explore incongruencies, and their final comments often reached 

toward a more a student-centered, role-questioning, and even democratic level of 

thinking.  One of the consistent, or shared issues, amongst the student teacher 

participants, addressed the notion of art student failure, and how this related to the 

teacher, to school expectations, to students, to art education, and even to different stake 

holders within education. The following questions, concerning “student failure,” were 

pulled from all of the participants’ assignments and student-led seminar discussions 

during the five-week span of the written inquiry activities.  

 As a student teacher, am I allowed to fail a student?  

 Is it ok for teachers to let students fail?  

 What does it mean for an art teacher to fail a student?  

 What does it mean for and to a student to fail in art?   

 Should it be the students’ choice to fail or is it the teacher’s responsibility to make 

sure that students pass?  

 When does failure mean I am not doing my job?  

 At what point is my [teacher] imposed intervention actually denying or impeding 

the students’ right to choose? (10/02/14) 

Toward the completion of these written inquiries, the student teachers’ comments 

and questions shifted from an initial search for revelatory classroom management 
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solutions and fool proof teaching techniques to a regard for an interest in gaining further 

insight into the complexity of teaching and understanding those involved in the teaching 

context and process. These final questions began to probe, both generally and 

specifically, some of the deeper aspects of what becoming teachers needed to understand 

about their students and even touched upon the assumptions and expectations imbedded 

within education systems.  

It is important to keep in mind that these written inquiry activities coincided with 

the beginning to middle portion of the student teaching field experience. During this 

timeline, the student teachers were still acclimating to their school site placements and 

establishing relationships with their cooperating teachers, classroom students, and fellow 

student teacher peers. At this time, most of the participants were also transitioning from 

the role of classroom observer and assistant to the role of interim teacher and teacher in 

training.  

 Perhaps classroom management was a topic of particular concern at this point as 

student teachers are placed in the tricky position of performing within a borrowed 

classroom space where they are expected to carry out many of the daily operations and 

responsibilities of a practicing teacher (Beudert, 2006; Kowalchuk, 1999, 2000). In 

addition to this unique role and space, classroom students are acutely aware of the student 

teachers’ temporary presence, provisional authority, and in some cases, the diminished 

status of an apprentice teacher (Beudert, 2006; Farrell, 2009). Conceivably, the reporting 

of “not learning anything” could be an expression of disappointment of not discovering a 

universal trick or formulaic solution to the perceived urgency and desire to solve the 

present issue. Perhaps the timing of these written inquiries along with the student 
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teachers’ paradigmatic frameworks, and ensuing expectations and needs could have 

contributed to the outcomes of this inquiry.  

Artistic inquiry. Major themes that emerged in the data from artistic inquiry 

included wholeheartedness and self-knowledge. As mentioned in previous chapters, 

artistic inquiry describes a form of inquiry that utilizes the artistic process as means of 

examining and understanding (Cole & Knowles, 2000; McNiff, 2008).  

The scaffolded design of the artistic inquiry activities, in this study, assumed that 

the art student teachers were not only familiar with studio artmaking, but that each 

participant, most likely specialized in a specific art form, or preferred to work with a 

particular artistic medium. Although the design and scaffolding of these activities did not 

require that participants to necessarily identify as artists, it was assumed that the 

participants were inclined toward some sort of personal creative or artistic process. These 

activities were not intended to guide students through the creative process, but rather to 

encourage artmaking as a purposeful tool for inquiry and reflection.  

Wholeheartedness. In contrast to the specific and concrete nature of the written 

significant incident inquiries, each of the student teachers decided to pursue topics that 

could be considered characteristically holistic in nature and abstracted in concept.  

Andrew’s investigation focused on identity. He wanted to explore the compartmentalized 

phenomenon he was experiencing in relation to the many different roles he fulfilled. 

Jordan chose to take a closer look at the positive and negative impacts the student 

teaching process had on her personal growth. Colin sought to redirect his daily 

frustrations toward a more creative outlet to release negativity. Finally, Denise decided to 
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explore past, present, and future in an effort to symbolically document her personal 

journey into becoming an art teacher. 

As discussed in earlier chapters of this study, wholeheartedness refers to an 

excitement, an absorption, and a sincere interest and commitment toward growth (Dewey, 

1933). 

Self-knowledge.  Each participant, in this study, approached his or her artistic 

inquiry from a personal and unique perspective. Teaching is both a personal and 

relational venture; therefore, the self is an integral, yet often overlooked, aspect of teacher 

growth and development (Cole & Knowles, 2000; Gradle, 2007; Hetrick, 2010; Klein, 

2012).  Reflective learning is an important aspect of teacher growth. According to 

O’Sullivan (2003) reflection and ensuing growth involves shifts within one’s perspective; 

these shifts can encompass a number of developments including those that facilitate an 

understanding of self. Each of the participants in this study illustrated a paradigmatic shift 

toward an emerging and more sophisticated understanding of self.  

 I will point out specific markers in Andrew’s artistic inquiry that illustrate this 

concept of self-knowledge connected to personal growth. Andrew’s restructuring 

narrative was marked by connection and expansion. Early in the semester, he identified 

himself as an illustrator and indicated that he did not typically engage in artwork about 

himself. Something happened during his field practice, though, which caused him to re-

evaluate this position. “I have found that encouraging my students to make art about 

themselves has motivated them but has personally has highlighted a lack of discovery in 

my own artwork.” Andrew’s teaching practice opened a passage that informed his 

artmaking. He chose to pursue this exploration of self, through art, as a means of 
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exploring, in his words “an increasingly fragmented identity.” As Andrew artistically 

worked through this process, he was able to connect many of these fragments to create an 

expanded understanding of self.  

This finding supports the idea espoused by Cole and Knowles (2000) who 

contended that, “Knowing ourselves as persons is very much part of knowing ourselves 

as professionals” (p. 14). This refers to the inherent connection between personal and 

professional; therefore, development should seek to uncover the relationship of self to a 

situation rather than divide these ideas. Diamond (1991) asserted that teachers 

perspectives are at the core of their teaching, and understanding one’s self and one’s 

situation can lead to emancipating transformations that facilitate self-direction and 

growth.  

Through artistic inquiry, Andrew was able to gain a fresh understanding of self 

and how the multiple dimensions of his personal identity connected and informed one 

another. Indeed, this finding supports Diamond’s (1991) conjecture of emancipating 

transformation, as Andrew was able to liberate his experienced, or lived, understanding 

of identity as a collection isolated and compartmentalized roles to a new conception of 

identity as interacting and fluid roles all contributing to a cohesive self.  

 

Research Sub-Question Three 

How do art student teachers relate to and value inquiry based methods of reflection? 

Following the analysis in sub-question two, I keep my analysis here to written and 

artistic inquiry. To answer sub-question three, How do art teachers relate to and value 

inquiry based methods of reflection?, the data indicated that student teachers regarded 
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written inquiry as somewhat useful but attached little value or meaning to this method. 

Whereas, artistic inquiry was beheld as an especially impactful and meaningful method 

of inquiry for the student teachers.  I placed participant voice was a priority within the 

framework of this study.  In this sense, participants indicated which inquiry experiences 

were personally significant and meaningful. Although the participants acknowledged the 

benefit of writing as a means to allocate time and solidify thought, they credited 

artmaking as valuable and meaningful process of learning that contributed to a greater 

personal understanding and professional growth. 

Written inquiry. I was a bit surprised to discover that although I may have 

identified evidence of sophisticated reflection in the students’ incident-based, written 

explorations, they did not necessarily perceive these activities or discoveries as especially 

meaningful. However, they did find value in carving out time to recount their experiences 

and to arrange their thoughts into a concrete format.  

 

“I’m not sure if I learned anything new, but it is useful to think about the 

experiences that I would normally just ignore or forget” (10/17/14). 

- Colin 

 

“Putting your experiences under a microscope helped to solidify the experience” 

(10/17/14). 

- Jordan  
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“I already knew how to do a lot of this, but it was helpful to make time to think 

and put my thoughts into writing” (10/17/14). 

 - Andrew 

Written inquiry, especially journaling, has been a standard practice in reflective 

teacher development for quite some time (Cole & Knowles, 2000; Diamond, 1991; 

Kowalchuk, 2000; Trip, 2011). In her research with art student teachers, Kowalchuk 

(2000) asserted that writing was a means for student teachers to process their experiences 

and to see themselves as emerging professionals. Van Manen (1990) claimed that the 

process of writing cognitively separates us from our lived experience, meaning, the act of 

writing allows one to step away from the immediate situation, process, and arrange 

thoughts into meaning. In this study, the art student teacher participants tended to agree 

that writing was useful in the sense that they were able to solidify their thoughts and 

consider details that may have been forgotten otherwise. However, writing was not 

perceived as a necessarily valuable or meaningful form of inquiry though, beyond the 

idea of setting aside time to review their thoughts.  

To use Colin as a specific example, he indicated that he did not learn anything 

new, but appreciated the idea of paying attention to details. Interestingly though, Colin 

first came to the realization of his personal frustration through a series of written 

inquiries. It was this realization that he decided to pursue in his artistic inquiry. Van 

Manen (1990) suggested that writing can prove to be a difficult mode of expression for 

some people. Although the process of writing, in essence, “forces the person into a 

reflective attitude” (p. 69) it can also rob an individual of his or her natural fluidity or 

eloquence that might be better captured through a different means. Even though writing 
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may have generated or revealed new insights into the participants’ experiences, the 

student teachers did not especially connect with or perceive these discursive activities as 

a meaningful form of inquiry.   

Artistic inquiry. Although every student teacher specialized in a different studio 

art discipline: Andrew an illustrator, Jordan a sculptor, and Colin a photographer, within 

this diverse range of artistic interests and skillsets, they all shared a rich background in 

artmaking and a personal affinity toward artistic learning and understanding. In contrast 

to the written inquiry activities, each participant characterized his or her artistic inquiry as 

a valuable, significant, or impactful experience. 

 

“Teaching has many pros and cons, but rather than letting these small cons stew, 

as an artist I was able to repurpose those negatives and turn them into positives” 

(12/05/14).  

- Colin  

 

“It [artwork] reminded me of the joy of learning and why I went into teaching. It 

made me realize that I am on the right path” (12/05/14). 

- Jordan 

 

“Artistic investigation allowed me to absorb what I was learning …By engaging 

in this experience of student teaching and simultaneously creating my own art 

work I feel more connected to my practice” (12/05/14). 

- Denise 
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“I have left it [artwork] and my entire experience with a greater self-awareness 

and stronger sense of identity” (12/05/14) 

- Andrew 

Why might artistic inquiry be perceived as a more valuable and meaningful form of 

inquiry than writing with these art student teachers, even though all of the participants 

exhibited evidence of reflection and insight within their written explorations?  

Suitability of artmaking. In this study, Andrew, Colin, and Jordan each described 

experiencing a personal and meaningful connection with artmaking at a young age. They 

all recognized this artistic or creative connection, long before they decided that they 

wanted to become teachers. Graeme Sullivan (2012) provided some insight into this 

background similarity:  

One enduring truth that is sometimes lost amid the rhetoric of justifying art 

education is the very reason why most of us [art educators] found our way into the 

field in the first place: We were entranced by the experience of making art from a 

very early age, and, somewhere along the way, someone else valued what we did. 

Since then, most of us have felt the need to share our passion, and so we became 

enamored by the opportunity to excite others about art. (p. 17) 

According to Sullivan (2012) many have traveled a similar version of this relatively 

collective path toward becoming art educators, and the primary catalyst in these journeys 

was a captivation with the experience of making art.   

As human beings, we experience and gain understandings of our world through 

multiple senses and modalities. Howard Gardner (1991) asserted that human beings are 

complex individuals with different affinities; therefore, we each understand, learn, and 
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communicate in different ways. Notwithstanding, many of the assumptions within 

traditional education promote scientific and positivistic views of learning and teaching 

(Cochran-Smith & Lytle, 2009; Efland, 1990; Gatto, 2002; Hyslop-Margison & Naseem, 

2007). Within this view, linguistic, rational, and quantitative modes of knowing have 

been granted a position of privilege and legitimacy, while other modes or knowing or 

dimensions of knowledge, such as emotional, social, and sensory, have been denied, 

overlooked, or moved to the periphery (Cochran-Smith & Lytle, 2009; Cole & Knowles, 

2000; Gardner, 1991). Cole & Knowles (2000) noted that both aesthetic and artistic 

notions are often ignored and silenced within this dominant discourse. 

It is not easy to challenge and change firmly rooted conceptions about 

teaching…Sadly, it is the artistic elements of research, practice, and self that have 

been at best devalued and at worst considered fluff…To omit attention to the 

artistic and creative in practice, or inquiry for that matter, is to subscribe to 

incomplete conceptions of the self. (p. 66)  

If each person comes to understand and communicate in different ways, then it 

seems imprudent to only embrace or advance dominant modes of knowing with art 

student teachers. According to Unrath and Nordlund (2009) creating art is an arena, 

particularly conducive to artists, for reflective thinking and making sense of the world.  It 

would make sense then that art student teachers would have an affinity toward artistic 

understanding as a mode of knowing. Diamond (1991) espoused that every person 

understands in different ways and strives to communicate “in terms that make sense to 

them” (p. 87).  To refer to a specific example within this study, Jordan described 
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artmaking as the primary means through which she made sense of the world and her 

experiences, communicated with others, and negotiated her understanding of self.  

I make art in order to process the world around me…When I first became 

interested in art, I was maybe 6 years old. I remember being constantly distracted, 

and I was so overwhelmed by everything around me that I didn’t know how to 

process it. Drawing became a way for me to process the world…I could choose 

something to focus on and draw…It turned into a way for me to express my own 

thoughts (9/12/14). 

In addition to the personal suitability of artmaking to these particular participants, 

one could also consider the nature of the relationship between teaching and the artistic 

process. Eisner (2002) pointed out that western philosophy has promoted the notion that 

knowing involves forming and articulating assertions into words. Limiting knowledge to 

words, however, overlooks different forms of knowing that are not easily accessed or 

communicated through language. Polanyi (1967) suggested that we know more than we 

can say, meaning that the span of one’s knowledge and understanding is greater than the 

limitations offered through one dimension of knowing such as writing or speaking.  

Teaching is an activity that is ripe with this tacit dimension of knowledge that is 

seamlessly expressed through action, yet elusive to language. According to Cole and 

Knowles (2000) this idea of intuition is an important aspect of teaching, and one that 

should be nurtured and explored through appropriate channels rather than dismissed.  

Teachers very often find it difficult to adequately or articulately explain in words 

what they do in their day-to-day work; the language of action does not easily 

translate into words. So we are suggesting that rather than trying to find meaning 
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through words…you explore alternative forms of inquiring and representing your 

teaching. (p. 62)  

 As mentioned earlier in this section, the student teacher participants assigned 

greater value and meaning to their artistic inquiries than they did to their written 

inquiries. During the artistic inquiry, the art student teachers were able to explore and 

examine relatively abstract concepts through chosen components of visual 

communication and also through the physical, emotive, and cognitive acts of artmaking.  

 To illustrate this idea, I will use Denise as a specific example. Denise began her 

artistic inquiry with a desire to explore and portray the broad concept of the teacher’s 

journey.  This particular endeavor was layered and sophisticated, as she aimed to link her 

past to present and future. In addition, to this personal and specific exploration, she 

wanted this piece to communicate an archetype, to the commonalities of all teachers’ 

journeys to becoming teacher. She employed visual communication devices of symbol 

and metaphor to portray a shared, yet also personal, understanding of important aspects in 

this journey. For example, uncertainty and vulnerability during this experience was 

portrayed as the act of walking a tightrope. One can imagine the concentration dedicated 

to keeping one foot in front of the other, attention divided between the long term goal of 

the platform and the potential impact one’s immediate surroundings to overall balance.  

Eisner (1979) considered the similarities between teaching and art, and concluded 

that teaching was artful as it involved several of the same aesthetic qualities of artistic 

expression. The artistic process can activate senses and dormant dimensions of the mind 

and offer new perspectives that may not be possible through linear or discursive forms 

(McNiff, 2008). From this perspective, the artistic process can be seen as a holistic 
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endeavor that invites and integrates different modes of knowing in the process of 

constructing and reconstructing meaning.  

Again, I will refer to Denise’s artistic inquiry as an example of this idea. In 

addition to visual symbols, she reflected upon and made holistic sense of this teaching 

journey through the combination of physical artmaking and metaphor to connect and 

relate concepts of artmarking and her personal experience to form understandings of 

teaching. She chose to use unfamiliar materials for this piece, as she was the unfamiliar 

actor in her student teaching school environment. She had painted the entire background 

to her liking only to discover that her next step, combining oil-based paint with water-

based paint, conflicted with one another leaving a bit of a mess. With this unexpected 

result, Denise had to decide how to deal with the issue at hand. Should she backtrack? 

Should she start over? Should she plan a new approach? She related this process to 

creating lessons that go awry or lack of attention to the characteristics of specific student 

populations as well as individual students. Denise was able to find similarity between this 

physical act of creating art and the unfolding of her artistic decisions to her own 

experiences in the classroom and ultimately to an overall understanding of teaching and 

learning.  

In addition to multi-modal understanding, the artistic process involves flexibility 

within paradox. Mihaly Csikszentmihalyi (1996) described the creative inquiry process as 

one that begins with a state of openness and shifts toward focused discipline. This state of 

openness is a time to indulge in reflection for its own sake, not expecting any task or final 

product.  The tension within creative inquiry requires that one be open and receptive as 

well as focused and disciplined. Teaching is also an activity that requires openness, 
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flexibility, and the ability to adapt within and navigate through paradox and uncertainty. 

Each of the student teacher participants chose to examine a particular, meaningful topic 

in hopes to gain a better understanding of these slippery concepts. Not all of the art pieces 

turned out as the participants’ had originally envisioned, and they made adjustments 

throughout the process to adapt to new circumstances, realizations, or purposes. 

 Jordan’s artistic inquiry particularly illustrates the necessity of flexibility, 

adaptability, and willingness to navigate uncertainty described above. Jordan originally 

envisioned portraying her personal experience of vulnerability through the visual concept 

of a self-portrait clay bust. She found herself in a dire situation when her artwork 

shattered into pieces near the end of the semester. She had wanted to depict the emotional 

effects of uncertainty only to find herself in another tight spot imbued with uncertainty. 

At this point, she considered her options and eventually re-visited her artistic vision and 

adapted this to accommodate for current circumstances. In the end, this process itself 

opened new opportunities of understanding for Jordan. Her actions of considering options 

and alternatives, revisiting intentions, and reconstructing meaning are hallmarks of the 

type of characteristics that connect the artistic process to the act of teaching 

(Csikszentmihalyi, 1996). Perhaps then, part of the value and meaning associated with 

artistic inquiry in this study can be attributed to the similarities between the expression of 

teaching and the expression of artmaking.  
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Conclusion 

In this chapter I presented the data findings and analysis by addressing each of the 

three research sub-questions. In response the first sub-question, How do art student 

teachers perceive and describe their teaching field experiences in a seminar space?, 

themes located in the data revealed the following themes: affective awareness, 

vulnerability from uncertainty, desire for efficacy, and identity confusion. Data related to 

sub-question two, What kinds of inquiry activities can facilitate reflection with art student 

teachers?, revealed the themes of open-mindedness and responsibility from written 

inquiry sources and themes of wholeheartedness and self-knowledge from artistic inquiry 

sources. Finally, in answer to the third sub-question, To answer sub-question three, How 

do art teachers relate to and value inquiry based methods of reflection?, the data 

indicated that although benefits could be located in written inquiry, participants attached 

little value or meaning to this method. Whereas, artistic inquiry was perceived as an 

especially impactful and meaningful method of inquiry for student teacher participants. In 

the next chapter, I will provide an overview of the study’s structure and finding, revisit 

the impetus for this research study, discuss various wide-reaching implications from these 

findings, share my personal reflections, and offer suggestions for further research. 
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CHAPTER SEVEN: CONCLUSIONS 

 

 In this final chapter I review the purpose, findings, and significance of this study 

and revisit the impetus for conducting this research. I also explain the wider reaching 

implications of this research study. This discussion focuses on unpacking the student 

teaching seminar to address pertinent conclusions and suggestions. I then share my 

personal reflections regarding this research experience and how it has impacted my 

personal teaching practice and professional development. Finally, I look forward to future 

research questions, suggestions, and challenges.  

 

Study Overview 

As mentioned in the first chapter of this dissertation, although art education 

literature has touched upon the complexities involved in learning to teach and strategies 

of preservice teacher preparation, little research has examined these aspects as they relate 

to the art student teacher within the seminar space. This multi-case, qualitative research 

study sought to interpret the art student teacher seminar through the experiences of four 

student teacher participants. The context for this study was the semester-long art student 

teaching seminar course. I gathered the data during their student teaching seminar course 

at a university where I was both a doctoral candidate researcher and the facilitator of the 

class, as well as their university supervisor who visited them in their fieldwork school 

sites.  Within this seminar I implemented a scaffolded, inquiry based curriculum that 

offered a variety of methods aimed to encourage inquiry and promote reflection amongst 

student teachers.  
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In this research study I was interested in finding out, How might participation in 

an inquiry based seminar impact the meaning student teachers make from their 

practicum experiences? In order to answer this main question, I employed three sub-

questions to locate nuanced areas of inquiry from four art student teachers during the 

course of their semester-long teaching practicum.  

In response to sub-question one, How do art student teachers perceive and 

describe their teaching field experiences in a seminar space, the major themes located in 

the data revealed themes of affective awareness, vulnerability from uncertainty, desire for 

efficacy, and identity confusion. These findings confirm research, in both art education 

and teacher education, that paint student teaching as a complex endeavor, ripe with 

tensions of shifting teacher identity, intense emotions, and complicated relationship 

dynamics where student teachers struggle to make sense of their unique contexts and 

teaching issues (Beudert, 2006; Britzman, 2003; Hetrick, 2010; Hetrick & Sutters, 2014; 

Richards & Farrell, 2011; Savage et al., 2015; Unrath & Nordlund, 2009).  Data related to 

the second sub-question, What kinds of inquiry activities can facilitate reflection with art 

student teachers?, revealed the themes of open-mindedness and responsibility from 

written inquiry sources and themes of wholeheartedness and self-knowledge from artistic 

inquiry sources. The themes of open-mindedness, responsibility, and wholeheartedness 

embrace Dewey’s (1933) predispositions for developing a reflective disposition. The 

finding of self-knowledge points to teaching as both a personal and relational venture and 

emphasized the important, often overlooked, component of self in the teaching process 

(Cole & Knowles, 2000; Gradle, 2007; Hetrick, 2010; Klein, 2012).  Finally, in answer to 

sub-question three, How do art teachers relate to and value inquiry based methods of 
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reflection?, the data indicated that although participants could locate benefits from this 

method, they adhered little value or personal meaning to this method. In contrast, the 

participants viewed artistic inquiry a particularly poignant and personally meaningful 

method of inquiry. These finding support the notion that artmaking is a form of knowing 

that opens avenues of multi-sensorial understanding that is particularly suited to those 

who identify as artists or those inclined to aesthetic modes of knowing to make sense of 

experience (Cole & Knowles, 2000; Sullivan, 2012; Unrath & Norlund, 2009) 

The overarching question in this research study asked, How might participation in 

an inquiry based seminar impact the meaning student teachers make from their 

practicum experiences? In response to this question, during the course of the student 

teaching seminar, the student teacher participants discussed, explored, and inquired into 

personally significant student teaching practicum experiences. Within this space, each 

participant shared stories, described contexts, identified issues, navigated tensions and 

exhibited personal and insightful developments that demonstrated reflective learning 

connected to self-understanding and personal growth.  

Andrew was able to inquire into and develop a dialogue or exchange between 

previously separated and increasingly isolated constructs of self. As a result, he was able 

negotiate, integrate, and reconstruct a more complex and interconnected sense of identity 

amongst his roles of teacher, student, and artist. Colin connected the notion of disruption 

to an almost innate sense of frustration he originally attributed to student behavior or a 

lapse in classroom management technique. He came to the realization that his own 

frustration was a source of personal distraction, and these distractions further complicated 

the circumstance and prevented him from seeing past the situation. Jordan’s narrative 
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disclosed a shift that facilitated a revision of her original expectations of self as 

knowledgeable teacher or teacher as expert to a more sophisticated understanding that 

good teachers are still fallible, and becoming a successful teacher is more about a 

commitment to learning rather than demonstration of perfection. Through examining the 

potential meanings of her unexpected art piece, she was able to comprehend teaching as a 

continuous process of learning, where mistakes can be relabeled as evidence of growth. 

She was able to negotiate an alternate perspective of her student teaching experience. 

Finally, Denise’s narrative revealed a shift that allowed her process and make sense of 

her present student teaching experiences. She was able to link her past experiences to her 

present perspectives of learning and future desires of teaching.  

 

Significance of the Study 

As mentioned in Chapter One, this study offered a unique addition to the field of 

art education in several aspects. First, this study focused exclusively on the sense that 

student teachers made of their practicum experiences within the context of the student 

teaching seminar. Second, art student teachers were recruited to participate in this study 

that lasted throughout the entire duration of their 16 week student teaching practicum. 

Data was gathered throughout the entire student teaching semester, which sets this study 

apart, as it captured individuals’ experiences and developments over time, constructed 

through snapshots in the moment. Most of the existing art education literature, that 

addresses student teaching, consists of participants either looking back upon their student 

teaching experiences (Hetrick, 2010; Sinner, 2010; Unrath & Kerridge, 2009) or 

preservice students before their capstone field placements (Klein, 2010; Krahe, 2012; 
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McDermott, 2002; Sutters, 2012; Unrath & Nordlund, 2009). Finally, this study presented 

the data in a holistic form that would honor the unique individual and contextual 

meanings, understandings, and journeys of art student teachers.  

This research study provided insights into the experiences, meaning making, and 

growth that occurred during the art student teacher journey. It also provided insight into 

the art student teacher seminar space and how this space can be utilized to support 

student teacher personal and professional development and growth.  Those most likely to 

find relevant interest in the findings from this study include: visual arts preservice 

students and teacher candidates in art education programs along with art education 

instructors, professors, and university supervisors in preservice art education programs in 

the context of higher education. In addition to those situated within higher education, this 

research may also engage K-12 art educators, especially K-12 cooperating art teachers 

who volunteer to mentor student teachers in their classrooms. In the field of research, this 

study may lend insight to researchers interested in case study methodology and narrative 

data analysis. Finally, the contents of this study may be pertinent to those researchers, in 

both art and teacher education, inquiring into the following topics: student teaching, 

teacher induction, teacher inquiry, reflective learning, art education, and artistic inquiry.  

 

Impetus for Research Study  

Throughout my five semesters of supervising visual arts student teachers at the 

college level, I began to recognize a plethora of nuanced complexities within the 

structure, space, and process of student teaching. On the surface, this field experience 

seemed simple enough; however, during my time as a university supervisor, I started to 
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understand student teaching as a highly complicated endeavor with many different 

players, stakeholders, expectations, perspectives, and tensions. 

Before I was a student teacher supervisor, I had been a student teacher, myself, in 

both elementary and high school art classrooms. After I had a few years of teaching 

experience, I even hosted student teachers in my art classroom as a cooperating teacher. 

Technically, I was a different player within each of these situations where I embraced 

specific roles, each role facilitating unique perspectives concerning the multifaceted 

whole that constitutes the notion, structure, and enactment of student teaching. These past 

experiences helped me to initially understand what the student teachers were going 

through and encouraged me to include things in their education that I may have missed, 

such as the opportunity for artmaking, the chance to engage in inquiry, a space to step 

back from the immediacy of teaching, the time to focus on self, the liberty to explore 

personal practicum experience, and the opportunity to engage in different forms of 

inquiry.  

As a university supervisor working with visual arts student teachers, I had the 

beneficial, yet challenging, opportunity to navigate an in-between space– referring to a 

mediating role within a border space amid the student teacher, the cooperating teacher, 

the university, and the community schools (Alsup, 2006; Grossman, Ronfeldt, & Cohen, 

2011; Slick, 1998a, 1998b). Over the semesters, I observed and noted a pattern of stress 

and struggle amongst student teachers. From a mentoring perspective, this struggle was 

painful to observe, especially when it proved to be too burdensome, deflating, or 

traumatic for some student teachers to continue. As I pored through research studies and 

literature, I saw that my observations and experiences were not necessarily an outlier or 
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anomaly, and student teachers were not alone in feeling overwhelmed, even broken, by 

the realities of teaching, and even more troublesome, by the realities of student teaching 

(Beudert, 2006; Hetrick, 2010).  

I embarked upon this research because I cared about the well-being of student 

teachers during this difficult and complex experience. Over several semesters I had 

observed and taken note of struggles that many student teachers encountered as they 

navigated the complexities of their field experiences, and I wondered what could be done 

to benefit these students during this journey.  Of course, growth is challenging and there 

will be some bumps and bruises with difficult learning experiences; however, I wondered 

if the depth of turmoil I observed was necessary to this process.  I wondered when and 

how this stress was necessary to incite growth, and when this merely became a stumbling 

block or obstacle to student teacher well-being and development. Given that tension is an 

inherent componential consequence of the student teaching structure and model, I was 

interested in how student teachers could be guided during this field placement, so their 

experiences would not become too overwhelming. I was interested in offering strategies 

that might illuminate possibilities and allow student teachers to address their personal 

experiences, process and explore these happenings, and construct meaning in a way that 

would be authentic to their contexts and themselves.       

 

Implications: Unpacking the Art Student Teaching Seminar 

 In this study, the student teaching seminar operated as a space where student 

teachers were allowed to step back from the immediacy of teaching and revisit classroom 

events and field experiences from a distance. The inquiry based nature of the seminar 
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offered opportunities for the student teachers to articulate their thoughts, share stories, 

explore concerns, connect ideas, and to construct, deconstruct, and even reconstruct 

meaning. The structure of the seminar, the inquiry based activities, and nature of the 

communal space introduced multiple forms of inquiry and allowed for both social 

exchange and individual investigation.  

 

Student Teaching Seminar Constraints  

 Student teaching is a complex endeavor that involves a myriad of different 

people, spans multiple locations, and often juggles multiple, even competing, goals.  

Given the complexity of this capstone experience, there were certain limitations or 

constraints that I recognized at the onset of this study. As I mentioned in the first chapter, 

I acted as the university supervisor and seminar facilitator during this study.  Beyond the 

scope of the research study, I considered my role as the university supervisor, what this 

meant within the student teaching structure, the limitations of this role, and how these 

limitations related to the student teaching seminar.  

 As a university supervisor, I did not have access to the intimate, contextual, and 

everyday knowledge of each student teacher's contextual classroom situation; I was not a 

part of their daily teaching experiences. I was aware that I, myself, was a visitor to each 

classroom, and observer, and a tourist. The truth is that I was not and could not be with 

the student teachers every day for every interaction as a cooperating teacher would be; 

therefore, as the facilitator of their concurrent seminar course held at the university, I was 

hesitant to have a standardized structure that directed students to act on ideas that were 

divorced from their particular contexts and environments.  
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  In addition, I considered the unique position of the student teacher in their field 

placements. By this, I refer to the apprenticeship model of student teaching. The very 

basis of this model positions the student teacher within an impermanent and borrowed 

training space. This training space is still a continuously working classroom that was 

established before the student teacher’s arrival and it will continue beyond the span of 

student teaching. The student teacher is a temporary fixture within this structure, so often 

there are limits to what a student teacher can accomplish in terms of time and authority 

within this space. They can be limited by the semester's timing and also: art materials, 

technology, class time, space, student interests, and school structure, as well as their 

cooperating teachers' willingness to explore new lesson ideas and their ability to 

positively mentor new teachers. These conditions are different for every student teacher 

and influence their field placement experiences. 

  

Benefit and Suitability of Problem Exploring   

Given the limitations of these positions and roles, I reflected upon the purpose of 

the seminar, and how this space, and the actors within, could work to its own strengths. 

One of these strengths pointed to a space where student teachers could focus their efforts 

and inquiry on self and issue exploration.  Problem exploring rather than problem solving 

allowed the student teachers to consider self-chosen topics with the expectation of 

gaining a greater, different, or even multifaceted understanding of a perceived issue 

rather than self-tasking for the sake of an efficient or immediate solution.   

Over the semesters of supervising student teachers, I have spoken to many of 

these individuals who became frustrated, self-deprecating, and even embittered by their 
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inability, stemming from lack of experience, impatience, or even difference of opinion 

with cooperating teachers, to enact the changes they would like to make in the classroom.  

As discussed in Chapter Two, research literature has repeatedly pointed to the importance 

of the relationship between the cooperating and student teacher to the overall outcome 

and success of student teachers. Therefore, I believe it is prudent for teacher educators to 

consider how the proceedings within seminar may, both advertently and inadvertently, 

potentially impact these relationships and overall student teacher well-being and growth.  

Within the context of student teaching, I have noticed that often the catalyst or 

intention behind the concept of problem solving, for student teachers, stems from 

classroom issues of immediacy such as classroom management. For teachers in the midst 

of their preservice educations, these issues are easily recognizable, and usually assumed, 

meaning unquestioned, expectations of efficient and successful teaching. The data in this 

study showed that student teachers entered their practicum experiences with concerns and 

goals that mainly focus on classroom management, student behavior or discipline, and 

other similar performance related, easily observable, and commonly evaluated 

dimensions of teaching. For teacher candidates, the perceived priority and urgency of 

these expectations, coupled with burgeoning exposure to contextual classroom 

complexity, has the potential to myopically construe the problem solving approach to that 

of a reductive process based upon locating immediate, even formulaic, solutions to 

student teachers’ urgent needs to cope with issues of day to day teaching survival.   

This type of problem solving, solving to survive, does not necessarily guide or 

facilitate new teachers toward deeper understandings, flexibility, reflection, or growth. 

Dewey (1933) espoused three dispositional precursors to developing an attitude of 
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reflection: open-mindedness, responsibility, and wholeheartedness. The concept of 

exploring issues rather than solving issues, within the context of student teaching, can 

present a powerful growth opportunity for teacher candidates, by giving them permission 

to experience, practice, and grow these qualities in ways that are authentic and 

meaningful to self. Within problem exploration, student teachers can safely take risks in 

order to gain a measure of comfort in ambiguity, without the pressure to jump to 

immediacy or efficiency, driven by high-stakes demands to perform, which can stymie 

the process and possibility of reflective thought.  

 

 Need for a Supportive Space 

 This research highlighted the importance and value of a student teaching seminar 

space that is dedicated to nurturing student teacher development and growth. 

Encouraging and facilitating an environment and opportunities for new teachers to 

process and reflect upon their experiences can help build resiliency during this complex 

induction into teaching (Cohen-Evron, 2002; Klein, 2008; Kuster et al., 2015; Kuster et 

al., 2010). Facilitating a nurturing and supportive environment for developing teachers to 

explore and reflect involves thoughtful consideration of not only what this idea of support 

means, but also what this looks like.  Sometimes the concept of support becomes 

synonymous with actions of coddling, notions of self-indulgence, and even laissez-faire 

approaches to teaching and those who work with teacher candidates must be cognizant of 

employing models of support that aim to positively facilitate growth. 

During previous semesters supervising student teachers and facilitating this 

course, I quickly noticed an intense desire, even need, amongst student teachers to 
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associate, communicate, and connect with their fellow student teacher peers. They 

yearned to tell their stories, reconstruct meaningful events, discover shared experiences, 

and feelings in common. Sometimes these anecdotes, and even the overall conversational 

narrative, turned somewhat negative as these teachers in training described their struggles 

and vented their frustrations. Somewhere within or in-between description and 

expression, this negativity snowballed into judgment, blame, and ultimately resistance. 

The seminar environment has the potential to become an infectious and toxic 

environment when this stagnation develops into a habit that eclipses the productive nature 

of inquiry, reflection, and growth. A supportive seminar environment still needs to allow 

student teachers to express, discuss, and process the full range of their experiences as 

student teachers but not turn into group negativity. Student teaching is a complex, 

difficult, and at times overwhelming endeavor, and these tensions, emotions, and 

perceptions are realities that many becoming teachers must navigate.  

The seminar is a space where student teachers are welcome to identify, 

commiserate, and process these difficulties; however, it is also a space that encourages 

productive growth rather than collective stagnation.  Given the constraints of the seminar 

and the structure of student teaching, mentioned in the previous section, it is important to 

find opportunities within these constraints and landscapes. As I mentioned earlier, the 

seminar can offer the opportunity for student teachers to explore, ponder, and unpack 

personally relevant and contextual issues without the pressure to solve with the demands 

of immediacy and efficiency.   
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Need for a Safe Space 

 In this study, the student teaching seminar was space dedicated to student teacher 

inquiry and reflection as a means of processing and understanding personal practicum 

experience, teaching, learning, and self. In her research, Laura Hetrick (2013), advanced 

the importance and necessity of a safe and supportive environment to the well-being and 

successful development of art student teachers. The findings of this study supported the 

environmental recommendations of safety, support, and positivity proposed by Hetrick 

and Sutters (2014), as well as the underlying conception of allowing student teachers to 

unfold and advance in their own time rather than relying on predetermined, arbitrarily 

structured deadlines for progression.  

As I embarked upon this research, and throughout the entire process, I carefully 

considered the notion of authenticity. I know that in my own experience as a student I 

often parroted the words and ideas that I perceived were expected of me. Looking back, 

this was never more apparent than my own experience as a student teacher. At that 

particular juncture, I viewed student teaching as a one-shot, high stakes performance or 

test where  I simply did not have the luxury of taking risks, admitting vulnerability, or 

embracing ambiguity…the price was simply too steep.  In this situation the extrinsic 

factors of survival and success seemed to readily outweigh my intrinsic desire for growth.  

Since this research study sought to understand the student teachers’ perspectives, I 

contemplated the potential impact of extrinsic factors during this experience, especially 

the pressure of evaluation.  I looked to see where this evaluative anxiety and pressure 

could be eased within the context of the student teaching seminar. It is important to point 

out that both the student teaching practicum and seminar were evaluated on a pass or fail 
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basis rather than a traditional letter grade scale. In the high-stakes structure and 

environment of student teaching, I believe that this aspect influenced the level of 

vulnerability that the student teachers were willing to expose as well as the risks they 

were willing to take within their personal and contextual inquiries. Honestly, I did not 

even realize this potential benefit until I spoke to other supervisors from different 

colleges and universities about their evaluation systems. Looking back, I cannot say with 

any sense of assurance that this study would have yielded similar data if grade letter 

evaluations had been a factor in this research.  

Teacher education research has advocated the student teacher seminar as a 

melding point, a place to bridge the two-worlds of the university classroom and their K-

12 school communities. The data from this study lead me to consider the value, potential, 

and benefit of a demarcation between student teaching and the student teaching seminar. 

Perhaps the purposeful separation of selected aspects within the student teaching seminar 

could yield possibility that would be difficult to achieve otherwise. In this study, the 

physical separation of the seminar space, or site, offered a reprieve where student 

teachers could establish a community amongst themselves in a space that offered choice, 

accepted vulnerability, and permitted risk taking through easing the potential obstacle of 

high-stakes evaluations.  

 

Reflections on Personal Practice 

As a result of this study, I gained an expanded awareness of the unique and 

complex nature of student teachers’ experiences. I have become increasingly interested in 

student voice, and I will continue to seek an understanding of different perspectives in 
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my teaching. I have gained personal and significant insight as an educator, artist, and 

researcher through this experience by melding theory, practice, research and investigating 

the nuanced craft and artistry that encompasses each genre and process. 

 I found benefits of using theory and research to gain a grounded perspective of 

teaching, learning, and different student populations. This grounding helped to guide my 

research and practice by considering the needs of different student populations and 

methods that may appeal to these needs. In addition to this grounding, I sought to 

understand the unique and contextual experiences of my students.  

I believe that students gained a more connected understanding of teaching and self 

through examining their own experiences within the context of this student teaching 

seminar. I have found that it is important to provide student teachers with safe 

opportunities to explore, make mistakes, embrace uncertainty, and to take on roles of 

self-authorship in their educational settings. I genuinely respect, appreciate, and seek to 

understand my students. I value their perspectives and the background knowledge and 

experiences they bring to the classroom learning dynamic. This exchange inspires me at a 

deep, core, and human level. As I was perusing my personal educator/research journal, I 

reread an interesting passage that I wrote during the course of this study.  

I was later than usual getting home from seminar tonight. Some Friday nights, 

campus is almost barren, and with solitude as my company, I must have 

disappeared into my thoughts. I didn’t notice my surroundings until a familiar 

voice startled me back to attention, and back to the present.  
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“Hey there! Must have won the lottery today. You have the biggest grin plastered 

on your face. Something to celebrate?”   

 

I jumped a little, and quickly scanned to locate the embodiment of this voice. It 

was my downstairs neighbor. He was out on his porch watering his petunias and 

gardenias. I was a little confused to realize that I was already at the bottom step of 

my front porch. I must have walked across the corner of campus to the parking 

garage, paid the parking fee to the attendant, driven home, and parked, but I didn’t 

recall any of that specifically. I was reviewing exciting pieces of the seminar 

discussion and pondering personal insights, new information, and sharing 

dynamic energy from thoughtful conversation within the group.   

 

“Huh! I didn’t realize I was smiling” I responded, “I am just getting back from a 

class at the school.”  

 

“Really? Well that must have been some class,” he affirmed.  

 

I really enjoy working with student teachers, and I am finding that I can’t help but 

ask questions…a lot of questions…perhaps it can become too tangential, but I am 

so curious, and I want to understand their unique perspectives. Sometimes these 

questions are meant to help students explain, consider, or expand, but more often I 

am discovering that I am genuinely interested in their viewpoints, and I want to 

understand how they interpret situations, and I am anxious to consider what and 
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how I may learn from them to expand my own knowledge as an individual and to 

complicate or facet the understanding of teaching and learning within the field of 

art education (9/26/14).  

 

I clearly remember this moment. It stood out to me because my physical and emotional 

dimensions of processing and understanding had manifested this personal meaning even 

though my conscious awareness was slow to recognize the profound connection. It was a 

moment of realization, interconnection, and reflection.  

As a result of this study, I have made it a habit to ask students for frequent and 

sincere feedback throughout the duration of courses and to involve students as active co-

presenters and contributors rather than merely classroom consumers.  I have found that 

the first step in obtaining honest, and genuine feedback involves building and 

establishing trust with students.  Building trust can be a delicate process, especially in a 

classroom where students have different interests, backgrounds, motivations, and goals.   

My approach with the seminar and student teacher participants, in this study, 

involved transparency, flexible structure, openness, community-building, and choice. In 

terms of transparency, I refer to openness concerning decision making behind 

assignments, readings, and discussions. I have realized that I need to make a more 

concentrated effort to explain the reasoning behind my curricular and pedagogical 

decisions, why I made these decisions, my expectations, expectations and requirements of 

different stakeholders, and what I hoped they would take away from each experience.  

 I have learned to openly express to students that I am receptive to their ideas, 

perspectives, and opinions.  If they are able to conceptualize a beneficial adjustment to an 
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assignment or activity, then I will open the idea to discussion. I think it is still important 

to hold student teachers to a high standard, and to challenge these teacher candidates by 

asking them to follow up their ideas with reason, evidence, and to consider alternate 

perspectives. As an atmosphere of trust and respect was established in the student 

teaching seminar classroom, I saw that students were able to expand upon this to build 

community and trust. 

As a result of this research process, facilitating this seminar course, and learning 

with my students, I understand more clearly the importance of meaning making through 

the visual arts. Being an artist myself, I tried to think about ways to keep the student 

teachers engaged in their personal journey, and at the same time, allow them to have an 

artistic outlet that would be meaningful to them as both teachers and artists. Graeme 

Sullivan (2012) wrote that art educators often become disconnected from their art, even 

though art was their initial passion, and teaching was merely a way to share this passion 

they felt with others. When these competing responsibilities arise, Sullivan noted that one 

of these takes precedence over the other, in other words, something has to give. 

Circumstantially, one’s teaching practice usually ends up taking priority over one’s art 

practice, and art educators find themselves alienated and isolated from their original, and 

core dedication.  

Through encouraging these student teachers to artistically inquire into their own 

teaching experiences, asking participants to document their concept development, 

learning the details of teacher candidates’ specific art practices, and viewing their final 

pieces, I was also able to reflect upon my own desires to practice what I preach, and 

rededicate myself to my art practice. I was truly inspired by the artistic inquiry, visual 
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communication, fluid connections between art and teaching, and the overgrowth that I 

witnessed as the facilitator for this course, and through this inspiration I found renewed 

energy to dedicate to my own teaching practice. I believe that artmaking is a vital form of 

knowing and meaning making, that carries the potential to incorporate traditionally 

overlooked dimensions of teaching such as passion, emotion, intuitive awareness, and 

self-knowledge. As further confirmation beyond my own interpretations, the student 

teacher participants valued and appreciated the opportunity to utilize multiple forms of 

expression within their inquiries, especially art making.  

 

Looking Back and Forward 

 As an art teacher educator, with the charge of providing meaningful mentorship 

and reflective opportunities for teacher candidates, I thought about what I hoped student 

teachers would gain from this seminar experience as they moved forward in their 

teaching careers. I did not necessarily conceive of this seminar as a long lasting, 

permanent fixture, or one-stop solution for new teacher development and growth. Rather, 

I envisioned this experience and this space as a stepping-stone in the constant journey of 

change that is teaching.  

The seminar was not meant to encompass a completed product, construed as a 

formula, or act as a benchmark for predetermined, arbitrary, or acceptable levels of 

reflection and growth. Rather, this space was meant to encourage attitudes and qualities 

toward reflection, through offering a sample of strategies to inquire into personal 

teaching experience.  My hope is that this seminar experience would expose student 

teachers to inquiry, offer support and reprieve through difficult experiences and 
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navigating complex terrains, to encourage becoming teachers to not give up hope, and to 

recognize, on some level, the potential for self-emancipation within and through the 

process of reflection.  

 

What is Next?  

 This research study brought up new questions that I would like to explore in the 

future.  First, this study focused on the happenings within the student teaching seminar 

during the participants’ concurrent student teaching experience and final school semester. 

Over my years of supervising art student teachers, I have made an effort to maintain 

contact with many of these student teachers. I am genuinely interested in their progress, 

and enjoy hearing about their experiences. Some of these new teachers have even visited 

subsequent student teaching seminars to share their experiences as first year teachers, 

offer advice, and answer questions from the incoming group of art student teachers. I 

would like to follow up this research study by interviewing the participants and graduates 

of the program. I am interested to know how their views on art, teaching, learning, and 

pedagogy have developed, and which experiences have impacted their current 

perspectives.  I am also interested to see if and how they have incorporated inquiry and 

reflection into their current art and teaching practices.  Finally, I am curious to find out 

how these participants viewed their student teaching experience and seminar experience 

looking back. As many art education studies of student teaching examine participants’ 

looking back upon their student teaching experiences (Hetrick, 2010; Sinner, 2010; 

Unrath & Kerridge, 2009), I am curious to compare participants’ looking back 

perspectives to the findings from this study, which gathered data throughout the duration 
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of their student teaching practicum. Where might these views, and ensuing meanings, 

differentiate and where might they remain consistent? 

In addition to following up with these particular participants, I am also interested 

in working with a different group of student teachers in a different part of the country, to 

find out how the results of implementing a similar curriculum would differ. Since this 

study was contextually based, I wonder how and if things would change? Another 

question that arose during this study focused on different teacher candidate populations 

within the student teaching seminar. For instance, Andrew and Denise were both pursing 

post-baccalaureate teaching certification. How might this situation and their backgrounds 

impact their learning experiences? Also, Andrew and Denise would be classified as non-

traditional students, as they were over the age of 24 (Cleveland-Innes, 1994). What 

challenges or advantages might this particular situation present in the context of their 

personal student teaching experiences? How might this non-traditional characteristic 

influence the dynamics within the student teacher seminar? 

Finally, I noted that most of the student teacher participants identified as artists. 

Both Andrew and Denise were accomplished, working artists, and Jordan maintained an 

active art practice. Although Colin was completing a double major in art education and 

photography, he tended to identify more as a teacher. Early in the semester he expressed 

that the demands of art education had eclipsed available time and energy to focus on his 

art practice. I am eager to investigate what it means to identify primarily as an artist or 

primarily as a teacher? What does this look like? How might this identity preference 

impact teacher candidates’ student teaching experiences and seminar inquiries? The 

findings of this research indicated that some of the student teachers were able to connect 
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these seemingly disparate identities of teacher and artist. Baxter (2014) suggested that 

these concepts of teaching and artmaking flowed in both directions, each informing the 

other. In this study, Andrew identified gaps in his own art practice through his experience 

in the classroom and Denise was able to make sense of her classroom experience through 

her art practice. Whereas Baxter (2014) focused on this bidirectional flow in terms of 

curriculum development, I am interested in looking into how this bidirectional flow may 

contribute to concepts of identity, resilience, and growth.  Baxter (2014) also found that 

some of her student teachers brought their artistic practice into the classroom as the 

primary foundation to their teaching. Although it was outside of the scope of this study, I 

noticed that some of the student teachers’ writings concerning their artistic processes 

contained specific perspectives and values related to general learning as well as their 

specific learning styles. I wonder if artistic process inquiries may provide valuable 

information for student teacher seminar facilitators, student teacher placement 

coordinators, and cooperating teachers regarding individual student teachers and their 

processes of learning and understanding. These statements may also reveal insights to 

student teachers concerning their personal views toward learning. As writing about 

teaching and learning is influenced by the social culture of education and a lifetime 

immersed in the educational system (Lortie, 1975), perhaps an inquiry into one’s personal 

artistic process could frame learning and teaching in a fresh perspective for student 

teachers, and reveal unrealized attitudes, beliefs, and values.  
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Concluding Thoughts 

This study generated detailed insight into each art student teacher’s unequivocally 

unique, yet in many respects a fundamentally shared journey in processing, negotiating 

and ultimately understanding their practicum experiences. The findings supported 

Dewey’s (1933) notion that development is not about progressing fixed point, but rather a 

process of moving toward more sophisticated and expansive interpretations. These 

findings stress the importance and value of seminar space that is dedicated nurturing 

student teachers’ personal understandings and holistic growth, as it embraces the often 

overlooked or understated dimensions of teaching: the emotional, the physical, the 

intuitive, and ultimately the self. I am reminded of Maxine Greene’s (1986) dedication to 

teacher reflection beyond the limitations of logical and rational problem solving, as she 

championed the importance of passion and emotion, notions that are not easily reigned in 

or neatly packaged within the context of traditional education. 

 Davis et al. (2006) posited that learning to teach is a challenging in the sense that 

is “challenging” and “disruptive” (p. 188). Disruption is an important part of growth, as 

this state of unbalance acts as a catalyst for reflection. As teacher educators, I firmly 

believe think that we need to consider and examine the idea of productive and beneficial 

friction versus counterproductive and counter beneficial friction within the student 

teaching context. What does this look like in art education? What factors impact these 

notions? What are the lasting effects? Ward et al. (2011) write about productive friction 

from a student conflict point of view. They say tensions in the student teaching 

experience and resulting moments of disillusion can provide valuable opportunities for 

developing teachers to change their rooted perspectives. Conversely, counterproductive 
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friction occurs when the experienced conflict is too great for student teachers to 

reconcile. What I found through this research is that inquiry that allows students to 

explore their student teaching situations and experiences, in respect to self, free from the 

urgency of finding solutions and pressures of enacting change in a borrowed classroom, 

can facilitate authentic and meaningful reflection with student teachers.  

 Student teaching is saturated with inherent frictions and potential disruptions. 

Many of the student teachers in this study related experiencing stress, anxiety, 

uncertainty, and vulnerability as they attempted to navigate unexpected ambiguity and 

personal dissonance. Britzman (2003) suggested that vulnerability causes discomfort that 

naturally leads to anxiety, and when this anxiety continues unchecked then it can lead to 

depression, isolation, bitterness, and rejection, and hopelessness. Within this complicated 

space of student teaching, where, when, and how does friction move serving as a catalyst 

for reflection to becoming an anchor of stagnation? With the inherent and contextual 

complications of student teaching in mind, the art education field needs reflective teacher 

educators, who not only seek to understand the unique complexities of student teaching, 

but who also seek to ethically and responsibly support the holistic development and 

emotional well-being of teacher candidates.  

 As I complete my study, I am appreciative of the student teacher participants’ 

willingness to share the details of their experiences, their feelings, their beliefs, and their 

inquiry processes, and their developing understandings.  The more I learned about their 

perspectives, the more inspiring their journeys became to me. I found myself more 

interested in student teaching beyond the confines of my charge or responsibility as 

university supervisor. I am curious to explore the precursors and sustained outcomes of 
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student teaching. For instance, before this study I did not necessarily pay close attention 

to the student teacher school site placement process, as this was outside the scope of my 

responsibility. Now I see that understanding how student teachers are matched with their 

cooperating teachers or placement sites, is important to understanding student teaching 

within the holistic context or structure of art teacher education. Because of my in-depth 

study of the student teaching seminar I have gained an enriched understanding the 

general nature of teacher education and the specific complexities, potential issues, and 

unique opportunities within this context that will serve as foundation for further research 

and practice in preservice art education. 
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APPENDIX A: LITERATURE CHART: ART STUDENT TEACHING SEMINAR 

Selected Studies 
Relative to Art 

Student Teaching 

Participant 
Population 

 

Topic/Focus 

 Indicates participants currently 
enrolled in student teaching 

 
Indicates student teaching 
seminar as research site 

 

 

Bae (2014) Current art student teachers 
and cooperating teachers 

Experiences of student 
teachers and cooperating 
teachers 

Baxter (2014) Current art student teachers Relationship between 
studio practice, pedagogy, 
and curriculum  

Grauer (1998) Generalist preservice teachers 
in 1yr certification program 

Generalist preservice 
teacher beliefs toward art 
education 

Hetrick (2010) Art education students 
(recently completed student 
teaching) post student teaching 
and certification 

Teacher identity 

Klein (2010) Sophomore level art education 
students in course prior to 
student teaching 

Zines as method of 
reflection 

Kowalchuk (1999, 
2000) 

Current art student teachers 

Student teaching seminar 
Student teacher 
perceptions of teaching 
issues, challenges, 
preparation, and needs 

Krahe (2012) Introduction to art education 
course students 

Social identity 

La Jevic & 
Springgay (2008) 

Non-art, elementary education 
majors 

Arts-based journaling 

McDermont (2002) Arts integration course- 
preservice art education 
students 

Artmaking (collage) and 
teacher identity 
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Powell & La Jevic 
(2011) 

Current art student teacher- at 
student teaching school site 

Place-based, responsive 
curriculum  

 

Sickler-Voit (2007) Students in first preservice art 
education course 

Research journals as 
method of reflection 

Sinner (2010) Researcher reflection looking 
back on personal practicum 
experience 

Becoming a teacher 

Sutters (2012) Preservice art education 
students- prior to student 
teaching 

Place and time–
positionality within field 
experience 

Unrath & Kerridge 
(2009) 

Art education students 
(recently completed student 
teaching)- post student 
teaching and certification 

Becoming an art teacher 
 

Unrath & Nordlund 
(2009) 

Across 3 years of preservice art 
education program 

Significant moments in 
teaching 

Artmaking as reflection 

Zimmerman (1994) Current art student teachers Nature of issues and 
dilemmas student teachers 
face in art classroom 
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APPENDIX B: INSTITUTIONAL REVIEW BOARD APPROVAL 

 

 

Human Subjects Protection Program   

Date:  April 11, 2014 

Principal Investigator: Downi Griner 

1618 E. Helen St. P.O.Box 245137 
Tucson, AZ 85724-5137 Tel: (520) 626-6721 http://orcr.arizona.edu/hspp 

 

 Protocol Number: 1404286955 

Protocol Title: Art Student Teacher Seminar: Facilitating a Space for 

Productive Inquiry and Meaningful Reflection 

 

 Level of Review: Exempt 

 Determination: Approved 

 

This submission meets the criteria for exemption under 45 CFR 46.101(b). 

• The University of Arizona maintains a Federal wide Assurance with the Office 

for Human Research Protections (FWA #00004218). 

• All research procedures should be conducted in full accordance with all 

applicable sections of the Investigator Manual. 

• Exempt projects do not have a continuing review requirement. 

• Amendments to exempt projects that change the nature of the project should be 

submitted to the Human Subjects Protection Program (HSPP) for a new 

determination.  See the Investigator Manual, 'Appendix C Exemptions,' for more 

information on changes that affect the determination of exemption.  Please 

contact the HSPP to consult on whether the proposed changes need further 

review. 

• All documents referenced in this submission have been reviewed and approved.  

Documents are filed with the HSPP Office.  If subjects will be consented the 

approved consent(s) are attached to the approval notification from the HSPP 

Office. 
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Your proposal is in compliance with Federal wide Assurance 00004218.  This project 

should be conducted in full accordance with all applicable sections of the IRB 

Investigators Manual and you should notify the IRB immediately of any proposed 

changes that affect the protocol.  You should report any unanticipated problems 

involving risks to the participants or others to the IRB. 

This project has been reviewed and approved by an IRB Chair or designee. 
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APPENDIX C: INSTITUTIONAL REVIEW BOARD PARTICIPANT CONSENT 

FORM 

The University of Arizona Consent to Participate in Research 
 

 

Study Title: 
Art Student Teacher Seminar: Facilitating a Space for Productive 

Inquiry and Meaningful Reflection 

Principal Investigator: Downi Griner 

Sponsor:  Dr Lynn Beudert 

 

This is a consent form for research participation.  It contains important information 

about this study and what to expect if you decide to participate.  Please consider the 

information carefully. Feel free to discuss the study with your friends and family and to 

ask questions before making your decision about whether or not to participate. 

You may or may not benefit as a result of participating in this study.  Also, as 

explained below, your participation may result in unintended or harmful effects for you 

that may be minor or may be serious, depending on the nature of the research. 

1.   Why is this study being done? 
To consider answers to the following research questions:  

 

How can the art student teacher seminar serve as a space for productive inquiry and 

meaningful reflection? How do art student teachers perceive and describe their 

experiences in a seminar space? What kinds of activities can facilitate productive 

inquiry and meaningful reflection with art student teachers? How can I, as a student 

teacher supervisor, facilitate a seminar for productive inquiry and meaningful 

reflection with student teachers? 

 

2.   How many people will take part in this study?  Up to five persons 

        

3.   What will happen if I take part in this study? Involvement with this study 

includes participation with course ARE493b, Fall semester 2014 at The University 

of Arizona. Seminar assignments and discussion will be collected as a part of this 

study for the purpose of researching and understanding art student teachers’ 

experiences.  These records will be disclosed to the teacher/ researcher, who will 

not know who has agreed to participate until after final grades are posted.  

 

4.   How long will I be in the study? August 18, 2014 – December 11, 2014 
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5. Can I stop being in the study? Yes 

 
Your participation is voluntary.  You may refuse to participate in this study.  If you 

decide to take part in the study, you may leave the study at any time.  No matter what 

decision you make, there will be no penalty to you and you will not lose any of your 

usual benefits.  Your decision will not affect your future relationship with The 

University of Arizona.  If you are a student or employee at the University of Arizona, 

your decision will not affect your grades or employment status. 

 

6.   What risks, side effects or discomforts can I expect from being in the 

study? 
To avoid any pressure of coercion to participate, the teacher/researcher will not know 

who has consented to participate in this research until after the final grades are 

posted. There are no other side effects or discomforts associated with this study. 

 

7.   What benefits can I expect from being in the study? 

  The opportunity to articulate your own thoughts and experiences and your 

responses to the thoughts of others.   

 The opportunity of collaborative professional development, through peer 

feedback and others’ perspectives. 

 The opportunity to make connections and build a sense of community with 

other art student teachers. 

 The opportunity to “stand back” from the immediacy of teaching and to revisit 

classroom events from a distance. 

 Opportunities to reflect upon your teaching experiences and to critically 

examine your teaching practices. 

 

8.   What other choices do I have if I do not take part in the study? 
 

You may choose not to participate without penalty or loss of benefits to which you 

are otherwise entitled. If you do not wish to participate, there are no negative 

consequences – choosing not to participate will not affect your evaluations, grades or 

participation in the student teacher seminar. You may participate in the course 

without contributing to the study and its data. 

 

9.   Will my study-related information be kept confidential? 
 

Efforts will be made to keep your study-related information confidential.  However, 

there may be circumstances where this information must be released.  For example, 

personal information regarding your participation in this study may be disclosed if 

required by state law.   
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Also, your records may be reviewed by the following groups (as applicable to the 

research): 

 Office for Human Research Protections or other federal, state, or international 

regulatory agencies 

 The University of Arizona Institutional Review Board or Office of 

Responsible Research Practices 

.   
 

10. What are the costs of taking part in this study? None 
 

 

 

11. Will I be paid for taking part in this study? No 

 
 

 

12. What happens if I am injured because I took part in this study? 
 

If you suffer an injury from participating in this study, you should seek treatment.  

The University of Arizona has no funds set aside for the payment of treatment 

expenses for this study.  

 

 

13. What are my rights if I take part in this study? 
 

If you choose to participate in the study, you may discontinue participation at any 

time without penalty or loss of benefits.  By signing this form, you do not give up any 

personal legal rights you may have as a participant in this study. 

 

You will be provided with any new information that develops during the course of the 

research that may affect your decision whether or not to continue participation in the 

study. 

 

You may refuse to participate in this study without penalty or loss of benefits to 

which you are otherwise entitled. 

 

An Institutional Review Board responsible for human subjects research at The 

University of Arizona reviewed this research project and found it to be acceptable, 

according to applicable state and federal regulations and University policies designed 

to protect the rights and welfare of participants in research. 

 

 

14. Who can answer my questions about the study? 
 

For questions, concerns, or complaints about the study you may contact Dr Lynn 

Beudert. 
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For questions about your rights as a participant in this study or to discuss other study-

related concerns or complaints with someone who is not part of the research team, 

you may contact the Human Subjects Protection Program at 520-626-6721 or online 

at http://orcr.arizona.edu/hspp. 

 

If you are injured as a result of participating in this study or for questions about a 

study-related injury, you may contact Dr. Lynn Beudert. 

 

Signing the consent form 
 

I have read (or someone has read to me) this form, and I am aware that I am being asked 

to participate in a research study.  I have had the opportunity to ask questions and have 

had them answered to my satisfaction.  I voluntarily agree to participate in this study.  

 

I am not giving up any legal rights by signing this form.  I will be given a copy of this 

form. 
 

 

 

  

Printed name of subject  Signature of subject 

   

 

 

AM/PM 
  Date and time  

    

 

 

  

 

 

Investigator/Research Staff 

 

I have explained the research to the participant or the participant’s representative before 

requesting the signature(s) above.  There are no blanks in this document.  A copy of this 

form has been given to the participant or to the participant’s representative. 
 

 

 

  

Printed name of person obtaining consent  Signature of person obtaining consent 

   

 

 

AM/PM 
  Date and time  

 

An Institutional Review Board responsible for human subjects research at The University 

of Arizona reviewed this research project and found it to be acceptable, according to 

applicable state and federal regulations and University policies designed to protect the 

rights and welfare of participants in research. 
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APPENDIX D: STUDENT TEACHING SEMINAR COURSE SYLLABUS 

 
Student Teaching Practicum and Seminar 
Fall Semester 2014 
Fridays 4:30-6:30   
Supervisor: Downi Griner  
 

 
Required Texts:  
 

 Student Teacher Guidebook  
 

 Published by the College of Art Office of Field Experiences- Available online. You 

are responsible for reading and understanding the requirements for student teaching 

and the certification application that are outlined in the “Student Teacher Guidebook” 

(STG).  

 

 Wong, H. K., & Wong, R. T. (2009). The first days of school: How to be an effective 
teacher. Mountain View, CA: Harry K. Wong Publications Inc.  
 

 Radford, C. P. (2013). Strategies for successful student teaching: A guide to student 
teaching, the job search, and your first classroom. Upper Saddle River, NJ: Pearson 
Education Inc. 

You are required to read these texts. You will be asked to complete short assignments 
based on your readings throughout the semester. 
 

Course Description and Objectives 
  
This course provides a student teacher with placement in a classroom for integrating 
content from art and visual culture education with actual practice under the supervision of a 
certified Mentor Teacher and a University Supervisor. Student teachers will have the 
opportunity to develop lesson plans, develop community arts advocacy skills, and to have 
classroom experiences teaching visual arts to children and youth of various ages. All 
teaching within the course will focus on the qualities and dispositions advocated in the 
InTASC Teacher Standards.  

Attendance 
 
Attendance at each seminar is expected. If you cannot attend please text or email me 
before class. Except in extreme circumstances that are explicitly agreed upon by the 
instructor and the student, absence may result in a non-passing grade. If you are absent 
due to illness, I will need a doctor’s note to excuse the absence.  Each absence (excused 
and unexcused) will be documented in the student’s file at the Office of Field Experiences. 
Please take this note seriously: it applies to all students in this class.  
 
All holidays or special events observed by organized religions will be honored as excused 
for those students who show affiliation with that particular religion. Please alert me ahead 

http://www.ccsso.org/Documents/2011/InTASC_Model_Core_Teaching_Standards_2011.pdf
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of time to these absences so that we can address what you will miss in class, and any 
assignments due.   

Classroom Behavior 

o Cell Phones: As a courtesy to all people in class, please turn off your cell phones 
during class. 

o Conduct and Integrity: All students are expected to behave in ways that are 
respectful, honest, and ethical in terms of their responsibilities to all class members 
and the instructor.  All students are expected to conform to the University’s Codes 
of Conduct and Academic Integrity.  Both the Code of Conduct and Code of 
Academic Integrity are available online:  

*(University policies link was provided here) 

 ADA Statement 

Students experiencing differing abilities: If you anticipate the need for reasonable 
accommodations to meet the requirements of this course, you must register with the 
Disability Resource Center (DRC) and request that the DRC send me official notification of 
your accommodation needs as soon as possible. Please plan to meet with me by 
appointment to discuss accommodations and how the stated course requirements and 
activities may impact your ability to fully participate.  

Student Teaching Experience 
  
You will assume all Student Teacher responsibilities as required by your Mentor Teacher 
and the University as outlined in the STG. You must successfully complete the following to 
receive a passing grade:   

1. Attend the Student Teacher/Cooperating Teacher Orientation Meeting.  
2. Follow all responsibilities listed in the “Phase-In-Schedule.” (see STG)  
3. Complete a Student Teaching Portfolio. (see STG)  
4. Complete all assignments required by the Supervisor.  
5. Attend all seminars scheduled by your Supervisor and those required by The  

College of Art. Seminar attendance is mandatory.   
6. Follow all requirements listed on the Midterm and Final assessment instruments.  

            (see STG)  Document your Time Card.   

 
Additional Responsibilities 
 
You must meet regularly with your Mentor Teacher to discuss your lesson plans. Lesson 
plans and revisions are mandatory. You will be given a format that you may adapt it in 
order to accommodate the needs of your mentor teacher and your school's administration. 
If printed, give your Supervisor a hard copy of your lesson plan on the day of 
observation.  

You are required to student teach for a minimum of 75 days. You are to have full 
responsibility for the classroom, planning, and instruction for a minimum of 20 days.  
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Your days off will be the same as your school, not those of the University. This includes 
holiday breaks; you will take your holiday breaks when your placement school does.  

You are expected to do everything a faculty member at your placement school would do. 
This may include, but is not limited to, attending faculty meetings, hall or bus duties, and 
attendance at games or dances if your Mentor Teacher is required to be a chaperon, 
and so forth. You are expected to arrive at and leave your school when the contracted 
teachers are expected to arrive and leave. You must notify your Mentor Teacher, 
University Supervisor, Department Chair if you will be absent due to contagious 
illness, death in the family, or religious holiday. (Please see STG)  

Student Teachers may not substitute teach during the 75 required days. If your Mentor 
Teacher is absent, there must be a substitute present in the classroom.  

 
During the Semester  
 
Your Supervisor will come to your school for an initial visit. Observations will take place 
every 3 weeks on average. After an observation your Supervisor will meet with you to 
discuss your lesson planning, instruction, classroom management techniques, and other 
pertinent student teaching topics. Ideally, this meeting takes place, in person, directly after 
an observation. However, this meeting could also be completed in a timely manner through 
email or by telephone.  

 Please maintain a notebook in which all lesson plans, teaching schedules, 
reflections, and resource materials are kept.  

 You are expected to create a Professional Student Teaching Portfolio that 
documents your student teaching experiences.  

 You are expected to reflect on your experiences artistically and in writing. We will 
discuss this further in our seminar meetings.  

Please begin your paperwork for Certification immediately!  This includes the 
National Evaluation Standards (NES) and State Educator Proficiency Assessment * 
*(link was provided here) Many schools will not look at your application until you are 
certified.  

Correspondence  
Call your supervisor in advance if you need to cancel an observation.  This includes when 
an impromptu school assembly, etc. occurs. Please, no exceptions to this rule.  

Please contact your supervisor anytime during the week to share thoughts, concerns, and 
questions. If something is bothering you, let me know and we can work on it together. I will 
check email daily, so you can always send questions and concerns that you may have. 
Also, my contact number is listed at the top of this syllabus. *(Ommitted) 

In general, I will contact you through email (your University email), and I will expect you to 
reply regarding your student teaching progress. Please check your University email daily.  

Effective communication with your Mentor Teacher is key to having a successful semester. 
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Try to spend five minutes at the end of the day reviewing your teaching with your mentor. 
Ask questions, brainstorm ideas, and review lesson plans together and make use of this 
unique semester. You have an experienced art teacher with you, full-time, to guide you; this 
is an incredible opportunity!  

If you have any questions or concerns, please contact your supervisor immediately in 
person, by phone, or through email. I am happy to speak with both Student Teachers and 
Mentor Teachers regarding the student teaching semester.  

 

The Apprentice Model – Learning to teach  
 
Please remember that you are an apprentice teacher and learning to teach. You will be 
responsible for teaching classes. However, when you are not teaching and your Mentor 
Teacher is in charge, you should still participate either directly or indirectly. For example, it 
is not appropriate to write lessons or prepare for your classes when your Mentor Teacher is 
teaching unless she or he has asked you to do so. Please save planning tasks for your 
planning period, before or after school, and for your time at home.  

In the beginning you might simply observe and take notes while watching your Mentor 
Teacher’s classes. By the second or third week you should help your Mentor Teacher with 
supplies, individual student help, or work with small groups of students. Be ready to 
participate in the manner or at the time your Mentor Teacher suggests. Please use and 
show initiative.  

It is important to realize that you are a GUEST in your Mentor Teacher’s classroom!  Please 
be considerate of his/her personal space and equipment. Please decide with your teacher 
where you will be able to leave information for your supervisor relating to your teaching 
during observation visits.  

 

Your Obligations as a Student Teacher 

1. Presenting a Professional Image and Conduct 

 It is important that you dress professionally during student teaching.  
Student teachers that dress professionally are able to manage their 
classrooms more effectively. You are a role model and teacher; you deserve 
respect. Please avoid wearing sweatshirts, shorts, flip-flops, tight or low-cut 
tops, tight or short skirts, and low- waist pants. If in doubt, please do not 
wear it.  

 When you are at school, you are a teacher; therefore, principals, parents, 
students, and the public will be watching you. It is important to be aware of 
how you speak to students, other teachers, and parents. Use a professional 
voice tone and voice level, and do not be disparaging against others in terms 
of gender, race, ethnicity, and socio-economic class. Enter the school each 
day with a smile; contribute to schools being joyous places.  

 Get to know the school, office staff, custodial staff, other teachers, 
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specialists, and your principal and vice-principal. Learn their names. Please 
eat lunch with your Mentor Teacher and/or other teachers; this will involve 
you in the school culture. Listen and ask questions; you are there to learn 
and others want to help you.  

2. Being a Good Listener 

 Taken from Richards, J. C., & Farrell, T. S. (2011). Practice teaching: A reflective approach. 

Cambridge University Press. 

 You may feel that your coursework has provided you with everything you 
need to know about teaching. You will probably be eager to try out 
everything that you have learned as quickly as possible, sometimes without 
considering the body of knowledge and experience possessed by your 
cooperating teacher and others. Please realize that your student teaching 
experience only allows you a temporary attachment to your mentor teacher’s 
classroom. Knowing this, your cooperating teacher may not want to depart 
significantly from his or her established curriculum and procedures.  

 In order to develop a successful working relationship with your cooperating 
teacher and others, you need to be a good listener and carefully consider the 
advice that your mentor teacher and supervisor give you!  

3. Being a Learner of Teaching 

 Taken from Richards, J. C., & Farrell, T. S. (2011). Practice teaching: A reflective approach. 

Cambridge University Press. 

 Remember that you are still a student and that student teaching is an 
introductory opportunity to deepen your learning and not an occasion where 
you are constantly expected to demonstrate your expertise. This means that 
you should always be willing to ask questions of your cooperating teacher 
and university supervisor. That is what they are there for, and they will not 
judge you to be foolish or inept because you let it be known that there are 
many things that you want to learn. These may be trivial questions such as 
whether students should call you by your first name, or more complex 
questions such as how to approach reluctant learners.  

 Being an inexperienced teacher gives you the chance to try thing that you 
have never tried before and to learn from your successes as well as your 
failures. In order to develop in your teaching, you need to extend yourself 
beyond the boundaries of the comfortable and the familiar. Be open to new 
approaches and differing perspectives, even when it is difficult!   

Important Reminders: 

o Please never meet alone with a student 

o Please never make disparaging for sarcastic comments, as this is unprofessional 

o Please do not contact or converse with students through social media 
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o Please remember that teaching is a very visible profession 

I know that you will appreciate and enjoy your Mentor Teacher’s expertise and knowledge of 
his/her students’ experiences and maturation. Your Mentor Teacher and University 
Supervisor are here to help you and looking forward to this semester!  

Good luck and enjoy your students! 

Disclaimer 

Information contained in this syllabus, and accompanying documents, other than the 
absence and grade policies, may be subject to change with advance notice as deemed 
appropriate by the instructor.  

* (Potential university and personal identification information has been omitted from this document) 
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APPENDIX E: SEMINAR RESPONSE JOURNAL ASSIGNMENTS 

 

Self Exploration 

Taken directly from seminar text, Strategies for Successful Teaching: A Guide to Student 

Teaching, the Job Search, and Your First Classroom (Radford, 2013, p. 12). 

 

WHY DID I CHOOSE TEACHING? 

Key Question: What are my beliefs and experiences related to teaching and learning? 

Directions: Use a hard-copy or create an electronic journal to capture your thoughts.  

 

THE PAST 

Describe your first memories of thinking about becoming a teacher. How old were you?  

List any names of people who affected your decision to become a teacher.  

Who were some of your favorite teachers and why do you still remember them?  

Ask your cooperating teacher the same questions. Compare your answers and discover 

their motives for teaching.  

 

THE PRESENT 

How do you feel right now about beginning your student teaching and becoming a 

teacher? Now interview your cooperating teacher and ask him or her the same 

questions. Compare and share what you learn about each other.  

 

YOUR FUTURE as a teacher! 

Where do you see yourself in five years? Interview your cooperating teacher about their 

journey into teaching.  
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WHAT DO I BELIEVE ABOUT TEACHING AND LEARNING? 
 

Taken directly from seminar text, Strategies for Successful Teaching: A Guide to Student 

Teaching, the Job Search, and Your First Classroom (Radford, 2013, p. 13). 

 
Key Question: What are my beliefs and experiences related to teaching and learning?  
 
Directions: As you begin your student teaching, you have the opportunity to think about 
what you believe about teaching. What assumptions are you making as you begin this 
process? Take some time to think about the following questions and write your 
responses by hand in a journal or in an online journal.  
 
 
 
 
 
To begin the process, write three words that come to mind as you describe yourself as 
teacher. What are your natural or learned qualities that bring you to teaching? How 
would others describe you?  
 
 
 
 
Next, list two feelings you are having as you think about entering your student teaching 
classroom. If you are already in the classroom, how do you feel about your role?  
 
 
 
 
Now write one core belief you bring to your experience. I believe… 
 
 
 
 
Reread your entry and respond to it on paper or on the computer. Add any other 
thoughts you have about the experience you are beginning. Have you waited a long time 
for this? Are you prepared?  
 
 
 
 
 
Tip for Teaching Portfolio: This entry could be used to document your journey 
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Significant Incident Description  

 

Background  

A significant incident is an event that one interprets as surprising, interesting, amusing, 

unsettling, contradicting, problematic, confusing, memorable, rewarding or amusing in 

some manner.  These events are significant and unique to the individual learner, and 

can help learners to make sense and meaning of their experiences and to learn more 

about themselves and their practice (Tripp, 2011).   

 

Task 

Over the next week notice, identify, and take note of any occurrences (at least three) 

that stand out to you in one or more of the ways described above. These events may be 

dramatic or they may be subtle- something that momentarily makes you go hmmm.  

Choose one incident that intrigues you (something you would like to explore), and 

describe the incident including all of the details listed below.  At this point, please avoid 

writing any explanations or interpretations – we will get to this later!  

 

Incident Description Criteria – 1st person point of view   

 Who was involved? 

 What was involved? (objects or physical things present)  

 Where did it take place?  (physical space)  

 How did it happen? (speech/ dialogue  and actions)  

 When did it occur? (Sequence- what happened directly before and after)  

 

 

* Do not address the why or explanations at this time.  We will examine these aspects in a 

different assignment.  
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Emotion Description Criteria- 1st person point of view  

 

In a separate paragraph, document the emotions, feelings, and reactions that you had.  

A significant incident usually stands out to an individual, because it evokes some sort of 

emotion or response which may be conscious or unconscious (Tripp, 2011).  

 

Emotion Criteria  

 Emotions/Feelings- Describe your emotions or reactions at the time of the 

incident 
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Significant Incident Inquiry 

 

You will have two weeks to work on and complete this assignment. I would like you to 

investigate your significant incident. Your text, Strategies for Successful Student 

Teaching, is arranged according to common issues and concerns in student teaching. 

The beginning of each chapter has a page entitled ACT. These pages offer an inventory 

of key teaching topics and accompanying activities. 

Choose a chapter that you think relates to your significant incident and skim the ACT 

page for key topics and Activities.  You will then choose two activities to research the 

topic(s) related to your significant incident.  For your assignment please include the 

following:  

 

Which Topic(s) and Activities did you choose?  

Why did you choose these?  

Include your answers from the activities 

What did you learn?  

What questions do you still have?  

 

 

Organization of Successful Strategies for Student Teaching (Radford, 2013): 

 

Section I: Beginning your journey into teaching 

 Chapters 1-3 

1. Transition from college student to teacher: Am I ready?  

2. Learning about the context of teaching: Where do I begin?  

3. Learning to teach: How do I grow and develop during this experience?  
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Section II: Demonstrating your teaching skills 

 Chapters 4-8 

4. Classroom management: Creating a positive learning environment 

5. Classroom management: How do effective teachers promote appropriate 

behavior? 

6. Assessing, documenting and communicating student progress: How do I know 

what to do?  

7. Instructional strategies for diverse learners: How do I teach to varied student 

needs?  

8. Effective planning strategies that promote student learning 

 

 

 

Section III: Completing the practicum, the job search, and your first 

classroom experience 

 Chapters 9-12 

9. Designing a portfolio: Where do I begin?  

10. Completing the practicum: What needs to be done?  

11. The search for a teaching position: Where do I begin?  

12. Your first classroom  
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Personal Artistic Process 

Consider 2-3 questions in each category to describe your artistic process. If you do not 

have a particular signature, then describe your process in relations to a recent or 

particular meaningful artwork or series. (Feel free to include visuals if needed) 

 

Artist Personal History 

 How does your background affect your work?  

 Why do you make art? What do you feel art should be?  

 What are your artistic influences?  

 Why did you decide to create a particular artwork or series?  

 How has art influenced your life?  

 What does being an artist mean to you? 

 When did you first realize or discover what artmaking meant to you?  

 

 

 

Stories Behind Your Art 

 How do you come up with ideas for your artwork?  

 What do you consider your artwork to be about?  

 Is there a particular artwork that is your favorite? What is special about it? 

 What is the main challenge you face when creating art?   

 What kind of creative patterns, rituals or routines do you have?  

 Who is your audience? What are you trying to communicate with your art?  

 What do you want to accomplish with your artmaking?  

 What ideas, themes, symbols, issues, questions, or situations do you explore in 

your artmaking and other visual strategies?  

 What personal narratives are related to your work?  
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Process Questions 

 Describe your technique and materials 

 What is your physical, mental, and inquiry process? How do you prepare?  

 How do you artistically develop, research, or realize an idea? What kind of 

artistic decisions do you make?  

 How do you decide to make adjustments?  

 How do you approach your work- what lens do you look through? 

 How do you approach and start a new work of art?  

 What are your references? 

 How do you know when an artwork is finished?  

 What is your most important artist tool?  
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Final Art Project Proposal 

In your first assignment you addressed your beliefs in relation to learning and 

teaching. The second assignment asked you to pay attention to moments of dissonance 

within you own teaching experience. Assignment number three asked you to consider 

the underlying theme of your experience and to research further into the topic. Finally, 

you identified and explained your own artistic/ creative process as an art teacher.  

For your final project you will create a meaningful artwork related, in some 

aspect, to your teaching experience. Consider what you have written about in your past 

assignments to give you some ideas about what you would like to address through art.  

This final project will require a considerable amount of planning, time, and 

effort. This artwork or series is expected to be an in-depth artistic and reflective 

endeavor of professional quality- meaning portfolio and art show worthy! 

Final Artwork Proposal 

You will need to submit a proposal for your final artwork. Please address the following 

ideas/questions in your proposal: 

Describe your project 

 What is your idea/concept? 

 How does this idea/artwork relate to your teaching experience? 

 What has inspired you? 

 What is the purpose of this work?  

 What are you trying to communicate?  

 Who is your intended audience?   

 How do you envision the process and or product?  

 How do you envision the physical placement of your work? 

 How will this work embrace your artistic process and voice? 

 What point of view will you utilize? (metaphor, symbol, literal, narrative, conceptual, 

critical etc.)  
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Art Materials 

 Medium 

 Dimensions 

 Number of works or components 

 Tools/ Equipment 

 

 

 

 

Planning/Process 

 What background research do you need to do?   

 What is your timeline for this project? 

 What will be a meaningful process to your purposes/ goals?  

 What processes or steps will you need to take?  
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Final Artist Statement 
 

 
Creating a final artwork is a journey and an opportunity to examine, explore, and 

investigate a concept related to your personal student teaching and learning 

experiences.  As part of this assignment I would like you to create an artistic statement 

specifically concerning the work you created for this class.  Part of this statement 

involves documenting and articulating your artistic decisions, process, and meaning-

making during this artistic investigation and pedagogical journey.   

 

 

Please examine, and thoughtfully consider, the following questions while creating your 

artwork and your artist statement:  

 

 

1. Describe the materials used in this piece. Why did you select those particular 
materials?  How do they contribute to the overall meaning or affect? 

 
2. What steps did you take to create your art piece? Describe your path of 

investigation. Why did you choose this path? How did your path change? How 
were you able to refine your idea? 

 
3. Which processes or procedures were the most important in creating this art 

piece? Why?  
 

4. What problems, issues, or misconceptions arose? How did you overcome these 
issues?  
 

5. What were your thoughts and feelings as you created this work?  
 

6. What artistic language did you adopt for this artwork? (symbol, metaphor, 
conceptual, narrative, etc)  Why?  
 

7. Which forms of visual communication (elements and principles) did you use to 
inform your intent?  How?  
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8. How would you summarize your art piece? What idea, concept, feeling or 
message are you trying to express with this artwork?  How did this artistic 
creation relate to your own creative process and other artworks?  
 

9. Who is your intended audience? What background would you like your audience 
to know? What do you want your audience to experience?  
 

10. How has this artistic investigation affected you as a teacher?  How has teaching 
impacted your artistic process in this work?  
 

11. What have you learned from having engaged in this experience?  
 

 
 
 
 
 

 

“If you are interested in something, you will focus on it, and if you focus attention on 
anything, it is likely that you will become interested in it. Many of the things we find 
interesting are not so by nature, but because we took the trouble of paying attention to 
them” (p.128). 
 
 
― Mihaly Csikszentmihalyi (1997), Finding Flow: The Psychology of Engagement with Everyday 
Life  
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APPENDIX F: SEMINAR ASSIGNMENTS OVERVIEW 

Overview Student Teaching Seminar Assignments 

 

Teaching Activity- The First Days of School (Wong & Wong, 2009) 

Due Dates: Will be arranged for each class participant 

o Please prepare a 20 minute engaging activity and a handout, for the group based 

on the assigned reading.  Your activity should extend or bring to life the reading 

topic. While you are preparing, consider key points, relevant images, how this 

information may or may not relate to your current situation, and how you could 

specifically utilize this information in your current teaching situation.  Please do 

not hesitate to consult with me if you are unsure. You will need to submit your 

handout to the D2L drop box AND bring 6 copies of your handout to class.  

 

 

Artist Process Presentation  

How does this relate to your personal artistic process?  

Due Dates: Will be arranged for each class participant 

o Please prepare a 20-minute presentation that examines an artist and his/her 

creative and artistic process.  Choose an artist whose work speaks to you in some 

way. Consider the following aspects of the creative/artistic process: 

 Development of Ideas: artist’s motivations, concepts, ideas, and feelings 

 Planning: artist’s methods of research and/or experimentation 

 Methods:  artist’s choices involving media, working methods, application, 

refinement etc.  

Your presentations should explore the artist’s creative process through his/her 

work, working methods, motivations, and personal point of view.  Please do not 

hesitate to consult with me if you are unsure.  
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Weekly Response Journal Assignments 

Due Dates: Designated Fridays by 11:00 p.m. on D2L 

o You will respond both in written and/or visual ways to questions or assignments 

regarding readings, teaching, learning, and your experiences during student 

teaching.  Questions will be posted on D2L on designated Sundays by 11:00 p.m.   

Please submit your responses to the D2L dropbox, making sure to follow the 

labeling instructions.   

 

Professional Teaching Portfolio 

Due Date: Final Seminar-December 5 

 You will need to complete a professional teaching portfolio containing the following:  

 Teaching Philosophy 

 Disclosure Statement 

 Lesson Plan 

 Assessment Examples 

 Teaching Resume  

 Teaching Artifacts & Images 

 

*The professional teaching portfolio is a university requirement for successful completion of student 

teaching; however, this assignment was outside the scope of this research.  

 

Final Presentation 

Due Date: Final Seminar-December 5 

o You will be expected to give a 15-20 minute presentation of your artistic 

reflection upon your student teaching experience. 
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APPENDIX G: SEMINAR SEMESTER OVERVIEW 

 

* Participant Jordan began her student teaching practicum on 7/7 

Date Activity 
 

Topic 

7/28−8/4 First Week Student Teaching Practicum*  

8/19 Student Teaching Orientation  

8/25 University Semester Start Date  

9/5 Seminar 1 Introductions and Expectations 

9/12 Response #1 Self-Exploration 

9/12 Seminar 2 Teaching Activity: The Teacher (Andrew) 

9/19 Response #2 Significant Incident Description 

9/26 Seminar 3 Teaching Activity: Positive Expectations (Denise) 

 

Teaching Activity: Classroom Management 

(Colin) 
 

Artist Process Presentation: (Andrew & Jordan) 

10/2 Response #3 Significant Incident Inquiry 

10/10 Response #4 Personal Artistic Process 

10/17 Seminar 4 Teaching Activity: Lesson Mastery 
 

Artist Process Presentation: (Denise) 
10/31 Response #5 Final Artwork Proposal 

10/31 Seminar 5 Teaching Activity: The Professional (Jordan) 

 

Artist Process Presentation: (Colin) 

11/14 Seminar 6 In-Process Art Critique 

11/21 Check-In Meetings (optional) Individual Student-Led Meetings 

12/5 Response #6 Final Artist Statement 

12/5 Final Seminar Final Artwork and Presentations 

12/11 University Semester- Last day of class  


