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ABSTRACT 

 
 
 
 

 The primary purpose of this study was to investigate how well prepared beginning 
art teachers felt they were to perform the jobs they now do.  The research question for this 
study was:  How do beginning art teachers in the state of Florida describe, interpret, and 
evaluate their Florida-based teacher training program and what do they suggest for its 
improvement?  To examine the issues of art teacher training and current teaching 
practices, this study was triangulated, including a survey of beginning art teachers who 
teach in the public schools of Florida and observations and interviews of three selected 
teachers in light of a description of art education programs in Florida universities and 
colleges from which the teachers graduated.  Through survey responses, the 47 
participants in the study reported that they valued the practical knowledge presented during 
their teacher training over the theoretical.  It also was found that beginning art teachers 
teach the skills they feel best prepared to teach and that studio production is the preferred 
mode of art instruction.  The teachers in this study were more often influenced by the 
teacher supervising their internship during their teacher training than by their professors or 
other education courses, and the classroom observations and internship were perceived as 
the most valuable component of their training.  The participants also described problems 
they encountered in teaching, which they were not prepared for, of which the most 
frequently cited were lack of respect and support for the arts in K-12 schools and lack of 
sufficient funding.   
   Participants in this study suggested ways that university/college art programs might 
be improved to provide art teachers with the skills, knowledge, and experiences that will 
better enable them to successfully meet the demands of teaching.  The most frequently 
offered suggestions were longer internships and more classroom observations, more studio 
classes, more pragmatic skills and less theory, and more preparation in classroom 
management.  Implications for the design of art teacher training programs suggested by the 
results of this study involve more extensive collaboration between the universities 
responsible for the training of teachers and the K-12 schools and between their respective 
faculties, a re-examination of how studio, art history, art criticism, and aesthetics are taught 
in the art education programs, and an examination of standards used to select highly 
qualified supervising teachers for internships.  As a result of the findings of this study, it is 
proposed that more art methods coursework, particularly in studio art, should be required to 
better address the needs of prospective art teachers.  It is also proposed that training is 
needed in arts advocacy to address the problems experienced by art teachers in schools.  
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CHAPTER 1 
 

INTRODUCTION 
 
 
 
 

 The preparation of art teachers has been identified as an important aspect of 
quality art education (Davis, 1990; Day, 1997; Galbraith, 1990, 1995; Zimmerman, 
1994b, 1997).  In that context, this study reports on the effectiveness of existing art 
education programs in universities and colleges in the state of Florida based on the 
perceptions and practices of beginning art teachers who teach visual art programs in 
the public schools of that state.  Listening to the voices of those who graduated from 
the programs examined and have subsequently applied the knowledge, skills and 
strategies learned to a real job situation has the potential to provide insight into how 
art education programs can be improved.   A survey and qualitative observations 
and interviews were used to investigate teachers’ sense of preparedness, the 
problems and challenges they have experienced in their practice, and the strengths 
and weaknesses of their art education programs in that context. 
 
 

Research Question 
 
 

 The guiding question of this study is:  How do beginning art teachers in the 
state of Florida describe, interpret, and evaluate their Florida-based teacher training 
program and what do they suggest for its improvement? 
The supporting questions are: 

1. What theoretical and practical training did beginning art teachers 
receive in their teacher education programs? 

2. What do they now teach and how? 
3. How do the skills and knowledge gained in the teacher training 

program relate to their current teaching situation? 
4. How well do they think their education prepared them for their  

current positions? 
5. What changes, if any, would they make in their teacher training? 

The stages of this research written as procedural objectives are: 
1. Review of the literature to determine the scope and parameters of the 

research and to define appropriate questions. 
2. Develop a survey based on review of literature and the competencies 

required for certification in the state of Florida to elicit beginning art 
teachers’ perceptions of their preparedness to teach.  

3. Examine documents to describe the components and structure of art 
education programs in Florida universities and colleges. 

4. Conduct observations and interviews to add context and depth to 
survey responses. 
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5. Evaluate the data thematically in terms of the questions asked and the 
themes that emerge. 

6. Draw conclusions from the data and make recommendations for art 
teacher education in Florida. 

 
 

Structure and purpose of the study 
 

 

 The purpose of this research study was to explore the perceptions of 
beginning Florida art teachers as to the factors that influence how well prepared art 
teachers are when they graduate and enter their first years of teaching.  A review of 
the literature related to the training of teachers and the experiences of pre-service 
and novice teachers was conducted to gain insight into the suggested ideal theory 
and practice of teacher education programs, the overriding influences, and the 
experiences of beginning teachers in relation to what teachers in-service are taught, 
and what they learn in their pre-service teacher preparation programs.  A document 
search of art certification programs offered at universities and colleges in the state of 
Florida documented what was taught to the art teachers surveyed.  A survey was 
administered to all beginning art teachers in Florida to gather data on their 
perceptions of their preparation to teach.  Based on the survey results, the 
researcher conducted observations and interviews of three art teachers on the job to 
add context and depth to survey responses.  The premise of this study was that 
those who have experienced the Florida-based art teacher training programs and 
had the opportunity to apply that knowledge on the job are good candidates for 
evaluating the strengths and weaknesses of those programs. The data was gathered 
and analyzed to reveal practicing teachers’ perceptions of their art teacher education 
experience and how it impacts their current practice. 
 
 

Justification of the study 
 

 

Of all the issues related to the field of art education, the preparation of 
teachers of art is one of the most important (Day, 1997).  Examining the perceptions 
and concerns of beginning art teachers regarding their teaching practices in relation 
to their preparation to teach can help to inform and improve art education programs 
in colleges and universities.  So the overall objective of this study was to explore the 
training of art teachers in regard to what works, what does not work, and what more 
is needed in the view of those teachers.  By examining what teachers say they 
valued in the programs they attended and what they feel was missing in light of their 
teaching situation, art educators can gain a better understanding of the type of 
program that will support quality art education instruction in today’s schools.  
Documenting the difficulties experienced by these teachers might also be of interest 
to administrators, teacher educators, practicing art teachers in the field, and others 
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who develop support programs and initiate collaborative efforts to aid and encourage 
beginning teachers on their pathway to success. 

A growing consensus exists within the field of art education, that the 
preparation of art teachers should be central to art education research (Beudert, 
2006; Davis, 1990; Day, 1997; Galbraith, 1990, 1995; Galbraith & Grauer, 2004; 
Sabol, 2004; Thurber, 2004; Zimmerman, 1997, 2004).  While there has been 
research related to the issues of general pre-service education, there has been a 
scarcity of research about pre-service art specialist education, which indicates that 
such research is needed.  The National Art Education Association Commission on 
Research in Art Education (NAEA, 1996) included among ten recommendations to 
improve art education an agenda to examine pre-service and in-service teacher 
education.  This report advised researchers to focus on multiple aspects of teacher 
preparation including multicultural concerns, bilingual education, special populations, 
teaching competencies, technology, and collaborative partnerships.  In conjunction 
with examining pre-service art teacher preparation, Galbraith (1997) suggested that 
research is also needed on how well teachers manage as they begin their first years 
of teaching.   

The education of teachers is one of the most crucial aspects in any issue 
involving educational reform.  As Day (1997) pointed out, no major improvements in 
education can be carried out without the cooperation of teachers.  Teachers have 
both the power to obstruct reform efforts and the potential to provide valuable and 
intelligent information that can inform educational initiatives.  Therefore, an 
investigation into the factors influencing the knowledge, skills, and attitudes of 
beginning art teachers is warranted as these aspects influence the learning 
outcomes of their students.  It is important to address the issues of teacher 
preparation because when a first year teacher fails, “students are the primary 
victims” (Ryan, 1986, pg.7). 

Teaching is a challenging and rewarding job, but it can also be difficult and 
demanding.  As Day (1997) pointed out, being a caring individual and possessing 
knowledge of discipline content may not be enough to prepare future teachers to 
face those challenges or make an accomplished teacher.  Art teachers’ need a 
broad range of knowledge and skills related to instructional and assessment 
strategies, curriculum development, abilities of learners, learning environments, and 
community resources.  They must be prepared to work with diverse student 
populations including the range of first languages spoken by students and 
exceptional learners and to function within the framework of mandated curriculum 
content and organization, school organizations, local controls, and state regulations.  
According to Day (1997), many beginning teachers feel unprepared when faced with 
these demands. 

While quality art education programs do exist, many teachers do not receive 
the preparation they need (Day, 1997).  Current reports from the National Center for 
Educational Statistics in 2001 stated that at least 18 percent of new college 
graduates leave the profession within three years (Heber & Worthy, 2001).  It is 
reported that typically 30 to 50 percent of beginning teachers leave teaching within 
their first five years due in part to teachers’ feeling ill-prepared for the realities of the 
classroom (Darling-Hammond & Cobb, 1996).  Yet those teachers who feel well 
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prepared for the realities of teaching are more likely to stay in the profession 
(Darling-Hammond, Chung, & Frelow, 2002). 

When beginning teachers fail, the effectiveness of their training at educational 
institutions may be in question.  A natural question is whether future teachers are 
given what they need to do the job in the classroom.  Hutchens and Pankratz (2000, 
p. 8) stated that “pre-service education cannot remain distant and distinct from 
professional practice and the challenges teachers face every day in the classroom.”   
Examining the content, skills, and strategies presented within art education 
programs in light of the graduates’ current practices and experiences on the job can 
give insight into teacher’s perceptions of how well those programs are preparing 
future art teachers.  That is the central concern of this study. 

 
 

Brief Overview of the Study 
 
 

 In this study, I gathered data on teachers’ perceptions of the effectiveness of 
Florida-based art teacher training programs through a survey of beginning art 
teachers in reference to written self-generated descriptions of art education 
programs in Florida universities and colleges from which the teachers graduated, 
and observations and interviews of selected beginning art teachers, all in light of a 
framework of best practices derived from a review of the pertinent literature.  The 
survey developed by the researcher was based on issues related to teacher training 
as revealed in the literature, prior surveys of art teachers and generalist teachers 
(Blackman, 1977; Chapman, 1979; Darling-Hammond, Chung, & Frelow, 2002; 
Jeffers, 1996) and the competencies required to obtain a teaching certificate in the 
state of Florida.   
 The purpose of the survey was to gather data on background information of 
beginning art teachers currently teaching in the public schools of Florida, their 
descriptions of courses they received during their teacher training and the courses 
they now teach, their interpretation of how well this training prepared them, and their 
evaluation of the strengths and weaknesses of their art programs and suggestions 
for improvement based on their teaching experiences.  The survey was administered 
via the Internet and postal mail to all art teachers in the state of Florida who had 
three or less years of teaching experience as indicated on a list obtained from the 
Florida Department of Education.  To limit the scope of the study to manageable 
proportions, only 47 teachers who graduated from Florida colleges and universities 
were considered for evaluation in this study.  Those teachers not meeting the criteria 
were eliminated from the study.  For context, a document search of all art education 
programs in the state of Florida identified by respondents to the survey was 
conducted to compare what teachers said they received in their programs to what 
institutions claimed they were teaching. 
 A purposeful maximum variation sampling of three participants, including one 
from each teaching level (elementary, middle school, and high school), was chosen 
from those who responded to the survey.  Each of the participants was observed for 
one full day during his or her normal teaching routine and interviewed prior to, 
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during, and after the observation.  The resulting profiles or stories provide a window 
through which deeper insights can be gained into how the teachers’ practices are 
influenced by the training they received, and how their responses reflect their 
experience as observed by the researcher. 
 Data were primarily analyzed through qualitative methods with some 
descriptively quantitative analysis of objective survey items (Babbie, 1995).  All 
survey items excluding open-ended questions were evaluated based on prefigured 
foci (Eisner, 1998)) and the competencies required by the state of Florida for a 
teaching certificate in the visual arts.  Open-ended questions (Fowler, 1988), 
observations (Anderson, 2000b), and interviews (Seidman, 1998) were structured 
using the prefigured foci described in all supporting questions guiding this study and 
allowed for emergent themes.  Data gathered through the different methods were 
compared for inconsistencies and to establish internal reliability and validity 
(LaPierre & Zimmerman, 1997). 
 
 

Definition of Terms 
 

 

 For the purpose of this study, the researcher has defined the following terms. 
Aesthetics – A branch of philosophy that focuses on the nature of beauty, the nature 
and value of art, and the inquiry processes and human responses associated with 
those topics (NAEA, 1994). 
Art Criticism – Describing and evaluating the media, processes, and meanings of 
works of visual art, and making comparative judgments (NAEA, 1994). 
Art Education Program – A program of study in a college or university that leads to 
certification to teach art in schools, grades K-12. 
Art Educator – A faculty member in a university or college who trains a prospective 
teacher in the visual arts and prepares them to teach art K-12. 
Art History – A record of the visual arts from past to present, incorporating 
information, interpretation, and judgments about art objects, artists, and conceptual 
influences on developments in the visual arts (NAEA, 1994).  
Art Teacher – A teacher of visual arts K through 12. 
Beginning Teacher – A teacher who has three or fewer years of full-time teaching 
experience. 
Comprehensive Art Education  - The integration of content from four disciplines and 
three additional foci - art history, art production, art criticism, and aesthetics plus 
visual culture, creative expression, and new technologies – into a holistic learning 
experience related to the experiences, abilities, and personal interest of the student 
as well as being interdisciplinary when appropriate (Anderson & Milbrandt, 2005).  
Discipline-based Art Education – An approach to visual arts education that 
incorporates four distinct disciplines of art including art history, art criticism, 
aesthetics, and art production (Sevigny, 1987). 
Novice Teachers – Teachers who are in the early years and stages of their  
profession. 
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Perception – The visual and sensory awareness, discrimination, and integration of 
impressions, conditions, and relationships with regard to objects, images, and 
feelings (NAEA, 1994). 
Pre-service Teacher – A teaching candidate receiving training in an art education 
program including the student teaching practicum and prior to employment into their 
first teaching job. 
Reductive bias - The oversimplification of information, both simple and complex, in 
various ways to make understanding and learning easier, but resulting in information 
that was incomplete and inaccurate (Short, 1993). 
 
 

Summary 
 

 

Day (1997) pointed out that art teacher training must change and improve to 
stay abreast with the current issues and evolving knowledge in the field of art 
education.  He subsequently posed the question, “How can art teacher preparation 
programs be improved?” (p. x).  This research study proposes to address that 
question by directing inquiry to program graduates who are now teaching.  Their 
experiences and perceptions gathered through multiple paths of inquiry including a 
survey, observations, and interviews have the potential to highlight programs’ 
strengths and weaknesses and indicate trends, both good and bad, in art teacher 
education.  Prospective art teachers need knowledge of the best practices in the 
field to prepare them for the many challenges they will face.  It is unfair to send them 
into a profession that is becoming increasingly complex without adequate 
preparation.  Results from this study may offer suggestions for program 
improvements and possible solutions for the problems beginning art teachers are 
facing on the job. 



  

 
 
 

CHAPTER 2 
 

 LITERATURE REVIEW 
 
 
 
 

 A review of the literature suggests that the major influences in art teacher 
preparation are: (1) the future teacher’s art education program including what is 
taught and how content is presented (Day, 1997; Galbraith, 1997; Galbraith & 
Grauer, 2004); (2) the university faculty responsible for teacher training (Galbraith, 
1990, 1995, 2001; Zimmerman, 1997); (3) the field experiences including the 
influence of supervising intern teachers (Galbraith, 1993; Susi, 1992; Valli, 1992); 
and (4) the characteristics and prior experiences and beliefs of pre-service teaching 
candidates (Kagan, 1992; Kowalchuk, 1999; Thurber, 2004).   
 According to experts in the field, each of these components has a profound 
effect on the success of teacher training programs to disseminate the skills, 
competencies, and knowledge necessary to prepare an effective and accomplished 
teacher.  Within the framework of these four components other issues relevant to the 
training of teachers are discussed in this section including the status of the arts in 
the schools and universities, status of university faculties of education, relationships 
of faculties from different departments, teacher accreditation associations’ 
requirements, state certification and licensure requirements, and recommendations 
of professional organizations.   
 Day (1997) pointed out that each of these issues must be considered when 
focusing on the improvement of art teacher preparation.  Those who have a stake in 
the training of teachers need to address these concerns in order to understand the 
complexities of teaching and learning as well as the external and internal forces that 
influence an art teacher’s ability to perform his/her job. 
 
   

Art Education Programs 
 

 

 According to Peterson’s Educational Center website, www.petersons.com, 
there are 608 four-year colleges in the United States and Canada offering art 
education programs (Galbraith, 1997).  These institutions and their art education 
programs vary in size, location, number of art education faculty, department 
controlling the content of the program, source of funding, and degrees offered.  
According to Galbraith, the degrees that lead to certification in art education include 
BA and BFA in art education, BS in art education or education, and graduate level 
degrees including MS or MA in education or art education and a MAT in education.  
Art education programs were found housed in the art education department, the 

 7

http://www.petersons.com/


  

visual arts department, or the department of education (Anderson, Eisner, & 
McRorie, 1998).  All of these factors influence the nature of the programs.  
Traditionally, art education programs include preparation of classroom teachers, the 
pre-service preparation of art specialists, in-service courses and workshops, and 
graduate education for visual arts teachers (Day, 1997), but this review of literature 
will concentrate on the course components relative to art teacher specialist 
programs: that is programs designed to prepare future art teachers.   

While programs for art teachers vary in philosophy, structure, and content, 
they share many common components (Galbraith, 1997; Sevigny, 1987).  Sevigny 
(1987) suggested that the three main components of the art education program are 
content areas of art including studio art, art history, aesthetics, and art criticism, 
coursework in the theoretical foundations of education including history and 
philosophy of education, curriculum theory, and instructional strategies, and 
supervised field experiences including student teaching and other internships.  To 
these components Galbraith (1997) added the core education courses taken during 
the first two years of study and the art education methods courses that are the 
primary concern of art education faculty.  The art education methods courses serve 
to link visual arts content with pedagogical theories and strategies.  Most frequently 
included in the art methods courses are curriculum theories, human development in 
the arts, art for special populations, art teaching methodology, art classroom 
management, health and safety measures specific to the art classroom, research in 
art education, and the history of art education (DiBlasio, 1997).  A more current 
comprehensive art education program was suggested by Anderson and Milbrandt 
(2005) and involves the integration of content from the four disciplines of discipline-
based art education including studio art, art history, aesthetics, and art criticism plus 
visual culture, creative expression, and new technologies into a holistic learning 
experience. 

Four studies (Galbraith, 1997; Rogers and Brogdon, 1990; Sevigny, 1987; 
Willis-Fisher, 1993) based on the content analysis of university bulletins and 
websites were found that examined the structure, influences, and evolution of art 
specialist program content within the last two decades.  Willis-Fisher (1993) reported 
that art education majors take an average of 130 total semester hours with an 
average of 36 semester hours in studio coursework and 9 semester hours in art 
history mainly in the form of three survey courses covering Western art.  The other 
studies reported similar findings with a slow, gradual change toward discipline-based 
art education.  Three other trends that have influenced the ongoing development of 
art education programs emerged from a review of these studies; they are (1) the 
wide diversity of programs, (2) the predominance of studio production, and (3) the 
difficulty of enacting change in program structure. 
 
Diversity of Programs 
 

Programs vary greatly in structure and content implying a lack of consensus 
on what should be the ideal education for prospective art teachers.  Hutchens (1997) 
lamented that there was “no single, widely accepted overriding philosophy of art 
education or of art teacher preparation" (p. 149) and called for a consortium for arts 
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education to establish standards and promote collaborative, inquiry-based teaching.  
The differences that exist between programs often reflect the continuing controversy 
over how to achieve a balance between the four disciplines of art production, art 
history, aesthetics, and art criticism as well as a balance between coursework in art 
versus coursework in education.  Galbraith (1997) found that art education 
coursework ranged from as little as three semester hours to over twenty-one.  She 
concluded that the number of art education faculty members often determined the 
diversity of specialized course offerings.  Since many art education departments 
tend to be small, many courses were taught by faculty in other areas or 
departments. 

Lansing (1985) advocated eliminating undergraduate programs in art 
education and teaching prospective art teachers in the same manner as professional 
artists.  He proposed adding a fifth year of graduate study for teacher training after 
students had attained a BFA in studio production.  During this period, students could 
take pedagogical courses in art education including the practicum in schools.   

A growing number of programs in art education and general education have 
considered fifth year graduate-level preparation as a basis for initial teacher 
certification (Davis, 1990).  Cramer, Gilles, and Hwang (2001) described a five-year 
general education program where students participated in a full time teaching 
assignment as part of their graduate work.  During the teaching assignment they 
received ongoing support and mentoring from a teaching fellow.  The goal was to 
accelerate beginning teachers’ movement from the survival mode to mastery in 
teaching and to find a solution to the problem of teacher attrition.  Carroll, Sandell, 
and Jones (1995) described a five-year program for prospective art teachers in a 
professional art school.  The students received a minor in art education as an 
undergraduate and completed the teacher education program as a graduate student 
or entered the Master of Arts in Teaching (MAT) program after completion of their 
BFA in studio.  The program had the advantage of enlisting students with a highly 
developed interest in art and an advanced level of performance on the studio level.  
The program structure was sharply focused on studio production with the BFA 
including two-thirds studio work and fifteen semester credits in art history. 
 
Predominance of Studio Production 
 
 The second trend that has influenced the development of art education 
programs is the continuing predominance of studio production.  Emphasis on studio 
production can be traced back to before the inception of discipline-based art 
education when self-expression and the development of the child were the primary 
concerns of art education.  Sevigny (1987) stated that the then prevalent studio artist 
model precluded the knowledge, skills, and modes of inquiry that are necessary in 
the training of art teachers. 

  Rogers and Brogdon’s (1990) survey of higher education teachers found 
that institutions had complied with the recommendations of the Standards for Art 
Teacher Preparation Programs in the area of studio to a greater extent than other 
areas of study.  The results showed that 80% of the institutions responding to the 
survey had met the recommendation for studio art foundations while only 65 percent 
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had met the art history standard and 70 % the advanced work component.  The 
recommended requirements endorsed by the standards were 21 semester hours of 
studio art with 30 preferred, 9 semester hours of art history with 12 to 15 preferred, 
and 6 to 9 semester hours of advanced studio work or art appreciation.  The total 
number of semester hours recommended for foundational art content was 51.   

State certification requirements and practicing art teachers have also 
promoted and supported the dominance of studio production.  Art teachers who 
responded to Brewer’s (1999) survey preferred taking studio art courses rather than 
art education, aesthetics, art criticism, and art history courses by a 2 to 1 ratio.  The 
certification department in the state of Florida requires prospective art teachers to 
take a minimum of thirty semester hours in the field of which 15 hours are studio 
courses compared to six hours of art history, three hours of aesthetics or art 
criticism, and four semester hours of art methods courses (DiBlasio, 1997). 

Hobbs (1993) blamed the studio bias for the lack of emphasis in art history, 
aesthetics, and art criticism.  He further criticized the “formalistic” approach that has 
dominated art education theories and practices, and proposed that formalist theories 
fail to explain all forms of art but particularly more contemporary and conceptual art.  
He advocated more appropriate theories of art that would embrace postmodern 
views.   
 
Agents of Influence and Change 
 
 One of the major changes in art education theory in the recent past was the 
movement toward discipline-based art education.  The proposal to move from the 
child-centered philosophy prevalent in art education prior to the Penn State Seminar 
in 1965 to the content-centered position of DBAE marked a seminal moment in the 
field of art education and subsequently the preparation of art teachers.  However, 
Sevigny’s (1987) content analysis of undergraduate bulletins at fourteen universities 
from 1974 until 1984 showed little change in program requirements or course 
revisions for art specialists as a result of the movement toward DBAE.  He reported 
that one-third of his sample still did not require any course in art criticism or 
aesthetics.  Later studies by Galbraith (1997) and Willis-Fisher (1993) concurred that 
the adoption of the content areas endorsed by discipline-based art education had 
been slow but gradual, with the main change occurring in the art education methods 
courses.  This example illustrates the problem of effecting change in programs at the 
university level. 

Hutchens (1997) blamed the resistance to change on academic bureaucracy.  
Some of the factors that have influenced the organization and content of programs 
are the way the curriculum is developed, sequenced, and evaluated, state and local 
mandated policies, expertise and interests of the faculty, availability of resources, 
graduation requirements, and past practices.  In addition, state legislation has led 
state certification boards and subsequently university programs to include 
preparation in adaptive teaching strategies for special-needs populations and to 
address minority and multicultural concerns and issues (Sevigny, 1987).  Concerns 
over low test scores have required art educators to include strategies for promoting 
reading, writing, and math skills into the art curriculum.  As current educational and 
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social issues compete for inclusion in state and local requirements and the 
curriculum, the skills and knowledge needed by prospective art teachers mount and 
become increasingly diverse (Zimmerman, 1994). 

The teacher certification and licensure requirements and regulations placed 
upon institutions of higher education by state laws and state departments of 
education also have a strong influence on program requirements and course 
revisions for art specialists.  In her survey of state licensing and certification offices 
in all fifty states plus the District of Columbia and the U. S. Department of Defense 
Office of Dependents Schools, DiBlasio (1997) discovered a wide disparity in 
certification policies between states and departments of education.  Efforts of art 
education departments to improve art teacher preparation or adapt to nationwide 
standards have been helped or hindered by state certification requirements.  
According to Florida state regulations (www.fldoe.org), it is possible to obtain a 
license to teach art without prior study in the field.  For example, only 81% of 
respondents to Brewer’s (1999) survey had backgrounds in art or art education.  The 
department of education in Florida allows teachers with a teaching certificate in any 
subject area to obtain certification to teach art by passing the subject area test for 
art.  To establish standards for the improvement of teacher preparation and to 
strengthen the field of art education, DiBlasio (1997) recommended collaborative 
quality-control efforts between state education agencies, university faculties 
responsible for training teachers, and art educators. 

Standards that might provide guidelines for the preparation of prospective art 
teachers are the National Art Education Association’s Standard for Art Teacher 
Preparation Programs (1999) and the National Board for Professional Teaching 
Standards (1996, 2000).  The National Board for Professional Teaching Standards 
have been described as “one of the most interesting and positive events in recent 
years” (NAEA, 1999).  Henry (1999) and Goodwin (1997) recommended that any 
reform in art teacher education should reflect these standards.  These standards 
were formulated by practitioners from the field and establish guidelines for what art 
teachers should know and be able to do.  All aspects of teaching are addressed 
including knowledge of discipline content, pedagogical skills and concepts, 
knowledge of learners, instruction, assessment, parental and community 
involvement, and professional growth.  The certification process recognizes highly 
accomplished teachers in the field and promotes the skills that an art teacher 
candidate should possess. 

 
 

University Faculty 
 

 

Serving as mentors and supervisors of student teachers, higher education 
faculty members have a strong impact on the students’ theories of teaching and their 
image of themselves as teachers (Galbraith, 1995).  Galbraith suggested that since 
most teachers tend to teach as they were taught, it is important that art educators in 
universities and colleges model excellence in teaching and reflectively examine their 
own teacher education pedagogy.  Unfortunately, according to Lansing (1985) and 
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Galbraith (1993), teaching in universities can be as deficient as teaching in schools.  
Many professors entered doctoral programs and became teachers in higher 
education with only two or three years of school teaching experience and a few with 
no experience at all.   

In a recent survey Galbraith (2001) suggested that many art teacher 
educators were former public school teachers who entered higher education to have 
more autonomy in their working lives and better rewards.  Results of the survey 
showed that one third did not have doctorates while16% had M.F.A. degrees.  Many 
taught studio, art history, and education courses in addition to art education 
coursework.  Along with teaching duties they were expected to create artwork, do 
research, publish, and participate in institutional and professional service.  Art 
education instructors are sometimes affiliated with other departments teaching 
studio and art history courses.  The teaching of undergraduate courses was often 
assigned to graduate students and as Galbriath (1997) discovered, art education 
coursework was also taught by a number of part-time and/or adjunct faculty 
members.  Galbraith (1990) stated that those who teach methods courses often 
regard themselves as teachers of a subject rather than educators of teachers. 

Zimmerman (1997) suggested that some art education faculty may not be 
affiliated with the higher education branch of the National Art Education Association 
or may have a stronger association with other disciplines such as studio art or 
general education.  As a result it is expected that programs would vary in content 
and quality and that some programs would not provide adequate training for future 
art teachers.  Students in some programs may therefore lack the theoretical, 
historical, and professional foundations of art education as well as knowledge of 
current literature and trends in the field. 

In most research institutions research and publication are given priority and 
become the avenues for tenure and promotion thus diminishing the importance of 
teaching undergraduate courses or supervising student teachers (Hutchens, 1997).  
Hutchens proposed changing the research-teaching nexus by focusing research 
directly on the needs of prospective teachers and the field as opposed to research 
based on the interest of the faculty.  This would link faculty research with the 
practicalities of teaching and learning.  
 To improve pre-service teachers’ education, a major recommendation from 
the literature directly related to university faculty is for them to engage in more 
collaborative efforts.  Literature in the field of education called for closer 
collaboration between faculty from different disciplines (Hutchens, 1997), between 
pre-service teacher, teacher educators, and co-operating teachers (Hanes & 
Schiller, 1994; Henry, 2007; Milbrandt, 2006), and between universities and public 
schools (Eisner, 1972; Zimmerman, 1994b).  “The importance of developing a set of 
shared understandings about the tensions, expectations, and interactions that 
surface within the pre-service environment cannot be overstated” (Galbraith, 1995, 
p. 5).   Collaboration is important and beneficial in building communication, sharing 
responsibility, and processing all that occurs within classrooms and schools.  What 
is taught in the universities should be linked with what happens in the classroom or 
the teachers will have to modify their strategies in response to pressures from school 

 12



  

structures in order to survive.  A joint effort between universities and public schools 
is needed in the task of training teachers.   
 Collaboration was found to be easier in theory than in practice.  Major 
obstacles were time and scheduling (Hutchens & Pankrantz, 2000) and the need for 
voluntary participation (Hanes & Schiller, 1994), both requiring a high level of 
commitment from all involved.  Hutchens (1997) stated that art education faculty 
need the commitment and skills to communicate to university faculty the issues 
related to art teacher education in order to rally their political backing.  Collaborative 
relationships not only support pre-service teachers’ growth.  They also provide 
professional growth for all participants and strengthen the field of art education. 
  The United Kingdom’s 1988 Education Reform Act established a unique 
model of collaboration requiring all lecturers responsible for the training of art 
teachers to have “substantial, recent, and relevant school experience” (Hickman & 
Hall, 1995).  The professors were assigned joint appointments, one as a lecturer in 
the university and one as a teacher in the schools.  This required a very high level of 
collaboration between higher education institutes and local schools.  The policy was 
based on the belief that teacher educators should have first-hand knowledge and 
experience with current issues and practices. 

While the goal of teacher preparation programs is to enable students to 
assume the role of teacher, nothing can really prepare them for all the challenges 
ahead.  Ideally, teacher educators should follow their new teachers into their entry-
level jobs to help them resolve the problems they face as beginning teachers (Ryan, 
1986).  While this is not always practical, some university personnel are doing this.  

 
 

Field Experiences and Supervising Intern Teachers 
 

 

 Clinical field experiences can link university supervisors, student teachers, 
supervising intern teachers, and public school students.  The introduction into the 
school culture through intern observation and student teaching represents a critical 
transition from the theories of the university programs to the practical applications in 
the school setting.  Studies of veteran teachers indicated that they perceived their 
own internship to be the most important part of their preparation for the classroom 
(Susi, 1992).  There are also indications that student teachers are more influenced 
by supervising intern teachers than teacher educators (Galbraith, 1993; Valli, 1992).  
This period of development is an opportunity for student teachers to gain first-hand 
knowledge of pupils and school/classroom procedures.  It can be a very difficult and 
stressful period in their development as they attempt to function simultaneously in 
the two roles of student and teacher.  

Traditionally it is the supervising intern teachers who initiate the socialization 
of pre-service teachers into the school culture, functioning as mentors, coaches, 
supporters, and evaluators.   The supervising intern teachers typically are chosen 
based on three factors: years of experience, knowledge of the subject matter, and 
instructional skills that are assumed to be superior to those of the intern (Susi, 
1992).  What the pre-service teacher sees and experiences in the student teaching 
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practicum will either reinforce or restructure their beliefs, values and attitudes 
concerning schools and teaching.  Problems were encountered when pre-service 
teachers tried to teach according to the lessons and methods taught in education 
classes which contradicted the expectations of the supervising intern teacher 
(Zimmerman, 1994b).  Some collaborating teachers, for example, tried to dissuade 
their student teachers from teaching the disciplines of art history, aesthetics, and art 
criticism and encouraged them to conform to other specific methods and styles of 
teaching. 

Reporting on her own student teaching experiences, Byrne (1995) described 
how she encountered the criticism that colleges and universities do not adequately 
prepare teachers for the reality of teaching art in schools.  She felt that she had been 
prepared for the realities of teaching in her art education program where the 
reflective examination of issues and problem had been supported.  She also 
described the dissonance that emerged when the attitudes and beliefs fostered by 
her educational background came into conflict with the practices of the supervising 
intern teacher whose experiences and training had been different than hers.  

Pre-service student teachers tend to imitate the teaching behaviors of their 
supervising intern teachers (Valli, 1992).  Jeffers (1993) pointed out that there is a 
distinction between imitation and conformity.  Conformity is the acceptance of the 
status quo.  When pre-service teachers lack the ability to develop their own style, 
they mimic behaviors of their supervising intern teachers including those that may 
not be appropriate.  Imitation promotes questioning, analyzing, and then accepting 
or rejecting what is observed and experienced.  The student teacher develops a 
reflective approach to teaching that allows for self-recognition.  Armaline and Hoover 
(1989) opposed using field experiences to maintain the status quo.  They argued 
that the major function of the practicum experience should be to dislodge students 
from their own belief systems and to encourage a critical, reflective examination of 
the issues. 

Many art educators have advocated providing art education students with 
opportunities for critical inquiry and reflective teaching practices (Galbraith, 1990; 
Henry, 1999a; Roland, 1995; Susi, 1995; Zimmerman, 1994b; Henry, 2007).  
Reflective thinking and critical inquiry at the university level and in actual classroom 
practices helped pre-service teachers examine, challenge, deconstruct, and 
reconstruct their beliefs and values concerning teaching practices and theories.  
Dewey (1933) described reflective thinking as the better way of thinking.  It is the 
“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 use of reflective journal writing in pre-service settings 
helped students begin to examine and question their self-image as teachers and to 
explore issues related to all aspects of teaching (Zimmerman, 1994b; Henry, 2007).  
Journal entries also assisted in the communication between teacher educators and 
pre-service teachers. 
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Preservice and Novice Teachers 

 

 

Kowalchuk (1999) suggested three paradigms that have influenced the ways 
that researchers have studied the professional development of pre-service and 
novice teachers.  The ecological interpretation of learning to teach examines how 
environment and life experiences contribute to the teacher’s decisions.  The 
technical-developmental perspective looks at the ways that teachers acquire skills.  
The subject matter orientation looks at the ways that teachers make connections 
between discipline content knowledge and pedagogy knowledge. These three 
paradigms will be use here to describe the attitudes, beliefs, abilities, and behaviors 
of beginning art teachers that influence their perceptions and practices.  

The ecological interpretation of learning examines how a student’s personal 
history and prior beliefs affect his or her learning and teaching practices.  Studies 
(Grauer, 1998; Kagan, 1992) indicated that teaching candidates entering the student 
teaching program have well developed beliefs, values, and attitudes based on their 
prior experiences with schooling.  These influences often overshadow the 
pedagogical methods and ideologies presented by the educational institutions.  
Unlike other professionals who study to enter careers they may not have 
experienced, teachers have chosen to enter a career that they have personally 
experienced for at least 12 years of their life.  They bring with them to the classroom 
a wealth of experiences and well-developed sets of practical theories.  The beliefs 
and attitudes formed by these experiences become a filter for accepting and 
assimilating or rejecting what is presented in coursework and clinical experiences. 

 The beliefs, attitudes, and expectations of teachers were found to affect 
learning outcomes in positive and negative ways.  Erickson (2004) stated that the 
teachers bring their own set of beliefs to the classroom and this affects the way they 
response to and interaction with curricula.  May (1993) stated that the teacher’s 
ability to teach students who are culturally diverse, economically disadvantaged, 
handicapped, or different in ability is determined by these beliefs.  She stressed that 
those teachers’ beliefs and teaching practices can perpetuate social inequities. 

Weinstein’s (1989) study showed that students enter education programs with 
well-established teacher role identity based on memories of favorite teachers, former 
teaching experiences and childhood events.  She concluded that students have an 
unrealistic optimism regarding their expectations about future teaching performance 
and their descriptions of good teaching.  The areas which education students felt 
most optimistic about included maintaining discipline, establishing and enforcing 
class rules and procedures, relating to parents, responding effectively to 
misbehavior, and dealing with individual differences.  Ironically, these are the same 
areas that beginning teachers viewed as extremely problematic in studies reviewed 
by Veenman (1984).   

Teacher educators need to be aware of future art teachers’ beliefs about 
teaching and provide them with more realistic expectations.  Pre-conceptions of 
what teaching is and how it should be performed which are learned while in the 
classroom as a student must be set aside.  Although Bullock and Galbraith (1992) 
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discovered that the two secondary art teachers in their case studies continually 
modified their own beliefs, preferred theories, and pedagogical practices in order to 
confront the realities of schooling, Kagan (1992) reported that some teachers were 
inflexible in altering their attitudes concerning teaching regardless of university 
program instruction or school structure.  When what is learned in the university 
deviates from the prospective teacher’s own beliefs and experiences, the impact of 
program instruction and university faculty is diminished. 
 The beliefs and attitudes of pre-service and beginning teachers can also 
affect the outcome of research.  Ellingson, (1991) concluded that previous 
knowledge and personal beliefs were one factor that might have reduced the 
likelihood of stronger effects occurring in his study of pre-service and beginning 
teachers’ acquisition of knowledge.   His study points out the difficulty of controlling 
for students' previous knowledge and personal beliefs when conducting research.  
This study indicated that beginning teachers’ prior beliefs, values, experiences, and 
attitudes may have an impact on their perceptions of practice and their preparation 
programs and should be examined in light of those perceptions.  
 The technical-development perspective looks at the ways that teachers 
acquire skills.  Many researchers have suggested that teachers pass through stages 
of professional growth (Martin, Chiodo, and Chang; 2002).  Although each 
researcher applies slightly different names for the stages, the descriptions for each 
stage follow the same general pattern.  For example, Ryan (1986) describes four 
development stages including fantasy, survival, mastery, and impact on pupils. The 
stage of fantasizing starts when a person begins thinking about teaching as a 
profession, intensifies during student teaching, and can last until the first day of 
teaching his or her own class.  Student teaching is a sheltered reality and is different 
from the reality of being a new teacher.  Although the student teacher has taken on 
the responsibility of lesson planning, teaching, and evaluation, Ryan points out that 
the supervising intern teacher has already established the classroom environment, 
patterns, and modes of conduct and is perceived by students, administrators, and 
parents as the one in control. 

Ryan’s (1986) second stage known as the survival stage involves concerns of 
classroom discipline and control.  The beginning teacher questions her capabilities 
and worries about being observed by the school administration and liked by the 
students.  Some beginning teachers never advance from the survival stage and 
subsequently many escape from the teaching profession.  The third stage or 
mastery stage is related to task concerns such as knowing appropriate teaching 
strategies, using time effectively, and having sufficient materials.  The final stage is 
concerned with impact on students.  Teachers at this stage are focused on meeting 
the learning, social, and emotional needs of individual students and relating to them. 

The concept of stage theories has implications for teacher preparation 
programs (Martin, Chiodo, and Chang; 2002).  Those responsible for training 
teachers should be able to design programs that can help future teachers overcome 
the anxieties of beginning a career as a teacher.  They can help pre-service and 
beginning teachers lessen or even avoid the pitfalls of the first year of teaching by 
directly addressing early in the programs those problems and concerns experienced 
by teachers. 
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 Art teachers need a comprehensive content knowledge base and strategies 
for acquiring new knowledge (Day, 1997).  Yet Champlin (1997), an art education 
administrator for Fulton County Schools in Atlanta, Georgia, stated that at least two-
thirds of the prospective teachers she interviews need more and better preparation 
in the content knowledge of the art disciplines. 
 Even with an in-depth knowledge base, beginning teachers often fail to 
transform their subject matter knowledge into pedagogical content knowledge 
(Efland, 1993).  Pedagogical content knowledge was described by Efland as a fusion 
of content knowledge with methods of instruction that enables teacher to translate 
knowledge to specific teaching situations and levels.  Some teacher training 
programs place greater emphasis on subject-matter knowledge than pedagogical 
knowledge.  Efland emphasized that these two aspects, subject-matter knowledge 
and pedagogical knowledge, should be integrated. 
 Two studies illustrated how a teacher’s understandings of discipline content 
influences teaching (Kowalchuk, 1993; Short, 1995).  Kowalchuk’s compared two 60 
minute lessons both based on the same painting, one taught by a pre-service 
teacher and the other by an experienced teacher.  The pre-service teacher placed 
more emphasis on the studio activity, focused on simple formal qualities and subject 
matter, oversimplified information, provided inaccurate historical information, and 
missed opportunities to deepen student understandings.  Her understandings were 
compartmentalized in that she failed to make connections between related concepts 
and topics.  In contrast, the experienced teacher made connections to students’ prior 
knowledge, incorporated historical and contextual information, and emphasized 
interpretive meanings when presenting the artwork to her students. 

In her study of pre-service art teachers’ understanding of domain knowledge, 
Short (1995) presented each participant with a reproduction of Manet’s Olympia to 
analyze and interpret.  She reported that the majority of participants resorted to 
“reductive bias” or the oversimplifying of information in various ways to make their 
understanding easier.  They demonstrated a superficial understanding of domain 
knowledge resulting in information that was incomplete and inaccurate.  
Oversimplifying information to make its acquisition easier leads to misinterpretations 
and may be costly in its cognitive consequences for advanced learners (Efland, 
1993).   

These studies showed that a student’s satisfactory completion of coursework 
does not guarantee an understanding of knowledge content.  Koroscik (1993) 
suggested that art teacher educators need to ensure that future art teachers obtain 
substantive understanding of art.  Most art teachers have complete autonomy in 
constructing, organizing, and implementing the art curriculum.  Their decisions about 
what to teach will be influenced by their personal understanding of the art 
disciplines. 
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Teachers’ Problems and Concerns 
 
 

 Researchers have examined the problems and concerns of pre-service and 
beginning teachers in an effort to improve teacher education programs, the 
effectiveness of teaching, and to find solutions to teacher attrition.  In an effort to 
improve the art education program, Kowalchuk (2000) and Zimmerman (1994a) 
analyzed the reflective writings of pre-service teachers gathered during their student 
teaching practicum.  Discipline and being able to recognize problematic situations 
was a major concern expressed by all of the student teachers in both studies.  The 
teachers also recognized the need for flexibility in implementing lesson plans and 
dealing with unexpected situations and changes in school routines.  Classroom 
management skills such as organization of the environment, resources, and 
materials, working within time constraints, and clean up were other major concerns.  
They also expressed a need for more knowledge of art content and a variety of 
instructional strategies for presenting content, motivating students, using visuals, 
handling students’ questions, making art learning experiences meaningful, and 
meeting individual students’ needs.  Kowalchuk noted that students might have 
discussed these topics more often because they are evaluated in these areas.  Yet 
the issues that were concerns for these pre-service teachers are often problems for 
beginning teachers (Ryan, 1986; Veenman, 1984). 
 Studies documenting the problems and concerns of teachers have been 
consistent over time.  Responses of beginning and veteran teachers to Jeffers’ 
(1996) survey changed little from those of art teachers who responded to surveys by 
Blackman (1977) and Chapman (1976).  Student discipline was high on the list of 
concerns especially with beginning teachers who gave themselves low ratings in 
their abilities to maintain control of student behavior.  Both veteran and novice 
teachers expressed concerns over lack of funding, low status of art, viability of art 
education, and lack of administrative, parental, and community support.   
 One of the main problems confronting art teachers was the sense of isolation 
(Day, 1997; Cohen-Evron, 2002; Milbrandt, 2006).  While all teachers experience 
isolation to some degree, art teachers are more susceptible since they are often the 
only art teacher in a school.  Cohen-Evron (2002) found that some art teachers 
enjoyed the autonomy that allowed them to design and implement their own 
curriculum without outside interference.  However, isolation is one of the conditions 
of teachers, which can impede professional growth and lead to job dissatisfaction 
(Valli, 1992).  Isolation can be particularly problematic for student teachers that find 
themselves cut off from peers and the university. 

To help overcome the sense of isolation, Cohen-Evron (2002) suggested a 
more collaborative enterprise between those in the teaching profession and a more 
integrated approach to the curriculum.  She also suggested that teacher educators 
should encourage professional growth in prospective teachers by stressing the 
importance of staying current about contemporary trends in the field through 
professional publications and participating in arts organizations at local, state, and 
national levels.  Valli (1992) suggested that university faculty could collaborate with 
local educators in placing groups of students in specific schools or professional 
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development schools so that peer support would be available to student teachers 
during their internships.  Hutchens and Pankratz (2000) proposed another avenue of 
collaboration via Internet technology that could free teachers from the isolation they 
feel.  Technology now offers teachers the opportunity to network with colleagues and 
professionals from other schools, universities, museums, and arts organizations. 
 According to Day (1997), one of the main problems of retaining teachers was 
the lack of status in the teaching profession.  The low status of teaching is reflected 
in low pay and difficult working conditions.  Along with the lack of status in teaching, 
art teachers also have to deal with the low status of the arts in the general 
curriculum (Cohen-Evron, 2002).  Using art production to decorate schools, teaching 
art on the cart, serving massive numbers of students, and lack of funds reinforces 
the attitudes that the arts are an unnecessary subject.  When the educational 
system’s expectations of art education conflict with what art teachers feel is 
important, teachers find it difficult to teach according to their own beliefs and 
theories.  Cohen-Evron concluded that art teachers either continue to negotiate their 
position in their school, compromise their own beliefs and settled for mediocre 
practices, or chose to leave the profession. 
  Art teachers often find themselves in the position of having to justify and 
explain the viability of the art education program.  Champlin (1997) pointed out that 
art teachers do not want to have to “sell” their programs.  Many lacked the 
knowledge and skills necessary to education and enlighten principals, parents, and 
classroom teachers in order to gain and maintain support.  However, Champlin 
maintained that if art teachers are thoroughly grounded in the disciplines of art 
education and have the skills for communicating program benefits, less justification 
of the program would be needed.  

To address the issues of status, viability, and funding, Jeffers (1996) 
recommended that art teachers and art educators utilize the expertise of public 
relations consultants, fund development specialists, and professional lobbyists.  
They can help art teachers identify and target the policy decision makers who are in 
control of funding.  An understanding of these perspectives would enable art 
teachers to become proactive in addressing the issues that confront them and 
enlisting the support of those that can help them. 
 Another source of problems and concerns for beginning art teachers was the 
transfer of what is learned in university coursework and field experiences to the art 
classroom (Valli, 1992).   Once in the classroom the beginning teacher often reverts 
back to childhood memories of favorite teachers, imitates his or her supervising 
intern teacher, or relies heavily on pre-packaged curriculums.  She may fail to use 
her knowledge of research and theory to find solutions to problems that arise in 
teaching.  Art educators need to make the connections between theory and practice 
by assisting students in interpreting, adapting, and translating what they have 
learned about art in coursework for use in the classroom (Kowalchuk, 2000; 
Zimmerman, 1994a).   Art educators might promote a reflective, problem-solving 
orientation toward teaching in their students and model those practices themselves.   
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Conclusion 
 
 

Of the many factors that influence the quality of teaching and learning, none 
are more important than the training of teachers.   Art teacher educators should 
examine, evaluate, and improve preparation programs in order to better prepare art 
teachers for the challenges they will confront in schools today.  To do this they have 
to look both at the components of the art education program and the other factors 
that will impact a prospective teacher’s ability to perform in her job.  Eisner (1972) 
stated: 

 
Teacher educators have paid precious little attention to the 

social forces in school that affect teaching and have tended to operate 
on the naive belief that what is done in a university classroom or in 
student teaching is adequate for preparing an effective teacher.  The 
evidence available on teacher effectiveness and teacher education 
does not support such a belief.  I believe adaptation to institutional 
press would be more important than training." (p. 14) 

 
As revealed in the literature, there are many factors that must be considered 

when questioning teachers about their preparation and practices including (1) the 
focus of their art education program, (2) the influence of university faculty, (3) the 
clinical experiences including the influence of supervising intern teachers, (4) the 
teachers’ prior beliefs, attitudes, knowledge, and experiences, (5) and the problems 
that they experience on the job.  In order to determine what works best and is most 
effective in preparing teachers of art, this study compared the components of 
existing art education programs to the experiences of their graduates on their first 
job.  According to the literature, it is expected that programs will vary in philosophy, 
content, and structure and that studio art may continue to dominate despite the push 
toward a more discipline-based art education, and more recently, comprehensive art 
education.  While Standards for Art Teacher Preparation Programs (1999) endorsed 
by the National Art Education Association and the National Board for Professional 
Teaching Standards (1996, 2000) are both promoted by supporters in the field for 
the improvement of teacher training, in reality it is the state standards for certification 
and licensure that must be met by both institutions receiving state funding and future 
teachers seeking jobs.  Consequently, those competences and skills required for 
certification by the state must ultimately be used as a measure of what art teachers 
need to know and do. 

A teaching candidate’s ability to assimilate and apply the knowledge, skills, 
and competencies presented in art education programs is not only influenced by 
what is taught, but by whom.  According to the literature examined, the abilities and 
interests of art educators as well as status (e.g. full time, part time, degree held, and 
teaching assistant) may have an effect on how information is delivered as well as 
what information is included.  Research also showed that teachers generally are 
more influenced by their supervising intern teachers and consider clinical 
experiences to be the most valuable component of their teacher training. 
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In short, the literature suggested that more collaborative efforts between 
university and schools are needed to bridge the gap between how what is taught at 
the university is translated into practice.  This research study seeks to understand 
the connection or lack of connection between what is taught in art education 
programs and the reality of the job in the field, toward the end of getting the 
theoretical and the practical on the same page. 

A method of collecting information for the improvement of teacher training 
programs as found in the literature is to examine concerns and problems of 
beginning as well as veteran teachers.  Both general education and art education 
researchers have used the data to provide better training and support.  Suggestions 
for inclusion of additional instructional and management strategies within the art 
education program have been made based on the experiences of teachers on the 
job.  This is the method selected for this study. 

Any efforts to examine the practices of beginning teachers must take into 
consideration the teachers’ prior beliefs and experiences, how they acquire 
knowledge, and how they connect subject content knowledge and pedagogical 
knowledge.  Research shows that what they take from their education program and 
how they apply the knowledge is dependent on these factors.  Awareness that these 
factors may influence research results is needed when surveying, interviewing and 
observing research participants. 

Teaching is a complex activity.  Those who participate in it are prime 
informants (Eisner, 1998).  What beginning teachers have to say about their 
teaching practices and their preparation to teach can inform needed improvements 
in art education programs.  Teacher educators, school administrators, teaching 
mentors, and others who provide support to beginning teachers will benefit from 
listening to what teachers say they need. 
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CHAPTER 3 
 

METHODOLOGY 
  
 
 
 

Introduction 
 

 

Problem Statement 
 

Day (1997) pointed out that the recruitment, preparation, and retention of 
quality art teachers should be a main concern within the field of art education.  The 
literature suggests that the quality of teacher preparation programs is a large factor 
in this.  In that context, the problem to be investigated in this study is:  How do 
beginning art teachers in the state of Florida describe, interpret, and evaluate their 
teacher training programs and what do they suggest for its improvement?  The first 
step toward assessing and improving art teacher training programs is to determine 
what knowledge, skills, and competencies are needed by prospective art teachers.  
The study gathered this information by asking beginning art teachers in the state of 
Florida to reflect upon their experience teaching in schools and whether what they 
were taught in their Florida-based teacher training programs meets their needs on 
the job.  

 
 

Research Question 
 
 

 The guiding question of this study is:  How do beginning art teachers in the 
state of Florida describe, interpret, and evaluate their Florida-based teacher training 
program and what do they suggest for its improvement? 
Supporting Questions 

1. What theoretical and practical training did beginning art teachers 
receive in their teacher education programs? 

2. What do they now teach and how? 
3. How do the skills and knowledge gained in the teacher training 

program relate to their current teaching situation? 
4. How well do they think their education prepared them for their  

current positions? 
      5. What changes, if any, would they make in their teacher training? 
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The stages of this research written as procedural objectives are: 
1. Review of the literature to determine the scope and parameters of the 

research and to define appropriate questions. 
2. Develop survey based on review of literature and the competencies 

required for certification in the state of Florida. 
3. Examine documents to describe the components and structure of art 

education programs in Florida universities and colleges. 
4. Conduct observations and interviews to add context and depth to 

survey responses. 
5. Evaluate the data thematically in terms of the questions asked and the 

themes that emerge. 
6. Draw conclusions from the data and make recommendations for art 

teacher education in Florida. 
The five supporting research questions explore the beliefs and 

perceptions of what teachers have experienced and the meanings they make 
of those experiences (Seidman, 1998) in relation to what universities, through 
their documentation, say they’re teaching and compared with what teachers 
say they need to be successful in their jobs based on their first three years of 
teaching experience.   

The first question focuses on the knowledge, competences, skills, and 
strategies which teaching candidates received in their teacher education 
programs as determined by university literature as well as through the 
teacher’s perception.  What universities said they taught was compared to 
what teachers said they received.  The second question deals with the skills, 
concepts, and teaching strategies that beginning art teachers utilize in their 
classrooms as reported by the teachers and as observed by the researcher 
as well as why teachers choose to employ certain teaching modes.  The third 
question examines how beginning art teachers have translated the training 
they received into current teaching practices by analyzing what they have 
learned (first supporting question) and what they do (second supporting 
question).  The fourth question is related to the teachers’ own sense of how 
well prepared they were to perform the teaching competencies required by 
the Florida Teaching Certification in Art as determined through survey data 
and interviews.  The fifth question deals with the teachers’ perceptions of 
what was lacking in their preparation programs that could have better 
prepared them to teach and what they would change in light of the problems 
and deficiencies they are experiencing on the job as reported through the 
survey and case studies. 

 
 

Overview of Study 
 

 

 In this study, I explored the perceptions of beginning art teachers currently 
teaching in the state of Florida regarding their teacher training programs and their 
teaching practices in order to determine the strengths and weaknesses of existing 
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programs in Florida and to make suggestions for improvements.  An investigation of 
the literature centered on the preparation of art teachers and the experiences of pre-
service and beginning teachers revealed the factors that influence the content, 
structure, and development of art education programs, the experiences of teaching 
candidates and their ability to process and use what is taught, and the experiences 
of art teachers on the job.  This information was used to guide construction of a 
survey to be administered to all participants, the description of art education 
programs in colleges and universities in the state of Florida, and the structuring of 
observations and interviews of three participants selected from survey respondents. 
 Qualitative and descriptively quantitative methods were used to analyze the 
data collected from the survey, art program descriptions, and observations and 
interviews, primarily using frequencies, percentages, means, and content analysis.  
Prefigured themes and patterns framed by the five supporting questions were 
explored as well as new themes that were allowed to emerge during the process 
(Eisner, 1998).  Data gathered through the different methods of research were 
compared in a triangulation crystallization process (Fraenkel & Wallen, 2003) for 
inconsistencies and to establish authenticity and internal and external reliability. 

As in all qualitative research, the primary research instrument for data 
collection was the researcher.  As Eisner (1998) pointed out, the biography and 
unique vision of the researcher influences what is observed in the outside world.  
Twenty years of experiences as an art teacher contribute to the perceptivity and 
sensibility that I brought to the study and provided the lens through which qualitative 
data were collected and analyzed.  Both prefigured foci, based on analysis of 
literature and my own experiences, and emergent foci, allowing the surfacing of 
themes and patterns, determined the themes, categories, and patterns to be 
investigated (Anderson, 2000b).  The reporting of data were based on Eisner’s 
(1998) structure of educational criticism including the four dimensions of description, 
interpretation, evaluation, and thematic.  Eisner’s model of educational criticism was 
described by Stokrocki (1997) as a type of qualitative inquiry that increases human 
perception and understanding by addressing both the sources and symptoms of 
educational problems. 

 
 

Research Strategy and Rationale 
 

 

  This research study was designed to gather data on beginning art teachers’ 
perceptions of teaching practices and their sense of preparedness to teach.  
However in qualitative, emergent fashion, other specific concerns and issues related 
to teaching and training emerged from the study.  The study was primarily qualitative 
and naturalistic with some descriptively quantitative analysis of objective survey 
items.  The purpose was to explore and describe issues related to teacher training 
and how teachers perceived that training affects teaching practices.  Based on the 
premise that the best way to find out what people think and experience is to ask 
them (Seidman, 1998; Weisberg, Krosnick, & Bowen, 1989), this study was 
designed to elicit the perceptions and opinions of those who have participated in art 
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teacher preparation programs in Florida and have applied those skills and 
knowledge in an educational setting in relation to the literature supplied by Florida 
universities and colleges about the nature and purposes and logistics of their art 
teacher training programs.   

Those who are responsible for the training of art teachers might gain insights 
into how to design and implement more comprehensive and relevant art education 
programs by listening to and attending to the voices of those most closely 
associated with teaching art to children and youth.  These stories and perceptions of 
beginning art teachers might inform the kinds of changes that may need to occur 
both in schools and institutions responsible for training teachers.  Thurber and 
Zimmerman (1997) pointed out how important teacher voice is, both individually and 
collaboratively, as a way of empowering them to become agents rather than targets 
of reform.  Eisner (1998) suggested that the causes of the high attrition rate among 
teachers might include teachers feeling that no one cares about what they do.  
Chapman (1979) stated that "teachers want to share what they think and do and 
they want to compare their teaching situations and programs (pg. 3).”  This research 
study proposed listening to beginning art teachers’ voices regarding what they need, 
what they received in their teacher preparation programs, and what they did not 
receive as a way to inform the design of and needed improvement in Florida-based 
art teacher training programs. 

Examining the perceptions of beginning art teachers regarding their 
challenges, problems, concerns, and satisfactions within the context of their 
professional lives helps to give insights into the skills that are needed to meet those 
demands.  In studies that examined pre-service teachers’ reflective journal writings, 
Kowalchuk (1999, 2000) and Zimmerman (1994a) offered specific recommendations 
for improvements of teacher training programs based on the problems and concerns 
of pre-service art teachers.  It is proposed here that investigating the problems and 
concerns of beginning art teachers has an even greater potential of informing 
program improvements.  Based upon reflections on actual practice, beginning 
teachers can determine if their teacher preparation program fostered the kinds of 
knowledge, skills, and attitudes necessary to prepare them for the challenges they 
face.  

The method of research was triangulated (Fraenkel & Wallen, 2003) and 
included five procedures for data collection.  The first method of research was a 
review of the literature to set a context for the research and to define appropriate 
questions for the survey and interviews.  The second method of research was a 
survey of all beginning art teachers in the state of Florida who received their teacher 
education in Florida colleges and universities.  According to Babbie (1995) survey 
research is probably the best method to collect data for describing and measuring 
the attitudes of a population too large to observe directly.  Surveying all the 
beginning art teachers in the state of Florida gives voice to many teachers, has the 
potential to collect the most comprehensive and widest range of responses, and 
allows for investigation into many different art programs within the state.  Data 
collected through surveys were used to document frequencies of concerns, 
problems, and perceptions and to select participants for observation and formulate 
questions for personal interviews. 
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The third method of research was a document search of the curriculum 
components, structure, and stated philosophy of art education programs offered at 
colleges and universities in the state of Florida identified by participants as their own 
training institutions.  This examination described the theoretical and practical training 
that graduates from individual programs received as represented by the universities 
and thus laid a foundation for comparing teachers’ perceptions with those 
represented by the university.  Effectiveness can be evaluated based on 
comparisons between what is supposedly being taught, what teachers say they 
received, and what is being included in their classroom practices. 

The fourth and fifth research methods were observations and interviews of 
three participants selected from survey respondents.  Although surveys have the 
potential to yield substantial information, they can only collect self-reports of recalled 
past action and therefore seldom deal with the context of social life (Babbie, 1995).  
Accordingly, surveys cannot develop the feel for the total life situation in which 
respondents are thinking and acting.  As Thurber (2004) stated about observation 
and interview, “Phenomenological research is an approach, often used to gather and 
interpret data about teacher attitudes and beliefs wherein the researcher is let in on 
an individual’s own understandings and realities” (p.496).  Therefore, in order to gain 
a deeper understanding of the context that teachers live and work in and to 
determine the reliability of what teachers reported on the surveys, observations and 
interviews of selected participants were conducted (Seidman, 1998).   Data gathered 
from observations and interviews were coded for emergent themes and patterns, 
and observations also checked on the veracity of their reports (Anderson, 2000b). 

 
 

Population 
 

 

In order to gather the widest range of data concerning beginning art teachers’ 
perceptions of teaching practices and preparation, a survey of all beginning art 
teachers in the state of Florida was administered.  Only those respondents who 
attended an art education program in a college or university in the state of Florida 
were considered for assessment and potential future participation.  A total of 47 
respondents to the survey in this study met the criteria.  Gathering data from all 
beginning art teachers practicing within the state of Florida ultimately also allowed 
for a comparison between a variety of art education programs at different colleges 
and universities as represented by the respondents to the survey and in reference to 
data collected from the programs.  A sample of participants was found through a list 
of all art teachers who worked in the public school districts of Florida for the 2004-
2005 school year (except those with exempt status from public record).  The list was 
obtained from the Florida Department of Education in January of 2005.  Included 
were names, contact information such as schools, addresses, and phone numbers 
where the teachers worked and the hire dates of 2,519 art teachers.  From this list, a 
second list was compiled based on the hiring dates which included 424 beginning art 
teachers as defined by the study, those working three years or less.  All teachers 
hired since 7-1-02 were chosen to receive the survey because they had been hired 
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to work during the 2002-2003, 2003-2004, and 2004-2005 school years.  The length 
of three years corresponds to the definition of a beginning teacher, one who would 
have three or fewer years of teaching experience, and to the duration of the Florida 
temporary teaching certificate (Darling-Hammond, Chung, & Frelow, 2002).  Since 
teachers’ perceptions and practices are affected by other factors contributing to 
professional development the longer they are in the profession, it is believed that 
analysis of the effects of teacher preparation programs is best examined within three 
years of entry into the profession.     

In two counties, Pinellas and Duval, the names of individual schools which 
employed elementary art teachers were not included as the work location for these 
teachers were listed as the Superintendent’s Office.  Therefore, art supervisors for 
these two counties were contacted by e-mail and a list of the individual schools 
where these teachers worked were obtained.  One of those teachers from Duval 
County no longer worked for that school district reducing the number of participants 
to receive surveys from 424 to 423.   

Three participants were chosen from analysis of the surveys for classroom 
observations and personal interviews for maximum variability.   The three field sites 
included one teacher at the elementary level, one at the middle school level, and 
one at the high school level.  The selection of participants was a purposeful 
maximum variation sampling (Seidman, 1998).  This method of sampling allowed for 
the maximum range of people and sites to be selected from the larger population.  
Those selected represented a diversity of characteristics such as race, gender, 
teaching level, school demographics, geographical location, years of teaching 
experience, and college or university attended.  The first participant was a black 
non-Hispanic male with three years of teaching experience who graduated from 
Florida International University and worked in a large suburban high school in a 
large metropolitan area.  The second participant was a white non-Hispanic female 
with two years of teaching experience who graduated from The Florida State 
University and worked in a small middle school in a mid-size town.  The third 
participant was a Hispanic male who graduated from the University of Central 
Florida with one year of teaching experience in an intercity elementary school in a 
large metropolitan area.  

 
 

General Procedures 
 
 

 First regarding the survey, a survey designed by the researcher was 
administered in a pilot study.  The survey was pre-tested with a convenience sample 
of two participants and then a convenience sample of twenty.  As recommended by 
Fowler (1988), the pretest survey included a set of questions specifically about the 
questionnaire itself, regarding whether the questions were confusing or difficult to 
answer.   When possible a verbal debriefing of survey respondents was conducted 
to determine if questions were clearly understood and measured what they were 
intended to measure.  The survey is described in a following segment. 
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The survey contained items asking for demographic and background 
information, descriptions of the courses that teachers took in their preparation 
programs and the courses and concepts they now teach, an evaluation of how well 
prepared they felt they were in specific areas of teaching, and open-ended 
responses evaluating their teacher training in relation to their teaching experiences.   
The survey was implemented through a mixed-mode method including mail and 
Internet also further described later.  The same question format was used for both 
Internet and mail surveys to eliminate measurement error that can occur when using 
two different modes of data collection (Dillman, 2000). 

The second step in determining the perceived effectiveness of what teachers 
are taught in relation to their teacher training was to compile a description of each 
individual art education program offered at universities and colleges in the state of 
Florida identified as programs from which teachers graduated. This was done 
through examining the Web pages of each institution and when necessary searching 
bulletins and contacting faculty by phone or e-mail.  In every case, hard and Web-
based data about the program was procured and analyzed. 
 The final step was to choose three participants based on maximum variation, 
to be observed and interviewed during one full day of teaching.  Since activities and 
responses to questions may differ depending on the time of the school year, all 
observations and interviews took place within a one month period.   

 
 

Instruments 
 
 

 The instruments for data collection were a survey of all beginning art teachers 
in the state of Florida, a content-focused description of art education programs at 
universities and colleges in the state of Florida identified in the surveys, and 
observations and interviews of three participants conducted by the researcher. 
 
Survey 
 
 A self-administered survey (see Appendix A) designed by the researcher was 
used to gather data on beginning art teachers’ perceptions, concerns, and levels of 
satisfaction related to their preparedness to teach.  The purpose of the survey was 
three-fold: (1) to see what Florida Schools new teachers graduated from and in what 
numbers, (2) to determine the perceived effectiveness in the training of art teachers 
and how that training has affected their practice both positively and negatively, and 
(3) to produce a profile of beginning art teachers from which three participants for 
observation and interview were selected.  The themes and categories that emerged 
from the qualitative survey data laid the groundwork for subsequent interviews and 
observations.  

Review of the literature supports survey research as an appropriate 
methodology for gathering data concerning the attitudes and perceptions of a large 
group of teachers and for evaluating and developing art programs.  A nationwide 
survey (Chapman, 1979) and statewide surveys of Nebraska art teachers (Ellis, 
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Shields, & Spomer, 1978), Missouri art teachers (Lehr, 1981) and Kansas art 
teachers (Jeffers, 1996) elicited art teachers’ professional opinions, practices, and 
concerns.  Brewer’s (1999) art teacher’s profile and preference survey gathered 
information on the educational background and educational needs of central Florida 
art teachers.  A survey of community art teachers (Degge, 1987) and surveys of art 
teacher preparation programs (Sevigny, 1987; Rogers & Brogdon, 1990; Willis-
Fisher, 1993; Galbraith, 1997) provided important and relevant information on the 
status of the arts in K-12 institutions.   Only one survey (Blackman, 1977) was found 
that elicited teachers’ perceptions of the effectiveness of their preparation programs 
as well as their teaching practices.  Questions from this survey as well as surveys by 
Chapman and Jeffers were included in this survey as appropriate. 

  The survey in this study included four parts designed to gather different 
types of information. The first part gathered demographic and descriptive information 
about teacher characteristics including age, race, gender, level of teaching, years of 
teaching experience, type of teaching certificate, institution attended, and degrees 
attained to set a context for evaluating information in the other parts of the survey 
(Darling-Hammond, Chung, & Frelow, 2002; Jeffers, 1996).  This data also provided 
a guide to the range of characteristics in the population from which were chosen 
participants for observations and interviews and a list of university and college art 
education programs to be examined. 

The second part of the survey asked teachers to describe their teacher 
training program by selecting courses from a list and indicating the number of hours 
received.  Through the same process, teachers described the courses and skills 
they now teach (Chapman, 1979). 

The third part asked the participants to rate how well prepared they felt they 
were when they first entered the teaching profession.  In this section closed-ended 
questions were used to increase consistency of response across respondents 
(Fraenkel & Wallen, 2003) and to allow for ranking of how well prepared participants 
felt they were on each of the skills listed (Darling-Hammond, Chung, & Frelow, 2002; 
Jeffers, 1996).  In the same format used by Darling-Hammond, Chung, and Frelow, 
(2002), participants will indicate on a Likert-like scale whether that they felt very well 
prepared, more than adequately prepared, adequately prepared, less than 
adequately prepared, or poorly prepared to execute twenty-four dimensions of 
teaching.  These dimensions range from teaching studio skills in different media to 
classroom management and meeting the needs of diverse students.  The questions 
were based on individual teaching competencies required to obtain a Florida 
Teaching Certification in art education and similar to questions posed in Jeffers’ 
(1996) survey of Kansas art teachers. 
 In the fourth part, through open-ended questions participants were asked to 
evaluate the components, value, and weaknesses of their training programs, 
problems they experience in their teaching situation, and other issues related to their 
training.  The questions were designed to explore what participants have learned in 
relation to what they now feel they need to know.  The opened-ended format is 
appropriate for gathering this information because answers can be obtained that are 
not anticipated by the researcher (Fowler, 1988).  This allows teachers the flexibility 
to describe more closely their real views and to reply in as much detail as they wish.  
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Providing a list of objective responses would constrain their responses and direct 
them toward specific, preconceived dimensions of teaching.  The narrative format is 
more representative of the complexities of teaching and can capture the qualities of 
individual experiences (Fowler, 1995). 

The survey was implemented through a mixed-mode method (Dillman, 2000) 
in order to reach the maximum number of sample members since some members 
may be inaccessible by a single method of administration.   Conducting the survey 
through two modes also provides an opportunity to compensate for the weaknesses 
of each method.  Information was collected from respondents (whose e-mail 
addresses were obtained) by Web survey via the Internet and paper questionnaires 
sent by mail was used to collect information from the remainder.  Respondents also 
had the choice of printing out the questionnaire from their computers and completing 
it as hard copy. 

The advantages of using the Internet to distribute and retrieve survey data 
include virtually eliminating paper, postage, mail out, and data entry costs and 
reducing the time required for survey implementation from weeks to days (Dillman, 
2000).  Assuming that most public school art teachers have access to computers 
and the Internet and have the prerequisite skills to access and reply to a Web 
survey, responding can be easier and less time consuming than responding to paper 
surveys.  Research has also shown that responses to open-ended questions on the 
computer included more detailed answers than on paper questionnaires (Schaefer 
and Dillman, 1998).  However, some participants may not have access to or feel 
comfortable with Internet technologies and will therefore prefer the more standard 
paper questionnaire.  

Dillman (2000) pointed out that a mixed-mode method is effective in 
improving response rate beyond those that could be obtained by reliance on a single 
method.  Research showed that people have a mode preference therefore offering 
them different modes of responding would contribute to their comfort level and their 
willingness to respond.  Non-response was a major concern in this study since 
responses to surveys by art teachers in the past has been relatively low with 
response rates of 37.7% (Blackman, 1977), 32% (Brewer, 1999) 19% (Jeffers, 
1996), 8.8% (Burton, 1996), and 9% (Degge, 1987).   

In his total design method, Dillman (2000) also recommended using multiple 
contacts to achieve a higher response rate.  Contacts with the population in this 
survey included a pre-notice e-mail message to alert participants and explain the 
purpose of the survey, a second e-mail contained a link to the survey Web, and a 
third thank you/reminder e-mail with replacement questionnaire to those who had 
responded and those who had not respectively.  Because sending reminders by e-
mail involves no extra cost, multiple reminders with replacement questionnaires can 
be easily sent.  The same contacts were used for mailed questionnaires extending 
the lapse time between contacts from a few days to ten days (Fowler, 1988).   

The website for each individual school listed was searched to find the e-mail 
addresses of 423 participants.  It was discovered that some schools and/or school 
districts did not list the e-mail addresses of teachers and subsequently only a total of 
220 e-mail addresses out of 423 were found.  Those 220 were targeted to receive e-
mailed surveys and the remaining 203 received mailed versions of the survey. 
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First, a pilot study was conducted to test the survey and to determine if the e-
mail server used to distribute the survey was operational.  Twenty participants from 
the list of beginning art teachers were chosen to receive the survey.  Ten received e-
mail surveys and ten received mailed surveys.  The surveys sent via the Internet 
were designed on the Website www.formsite.com and had the same appearance as 
the paper version.  A link to the survey was included in the e-mails.   

In addition to survey items which all participants would receive, these twenty 
were asked if they had any problems responding to items on the survey and in 
addition, for those receiving the e-mail version, if they had any problems accessing 
the website.  It was concluded that all items were clear and participants’ responses 
were acceptable for the purpose of the research.  The only exception was item 11 
which asked respondents to indicate how many hours of each course listed was 
received during their teacher training.  Four respondents reported that they were not 
sure of the accuracy of their response.  One participant called it a “guess estimate”.  
All survey respondents’ via the internet indicated that they had no problems 
receiving and submitting the survey. 

The remaining 210 e-mailed surveys were sent to those for which e-mail 
addresses had been obtained and the remaining 193 for which e-mail addresses 
were not obtained were sent paper versions by postal mail.  Within the next three 
weeks 30 surveys were returned via the internet and 58 were returned via postal 
mail.  Four teachers receiving the e-mailed version reported problems accessing the 
e-mail and they were subsequently sent paper versions.   

A second round of surveys was sent out by postal mail and included those 
who had not responded to the Internet survey.  An investigation into the reason why 
the internet had not yielded a better response was conducted through interviewing 
teachers and a technical advisor in Dade County.  It was discovered that many 
teachers do not use their school designated e-mail and that some school systems 
block unrecognized e-mail sources.  Subsequently, those who had not responded to 
the e-mailed surveys were mailed paper versions of surveys. 

Over a course of two months, an additional 68 surveys were received.  Of the 
176 surveys received, four were returned by the work locations because the 
teachers no longer worked there and five reported that they did not teach art, but 
taught drama (3), music (1), and band (1).  The total number of surveys received 
from art teachers was 167 for a response rate of 39%. 
 
Description of Art Education Programs 
 
 A list of colleges and universities were complied based on those provided by 
respondents to the survey when asked which institutions they attended.  An 
examination of the Web pages of individual institutions in Florida was conducted to 
gather information regarding program components and course descriptions.  When it 
was found that Websites did not offer the information sought, bulletins were 
searched and/or university departments responsible for art education coursework 
were contacted by phone or e-mail.  In their surveys of art education programs that 
relied on electronic means for data collection, Galbraith (1997) and Zimmerman 
(1997) reported that Websites for some institutions were incomplete or non-existent.  
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It was anticipated that the electronic information about college and university 
programs would have improved since those surveys.  In analyzing art education 
programs it is important to remember, as Sevigny (1987) pointed out and Galbraith 
(1997) concurred, that relying on bulletins or websites as sources of information for 
descriptors of course content has its shortcomings.  Descriptions of practices and 
what is actually occurring may not be the same.  In her study, Galbraith also used e-
mail contacts and found information obtained from faculty could also be misleading.   

The ultimate purpose of gathering data concerning the structure and content 
of different art education programs was for clarification of teachers’ perceptions 
where necessary and useful.  Toward this end, the data collected included degrees 
or certifications offered, number of faculty teaching art education coursework, 
identification of the department housing the art education program, length of 
programs, organization and length of internship and practicum experiences, amount 
of coursework required for art including art production, art history, art criticism, 
aesthetics, art education and general education, and the inclusion of courses 
concerning multicultural issues, exceptional student education, and classroom 
management.  The format used to organize and report the information gathered was 
based on the format used by Galbraith (1997). 
 
Observations and Interviews 
 
 Three participants were chosen for observations and interviews based on 
purposeful analysis of teacher characteristics and responses provided by the 
surveys.  This follow-up provided depth and details unavailable thru the survey alone 
and also served as cross-check to survey responses.  Respondents who indicated 
on the surveys their willingness to be observed and interviewed were contacted by 
phone to arrange times and days that were convenient for the participants.  Each 
participant was observed during her daily routine for one full day and interviewed at 
intervals during the day.   Phenomenologically based interviews and observations 
built upon and explored participant’s responses to the survey questions (Seidman, 
1998).  Each participant was asked the same sequence of questions so that cross-
referencing of responses could be analyzed (Anderson, 2000a). 

Seidman describes interviewing as a “powerful way to gain insight into 
educational issues through understanding the experience of the individuals whose 
lives constitute education” (Seidman, 1998, p. 7).   The interviews and observations 
in this study explored complex issues in teacher training by examining the concrete 
experience of people who participated in that training and the meaning their 
experience has for them.  Observations provided access to the participants’ 
behaviors and interviews provided an understanding of that behavior.   The 
combination of both modes of inquiry produced narrative stories that describe what 
participants do and what it means (Anderson, 2000a).   

Seidman (1998) stated that telling stories is a meaning-making process.  The 
stories of beginning art teachers resulting from the interview presented in their own 
words and supported by observations of their practices provide insights into their 
experiences and the significance of those experiences in a way that allows readers 
to make connections.  Through the description, analysis, and interpretation of the 
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problems, concerns, and challenges experienced in the context of teaching art and 
attending to what teachers say they need to know, it is believed that a better 
understanding of the issues involved will be achieved and that suggestions for the 
improvement of art education programs can be made (Anderson, 2000b).   

 
 

Reporting of the Data 
 

 

 Both descriptive quantitative analyses and content analyses were used as 
structures for interpretation of survey data.  Total size of population and the 
percentage of returns were reported.  Analysis of the data on demographic and 
descriptive responses was categorized across descriptors and reported as 
percentages to create a profile of teachers who have recently entered the field 
(Fraenkel & Wallen, 2003).  These data were analyzed also to purposely select three 
participants for observations and interviews that represented the sample population.  
Survey respondents also were coded according to the program attended so that 
comparisons between responses and programs descriptions could be analyzed from 
part two of the survey.  In that section the respondents’ description of their training 
courses were compared to what they report they now teach. 

The question format, rating scale, and method of analysis for objective survey 
items in part three of the survey were adopted from other surveys of beginning 
teachers (Darling-Hammond, Chung, and Frelow, 2002) and art teachers (Jeffers, 
1996).  Mean ratings for each of these survey items were calculated in order to rank 
teaching competencies from those teachers who felt most prepared to perform to 
those who felt less prepared to perform.  A comparison between the mean ratings of 
graduates from different universities and colleges was made to determine which 
programs might be more successful than others based on the teachers’ sense of 
preparedness when they first started teaching (Darling-Hammond, Chung, and 
Frelow, 2002).   
  Content and thematic analyses were used to evaluate the qualitative data 
collected from written responses to open-ended survey questions (Jeffers, 1996).  
The data were thematically grouped by the five supporting questions and by the 
emergent themes that arose.  The emergent themes were constructed to code the 
data involved deductive analysis, pre-selected themes derived from the research 
literature and my own experiences, and inductive analysis, recurrent phrases and 
themes that emerge from the responses (Fink, 2003).   Comparison and connections 
were analyzed through a constant comparative method within individual responses 
and across the group (Fink, 2003). 

The second method of data reporting was a comparison of art education 
program course descriptions from different universities and colleges in the state of 
Florida (Galbraith, 1997).  These data were categorized to describe the components 
and the structure of the individual programs and reported on a chart designed by 
Galbraith.  A comparison between the data collected on the content of art programs 
was compared to the survey findings and any consistencies and inconsistencies that 
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exist between what programs claim to offer to what teachers say they did and did not 
received were described.  

Data collected in recorded interviews and from observations were coded 
using the themes, patterns, and categories discovered during survey analysis and 
additional themes that emerged from the interview responses and observations.  
Data from survey responses, observations, and interviews of the three individuals 
created narrative stories describing what their experience was and the meaning they 
make of those experiences (Anderson, 2000a).  The stories were told in the 
participants’ own words when possible to allow readers to make connections and 
gain insights into the everyday task of teaching art as experienced by beginning 
teachers and how those experiences have been influenced by the training they have 
received (Seidman, 1998).  

 
 

Reliability of the Study 
 
 

 Data collection and triangulation conducted through surveys, document 
searches of program descriptions, interviews, and observations increased the 
internal validity and reliability of the study (LaPierre & Zimmerman, 1997).  A 
comparison between individual responses to questions within the survey, between 
survey responses and interview responses, and between what participants say they 
do to what is actually observed were analyzed to determine if there are any 
inconsistencies.  Reliability of the study was checked by comparing the comments 
and observed experiences of one participant against those of others.  The 
interpretation of what was observed in the classrooms and what the participants say 
in interviews was shared with the participants for verification of the content, a 
member check (Seidman, 1998). 

 
 

Scope and Limitations of the Study 
 

 

It was anticipated that some respondents to the survey would have attended 
non-Florida schools based on a survey (Brewer, 1999) of art teachers in four central 
Florida counties that reported 37% of respondents received their degrees from out-
of-state institutions.  This study was limited to the description of art education 
programs in Florida universities and colleges as reported by respondents to the 
survey since the description of non-Florida schools will be beyond the scope of this 
study.  Those teachers who received their teacher education outside of Florida were 
not included in this study. 

A list of art teachers received from the Florida Department of Education 
included the hire dates of teachers currently employed to teach in Florida public 
schools, but did not indicate if teachers had prior teaching experience outside the 
state.  Therefore, some art teacher received the survey even though their actual 
years of teaching exceeded three years.   Those teachers who indicated on the 
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survey that they have taught for four years or more were excluded from the study 
since they did not qualify as beginning teachers as defined by this study (Darling-
Hammond, Chung, & Frelow, 2002). 
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CHAPTER IV 
 

RESULTS 
 
 

 
 This chapter presents the results of a study that examined how beginning art 
teachers in the State of Florida describe, interpret, and evaluate their teacher training 
program and what they suggest for its improvement.  Data regarding participants’ 
perceptions about their training and their current practices were gathered through a 
survey (Appendix A).  The survey was designed to elicit information about the 
theoretical and practical training received in their teacher education programs, what 
they currently teach and why, how well prepared they feel they were to teach and 
practice skills, concepts, and duties as required by the state certification competencies, 
and improvements they feel specific programs could implement.  Demographic data 
regarding the teachers, their schools, teaching experience, certification status, degree 
and organizational affiliations were gathered through this instrument as well.  Qualitative 
data regarding the participants’ perceptions of the effects of their training as it relates to 
their current teaching situation and the researchers observations of how they teach 
were gathered through individual interviews and observations.  Additionally, the three 
selected interviews provided insights into the participants’ survey responses. 
 
 

Demographic Data of Participants 
 
 

 A total of 167 art teachers working in 45 different counties in the state of Florida 
participated in the study.  Fifty-one of the respondents reported that they had taught four 
years or more.  This study focused on teachers with three or less years of teaching 
experience who were thus defined as beginning art teachers.  Of those who responded, 
69% (n=116) qualified as beginning art teachers and demographic data from surveys 
they had submitted were analyzed. 

 
 
 
 

Table 1:  Number of Beginning and Veteran Art Teachers 
  

Respondents Number Percentage 
Veteran Art Teachers – 
Four or More Years 

51 30.5% 

Beginning Art Teacher – 
Three or Fewer Years 

116 69.5% 

Total 167 100% 
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 Teachers were first asked if they had attended a teacher training program 
leading to a degree in art education.  Survey respondents were asked to indicate if they 
had attended a program leading to certification in art education and at what university or 
college.   Of the 116 respondents who qualified as beginning art teachers, 42% (n=49) 
reported that they had not attended a degree program and 17% (n=20) of those 
receiving a degree in art education had attended a university/college outside the state of 
Florida.  The remaining 41% (n=47) were beginning art teachers who had attended an 
art education program in a Florida university/college and are the focus of this study.  
 
 
 
 

Table 2:  Beginning Art Teachers: Art Programs Attended 
 

Programs Attended Number Percentage 
Florida-based Programs  47  40.5% 
Out-of-state Programs  20  17.3% 
No degree Program  49  42.2% 
Total 116 100.0% 
 
 
 
 
 The demographic information of the 47 qualified beginning art teachers was 
further analyzed to create a profile of beginning art teachers in the state of Florida from 
which were chosen three participants for observations and interviews.  The following 
results are reported for the 47 participants who are beginning art teachers and have 
attended art programs in colleges and universities in the state of Florida. 

Gender.  The first item in the survey asked respondents their gender.  The 47 
study participants who attended art education programs in Florida universities/colleges 
are overwhelmingly female with 87.2 % (n=41) and a much lower percentage of males 
reported at 12.8 % (n=6). 

 
 
 

 
Table 3:  Demographic Data: Gender of Participants 

 
Gender Number Percentage 
Female 41 87.2% 
Male 6 12.8% 
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Age.  Respondents were asked what their age was based on a scale which 
included 20-24, 25-29, 30-39, 40-49, 50-59, and over 60.  The highest percentages was 
in the range from 25-29 with 55.3% (n=26).  The second highest was 30-39 with 27.6% 
(n-13) and the third highest was 20-24 with 8.5% (n=4).  Both age brackets 40-49 and 
50-59 were reported with 4.3% (n=2) each.  No respondents were 60 years of age or 
older. 

 
 
 
 

Table 4:  Demographic Data:  Age of Participants 
 

Age Number Percentage 
20-24 4   8.5% 
25-29 26 55.3% 
30-39 13 27.6% 
40-49  2  4.3% 
50-59  2  4.3% 
Over 60  0     0% 
 

 

 

 

Race/Ethnicity.  The participants were asked to indicate their race or ethnicity.  
Choices listed were White Non-Hispanic, Black Non-Hispanic, Hispanic or Latino, Asian 
or Pacific Islander, American Indian or Alaskan native, and other.  The majority reported 
their race/ethnicity as White Non-Hispanic at 74.5% (n=35), the second largest group 
were Hispanic or Latino at 23.4% (n=11), and the lowest number were Black Non-
Hispanic at 2.1% (N=1).  There were no responses to the other three categories, Asian 
or Pacific Islander, American Indian or Alaskan native, or other. 
 
 
 
 

Table 5:  Demographic Data:  Race/Ethnicity of Participants 
 

Race/Ethnicity Number Percentage 
White  Non-Hispanic 35 74.5% 
Black Non-Hispanic  1  2.1% 
Hispanic or Latino 11 23.4% 
Asian or Pacific Islander  0      0% 
Native American or Alaskan Native  0      0% 
Other  0      0% 
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Grade level taught.  The participants were asked to report the levels they 
currently taught by choosing elementary, middle school, and/or high school.  Over half 
the participants at 59.6%, (n=28) taught at the elementary level.  Of the others, 19.1% 
(n=9) taught at the middle school level and 21.3% (n=10) taught at the high school level. 

 
 
 
 

Table 6:  Demographic Data:  Teaching Level of Participants 
 

 

Teaching Level Number Percentage 
Elementary 28 59.6% 
Middle School  9 19.1% 
High School 10 21.3% 

 
 
 
Years of teaching experience. The participants were asked the number of years 

they had been teaching art including the current year.  The majority at 42.6% (n=20) 
were in their first year of teaching experience while 29.8% (n=14) reported being in their 
second year, and 27.6% (n=13) reported being in their third years. 

 
 
 
 

Table 7:  Demographic Data:  Number of Years Teaching Art 
 

Years Teaching Art Number Percentage 
First 20 42.6% 
Second 14 29.8% 
Third 13 27.6% 

 
 
 
 

 Certification to teach art.  The participants were asked if they were certified to 
teach art by indicating yes or no and if no, what their status was.  Of the 47 participants 
who had attended art programs in Florida universities/colleges, 93% (n=44) indicated 
that they were certified to teach art.  The remaining 6.4% (n=3) reported not being 
certified to teach art.  Of those three, one reported having a temporary certificate, one 
was in the process of obtaining certification, and one was finishing her last credits at 
FIU. 
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Table 8:  Demographic Data:  Number of Participants Certified to Teach Art 
 

Certified to Teach Art Number Percentage 
Yes 44 93.6% 
No  3  6.4% 
  
 
 
 
 University/college attended.  Participants were asked to write in the name of the 
university or college they had attended.  The universities or colleges from which the 47 
participants had graduated with degrees in art education and who are the focus of this 
study were grouped according to the programs they had participated in.  The 11 Florida 
universities and colleges represented by these participants were Florida International 
University (n=13), University of Central Florida (n=13), The Florida State University 
(n=9), University of North University (n=3), University of Florida (n=2), University of 
South Florida (n=2), Jacksonville University (n=1), Flagler College (n=1), Florida Atlantic 
University (n=1), Florida Southern College (n=1), and University of West Florida (n=1).  
 
 
 
 

Table 9: Universities and Colleges Attended by Respondents 
 

Universities/Colleges  Number of Respondents 
Florida International University 13 
University of Central Florida 13 
The Florida State University 9 
University of North University 3 
University of Florida 2 
University of South Florida 2 
Jacksonville University 1 
Flagler College 1 
Florida Atlantic University 1 
Florida Southern College 1 
University of West Florida 1 
  
 
 
 

Description and Analysis of Art Teacher Training and Teaching Practices 
 
 

The remaining data collected through the survey (items 9 through 20) gathered 
information through self report about degrees earned, arts organization membership, 
what art teachers were taught in the art education programs, what courses or skills they 
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now teach, how well prepared they feel they were to teach the competencies required to 
obtain art certification in the state of Florida, and open-ended questions designed to 
elicit their opinions regarding their art teacher training programs and current practices.  
The data were grouped and analyzed according to the universities/colleges the 
respondents attended.  An examination of the curriculum components for each of the 
eleven art teacher education programs was also conducted to determine the design of 
the programs and if a match existed between what program designers say they teach 
and what art teachers say they received.  Each section begins with a report of the 
number of graduates, degrees earned, certification status and professional affiliations.  
The professional affiliations of graduates are noted as it may be an indication of the 
universities’ commitment to the professional growth of art teachers.   Next, a description 
of required components for the university/college art education program is presented to 
lay the framework for participants’ responses.  Universities/colleges are presented in the 
order of the number of graduates for each program ranked from the greatest number of 
participating graduates to the least. 

 
Florida International University 
 

Florida International University is a research university located in the large 
metropolitan city of Miami, Florida.  As reported by the university, it is one of the 25 
largest universities in the nation, based on an enrollment of more than 38,000 students 
(www.fiu.edu).  Two full time art educators teach art methods courses in the Department 
of Curriculum and Instruction in the College of Education.  Degrees offered include a 
Bachelor of Science (BS) and a Masters of Science (MS), both in Art Education K-12. 

Thirteen graduates who responded to the survey graduated from Florida 
International University.  In response to item 9 on the survey, all of these respondents 
reported that they had obtained Bachelor of Science degrees in Art Education.  In 
addition, two respondents also had Master of Science degrees, one in Art Education 
and one in Educational Leadership.  Eleven were certified to teach art while two were in 
the process of obtaining certification.   

In response to item 10 which asked which art organizations are you a member of, 
7.7% (n=1) of the respondent reported membership in the NAEA, 38.5% (n=5) were 
FAEA members, 38.5% (n=5) belonged to the county art education association, 7.7% 
(n=1) was a member of the American Institute of Graphic Arts and 38.5% (n=5) reported 
no organizational affiliation. 
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Table 10:  Organizational Affiliation of FIU Graduates 

 
Survey Item 1. Which art organizational are 
you a member of? 

Number Percentage 

County Art Education Association 5 38.5% 
FAEA 5 38.5% 
No  Organization 5 38.5% 
NAEA 1  7.7% 
Other Organizations 1   7.7% 
 
 
 
 

 Theoretical and practical training.  The following section reports on both the 
responses to item 11 which asked for teachers’ perceptions of how many credit hours of 
each course was received in their teacher training program and the university’s report of 
what they offer and require (www.fiu.edu).  The average of the number of credit hours 
which graduates reported receiving are presented.   
 According to the University website (www.fsu.edu), the 125 semester hours 
required to obtain a Bachelor of Science degree included general education courses 
and 39 hours of professional education courses.  Included in all university/college 
educational programs are the state mandated common prerequisites for lower level 
education courses which are introduction to education, teaching diverse populations, 
and beginning electronic media or introduction to educational technology.  The 
respondents who had graduated from FIU reported that they had received an average 
of 23 semester hours of general educational coursework including computer 
applications. 

Art education majors were required to take 18 semester hours of core studio and 
studio electives, but these respondents reported that they had received an average of 
32 semester hours of studio.  Drawing and painting were the main focus of study in the 
studio arts.  The art history requirement, as reported by the university (www.fiu.edu), 
consisted of four courses (12 semester hours) including Art History Survey I and II, 
Contemporary Art, and 3 credits of an art history elective.  Respondents reported 
receiving an average of 8 semester hours in art history.  The required art education 
coursework included two methods courses, K-5 and 6-12, each 3 semester hours and 
were described on the universities website as the development of instructional skills, 
techniques, and strategies for teaching art in the elementary and secondary school 
(www.fiu.edu).  In addition to the art methods courses, students were to select two of 
the following three courses; Concepts in Art Education (3), Study Abroad (3-6), and 
New Media/Crafts (3).  Concepts in Art Education was described as the study of 
“philosophies and events that influence the development of art education and the 
application of DBAE and aesthetic education to the classroom” (www.fiu.edu).  Study 
Abroad included study in France or China and sought to develop international and 
cross-cultural understandings of educational philosophies and systems.  New 
Media/Crafts proposed to help students “understand the role and evolution of crafts in 
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the schools, their function in child development, planning, assessment and basic 
productive techniques with various media” (www.fiu.edu).  Other course requirements 
included advanced workshops in art education dealing with the production and 
application of materials and techniques in art education (6), special topics in art 
education or approved electives (3-6), and student teaching (9).  When the number of 
semester hours for instruction in art methods, art criticism, and art aesthetics were 
combined, an average of 10 semester hours were received in this area as reported by 
the respondents.  
 
 
 
 

Table 11: Description of FIU Art Education Program 
 Description of Program Credits Received as 

Reported by Graduates 
Institution Florida International University 

Miami, Florida (www.fiu.edu) 
State Institution 

 

Location College of Education  
Degree BS, MS in Art Education K-12  
Faculty Two full time art educators  
Requirements 125 cr. total  
Studio Courses 18 cr. of core studio and studio  

     electives 
32 cr. 

Art History 6 cr. of Art History Survey I and II 
3 cr. of Contemporary Art History  
3 cr. Art History elective 

8 cr. 

Art Education 6 cr. Art methods K-5 and 6-12 
6 cr. Concepts in Art Education,  
    Study Aboard, or New Media/crafts 
3-6 cr. Special Topics in Art    
    Education or approved electives 

10 cr. 

General 
Education 

39 cr. of Professional education 
9 cr. of student teaching 

23 cr. 

 
 
 
 
 What they teach.  In response to item 12, participants checked the courses and 
skills that they teach from a list that was provided.  Drawing was the skill most often 
taught by 92.3% (n=12) of these beginning teachers.  Second was teaching mixed 
media at 84.6% (n=11) and tied for third, at 76.9% (n=10) were teaching painting, 
design, art criticism, and art history.  The least taught skills were fiber arts 15.4% (n=2) 
and photography 7.7% (n=1).  No beginning teachers taught film or video, nor did they 
take courses in film or video although knowledge of this media is a state mandated 
requirement for certification in art education. 
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Table 12:  Courses or Skills Taught by FIU Graduates 
 

Survey Item 12.  Which of these courses or 
skills do you teach? 

Number Percentage 

Drawing 12 92.3% 
Mixed media 11 84.6% 
Painting 10 76.9% 
Art history 10 76.9% 
Art criticism 10 76.9% 
Design 10 76.9% 
Collage   8 61.5% 
Sculpture   7 53.9% 
Aesthetics   7 53.9% 
Printmaking   5 38.5% 
Ceramics   4 30.8% 
Computers   4 30.8% 
Graphic design   3 23.1% 
Fiber arts   2 15.4% 
Textile design   2 15.4% 
Photography   1   7.7% 
Film    0      0% 
Video   0      0% 
 
 
 
 
 Teachers’ perceptions of preparedness.  In item 13, respondents were asked 
to rank their perceptions of their preparedness to teach or perform 24 skills required by 
the state of Florida in order to obtain art certification.  They could indicate their 
preparedness on a five-point scale from very well prepared to poorly prepared.  Ranked 
from highest to lowest means, the graduates of FIU felt most adequately prepared 
(above a 4 on the scale) to teach drawing.  They were also more than adequately 
prepared to teach painting, mixed media, art criticism, art history, aesthetics and to 
meet the needs of culturally or ethnically diverse students.  The respondents felt less 
than adequately prepared (below a 3 on the scale) to teach photography, computer 
applications, video and manage a budget and poorly prepared (below a 2 on the scale) 
to teach film and fiber art. 
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Table 13:  Mean Ratings of Preparedness to Teach:  FIU Graduates 
 

Survey Item 13.  When you first started teaching, how well prepared did 
you feel to do the following: 

Mean  

Teach drawing. 4.54 
Teach painting. 4.38 
Teach mixed media. 4.38 
Meet the needs of culturally or ethnically diverse students. 4.31 
Teach art criticism. 4.15 
Teach art history. 4.00 
Teach aesthetics. 4.00 
Use a variety of assessments to determine student progress. 3.92 
Identify components of curriculum development including long-range and 
short-range goals, performance objectives, and teaching strategies. 

3.92 

Teach design organization. 3.77 
Maintain control of student behavior. 3.77 
Teach printmaking. 3.69 
Teach ceramics. 3.46 
Identify community resources and their applications to an art program. 3.38 
Meet the needs of special populations including handicapped, bilingual, 
limited English, and gifted and talented students. 

3.38 

Teach sculpture. 3.31 
Teach graphic design. 3.08 
Teach conceptual art. 3.08 
Teach photography. 2.92 
Teach computer applications. 2.77 
Manage a budget including selecting, ordering, and inventorying 
supplies. 

2.38 

Teach video. 2.00 
Teach fiber arts. 1.85 
Teach film. 1.85 
 
 
 
 
  Most influential person.  Respondents provided open-ended responses to item 
14 which asked them to describe the most influential person during their teacher training 
and tell why.  The supervising intern teacher was reported as the most influential person 
by 46.2% (n=6) of the respondents.  The respondents expressed an appreciation for the 
teachers’ willingness to share their experiences and expertise related to the practical 
aspects of teaching.  One respondent described her supervising intern teacher as “an 
experienced teacher with great classroom control and structure.”  Another respondent 
noted the supervising intern teacher’s “grasp of the subject matter and her interaction 
with her students.”   Other respondents also valued the help with lesson planning, 
teaching strategies, and knowledge of age appropriate activities.  This help was 
described by one respondent as “constructive criticism”.  As one art teachers stated, 
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“My internship was where I really got the experience I needed to help me in my first 
year.  My interning teacher was the best.”   

The second most influential were the art educators as reported by 30.8% (n=4) of 
the respondents.  The head of the art education department was reported by two 
respondents as being admired for his skills as both an artist and a teacher.  “The most 
influential person during my teacher training was my Professor _____.  He was my 
advisor and he was also my painting professor at FIU.  He would often give suggestions 
and advice to help me with my decisions towards what classes to take and prepare me 
for skills in painting for my own personal growth.”  Another respondent expressed 
appreciation for this art educators’ expertise in “lesson ideas and useful techniques.”  

Another influential person as reported by 7.7% (n=1) was an art history professor 
who instilled an interest in the subject and subsequently influenced the teaching of art 
history in all of this respondent’s lessons.  The remaining 15.4% (n=2) of the 
respondents were influenced most by peer teachers in the school systems where they 
work.  

 
 
 
 

Table 14:  Most Influential Person during Teacher Training  
as Reported by FIU Graduates 

Survey Item 14. Describe the most influential 
person during your teacher training. 

Number Percentage 

Supervising Intern Teacher 6 46.2% 
Art Education Professor 4 30.8% 
Peer Teacher 2 15.4% 
Art History Professor 1   7.7% 
 
 
 
  
 Most valuable skills, classes, and activities.  In item 15 the respondents were 
asked to describe the skills, classes, and activities presented in their teacher training 
program that were most valuable.  The art methods courses and the activities that 
occurred in those courses were the most valuable as reported by 46.2% (n=6) of the 
respondents.  The respondents noted the following activities as being of value: hands-
on projects, lesson plan development, the incorporation of county and state 
benchmarks, classroom and discipline management, and opportunities to teach 
lessons.  Another desirable feature of the program as reported by two respondents was 
the interaction between veteran, beginning, and future art teachers.  Referring to the 
two methods courses, a participant stated, “An aspect of these classes that truly helped 
was the fact that all students were prospective art educators who share ideas and 
experiences.” 
 Other classes and activities that were valued were studio and art history classes 
as reported by 38.5% (n=5) of the respondents and student teaching by 30.8% (n=4).  
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While some respondents listed more than one component, 23.1% (n=3) stated that they 
felt all the skills, classes, books, and activities were valuable, useful and realistic. 
 
 
 
 

Table 15:  Most Valuable Skills, Classes, and Activities  
as Reported by FIU Graduates 

 
Survey Item 15. Describe the skills, classes, 
and activities presented in your teacher training 
program that were most valuable. 

Number Percentage 

Art Methods Courses/Activities 6 46.2% 
Studio Courses 4 30.8% 
Student Internship 4 30.8% 
All Skills/Classes/Activities 3 23.1% 
Art History Courses 1   7.7% 
  
 
 
 
 Student teaching.  In response to item 16 which asked if their student teaching 
was valuable, all thirteen respondents agreed that the student teaching component was 
valuable.  The respondents reported valuing the experience because it gave them the 
practical, hands-on experience that they needed for their future jobs.  One respondent 
stated, “My training program at FIU stressed a lot of “theory” and not much “practice” 
even though we did have to observe teachers all throughout the program.  However, I 
didn’t really get the experience that was most valuable until I started the 13-week 
internship which really prepared me for “real world” situations in the classrooms.”  Other 
aspects of the student teaching experience noted by one respondent each were the 
opportunity to develop lesson plans for future use, to decide if this was the right career 
choice and teaching level, and to have support and feedback during their first teaching 
experience.  Also noted were specific skills such as time management, behavioral 
modification, and various instructional strategies.   
 Expectations of teaching.  In response to item 17 that asked if teaching was 
different from what they expected and how, eight responded “yes” and five “no”.  Those 
who indicated “no” stated that prior experience working with children and the internship 
experience had prepared them for the realities of the classroom.  Three out of eight 
“yes” responses were positive stating that the experience was better than expected 
while five cited negative reasons for why it was worse than expected including discipline 
problems, students’ abilities or lack of abilities, and facilities. Two teachers expressed a 
desire to work with older children. “I was expecting to be teaching at the secondary level 
and had trained mostly for that.  The job I was able to accept was in an elementary 
school which took a while to get used to.  I find myself more of a disciplinarian than a 
facilitator/teacher.” 
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Problems as an art teacher.  In item 18, teachers were asked if there are any 
problems they had encountered as an art teacher.  The teachers could list as few or as 
many problems as they were experiencing.  While one respondent reported having no 
problems, others encountered many.  “The only downfall is having too many students 
per class at times, the projects, materials, grades, and no help.  Everything starts to 
crumble at times.  Lack of planning time, not only to plan but to clean or set for future 
projects.  We art teachers have messes in less than seconds so when you have bumper 
to bumper classes it makes things difficult.  Often we end up picking up after school.” 

The most frequently cited problem reported by 30.8% (n=4) of respondents was 
the lack of respect and support from administrators, peer teachers, and parents.  As one 
respondent stated, “Overall there is one constant.  Administrators and peer educators 
tend to think that an art teacher’s job is easier because the students like it and want to 
be there.  The fact that I designed motivated and dynamic lessons and impacted them 
with great “structure” tends to be forgotten.  An art teacher, at least an effective one 
must be very organized and structured.”  The second and third most frequently noted 
problems were discipline and lack of funding, each reported by 23.1% (n=3) of the 
respondents.  The fourth and fifth as reported by 15.4% (n=2) each were lack of 
planning time and lack of space which required one respondent to teach on a cart.  
Other problems reported by 7.7% (n=1) each were large class size, too many classroom 
interruptions, being responsible for too many school projects, difficulty deciding on a 
curriculum, and difficulty with paperwork. 

 
 
 
 

Table 16:  Problems in Teaching Encountered by FIU Graduates 
Survey Item 18. Are there any problems you 
have encountered as an art teacher? 

Number Percentage 

Lack of Support/Respect 4 30.8% 
Discipline  3 23.1% 
Insufficient Budget 3 23.1% 
Lack of Sufficient Planning Time 2 15.4% 
Art-on-the-Cart/Lack of Space 2 15.4% 
Large Class size 1    7.7% 
Classroom Interruptions 1    7.7% 
Special Projects (too many) 1    7.7% 
Deciding on a Curriculum 1    7.7% 
Paperwork 1    7.7% 
 
 
 
 
 Program weaknesses.  In response to item 19, which asked if there were any 
weaknesses in their teaching training programs, two responded “no” and eleven “yes”.  
The most frequently cited weakness as reported by 38.5% (n=5) was the lack of studio 
arts electives.  One graduate stated that he felt many students had “a very weak art 
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background” and that “their knowledge was focused only on the education aspect of the 
major.”   Another singled out the lack of preparation in fiber arts and sculpture which left 
her unprepared for questions about those disciplines on the Florida Certification Exam.  
The lack of training in how to set up and maintain a grade book was viewed as a 
weakness by 15.4% (n=2) of the respondents.  Other weaknesses, cited by 7.7% (n=1) 
for each one, were lack of emphasis on discipline management, children with 
disabilities, time management, and practical knowledge.  Overall, the opinions of the 
graduates could be summed up in the statement offered by one.  “The program focused 
on a lot of research done and much theory, but I feel they did not focus enough on 
practicum and reality.” 
 
 
 
 

Table 17:  Weaknesses in Teacher Training Program  
as Reported by FIU Graduates 

 Survey Item 19. Were there any weaknesses in 
your teacher training program? 

Number Percentage 

Not Enough Studio Courses 5 38.5% 
No Grade Book Training 2 15.4% 
Not Enough on Discipline Management 1  7.7% 
Lack of ESE Training 1  7.7% 
Time Management 1  7.7% 
Too Much Theory/Not Enough Practical 1  7.7% 
 
 
 
 
 Suggestions for program improvement.  Responses to the final open-ended 
question, how could your teacher training program be improved, were based on the 
perceived weaknesses observed by graduates.  The two most frequent suggestions 
offered by 23.1% (n=3) each were more studio courses and longer internships and more 
classroom observations.  Next in frequency was more practical activities and courses 
suggested by 15.4% (n=2) of the respondents.  Other suggestions offered by 7.7% 
(n=1) each included more technology related classes, more on discipline management, 
more than one teacher per subject, and more involvement with veteran teachers.  
These suggestions highlight the desire for more training in the practical aspects of 
teaching.  As the respondents stated, programs could be improved by focusing on 
“practice and real-world situations”, “more pragmatic activities and courses”, “more 
classroom observations at the level that will be taught”, “a year long internship”, “two 
semester internship”, and the involvement of veteran teachers “offering a fresh and up-
to-date view of the realities of teaching in the classroom.”    
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Table 18:  Suggested Improvements for FIU Art Teacher Training Program 
 

Survey Item 20. How could you teacher training 
program be improved? 

Number Percentage 

More Studio Classes 3 23.1% 
Longer Internship/More Observations 3 23.1% 
More Pragmatic Skills/Activities 2 15.4% 
More Technology 1   7.7% 
More on Classroom Management 1   7.7% 
More Then One Teacher Per Subject 1   7.7% 
Include Expertise of Veteran Teachers 1   7.7% 
 
 
 
  
University of Central Florida 
 
 The University of Central Florida is a large research university located in 
Orlando, Florida, with as enrollment of more than 46,000 students.  The art education 
program is located in the College of Education and is coordinated by one full time 
professor with a Ph.D. degree.  Degrees offered include a Bachelor of Science in Art 
Education (B.S.), Master of Education in Art Education (M.Ed.), and Master of Arts in Art 
Education (M.A.). 
 Thirteen graduates of UCF responded to the survey.  In response to question 9 
on the survey which asked for the type of degree earned, 12 graduates reported 
receiving a B.S. in Art Education while one received a M.A. in Art Education.  All were 
certified to teach art.  In response to question 10 which asked participants to indicate 
their involvement in arts organizations; 46.2% (n=6) indicated they were NAEA 
members, 38.5% (n=5) were FAEA members, 23.1% (n=3) were County Art Education 
Association members, and 23.1% (n=3) indicated they were members of other 
organizations including local art guilds and the NEA.  Four were not affiliated with any 
organization. 

 
 
 
 

Table 19:  Organizational Affiliation of UCF Graduates 
 

Survey Item 10. Which art organizations 
are you a member of? 

Number Percentage 

NAEA 6 46.2% 
FAEA 5 38.5% 
No  Organization 4 30.8% 
County AEA 3 23.1% 
Other Organizations 3 23.1% 
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 Theoretical and practical training.  Completion of the program required 127 
total semester hours including 36 general education hours.  The 43 common program 
prerequisites that were to be taken before upper division courses included 3 courses or 
9 semester hours of the state required education courses, Art History I and II (6 
semester hours), and 21 semester hours of core studio.  In the upper division courses, 
students were required to complete an additional 15 semester hours of education core 
courses, 9 semester hours of studio and art history electives, and 12 semester hours for 
the student internship (www.ucf.edu).  
 Respondents reported that they had received an average of 18 semester hours 
of educational coursework including computer application, 28 semester hours of studio 
with the majority of the total studio coursework in drawing, design, and ceramics, and 9 
semester hours of art history.  In the art education program, three courses were 
required including Teaching Art Appreciation and Criticism, Teaching Art in the 
Elementary School, and Teaching Art in the Secondary School.  A description of 
courses stated that discipline-based art education was included (www.ucf.edu).  
Respondents reported that they had received an average of 6 semester hours of art 
methods and 6 semester hours of art aesthetics and art criticism. 
 
 
 
 

Table 20: Description of UCF Art Education Program 
 

 Description of Program Credits Received as 
Reported by 
Graduates 

Institution University of Central Florida 
Orlando, Florida (www.ucf.edu) 
State Institution 

 

Location College of Education  
Degree B.S., M.Ed., M.A. in Art Education K-12  
Faculty One full time art educator  
Requirements 127 cr. total  
Studio Courses 21 cr. of core studio  28 cr. 
Art History 9 cr. of studio and art history electives 9 cr. 
Art Education 3 cr. Teaching Art Appreciation & Criticism 

3 cr. Teaching Art in the Elementary School 
3 cr. Teaching Art in the Secondary School 

12 cr. 

General 
Education 

9 cr. Prerequisite Educational Courses 
15 cr. Education core requirements 
12 cr. Internship 

18 cr. 
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 What they teach.  In response to item 12, 92.3% (n=12) of the respondents 
indicated that art history was the most often taught course and second in frequency was 
drawing and painting taught by 84.6% (n=11).  Aesthetics and sculpture, art criticism, 
and mixed media were the next most frequently taught with 69.2% (n=9) or more 
respondents teaching each.  Only 23.1% (n=3) or fewer of the respondents taught 
computers, fiber arts, photography, and textile design.  The least often taught course or 
skill by 7.7% (n=1) was film.  No one taught video. 
  
 
 
 

Table 21:  Courses or Skills Taught by UCF Graduates 
Survey Item 12:  Which of these 
courses or skills do you teach? 

Number Percentage 

Art history 12 92.3% 
Drawing 11 84.6% 
Painting 11 84.6% 
Sculpture 10 76.9% 
Aesthetics 10 76.9% 
Art criticism  9 69.2% 
Mixed media  8 61.5% 
Collage  7 53.9% 
Design  7 53.9% 
Printmaking  7 53.9% 
Ceramics  6 46.2% 
Graphic design  5 38.5% 
Computers  3 23.1% 
Fiber arts  3 23.1% 
Photography  3 23.1% 
Textile design  2 15.4% 
Film   1   7.7% 
Video  0   0.0% 

 
 
 
 

 Teachers’ perception of preparedness.  In response to item 13, the graduates 
of UCF ranked their perceptions of their preparedness to teach and perform 24 
competencies on a five-point scale.  This group of beginning art teachers felt more than 
adequately prepared (above a 4 on the scale) to teach in only one area, art history.  
This was also the courses taught by the greatest number, 92.3% (n=12), of 
respondents.  Listed from highest mean rating to lowest, the courses or skills they felt 
adequately prepared (below a 4 on the scale) to teach were drawing, art criticism, 
design organization, mixed media, painting, aesthetics, and ceramics.  They felt less 
than adequately prepared (below a 3 on the scale) to meet the needs of special 
populations and to teach conceptual art, photography, printmaking, sculpture, graphic 
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design, and computer applications.  Fiber arts, film, and video were the courses they felt 
poorly prepared (below a 2 on the scale) to teach and also the courses which the fewest 
number of teachers taught. 
 
 
 
 

Table 22: Mean Ratings of Preparedness to Teach: UCF Graduates 
 

Survey Item 13.  When you first started teaching, how well prepared did 
you feel to do the following: 

Mean 

Teach art history. 4.23 
Teach drawing. 3.92 
Teach art criticism. 3.69 
Use a variety of assessments to determine student progress. 3.69 
Teach mixed media. 3.62 
Teach design organization. 3.62 
Teach painting. 3.46 
Teach aesthetics. 3.46 
Meet the needs of culturally or ethnically diverse students. 3.46 
Teach ceramics. 3.38 
Identify components of curriculum development including long-range and 
short-range goals, performance objectives, and teaching strategies. 

3.31 

Identify community resources and their applications to an art program. 3.15 
Maintain control of student behavior. 3.15 
Manage a budget including selecting, ordering, and inventorying 
supplies. 

3.00 

Teach photography. 2.85 
Teach conceptual art. 2.85 
Meet the needs of special populations including handicapped, bilingual, 
limited English, and gifted and talented students. 

2.85 

Teach printmaking. 2.77 
Teach sculpture. 2.69 
Teach graphic design. 2.38 
Teach computer applications. 2.08 
Teach fiber arts. 1.77 
Teach film. 1.69 
Teach video. 1.54 
 
 
 
 
 Most influential person.    In response to item 14 which asked respondents to 
describe the most influential person in their teacher training program, 53.9% (n=7) 
reported that they were most influenced by their supervising intern teacher.  As one 
respondent stated, “The most influential person was the teacher that I worked with for 
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my senior internship.  Being in the class every day helped me experience real-life 
situations.  But thanks to my awesome mentor I was never alone and always had help if 
and when I needed it.”   According to respondents, the supervising intern teachers were 
most influential because they imparted the skills, knowledge, and activities that were 
practical in nature and thus prepared them for the daily responsibility of teaching.  One 
respondent stated, “She was influential because I was able to see a broad range of 
teaching methods from the most advanced IB student to the beginning ESE.  I was also 
made aware of the many other jobs art teachers must juggle.”  The most frequently 
cited skills imparted by the supervising intern teacher were discipline management and 
planning strategies.  ''My supervising teacher helped me to develop my planning 
strategies and discipline procedures. The internship was the only experience that gives 
you hands on experience where you can learn to think on your feet.”  Other activities 
and skills noted by the respondents were ways to handle classes, paperwork, grading, 
outside community involvement, and dealing with the school environment 
 Art education professors were the second most influential persons as reported by 
23.1% (n=3) of the respondents because they “gave good examples as far as 
classroom management”, taught “many different concepts that have been found useful 
in current teaching assignment” and imparted “art history knowledge and art criticism 
background”.  Another 23.1% (n=3) of respondents indicated that they were influenced 
by many or all of the people involved in their teacher training program because they got 
something of value from each.  One or 7.7% (n=1) of the respondents reported being 
influenced by “all of my former art teachers” because she tended to use projects they 
introduced in class.  Another 7.7% (n=1) was influenced by a peer teacher in her school. 

 
 
 
 

Table 23:  Most Influential Person during Teacher Training 
as Reported by UCF Graduates 

 
Survey Item 14. Describe the most influential 
person during your teacher training. 

Number Percentage 

Supervising Intern Teacher 7 53.9% 
Art Education Professor 3 23.1% 
All 3 23.1% 
Former Art Teacher 1    7.7% 
Peer Teacher 1    7.7% 
 
 
 
 
 Most valuable skills, classes, and activities.  In response to item 15, 
respondents described one to three skills, classes, or activities that were most valuable.  
One of the two most frequently reported activities by 46.2% (n=6) of the respondents 
was the internship and observations.  A respondent stated, “The most valuable 
experiences were those involving getting into the classrooms and either teaching, 
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volunteering, or observing.”  Writing and teaching lesson plans were reported as 
valuable by another 46.2% (n=6).  A respondent found it helpful to “teach a lesson to 
our peers and be evaluated by one another.”  Studio courses were noted as being 
valuable by 30.8% (n=4) of the respondents and art methods courses by 15.4% (n=2).  
Classroom management classes was described by 15.4% (n=2) of the respondents as 
valuable because it afforded the opportunity to share ideas and strategies.  The 
remaining skills, classes, and activities that were noted by 7.7% (n=1) each were art 
criticism class, developing discipline plans, forming rubrics, and ESOL strategies. 
 
 
 
 

Table 24:  Most Valuable Skills, Classes, and Activities  
as Reported by UCF Graduates 

 
Survey Item 15. Describe the skills, classes, 
and activities presented in your teacher training 
program that were most valuable. 

Number Percentage 

Internship/Observations 6 46.2% 
Writing and Teaching Lessons 6 46.2% 
Studio Courses 4 30.8% 
Art Method Courses 2 15.4% 
Classroom Management 2 15.4% 
Art Criticism Course 1   7.7% 
Discipline Plans 1   7.7% 
ESOL Strategies 1   7.7% 
Designing Rubrics 1   7.7% 
 
 
 
 
 Student teaching.    In response to item 16 which asked if and why their student 
teaching was valuable, 92.3% (n=12) replied yes and 7.7% (n=1) stated that he needed 
to have spent more time in middle school.  These beginning teachers reported valuing 
the experience for the practical aspects that prepared them for their current positions.  A 
respondent stated, “Yes. Without my student teaching experience I would not have felt 
as prepared as I was starting out as a first year teacher.”   The student teaching 
experience was further described as “the most valuable aspect of the program”, “the 
real preparation-not just theory”, “”, and as an opportunity to learn “all the strategies my 
teacher mentors used.”  Respondents reported learning about grading, communication, 
school politics, teaching lessons with disruptions, and dealing with “real problems.”  Two 
respondents expressed the opinion that the internship should have been longer.   
 Expectations of teaching.    In response to item 17, 100% (n=13) of the 
respondents replied “yes”, teaching was different from what they had expected.  
Discipline management was at the top of the list of reasons why teaching was different 
than expected as reported by 38.5% (n=5) of the respondents.  As one respondent 
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stated, “The stress of discipline is the most surprising but [it] decreases with more 
experience,” and another stated, “My first year was because it was at an inner-city 
middle school.  I didn’t realize there were kids this misbehaved, but it really helped my 
classroom management skills.”  The amount of paperwork involved required was a 
surprise for 15.4% (n=2) of the respondents.  Other reasons noted that contributed to 
the different expectation in teaching, noted by one respondent each, were “physically 
and mentally draining”, surprised by lack of student motivation, problems with 
curriculum planning, and adapting to students and their style of learning.  One 
respondent stated that teaching was “more fun than I had anticipated.” 
 Problems as an art teacher.  Item 18 asked participants; Are there any 
problems you have encountered as an art teacher?  Although discipline management 
was the main unexpected aspect of teaching, only 7.7% (n=1) of the respondents listed 
classroom management as a problem.  The greatest problem experienced by these 
beginning teachers as reported by 30.8% (n=4) was the lack of respect or support for 
the arts in schools.  Teachers reported that art was seem as a “fluff course”, an “Easy 
A”, and had problems “not being taken seriously by the administration.”   One 
respondent stated the problem as “always having to be an advocate.  Knowing how to 
market yourself so staff and students know no one else can do what you do for the 
kids.”  Closely related to the problem of the lack of support for the arts in schools was 
the lack of funding for the art program, a problem reported by another 23.1% (n=3).  
Having the added responsibility of extra activities outside the classroom such as 
creating banners, signs, and backdrops was a problem for 15.4% (n=2) of the 
respondents.  The other problems reported by 7.7% (n=1) each were “deciding how to 
organize six grade levels of art instruction”, discipline, lack of enough planning time, 
large class size and being required to teach reading skills. 
 
 
 
 

  Table 25:  Problems in Teaching Encountered by UCF Graduates 
 

Survey Item 18. Are there any problems you 
have encountered as an art teacher? 

Number Percentage 

Lack of Support/Respect 4 30.8% 
Insufficient Budget 3 23.1% 
Special Projects (too many) 2  15.4% 
Deciding on a Curriculum 1    7.7% 
Discipline  1    7.7% 
Lack of Sufficient Planning Time 1    7.7% 
Large Class size 1    7.7% 
Required to Teach Reading Skills 1    7.7% 
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 Program weaknesses.  In response to item 19 which asked respondents to 
comment on any weaknesses that existed in their teach training program, 38.5% (n=5) 
stated that there was a lack of a classroom management course that would address 
“real life situations”, “practical experiences” “issues that teachers face on a day to day 
basis”, and “how to deal with discipline problems.”   
 The next three most frequently noted weakness reported by 15.4% (n=2) each 
were the length of the internship, the lack of studio electives, and the lack of practical 
skills and experiences.  It was felt by two respondents that the internship should have 
been longer.  One of those respondents did participate in a year long internship which 
gave him “a greater understanding of how the classes work.”  Other respondents felt 
they needed exposure to more studio electives as well as information that would link 
what was learned in studio classes to teaching those skills and techniques in the K-12 
art classroom.  As one respondent stated, “No clay. No kiln 101.  Even at the beginning 
of the year workshop, the kiln discussion was not practical and never showed us the 
basics.”  The lack of practical skills such as budgeting and ordering supplies was also 
viewed as a weakness.  One graduate stated, “I felt my program was teaching to an 
ideal teaching situation not the reality.”  The lack of knowledge on child development, 
ESE strategies, and the fact that all art method courses were taught by one professor 
were each reported as a problem by 7.7% (n=1).  Although 11 graduates listed one or 
more weaknesses, there were 15.4% (n=2) who reported that there were no 
weaknesses in their teacher training program. 
 
 
 
 

Table 26:  Weaknesses in Teacher Training Program  
as Reported by UCF Graduates 

  
Survey Item 19. Were there any weaknesses in 
your teacher training program? 

Number Percentage 

No Classroom Management Course 5 38.5% 
Internship Not Long Enough 2 15.4% 
Not Enough Studio Courses 2 15.4% 
Lack of Practical Skills/Activities 2 15.4% 
Lack of Child Development Knowledge 1   7.7% 
Lack of ESE Strategies 1   7.7% 
One Art Education Professor 1   7.7% 
No Weaknesses 2 15.4% 
 
 
 
 
 Suggestions for program improvement.  In response to item 20, the 
suggestions offered for improvement of the UCF teacher training program addressed 
many of the perceived weaknesses of the program.  More on classroom management, 
more studio electives, and instruction that would connect knowledge and skills gained in 
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studio courses to teaching those skills in the K-12 art classroom were each suggested 
as an improvement by 23.1% (n=3) of the respondents.   
 More time in the classroom teaching and observing veteran teachers and more 
pragmatic courses and activities were each requested by 15.4% (n=2).  A graduate 
stated, “The content and fashion suggested to teach to the elementary age level in my 
opinion was very accelerated and idealistic.”  She felt that the university should 
“embrace the reality of the content, resources, and technology available to most public 
school art teachers.”  The other respondent called for “less research and more 
materials/media practical application.”   
 Other suggestions offered by 7.7% (n=1) each were more on how to advocate for 
the art program, more on child psychology and more strategies for teaching students 
with special needs. 
 

 
 
 

Table 27:  Suggested Improvements for UCF Art Teacher Training Program 
 

Survey Item 20. How could your teacher training 
program be improved? 

Number Percentage 

More on Classroom Management 3 23.1% 
Link Studio Classes to Teaching in Schools 3 23.1% 
More Studio Courses 3 23.1% 
Longer Internship/More Observations 2 15.4% 
More Pragmatic Skills/Activities 2 15.4% 
More on Advocating for the Arts 1   7.7% 
More on Child Psychology 1   7.7% 
More on ESE students 1   7.7% 
 
 
 
  
The Florida State University  
  
 The Florida State University is a research I university located in the small city of 
Tallahassee, Florida.  The enrollment is reported to be more than 40,000 students 
(www.fsu.edu).  The university offered a Bachelor of Science (B.S.), Bachelor of Arts 
(B.A.), Master of Science (M.S.), Master of Arts (M.A.), Educational Specialist (Ed.S.), 
Doctor of Education (Ed.D.), and Doctor of Philosophy (Ph.D.) degrees in art education. 
The faculty of the Art Education Department, in the School of Visual Arts and Dance, 
consisted of seven art educators, all with PhD’s, of whom, normally three teach in the 
certification track program. 
 Nine beginning art teachers who responded to the survey were graduates of The 
Florida State University.  In response to item 9, all graduates reported that they were 
certified to teach art.  Three graduates had obtained Bachelor of Arts degrees, three 
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Bachelor of Science, two Masters of Science, and one Master of Arts, all in art 
education.   
 In response to item 10 that asked which art organizations are you a member of, 
66.7% (n=6) were members of the NAEA, 44.4% (n=4) were members of FAEA, 11.1% 
(n=1) was a member of the county Art Educators Association, 11.1% (n=1) a member of 
the FEA and 22.2% (n=2) reported no organizational affiliation. 
 

 
 
 

Table 28:  Organizational Affiliation of FSU Graduates 
 

Survey Item. Which art organizations are 
you a member of? 

Number Percentage 

NAEA 6 66.7% 
FAEA 4 44.4% 
No  Organization 2 22.2% 
County AEA 1 11.1% 
Other Organizations 1 11.1% 
 
 
 
  
 Theoretical and practical training.  In order to obtain a degree in art education 
at The Florida State University, prospective graduates must have 45 semester hours in 
a liberal studies program and education coursework.  FSU graduates who responded to 
the survey indicated that they had received on the average of 18 semester hours of 
general education coursework plus 3 hours of computer applications. 
 The requirement in the area of studio core was 36 semester hours and for art 
history 12 semester hours.  The respondents reported that they had received an 
average of 10 semester hours of art history and an average of 26 semester hours of 
studio with the major focus in ceramics, sculpture, drawing, and painting.  There were 7 
art education courses offered for a total of 21 semester hours including one course each 
that involved the teaching of studio, art history, and aesthetics and art criticism, and 1 
course for student teaching.  An average of 10 semester hours of art methods 
coursework and 4 of aesthetics and criticism were reported as having been received by 
the respondents who graduated from FSU. 
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Table 29:  Description of FSU Art Education Program 
 

 Description of Program Credits Received as 
Reported by 
Graduates 

Institution Florida State University 
Tallahassee, Florida (www.fsu.edu) 
State institution 

 

Location Dept. of Art Education in the School of Visual 
Arts, Theatre and Dance 

 

Degree BS, BA, MS, MA, Ed.S., Ed.D., Ph.D. in Art 
Education  

 

Faculty Seven Art Educators/Faculty  
(all with Ph.D.s) 

 

Requirements Prerequisite: 45 cr. Liberal studies program 
required for all students 

 

Studio 
Courses 

21 cr. Studio core  36 cr. 

Art History  12 cr. 
Art Education 21 cr. including one course each that involved 

the teaching of studio, art history, and 
aesthetics and art criticism, and 1 course for 
student teaching. 

 14 cr. 

General 
Education 

Education coursework 18 cr. 
3 cr. in computers 

  
 
 
 
 What they teach.  In response to Item 12 which asked what skills or courses the 
participants teach, all respondents indicated that they taught drawing and painting.  The 
next most frequently taught skills by 88.9% (n=8) of the participants were mixed media 
and sculpture.  The third group of most frequently taught skills by 77.8% (n=7) each was 
art criticism, art history, collage, design, and printmaking.  The less taught skills were 
fiber arts and graphic design as reported by 22.2% (n=2) of the respondents, textile 
design by 11.1% (n=1), and no one taught film or video. 
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Table 30:  Courses or Skills Taught by FSU Graduates 
 

Survey Item 12:  Which of these 
courses or skills do you teach? 

Number Percentage 

Drawing 9 100.00% 
Painting 9 100.00% 
Mixed media 8   88.9% 
Sculpture 8   88.9% 
Art history 7   77.8% 
Art criticism 7   77.8% 
Collage 7   77.8% 
Design 7   77.8% 
Ceramics 7   77.8% 
Printmaking 7   77.8% 
Aesthetics 6   66.7% 
Computers 4   44.4% 
Photography 3   33.3% 
Graphic design 2   22.2% 
Fiber arts 2   22.2% 
Textile design 1    11.1% 
Film  0          0% 
Video 0          0% 
 
 
 
 
 Teacher’s perception of preparedness.  In response to item 13, the graduates 
of FSU indicated on a five- point scale their perceptions of their preparedness to teach 
or perform 24 skills.  These graduates reported feeling more than adequately prepared 
(above a 4 on the scale)to teach the following eight skills ranked from highest to lowest 
on the scale: drawing, art history, printmaking, mixed media, art criticism, meeting the 
needs of culturally or ethnically diverse students, painting, and ceramics.   
 They felt less than adequately (below a 3 on the scale) prepared to teach graphic 
design, photography, and fiber arts and poorly prepared (below a 2 on the scale) to 
teach film and video.  They felt adequately prepared (between 3 and 4 on the scale) to 
teach or perform all other skills listed. 
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Table 31:  Mean Ratings of Preparedness to Teach: FSU Graduates 
 

Survey Item 13.  When you first started teaching, how well prepared did 
you feel to do the following: 

Mean 
 

Teach drawing. 4.33 
Teach art history. 4.33 
Teach printmaking. 4.22 
Teach mixed media. 4.22 
Teach art criticism. 4.11 
Meet the needs of culturally or ethnically diverse students. 4.11 
Teach painting. 4.00 
Teach ceramics. 4.00 
Teach aesthetics. 3.89 
Teach computer applications. 3.78 
Teach design organization. 3.78 
Meet the needs of special populations including handicapped, bilingual, limited 
English, and gifted and talented students. 

3.78 

Teach sculpture. 3.67 
Maintain control of student behavior. 3.56 
Identify components of curriculum development including long-range and short-
range goals, performance objectives, and teaching strategies. 

3.44 

Teach conceptual art. 3.33 
Identify community resources and their applications to an art program. 3.33 
Use a variety of assessments to determine student progress. 3.33 
Manage a budget including selecting, ordering, and inventorying supplies. 3.00 
Teach graphic design. 2.89 
Teach photography. 2.78 
Teach fiber arts. 2.44 
Teach video. 1.67 
Teach film. 1.56 

 
 
 
 
 Most influential person.  In response to item 14 that asked respondents to 
describe the most influential person during their teacher training; One, 11.1% (n=1), 
respondent stated, “I don’t think I could name just one.  Each professor and supervising 
teacher brought something new and unique to my learning table.  I took something from 
each of them to create my own teaching style.”  Another offered no response, while one 
cited both an art educator and their supervising teacher.   
 The most frequently cited influential person to these FSU graduates by 55.6% 
(n=5) were the art educators supervising the training including two who were teaching 
assistants.  The respondents reported valuing their support, encouragement, 
experience, knowledge, and teaching philosophy.  A respondent stated, “The most 
influential person during my training was probably my supervising teacher at the 
university because she always listened and had great advice.  She was always easy to 
talk to and had lot of experience teaching.”  Another stated, “The most influential person 
was a professor who made me understand that teaching art shouldn’t be about teaching 
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only skills but about the students and their lives.  Making art meaningful for them and 
reaching them wherever they are was most important.” 
 Studio professors and specifically a printmaking teacher were the most influential 
persons to 22.2% (n=2) of the respondents.  One of those respondents stated, “I 
consider myself to be a teacher who does art, not an artist that teaches.  Therefore I 
also found my studio instructors to be the most positively influential people since they 
introduced me to countless new skills and techniques that I otherwise would not have 
known about.”  The same respondent had this to say about the negative influence of 
people in her teacher training.  “Sometimes the people that influence us the most are 
the ones that teach us what not to do.  I had several teachers that even as they were 
expounding upon the importance of differentiated and student-based instruction were 
prone to sitting at the head of the table talking non-stop for two hours.” 
 Both the supervising intern teacher and an art educator was the most influential 
person during the teacher training of 11.1% (n=1) of the respondents.  Commenting 
about both the university supervisor and the supervising intern teacher, she had this to 
say, “I learned more from him and ______ about teaching in my area than any and all of 
my course training at FSU.” 
 

 
 
 

Table 32:  Most Influential Person during Teacher Training  
as Reported by FSU Graduates 

 
Survey Item 14. Describe the most influential 
person during your teacher training. 

Number Percentage 

Art Education Professor 5 55.6% 
Studio Professor 2 22.2% 
Supervising Intern Teacher 1 11.1% 
All 1 11.1% 
No Response 1 11.1% 
 
 
 
 
 Most valuable skills, classes, and activities.  In response to item 15 that 
asked respondents to describe the most valuable skills, classes, and activities, the 
respondents cited classroom observation, studio courses, and art method courses as 
most valuable by 44.4% (n=4) each.  According to one response, the observations were 
valuable because “through observation, I learned how to teach these new skills I had 
learned.”   
 Studio courses were invaluable because it increased confidence in the subject 
area, taught new skills needed for their present job, and allowed them the opportunity to 
watch someone teach those skills to beginners.  One respondent valued the opportunity 
to take a variety of studio classes.  She stated, “I still have an emphasis based on my 
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own strength and skill in ceramics but I wouldn’t be able to teach the other areas if I 
hadn’t had the exposure and training.”    
 Those who valued the art methods courses specifically wrote about the Teaching 
Art History and Teaching Aesthetics and Criticism classes.  A respondent stated, 
“Talking about artwork and making it personal to ourselves was the most valuable 
because that is where I came to take my lessons from.  It also allowed me to develop 
my own thoughts and myself in order to became a more complete person and 
eventually teacher.”  Another stated, “They were great classes that really helped me to 
apply certain theories, techniques and skills.”   

The internship was noted by 22.2% (n=2) of the respondents as most valuable.  
An equal number, 22.2% (n=2) of the respondents felt the art history classes and writing 
lesson plans were valuable.  The educational psychology and web design courses were 
each noted by 11.1% (n=1) of the respondents. 
 
 
 
 

Table 33:  Most Valuable Skills, Classes, and Activities  
as Reported by FSU Graduates 

 
Survey Item 15. Describe the skills, classes, 
and activities presented in your teacher training 
program that were most valuable. 

Number Percentage 

Classroom Observations 4 44.4% 
Studio Classes 4 44.4% 
Art Methods Classes 4 44.4% 
Art History Classes 2 22.2% 
Internship 2 22.2% 
Writing Lesson Plans 2 22.2% 
Educational Psychology 1 11.1% 
Web Design/Photoshop 1 11.1% 
 
 
 
 
 Student teaching.  In response to item 16 which asked respondents if student 
teaching was valuable or not and why, 88.9% (n=8) responded yes.  They described it 
as the “real deal” where they “experienced the real issues” and “learned the practical 
information”.  They reported gaining knowledge in the basic skills of classroom and 
discipline management, organizational skills, planning, assessment, and grading.  One 
respondent stated, “Very!  Nothing is as valuable as actually taking a class under your 
wing on your own.  You learn your own strengths and weaknesses for reflection and 
improvement.” 
 One graduate responded “Yes and No”.  She continued to describe the positive 
experience of the first part of her internship under a supportive elementary supervising 
intern teacher followed by a negative experience under the supervision of a high school 
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teacher who left her on her own.  “Our teaching styles were very different and the whole 
situation became rather stressful.”   
 Expectations of teaching.  In response to item 17 which asked if teaching was 
different than expected, eight of the nine respondents reported “no”.  One respondent 
stated, “Not really.  My professors and instructors at FSU really laid everything out there 
to prepare me well.”  Another stated, “The first thing I said about teaching is that I was 
extremely well-prepared to come into this job.  My first year I have never once felt 
overwhelmed or like I could not handle a class or situation.  I attribute this not only to 
good preparation, but also to a great work environment.  It is basically what I 
expected…a whole lot more fun and enjoyable.”  Along with their training for the job 
through the art education program, other respondents attributed their realistic 
expectation to working in the school they interned in, being a substitute teacher prior to 
their present job, and being closely connected to the field of education through family 
members.  The single “yes” response followed with this statement.  “I never grasped or 
the message was never clear enough as to exactly how much time needs to be spent 
with a new group of students just covering behavior expectations.  As a new teacher, I 
wanted to jump right into the art/”fun stuff” but I needed to be sure the management was 
clear and understood by students first.  Other than that teaching has been even more 
fun than I thought it could be.  The good definitely outweighs the bad.” 
 Problems as an art teacher.   In response to item 18 regarding the problems 
these teachers have encountered, most teachers listed as few as one to as many as 
four.   The most frequently cited problem was an insufficient budget for the arts reported 
by 33.3% (n=3) of the respondents.  A respondent lamented, “Budgets are terrible 
especially when our administration doesn’t “get it”.  You’re forced to become an 
advocate.”  Lack of support and respect from parents and the “academic teachers” was 
a problem for 33.3% (n=3) of the respondents.  Frustration was expressed by one 
respondent who stated, “Not enough respect for art, no budget for art and not enough 
time to accomplish it all!”   
 
 
 
 

Table 34:  Problems in Teaching Encountered by FSU Graduates 
 

Survey Item 18. Are there any problems you 
have encountered as an art teacher? 

Number Percentage 

Insufficient Budget 3 33.3% 
Lack of Support/Respect  3 33.3% 
Discipline 2 22.2% 
Lack of Sufficient Planning Time 2 22.2% 
Lack of Art Production Knowledge 2 22.2% 
Paperwork 1 11.1% 
Difficulty Obtaining Computers 1 11.1% 
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 Lack of planning time, discipline, and art production knowledge were problems 
encountered by 22.2% (n=2) in each category.  One, 11.1% (n=1), respondent 
expressed concern over the “nonsense paperwork that is required constantly” such as 
the paperwork associated with the beginning teacher program and another expressed 
concern over the difficulty of obtaining computers for the art program.  

Program weaknesses.   In response to item 19 which asked respondents if 
there were any weaknesses in their teacher training program, the most frequently cited 
weakness reported by 33.3% (n=3) of the respondents was the need for more studio 
courses.  A respondent stated that taking a few studio classes was not enough since, 
“The Teacher Certification Exam covers a lot of art techniques I had never heard of.”  
Two respondents, 22.2% (n=2), felt that the program was weighted more towards 
elementary education and that more training in middle school and high school would 
have been beneficial.  The same number of respondents felt that the lesson plans 
written in classes were not useful with one referring to it as “busy work”.   

 
 
 
 

Table 35:  Weaknesses in Teacher Training Program 
as Reported by FSU Graduates 

 
Survey Item 19. Were there any weaknesses in 
your teacher training program? 

Number Percentage 

Lack of Studio Courses 3 33.3% 
Lack of Emphasis on Middle/High School 2 22.2% 
Lesson Plans Not Applicable 2 22.2% 
More Teaching in Schools 2 22.2% 
Lack of Training to Deal with Parents 1 11.1% 
No Link Between Studio Skills & K-12 Art Class 1 11.1% 
Poor Organization of Internship Assignments 1 11.1% 
Too Much Theory/Not Enough Practical 1 11.1% 
No Response 1 11.1% 
No Weaknesses 1 11.1% 

 
 
 
 
The need for more time teaching in the k-12 classroom was viewed as a 

weakness by another 22.2% (n=2).  One respondent each cited the following 
weaknesses; the lack of training on how to deal with parents, the lack of courses linking 
knowledge gained in studio courses to how to teach those skills in the K-12 art class, 
poor organization with student teaching assignments, and the overemphasis on theory 
and lack of practical training.  As this respondent stated, “There was a lot of 
academically geared reading that I have not found applicable in my current position.” 
One respondent stated, “Not really” in response to the question and one offered no 
response. 
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 Suggestions for program improvement.  In response to item 20 which asked 
how their teacher training program could be improved, the suggestions offered by the 
respondents were directed toward the perceived weaknesses in the programs.  The 
most frequently noted suggestions offered by 33.3% (n=3) of the respondents for each 
were to have less theory and more of the practical applications of what they had learned 
and to have the opportunity to take more studio courses.  One of these respondents 
stated that not only should more studio courses and art production be required but also 
classes specifically dealing with how to teach studio skills in the classroom.  An 
example of the lack of necessary studio skills presented was a ceramics class where 
teachers were not taught how to load or fire a kiln, a skill that any ceramics teacher 
must know.  Another respondent stated, “Studio classes would have been more 
beneficial if they were geared towards the art teacher rather than the general art 
student.” 
 Two respondents, 22.2% (n=2), felt more time observing in the classroom would 
be an improvement.  One felt that the experience should include “observing fewer 
teachers more times so that we could get a better feel for what their real world was like” 
and the other suggested more time observing in middle school and high school.  
Another 22.2% (n=2) suggested more emphasis on classroom management and two 
more suggested training on how to order supplies and manage a budget.     
  
 

 
 

Table 36:  Suggested Improvements for FSU Art Teacher Training Program 
 

Survey Item 20. How could your teacher training 
program be improved? 

Number Percentage 

More Pragmatic Skills/Less Theory 3 33.3% 
More Studio Courses 3 33.3% 
More Classroom Management 2 22.2% 
More Observation in K-12 Schools 2 22.2% 
Training on Ordering Supplies/Budget 2 22.2% 
Better Communication Between Art Ed. & 
       the Education Department 

1 11.1% 

Better Organization/Student Internship 1 11.1% 
Develop More Applicable Lessons 1 11.1% 
Link Studio Classes to Teaching in Schools 1 11.1% 
Substitute Training Course 1 11.1% 
Training to Be an Advocate for the Arts 1 11.1% 
 
 
 
 
 The final group of suggestions offered by 11.1% (n=1) each were better 
communication between the art education department and the education 
department, better organization in regards to student teaching assignments, 
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develop lesson plans that were more realistic and applicable to the K-12 art 
classroom, and a course on how to teach art production skills in the K-12 art 
classroom.  The final suggestion involved having future graduates take a 
substitute training course early in the program so they could work as substitute 
teachers while obtaining their degree.  As suggested by the respondent, they 
would gain experience, determine if they liked teaching, alleviate the local 
substitute shortage, and “get paid”.  He stated, “I heard many classmates say 
that they didn’t like teaching during their internship, after they’ve spent a lot of 
time and money to get to that last step in the program.” 
 
University of North Florida   
 
 The University of North Florida is a mid-size university with an enrollment of 
approximately 16,000 students and is located in the large city of Jacksonville, Florida.  
The art education program is located in the College of Education and Human Services.  
One full time professor with a PhD. in art education teaches the art methods course.  
The program offers a Bachelor of Art Education (K-12) degree. 
 Three participants who responded to the survey were graduates of the University 
of North Florida.  In response to item 9 that asked if the beginning art teachers were 
certified, all responded that they were.  In response to item 10 regarding their 
organizational affiliation, 100% (n=3) of the respondents were members of the FAEA, 
66.7% (n=2) were members of the NAEA and 33.3% (n=1) belonged to other 
organizations. 
 
 
 
 

Table 37:  Organizational Affiliation of UNF Graduates 
 

Survey Item 10. Which art organizations 
are you a member of? 

Number Percentage 

NAEA 2 66.7% 
FAEA 3 100.0% 
Other Organizations 1  33.3% 
No Organizations 0        0% 
 
 
 
 
 Theoretical and practical training.  To obtain a degree in art education from 
the University of North Florida, graduates are required to take 60 semester hours of 
general education and 28 hours of education coursework (www.unf.edu).  Respondents 
reported receiving 18 hours of education coursework including computer applications.   
 The university also required 18 semester hours of studio coursework which 
included Aesthetics of Art (3), core studio (6), and foundation studio (9).  The average 
number of semester hours received, as reported by the respondents, for aesthetics 
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matched the requirement of 3 semester hours.  The respondents reported receiving 34 
semester hours in the area of studio with drawing as the main focus of study.  The 
university required six (6) semester hours of art history survey.  The respondents 
reported receiving an average of 11 semester hours in art history.  They also reported 
receiving an average of 6 semester hours of art criticism.   
 The art methods instruction received as reported by respondents matched the 
one course or four semester hours required.  The art methods course was described as 
teaching art in K-12 with a discipline-based focus (www.unf.edu).  Student internship 
earned twelve semester hours.  
 
 
 
 

Table 38: Description of UNF Art Education Program 
 

 Description of Program Credits Received as 
Reported by 
Graduates 

Institution University of North Florida 
Jacksonville, Florida (www.unf.edu) 
State Institution 

 

Location Dept. of Childhood Education  
Degree BAE in Art Education K-12  
Faculty One full time Professor with PhD  
Requirements 60 cr. General Education  
Studio Courses 6 cr. Core studio 

9 cr. Foundation studio 
18 cr. Studio courses 

34 cr. 

Art History 6 cr. Art History Survey 
3 cr. Aesthetics of Art 

11 cr. 
9 cr. 

Art Education 4 cr. Art Methods K-12 (Teaching Art with a 
Discipline-based focus) 

4 cr. 

General 
Education 

28 cr. Education coursework including  
12 cr. Student internship 

18 cr. 

 
 
 
 

 What they teach.  In response to item 12 that asked respondents what they now 
teach, 100% (n=3) of the respondents reported teaching aesthetics, art criticism, art 
history, ceramics, collage, design, drawing, mixed media, painting, and sculpture.  In 
addition, 66.7% (n=2) taught printmaking and 33.3% (n=1) each taught fiber arts or 
graphic design.  No respondents taught computers, photography, textile design, film, or 
video. 
 
 

 69

http://www.unf.edu/


 
 

Table 39:  Courses or Skills Taught by UNF Graduates 
 

Survey Item 12:  Which of these 
courses or skills do you teach? 

Number Percentage 

Drawing 3 100% 
Painting 3 100% 
Art history 3 100% 
Art criticism 3 100% 
Mixed media 3 100% 
Sculpture 3 100% 
Aesthetics 3 100% 
Collage 3 100% 
Design 3 100% 
Ceramics 3 100% 
Printmaking 2    66.67% 
Computers 0      0% 
Graphic design 1   33.3% 
Fiber arts 1   33.3% 
Photography 0        0% 
Textile design 0        0% 
Film  0        0% 
Video 0        0% 
 
 
 
 
Teachers’ perception of preparedness.  
 For the remaining universities and college represented by three or fewer 
respondents, the raw data for sense of preparedness will be reported instead of a mean 
rating as a mean rating would not be applicable for so few respondents.  The data will 
be reported as a score based on responses to each teach component with 5 
representing very well prepared, 4 more than adequately prepared, 3 adequately 
prepared, 2 less than adequately, and 1 poorly prepared. 
 In response to item 13 that asked teachers to indicate their perceptions of their 
preparedness on a five-point scale, these graduates from UNF reported that they felt 
very adequately prepared (a score of 5) to teach art criticism.  They felt more than 
adequately prepared (a score of 4 or above) to teach and perform half, 48% (n=12), of 
the 24 components listed below in Table 40.  They felt adequately prepare (a score of 3 
or above) to manage a budget, maintain student behavior, and teach design and art 
history; less that adequately prepared (a score of 2 or above) to teach sculpture, 
graphic design, photography, and computer applications, and poorly prepared (a score 
of 1 or above) to teach film, video, and fiber arts. 
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Table 40:  Mean Ratings of Preparedness to Teach:  UNF Graduates 
 

Survey Item 13.  When you first started teaching, how well prepared did you 
feel to do the following: 

Score 

Teach art criticism. 5.00 
Teach drawing.  4.67 
Teach painting. 4.67 
Teach mixed media. 4.67 
Teach art history. 4.67 
Identify community resources and their applications to an art program. 4.67 
Meet the needs of culturally or ethnically diverse students. 4.67 
Identify components of curriculum development including long-range and short-
range goals, performance objectives, and teaching strategies. 

4.67 

Teach printmaking. 4.33 
Use a variety of assessments to determine student progress. 4.33 
Teach ceramics. 4.00 
Teach aesthetics. 4.00 
Meet the needs of special populations including handicapped, bilingual, limited 
English, and gifted and talented students. 

4.00 

Manage a budget including selecting, ordering, and inventorying supplies. 3.67 
Maintain control of student behavior. 3.33 
Teach conceptual art. 3.00 
Teach design organization. 3.00 
Teach sculpture. 2.67 
Teach graphic design. 2.33 
Teach photography. 2.00 
Teach computer applications. 2.00 
Teach film. 1.33 
Teach video. 1.33 
Teach fiber arts. 1.00 

 
 
 
 
 Most influential person.  In response to item 14, two of the respondents stated 
that their supervising intern teacher was the most influential person during their teacher 
training.  A respondent stated, “The supervising teacher during my internship.  She was 
a working art specialist, had her own “art lab” at school and is valued by the students as 
well as faculty.  She helped me to understand the “real world” side of being an art 
specialist/resource teacher.”  The third respondent described an art history professor 
who was “always encouraging, professional, and inspiring from the moment I walked 
into her room until the moment I left and beyond.  She was the first one to inspire me to 
pursue my passion and live out my dream.” 
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Table 41:  Most Influential Person during Teacher Training 
as Reported by UNF Graduates 

 
Survey Item 14. Describer the most influential 
person during your teacher training. 

Number Percentage 

Supervising Intern Teacher 2 66.7% 
Art History Professor 1 33.3% 
 
 
 
 
 Most valuable skills, classes, and activities.  In response to item 15 that 
asked respondents to describe the most valuable skills, classes, and activities 
presented in their teacher training program, 66.7% (n=2) of the respondents reported 
that classroom management and the teaching internship were equally most highly 
valued followed by art methods and studio/art history courses by 33.3% (n=1).  In 
reference to the art methods course one respondent noted, “I needed a lot more of this. 
Generic education courses are okay but this class is the only one focused on teaching 
art.  I think that is pitiful.  As an art teacher I am tired of being expected to adapt what is 
directed to a classroom teacher.  I want more than one class for me, the art teacher.” 
 
 
 
 

Table 42:  Most Valuable Skills, Classes, and Activities  
as Reported by UNF Graduates 

 
Survey Item 15. Describe the skills, classes, 
and activities presented in your teacher training 
program that were most valuable. 

Number Percentage 

Classroom Management 2 66.7% 
Internship 2 66.7% 
Art History Course 1 33.3% 
Art Methods Course 1 33.3% 
Studio Courses 1 33.3% 
 
 
 
 
 Student teaching.  In response to item 16 which asked respondents if student 
teaching was valuable or not and why, 100% (n=3) responded “yes”.  Two respondents 
stated that it helped them decided on the grade levels they preferred.   One “never 
dreamed of teaching art to middle schoolers” until interning with an inspiring veteran 
teacher of 35 years.  The other stated, “It showed me how ill-prepared I was by my 
classes.  It also showed me I didn’t like middle school.”   
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 The third respondent also found it valuable because of the supervising intern 
teacher.  She also stated, “It was the time that made me realize how much I love what I 
do.” 
 Expectations of teaching.  In response to item 17 that asked if teaching 
was different than what they expected it to be, 66.7% (n=2) reported that it was 
different.  One of those respondents stated, “Yes, because we’re not allowed to 
be just teachers.  The school systems have politics and bureaucratic “red tape”, 
especially in our areas of art, music, PE, etc.  We’re also supposed to be tutors, 
reading coaches, cafeteria workers and everything else.  Each year is like having 
your head on the chopping block – LITERALLY!”  The other respondent who 
found it different stated that his desire to become better at what he does “takes 
up his every waking moment on days.” 
 The remaining respondent did not find it different when she finally became 
an art teacher 4 years after getting her degree.  She stated, “Yes! I did not like 
my internship experience especially with classroom management.”  But now that 
she is working in an elementary school, she finds it “very fun and what I 
expected.”  
 Problems as an art teacher.  In response to item 18 which asked 
teachers if they had encountered any problems teaching in their schools, 66.7% 
(n=2) of the respondents reported experiencing lack of respect for their position 
and the arts in schools.  In response, one teacher stated that the main problem 
was “Not being seen as a “real teacher”.  Both respondents complained of 
budget cuts that resulted in one having to teach on a cart and the other 
threatened with the prospects of also loosing her room.  The respondent who 
taught on a cart complained of “having classroom teachers not make me feel 
welcome to teach in their space, having to teach art in a carpeted room, having 
schools that get rid of their kiln so they can use the kiln room as a closet and 
then still expect me to teach clay.”  The remaining 33.3% (n=1) or one 
respondent reported that he had experienced problems with paperwork. 
 
 
 
 

Table 43:  Problems in Teaching Encountered by UNF Graduates 
 

Survey Item 18. Are there any problems you 
have encountered as an art teacher? 

Number Percentage 

Lack of Support/Respect 2 66.7% 
Insufficient Budget 2 66.7% 
Paperwork 1 33.3% 
 
 
 
 
 Program weaknesses.  In response to item 19 which asked if there were 
any weaknesses in the teacher training program, 66.7% (n=2) of the respondents 
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reported that some professors lacked knowledge of the subjects they taught.  “I 
feel that some of the professors were not as adequate as they should be or the 
information that they presented to us was not as clear as it should have been.”  
Another respondent shared her experience in “a classroom management class 
taught by someone who hasn’t been in the classroom for 20 years.”  The second 
weakness stated by one respondent was “not enough time on learning how to 
teach art to elementary school students”.  
 
 
 
 

Table 44:  Weaknesses in Teacher Training Program  
as Reported by UNF Graduates 

  
Survey Item 19. Were there any weaknesses in 
your teacher training program? 

Number Percentage 

Lack of Knowledgeable Professors 2 66.7% 
Lack of How to Teach Art in Elementary 1 33.3% 
 
 
 
 
 Suggestions for program improvement.  In response to item 20 that asked 
respondents to offer suggestions for improvement of their teacher training program, 
66.7% (n=2) stated that there should be more than one art methods course.  One 
respondent stated, “I had only one art methods course and that was not enough at all!!!  
Not enough lessons were shared, not enough time in that class.”  One respondent felt 
that a longer internship would have been more beneficial stating that three or four 
months were not enough.  Offering an extended course on teachers’ responsibilities 
which would enable them to deal with paperwork and other daily duties was suggested 
by 33.3% (n=1) or one respondent.  
 
 
 
 

Table 45:  Suggested Improvements for UNF Art Teacher Training Program 
 

Survey Item 20. How could your teacher 
training program be improved? 

Number Percentage 

More Art Methods Courses 2 66.7% 
Longer Internship 1 33.3% 
More Knowledgeable Professors 1 33.3% 
Course on Teachers’ Responsibilities 1 33.3% 
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University of Florida 
  
 The University of Florida is a large research university in the small city of 
Gainesville, Florida.  In total enrollment, the university ranked tenth nationally with a 
student body of more than 49,000 (www.uf.edu).  The art education department is 
affiliated with the College of Fine Arts and consisted of two full time professors, one with 
an Ed.D degree and one with a Ph.D.  The university offered a Bachelor of Art in Art 
Education degree and a Master of Art degree in art education. 
 Two participants who responded to the survey were graduates of the University 
of Florida.  In response to item 9 that asked if the teachers were certified, both 
graduates reported that they were.  Both had obtained Bachelor of Arts in Art Education 
(BAAE) degrees.  In response to item 10 that asked which arts organizations they were 
members of, one respondent reported membership in the NAEA and one was a 
member of the FAEA. 
 
 
 
 

Table 46:  Organizational Affiliation of UF Graduates 
 
Survey Item 10: Which art organizations are 
you a member of? 

Number Percentage 

NAEA 1 50% 
FAEA 1 50% 
Other Organizations 0   0% 
No Organizations 0   0% 
 
 
 
 
 Theoretical and practical training.  In response to item 11, the respondents 
reported the number of credits they had received during their teacher training.  To 
obtain a BAAE degree from the University of Florida, a total of 133 semester hours are 
required including 43 hours of general education.  The university also requires 27 
semester hours of professional education coursework including the 11 week internship.  
The respondents reported receiving an average of 26 semester hours of professional 
education coursework. 
 The university requirement for studio art, art history, and computers in art 
education equaled 51 semester hours.  The graduates of UF reported receiving an 
average of 27 semester hours of studio with the main focus on drawing, 9 hours of art 
history, and 3 hours of computer applications.  The university requirement for art 
education methods courses was 12 semester hours.  The respondents reported 
receiving an average of 15 semester hours of art education methods courses. 
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Table 47:  Description of UF Art Education Program  
 

 Description of Program Credits Received 
as Reported by 
Graduates 

Institution University of Florida 
Gainesville, Florida (www.uf.edu) 
State Institution 

 

Location College of Fine Arts  
Degree BAAE, MA  
Faculty Two full time Professors and various adjuncts  
Requirements 133 cr. total  
Studio Courses 51 cr. Studio art and art history including 

Computers in Art Education 
27 cr. 
3 cr. 

Art History  9 cr. 
Art Education 12 cr. Art education methods courses 15 cr. 
General 
Education 

27 cr. Professional education coursework 
including 11 week internship 

26 cr. 

 
 
 
  

Table 48:  Courses or Skills Taught by UF Graduates 
 

Survey Item 12:  Which of these 
courses or skills do you teach? 

Number Percentage 

Drawing 2 100% 
Painting 2 100% 
Art history 2 100% 
Art criticism 2 100% 
Mixed media 2 100% 
Sculpture 2 100% 
Aesthetics 2 100% 
Collage 2 100% 
Design  1  50% 
Ceramics 1  50% 
Printmaking 1  50% 
Computers 1  50% 
Graphic design 1  50% 
Fiber arts 0   0% 
Photography 0   0% 
Textile design 0   0% 
Film  0   0% 
Video 0   0% 
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 What they now teach.  In response to item 12 that asked which courses or skills 
the teachers taught, both respondents reported teaching aesthetics, art criticism, art 
history, collage, drawing, mixed media, painting, and sculpture.  In addition to those 
skills, one of the respondents reported teaching ceramics, computers, design, graphic 
design, and printmaking.  Neither one of the respondents taught fiber arts, photography, 
textile design, film, or video. 
 Teachers’ perception of preparedness.  In response to item 13 which asked 
respondents to indicate their perceptions of their preparedness to teach or perform 24 
skills, the two graduates of UF indicated that they felt more than adequately prepared (a 
score of 4 or above) to teach drawing, painting, art history, art criticism, aesthetics, 
conceptual art, printmaking, ceramics, mixed media, photography, and to use a variety 
of assessments to determine student progress.  They felt less than adequately prepared 
(a score of 2 or above) to teach fiber arts, film, and video.  They also felt less than 
adequately prepared to manage budget including selecting, ordering, and inventorying 
supplies. 
 
 
 
 

Table 49:  Mean Ratings of Preparedness to Teach: UF Graduates 
 

Survey Item 13.  When you first started teaching, how well prepared did you feel 
to do the following: 

 Score 

Teach drawing. 4.50 
Teach painting. 4.50 
Teach conceptual art. 4.50 
Teach art history. 4.50 
Teach aesthetics. 4.50 
Teach art criticism. 4.50 
Teach printmaking. 4.00 
Teach ceramics. 4.00 
Teach mixed media. 4.00 
Teach photography. 4.00 
Use a variety of assessments to determine student progress. 4.00 
Teach sculpture. 3.50 
Teach design organization. 3.50 
Identify community resources and their applications to an art program. 3.50 
Meet the needs of culturally or ethnically diverse students. 3.50 
Maintain control of student behavior. 3.50 
Identify components of curriculum development including long-range and short-
range goals, performance objectives, and teaching strategies. 

3.50 

Teach graphic design. 3.00 
Teach computer applications. 3.00 
Meet the needs of special populations including handicapped, bilingual, limited 
English, and gifted and talented students. 

3.00 

Teach fiber arts. 2.50 
Manage a budget including selecting, ordering, and inventorying supplies. 2.50 
Teach film. 2.00 
Teach video. 2.00 
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 Most influential person.  In response to item 14 which asked respondents to 
describe the most influential person during their teacher training, one of the respondents 
stated she was most influenced by the supervising intern teacher.  The other 
respondent was most influenced by one of the art educators because “he continued to 
make you a better teacher by having you evaluate yourself.”   

 
 
 
 

Table 50:  Most Influential Person during Teacher Training 
as Reported by UF Graduates 

 
Survey Item 14. Describe the most Influential 
person during your teacher training. 

Number Percentage 

Supervising Intern Teacher 1 50% 
Art Education Professor 1 50% 
 
 
 
  
 Most valuable skills, classes, and activities.  In response to item 15 that 
asked respondents to describe the most valuable skills, classes, and activities 
presented in their teacher training program, one respondent felt that lesson planning 
and the group seminar during student teaching were the most valuable.  The other 
graduate of UF felt the studio classes were most valuable because as he stated, “the 
studio classes gave me a foundation for the media; however, the studio classes were 
not geared to teaching young children.”  
 
 
 
 

Table 51:  Most Valuable Skills, Classes, and Activities 
as Reported by UF Graduates 

 
Survey Item 15. Describe the skills, classes, 
and activities presented in your teacher training 
program that were most valuable. 

Number Percentage 

Developing Lesson Plans 1 50% 
Group Seminar During Internship 1 50% 
Studio Courses 1 50% 
 
 
 
 
 Student teaching.  In response to item 16 which asked respondents if their 
student teaching experience was valuable or not and why, both respondents indicated 

 78



“yes”.  One respondent stated, “Yes, but my mentor teacher taught very differently that I 
know I wanted to.  I just had to take what I had learned from her and apply it to my own 
teaching style.”  The other respondent stated that he loved the experience because it 
gave him as idea of what it would be like. 
 Expectations of teaching.  In response to item 17 that asked respondents if 
teaching was different than expected and how, one respondent reported that it was 
better than expected and the other that it was very different.  The latter respondent 
explained, “Everything you learn in school is textbook simple.  College did not prepare 
me for some of the challenges I face, but I believe that is true in any field.  Real work 
experience is the best classroom.” 
 Problems as an art teacher.  In response to item 18  that asked respondents if 
there were any problems they had encountered as an art teacher, one respondent 
stated she was having difficulty with the feeling of isolation.  She stated, “In most 
elementary schools you are the one and only art teacher. I miss working with fellow 
colleagues.”  The other respondent noted that art programs need “more funding and 
higher budgets.” 
 
 
 
 

 Table 52:  Problems in Teaching Encountered by UF Graduates 
 

Survey Item 18. Are there any problems you 
have encountered as an art teacher? 

Number Percentage 

Sense of Isolation 1 50% 
Insufficient Budget 1 50% 
 
 
 
 
 Program weaknesses.  In response to item 19 that asked if there were any 
weaknesses in their teacher training program, one respondent reported that there were 
no weaknesses.  The other respondent felt there should have been more opportunities 
to observe and teach in the K-12 classroom. 
 
 
 
 

Table 53:  Weaknesses in Teacher Training Program 
as Reported by UF Graduates 

 
Survey Item 19: Were there any 
weaknesses in your teacher training. 

Number Percentage 

Not Enough Classroom Observations 1 50% 
No Weaknesses 1 50% 
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 Suggestions for program improvement.  In response to item 20 that asked 
how their teacher training program could be improved, both respondents suggested that 
the program could be improved by offering more on curriculum and lesson plan 
development.  In addition, one respondent suggested more emphasis on classroom 
management and “real classroom experiences.” 
 
 
 
 

Table 54:  Suggested Improvements for UF Art Teacher Training Program 
 

Survey Item 20. How could your teacher 
training program be improved? 

Number Percentage 

More Curriculum Development/Lesson Plans 2 100% 
More on Classroom Management 1   50% 
More Classroom Observation 1   50% 
 
 
 
 
University of South Florida 
   
 The University of South Florida is a large metropolitan research university 
located in the Tampa Bay area on the west coast of Florida.  The total enrollment is 
over 40,000 students.  The university offered a Bachelor of Science in Art Education 
until the program became inactive in 2001-2002 (www.usf.edu).  When the program was 
active it was housed in the College of Fine Arts.   
 Two graduates who responded to the survey graduated from the University of 
South Florida.  In response to item 6 which asked if the graduates were certified to 
teach art, both respondents reported that they were certified.  Both had obtained 
Bachelor of Science degrees in art education and one had also obtained a Master of 
Arts in art education.  In response to item 10 that asked which art organizations they 
were members of, one respondent reported being a member of both the NAEA and 
FAEA and one reported no organizational affiliation. 

 
 
 
 

Table 55:  Organizational Affiliation of USF Graduates 
 
Survey Item 10: Which art organizations are 
you a member of? 

Number Percentage 

FAEA 1 50% 
NAEA 1 50% 
No Organizational Affiliation 1 50% 
Other Organizations 0   0% 
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 Theoretical and practical training.  To obtain a BS degree in art education, the 
university required 36 semester hours of studio and art history along with educational 
coursework.  One respondent did not indicate the number of hours received in any 
areas.  The other respondent reported receiving 26 semester hours of studio 
coursework, 8 semester hours of art history, and 12 semester hours in aesthetics.  The 
university requirement for art education methods coursework was 15 semester hours.  
The respondent reported receiving 6 semester hours of art education courses.  Part of 
the art methods coursework received could have been the 12 semester hours of 
aesthetics coursework that the respondent reported receiving.  

 
 
 
 

Table 56:  Description of USF Art Education Program 
 

 Description of Program Credits Received as 
Reported by Graduates 

Institution University of South Florida 
Tampa, Florida (www.usf.edu) 
State institution 

 

Location College of Fine Arts  
Degree BS in Art Education (Listed as inactive in  

     2001-2002 Bulletin 
 

Faculty N/A  
Requirements General Education  
Studio Courses 36 cr. Studio and Art History 26 cr. 
Art History  8 cr. 
Art Education 15 cr. Art Education 6 cr. 
General 
Education 

Education coursework 26 cr. 
3 cr. computers 

 
 
 
 
 What they teach.  In response to item 12 that asked which courses or skills the 
teachers taught, both respondents, 100% (n=2), indicated that they taught aesthetics, 
art history, collage, design, drawing, and painting.  In addition to those skills, one also 
taught art criticism, ceramics, fiber arts, graphic design, and printmaking.  Neither of the 
respondents taught mixed media, sculpture, computers, photography, textile design, 
film, video. 
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Table 57:  Courses or Skills Taught by USF Graduates 
 

Survey Item 12:  Which of these 
courses or skills do you teach? 

Number Percentage 

Drawing 2 100% 
Painting 2 100% 
Art history 2 100% 
Aesthetics 2 100% 
Collage 2 100% 
Design 2 100% 
Art criticism 1   50% 
Ceramics 1   50% 
Printmaking 1   50% 
Graphic design 1   50% 
Fiber arts 1   50% 
Mixed media 0     0% 
Sculpture 0     0% 
Computers 0     0% 
Photography 0     0% 
Textile design 0     0% 
Film  0     0% 
Video 0     0% 
 
 
 
 
 Teachers’ perception of preparedness.  In response to item 13 which asked 
respondents to indicate their perceptions of their preparedness to teach or perform 24 
skills, these graduates of USF felt very well prepared (a score of 5) to teach drawing 
and aesthetics. They felt more than adequately prepared (a score of 4 or above) to 
teach art history, painting, fiber arts, and art criticism.  They felt less than adequately 
prepared (a score of 2) to teach sculpture, graphic design, conceptual art, computer 
applications, to manage a budget including selecting, ordering, and inventorying 
supplies and to meet the needs of special populations including handicapped, bilingual, 
limited English, and gifted and talented students.  They felt poorly prepared (a score of 
1) to teach film and video.  For the remaining 41.7% (n=10) of the competencies listed 
on the survey and in Table 58, the respondents felt they were adequately prepared (a 
score of 3 or above). 
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Table 58:  Mean Ratings of Preparedness to Teach: USF Graduates 
 

Survey Item 13.  When you first started teaching, how well prepared did 
you feel to do the following: 

Score 

Teach drawing. 5.00 

Teach aesthetics. 5.00 

Teach art history. 4.50 

Teach painting. 4.00 

Teach fiber arts. 4.00 

Teach art criticism. 4.00 

Teach ceramics. 3.50 

Teach mixed media. 3.50 

Teach design organization. 3.50 

Meet the needs of culturally or ethnically diverse students. 3.50 

Teach printmaking. 3.00 

Teach photography. 3.00 

Identify community resources and their applications to an art program. 3.00 

Maintain control of student behavior. 3.00 

Use a variety of assessments to determine student progress. 3.00 

Identify components of curriculum development including long-range and 
short-range goals, performance objectives, and teaching strategies. 

3.00 

Teach sculpture. 2.50 

Teach graphic design. 2.50 

Teach conceptual art. 2.50 

Meet the needs of special populations including handicapped, bilingual, 
limited English, and gifted and talented students. 

2.50 

Manage a budget including selecting, ordering, and inventorying supplies. 2.50 

Teach computer applications. 2.00 

Teach film. 1.50 

Teach video. 1.50 

 
 
 
 
 Most influential person.  In response to item 14 which asked respondents to 
describe the most influential person during their teacher training, one of the respondents 
was most strongly influenced by her supervising intern teacher and the other by the art 
education professor.  The supervising intern teacher was most influential because “she 
had a wealth of real life experiences plus educational theory.”  The art education 
professor was most influential because “she gave me the most applicable information 
for where I am at now.”   
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Table 59:  Most Influential Person during Teacher Training 
as Reported by USF Graduates 

 
Survey Item 14. Describe the most influential 
person during you teacher training. 

Number Percentage 

Supervising Intern Teacher 1 50% 
Art Education Professor 1 50% 
  
 
 
 
 Most valuable skills, classes, and activities.  In response to item 15 that 
asked respondents to describe the most valuable skills, classes, and activities 
presented in their teacher training program, both respondents stated that the 
opportunity to develop lesson plans was most valuable.  Other skills and classes cited 
by one respondent each was Discipline-based Art Education training, discipline 
management, the internship, managing a budget, studio courses, and theoretical 
courses.   
 
 
 
 

Table 60:  Most Valuable Skills, Classes, and Activities 
as Reported by USF Graduates 

 
Survey Item 15. Describe the skills, classes, and 
activities presented in your teacher training 
program that were most valuable. 

Number Percentage 

Developing Lesson Plans 2 100% 
DBAE Training 1   50% 
Disciple Management 1   50% 
Internship 1   50% 
Managing Budget 1   50% 
Studio Courses 1   50% 
Theoretical Courses 1   50% 
 
 
 
 
 Student teaching.  In response to item 16 which asked respondents if their 
student teaching experience was valuable or not and why, both respondents found the 
student teaching valuable because it was a “great real-life experience” which gave “an 
idea of what to expect.”  One respondent added that it helped her decide to teach 
middle school and not elementary. 
 Expectations of teaching.  In response to item 17 that asked respondents if 
teaching was different than expected and how, one respondent found teaching to be 
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what she expected but attributed this to experience as a substitute teacher prior to 
finding a full time job.  The other respondent found teaching to be more demanding than 
expected and referred to the lack of peer teacher support.  
 Problems as an art teacher.  In response to item 18 that asked respondents if 
there were any problems they had encountered as an art teacher, one respondent 
experienced lack of respect from other teachers.  She stated, “Other teachers think less 
of me, but still ask me to make them things.”  The other respondent replied, “Of course.”  
She did not elaborate on what those problems were; only referred to them as “good 
learning experiences.” 
 
 
 
 

Table 61:  Problems in Teaching Encountered by USF Graduates 
 

Survey Item 18. Are there any problems you 
have encountered as an art teacher? 

Number Percentage 

Lack of Support/Respect 1 50% 
 
 
 
  
 Program weaknesses.  In response to item 19 that asked if there were any 
weaknesses in their teacher training program, one respondent wrote, “Yes!” and the 
other “Lots.”  Neither respondent specified what those weaknesses were. 
 
 
 
 

Table 62:  Weaknesses in Teacher Training Program 
as Reported by USF Graduates 

 
Survey Item 19. Were there any weaknesses in 
your teacher training program? 

Number Percentage 

Yes, Not Specified 2 100% 
 
 
 
 
 Suggestions for program improvement.  In response to item 20 that asked 
how their teacher training program could be improved, it was noted by one respondent 
that the program had been discontinued.  Nevertheless, one respondent offered 
suggestions for improvement.  She felt that there should have been better 
communication between Fine Arts and the Education Department and the need for 
ESOL training should have been meet. 
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Table 63:  Suggested Improvements for USF Art Teacher Training Program 
 

Survey Item 20. How could your teacher 
training program be improved? 

Number Percentage 

Better Communication Between Fine Arts &   
         Education Departments 

1 50% 

ESOL Training 1 50% 
 
 
 
   
Flagler College 
  
 Flagler College is a four-year liberal arts college located in the small city of St. 
Augustine, Florida.  It is a private college with an enrollment of less than 3,000 students.  
The university offered a Bachelors of Fine Arts degree in studio art plus educational 
courses for certification in K-12 art through the Art Department.  One adjunct professor 
teaches the art methods course. 
 One participant who responded to the survey was a graduate of Flagler College.  
She reported that she was certified to teach art and had obtained a Bachelor of Arts 
degree in Art Education.  She also indicated that she was a member of organizations 
other than NAEA or FAEA. 
 
 
 
  

Table 64:  Organizational Affiliation of FC Graduate 
 
Survey Item 10: Which art organizations are 
you a member of? 

Number Percentage 

Other Organizations 1 100% 
FAEA 0    0% 
NAEA 0    0% 
No Organizational Affiliation 0    0% 
 
 
 
 
 Theoretical and practical training.  A total of 142 semester hours were 
required to complete an art major and to study professional and methodology courses.  
Generally, as reported by the university, the program takes more than four years to 
complete (www.flagler.edu).   The program requirement was 22 hours of professional 
education courses plus 12 for student teaching.  The respondent reported receiving 34 
semester hours of professional education courses. 
 The number of core studio courses required by the university was 46 semester 
hours.  The respondent reported receiving 27 semester hours of studio coursework.  
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The requirement in art history was 9 semester hours.  The respondent reported 
receiving 6 semester hours of art history, 3 of art criticism, and 3 of aesthetics.  The on-
line bulletin listed two art education courses, “Methods of Teaching Art” in elementary 
and secondary, earning 3 semester hours each.  The courses were offered as needed 
and taught by an adjunct professor (www.flagler.edu).  The respondent reported 
receiving 6 semester hours of art education course work. 
 
 
 
 

Table 65:  Description of FC Art Education Program 
 

 Description of Program Credits Received 
as Reported by 
Graduate 

Institution Flagler College 
St. Augustine, Florida (www.flagler.edu) 
Private institution 

 

Location College of Education   
Degree BFA in studio art plus educational courses  
Faculty 1 adjunct professor teaches Art Methods 

course 
 

Requirements 142 cr. total  
Studio Courses 46 cr. Core studio 27 cr. 
Art History 9 cr. Art History 

Aesthetics and art criticism 
6 cr. 
6 cr. 

Art Education 6 cr. Two methods of teaching art (offered 
when needed) 

6 cr. 

General 
Education 

22 cr. Professional education courses  
12 cr. Student teaching 

34 cr. 

 
 
 
 
 What she teaches.  In response to item 12 that asked respondents to indicate 
which courses or skills they taught, this beginning art teacher indicated that she taught 
art criticism, collage, drawing, fiber arts, mixed media, painting, printmaking, and 
sculpture. 
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Table 66:  Courses or Skills Taught by FC Graduate 
 

Survey Item 12:  Which of these 
courses or skills do you teach? 

Number Percentage 

Drawing 1 100% 
Painting 1 100% 
Art criticism 1 100% 
Mixed media 1 100% 
Sculpture 1 100% 
Collage 1 100% 
Printmaking 1 100% 
Fiber arts 1 100% 
Art history 0     0% 
Aesthetics 0     0% 
Design 0     0% 
Ceramics 0     0% 
Computers 0     0% 
Graphic design 0     0% 
Photography 0     0% 
Textile design 0     0% 
Film  0     0% 
Video 0     0% 
 
 
 
  
 Teachers’ perception of preparedness.  In response to item 13 that 
asked respondents to indicate their perceptions of their preparedness to teach or 
perform 24 skills, this respondent felt very well prepared (a score of 5) to meet 
the needs of culturally or ethnically diverse students and to meet the needs of 
special populations including handicapped, bilingual, limited English, and gifted 
and talented students.  She felt more than adequately prepared (a score of 4) to 
teach mixed media, design organization, art history, and art criticism.  She felt 
adequately prepared (a score of 3) to teach drawing, sculpture, fiber arts, 
conceptual arts, and aesthetics.  She felt less than adequately prepared (a score 
of 2) to teach painting and printmaking, to maintain control of student behavior, to 
use a variety of assessments to determine student progress, to identify 
components of curriculum development including long-range and short-range 
goals, performance objectives, and teaching strategies, and to manage a budget 
including selecting, ordering, and inventorying supplies.  She felt poorly prepared 
(a score of 1) to teach ceramics, graphic design, photography, film, video, and 
computer applications and to identify community resources and their applications 
to an art program.  
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Table 67:  Preparedness to Teach: FC Graduate 
 

Survey Item 13.  When you first started teaching, how well prepared did 
you feel to do the following: 

Score 

Meet the needs of culturally or ethnically diverse students. 5 

Meet the needs of special populations including handicapped, bilingual, 
limited English, and gifted and talented students. 

5 

Teach art criticism. 4 

Teach art history. 4 

Teach design organization. 4 

Teach mixed media. 4 

Teach aesthetics. 3 

Teach conceptual art. 3 

Teach drawing. 3 

Teach fiber arts. 3 

Teach sculpture. 3 

Identify components of curriculum development including long-range and 
short-range goals, performance objectives, and teaching strategies. 

2 

Maintain control of student behavior. 2 

Manage a budget including selecting, ordering, and inventorying supplies. 2 

Teach painting. 2 

Teach printmaking. 2 

Use a variety of assessments to determine student progress. 2 

Identify community resources and their applications to an art program. 1 

Teach ceramics. 1 

Teach computer applications. 1 

Teach film. 1 

Teach graphic design. 1 

Teach photography. 1 

Teach video. 1 

  
 
 
 
 Most influential person.  In response to item 14 which asked respondents to 
describe the most influential person during their teacher training, this respondent 
described her high school art teacher who she had kept in touch with.  During the 
respondent’s senior year in college she visited this teacher who was teaching art in an 
elementary school.  She stated, “My general education courses were wonderful but the 
two art education classes I had were useless.  I got the majority of training on the job”.   
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Table 68:  Most Influential Person during Teacher Training 
as Reported by FC Graduate 

 
Survey Item 14. Describe the most influential 
person during you teacher training. 

Number Percentage 

Former Art Teacher 1 100% 
 
 
 
 
 Most valuable skills, classes, and activities.  In response to item 15 
that asked respondents to describe the most valuable skills, classes, and 
activities presented in their teacher training program, the graduate from FC 
valued curriculum, instructional design, and classroom management “which gave 
me a lot to think about but I was not given time in the classroom for the practical 
application of the things I was learning”. She also valued the studio courses 
which she stated, “made me more well rounded.” 

 
 
 
 

Table 69:  Most Valuable Skills, Classes, and Activities 
as Reported by FC Graduate 

 
Survey Item 15. Describe the skills, classes, and 
activities presented in your teacher training 
program that were most valuable. 

Number Percentage 

Studio Courses 1 100% 
Curriculum/Instructional Design  1 100% 
Classroom Management 1 100% 
 
 
 
   
 Student teaching.  In response to item 16 that asked respondents if their 
student teaching experience was valuable or not and why, this beginning 
elementary art teacher wrote, “Yes.  I learned a lot but I’m certified K-12 and split 
my student teaching time between middle and high school with no elementary 
student teaching time or even observation time.  It should be required to cover all 
3 levels since it is covered in our certification.”   
 Expectations of teaching.  In response to item 17 that asked 
respondents if teaching was different than expected and how, the respondent 
who graduated from FC answered “No” 
 Problems as an art teacher.  In response to item 18 that asked respondents if 
there were any problems they had encountered, this respondent answered “no”. 
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Table 70:  Problems in Teaching Encountered by FC Graduate 
 

Survey Item 18. Are there any problems you 
have encountered as an art teacher? 

Number Percentage 

None 1 100% 
 
 
 
 
 Program weaknesses.  In response to item 19 that asked if there were any 
weaknesses in their teacher training program, the respondent stated that there was no 
information offered on how to prepare an art classroom such as scheduling and 
ordering supplies.  She also felt that not knowing what was age appropriate for children 
at each level especially elementary was a weakness. 
 
 
 
 

Table 71:  Weaknesses in Teacher Training Program 
as Reported by FC Graduate 

 
Survey Item 19. Were there any weaknesses in your 
teacher training program? 

Number Percentage 

Lack of Art Classroom Preparation Training 1 100% 
Lack of Knowledge of Child Development in Art  1 100% 
 
 
 
  
 Suggestions for program improvement.  In response to item 20 that asked 
how their teacher training program could be improved, it was suggested by this one 
respondent from FC that more classroom observation time and interaction with actual 
teachers should be provided. 
 
 
 
 

Table 72:  Suggested Improvements for FC Art Teacher Training Program 
 

Survey Item 20. How could your teacher 
training program be improved? 

 Number Percentage 

More Observation Time 1 100% 
More Interaction with K-12 Teachers 1 100% 
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Florida Atlantic University  
 
 Florida Atlantic University is located on the east coast of Florida in Palm Beach 
County.  It serves approximately 26,000 students.  The degree offered for certification to 
teach art is a Bachelor of Art in Art plus K-12 certification requirements.  One adjunct 
professor taught the art methods courses.  At the present time one assistant professor 
with a PhD. in Art Education teaches the art methods courses. 
 One participant who responded to the survey was a graduate of Florida Atlantic 
University.  He reported that he was certified to teach art and had obtained a Bachelor 
of Arts degree in Art Education.  In response to item 10 that asked which arts 
organizations he belonged to, he indicated that he was a member of the NAEA and 
FAEA. 

 
 
 
 

Table 73:  Organizational Affiliation of FAU Graduate 
 
Survey Item 10: Which art organizations are 
you a member of? 

Number Percentage 

NAEA 1 100% 
FAEA 1 100% 
Other Organizations 0    0% 
No Organizational Affiliation 0     0% 
 
 
 
 
 Table 74:  Description of FAU Art Education Program 

 
 Description of Program Credits Received 

as Reported by 
Graduate 

Institution Florida Atlantic University 
Palm Beach, Florida (www.fau.edu) 
State institution 

 

Location College of Arts and Letters  
Degree BA in Art plus K-12 certification requirements  
Faculty N/A  
Requirements Required to complete an art major plus K-12 

certification requirements 
 

Studio Courses 35 cr. Studio No response 
Art History 12 cr. Art History No response  
Art Education 6 cr. Two art methods courses No response 
General 
Education 

24 cr. Professional education 
6 cr. Student internship 

No response 
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 Theoretical and practical training.  Drawing conclusions as to the value of the 
FAU art program based on the responses of this one graduate is not possible since the 
respondent in this case offered no or little insight into the experience.  No response was 
made to item 11 regarding the credits received. 
 What he teaches.  In response to item 12 that asked which courses or skills the 
teachers taught, this beginning art teacher indicated that aesthetics, art criticism, 
ceramics, drawing, painting, photography, and sculpture were the skills he taught. 

 
 
 
 

Table 75:  Courses or Skills Taught by FAU Graduate 
 

Survey Item 12:  Which of these 
courses or skills do you teach? 

Number Percentage 

Aesthetics 1 100% 
Art criticism 1 100% 
Ceramics 1 100% 
Drawing 1 100% 
Painting 1 100% 
Photography 1 100% 
Sculpture 1 100% 
Art history 0     0% 
Collage 0     0% 
Computers 0     0% 
Design 0     0% 
Fiber arts 0     0% 
Film  0     0% 
Graphic design 0     0% 
Mixed media 0     0% 
Printmaking 0     0% 
Textile design 0     0% 
Video 0     0% 
 
 
 
 
 Teachers’ perception of preparedness.  In response to item 13 which asked 
respondents to indicate their perceptions of their preparedness to teach or perform 24 
skills, this respondent felt very adequately prepared (a score of 5) to teach ceramics.  
He felt more than adequately prepared (a score of 4) to maintain control of student 
behavior and to identify components of curriculum development including long-range 
and short-range goals, performance objectives, and teaching strategies.  He felt less 
than adequately prepared (a score of 2) to teach fiber arts, graphic design, conception 
art, and poorly prepared (a score of 1) to teach film, video, and computer applications.  
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He felt adequately prepared (a score of 3) to teach the remaining 62.5% (n=15) of the 
teaching skills listed on the survey and in Table 76. 
 
 
 
 

Table 76:  Preparedness to Teach: FAU Graduate 
 

Survey Item 13.  When you first started teaching, how well prepared did 
you feel to do the following: 

Score 

Teach ceramics. 5 

Identify components of curriculum development including long-range and 
short-range goals, performance objectives, and teaching strategies. 

4 

Maintain control of student behavior. 4 

Identify community resources and their applications to an art program. 3 

Manage a budget including selecting, ordering, and inventorying supplies. 3 

Meet the needs of culturally or ethnically diverse students. 3 

Meet the needs of special populations including handicapped, bilingual, 
limited English, and gifted and talented students. 

3 

Teach aesthetics. 3 

Teach art criticism. 3 

Teach art history. 3 

Teach design organization. 3 

Teach drawing. 3 

Teach mixed media. 3 

Teach painting. 3 

Teach photography. 3 

Teach printmaking. 3 

Teach sculpture. 3 

Use a variety of assessments to determine student progress. 3 

Teach conceptual art. 2 

Teach fiber arts. 2 

Teach graphic design. 2 

Teach computer applications. 1 

Teach film. 1 

Teach video. 1 

 
 
 
 
 Most influential person.  In response to item 14 which asked respondents to 
describe the most influential person during their teacher training, the supervising intern 
teacher was the most influential person to this respondent.  No reason was stated for 
why. 
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Table 77:  Most Influential Person during Teacher Training 
as Reported by FAU Graduate 

 
Survey Item 14. Describe the most influential 
person during you teacher training. 

Number Percentage 

Supervising intern teacher 1 100% 
 
 
 
 
 Most valuable skills, classes, and activities.  In response to item 15 that 
asked respondents to describe the most valuable skills, classes, and activities 
presented in their teacher training program, this respondent offered no response. 
 
 
 
 

Table 78:  Most Valuable Skills, Classes, and Activities 
as Reported by FAU Graduate 

 
Survey Item 15. Describe the skills, classes, and 
activities presented in your teacher training 
program that were most valuable. 

Number Percentage 

No response 1 100% 
 
 
 
 
 Student teaching.  In response to item 16 which asked respondents if their 
student teaching experience was valuable or not and why, this respondent replied yes.  
He stated, “I wasn’t thrown to the wolves.” 
 Expectations of teaching.  In response to item 17 that asked respondents if 
teaching was different than expected and how, the respondent replied, “Not really” with 
no further explanation. 
 Problems as an art teacher.   In response to item 18 that asked respondents if 
there were any problems they had encountered as an art teacher, this respondent had 
experienced problems with an insufficient budget, large class size, and limited planning 
time.  He found that these factors inhibited his abilities to provide a quality art program. 
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Table 79:  Problems in Teaching Encountered by FAU Graduate 
 

Survey Item 18. Are there any problems you 
have encountered as an art teacher? 

 Number Percentage 

Insufficient budget 1 100% 
Large Class Size 1 100% 
Lack of Sufficient Planning Time 1 100% 
 
 
 
 
 Program weaknesses.  In response to item 19 that asked if there were any 
weaknesses in their teacher training program, this respondent offered no response. 

 
 
 
 

Table 80:  Weaknesses in Teacher Training Program 
as Reported by FAU Graduate 

 
Survey Item 19. Were there any weaknesses in 
your teacher training program? 

Number Percentage 

No Response 1 100% 
 
 
 
 
 Suggestions for program improvement.  In response to item 20 that asked 
how the teacher training program could be improved, only one suggestion was offered 
by this respondent for improvement of the art program at FAU.  It was suggested that a 
mock classroom should be set up so that all issues of classroom management “from 
start to finish” could be addressed including supplies and equipment. 
 
 
 
 

Table 81:  Suggested Improvements for FAU Art Teacher Training Program 
 

Survey Item 20. How could your teacher 
training program be improved? 

Number Percentage 

Set up a Mock Classroom 1 100% 
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Florida Southern College 
   
 Florida Southern College is a private four-year college located in Lakeland, a 
small city in central Florida.  A United Methodist college with a strong liberal arts core, it 
serves approximately 1800 students.  The Department of Art and Art History offered a 
Bachelor of Arts and Bachelor of Science degree in art education K-12.  The art 
methods course is taught by one adjunct professor.  
 One participant who responded to the survey was a graduate of Florida Southern 
College.  In response to item 6, she reported that she was certified to teach art and had 
obtained a Bachelor of Science degree in Art Education.  In response to item 10 that 
asked which arts organizations she belonged to, she indicated that she was not a 
member of any organization. 

 
 
 
 

Table 82:  Organizational Affiliation of FSC Graduate 
 
Survey Item 10: Which art organizations are 
you a member of? 

Number Percentage 

No Organizational Affiliation 1         100% 
FAEA 0             0% 
NAEA 0             0% 
Other Organizations 0             0% 
 
 
 
 

Table 83:  Description of FSC Art Education Program 
 

 Description of Program Credits Received 
as Reported by 
Graduates 

Institution Florida Southern College 
Lakeland, Florida (www.flsouthern.edu) 
Private, affiliated with United Methodist 

 

Location Dept. of Art and Art History  
Degree BA and BS in Art Education K-12  
Faculty One adjunct professor  
Requirements BA – 146 cr. total;  BS – 130 cr. total  
Studio Courses 39 cr. Studio core 24 cr. 
Art History 6 cr. Western Art History Survey 6 cr. 
Art Education 3 cr. Art for teachers, K-12 3 cr. 
General 
Education 

33 cr. Education courses including student 
teaching 

21 cr. 
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 Theoretical and practical training.  The university requirement for a BA and BS 
degree were 146 and 130 semester hours respectively.  In addition to general education 
courses, 33 semester hours of educational coursework including student teaching were 
required.  The respondent reported receiving 21 semester hours of educational 
coursework.   
 The university requirement for studio courses was 39 semester hours and for art 
history 6 semester hours of Western Art History Survey.  The respondent reported 
receiving 24 semester hours of studio and 6 semester hours of art history.   One art 
education methods course titled Art for Teachers was required and earned 3 semester 
hours.  The respondent reported receiving 3 semester hours in art methods. 
 What she teaches.  In response to item 12 that asked which courses or skills the 
teachers taught, this beginning art teacher indicated that she taught drawing, painting, 
art history, art criticism, mixed media, sculpture, aesthetics, design, ceramics, 
printmaking, and computers. 

 
 
 
 

Table 84:  Courses or Skills Taught by FSC Graduate 
 

Survey Item 12:  Which of these 
courses or skills do you teach? 

Number Percentage 

Aesthetics 1 100% 
Art criticism 1 100% 
Art history 1 100% 
Ceramics 1 100% 
Computers 1 100% 
Design 1 100% 
Drawing 1 100% 
Mixed media 1 100% 
Painting 1 100% 
Printmaking 1 100% 
Sculpture 1 100% 
Collage 0    0% 
Fiber arts 0    0% 
Film  0    0% 
Graphic design 0    0% 
Photography 0    0% 
Textile design 0    0% 
Video 0    0% 
 
 
 
 
 Teachers’ perception of preparedness.  In response to item 13 which asked 
respondents to indicate their perceptions of their preparedness to teach or perform 24 

 98



skills, this graduate of FSC indicated that she felt very well prepared (a score of 5) to 
teach drawing, painting, and mixed media and more than adequately prepared (a score 
of 4) to teach photography, conceptual art, design organization, art history, and 
aesthetics.  She felt adequately prepared (a score of 3) to teach printmaking, graphic 
design, computer applications, to meet the needs of special populations including 
handicapped, bilingual, limited English, and gifted and talented students and to use a 
variety of assessments to determine student progress.  She felt poorly prepared (a 
score of 1) to teach film and video.  The remaining 37.5% (n=9) listed on the survey and 
the table below were skills that she felt less than adequately prepared (a score of 2) to 
perform. 
 
 
 
 

Table 85:  Preparedness to Teach: FSC Graduate 
 

Survey Item 13.  When you first started teaching, how well prepared did 
you feel to do the following: 

Score 

Teach drawing. 5 

Teach mixed media. 5 

Teach painting. 5 

Teach aesthetics. 4 

Teach art history. 4 

Teach conceptual art. 4 

Teach design organization. 4 

Teach photography. 4 

Meet the needs of special populations including handicapped, bilingual, 
limited English, and gifted and talented students. 

3 

Teach computer applications. 3 

Teach graphic design. 3 

Teach printmaking. 3 

Use a variety of assessments to determine student progress. 3 

Identify community resources and their applications to an art program. 2 

Identify components of curriculum development including long-range and 
short-range goals, performance objectives, and teaching strategies. 

2 

Maintain control of student behavior. 2 

Manage a budget including selecting, ordering, and inventorying supplies. 2 

Meet the needs of culturally or ethnically diverse students. 2 

Teach art criticism. 2 

Teach ceramics. 2 

Teach fiber arts. 2 

Teach sculpture. 2 

Teach film. 1 

Teach video. 1 
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 Most influential person.  In response to item 14 that asked respondents to 
describe the most influential person during their teacher training, this respondent stated 
that she was most influenced by her college mentor because “he helped me find my 
style of teaching instead of teaching me his.”  The respondent did not specify who the 
mentor was or what subject he taught.  
 
 
 
 

Table 86:  Most Influential Person during Teacher Training 
as Reported by FSC Graduate 

 
Survey Item 14. Describe the most influential 
person during you teacher training. 

Number Percentage 

College Mentor 1 100% 
 
 
 
 
 Most valuable skills, classes, and activities.  In response to item 15 that 
asked respondents to describe the most valuable skills, classes, and activities 
presented in their teacher training program, the graduate of FSC valued the Art for 
Teachers K-12 and classroom management. 
 
 
 
 

Table 87:  Most Valuable Skills, Classes, and Activities 
as Reported by FSC Graduate 

 
Survey Item 15. Describe the skills, classes, and 
activities presented in your teacher training 
program that were most valuable. 

Number Percentage 

Art Methods Course 1 100% 
Classroom Management  1 100% 
 
 
 
 
 Student teaching. In response to item 16 which asked respondents if their 
student teaching experience was valuable or not and why, this graduate of FSC stated 
that student teaching was very valuable because during the experience she was able to 
apply what she had learned and began developing her own style of teaching. 
 Expectations of teaching.  In response to item 17 that asked respondents if 
teaching was different than expected and how, it was reported that it was easier than 
expected because “for me it comes very naturally.”   
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 Problems as an art teacher.  In response to item 18  that asked respondents if 
there were any problems they had encountered as an art teacher, this respondent 
reported a lack of supplies. 
 
 
 
 

Table 88:  Problems in Teaching Encountered by FSC Graduate 
 

Survey Item 18. Are there any problems you 
have encountered as an art teacher? 

Number Percentage 

Insufficient Budget 1 100% 
 
 
 
 
 Program weaknesses.  In response to item 19 that asked if there were any 
weaknesses in their teacher training program, this respondent felt that the program 
should have based more on content directed more towards the needs of art teachers 
instead of the “normal classroom.”  
 
 
 
 

Table 89:  Weaknesses in Teacher Training Program 
as Reported by FSC Graduate 

 
Survey Item 19. Were there any weaknesses in 
your teacher training program? 

Number Percentage 

Needed More Art Education Content 1 100% 
 
 
 
 
 Suggestions for program improvement.  In response to item 20 that asked 
how their teacher training program could be improved, the one suggestion offered for 
improving the art program at FSC was a request for more “specials classroom 
management.”  Only one art education course was offered and/or required.   
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Table 90:  Suggested Improvements for FSC Art Teacher Training Program 
 

Survey Item 20. How could your teacher 
training program be improved? 

Number Percentage 

More on Art Classroom Management 1 100% 
 
 
 
 
Jacksonville University 
  
 Located in the city of Jacksonville, Florida, Jacksonville University is a four-year 
private university serving approximately 3000 students.  The university offered a 
Bachelor of Fine Arts degree in Studio Art with an Art Education concentration and a 
Master of Arts in Teaching degree.  The program and degrees in art education are no 
longer offered. 
 One beginning art teacher who responded to the survey was a graduate of 
Jacksonville University.  In response to item 6, the respondent reported that she was 
certified to teach art.  She had obtained a Masters of Arts in Teaching degree in Art 
Education and prior to that a Bachelor of Arts in history, 3-D design, and art history.  In 
response to item 10 that asked which art organizations the respondent was a member 
of, this respondent indicated that she was a member of the NAEA, FAEA, and many 
other organizations which were not listed. 
 
 
 
 

Table 91:  Organizational Affiliation of JU Graduate 
 
Survey Item 10: Which art organizations are 
you a member of? 

Number Percentage 

NAEA 1 100% 
FAEA 1 100% 
Other Organizations 1 100% 
No Organizational Affiliation 0 100% 
 
 
 
 
 Theoretical and practical training.  To obtain a degree in art education at JU, 
the university required 44 to 45 semester hours of core curriculum, 24 hours of art 
fundamentals, 12 hours of art history fundamentals, and 31 hours of art concentrate.
 The respondent reported receiving 32 semester hours of art history and 36 hours 
of studio classes, all in drawing, painting, sculpture, and design.  The university required 
30 semester hours of professional education courses.  The respondent reported 
receiving 26 hours of education coursework plus 18 hours of ESOL training.   
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 JU had only one required course or 3 semester hours in art methods titled Art in 
the Schools.  The number of hours received, as reported by the respondent; in art 
methods was 18 semester hours.  It was not clear if hours received were for the 
graduate degree only or if hours for undergraduate degree may have been included. 
 
 
 
 

Table 92:  Description of JU Art Education Program 
 

 Description of Program Credits Received 
as Reported by 
Graduate 

Institution Jacksonville University 
Jacksonville, Florida (www.ju.edu) 
Private institution 

 

Location N/A  
Degree BFA in Studio Art with Art Education 

concentration, MAT (Degrees no longer 
offered) 

 

Faculty N/A  
Requirements 44-45 cr. Core curriculum  
Studio Courses 24 cr. Art fundamentals 

31 cr. Art concentrate 
36 cr. 

Art History 12 cr. Art history fundamentals 32 cr. 
Art Education 3 cr. Art in the Schools 18 cr. 
General 
Education 

30 cr. Professional education courses 21 cr. 

 
 
 
 
  
 What she teaches.  In response to item 12 that asked which courses or skills the 
teachers taught, this beginning art teacher indicated that she taught art criticism, art 
history, ceramics, collage, design, drawing, mixed media, painting, and sculpture.  She 
did not teach aesthetics, computers, fiber arts, film, graphic design, photography, 
printmaking, textile design, and video. 
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Table 93:  Courses or Skills Taught by JU Graduate 
 

Survey Item 12:  Which of these 
courses or skills do you teach? 

Number Percentage 

Art criticism 1 100% 
Art history 1 100% 
Ceramics 1 100% 
Collage 1 100% 
Design 1 100% 
Drawing 1 100% 
Mixed media 1 100% 
Painting 1 100% 
Sculpture 1 100% 
Aesthetics 0     0% 
Computers 0     0% 
Fiber arts 0     0% 
Film  0     0% 
Graphic design 0     0% 
Photography 0     0% 
Printmaking 0     0% 
Textile design 0     0% 
Video 0     0% 
 
 
 
 
 Teachers’ perception of preparedness.  In response to item 13 that asked 
respondents to indicate their perceptions of their preparedness to teach or perform 24 
skills, this beginning art teacher felt very well prepared (a score of 5) to teach or perform 
62.5% (n=15) of the components.  She felt more than adequately prepared (a score of 
4) to maintain control of student behavior and to manage a budget including selecting, 
ordering, and inventorying supplies.  She felt adequately prepared (a score of 3) to 
teach film and identify community resources and their applications to an art program., 
less than adequately prepared (a score of 2) to teach printmaking and graphic design 
and poorly prepared (a score of 1) to teach photography, video, and computer 
applications. 
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Table 94:  Preparedness to Teach: JU Graduate 
 

Survey Item 13.  When you first started teaching, how well prepared did 
you feel to do the following: 

Score 

Identify components of curriculum development including long-range and 
short-range goals, performance objectives, and teaching strategies. 

5 

Meet the needs of culturally or ethnically diverse students. 5 

Meet the needs of special populations including handicapped, bilingual, 
limited English, and gifted and talented students. 

5 

Teach aesthetics. 5 

Teach art criticism. 5 

Teach art history. 5 

Teach ceramics. 5 

Teach conceptual art. 5 

Teach design organization. 5 

Teach drawing. 5 

Teach fiber arts. 5 

Teach mixed media. 5 

Teach painting. 5 

Teach sculpture. 5 

Use a variety of assessments to determine student progress. 5 

Maintain control of student behavior. 4 

Manage a budget including selecting, ordering, and inventorying supplies. 4 

Identify community resources and their applications to an art program. 3 

Teach film. 3 

Teach graphic design. 2 

Teach printmaking. 2 

Teach computer applications. 1 

Teach photography. 1 

Teach video. 1 

 
 
 
 
 Most influential person.  In response to item 14 which asked respondents to 
describe the most influential person during their teacher training, the person who most 
influenced this respondent was not someone in his training program, but a principal and 
not for a positive reason. 
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Table 95:  Most Influential Person during Teacher Training 
as Reported by JU Graduate 

 
Survey Item 14. Describe the most influential 
person during you teacher training. 

Number Percentage 

Principal 1 100% 
  
 
 
 
 Most valuable skills, classes, and activities.  In response to item 15 that 
asked respondents to describe the most valuable skills, classes, and activities 
presented in their teacher training program, the reply was “none.” 

 
 
 
 

Table 96:  Most Valuable Skills, Classes, and Activities 
as Reported by JU Graduate 

 
Survey Item 15. Describe the skills, classes, and 
activities presented in your teacher training 
program that were most valuable. 

Number Percentage 

None 1 100% 
 
 
 
   
 Student teaching.  In response to item 16 which asked respondents if their 
student teaching experience was valuable or not and why, this respondent found the 
student teaching experience to be valuable because it was done in a different district 
than where she currently teaches.  She stated that in the district were she did her 
internship, she “learned how it should be run.” 
   Expectations of teaching.  In response to item 17 that asked if teaching 
was different than expected, the respondent answered, “In this county, yes.”  She 
continued to explain that overcrowded conditions and lack of support for the art 
program were the major problems. 
 Problems as an art teacher.  In response to item 18 that asked 
respondents if there were any problems they had encountered as an art teacher, 
again this respondent reiterated the problems he had encountered that made 
teaching different than he had expected.  He found that it was over-crowded and 
there existed an “extreme lack of support for both what we do and how we are 
treated by students”. 
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Table 97:  Problems in Teaching Encountered by JU Graduate 

 
Survey Item 18. Are there any problems you 
have encountered as an art teacher? 

Number Percentage 

Lack of Support/Respect 1 100% 
Overcrowded Conditions 1 100% 
 
 
 
 
 Program weaknesses.  In response to item 19 that asked if there were 
any weaknesses in their teacher training program, this one graduate had a very 
negative view of the program.  She stated, “It was a joke.” 
 
 
 
 

Table 98:  Weaknesses in Teacher Training Program 
as Reported by JU Graduate 

 
Survey Item 19. Were there any weaknesses in 
your teacher training program? 

Number Percentage 

Yes, Problems Not Specified 1 100% 
 
 
 
  
 Suggestions for program improvement.  In response to item 20 that 
asked respondents how their teacher training program could be improved, this 
respondent felt that to improve the art program “Florida needs to import people 
from states that are succeeding.” 

 
 
 
 

Table 99:  Suggested Improvements for JU Art Teacher Training Program 
 

Survey Item 20. How could your teacher 
training program be improved? 

Number Percentage 

Bring in People From Other States 1 100% 
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University of West Florida 
 
 The University of West Florida is located in the western portion of the Florida 
panhandle in the small city of Pensacola.  The university serves over 9000 students.  
The College of Arts and Sciences offered a Bachelor of Arts in Studio Art with an Art 
Education Minor.  One full time professor coordinates the art education program and 
one adjunct elementary art teacher teaches the art methods course. 
 One participant who responded to the survey was a graduate of UWF.  In 
response to item 6, this respondent reported that she was certified to teach art.  She 
obtained a BA degree in Studio Art/Art Education and was not a member of any art 
organizations. 

 
 
 
 

Table 100:  Organizational Affiliation of UWF Graduate 
 
Survey Item 10: Which art organizations are 
you a member of? 

Number Percentage 

No Organizational Affiliation 1 100% 
FAEA 0     0% 
NAEA 0     0% 
Other Organizations 0     0% 
  
 
 
 
 Theoretical and practical training.  The total number of semester hours 
required for a BA degree in Studio Art/Art Education was 120 with 36 in general studies.  
The university requirement for general education coursework was 9 semester hours.  
The respondent reported receiving 27 semester hours of education coursework.  The 
university requirement for core studio and studio electives was 45 semester hours.  The 
respondent reported receiving 36 semester hours of studio.  The required art history 
component included 9 hours in Western Art History Survey, 3 in art history survey, and 
6 in art history electives.  The respondent reported receiving the required 18 semester 
hours of art history.  Other requirements were a 3 credit course in Aesthetics & Critical 
Theory and 3 credits of Research & Writing about Art.  The respondent reported 
receiving 3 semester hours of aesthetics and 3 hours of art criticism.  Four art education 
courses were required totaling 11 semester hours plus 10 semester hours for the art 
education internship.  As reported by the respondent, 6 semester hours of art methods 
was received.  
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 Table 101:  Description of UWF Art Education Program 
 

 Description of Program Credits Received as 
Reported by 
Graduate 

Institution University of West Florida 
Pensacola, Florida (www.uwf.edu) 
State institution 

 

Location College of Arts and Sciences  
Degree BA in Studio Art with an Art Education Minor  
Faculty One full time professor and one adjunct 

elementary art teacher 
 

Requirements 120 cr. total 
36 cr. General studies 

 

Studio Courses 18 cr. Core studio 
21 cr. Studio 
6 cr. Studio electives 

36 cr. 

Art History 3 cr. Art history survey 
6 cr. Art history electives 
3 cr. Aesthetics & Critical Theory 
3 cr. Research & Writing About Art 

18 cr. 
 

3 cr. 
3 cr. 

Art Education 11 cr. Four art education courses  
10 cr. Art Education internship 

6 cr. 

General 
Education 

9 cr. Education coursework 27 cr. 

 
 
 
 
 What she teaches.  In response to item 12 that asked which courses or skills the 
teachers taught, this beginning art teacher indicated that aesthetics, art criticism, art 
history, ceramics, collage, design, drawing, fiber arts, mixed media, painting, 
printmaking, and sculpture were the skills that she taught.  She did not teach 
computers, film, graphic design, photography, textile design, or video. 
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Table 102:  Courses or Skills Taught by UWF Graduate 
 

Survey Item 12:  Which of these 
courses or skills do you teach? 

Number Percentage 

Aesthetics 1 100% 
Art criticism 1 100% 
Art history 1 100% 
Ceramics 1 100% 
Collage 1 100% 
Design 1 100% 
Drawing 1 100% 
Fiber arts 1 100% 
Mixed media 1 100% 
Painting 1 100% 
Printmaking 1 100% 
Sculpture 1 100% 
Computers 0     0% 
Film  0     0% 
Graphic design 0     0% 
Photography 0     0% 
Textile design 0     0% 
Video 0     0% 
 
 
 
 
 Teachers’ perception of preparedness.  In response to item 13 which asked 
respondents to indicate their perceptions of their preparedness to teach or perform 24 
skills, this respondent indicated that she felt very well prepared (a score of 5) to teach 
drawing, printmaking, mixed media, design organization, art history, aesthetics, art 
criticism, and to meet the needs of culturally or ethnically diverse students.  She felt 
more than adequately prepared (a score of 4) to teach painting, to identify community 
resources and their applications to an art program , meet the needs of special 
populations including handicapped, bilingual, limited English, and gifted and talented 
students, maintain control of student behavior, use a variety of assessments, and 
identify components of curriculum development.  She felt adequately prepared (a score 
of 3) to teach sculpture, ceramics, fiber arts, graphic design, photography, conceptual, 
and manage a budget.  She felt less than adequately prepared (a score of 2) to teach 
video and computer applications and poorly prepared (a score of 1) to teach film. 
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Table 103:  Preparedness to Teach: UWF Graduate 
 

Survey Item 13.  When you first started teaching, how well prepared did 
you feel to do the following: 

Score 

Meet the needs of culturally or ethnically diverse students. 5 

Teach aesthetics. 5 

Teach art criticism. 5 

Teach art history. 5 

Teach design organization. 5 

Teach drawing. 5 

Teach mixed media. 5 

Teach printmaking. 5 

Identify community resources and their applications to an art program. 4 

Identify components of curriculum development including long-range and 
short-range goals, performance objectives, and teaching strategies. 

4 

Maintain control of student behavior. 4 

Meet the needs of special populations including handicapped, bilingual, 
limited English, and gifted and talented students. 

4 

Teach painting. 4 

Use a variety of assessments to determine student progress. 4 

Manage a budget including selecting, ordering, and inventorying supplies. 3 

Teach ceramics. 3 

Teach conceptual art. 3 

Teach fiber arts. 3 

Teach graphic design. 3 

Teach photography. 3 

Teach sculpture. 3 

Teach computer applications. 2 

Teach video. 2 

Teach film. 1 

  
 
 
   
 Most influential person.  In response to item 14 that asked respondents to 
describe the most influential person during their teacher training, this respondent stated 
that a painting instructor was the most influential person because “he simplified our 
complex 3-D world into a few simple words.  He made me see lines, shapes, and space 
in a way I’d never seen before.  I took off with his wise words and now I’m passing them 
on.  He also varied his description and analysis of students’ artwork.  You never heard 
the same praise/criticism twice.  He treated me like someone important.  He took 
teaching very “seriously.”   
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Table 104:  Most Influential Person during Teacher Training 
as Reported by UWF Graduate 

 
Survey Item 14. Describe the most influential 
person during you teacher training. 

Number Percentage 

Studio Professor 1 100% 
 
 
 
  
 Most valuable skills, classes, and activities.  In response to item 15 
that asked respondents to describe the most valuable skills, classes, and 
activities presented in their teacher training program, this respondent felt that the 
most highly valued skills were the studio skills specifically drawing, painting, and 
printmaking because learning those skills instilled confidence.  The most valuable 
classes were art history and the most valuable activity was the internship.  
 

 
 
 

Table 105:  Most Valuable Skills, Classes, and Activities 
as Reported by UWF Graduate 

 
Survey Item 15. Describe the skills, classes, and 
activities presented in your teacher training 
program that were most valuable. 

Number Percentage 

Studio Courses 1 100% 
Art History Courses 1 100% 
Internship/Observations 1 100% 
 
 
 
   
 Student teaching.  In response to item 16 which asked respondents if their 
student teaching experience was valuable or not and why, this respondent answered 
yes.  During the experience she learned what to do and what not to do.   It also gave 
her a chance to see how another teacher would handle discipline problems. 
 Expectations of teaching.  In response to item 17 that asked respondents if 
teaching was different than expected and how, this respondent stated that because she 
has high standards and expectations, teaching was more exhausting that expected.  
“The work never ends” but it is also “very rewarding.”   
 Problems as an art teacher.  In response to item 18 that asked respondents if 
there were any problems they had encountered as an art teacher, the only problem 
reported was the attention consumed by problem students which distracted her from 
those students who were on track.  
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Table 106:  Problems in Teaching Encountered by UWF Graduate 
 

Survey Item 18. Are there any problems you 
have encountered as an art teacher? 

Number Percentage 

Discipline 1 100% 
 
 
 
  
 Program weaknesses.  In response to item 19 that asked if there were any 
weaknesses in their teacher training program, one of the weaknesses cited by this 
respondent was the lack of instruction on behavioral issues or what she also called 
“inner city training”.  She stated, “I wasn’t prepared for it.”  Other weaknesses were the 
“boring” education classes which “seemed based on memorization” and not enough 
instruction in philosophy of art and philosophy of education. 
 
 
 
 

Table 107:  Weaknesses in Teacher Training Program 
as Reported by UWF Graduate 

 
Survey Item 19. Were there any weaknesses in 
your teacher training program? 

Number Percentage 

Education Courses 1 100% 
Not Enough on Discipline Management 1 100% 
 
 
 
  
 Suggestions for program improvement.  In response to item 20 that asked 
how their teacher training program could be improved, it was suggested that developing 
a group of sequential lesson plans for each grade level K-5 instead of a handful of 
random lessons would be more beneficial.  She also wanted to “be able to work a kiln 
independently so that when I get to a school I don’t appear incompetent.”  This was one 
of four respondents out of the forty-seven who specifically expressed frustration for not 
being taught how to operate a kiln, a very basic and practical skill necessary for 
teaching ceramics. 
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Table 108:  Suggested Improvements for UWF Art Teacher Training Program 
 

Survey Item 20. How could your teacher 
training program be improved? 

Number Percentage 

Teach How to Operate a Kiln 1 100% 
More on Developing Lesson Plans 1 100% 

 
 
 
 

Observations and Interviews 
 
 

 Three participants were chosen from the 47 respondents to the survey for one 
full-day observation and interview process.  The questions which guided the interviews 
were the same for all participants (Appendix D).  The demographic data was used to 
locate and choose the three participants.  The guidelines used, listed here in the order 
of consideration, were university/college attended, teaching level, and years of 
experience, ethnicity/race, gender, and geographic location.  One participant was 
chosen from each of the three universities with the largest number of graduates who 
responded to the survey including Florida International University, University of Central 
Florida, and The Florida State University.  Each represents a different grade level of 
teaching, different years of experience, and different races/ethnicities, for maximum 
diversity.  
 
 
 
 

Table 109: Characteristics of Participants Observed and Interviewed 
 

Participant University 
Attended 

Years 
Teaching 

Teaching 
Level 

Ethnicity Gender Geographic 
Location 

1 FIU 3 High School Black  Male Suburb 
large city 

2 FSU 2 Middle 
School 

White Female Suburb 
small city 

3 UCF 1 Elementary Hispanic Male Intercity 
large city 

 
 
 
 
Observation and Interview #1 
 
 “It’s a large school,” I commented as Mr. C. led me back to his classroom through 
a maze of students moving in different directions. This was my first reaction to both the 
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physical structure and the number of students.  Mr. C., a tall, African-American in his 
mid to late twenties, had met me in the school office.  His demeanor was quiet and 
slightly reserved, but confident.  A graduate of Florida International University, he is now 
entering his fourth year of teaching art at a suburban high school in the large 
metropolitan area of Miami-Dade County and the fourth largest school district in the 
country. 
 “Yeah, about 4,000 students.  Some of the students from South America are from 
small towns and the population of the school is larger than the population in those 
towns.”  He explained that his classes were diverse, but mostly Hispanic with two or 
three students per class who were white non-Hispanic, Asian, or African-American.  As I 
first entered his classroom it was difficult, in fact, almost impossible to distinguish the 
environment from any other classroom.  Judging by the appearance of the room, Mr. C. 
could have been the math or English teacher, except there were eight tables arranged 
so four or five students could seat at each table.  There were two small and low 
bookcases, two teacher desks in the corner, a low filing cabinet, and a storage cabinet.  
Randomly placed on the walls were 5 posters, two of which were art related, six small 
art reproductions no larger than 8” x 11”, and several small photos.  A zerox sign over 
the marker board read Dreamer @ Work.  On a small bulletin board were the art 
schedule and several announcements.  Other than that the square room with beige 
walls had a bare appearance. 

Mr. C. teaches six classes on a block schedule, each approximately 1 hour 40 
minutes taught on a two day rotation.  He’s only required to teach five periods, but 
picked up the sixth period for extra pay. 

“In high school there are many opportunities to pick up extra money.  You can 
pick up a seventh class which starts at 2:40 or do remediation.  If you see me on 
Tuesday morning, I’m really tired.  Up at 5:00, in the car by 6:00, a 45 minute drive to 
school, then teach all day, and then teach a night class from 6:00 to 9:30.”  Mr. C. lives 
in Broward County which is north of Dade County where he works. 

“Have you ever considered transferring to the north end of the county?” I asked. 
“Lately I have because I’m getting tired of the drive, but I love the school so 

much.  When I was looking around for a job, there were only elementary jobs open 
close to my home and I prefer high school.”  Mr. C. has obviously found his niche in 
high school.  He appears to be very comfortable in his surroundings.  

“You have to be here on time,” Mr. C. announces in a firm voice above the noise 
as thirty-two students, grade level ranging from 9 to 12, began to drift into the room at 
7:30. “If anyone has their perspective drawing, put it on the table.”   

“Okay, let me have every one’s attention.  Do you remember this assignment?” 
he said holding up an example. “Shapes…magazine picture…break it down into basic 
shapes?”  Mr. C. later showed me a handout explaining the “shape simplification” 
lesson.  Students were to choose a picture from a magazine and simplify the image(s) 
by drawing the basic shapes; squares, circles, and triangles.  

As Mr. C. moved toward the board, the students stopped talking.  “Attention up 
here, eyes up here.”  Mr. C. proceeded to conduct a review of shapes.   

“What are the basic shapes?”  Students muttered square, triangle, and circle in 
different orders as he drew them on the board. 
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“What’s the 3-D form of the square?”  Mr. C. pauses, looks at the class, and 
momentarily waits for an answer. 

Several answer, “Cube” which he then draws on the board. 
“What are the other forms?”  As they answer, he draws the cone and pyramid. 
“What about for the circle?”  He draws the sphere and cylinder. 
“I showed you how to use forms to break down the body.  If you understand form, 

it’s easier to draw,” he reviews reminding students of prior activities.  
“Do we copy this down?” a student asked. 
“No, I’m just showing you an example,” Mr. C. replied. 
He then began to demonstrate how light falls on the form (when the light comes 

from the right) by assigning numbers to each side of the square and pyramid and 
drawing lines on the remaining forms to represent changes in value, “A whole range of 
value.” 

“The sphere is the hardest,” he declared while drawing longitudinal and latitudinal 
lines on the sphere.  Satisfied that the lines represent the areas of different values, he 
states “That’s how shading goes.”   

First he demonstrated how to shade a cone using hatching, then a cube using 
crosshatching, and finally a sphere using stippling.   

“This takes longest, so do it first to get it out of the way, or last, because if you do 
it in the middle you won’t want to do anything else for the rest of the day,” referring to 
stippling technique on the sphere.  

As he continued to demonstrate shading techniques using a red marker on a 
marker board, some students began talking.  Without turning around he reacts, “No 
talking guys.” 

“Big enough to fill the page,” he directs as he demonstrates how they should 
draw the five forms on a single page.  The assignment for the one hour and 40 minute 
class was to do four pages of shading techniques for all five forms, one technique per 
page.     

“This should take no more than two days, two techniques per day,” he states as 
he moves away from the board to his desk.  “Use your sketchbook or get some paper.” 

Each student slowly proceeded to the front of the room to pick up their 
sketchbooks that are on one of the bookshelves.  As they walk by his desk Mr. C. gives 
each of them a hand-out with an example of each shape shaded using each of the four 
shading techniques.   

“Remember, we want craftsmanship so use the rulers.  Make it neat,” Most 
students get to work as they start talking among themselves.  Some students are 
discussing the assignment.  Mr. C. walks around from table to table answering 
questions and clarifying instructions.  He picks up visuals from his desk, a drawing of a 
portrait and a door and two illustrations of one sphere and one cone, and briefly shows 
them to the class.  One student asks for a protractor and Mr. C. gets one from his desk.  
Satisfied that the students can begin the assignment, he sits down at his desk in the 
corner of the room. 

“I’m going to call your name,” Mr. C. instructs.  “Listen for your name so I can 
give you your obligation.”  He calls a name.  A student comes up and signs a paper laid 
before him.  Mr. C. tears it in half giving one portion to the student.  “Pay during lunch 
and show it to me.”  Seniors leave the room to pay because they have a shorter 
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deadline than other students.  I learned that the students have to pay a $2.00 fee 
towards art supplies or they will be dropped from the class.  This activity continues 
throughout the day.  As he continues to call names, one female student is working on a 
different project, coloring in with colored pencils while she talks on a cell phone.  She 
attempts to conceal it with her hand and long blonde hair.  I discovered that Mr. C. 
misses nothing, but he is selective when it comes to what he chooses to correct and 
what he chooses to ignore. 

“Andrea, put it away, come up here.”  She continued her cell phone activity for 
another 30 seconds before approaching the desk to receive her paper from Mr. C.  She 
then borrowed money from another girl and left the room. 

Two students are observed eating food. 
“J. C., are you working?”  Mr. C. lets them know that he is aware of what’s going 

on. 
“Yeah,” J. C. replied. 
“You’re working on that bagel, that’s what you’re working on.”  J. C. lays down 

the remaining portion of the bagel and momentarily gets back to work, but his motivation 
doesn’t last long. 

“Art Department,” Mr. C. answering the phone.  “Natalie, yes, she’s here.  I’ll 
send her to you right now.”  The student leaves to be evaluated for a new language 
class. 

Andrea returns and makes another cell phone call.  As students are working on 
today’s assignment, Mr. C. gets up to check on their progress and then returns to his 
desk to call more students to sign the obligations.  He has one student translate for 
another. 

“How do you say signature in Spanish?”  Mr. C. asked students at the nearest 
table.   

Andrea is back on the cell phone and another student is observed on his cell.  
The level of talking rises as the class proceeds. 

“If I was observing, I’d ask about discipline.”  Mr. C. comments as he approaches 
me. 

“Yes, how is the discipline?”  I asked with curiosity. 
“The only problems I have are using phones, talking, and fowl language.”  

Pointing to a table he continues, “That’s my fowl language table.  And then you have 
students who like you so much they come by and visit,” pointing to two students who 
just walked in.  Mr. C. walks back to his desk, sits down, and begins talking to the 
visiting students.  After conversing with them for eighteen minutes, he gets up and 
moves around the room to check on student progress.  He sits down next to a student 
who is having some problems and begins to demonstrate one of the shading 
techniques. 

“Don’t rub it.  You don’t want to rub it,” he instructed.  Andrea’s making another 
call on her cell. 

Later I asked, “Are students allowed to have cell phones?” 
“You’re not allowed to tell them they can’t have cells, but they’re not supposed to 

use then in class.  That’s why you see them on break with their cells.” 
At 9:15 the morning announcements via the P. A. system start and Mr. C. 

simultaneously gives directions for clean-up.  Sports highlights are shown on the TV 
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prompting several students to talk to Mr. C. about basketball.  A student raises his hand 
to share some examples of shading that his has found in an art book, but Mr. C. doesn’t 
see him since he is busy collecting supplies.  The announcement to begin school-wide 
silent reading, which is from 9:25 to 9:55, is heard. 

“Alright, you guys heard.  It’s silent reading now.  Take something out.  There’s 
no talking.”   Several students flip through notes or agendas, some continue drawing or 
doodling, many have their heads down.  Only a few and Mr. C. are reading books. 

The door opens and a middle-aged woman is startled by what she sees.  “Oh, 
you guys are reading,” she observes and closes the door. 

“Those of you who still have pencils and erasers out put them where they 
belong.”  Mr. C. instructs as silent reading comes to a close.  He gets up, erases the 
board, and returns to his seat to continue reading as students gather their things 
together, line-up close to the door and wait for the bell to ring.  The sign over the door 
reads, “Through these doors will pass some of the greatest minds.” 

As soon as the first class is gone, the second class of twenty-nine student comes 
in.  

“Everybody sit in your assigned seats so I can take role.”  Three students move 
to another table.  “Turn in perspective drawings.  If you have paid the two dollars show 
me the receipt.  Everyone grab your sketchbook.  I’ll give you the first 30 minutes to 
finish your perspective drawing.  If you have $2, go pay it now.  At 10:30…10:45, that’s 
when we’ll explain the next assignment.”   

Seven students leave the room.  Ten of the students are drawing while the others 
sit around and talk quietly. Later as students who left the class filter back in, Mr. C. 
starts the lesson on shading.  Half way through the class period, Mr. C. dismisses the 
students for lunch. 

Curious that only art production has been observed in the class so far, I asked 
Mr. C. how he incorporates art criticism, aesthetics, and art history into his curriculum. 
 “I use it as a supplement.  What I’ll usually do is, in the beginning they deal with 
the basics.  When they understand the basics, I give them an assignment.”  Mr. C. 
pauses searching for the words to explain.  “What I usually do…I expose them to artists 
and to different art movements and I build on that.  Especially with art we focus on a lot 
of different artists.  What am I looking for?  A lot of different subjects.  The time in 
history, the time in social studies, things like that.  One thing I came out of art history in 
my understanding was that if you want to understand a society you can look at their art.  
This is very true within the belief that I have and the way I approach it.   I try to bring in 
as much art history as I can and I try to show them artwork.  Like I said before, you 
might not see a lot of that now, but in the next nine weeks you’ll see a lot of artwork 
from different artists.  When I was in high school I didn’t know anything about what was 
going on in the art world.  I didn’t get exposed to that until I got to college.” 
 “And art criticism?” 

“I use Feldman’s method mainly…show artists’ work.  I don’t do critiques of 
student work because they’re beginners.  Any criticism would have them shut down and 
do nothing.” 

 Another art teacher comes into the faculty lounge.  She and Mr. C. briefly 
discuss their strategies for recruiting students for their classes next year.  There are 
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seven art teachers in the school; four teach drawing and painting including Mr. C. and 
one each teaches photography, ceramics, and computer design.   

“I teach only drawing and design.  I use to teach some painting when I was on a 
cart because there were sinks in the rooms, but now I have a room but no sink so I don’t 
do painting,” Mr. C. explained. 
 “Do you have much contact with other art teachers?” I asked. 
 “I used to interact with them all the time….. the way they used to have the 
lunches.  They used to divide up lunches by departments so I used to see them all the 
time.  I used to talk to them all the time.  But now I don’t see them as much as I used to.  
The only time I see them now is sometimes I’ll go by their rooms and visit them if it’s on 
my lunch or once a month we have a department meeting and I get to talk to them.” 

After lunch, the students continued what they were doing as Mr. C. proceeded to 
have students sign forms for fees.  One student speeds the process along by stippling 
with two pencils.  A new student is brought to the classroom.  Mr. C. instructed him to 
buy a sketchbook and gave him drawing paper and the handout.  Two female students, 
who have permission to be in his class, walk in.  Mr. C. seems to be a popular teacher 
especially among the black students. 

“I’ll let you stay today just because you got permission.”  They sit at the back 
corner table with five other girls and proceed to become the loudest group in the room.  
Two of the girls are listening to music.   

“I hate that song.  It’s gross,” one girl comments as she increases the sound.  
Throughout the day many students in class are observed with iPods. 

“Technically they’re not suppose to, but I don’t say anything,” Mr. C. answers my 
inquiry. 

“Is it a school rule?”  I asked wanting to know more about this phenomenon. 
“Yes, but you see the kids out there,” motioning to the windows, “all have iPods.  

Basically, as long as it’s not a disruption, teachers don’t say anything.  Here, it’s not like 
in math or science where students really have to listen.”   

Two students bring a note to the classroom.  Mr. C. calls the name of one of his 
students and the three leave the room.  In a couple of minutes two more students came 
to get another student to have her picture taken. 

“Do you always have so many interruptions?” I asked. 
“Yes, it gets worse as the day goes on especially for seniors.  The phones are 

the worst.”  Just then a student from the morning class brings in his receipt and the 
phone rings.  Mr. C. calls students to return their supplies to their proper place.  During 
the duration of the class time, the names of students who have not paid fees have been 
rolling on the TV screen.  Mr. C. writes information on the board for his next class while 
the students who are still in the room talk as they get ready to leave.  Two girls come in 
to have papers signed by Mr. C. for Drawing II and photography.   

As the third and final class enters the room, some students hand him their 
assignments for shape simplification.  One student asks to go pay his fee.   

“I’ll give you an obligation, pay it by Wednesday and bring me the receipt.”  Then 
speaking to the whole class, “I want you guys to pull out your sketchbooks or get a 
piece of paper.  Get a pencil.  I’ll give you a couple of minutes to do that.” 

An older lady enters the room and begins to tell me about her son who “is very 
good at art.”  He goes to this school and his work has been exhibited in art shows 
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around the county.  She also loves art and enjoys being in Mr. C.’s class.  Later Mr. C. 
explained that she is a one-on-one paraprofessional for one of the ESE students in his 
class. 

Referring to the student, he states, “But he’s no problem.  He gets angry 
sometimes and yells out, but he can do the work.”  

Students begin to copy words and definitions that Mr. C. had written on the 
board… perspective, one-point, two-point, vanishing point, and horizon line.  Several 
students are sharpening their pencils.  This is the quietest it’s been all day.  There are 
nineteen students in the class today since four are absent. 

“Alright,” Mr. C. begins, “The next assignment we will be doing has to do with 
perspective.  Have you ever looked at a photograph and the photograph looks like this.”  
While explaining the definitions of the words on the board, he draws a rectangle on the 
board to signify the edges of the paper, draws the horizon line, a vanishing point, and 
two lines from the bottom of the rectangle upward to converge at the vanishing point. 

“This is an example of one-point perspective.”  He proceeds to illustrate two-point 
perspective by putting a second vanishing point on the horizon line and draw two more 
converging lines creating an intersection. 

“That’s the difference. The angles are different.”  He points out examples of 
perspective in the room such as the floor and the storage cabinet. 

“I’m going to show you transparencies and you’re going to tell me if it’s one-point 
or two-point perspective,” he explains as he pulls the overhead projector to the center of 
the room.  He starts with a photograph of buildings and with a marker traces the lines 
that create the illusion of perspective.  A few more examples on transparencies of 
posters, photographs, drawings, and paintings are shown as students recognize the 
type of perspective. 

“Here is the Last Supper.  Which type of perspective is it?”  Mr. C. prompted. 
“One-point,” three students answer in unison. 
“This is Escher,” he states as he places a transparency of Relativity on the 

overhead.  “When you know perspective you can manipulate reality.  Since this is the 
first time with perspective, I’ll have you do something simple.”  He begins to 
demonstrate how to draw cubes as if floating in the air from one vanishing point and 
then from two vanishing points. 

“Can we do letters instead of boxes?”  A student asked. 
“Yes, you can.”  And then Mr. C. begins to demonstrate how to construct a letter 

using the same technique. 
“You’re going to do eight boxes.  Two above the horizon line, two below the 

horizon line, two on the horizon line and two anywhere.”  He reaches inside his desk 
draw and takes out some drawings created with colored pencils and shows them one by 
one to the class.  “Here are examples done by other students.  I’m going to leave the 
examples up here if anyone wants to take a look at them.”  Mr. C. explains to me later 
that the work had been done in the night class that he teaches.  They do the same 
projects and I was to discover later that some of the students in his day class also take 
the night class.  So they do the projects twice. 

As students begin to work on their drawings, Mr. C. calls names for obligations.  
This time he does not let students leave.  Most students are working, but some are just 
talking. 
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“Do we do one-point and two-point?”  A young man asks from the back of the 
room. 

“I’d rather you choose between the two,” replies Mr. C. as he continues to call 
names for students to go up to his desk to sign and receive the form. 

“Since you’re a senior you have to pay by Thursday.  Show receipt to me and I’ll 
tear this up.” 

“Mr. C.  It’s a minimum of 8 boxes right?” another student asked 
“Yes, a minimum of 8, you can have more, but it’s a minimum of 8.” 
Someone enters the room looking for a student who is not there: yet another 

interruption to the day.  Mr. C.’s day ends at 2:30, but he doesn’t go home since he will 
be beginning his night class in three and a half hours.  This is a good opportunity to 
discover more about Mr. C. and his art program. 
  “Why did you choose teaching art as your career?” 

“I’ve always been good at art.  Ever since I was a child I always liked art. I always 
considered myself an artist first and foremost.  So I figured why not.  It was the only 
thing I liked.”  Mr. C. first attended Broward Community College where he earned an AA 
degree in Fine Arts.  After he transferred to FIU, he decided to pursue a teaching 
career.  FIU was the logical choice since it was close to his home and because he “liked 
the environment at FIU.” 

“So I decided if I was to do art, teaching art would be the best way to go and then 
if I wanted to work on creating art…. then I could do art on the side although my main 
income would come from teaching.” 

“Did you know about the art education program at FIU?”  
“No, once I was there I found out about it.”  
“Describe your teacher training.  How effective was it?”  
“I think I got more out of the other classes than I got out of the education classes.  

When it came to the general education classes, there weren’t too many that I really 
found I got anything from because a lot of them to me seemed like common sense.  
There were classes I enjoyed, for example, educational philosophy.  I don’t think I got 
anything from it other than being in a class that I enjoyed.  Probably the management 
class...that’s what I got the most out of …classroom management.  I had that class and 
the lab for that class and the secondary and elementary art education classes, the ones 
that were more focused on education as it applies to art was what I got the most out of.  
Other than that, not really.” 

“Did you have a class just on classroom management?   
 “Yes.  Everybody that was some kind of education major, they were required to 
take that course.” 
 “What did they deal with?” 
 “They deal with basically teaching classes.  They incorporated a little about 
philosophy and there was even a lab class where you had to actually go in and teach 
lessons.  They recorded it and then you go back and watch the video and you find 
things you could have done better.  And the things you’re doing that are good.  That 
class was very helpful to me.” 

“Did they deal at all with discipline management?” 
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“They mentioned discipline management.  That was more in the actual course.  
They mentioned it and there was maybe a chapter on it. They discuss it.  They really 
don’t focus on it that much.”   
 “What were the greatest strengths of the program?”   

“I think I got the most out of the field observations and the internship.  I kind of 
feel like I wish the internship have been longer.  When you add up the amount of time 
we did we were only there for one semester when I think we could have been there for 
at least half the year.  If you focus on only one level, for example I picked high school, 
so I had to intern in a high school.  The time that I spent at other levels, instead of being 
there for one week, I think maybe we should have been there for two weeks.  I like 
hands-on so I really appreciated going out there to the different schools and visiting with 
the teachers and talking with the teachers and watching how they ran their classes. And 
I saw teachers that I loved what they did.  I saw teachers that I didn’t like what they did.  
I knew what I wanted to take and I knew what I wanted to leave behind.  I got that only 
from doing the observations and during the internship. 
 “What were the greatest weaknesses?” 
 “I felt like I got the most out of courses that focused on art education.  I think that 
I could have had more of those.  At the same time though, I thought some of the 
teachers going in the program weren’t being taught enough.  Like their art background 
to me was very weak.  I mean obviously you don’t have to be a good artist to be able to 
teach art but you have to know a lot more than what they knew.  A lot of them, they liked 
art but you could see that they didn’t have a lot of experience in art.  I don’t know how 
effective they would be.  There could be more classes for example; studio classes, the 
history classes, the content of art.”  

“What training did you receive to meet the needs of special populations such as 
ESE students, ESOL students, and gifted students?” 

“There was only one class.  The one class that I took was a very interesting 
class.  We actually had to take fieldtrips and we had to go visit one center, an 
educational center that just dealt with ESE children with physical and emotional 
handicaps.  I thought that was interesting.  I mean I was exposed to it enough to figure 
out that that was too much stress for me personally so I think that was the major 
exposure that I got to it.   Other than that I really didn’t get too much other exposure to it 
in other classes that I took.” 
 “How about gifted students?” 
 “No, nothing at all.” 

“Was your training in studio courses adequate for meeting the needs of teaching 
those materials and techniques to your own students?”   
 “For me, yes, because I had an AA in fine arts.  I don’t know anyone else’s 
experiences.  That goes back to what I was saying before when I saw some others in 
the program, I felt like they didn’t knew what they were doing.  So maybe the answer is 
‘no it doesn’t’ but in my experience it does.” 

“Some teachers have said that they have that problem.  Like you can take 
ceramics but not know how to operate a kiln,” I explained. 

“That’s definitely true.  I don’t know how to operate a kiln.” 
 “What training did you receive to prepare you to teach art criticism, art history, 
and aesthetics?” 
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“We learned all that in the art education courses.  We discussed Feldman, we 
discussed various activities, what to look for in art and things of that nature.  Now that I 
think about it there was also another class.”  He pauses.  “That class was only 
dedicated to the art elements and principals.  I can’t think of the name of it.  We 
constantly did projects.  It was a hands-on class.  We constantly did projects that were 
focused on a different design element.” 

“What training did you receive for curriculum planning?”  
“Basically we did that in the visual arts courses.  We also discussed the CBCs 

(Competency Based Curriculum) and the Sunshine State Standards, the product or the 
process of art and they showed us how to write lesson plans.  But we did get a lot of 
things on that.” 

“Did you have to do a unit with scope and sequence?” 
“Yes.  For the secondary we had to write an entire unit, we had to have examples 

in the unit, we had to have it from beginning to end.  At different times during the 
semester we’d come in and show what we had done so far in front of the entire class.  
So that was great.  For example I had certain teachers who are coming in here [to the 
high school] and they had degrees in art but they didn’t have any experiences in 
education.  They didn’t know how to write lessons.  They didn’t know how to put it 
together.  Whereas I walked in and they told me what was expected of me in regards to 
what I had to have on paper, and I knew how to do my job.  So it was no problem for 
me.”   

“Describe your student teaching experience.”  
“I loved it and hated it at the same time.  The woman that I was assigned to…. In 

the end I think she helped me to get this job but she was totally unsupportive.   
Whereas, the woman that I spent most of my time with because my situation was a little 
bit different…. I was split between two teachers.   I was supposed to have one teacher.  
It was thought that she took the necessary courses and had the necessary credentials 
to have interns, but she didn’t so I guess they had some sort of deal where when a new 
intern came to the school it would be on paper that it was her that had the intern.  So I 
took over one of her classes…the woman that I was assigned to and then I was 
assigned to the other teacher the rest of the day.  The teacher that I was assigned to, 
she wasn’t helpful but she was doing a million things at the same time so she didn’t 
have time for me basically.  So when I was in her class and I told her what I was going 
to do with the students, she wouldn’t give me materials.  Because she was so busy and 
when I needed something… when I tried talking to her about it…she’d start arguing in 
the class in front of the students and everything.  It was terrible.  She was undermining 
me and even with the students she always called me by my first name so all the 
students started calling me by my first name.  It was a headache when it came to that.  
Whereas the other teacher she was totally supportive.  She liked to be in control so it 
got to the point where she went over all my lesson plans before I taught them and she 
was constantly there and watching me and had something to say.  And I think because 
of that it helped me to learn a lot because I was under a woman like that.  She helped 
me a lot so I loved the time I was with her and it even got to the point where she gave 
me supplies and helped me plan for the other class as well.  So she was very helpful.  
So as I said before I loved it and I hated it.  But at the same time it’s because of the 
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woman that gave me the headache at the time I had her, she was the big reason why I 
ended up getting the interview and got me the job.”  

“Would a longer internship have been helpful?” 
 “Yeah, I think so because just when I started to get comfortable and just when 
everything started to basically click and to flow that’s when I had to leave.  I think if it 
was longer I would have had a chance to see both sides, the side where I’m going crazy 
not knowing what I’m doing and the side that’s successful because I understand what I 
need to do.” 
 “What do you wish you had known before entering your first classroom that you 
did not know?” 
 “I don’t know because I feel that nothing really surprises me so I don’t even know 
if I can give you an answer to that question.  I think I’ve seen everything.  I was at good 
schools and I was at bad schools for my observations.  I was under difficult people; I 
was under people that really made it easy for me in my internship.   I even got to see 
the drama that goes on behind the scenes among teachers at schools were everyone is 
talking about you behind your back.  That was crazy.  I guess what really surprises me 
is that I could get a school that doesn’t have that drama.   No matter where you go, kids 
are kids.  You have bad kids.  You have good kids.  The kids are kids.  It’ more the 
people you work with I think that makes it interesting.  It has a large effect on the way 
you see your surroundings and your environment.” 

 “What’s the most important thing you teach?” 
“I think the basics.  I think what I’m doing now with this class, the design 

elements, the design basics.  If they don’t understand the basics of what they are doing 
they want be able to go on to higher level courses.  We haven’t gotten to this in the 
class yet but basically we talk about it and understand it.  I try to expose them to as 
much art as possible.  But when it comes down to it, even if they see none of those 
things that I expose them to, whether it be Pablo Picasso or someone else, what’s 
important is that they understand the basic design of art and when they can look at a 
piece of art work and figure out what the artist is trying to do.”   

“What are your long-term goals for your students?  What do you want them to 
take with them from their art education?” 

“I just want them to see art.  What I would like to see for them …even for those 
who don’t like art…those who don’t necessarily think they can do art…that they come 
out with an appreciation for it.”   

“Who decides what you teach?” 
“I do.  The county tells me what I should cover and what the student should learn 

but I decided how I want to teach it and what I want to teach.  If they need to learn 
design, it’s very general.  But you can learn basic elements of balance and basic 
elements of design and then you can learn color theory and things like that but it’s my 
decision on how to teach that.  I decided it which is good because I feel like I have 
freedom.” 
 “How well supported is your program in your school?  Do you feel you get the 
respect you deserve?”  
 “The previous principal, that we had, loved art and whatever we needed she got 
it for us.  We have a new principal.  This is the first year she’s here so I’m not really sure 
how she stands on the art department: whether she’s willing to give us everything we 
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need.  I guess we’ll find out by next year.  From what I understand she’s pretty 
supportive.  But I don’t have any experience or knowledge of that.” 
 “How about other teachers, do they treat you with respect?”  
 “Yeah, they do.  I mean I haven’t heard anything negative.  I heard it from one 
teacher, but I wouldn’t say because of one teacher…I wouldn’t say on a whole generally 
I feel that way.  No.” 
 “To what extent do you have to be an advocate for your program?” 
 “The only time I have to do that is around now because we’re trying to get 
numbers [students].  Because you want to promote the course, you go speak to 
someone’s class.  Everyone basically supports each other in this school which I like.  
When I was interning no one was willing to work with each other and share or anything 
like that which I thought that was very interesting.” 
 “Do you have an adequate budget, equipment, and supplies?”  
 “Yeah, but I’ve never been in a situation where I asked for something and they 
told me I couldn’t have it.  Yeah, I don’t need much so I don’t ask for much at all.”  
 “Do you have enough time for preparation, planning, and other duties of 
teaching?”    
 “Because I’m teaching one prep, it’s not that bad.  When I was teaching two 
preps and one was painting it got a little stressful at times.  There was a time when I 
was teaching more than one prep.  It was hard but I figured out ways to work in what I 
needed to do.”  
   “Is paperwork a problem?” 
 “Not so much now.   I think in my first year because I didn’t know how to handle 
paperwork, I felt overwhelmed by everything.  I was constantly taking work home with 
me so even when I wasn’t here at the school, I was at home doing work and so I felt like 
my whole life was school.  Basically I’ve learned how to mange it and use time better.  
On top of that the school has become more and more paperless.  So everything you do 
is on-line and on the computer and we just send everything back and forth.  It makes it a 
lot easier. 
 “Would you become an art teacher again, given the opportunity to start over?” 
 “Yeah, I think I would.” 
   
Observation and Interview #2 
 
 “I wouldn’t say that I excel as an artist, but I teach with a passion.  I was born to 
teach.  This is what I was supposed to do.  ‘Cause I feel like it just happens.  I don’t 
have to force it.  I don’t have to push it.”  Being a Seminole fan and having lived in 
Tallahassee for a brief period as a child, Ms. D. chose to attend Florida State University 
and knew from the beginning that she wanted to teach.  She is in her mid to late 
twenties and her race/ethnicity is white non-Hispanic.  She is entering into her third year 
of teaching at a middle school in Pinellas County.   
 On the survey she submitted she wrote, “I ended up teaching middle school 
which is about the last place I thought I would ever be, but I love it and I love my kids.”  
Ms. D. is eager to talk about her school, her career choice, her students, and her art 
program. 
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 “I wasn’t entirely sure what I wanted to teach. I thought maybe English; 
something in the liberal arts is where I was going to end up.”  Having acquired a strong 
art background in high school, she took ceramic classes at the FSU Union and then 
taught wheel-throwing classes.  These experiences helped her make up her mind.  “I’m 
a teacher who does art.” 
 “I was told not to teach south of central.  Students in this area have issues 
because they’re exposed to things a 13 year old should not be exposed to,” states Ms. 
D., but this is not just any intercity school in a mid-size city.  This is a newly constructed 
school of choice with a “state of the arts” classroom and approximately 700 students.   
 “The reason we don’t have a whole lot of the school problems?  We’re small,” 
explained Ms. D.  “An awful lot of teachers know an awful lot of students.  And when 
you know that there might be somebody out there that knows you, there is no 
anonymity.  The fundamental policy (a policy that parents agree to in order to have their 
children go to the school), the fact that so many parents are more involved helps as well 
and I think once kids figure out there’s an awful lot of teachers here that genuinely care 
and are concerned about their students and are really interested in having them in their 
classes it makes them want to stay.”  Since this is a school of choice, parents and 
students have to agree to abide by the policies set by the school.  Parents have to 
attend monthly meetings and students have to abide by the rules.  If these conditions 
are breached, they are forced to leave the school and have to attend their neighborhood 
school.  
 “Ceramics is my area of expertise,” Ms. D. states right up front.  That fact is 
obvious by the layout of the spacious room.  Four ceramic wheels, five 5-gallon buckets 
of reclaimed clay, ten boxes of clay under a slab roller table, and a drying cabinet filled 
with projects wrapped in plastic take up one-third of the classroom space just inside the 
main entrance.  The walls are covered with students’ art work, art reproductions, and 
posters for art elements and art principles.  Two young female students are finishing up 
the pots they have thrown.  Students are encouraged to sign-up to use the potter 
wheels before and after classes.  Ms. D. sends the two girls off to class as she heads 
out to the main hallway to sell eight grade T-shirts for the student council, one of the 
many committees and responsibilities for which she has volunteered.  Realizing that Ms. 
D. is very involved with many aspects of the school, I’m curious about how she and her 
program are viewed by others in the school. 
 “In terms of camaraderie with the other teachers and general appreciation and 
respect for the program and respect for the fact that I am a real teacher teaching real 
things, I have no problems.  I really feel like I’m treated as a peer by probably 98% of 
the staff.  But I make the school look good too.  When you enter five shows and you get 
in all five shows and you win awards in three of them, you’re doing okay.  Of course 
everyone’s biggest concern is the budget and I am not funded nearly as well as I should 
be.  I don’t think that funds are really even dispersed in a particularly fair manner.  For 
every teacher in the school to get exactly the same budget doesn’t make sense, 
especially when I see twice as many kids as every other teacher in the school except for 
the other electives.  And I’ve got expendables.  Mine walk out the door.  The clay, the 
paper, the paint, it doesn’t come back.  I can’t reuse it.  It’s gone.  That’s a challenge.” 
 “To what extent do you have to be an advocate for your program?”   
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 “I think we’re always advocates for our programs.  I think it’s essential that we be 
advocates for our programs because if we don’t toot our own horn nobody else is going 
to.  I go to an awful lot of PTSA meetings, the SAC meetings.  I think it’s our 
responsibility.  Nobody else is going to do it for us.  And if we don’t advertise ourselves 
and really make people see how valuable and vital and important our programs are 
nobody else is going to.  One of the things that I really, really appreciate about the 
county that I teach in that… where there’s a tendency for there to be isolationism there 
isn’t …like it would be really easy for all of us to just crawl in a hole at our school and 
not have any communication what so ever or discourse with any other art teachers at 
all.  Our art supervisor really doesn’t jive with that.  She really advocates discussion and 
communication and sharing because at your school you really are the lone ranger, 
you’re it.” 
 As one example of how she stays in touch with other art teachers, Ms. D. later 
showed me the countywide messaging site that keeps her informed “about all the 
different things going on in the county.  If I have a question about whether or not I can 
fire the aluminum armature wire in my kiln, I can post the question and it will be 
answered I can almost guarantee within half an hour.  Each specific discipline has its 
own message board.” 
 Our conversation comes to a halt as Ms. D. gathers up the t-shirts and money 
box from the table in front of us.  She has sold no t-shirts today, but that doesn’t 
dampen her enthusiasm as she quickly transitions into her next assignment which is hall 
duty.  She jokingly runs the kids to their classes while demonstrating her ability to know 
most of their names.  As we walk back to the classroom via the office where she 
deposits the t-shirts and cash box, Ms. D. briefs me on her schedule and the plans for 
the day.  Eighty minute-long classes are arranged on a 4 X4 block schedule.  The first 
of four periods is her planning time followed by lunch, so she does not start classes until 
11:45.  As we enter the art room, she points out the criteria for projects students will be 
doing that are written on the board. 
 “Organization is a strong point with me.”  During her planning time she prepares 
clay, grades papers, inputs grades in the computer, and checks to see which students 
have not finished their work. 
 “I do not take unfinished work.  Finishing work is a life skill.” 
 It’s time for the first class and Ms. D. stands by the door to welcome eighteen 
sixth graders. 
 “Come on.  You’re going to be late.  It’s B week.  Are you supposed to be here or 
in Ms. Jones’s class?  The homework assignment goes in the homework bin.  Any other 
miscellaneous work, give to me.”  She moves quickly towards her desk and students 
start to sit down. 
 “Students, get your paints out of the closet,” she interrupts their attempts to alight 
in their seats. 
 “Can we start painting?” a boy asked. 
 “Do you have anything to paint on?”  Ms. D. replied.  
 “No,” he responded.  Several students laugh and Ms. D. obviously enjoys joking 
around with her students. 
 “Is Jennifer here today?”  With grade book in hand, Ms. D. quickly takes role. 
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 “No” the students reply in unison.  Students get the paints from the closet and 
retrieve brushes which are next to the sink. 
 “Hurry up and get your paint.”  Holding a clicker in her hand she clicks several 
times…Click-click…and calls out, “ladies and gentlemen” to get their attention.  At the 
front of the room she demonstrates how to handle the paint.  
 “Don’t use the paintbrush like a mop.  Use it like a pencil.”  Some students at one 
table are talking and laughing.  Ms. D. stops and flashes a serious disapproving teacher 
face in their direction.   
 “Waiting for you.”  When they get quiet she continues.  “We’ll take a break after a 
half hour and I’ll tell you what to do for the background.”  She passes out paintings that 
are in progress, giving suggestions to individual students.  Today they continue to paint 
on their drawings of two views of a shoe. 
 “Can we start?”  A girl pipes up. 
 “Yes-s-s-s,” replies Ms. D. in chorus with several students. 
 “Back counter….if you need paint come to me.”  One by one several students go 
to the counter were Ms. D. is standing. 
 “What color do you need?” 
 “Pink,” a girl speaks softly. 
 “You get white and you get red.  What color do you get?”  Ms. D. asks while 
pouring paints into the egg carton. 
 “Pink,” the girl replies even more softly. 
 “What color do you need?”  she asked the next students. 
 “Orange” 
 Students work quietly except for one whose voice carries across the classroom 
above everything else.  She and the others at her table are talking.  Ms. D., overhearing 
their conversation, calls her name. 
 “Rachel, that’s why we don’t call each other names.”  Rachel continues talking 
non-stop as Ms. D. circulates around the room reminding students how to handle the 
brush and helping them mix colors.   
 “Put the paint brush down in the sink please so you don’t end up wearing it,” Ms. 
D. directs from across the room when a student is spied putting the paint-filled brush on 
the counter.   
 “Jacob, we’re not painting other people’s stuff,” she admonishes when she sees 
him pretending to paint Rachel’s artwork. 
 Click-click.  Click-click. 
 “I know I said a half hour, but I have four people ready.  One…two…two and a 
half…three,” she counted off to get their attention.  She first reviews analogous colors 
which students have used to paint the shoes. 
 “Now we’ll use complimentary colors for the background.  Complimentary colors 
are across from each other on the color wheel,” she explains while pointing to a color 
wheel on the wall.  “The color of the shoe will be in high contrast to the background.  
John, you’ve got blue shoes, what colors can you use?”  Satisfied with the students 
reply, Ms. D. gives the students a 10 minute break. 
 When students return from their break, Ms. D. resumes dispensing paint.   “So, if 
you’re ready for background color, bring your paint container to the back counter.”  As 
Ms. D. pours paint into egg cartons she talks to some students about books and 
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recommends a companion book to Harry Potter.  She has good rapport with her 
students and obviously enjoys the interaction.  There’s a lot of talking and laughing, but 
most students are on task.  One student gets paint on himself and Jacob and Rachel 
laugh. 
 “Rachel, it’s not that funny,” Mr. D. calls her down.  
 Click-click. 
 “Ladies and gentlemen…ladies and gentlemen…ladies and gentlemen.”  The 
class finally gets quiet enough to hear the directions.  “For clean-up today, the brushes 
go next to the sink and the paint containers in plastic bags go on your shelf.  We’ve got 
four minutes.  Go.”  Some students stopped painting and began to clean up.  Others 
were reluctant to give up the brushes and paint. 
 “Alright, stop and clean up.  I should not see anyone painting now.  When you’re 
finished cleaning up, have a seat at your table.”  Ms. D counts from one to fifteen. 
 “We have an issue ladies and gentlemen.  Look over here, there’s paint on the 
counter.  If you make a mistake, clean it up.”  One of the girls goes over to clean up the 
mess as the rest of the class prepares to leave the room. 
 As thirty seventh grade students enter the room for the second period, Ms. D. 
finishes straighten up from the last class and meets them at the door.  “Come on in, 
you’ll be late.  It’s a B day.”   
 “Okay” 
 Click-click. 
 “Ladies and gentlemen,”  Ms. D. calls out to get the students’ attention.  She 
takes role and passes out computer paper. 
 Click-click. 
 “Perspective is about precision.”  Ms. D. emphasizes the point by writing it on the 
board.  “I should see fronts of faces.  I got a lot of people not looking up here.  In linear 
perspective your lines have to be perfect.  Write this below perspective is about 
precision in your notes.  Why are people looking at me?  Write it in your notes now.  
When you’re finish with that, put pencil down please.” 
 “Draw a horizon line on the back of your paper,” instructs Ms. D as she does the 
same on the board.  There is a lot of student interaction and the noise level increases. 
 Click-click.  When student are relatively quiet, Ms. D. repeats the instruction. 
   “Draw a horizon line on the back of your paper.  One…two…three…you should 
have done it” 
 “Put a dot on the horizon line.”  She simultaneously puts a dot on the board and 
then walks around the room to check if students have done the same. 
 “Draw a square or rectangle,” she directs while drawing one on the board.  As the 
level of noise rises, she blows a whistle to get their attention. 
 “Draw lines from the dot to the corners of your square or rectangle.”  Again she 
demonstrates on the board and circulates the room to check on student progress. 
 “Oh, my gosh, oh, my gosh,” she exaggerates her movement and tone of voice 
as she stops and looks at a student’s work.  “You got it.”  She returns to the front of the 
class to continue the demonstration. 
 “I got lots of back of heads.  You’re finished your drawing so I don’t know what 
you’re doing.  Follow the show.”  Ms. D. now demonstrates how to draw a second 
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building.  “Draw a second building on your paper.”  Again circulates the room trying to 
help as many as she can. 
 “Raise your hand if one person at your table is totally confused,” she asked 
realizing that many students are having trouble with the concepts. 
 She then demonstrates how to draw windows on the front and side of the 
buildings and again walks around helping students with their windows. 
 “I got about four people who got it right.  You have to follow the rules.  What kind 
of line makes windows on this side of the building,” pointing to the receding side. 
 “Vertical….Horizontal…” randomly spoken by students across the room. 
 “SLANTED!”  Ms. C. exaggerates for effect and her eyes rest on two students 
who are fooling around.  “You two dudes are cruising for detentions.”  She again 
demonstrates drawing windows with slanted lines and again circulates the room.  
 “Ladies and gentlemen, now that I’ve sufficiently burnt your brain for today…a 
three minute break.”  All students leave the room but seven. When they return Ms. D. 
uses her clicker to settle them down. 
 Click-click.  Click-click. 
 “I see lots of windows that make lots more sense.  In the city, particularly, you 
have buildings and _______,” prompting students for an answer. 
 “Roads,” students reply with confidence. 
 “Roads,” Ms. D. reaffirms their answer.  “First thing, roads don’t go through 
buildings.”  She demonstrates how to draw a road in perspective.  “For homework 
tonight, use what you have in front of you and draw five buildings.  Write this down,” she 
explains as she writes the following directions on the board.  “Use the steps.  Follow the 
rule.  Use one dot for all buildings.  As soon as you’ve done that, put pencils down and 
show me your eyes so I can give you your last piece of directions.  Take two pieces of 
paper home for homework.  You have sixteen minutes, start your homework.”  Students 
continue talking as they do their work and Ms. D. walks around helping students. 
 Click-click.  Click-Click.  Ms. D. walks back to the front of the room to get 
everyone’s attention. 
 “Okay, waiting for you.  If you don’t have a ruler at home, you have straight 
edges you don’t know about.  File folders, notebooks, etc.  One more minute and then 
I’m collecting my rulers.” 
 A few minutes later, “Let’s pack it in.” 
 Later, Ms. D. explained the point system she uses as part of her discipline 
management plan.  Students are allowed to sit where they want until they lose all their 
points. 
 “My third period today lost half a point because it was just at that place where I 
was done.  But I also understand that what I’m teaching right now to that class is hard, 
is challenging for an awful lot of the students in there so some of that frustration if going 
to be vocal.  I understand that and I’m willing to accept it.” 
 As thirty eighth graders file in for the fourth and final period of the day, another 
teacher wheels in a cart containing laptops. 
 Click-click. Click-click. 
 “Alright, ladies and gentlemen, eyeballs, earlobes.  Here’s my deal.  We don’t 
have time to lollygag.  At this point we got to go….”  She’s interrupted by the excessive 
student talk. 
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 Click-click.  She waits for everyone’s attention. 
 “You’re responsible for what you’re supposed to do.”  Students had signed up for 
one of three available projects; a mural project, using computers with Photoshop, or 
painting ceiling tiles.  They also had the option to work on the potter’s wheel or finish 
their ceramic projects.  Students start to get laptops from cart and Ms. D. hands out 
packets with instructions and the rubric for each project.  The noise level rises.  There 
are some problems with the computers.  While these students wait, Ms. D. helps a 
student center clay on the wheel.   
 “You should not be logged onto your computer.  Wait for Ms. C. to restart the 
server.” 
 One student is repeatedly making a high pitched noise. 
 “Who ever the bird over there is, let him die,” Ms. D directs without turning 
around. 
 The students who are supposed to be on the computers get restless and find 
ways to entertain themselves by playing with the laptops and the electrical cords that 
retract from the ceiling.   
 “Ms. C. said you can log on,” called out a student who had gone to check on the 
problem. 
 A moderate level of pandemonium spread across the room.  It is difficult to tell 
who is working on which project.  At one point, a boy comes out of the supply closet 
with two balls under his shirt and walks to the teacher who at first ignores him. 
 “Put them back where you found them,” she instructed when he would not cease 
vying for attention.  He goes over to another student.   
 “Now Sean, I didn’t say show them to everyone,” she says in a calm voice.  
 “Some kids are just goofy because they’re in the eighth grade,” Ms. D. 
volunteered towards the end of class.  “Some may not be working, but they’re not doing 
anything that’s detrimental to other students work so…..” 
 It is quite clear that Ms. D. has great patience and empathy for these middle 
school students, their raging hormones, and their home situations.  When I asked her 
later during the interview about the effectiveness of her teacher training, it was the 
educational psychology class that she found to be most helpful. 
 “That was the single most important class I took.  It gave me insight in terms of 
developmental stages that they go through, how and why they’re motivated, how to 
motivate students, how to understand why a student may or may not be functioning real 
well.  Like I had a student today (in the last class) that wasn’t feeling real well, hadn’t 
gotten a whole lot of sleep, that kid wasn’t going to be real functional today because 
he’s other needs had not been met, some of his basic needs.  So now I have a parent I 
need to call this evening.”      
 “How effective was your teacher training.” 
 “I know it was better than what I’ve heard from a lot of other people at other 
schools.  I hesitate to say because I don’t have anything to compare it to, that’s part of 
the problem.  I think there were definitely some areas that should have been addressed 
better…you know, in hindsight...there were some things that were over addressed.”   
 “And what would those things be?” 
 “Classroom management, because it’s one of those things and now I’m teaching 
I understand that it’s just one of those things that you have to do.  You have to figure out 

 131



what works for you, what doesn’t work for you.  And now the educational psychology 
class that I took was probably the most helpful class in terms of my teaching.”  
 “In terms of my own personal development,” Mr. D. continued, “there’s a class on 
aesthetics, there’s a class on criticism, there’s a class on studio production but the 
funny thing was, it was about the theory of the thing.  It wasn’t about how to teach it.  I 
learned more about how to teach it by watching the instructor.  I’m interested in doing 
something that’s DBAE based.  I’m interested in teaching history, criticism theory and all 
that stuff.  I understand what they are and the theory behind it.  Now tell me how to 
teach it.  I really didn’t get that piece I think as well as I could have.  I don’t think it was 
addressed as well.  But our classes were really split 50/50 with graduate students.  So 
you know I think it was kind of a weakness of the program because even a lot of the 
graduates had never taught in the classroom.  So that made it hard.  I’ll straight up say 
that my senior seminar was a joke.”  
 “What was the senior seminar?” I asked. 
 “It’s the last class that’s supposed to be your pre-internship prep class.  And 
basically we wrote a whole bunch of really bad lesson plans and it was taught by a TA 
which I don’t understand.  This is supposed to be the culmination where you bring it all 
together and you figure out how to make things fit in your curriculum.  I was looking for 
how to synthesize all this other stuff that I had gotten and making it into something I 
could teach, hopefully under the tutelage of someone who had really taught it, along 
with dealing with the real life day to day issues of things like budget, and classroom 
control, and material management, those kinds of things.  I was kind of looking for that 
and we had a TA that taught it which was fine because he had actually taught middle 
school for six or eight years in Chicago before coming down to work on his masters or 
doctorate or whatever he was working on.  But the lesson plans I made I can’t use any 
of them and I knew I was just writing them to write them.  It was busy work.” 
 “The other weakness of the program was that at Florida State,” Ms. D. continued, 
“it’s geared to elementary education and I know that a lot more teachers go into that so I 
understand that that was really kind of where the slant was.  But in my two years in the 
program I only had the opportunity to observe at a high school and middle school twice.  
That was really unfortunate because at that point and time I was really interested in 
teaching high school.  When I went on as an internship at [a high school] and I ended 
up knowing several other high school art teachers through that experience, they said 
they had never been asked whether they would feel comfortable having a college 
students come in and observe them.  So I don’t understand how you’re supposed to 
pick up things like classroom management, materials management, that kind of thing if 
you aren’t taught it in a class and then you’re not really permitted to go look at the area 
you’re interested in.  I really kind of saw that as a weakness for the program.” 
 “What training did you receive for classroom management including management 
of student behavior?”   
 “I know we talked about it in my senior seminar.  I got it obviously in my 
internship.  We talked about it more in my educational psychology class than we talked 
about it ever in an art education class which makes it even more complicated because 
even in the educational psychology class…what would happen is…she would separate 
us by disciplines because the class had like sixty kids in it.  So you would be talking to 
people in your field when you were brainstorming ideas and talking about classrooms.  
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Because I was the only art education person in the class, I would end of with the chorus 
people and the elementary education people.  And for chorus and band I can kind of 
see the similarity, but for art you have so many things to keep on top of and so much to 
be mindful of that...yeah, no…Just not enough.” 
 “What training did you receive to meet the needs of special populations such as 
ESE students, ESOL students, and gifted students?” 
 “There was actually a whole class that we were required to take on ESOL 
strategies which frankly was another huge joke because a lot of the ESOL strategies 
are kind of no brainers anyway.  Its stuff you would do to help any child that’s having 
difficulty and as an art teacher we do them naturally.  You make list on the board.  We 
do process steps.  We break it down into smaller steps.  There are always illustrations.  
There’s always a demonstration.  They’re usually at a table with other kids so there are 
other people for them to cue off from.  As far as the ESE kids were concerned, the art 
therapy class really addressed that and it addressed it fairly well.  So that I can not only 
know how to assist those students and how to kind of speak their language and get the 
most out of them, I can also understand what they’re capable of.”   
 “Was your training in studio courses adequate for meeting the needs of teaching 
those materials and techniques to your own students?” 
 “A lot of them.  I think so.  It’s funny because I had a basic understanding of a lot 
of the different media, just because I was wonderfully blessed in high school.  But for 
the most part, the drawing classes I was disappointed in because it was more 
experimental, independent learning, not specific drawing instruction.  But the painting 
class I felt was very good because he broke it down and did actual teaching like this is 
how you mix colors, this is how you apply colors, this is how you make layers with oil 
paint, this is how you use your brush.  So all that stuff that as an art teacher you have to 
address was addressed in that class.”    
 “What I was hoping to find in my senior seminar was, okay, I want to do a 
printmaking unit, what can I reasonably expect from X age group.  How do I approach 
that?  How do I break it down?  It took me two years to figure out that if I just give them 
a step sheet for printmaking, that’s all I had to do, the demo and the step sheet.  
Somebody could have told me that while I was in college.  The step sheet and the 
rubric…if someone would have given me that from the jump off, life would have been so 
much better that first year.” 
 “What training did you receive to prepare you to teach art criticism, art history, 
and/or aesthetics?” 
 “Well, we had classes on those and it was titled teaching art history, teaching 
aesthetics and criticism, but it wasn’t about how to teach it.  And then you had the 
regular art history classes that you were required to take.  It was about the theory 
behind it; either why it was important to teach it or the pedagogy that surround that 
particular area.  In the aesthetic and criticism class, we did a lot of work that was 
aesthetically based and it was kind of one of those things where you could tell that by 
watching them teach it, by watching them model, you would be picking up how to 
incorporate that into your curriculum but that was never really entirely, explicitly stated.  
So it was a lot of just theory about the different disciplines.  And I still struggle with how 
to integrate it in a meaningful way for the students.  I do a lot of pop culture, Pop art and 
we talked about De Vinci and the history of linear perspective and everything before we 
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started this unit.  So that they have a clue about what’s going on but I don’t feel like I 
incorporate it quite as much as I could.  But I’m still figuring that out.” 
 “What training did you receive for curriculum planning?”  I asked. 
 “So many and the training of it is…. that depending on where you teach there are 
different expectations in terms of how to write a lesson plans.” 
 “By writing on those forms could you then transfer what you were doing into a 
new format for your school system?” 
 “I could have had the lessons been on anything that I was ever really interested 
in teaching.”   
 “Did they tell you what your lessons had to be on?”  
 “The teaching studio art was pretty much you could do whatever, however you 
wanted to.  But with teaching art history you weren’t doing a DBAE lesson plan, you 
were doing a teaching art history lesson plan and I wouldn’t ever do an entire lesson 
that was nothing but art history.  It takes all those little bubbles working together and 
that really wasn’t what was happening in the individual classes.  It wasn’t my 
understanding of what DBAE really is suppose to be.  It’s really supposed to be a 
balanced integration of all the disciplines in a way that they support each other and that 
they makes sense and that it isn’t forced.” 
 “Describe your student teaching experience.” 
 “As an art educator you intern at the elementary level and then you do a 
secondary one, totally, completely polar opposite experiences.  I did the elementary 
experience and she was very supportive, very open to ideas, very interested in allowing 
me to figure it out for myself, and allowing me to fail and figuring out how to fix it.  She 
was an excellent teacher and the things that she taught me like the intangibles you can’t 
quite explain…how to be with the kids, how to be sensitive, how to be firm, that kind of 
stuff…she was absolutely awesome.  So then my high school teaching experience.  
Whereas my elementary mentor had very strong classroom management.  The students 
were very well trained.  There were rules.  They knew exactly what they were.  They 
knew there were consequences.  The high school teacher that I had was beyond laid 
back.  There was very little classroom control.  She was kind of the era where you gave 
the students the materials and its due on Friday.  So for me coming out of a DBAE 
program where I wanted to do a segment on Aborigine art work and do bookmaking 
kind of at the same time and do dot painting and integrate all this really cool cultural 
stuff, the kids weren’t used to having someone teach vocabulary, teach art history, 
teach aesthetic, have them answer questions about art work.  I really didn’t get the 
support I needed from her.  It was because our personalities were so different and how 
we would choose to run a classroom that I never felt like she supported me in any of the 
discipline stuff I would try to do or any of the structure that I tried to provide.  So that 
really kind of left a bad taste in my mouth.  But at the same time it works for her so it 
was again I guess one of those experiences in watching and understanding that 
different things work for different people.  I did have the opportunity while I was there to 
work with the 3-D teacher because I was the clay person and I also worked with the 
humanities teacher because I had the language arts background.  I really appreciated 
that and all of their teaching styles were very different. So that was helpful for me.” 
 “Would a longer internship have been helpful?”   
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 “Those were long enough but I think what would have been more helpful for me 
would have been more breadth of experience.  Like the term before you do your 
internship, when you have that senior seminar, you should be required to spend an X 
amount of time at this elementary school and this amount of time at another school so 
that you see one teacher more than one time.  If a student teacher had walked in today 
during my fourth period while I had kids going everywhere and kids sitting still because 
their computers didn’t work and this, that and the other, that’s totally different from what 
second period was so I think more extended observations so that you actually get a real 
feel for what happens in that room.  You can develop at least a little bit of discourse with 
that teacher to where you can ask them and feel comfortable asking them some of 
those questions that you as a beginning teacher need to know.”   
 “What do you wish you had known before entering your first classroom that you 
did not know?”   
 “I needed a deeper understanding of how political it really can be like the actual 
running of the school and that was another part of the problem with my internship is that 
both of the teachers I interned underneath were really very lone ranger and didn’t 
interact with any of the rest of the strata in the school.  As you’ve seen not necessarily a 
really good fit for me because I like to be involved, I like to know what’s going on with 
my students.  So in that respect I wish I would have understood more the politics of the 
thing.” 
 “What’s the most important thing you teach?” 
 “I teach self-esteem and I teach the importance of finishing, the importance of 
having goals.  I think in middle school, they’re still at that place where they’re still 
impressionable, that the art is really the vehicle that I use to teach the other really big 
important things.  And definitely I would rank the appreciation of art up there.  But above 
that, really for me as a teacher, comes students’ self-esteem and their feeling of self 
worth and that they can really do something.” 
 “What skills and/or concepts are most important to be taught in art?”   
 “I think it’s important to teach art appreciation.  To understand that it exists 
everywhere.  And that’s something we really talk about at the beginning, that it’s such a 
vital part of our life that in order to understand who we are, where we are, and where 
we’re going as a people, as a culture and even as an individual, that you have to 
examine all the art that happens around you.  As far as more art based things...drawing 
because that’s really a portal to an awful lot of other places.  If you can understand and 
conceptualize how to take something that’s three-dimensional and make it two-
dimensional or realize an image that you have in your head graphically on paper that’s 
going to get you pretty far, artistically speaking.”   
 “What’s the role of criticism, art history, and/or aesthetics in your program?” 
 “I think aesthetics and criticism does play a role.  It’s hidden in the rubric I use.  
Students are constantly asked to critique and have an aesthetic conversation about 
their own work.  Art history typically applies at the beginning of a unit where I’m trying to 
establish the roots for why we’re doing what we’re doing.  It’s not just a random project 
that I picked out of my hair one day and say ‘Hay, that looks cool.  Let’s go do that.  But 
there’s really a history there and that they’re not the first people to ever be doing this.  I 
think it’s important that students realize and understand that and are exposed to it.   By 
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doing that it makes the project itself more meaningful cause it’s attached to something 
not just them. 
 “Who decides what you teach?”  
 “The Sunshine State Standards and the national standards obviously play a large 
role.  In this county we have something called the essential learnings which are 
streamlined, more specific versions of the Sunshine State Standards.  In that respect I 
kind of get to tell myself what to teach because I’m on the committee that put them 
together.  But we left them intentionally broad so that, like one of the essential learning 
for sixth grade has to do with, students will have an experience with a variety of painting 
media.  So I can do the big acrylic projects that I’m doing right now and then follow it up 
with a little landscape watercolor real quick sort of thing because watercolor isn’t 
something I’m real comfortable with so I can teach to my strengths but then my students 
still get that experience that they may tap into later on.  So really it’s a combination of 
my own personal choices and what I feel is most important because those things 
obviously you’re going to teach probably a little deeper than you teach some of the 
things that you aren’t as good at or are as comfortable with.  I don’t want to say less 
important because if they’re the essential learnings then they’re supposed to be taught.”  
 “Would you become an art teacher again, given the opportunity to start over?” 
 “Absolutely...oh yeah.  There’s thinking that goes into it and that’s involved in it, 
that’s when you’re crafting the unit, but once I know where I’m going it just goes.  It just 
works and when you find something like that in your life, it fits and feels that good, then 
you know you’re in the right place.  And my only…it’s not a regret. It’s more of a 
concern…is the pay.  Because at present I have a husband that’s going back to college 
so we have to live on my salary and I think it is absolutely disgraceful what we pay 
teachers.  Because really who do you want teaching your kids.  You want the one that’s 
got a passion, that’s got a real understanding of what’s going on out there, that has 
some worldly experience, that is above and beyond and you should be paid accordingly.  
You know when you think about the effect that a teacher can have both positive and 
negative, it is absolutely probably the most daunting thing ever.  I had someone ask me 
right after I graduated what I was going to do.  And I was going to teach.  This guy 
looked right at me and said, ‘Is that all the bigger your dreams are?’  And I looked at him 
and I said, ‘What bigger dream is there, man?  Do you realize that if I teach for thirty 
years the number of lives I can touch?  The number of minds I can direct?  The number 
of things that I can show people, that I can expose them to?  The gratification that I can 
give to people, the feeling of self-worth?  That I can make them competent, that I can 
make them better citizens, better people?  What bigger dream is there, man?”   
 “Is there anything else you’d like to say?” 
 “I probably have made it sound an awful lot like my art education degree really 
didn’t do a whole lot for me.  And that‘s not entirely true.  The problem lies in …that 
because people are so different, their teaching style, the way you approach things is 
always going to be different, and trying to design a program that addresses the needs of 
a widely diverse group would be…I mean is really kind of mind boggling.  And in all 
fairness to the program, I think as is true in an awful lot of college education, there are 
certain things you can only learn by doing.” 
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Observation and Interview #3 
 
 I arrive early at an inner-city elementary school in Overtown, a low socio-
economic neighborhood in Miami that is predominately African-American.  The school, 
with approximately 500 students in attendance, has the appearance of being a part of 
this neighborhood for many years.  As I wait in the office for Mr. H.’s arrival, I wonder 
what’s taking so long.  When he arrives about twenty minutes later, he explains that he 
was at bus duty which he does every morning and afternoon. 
 Mr. H. is a graduate of the University of Central Florida.  He has completed one 
full year of teaching art and is starting on his second year.  In his mid to late twenties, 
his ethnicity is Hispanic and English is his second language.  He speaks softly and 
pauses frequently to gather his thoughts before continuing our conversations. 
 The art room is already set up for the first class of the day.  On the bulletin board 
at the front of the room is a picture of Martin Luther King.  A drawing of an African mask 
is next to it.  Along the other wall are student made Native American Drums.  On the 
opposite wall are a reproduction of Frida Kahlo’s self-portrait and seven posters each 
illustrating an art element.  Mr. H. feels fortunate to have an art room with plenty of 
storage and a sink. 
 Mr. H. teaches 19 classes a week, second through fifth grades plus 3 self-
contained ESE classes.  He says that he has sufficient planning time, but there’s a 
problem.  He’s always being asked to cover other classes during that time.  He believes 
the principal is supportive, “but she asks for a lot, especially the month before Martin 
Luther King’s birthday.” 
 He showed me the project that he will be teaching in some of the classes today.  
It’s a mask made out of a plastic gallon-sized water bottle that had been cut down the 
middle so that the handle creates the nose.  Several layers of newspaper strips have 
been glued on to create the appearance of paper mache.  The design, a little more 
sophisticated than an elementary student would do, is painted with red, green, and 
black tempera paint. 
 “I didn’t learn this in school.  I got the idea from a former art teacher at this 
school, Mr. D.,” he explains. 
 The day’s activities begin as eleven second grade students enter the art room.  
One student immediately picks up the boxes of crayons in the middle of the table. 
 “I did not ask you to touch that yet.  You’re supposed to be listening to morning 
announcements.”  Mr. H. directs his next comment to the paraprofessional that has 
come in with this ESE class.  “Where is Ms. T.’s class?”  This art class is a combination 
of two classes. 
 “Maybe they’re testing,” she replies.  The main instructional focus of the school is 
preparation for the FCAT and for that reason students and sometimes entire classes are 
often pulled out of the art class. 
 “I’ll be back in a minute.  I’m going upstairs to check,” said Mr. H. as he briskly 
walks out of the room.  In a few minutes he comes in the back door and the missing 
class of fourteen students comes in the front door. 
 “Ms. T.’s class, get to your seats.”  When they are ready, they are given a Xerox 
copy of a mask. 
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 “We’ve missed too much of class.  Today we’re going to finish coloring our mask.  
When we finish coloring, we’re going to cut them out.  Does anyone know the colors for 
African masks?” 
 One student reads the words from the board, “Red, black, green.” 
 “Very good, Patrick.  Does anyone know why we are making African masks?” 
 Several reply, “It’s black history month.” 
 Mr. H. chooses two students to hand out paper plates.   
 “By the way, I like the way you’re behaving this morning,” directing his attention 
to the eleven ESE students.  “Because of that we’re going to continue to the next step.”  
To the whole class, “Raise your hand if you’re ready to start cutting out.”  Half the class 
immediately raises their hands.  As he passes out the scissors, a boy taps him on his 
back. 
 “Someone is touching me with their hands.  That’s not the way to get attention 
from the teacher,” said Mr. H.  The boy instantly raises his hand. 
 At one point Mr. H. says, “Thank you for your patience,” to another boy whose 
hand has been up for a while. 
 “You need to put more pressure than that.  You need to make it darker than that,”  
Mr. H. instructs another as he moves around the room.  One of the girls in the regular 
class has been talking loudly and disturbing the others at her table by grabbing the 
supplies from them. 
 “Do you know what to do?”  He responds to her inappropriate behavior.  She 
nods her head up and down.  “Move over there,” he continues while pointing to the back 
of the room.  She shows her anger by jerking her body in defiance.  “I’m just helping you 
to stay out of trouble,” Mr. H. attempts to rationalize with her.  
 Another student waves his hand franticly to which Mr. H. replies, “Tyrone, give 
me a second, I’ll be right there.  Thank you for raising your hand.” 
 Patrick is out of his seat and Mr. H. responds, “Patrick, rule #2.  What does it 
say?”  Patrick sits down.  Mr. H. directs his next question to the whole class.  “Do I need 
to go over the rules?” 
 “No-o-o-o,” several students chant.  Mr. H. spends a good part of his day 
modeling respect for the students, referring to the rules, and praising appropriate 
behavior.  He admits that behavior has been one of the main problems.   
 “They come to school with attitudes, lots of hostility brought from home.  The 
class you will see at the end of the day, I talked to the teacher and she’s keeping some 
of them for this next project.  The last time they were here fighting broke out.  I’ve 
learned to use a lot of things like having patience, bringing them back to the classroom 
rules.  I can post the rules but if I don’t bring them back to them it’s worthless.” 
 Some students are raising their hands as they need paper plates.  A security 
guard walks in and begins a conversation with the paraprofessional creating more 
distractions in this class of active second graders. 
 “I hear some people talking at that table,” said Mr. H.  Five little fingers go up to 
point at one of their fellow students.  “Don’t point.  You know what to do.” 
 As the end of class approaches, Mr. H. claps his hands to command attention.   
 “We’re going to start cleaning up.  Let me see which table will be the best 
example.”  Apparently, Tyrone was meeting expectations as Mr. H. singles him out for 
praise.  “Everyone should follow the example of Tyrone.” 
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 One of the biggest challenges for Mr. H. has been grading. 
 “First grading period was really hard.  I had all that work to grade.  In Orange 
County were I did my internship, we didn’t grade the artwork in elementary.  In class we 
talked about assessment, about making rubrics.  It helped me to know how to grade art 
work in theory.  But it was more like in High School.  Grading still takes up a great deal 
of my planning time.” 
 “What other problems do you deal with in your school?” I asked. 
 “Scheduling is a problem, because of the FCAT, and some classes only get 45 
minutes after lunch.” 
 Twenty third graders make up the next class that comes to the art room. 
 Mr. H. greets them, “Good morning.” 
 “Good morning, Mr. H.” the class responds in unison.   
 “I put newspapers on your table.  Place them to cover the tables.” 
 One overactive boy began to grab the newspaper and toss it into the air.  Mr. H. 
moves him to a table by himself and the boy shows an attitude.   
 “What,” the boy yells out in disbelief that he has actually done something wrong.  
He stumps his feet, jerks his body, and scrunches up his face.   
 “Jerome, it’s either that or go back to Ms. Johnson.”  He leaves Jerome by 
himself and moves to the front of the room. 
 “I’ll wait.”  Mr. H. pauses.  “As I said last week when I did the demonstration, if 
you talk or play around you will not finish, and you need to finish today.  I’m going to 
pass out plastic bottles.  I’m going to pass around newspaper strips.  If you don’t finish 
today, you will not be able to finish next week.” 
 He calls tables to pick up the plastic water bottles that have already been cut. 
 “Go ahead and get a hand full of paper strips.”  He praises student behavior, “I 
like the way you’re sitting, Sarah.”  To those that start talking he counts, 
“One…two…three,” until they respond and when they do, “Thank you.’’ 
 “Everyone has a water bottle.  I’m going to pass out the glue.  Two will share.”  
He demonstrates soaking newspaper in the glue and passing the strips between two 
fingers and placing on the bottle. 
 “One more time, I’m going to send you back to Ms. Johnson,” Mr. H. threatens a 
boy who is flapping the newspaper strips on the table.  At this point Mr. H. remembers 
that he has forgotten the aprons.  He sends kids, one table at a time, to get aprons from 
two big cardboard boxes in the back of the room.  The aprons are black plastic bags 
with arm and neck holes cut out. 
 “When I hear people talking I know they’re not focused on what they are doing.  
It’s part of your behavior grade, your effort.”  He continues in an effort to keep them 
under control.  “Let’s see who I need to move from here.” 
 “Mr. H., Mr. H.,” students call his name for attention. 
 He slowly turns around, “I will not listen to you unless you raise your hand.”  
Hands go up.  “Yes,” as if he’s just seen them for the first time.  An area on the counter 
is covered with bulletin board paper to receive the wet masks.  Mr. H. passes out tape 
to be placed on the back of the bottles for the students’ names.  Students begin raising 
their hands to be called over to the counter.   
 “Mr. H.,” one boy yells. 
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 “You don’t call his name out.  You raise your hand,” cautions the boy sitting next 
to him.  Many hands are up now. 
 “Those with hands up, thank you for your patience.  I will be with you.  I like the 
way Yvonne is sitting quietly.” 
 As students finish their projects they become more active.  Mr. H. continues to 
remind them of the rules, puts one student in the corner, and takes points off for bad 
conduct.  With a lot of work on the part of Mr. H., the room is cleaned up and the 
students get in line.  Mr. H. takes the class to the cafeteria.   
 When he returned I was curious about this extra duty. 
 “I only take some classes to the cafeteria, not all.  I only do it for those teachers 
who ask.”   
 During lunch he talked about the issue of the FCAT.  Not only do some classes 
miss art, but he is expected to go to classrooms and help with teaching skills to prepare 
students for the test.   
 “Now one thing that I did...that’s one reason why I started doing the art club.  I 
can not do anything about the pullouts.  I started the art club so students who miss art 
can still have art.  I have to stay here from 3:00 to 4:00 on Friday.  That’s one way to get 
the respect from the principal.  I’m telling her...Look I’m doing something.”   
 “You’re not getting paid for that, right?”   
 “No.  I do it for personal growth and also I’m doing it for the kids.” 
 “Why did you choose teaching art as your career?” 
 “I wanted to remain doing something that I am involved with people.  Like before I 
was doing graphic design.  I was going to be more of an artist.  But I discovered that I 
enjoy working with people.  The perception I have (of being an artist) is you’re very 
involved in your work and you’re not really like involved with other people.  It’s more you 
and your artwork or maybe you’re involved with the client and what they want.  That’s 
the first thing that came to my thinking was that I would have vacations where I can 
work on the side and define more what I want to do as an artist.  In the meantime, I 
have a job and it’s a good job and also I’m involved and I’m growing.  It wasn’t my first 
choice.  I didn’t want to be an art teacher ever since I was a kid.  It just happened when 
I was in college.  I thought it was an option and I didn’t mind working with kids.  I knew it 
was going to be time-consuming.  Then I came to art education because if I was going 
to end up teaching then I wanted to know the educational part which has helped me a 
lot.” 
 “Why did you choose elementary instead of middle or high school?” I asked. 
 “Well, actually at first I preferred high school because I did most of my 
observations in high school.  I only observed one elementary.  Ironically when I 
observed elementary, honestly, I wanted to run away during my internship but I learned 
so much.  I wanted to have an open mind to whatever opportunities.  First I really 
wanted high school but I knew if the opportunity was to start in elementary, I would take 
it.   Another thing is that I believe that it is good to start in elementary because you get 
to know the behavior from the beginning.  So then in the future if I’m in high school or 
middle school I know where they’re coming from.  So I like the fact of starting in 
elementary and going my way up.” 
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 After lunch another third grade class arrives.  They are doing the same mask with 
water bottles.  Mr. H. tries to maintain high standards for behavior, but its hard work.  
One student is set aside to do a writing activity. 
 “Who else wants to do writing activity?”  Mr. H. threatens.  The students get quiet 
for about 30 seconds.  One student is out of her seat acting out and Mr. H. takes her 
mask away. 
 “One…two…three… I’m rewarding your good behavior from the last two weeks 
by doing something different.  If you can’t be quiet, we’ll go back to crayons and paper 
like kindergarten.” 
 “Put your apron back,” he continues.  “You were laughing while I’m talking.  
That’s not acceptable.”  The class is now quiet and he is finally able to demonstrate the 
process and pass out supplies.   
 “You may begin.”  
 One more girl loses her privileges.  After each similar episode the class gets 
quiet but not for long. 
 “That table that’s talking put everything away.”  A gasp is heard from everyone at 
the table and several try to object.  “No, don’t talk back,” Mr. H. cuts them off before 
they can finish.  A student falls off his stool while fooling around and Mr. H. motions him 
to the corner.  As Mr. H. tries to orchestrate clean-up, students are pushing and shoving 
in the line, but he finds a student to praise.  “Brandon, I’m very proud of you.”   
 When the classroom teacher comes in, the class gets totally quiet.  She wants to 
know who the perpetrators were and suggests that they should receive detentions.  Mr. 
H. takes her advice and two students are given detentions. 
 The final class of the day has only fifteen fourth graders because Mr. H. has 
arranged for their teacher to hold back students who were fighting last week. 
 “As you can see, some people are not here.  We’re going to do something from 
last week, but because of misbehavior we couldn’t do it.  You’re here because I want 
you here.”  He shows an example of the water bottle mask that he has made. 
 “I did that in my other school,” a student blurts out. 
 “Good, you’re going to show me what you know.”  Mr. H. then demonstrates the 
same process as shown to earlier classes.  But this time he goes thru the whole 
process including behavioral instruction; how to wash hands, take off aprons, and lining 
up.  The demo takes up most of the class period.  During the time left, students' sketch 
masks on manila paper while looking at three zerox copies of mask drawings which Mr. 
H. has placed on their tables.   
 “Wait,” Mr. H. cautions one student, “turn your paper around and do not trace.” 
 “Why?” the student questions. 
 “Why?  Because that’s how you practice your observation.”  Then to the whole 
class, “When you draw the face on your paper mache mask you will not be able to 
trace.”   
 One of the first comments that Mr. H. made at the beginning of the day was, “If 
you have any advice or suggestions, please feel free to tell me.  I’m always looking for 
ways to do things better.”  When he seemed overwhelmed with grading, I shared a 
strategy that I use and was surprised to see him try it out at the end of this last class.  
This is a first year teacher who is eager to learn all he can to do the job better and more 
efficiently.   
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 When asked about art history, art criticism, and aesthetics, he confided that he 
will do more of that next year. 
 “Sometimes I wonder if I’m doing what I should be doing.”  He’s still learning, still 
trying to figure it all out.  “When I was in the university, I didn’t choose an inner-city 
school for observations.  Most things I’m learning now.  An art education teacher told 
me, ‘I think every teacher should have the opportunity to observe in an urban school.  
They need to have that experience.’  I wish I had had that experience.  I didn’t know I 
was going to end up in an urban school.” 
 “They gave me the tools I needed,” referring to the art teacher training program 
at UCF, “the rest was up to me.  One thing I got from UCF was affirmation.  Not to give 
up.” 
 “Why did you choose the University of Central Florida as the art education 
program to attend?” I asked. 
 “I was living in Orlando.”  Mr. H. speaks slowly, gathering his thoughts and 
choosing his words carefully, making every attempt to be understood.  “I had family 
there and I started going to community college there in Orlando.  I hadn’t planned to go 
any where else so I thought it was a good option to go to UCF.  There were many things 
that I liked over there, the help that I got from many teachers.  Also it was less 
expensive.  I moved from Puerto Rico because I didn’t have a lot of choices over there 
as far as continuing the arts.  When I went into Florida there were more options, graphic 
design, art education.  There were just many options in the arts more than fine arts.”   
 “What other work experience do you have?” 
 “In the arts I did murals.  I worked in a print shop in Puerto Rico, silk-screening.  
Besides that I didn’t have any experience as an art teacher.”  
 “And with kids?” I asked. 
 “The only experience I had with kids was at the church.  That’s when I started 
seeing that there was something special about being with the kids.  That I saw that I 
could relate with them in a lot of ways, I could see that I have a touch for them.  I may 
not be the most patient person in the world, the most loving, I just love kids.  Working in 
the church I saw a passion to work with them and I worked also with teenagers as well.  
I like to see them learning.  So I just thought those are the things that lead me to 
consider education as one of the options.” 
 “In your teacher training who would you say was the most influential?” 
 “I would say one of them was Dr. Brewer who was the art department director.  
He taught about art appreciation, we learned about art criticism.  Dr. Brewer’s very 
theory oriented.  He would bring lots of articles about the role of art education in 
education, the role of the art teacher as an advocate for the arts.  So more the political 
side of art education.  Another was the art elementary teacher (the cooperative teacher) 
in Orange County; she was involved more with the practical things.  She was very frank 
with me, very honest.  She actually pointed out the good things I should consider and 
grow.  Many other things that I use in my classes came from her.  It was my only 
experience in elementary. She had a way of being organized, being firm.  But I know I 
needed to grow and I think she was the most influential.”   
 “Describe your teacher training.  How effective was it?” 
 “I took studio classes in painting, ceramics, printmaking, photography.  Like the 
general courses you take for art education.  I happened to be taking those for my 
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graphic design degree so when I started taking art education, I already had those.  Then 
I started taking education and art history and I took the theory course…the introduction 
to art education, educational psychology.  I took a class about teaching diverse 
populations.  That class was really good.  It had nothing to do with art but it was about 
teaching diversity.  We did things like studying about cultures.  I took a course on ESOL.  
For me, in order to graduate, I needed to have 3 credits of ESOL and 3 credits of 
content reading.  That was really a great class.  I think that class opened up my mind to 
the world of reading.  I think that class was one of the most important ones because the 
reality when you come into the class, at least in this county, you know what happens 
from October to March or April.  You have the FCAT so the principal really wants to see 
that you are incorporating reading.   So that class really helped because I have to 
integrate the reading into my curriculum.”   
 “What about your art education courses?”   
 “Yes, I took art appreciation class; I took art education in the elementary class 
and art education in secondary.  There was a lot of theory.  We went over different 
books about art theory.  The art theory of what happens, how kids grow in the arts.  The 
things I would have liked to have seen more is that I didn’t have a lot of hands-on in the 
art education in elementary….some projects you can do as an elementary art education 
teacher.  I wanted to know what things I could do with the kids.  But those are things I 
have learned now in elementary.  In the high school I can feel more comfortable 
because I can teach things from courses that I have taken like drawing or painting but 
as far as the kids, little kids, what to do with them.  Like teaching them about drawing all 
the time, they just get bored.  I wish there could have been more hands-on experience.  
Things that I learned in observation and I asked other teachers what they do, so I took 
ideas from that.”   
 “Was your training in studio courses adequate for meeting the needs of teaching 
those materials and techniques to your own students?” 
 “Not really.  Yes, to a point but the rest I had to figure out how I was going to 
make that transfer to the kids.  I don’t want to say that everything was like that but it 
wasn’t taught from the art education point of view.  Like you know this is something that 
you can do when you teach your kids.  But maybe I should come up with those 
questions.  My teacher [art educator] wasn’t an artist.  He traveled around.  He didn’t 
really have a mind set of the art education part, but I learned a lot from him.  I’m taking 
some courses now at FIU with Dr. ______ and the thing I like about the art education 
program at FIU with Dr. ______ is that their things are more applicable.  Along the way 
when he’s teaching you, and he’s an artist and he’s an art educator, so along the way 
like we’re taking a portrait painting class, like a studio class, but along the way he’ll give 
you hints that you can work with the kids.  Most people in there are teacher colleagues 
so we can say to one another, how would you teach this to a first grader?  I keep in 
touch with some art teachers.  I need to do it more often.  I keep in touch with the 
teacher who used to work here.  Things like using recyclables that is something that I 
learned this year.  It came from talking to him and about ideas.  He shared the idea and 
I love doing recyclables in my teaching.  I think kids like that.”       
 “What were the greatest strengths of the program?” 
 “I think the theory.  The role of art education…be aware of the need for art 
education, knowing about the development of the kid in the arts.  I think it depends on 
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the director because Dr. ______, he’s more political so we read a lot of articles.  So 
that’s what he taught, the political side, knowing that when you go out there, you know 
that you have to advocate for the arts.” 
 “What kinds of things did he talk about?” 
 “Being involved with work strategies, don’t be isolated.  As an art teacher you 
don’t want to stay isolated…to be involved in the school.  Also to put your art work up, to 
show it off, share with the principal the things that you are doing, go to an article you 
can share that you’re reading.  You go to a conference.  Share that, talk to your 
principal about how it went, things that you are experiencing, be involved in the decision 
making.  Be political because you can not get away from it.  You are affected by people 
in the county and the principal so don’t allow yourself to be a pushover.  I think that one 
thing I retained…the theory.  As far as how, I’m learning along the way.  But I learned 
with the idea that I was going to be involved.  I knew that was going to be a role I would 
have to take.  I didn’t want to.  Most of us want to have it handed to you on a silver plate 
but you have to speak up.  This school has been very supportive in many ways, the art 
room that I have and the materials.”   
 “What were the greatest weaknesses of the program?” 
 “The studio part.  Like I was saying, I wish I could have had more hands-on 
experiences that I could do with the kids.  But also more direction in how to grow as an 
artist I think.  Which is one of the main focuses of Dr. Chang at FIU is that art teachers 
have to grow as an artist.  And it helps.  It keeps you motivated.  It keeps you with 
ideas.  It keeps you in touch with relating with the kids, how they are learning.  I wish 
there could be more things like that, how to make specific projects.” 
 “What training did you receive for classroom management?” 
 “In the educational psychology, we had training about how to talk to students, 
things like that, how to motivate them.” 
 “Did they talk about discipline management?”   
 “Not really.  I don’t want to say that they didn’t do anything.  I just think that when 
you go to the job place, that’s when you really learn.  I wish I had more opportunities to 
go out there to practice and student teaching because that’s when you really learn 
about things.  Otherwise you just want to study for a test.  You think it’s not going to be 
that bad.  I had a great educational psychology class that the teacher of that class he 
was actually one of first teachers, a white teacher, that went to a black school during the 
integration.  That was his experience and he would tell us when you talk to the students 
don’t point at them, because if you point at them, you get in their face.  There might be 
something going on at home and they completely shut down and get defensive.  We 
talked about self-esteem, giving students an opportunity to complete their work, 
recognize them when they do.  And I deal with that.  I wish we could have done more.” 
 “What training did you receive to prepare you to teach art criticism, art history, 
and aesthetics?”   
 “In secondary art education with Dr._______, we had to go to search for some 
contemporary artist.  Look for artists who are contemporary, getting away from artist like 
Van Gogh, and putting together a unit based on art history.  That’s when I got 
comfortable with art presentations.  We took art history courses like 20th century.  I think 
the premise for art education was to see what other 
students are doing to give you an idea of what to look for.   
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 “And Art Criticism?”   
 “Art Criticism?  We went to museums and we studied, I think, a book by 
Chapman.  We studied about art criticism.  You know the order of art criticism…you 
know…analyze…,” he paused trying to find the words. 
 “You mean Feldman?”  I asked. 
 “Yes, Feldman.  That’s the book.  I actually have that book.  We studied about it.  
From time to time we went to a museum or gallery.  We had to write a critique on an 
artwork we chose.” 
 “What training did you receive for curriculum planning?” 
 “Curriculum planning?  I think the main thing we did was when we had to do a 
unit on drawing, on painting, on ceramics, on sculpture, and an extra one that we come 
up with so we could have a curriculum.  I picked drawing to make my curriculum.” 
 “Describe your student teaching experience.” 
 “I did it in high school and elementary.  In elementary I learned a lot.  It was 
very…she had students coming all the time and she taught from kindergarten to fifth 
grade.  And I saw that you had to have organizational skills to be able to do it.  It was a 
moment when I felt it was a breaking point whether I wanted to be a teacher or not.  But 
back then it didn’t look so possible.  About that, I need to grow...I need to learn.  But 
now looking back, it was a very positive thing.  I think it was one of the ones I learned 
the most.  She was very frank.  She was very honest.  She wasn’t there to give me a pat 
on my back.  She was tough.  She was a tough student teacher [cooperative teacher], 
but I took what ever I needed to learn from her.  My high school was really…it was very 
fun.   And the teacher she had a way of connecting with the students.  High school 
students needed the less authority, the less structure, you have to give them more 
space.  I’m thinking, ‘Let me see how it goes there…if it goes well maybe I need to 
reconsider if it’s something I can do.’  But I mean I got a lot of encouragement from the 
teacher, by the students, by the director.  My greatest insecurity was putting the 
curriculum together, coming up with lesson plans, but you know I felt I started doing 
things with the students and I saw they were doing things and I thought, ‘wow…they’re 
doing that out of what I taught them.’  So it was really good.” 
 “Do you think your student teaching practicum should have been longer?” 
 “I think it should be longer.  I think there should be more practice.  More than 
there was because honestly what I remember most now is the teaching practice.  You 
put it into practice what you’ve learned.  You’re also dealing with the insecurity, the fear.  
So I think it should be longer.” 
 “What’s the most important thing you teach?” 
 “Observation is the top thing and focus.  I also want them to know they can 
control themselves.  Also to use motor skills.  A lot of them can’t even hold scissors 
correctly.” 
 “What are your long-term goals for your students?  What do you want them to 
take with them from their art education?” 
 “Decision-making, to take responsibility for their work and observation of their 
surroundings.” 
 “What skills and/or concepts are most important to be taught in art?” 
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 “I am very sensitive about cultures.  I enjoy looking at cultures and their art.  Art 
elements are a backbone for art, an important concept.  I emphasize those.  I still need 
to be more consistent with elements and cultures.” 
 “What’s the role of art criticism, art history, and/or aesthetics in your program?” 
 “At UCF they did the theory level.  I need to emphasize that more.  Now I get on 
the first level with them, describing the work.  Next year I’ll have them write.  I’m doing 
more now than before especially with the older kids.  I’m planning to use more artists.  I 
usually do more in-depth on one artist.  But I know I need to emphasize that more.”   
 “Who decides what you teach?”  
 “Me.  I do like the freedom.  It’s a freedom others don’t have and you get to teach 
what you like.  I don’t like it because since I’m a new teacher and a lot of things we went 
over I don’t remember.  I have to review.  So many things, I get overwhelmed.  
Sometimes I wish someone would give me a step-by-step.  Other teachers when they 
start in September, they have a structure for what they will do all year.  Sometimes I 
wish we had a structure.” 
 “Would you become an art teacher again, given the opportunity to start over?” 
 “I don’t know.  Sometimes I think I should go on and do something higher in the 
arts like Architecture.  But then some days I wouldn’t do anything else.  I think about 
doing other things like I just discovered that I have a great interest in music.  It’s not the 
kids.  It’s the educational system.  I believe in education.  I believe in kids.  Sometimes I 
can’t see myself doing anything else.” 
 
 

Summary of the Data: Perceptions and Themes 
 
 

          The data gathered from the survey responses reveal several themes that help to 
describe the participants’ perceptions about their art teacher training program in relation 
to their current teaching experiences.  The participants described: (a) The practical 
versus the theoretical; (b) The predominance of studio production; (c) Teaching to 
strengths; (d) The Influence of the supervising intern teacher(s) and the internship; (e) 
The influence of art teacher educators and art methods courses; and (f) The low status 
of the arts in school.  The first theme is directly related to the first and last research 
questions: What theoretical and practical training did beginning art teachers receive in 
their teacher education programs?  What changes, if any, would they make in their 
teacher training?  The second theme focuses on the second research question: What 
do they now teach and how?  The third, fourth, and fifth theme focus directly on the third 
research question: How do the skills and knowledge gained in the teacher training 
program relate to their current teaching situations?  The sixth theme applies to the 
fourth research question: How well do they think their education prepared them for their 
current position? 
 
The Practical Versus the Theoretical 
 
 Open-ended responses to the questions on the survey overwhelmingly support 
the conclusion that beginning art teachers valued the practical aspects of their teacher 
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training over the theoretical.  In their responses some expressed the opinion that there 
was too much theory and not enough of the practical.  What teachers really want is 
“more time in classroom, more time spent on developing production lessons, better 
guidance in programs, more classes in art production and art history, less in educational 
theory, more exposure to professional artists and galleries, more guidance and attention 
to classroom management,” said an FSU graduate.  A graduate of UCF wanted “less 
research and more materials/media practical application.”  When asked if there were 
any weaknesses in the program, a graduate of FIU wrote, “The program focused on a 
lot of research done and much theory but I feel they did not focus enough on practicum 
and reality.”   A graduate of FSU shared the same perception, “I wish I knew more about 
art materials and production in general.  My courses were directed way too much into 
theory and education theory.  When teaching high school, the kids care if you know 
what you are talking about more than if you know who Vygotsky is or not.  Also I wish 
we had done more things about classroom management and delivering lessons to 
students.”  Another FSU graduate suggested that theoretically based instruction was not 
useful to her/his current teaching practices.  “There were a lot of academically geared 
readings that I have not found applicable in my current position.”   
 “I felt my program was teaching to an ideal teaching situation, not the reality,” 
stated a graduate of UCF.  As a result of examining all the open-ended responses, it 
was found that the word “real” was used twenty-nine times.  These beginning art 
teachers spoke about “real issues”, “real life situations”, “real preparation”, “real world 
lesson plans”, “real classroom management”, “real strategies”, as a way to distinguish 
that which applies to the reality of teaching in their current jobs and that which is not 
applicable or useful. So how does theory apply to real classroom situations?  Another 
UCF graduate commented, “There is no other way to learn than by being in the 
classroom.  Seriously, most theory goes out the window.”  
 These beginning art teachers have indicated through their responses that they 
value and want more of the knowledge and skills that will help them with the  
practical aspects of their jobs.  The skills, courses, and activities that were cited as most 
highly valued were the time observing and teaching in school classrooms.  “My training 
program at FIU stressed a lot of “theory” and not much “practice” even though we did 
have to observe teachers all throughout the program.  However, I didn’t really get the 
experience that was most valuable until I started the 13-week internship which really 
prepared me for “real world” situations in the classrooms.”   A UCF graduate was in 
agreement.  “My most valuable training was my internship learning real strategies and 
applying them.  Many of the classes were based on theories in a perfect situation, not 
real classroom management.”   
 Not only did 42.6% (N=20) of the respondents indicate that classroom 
observations and the internship were the most valued activities, but another 21.3% 
(n=10) suggested that programs could be improved by offering more time and 
opportunities in the K-12 classroom.  A longer internship was also recommended by 
12% (n=6) of the respondents.  It was suggested by an FIU graduate that extending the 
internship might be “more effective for a teacher.  It would really build some background 
into becoming more familiar with the students as well as what goes on in the rest of the 
school: school events I never even thought I had to be a part of or have kids involved 
[in].  How to raise funds for your art program, how to deal with contests and due dates, 
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how to make an order of art supplies/inventory, how to set up the Christmas plays, how 
to deal with parents that want to help be a part of your art program.  It becomes 
overwhelming especially when it’s your first time dealing and interacting with other 
teachers too.  Also, if the internship lasted longer one can gather more lesson plans or 
be more prepared with a unit plan for first year teachers.”  A graduate from UCF who 
had the experience of a longer internship agreed.  “Some internships were only half of a 
year; mine was a full year and really gave me a greater understanding of how the 
classes work.” 
 
 
 
 

Table 110:  Most Valuable Skills, Classes, and Activities  
as Reported by All Respondents 

 
Survey Item 15. Describe the skills, classes, 
and activities presented in your teacher training 
program that were most valuable. 

Number Percentage 

Internship/Observations 20 42.6% 
Studio Courses 17 36.2% 
Art Methods Courses/Activities 15 31.9% 
Writing and Teaching Lessons 11 23.4% 
Classroom/Discipline Management 8 17.0% 
Art History Course 5  10.6% 
All Skills/Classes/Activities 3   6.3% 
DBAE Training 1   2.1% 
ESOL Strategies 1   2.1% 
Rubrics 1   2.1% 
Group Seminar During Internship 1   2.1% 
Educational Psychology 1   2.1% 
Web Design/Photoshop 1   2.1% 
Managing Budget 1   2.1% 
Theoretical Courses 1   2.1% 
Curriculum/Instructional Design 1   2.1% 
None 1   2.1% 
No Response 1   2.1% 
 
 
 
   
 The studio courses and art production activities were the second most valued 
aspect of the teacher training programs, as cited by 36.2% (n=17) of the respondents.  
The lack of enough studio courses and electives was the most frequently cited (21.3%, 
n=10) weaknesses of the programs and offering more studio courses was the second 
most frequently (19.2%, n=9) suggested improvement of programs.  In response to 
whether there were weaknesses in the program, an FIU graduate wrote, “Yes, the 
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program did not offer a variety of electives to explore in the visual arts.  Drawing and 
painting were the only ones to choose from.  I feel that more options should have been 
available.”   An FSU graduate suggested improving the art program by including more 
art production while down grading more theory based knowledge.  “I did the masters 
with certification and I felt that much of my first 2 semesters was very elementary 
intellectually.  There was also a lot of repetitive information on subjects like Lowenfeld 
for example which has little to do with what I deal with as an art teacher.  More actual 
production of art and learning how to do the projects for the future students would have 
been helpful.  And learning how to order materials and deal with a budget would be very 
beneficial.”  Two respondents pointed out the disadvantage of not having enough art 
production knowledge when taking the Florida Teacher Certification Exam.  A graduate 
of FSU stated, “There should be more studio emphasis.  Only having to take a few 
studio classes really hurts you and the Teacher Certification Exam covers a lot of art 
techniques I had never heard of.” 
 
 
 
  

Table 111:  Weaknesses in Teacher Training Program  
as Reported by All Respondents 

  
Survey Item 19. Were there any weaknesses in your 
teacher training program? 

Number Percentage 

Not Enough Studio Courses 10 21.3% 
Not Enough Observations/Internship 5 10.6% 
No Classroom Management Course 5 10.6% 
No Weaknesses 4   8.5% 
Needed More Art Education Content 3   6.4% 
Lack of Emphasis on Middle/High School 2   4.3% 
Lack of Knowledge of Child Development in Art  2   4.3% 
Lack of Knowledgeable Professors 2   4.3% 
Lack of Practical Skills/Activities 2   4.3% 
Lesson Plans Not Applicable 2   4.3% 
No Grade Book Training 2   4.3% 
No Response 2   4.3% 
Not Enough on Discipline Management 2   4.3% 
Too Much Theory/Not Enough Practical 2   4.3% 
Yes, Problems Not Specified 2   4.3% 
Education Courses 1   2.1% 
Lack of ESE Strategies 1   2.1% 
Lack of ESE Training 1   2.1% 
Lack of Training to Deal with Parents 1   2.1% 
No Link Between Studio Skills & K-12 Art Class 1   2.1% 
Nothing on Time Management 1   2.1% 
One Art Education Professor 1   2.1% 
Poor Organization of Internship Assignments 1   2.1% 
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 Table 112:  Suggested Improvements for Art Teacher Training Program  
as Reported by All Respondents 

 
Survey Item 20. How could you teacher training 
program be improved? 

Number Percentage 

Longer Internship/More Observations 10 21.3% 
More Studio Courses 9 19.2% 
More Pragmatic Skills/Less Theory 7 14.9% 
More on Classroom Management 7 14.9% 
Link Studio Classes to Teaching in K-12 Schools 4   8.5%  
More Art Methods Courses 3   6.4% 
More Curriculum Development/Lesson Plans 3   6.4% 
More on Advocating for the Arts 2   4.3% 
Training on Ordering Supplies/Budget 2   4.3% 
Better Communication Between Art Ed. & 
       the Education Department 

1   2.1% 

Better Communication Between Fine Arts &   
         Education Departments 

1   2.1% 

Better Organization/Student Internship 1   2.1% 
Bring in People From Other States 1   2.1% 
Course on Teachers’ Responsibilities 1   2.1% 
Develop More Applicable Lessons 1   2.1% 
ESOL Training 1   2.1% 
Include Expertise of Veteran Teachers 1   2.1% 
More Interaction with K-12 Teachers 1   2.1% 
More Knowledgeable Professors 1   2.1% 
More on Child Psychology 1   2.1% 
More on ESE students 1   2.1% 
More Technology 1   2.1% 
More Then One Teacher Per Subject 1   2.1% 
Set up a Mock Classroom 1   2.1% 
Substitute Training Course 1   2.1% 
Teach How to Operate a Kiln 1   2.1% 
 
 
 
  
 Writing lesson plans, another activity directed towards practical applications, was 
cited as one of the most valued activities by 23.4% (n=11) of the respondents.  
Unfortunately for some graduates, the lessons devised were not always useful.  A 
graduate of UCF suggested that the program should “peruse real life art lessons and go 
over what works in the real world.  A lot of our presentation lessons were not practical 
but we didn’t know it.”  Three beginning teachers suggested that their programs could 
be improved by spending more time developing lesson plans that were sequential and 
age appropriate.  The importance of being able to put lessons together was illustrated 
through the interview with the beginning art teacher who attended FIU:  “For example I 
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had certain teachers who are coming in here and they had degrees in art but they didn’t 
have any experiences in education.  They didn’t know how to write lessons; they didn’t 
know how to put it together.  Whereas I walked in and they told me what was expected 
of me in regards to what I had to have on paper, and I knew how to do my job. So it was 
no problem for me.” 
 Classroom including discipline management ranked fifth (17%, n=8) in frequency 
as the most valued skill, activity, and class and was the third most cited weakness 
(10.6%, n=5) and suggested improvement (14.9%, n=7) for art programs.  From a FSU 
graduate, a straightforward suggestion was offered, “more emphasis on classroom 
management.  More practice less theory.”  A graduate from UF suggested that the 
program “could be improved by focusing more on curriculum development, classroom 
management, and real classroom experiences.”   A graduate of FSC also suggested 
classroom management as a recommended improvement stating that it should be 
based more on “the specials areas rather than a “normal” classroom setting.”  
 Only one respondent (USF) cited that theoretical classes were a valued 
component of art programs, but others were of the opinion that programs could be 
improved “with more pragmatic activities and courses” (FIU), and “practical applications 
like ordering and budgeting” (FSU).  In the interview, a graduate from FIU summed it up: 
“A lot of the things I felt like I learned were the theory of education more than they 
taught how to teach except when I was interning and doing the classroom lab.  It was 
more theory…everything was theory.  I felt like I got more out of the pragmatic than I got 
out of the theory.” 
 
The Predominance of Studio Production 
 
 As stated before, studio courses ranked second among all the skills, courses, 
and activities that were most valued by these art teachers (36.2%, n=17) and was the 
second most frequently cited component that the beginning teachers would increase to 
improve their training programs (19.2%, n=9).  A graduate of Flagler College stated, 
“Being required to take a variety of art courses made me more well rounded but they 
should have offered and required a bit more such as weaving/fibers, printmaking, etc.”  
A graduate of FSU agreed that the requirement of more studio courses would have 
been beneficial.  “As an art education major not only did you have to take classes in the 
art education field but you also had to take studio art classes and frankly I think it 
probably would have done me more good to take more studio classes because if you 
can do it in theory you can teach it better.  I don’t do a lot of painting because I do not 
feel comfortable with my own painting skills.”  
 A request for more studio requirements would remedy a perceived weakness in 
the program as cited by two respondents who perceived that they lacked adequate 
knowledge of art media and techniques included on the Florida Teacher Certification 
Exam.  A graduate of FIU wrote, “Not learning fiber arts or sculpture is one of the 
weaknesses I think.  Especially when questions are found in the FJCE regarding fiber 
arts and I have no clue what they were asking.”   
 In addition to wanting more courses in art production, it was suggested by 8.5% 
(n=4) of the respondents that there should have been classes that specifically taught the 
application of studio classes to teaching.  For example, a graduate of UNF pointed out, 
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“A college level printmaking class does not teach you how to teach printmaking to 
elementary kids.”  A graduate of UF agreed, “the studio classes gave me a foundation 
for the media; however, the studio classes were not geared to teaching young children.”   
In the interview with the FSU graduate, she stated, “I would have liked to have taken 
more and had classes available to me where… kind of like at the FAEA workshops that 
you go to…the instructor would say, ‘Hi, I’m an art teacher.  This is how I teach 
printmaking.’  That would have been so much more meaningful to me than some of the 
other stuff I ran into.”   
 The dominance of art production in teaching art was most evident through 
observations of the activities conducted in the classrooms.  Overall, respondents to the 
survey indicated that they felt adequately or more than adequately prepared to teach art 
history, art aesthetics, and art criticism.  They also indicate that art history was taught by 
83.9% (n=39), art criticism by 78.7% (n=37) and art aesthetics by 70.2% (n=33) of all 
the respondents.  However during observation of all three art teachers, art production 
was the only activity observed throughout the three days.  The exception might be the 
presentation of transparencies by the high school teacher, yet no styles or art historical 
periods were mentioned.  Only one artist’s name was spoken and with no biographical 
information.  There was but one purpose of the presentation which was to elicit closed-
ended responses to what type of visual perspective was represented.  In the interview 
that followed, this art teacher stated that design elements and design basics were the 
most important thing that he teaches in his class.  In reference to how he incorporated 
art history, aesthetics, and art criticism, he stated, “I use it as a supplement…..I expose 
them to artists and to different art movements.”  He admitted that he was not “doing a lot 
of that now, but in the next nine weeks you’ll see a lot of artwork from different artists.” 
 Although it was not observed, the middle school teacher did state during the 
interview that prior to her lesson on perspective “we talked about Da Vinci and the 
history of linear perspective and everything before we started this unit.”  The role of art 
history was seen as an introduction to the studio component.  “By doing that it makes 
the project itself, wherever you are going studio wise, makes it more meaningful 
because it’s attached to something, not just them [the students].”   In a discussion about 
curriculum planning, she referred to how art history was presented in her teacher 
training.  “But with teaching art history you weren’t doing a DBAE lesson plan, you were 
doing a teaching art history lesson plan and I wouldn’t ever do an entire lesson that was 
nothing but art history.”  The role of aesthetics and criticism was “hidden in the rubric I 
use.  Students are constantly asked to critique and have an aesthetic conversation 
about their own work.”  In reference to all three disciplines, art history, aesthetics, and 
art criticism, she added, “And I still struggle with how to integrate it in a meaningful way 
for the students.  But I don’t feel like I incorporate it quite as much as I could.  But I’m 
still figuring that out.” 
 The elementary teacher, the graduate of UCF who was observed, shared the 
same feeling.  When asked what role art criticism, art history, and/or aesthetics had in 
his program, he stated, “I need to emphasize that more.”  He explained how the role of 
art criticism was limited to having students describe artwork and art history was mainly 
incorporated through an “in-depth [study] on one artist.”  He expressed a desire to 
incorporate more artists and more writing about art in his art program.  Based on the 
interview data in all three cases, and the survey, this study concludes that the three 
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disciplines are used as a supplement or introduction to art production and that studio 
production is the predominant mode of K-12 art instruction, and the most valued 
strategy by beginning teachers, who wish to see it emphasized more in their teacher 
training. 
 
Teaching to Strengths 
 
 Analysis of the data collected from responses to item 12 regarding what courses 
or skills were taught, revealed that 93.9% (n=44) of the respondents included drawing in 
their programs.  In comparing those results to the mean ratings calculated from 
responses to item 13 regarding teachers’ sense of their preparedness, drawing with a 
mean rating of 4.36 was the skill that teachers’ felt most adequately prepared to teach.   
In data collected from responses to item 11 regarding the number of credit hours 
received, drawing was also the studio course most often taken.  Over 76.6% (n=36) or 
more of all teachers also included painting, art history, art criticism, and mixed media in 
their curriculum.  All of these skills received a mean rating over 4 indicating that on 
average teachers felt more than adequately prepared to teach those skills.  This would 
indicate that beginning art teachers teach those skills they feel best prepared to teach. 
 Concurrently, data shows that teachers are less likely to teach the skills they do 
not feel well prepared to teach.  Computers, graphic design, fiber arts, and photography 
were included in the programs of 27.7% (n=13) or less of the teachers.  These were 
also the skills that teachers felt less than adequately prepared to teach with mean 
ratings below 3 and the courses for which they reported receiving the fewest credits.  
Only one teacher taught film and none taught video, both averaged a mean rating below 
2 indicating that teachers on average felt poorly prepared to teach these skills.  Only 4 
respondents reported taking courses in film. 
 When asked who decides what they teach, the three teachers who were 
interviewed were in agreement.  “I do.  The county tells me what I should cover and 
what the student should learn but I decided how I want to teach it and what I want to 
teach.  If they need to learn design, it’s very general.  You can learn basic elements of 
balance and basic elements of design and then you can learn color theory and things 
like that but it’s my decision on how to teach that,” responded the teacher who 
graduated from FIU.  The other participants interviewed also seemed to like that 
freedom.  When asked the same question, the graduate from UCF stated, “Me.  I do like 
the freedom.  It’s a freedom others don’t have and you get to teach what you like.”  The 
Sunshine State Standards, benchmarks adopted by the state of Florida, and the 
national standard also determine what should be taught as pointed out by the 
interviewee who attended FSU.  The county where she was employed had constructed 
a set of standards referred to as essential learnings.  “In that respect I kind of get to tell 
myself what to teach because I’m on the committee that put them together.”  All state, 
national and county art standards are general in nature and are open to the 
interpretation of the teacher as verified in these comments.  “But we left them 
intentionally broad.  Like one of the essential learnings for sixth grade has to do with 
that students will have an experience with a variety of painting media.  So I can do the 
big acrylic projects that I’m doing right now and then follow it up with a little landscape 
watercolor… real quick sort of thing because watercolor isn’t something I’m real 
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comfortable with so I can teach to my strengths but then my students still get that 
experience that they may tap into later on.  So really it’s a combination of my own 
personal choices and what I fell is most important because those things obviously 
you’re going to teach probably a little deeper than you teach some of the things that you 
aren’t as good at or are as comfortable with.”  
 Teachers can conceivably avoid teaching those skills they are not comfortable 
with.  In response to what weaknesses existed in the art program, one FSU graduate 
stated, “I am still not comfortable teaching drawing or painting or photography in which I 
was required to take no classes.”  As indicated by these responses and data collected 
from the surveys, when art teacher have autonomy to design their own curriculum, they 
teach to their strengths and avoid teaching their weaknesses. 

 
 
 
 

Table 113: Comparison of the Skills Taught, Mean of Respondents’ Perceptions of 
Their Preparedness, and Average of Credits Received  

 
Skills Percentage of  

Teachers 
Mean of  

Preparedness 
Average of Credits 

Received 
Drawing 93.9% (n-44) 4.36  6.45 
Painting 89.4% (n-42) 4.00  4.05 
Art history 83.9% (n-39) 4.29 12.70  
Art criticism 78.7% (n-37) 4.04  1.65 
Mixed media 76.6% (n-36) 4.22 ---- 
Sculpture 74.5% (n-35) 3.12  2.97 
Aesthetics 70.2% (n-33) 4.08  2.85 
Design 70.2% (n-33) 3.83  3.90 
Ceramics 55.3% (n-26) 3.49  4.35 
Printmaking 55.3% (n-26) 3.37  2.66 
Computers 27.7% (n-13) 2.15  1.73 
Graphic design 27.7% (n-13) 2.47  1.35 
Fiber arts 23.4% (n-11) 2.60  0.75 
Photography 17.0% (n-8) 2.69  2.66 
Film   2.1% (n-1) 1.54  0.02 
Video     0% (n-0) 1.46 ---- 
 
 
 
  
The influence of the Supervising Intern Teacher(s) and the Internship 
 
 Open-ended responses to the survey indicate that a greater number of art 
teachers (40.4%, n=19) were more influenced by their supervising intern teacher than 
anyone else during their teacher training.  Referring to who was most influential, a 
graduate of UCF wrote, “My teaching confidence belongs to Ms. C., my supervising 
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teacher during my masters internship at _____ HS.  She taught me the practicals.”  As 
reported by respondents, “the practicals” included knowledge of content, classroom and 
discipline management, organizational skills, dealing with paperwork, help with lesson 
and strategy planning, ideas for projects, and information on what was age appropriate.  
Teachers admired the supervising intern teachers’ interaction with students and valued 
their help and support. 
 
 
 
 

Table 114:  Most Influential Person during Teacher Training  
as Reported by All Respondent 

 
Survey Item 14. Describe the most influential 
person during your teacher training. 

Number Percentage 

Supervising Intern Teacher 19 40.4% 
Art Education Professor 14 29.8% 
Peer Teacher 3   6.3% 
Studio Professor 3   6.3% 
All 3   6.3% 
Art History Professor 2   4.2% 
Former Art Teacher 2   4.2% 
College Mentor 1   2.1% 
Principal 1   2.1% 
No Response 1   2.1% 
 
 
 
 
 The opportunity to practice what they had learned at the university or college 
under the guidance of an accomplished teacher was cited by 46.8% (n=22) of the 
respondents as the single most valuable experience during their teacher training.    Not 
only did teachers rate the experience as significant, but 21.3% (n=10) suggested that 
programs could be improved by offering more time and opportunities in the classroom 
and 12% (n=6) stated that the internship should be longer.  “A student teacher in this 
day and age needs the complete picture. Three to four months as a quest doesn’t give 
them enough of an understanding about what is expected of them as a teacher today,” 
wrote a graduate of UNF.  The internship was useful to them because they were able to 
find out what teaching was really like while developing their teaching style, deciding on 
which grade level they preferred, learning and applying specific tasks and skills, and 
developing lesson plans. 
 Survey and interview responses indicated that experiences during the internship 
varied among the participants.  Some suggested that they emulated the practices of 
their supervising intern teacher.  A graduate of UWF wrote, “I learned what to do and 
what ‘not’ to do based on watching and learning from my supervising teacher.”  The 
high school teacher, an FIU graduate who was interviewed, had a different reaction to 
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what he observed in the classroom.  “I saw teachers that I loved what they did.  I saw 
teachers that I didn’t like what they did.  I knew what I wanted to take and I knew what I 
wanted to leave behind.”  A graduate of UCF appreciated a supervising intern teacher 
that was always available.  “The most influential person was the teacher that I worked 
with for my senior internship.  Being in the class every day helped me experience real-
life situations.  But thanks to my awesome mentor I was never alone and always had 
help if and when I needed it.”  Left on her own with little interaction with the supervising 
intern teacher, a student from FIU had a different experience.  Referring to if student 
teaching was valuable, she responded, “It allowed me full control of art classes for a 
nine week time frame.  Did not have a lot of interaction with the classroom teacher since 
she left me alone most of the time.  I would have preferred more of a hands-on mentor.”  
Some participants referred to conflicts that developed due to individual teaching styles.  
For some, the expectation of what teaching should be was already formed before the 
internship as indicated by a graduate of UF.  Referring to if student teaching was 
valuable, she wrote, “Yes, but my mentor teacher taught very differently than I knew I 
wanted to.  I just had to take what I had learned from her and apply it to my own 
teaching style.”   
 In the discussion regarding their student teaching experience, all three teachers 
who were interviewed shared moments of conflict during their internship.  Referring to 
her experience with the supervising intern teacher in high school, the middle school 
teacher explained, “It’s because our personalities were so different and how we would 
choose to run a classroom that I never felt like she supported me in any of the discipline 
stuff I would try to do or any of the structure that I tried to provide.”  Yet they all agreed 
that those conflicts lead to learning experiences.  The middle school teacher added, 
“But at the same time it works for her so it was again I guess one of those experiences 
in watching and understanding that different things work for different people.” 
 
The Influence of Art Teacher Educators and Art Methods Courses 
 
 Art teacher educators were the second most influential people during teacher 
training as cited by 29.8% (n=14) of the respondents. These art educators were 
described as supportive, encouraging, and informative.  Within the context of the art 
methods courses, they were valued for their advice and expertise regarding lesson 
ideas, techniques and strategies applicable to art and the teaching of art, examples of 
classroom management, and knowledge of art history and art criticism.  Participants 
expressed gratitude for the art education instructors’ encouragement to reflect and 
develop their own teaching style.  Several indicated that they had been influenced by 
the philosophy of their teachers.  Writing about the art education professor who 
influenced her, a graduate of FIU stated, “Very involved in the arts as an artist and 
equally as a teacher.  I feel that this is a great influence because I believe that you must 
practice what you preach and preach what you practice.”  A graduate of FSU wrote, 
“The most influential person was a professor who made me understand that teaching art 
shouldn’t be about teaching only skills but about the students and their lives 
themselves.  Making art meaningful for them and reaching them wherever they are was 
most important.”   
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 In this context, art methods were one of the most valuable courses taught as 
reported by 31.9% (n=15) of the respondents.  Referring to the two art methods courses 
received, a graduate of FIU wrote, “These courses taught me in detail how to prepare 
lessons and how to align the lessons to the benchmarks and CBCs [Competency Based 
Curriculum - Miami-Dade County standards].  An aspect of these classes that truly 
helped was the fact that all students there were prospect art educators who share ideas 
and experiences.”  A graduate of FSU also wrote about the advantage of sharing 
knowledge with others in the field.  “The most valuable classes were discussion with 
other professors and students.  Talking about artwork and making it personal to 
ourselves was the most valuable because that’s where I came to take my lessons from.  
It also allowed me to develop my own thoughts and myself in order to become a more 
complete person and eventually teacher.”  Other reasons offered by respondents for the 
value of art methods courses were lesson plan preparation, incorporation of standards, 
hands-on projects, developing rubrics, art work critiques and discussions, information 
on teaching art history and aesthetics, and DBAE training. 
    
The Low Status of the Arts in Schools 
 
 The most frequently cited problems that the beginning art teachers in this study 
have experienced was the lack of respect for the arts and/or support for their position as 
a teacher as reported by 31.9% (n=15).    One UNF teacher describes her experience 
as “not being seen as a “real teacher”.  Others complained that there was “not enough 
respect for the arts” (FSU), which was viewed as a “fluff” course (UCF), and “not being 
taken seriously by the administration” (UCF), or other teachers.  As one FSU graduate 
stated, “I also have encountered some (not all) of the academic teachers not taking my 
position seriously asking to pull kids out of my class and such to make up work.”  The 
only problem encountered by a graduate of UCF was “the one we all fight for, to be 
taken seriously, not as a class you take for an “Easy A.”   
 Also problematic, as reported by 29.8% (n=14) of the respondents, was the lack 
of funding for art education, K-12.  This is another indication that the arts are not valued 
especially compared to what are referred to as academic subjects.   A graduate of UCF 
observed, “One major problem I see is how the arts are seen in comparison to 
classroom teaching.  We (art, music, PE) are put aside when it comes to scheduling, 
class size, and curriculum.”  The middle school teacher stated in the interview, 
“Everyone’s biggest concern is the budget and I am not funded nearly as well as I 
should be.  I don’t think that funds are really evenly dispersed in a particularly fair 
manner.  For every teacher in the school to get exactly the same budget doesn’t make 
sense, especially when I see twice as many kids as every other teacher in the school 
except for the other electives.” 
 To deal with the issue of lack of respect for the arts and insufficient budgets, 
some of the respondents to the survey and those interviewed recognized the need to 
become advocates.  In response to the problems she has encountered, a graduate of 
FSU wrote, “budgets are terrible especially when your administration doesn’t ‘get it’.  
You’re forced to become an advocate.” And consequently she suggested that the 
teacher training program could be improved by offering “more on how to advocate at 
your school.”   Likewise a graduate of UCF complained of “always having to be an 
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advocate.  Knowing how to market yourself so staff and students know no one else can 
do what you do for the kids.” 
 One avenue available for art teachers to stand abreast with the current trends 
and issues in the field and to support advocacy for art education is membership in 
professional art organizations.  Yet only 40.4% (n=19) of the art teachers who 
responded to the survey were members of the NAEA, 44.7% (n=21) were members of 
FAEA, 17.0% (n=8) were members of countywide art education associations, and 
29.8% (n=14) belonged to no organizations. 
 
 
 
 

Table 115:  Organizational Affiliation of All Respondents 
 

Survey Item 1. Which art organizational are 
you a member of? 

Number Percentage 

NAEA 19 40.4% 
FAEA 21 44.7% 
DAE 10 21.3% 
Other Organizations   8 17.0% 
No  Organization 14 29.8% 
 
 
 
 
 The elementary and middle school teachers who were interviewed had 
recognized the need for advocacy and had accepted the role.  The former described 
how the art educator at UCF had addressed the political position of art teachers and 
informed prospective students about the importance of being involved in the decision 
making process as an advocate for the arts.  The graduate from that university stated, 
“but I knew that that was going to be a role [of an advocate] I would have to take.  I 
didn’t want to.  Most of us want to have it handed to you on a silver plate but you have 
to speak up.”   
 When the interviewee who had graduated from FSU was asked what she wished 
she had known before her first teaching job, she responded, “I needed a deeper 
understanding of how political it really can be.”  She agreed that the role of advocate 
was a necessary one.  “I think we’re always advocates for our programs.  I think it’s 
essential that we be advocates for our programs because if we don’t toot our own horn 
nobody else is going to.  I think it’s our responsibility…nobody else is going to do it for 
us.  And if we don’t advertise ourselves and really make people see how valuable and 
vital and important our programs are nobody else is going to.” 
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Table 116:  Mean Ratings of Preparedness for Beginning Art Teachers from Different Programs 

Survey Item 13.  When you first started teaching, 
how well prepared did you feel to do the 
following: 

FIU 
(13) 

UCF
(13) 

FSU
(11) 

UNF
 (3) 

 UF 
 (2) 

USF
  (2) 

 FC 
 (1) 

FAU
 (1) 

FSC
 (1) 

 JU 
 (1) 

UWF
  (1) 

Overall
 Mean 

Teach drawing.      4.54 3.92 4.33 4.67 4.50 5.00 3.00 3.00 5.00 5.00 5.00  4.36
Teach art history. 4.00 4.23 4.33 4.67 4.50 4.50 4.00 3.00 4.00 5.00 5.00  4.29 
Teach mixed media. 4.38 3.62 4.22 4.67 4.00 3.50 4.00 3.00 5.00 5.00 5.00  4.22 
Teach aesthetics. 4.00 3.46     3.89 4.00 4.50 5.00 3.00 3.00 4.00 5.00 5.00  4.08
Teach art criticism. 4.15 3.69 4.11 5.00 4.50 4.00 4.00 3.00 2.00 5.00 5.00  4.04 
Teach painting. 4.38 3.46     4.00 4.67 4.50 4.00 2.00 3.00 5.00 5.00 4.00  4.00
Meet the needs of culturally or ethnically diverse 
students. 

4.31 3.46     4.11 4.67 3.50 3.50 5.00 3.00 2.00 5.00 5.00  3.96

Teach design organization. 3.77 3.62 3.78 3.00 3.50 3.50 4.00 3.00 4.00 5.00 5.00  3.83 
Meet the needs of special populations including 
handicapped, bilingual, limited English, and 
gifted and talented students. 

3.38 2.85     3.78 4.00 3.00 2.50 5.00 3.00 3.00 5.00 4.00  3.59

Use a variety of assessments to determine 
student progress. 

3.92 3.69     3.33 4.33 4.00 3.00 2.00 3.00 3.00 5.00 4.00  3.57

Identify components of curriculum development 
including long-range and short-range goals, 
performance objectives, and teaching strategies. 

3.92 3.31     3.44 4.67 3.50 3.00 2.00 4.00 2.00 5.00 4.00  3.53

Teach ceramics. 3.46 3.38     4.00 4.00 4.00 3.50 1.00 5.00 2.00 5.00 3.00  3.49
Teach printmaking.      3.69 2.77 4.22 4.33 4.00 3.00 2.00 3.00 3.00 2.00 5.00  3.37
Teach conceptual art. 3.08 2.85 3.33 3.00 4.50 2.50 3.00 2.00 4.00 5.00 3.00  3.30 
Maintain control of student behavior. 3.77 3.15 3.56 3.33 3.50 3.00 2.00 4.00 2.00 4.00 4.00  3.30 
Teach sculpture. 3.31 2.69     3.67 2.67 3.50 2.50 3.00 3.00 2.00 5.00 3.00  3.12
Identify community resources and their 
applications to an art program. 

3.38 3.15     3.33 4.67 3.50 3.00 1.00 3.00 2.00 3.00 4.00  3.09

Manage a budget including selecting, ordering, 
and inventorying supplies. 

2.38 3.00     3.00 3.67 2.50 2.50 2.00 3.00 2.00 4.00 3.00  2.82

Teach photography. 2.92 2.85     2.78 2.00 4.00 3.00 1.00 3.00 4.00 1.00 3.00  2.69
Teach fiber arts. 1.85 1.77     2.44 1.00 2.50 4.00 3.00 2.00 2.00 5.00 3.00  2.60
Teach graphic design. 3.08 2.38 2.89 2.33 3.00 2.50 1.00 2.00 3.00 2.00 3.00  2.47 
Teach computer applications. 2.77 2.08 3.78 2.00 3.00 2.00 1.00 1.00 3.00 1.00 2.00  2.15 
Teach film. 1.85 1.69     1.56 1.33 2.00 1.50 1.00 1.00 1.00 3.00 1.00  1.54
Teach video.      2.00 1.54 1.67 1.33 2.00 1.50 1.00 1.00 1.00 1.00 2.00  1.46
Overall Mean  3.43 3.03 3.48 3.50 3.58 3.17 3.17 2.79 2,92 4.00 3.75  
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CHAPTER V 
 

CONCLUSIONS AND DISCUSSION OF THE RESULTS 
 
 
 

 
 This chapter discusses the findings of the present study that examined the 
perceptions of beginning art teachers in the state of Florida regarding their teacher 
training program and their current teaching situation.  The investigation was triangulated 
including a survey, observations and interviews.  A total of 47 public school art teachers 
participated in the study.  The underlying objective of this study was to investigate how 
well prepared beginning art teachers felt they were to perform the jobs they now do.  
Demographic frequencies for those who had attended universities and colleges in the 
state of Florida were presented.  Descriptions of the art education program components 
for each of the 11 universities and colleges in the state of Florida that were represented 
by participants were compared to what respondents said they had received.  Mean 
ratings of teachers’ sense of their preparedness was compared to the percentages of 
courses or skills taught.  A content analysis of open-ended questions was conducted by 
categorizing and recording frequencies of responses.  Three respondents to the survey 
representing three different universities and art programs were chosen for one full day 
observation and interview process.  The data from the observations and interviews 
created narrative stories that provided insights into the practices and understandings of 
these art teachers within the context of their current teaching situations. 
 Based on the voices of the 47 participants in this study, their perceptions, 
opinions, and concerns have been presented here for consideration by those concerned 
with the training of prospective art teachers.  The ideas that they have shared have 
created data that can be used to examine, design, and improve art education programs.  
The data are used here to answer the following research question and supporting 
questions that have guided this study. 

 

 

Research Question 

 

 

 The guiding question of this study is:  How do beginning art teachers in the state 
of Florida describe, interpret, and evaluate their Florida-based teacher training program 
and what do they suggest for its improvement? 

The supporting questions are: 

1. What theoretical and practical training did beginning art teachers receive 
in their teacher education programs? 
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2. What do they now teach and how? 
3. How do the skills and knowledge gained in the teacher training program 

relate to their current teaching situation? 
4. How well do they think their education prepared them for their  

current positions? 
5. What changes, if any, would they make in their teacher training? 

 
Supporting Question #1:  What theoretical and practical training did 
beginning art teachers receive in their teacher education programs? 
 
 This study found that the art programs in Florida universities and colleges varied 
in size, location, number of art education faculty, content, structure, and degrees 
offered.  The description of art programs’ components revealed that a range from 120 to 
146 total semester hours was required to obtain a degree in art education leading to 
certification to teach.  Examining the number of hours required by the university in 
educational coursework, studio and art history, and art education courses showed that 
more hours of study are dedicated to studio courses and skills than any of the other 
areas.  The studio requirement ranged from 18 to 46 semester hours and the art history 
requirement ranged from 6 to 12 semester hours.  The number of semester hours 
required for general education coursework ranged from 9 to 39.  In comparison, the art 
education coursework requirements ranged from one course, 3 to 4 semester hours, to 
seven or 21 semester hours.  It was found that most program designs dictate that fewer 
art method courses are offered or required as compared to education coursework, 
studio coursework, or art history coursework.  The exceptions were The Florida State 
University which offered 7 art education courses, more than any other school in the 
study and equal to the studio requirement, and the University of West Florida which 
required only 9 semester hours of education coursework as compared to 11 hours of art 
education coursework. 
 The match between what the participants in this study said they received in each 
art program represented and what universities said they provided varied.  The results 
did show that what graduates received in the different areas of study; studio and art 
history, education coursework, and art education coursework, supported the emphasis 
placed by the university on those areas.  The graduates reported that they had received 
on average more semester hours of studio coursework than any other area, followed by 
educational coursework and art history coursework.  The area of study in which they 
said they received the fewest number of courses or semester hours was art education 
coursework.    
 Based on the descriptions of art education components and courses, the other 
two disciplines of art; aesthetics and art criticism were not found in all the art education 
programs represented in this study.  Only one university, the University of North Florida 
described their art methods course as teaching art with a discipline-based focus.  Only 
four of the art programs that were described in this study required courses that 
specifically taught aesthetics and art criticism.  Based on titles and description of 
coursework, The Florida State University and the University of Central Florida offered 
courses which focused on these disciplines among the art education coursework.  The 
University of North Florida and the University of West Florida required courses in 
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aesthetics and art criticism outside the art education department.  Based on data from 
interviews and survey responses it was concluded that the teaching of aesthetics, art 
criticism, and art history were embedded within the content of art methods courses.  
However, it is worth noting that DBAE was only mentioned twice in all the comments 
submitted by respondents to the survey.  
 All universities provided a certain number of studio electives or choices among 
the studio courses to enable students to pursue their own interest or to develop a 
concentration in one area of study.  The studio courses must frequently received based 
on respondents’ self report, were drawing, ceramics, and painting.  The studio skills with 
the less often received credits were computers, graphic design, fiber arts, and film.   A 
comparison between the data for item 11 that asked which courses the respondent 
received, item 12 that asked what they now teach, and item 13 that asked how well 
prepared they perceived they were to teach studio skills, indicated that there was a 
connection between the responses to each question.  Teachers tend to teach the skills 
they acquired in teacher training and the skills they feel best prepared to teach. 
 
Supporting Question #2:  What do they now teach and how? 
 
 As supported by the results of this study, most art teachers have complete 
autonomy in constructing, organizing, and implementing the art curriculum.  Therefore, 
what they teach is influenced by their understanding of the art disciplines, media, and 
skills.  In this study it is clear that studio production is not only predominant in university 
coursework, it is also predominant in the curriculum of these beginning art teachers.  
Even though the beginning art teachers in this study indicated that as a whole they felt 
more than adequately prepared to teach art history, aesthetics, and art criticism and 
more than 70% indicated that they included those disciplines among the courses or 
skills they teach, those practices were not observed in the classrooms.  Of these three 
disciplines, art history was the discipline taught by a larger percentage of respondents 
to this survey.  Art history was also the course most often required and received in the 
university art education program in comparison to aesthetics and art criticism.  The 
survey was not designed to solicit information on which subjects or skills were more 
often taught or to what extent the four disciplines were incorporated nor was that the 
purpose of this study.  But based on observations and their own comments during 
interviews, these teachers lacked the knowledge and skills require to integrate the four 
disciplines in a meaningful and consistent manner. 
 This study showed that there was a connection between the respondents 
perception of preparedness to teach a skill and the skills they teach.  A higher 
percentage of teachers taught drawing and painting and these were the studio skills that 
they felt best prepared to teach.  Drawing and painting were also two among the three 
skills for which respondents reported receiving the most credit hours.   Only four 
respondents received credits for film courses, only one taught film, and the mean rating 
for film indicated that overall respondents felt poorly prepared to teach film.  Therefore, 
this study concludes that what teachers receive in university coursework and what they 
felt prepared to teach influences what they teach.   
 As observed in the classrooms, studio was the preferred teaching mode and the 
preferred strategies for teaching studio skills were evident.  The teaching strategies that 
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were used included verbal and visual communication of instructions, demonstrations, 
and teacher-student one on one interaction.  One period in the middle school setting 
included some group interaction.  No discussions, critiques, or discovery activities were 
observed at any of these sites.  Students worked individually on their own projects as 
teachers circulated to help where needed. 
 
Supporting Question #3:  How do the skills and knowledge gained in the 
teacher training program relate to their current teaching situation? 
 

 According to the participants in this study, the most valuable preparation for the 
classroom was observations in the classroom and the internship.  Participants have 
indicated that they now use the strategies, skills, lesson plans, and projects that they 
observed.  Referring to the supervising intern teacher that had influenced them during 
their teacher training, participants describe the skills and knowledge which they 
observed and now emulate such as discipline management and how to interact with 
students, materials organization and media techniques, and the application of content 
knowledge.  Even the negative aspects of the internships, described by the three 
teachers who were interviewed, became learning experiences that now affect what they 
do in their classroom.   

 Data showed that the influence of the supervising intern teachers, art teacher 
educators, and art history and studio professors during the preparation of art teachers 
has great impact on what they now teach and how.  Participants described how they 
learned what to teach and how to teach by observing the practices of other teachers in 
university courses and K-12 classrooms.  Three participants also described how the 
teaching philosophies of their college professors had a profound effect on their own 
teaching philosophies.   

 One of ways that teacher training has related to current teaching practices as 
seen in this study, is the connection that has emerged between what was received in 
university coursework, how well prepared teachers feel to teach a specific subject and 
what they now teach.  The skills or subjects that were received in the art education 
program were more often taught while the skills and courses not received were not 
taught.  For example, the middle school teacher who graduated from FSU stated that 
she did not fully grasp how to connect the four disciplines of art during her teacher 
training and therefore did not incorporate the three disciplines; art history, aesthetics, 
and art criticism as much as she felt she should.  In the one day of instruction in her 
class and the classes of the other two art teachers who were observed, studio skills 
were the most predominant skills taught and based on survey responses studio skills  
were the second most valued skills, classes, and activities. 

 Participants in this study also felt that the content of art methods courses were of 
most value followed by writing and teaching lesson plans, classroom management, and 
art history courses.  With the exception of classroom management courses, ESOL 
strategies, and the educational psychology course, no other course, activities, or skills 
specifically presented within educational coursework was deemed valuable by the 
participants of this study.  Furthermore, no participants reported being influenced by the 
professors who taught those courses.    
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Supporting Question #4:  How well do they think their education prepared 
them for their current positions? 
 
 Data gathered from the respondents’ perceptions of their preparedness to 
teach or perform 24 skills was used as an indication of how well the respondents 
thought their education prepared them for their current position.  The graduates 
of those programs felt adequately prepared if the mean rating was 3 or above.  
Based on the mean ratings for each university in all skills that were listed, the 
overall mean rating for all but two of the university programs were above a 3.  
The exceptions were Florida Atlantic University and Florida Southern College 
which is no longer active, both represented by only one respondent each.  Each 
of these universities had an overall mean rating of less than 3 which indicated 
that the graduates felt less than adequately prepared overall.   
 However, this may or may not be an indication of a graduate’s satisfaction 
with the art program she attended.  The highest overall mean rating was 
calculated for the graduate from Jacksonville University; yet this graduate had 
expressed great dissatisfaction with the art education program she attended, 
commenting that it was a joke. 
 The mean ratings for each skill across all universities and colleges indicated that 
these art teachers as a whole felt more than adequately prepared (above a 4 on the 
scale) or adequately prepared (above a 3 on the scale) to teach or perform all but 7 of 
the 24 skills listed.   Ranked from highest to lowest, the skills they felt more than 
adequately prepared to teach were drawing (4.36), mixed media (4.22), art history 
(4.29), aesthetics (4.08), art criticism (4.04), and painting (4.00).  They felt less than 
adequately prepared (below a 3 on the scale) to teach photography (2.69), fiber arts 
(2.60), graphic design (2.47), computer applications (2.15), film (1.54), and video (1.46), 
also ranked from highest to lowest.  They felt adequately prepared to meet the needs of 
culturally or ethnically diverse students (3.96), meet the needs of special populations 
(3.59), use a variety of assessments to determine student progress (3.57), identify 
components of curriculum development (3.53), maintain control of student behavior 
(3.30), and identify community resources and their applications to an art program (3.09).  
They felt less than adequately prepared to manage a budget (2.82). 
 Another indication of beginning art teachers’ perception of their preparedness for 
the job they now perform would be if they found teaching to be different than expected.  
The assumption is that preparedness for the job means that you know what to expect.  
For example, eight out of nine graduates from FSU stated that teaching was not 
different than expected.  Two of the respondents attributed their realistic expectations 
directly to being well prepared by their teacher training program.  Ten other 
respondents, five from Florida International University and one each from the University 
of North Florida, University of South Florida, Flagler College, Florida Atlantic University, 
and Florida Southern College reported that teaching was what they expected.  In 
contrast, all thirteen respondents who graduated from the University of Central Florida 
reported that they found teaching to be different than expected.  As reported by five 
respondents, the main factor that contributed to their lack of realistic expectations was 
discipline problems.  Based on the comments offered during the interview with the UCF 
graduate, expectations regarding behavioral management would have been more 
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realistic if opportunities to observe and teach in more challenging or intercity schools 
had been included during their teacher training.  Among those respondents who replied 
“yes”, four participants found teaching to be better than expected while 25 out of the 47 
participants found it to be worse that expected.  
 This study proposes that the problems which these art teachers reported 
encountering in their current teaching position would also be an indication of how well 
prepared they were.  The fact that these teachers have encountered problems such as 
lack of support or respect for the arts in K-12 schools, lack of funding, discipline 
management, lack of sufficient planning time, large class sizes, and too many special 
projects indicates that these issues may not have been addressed during teacher 
training.  Comments from graduates of only one program, the University of Central 
Florida, indicated that advocating for the arts was an issue presented and discussed in 
art education coursework.   
 The respondents also pointed out weaknesses in their respective teacher training 
programs which indicated that they felt they would have been better prepared had these 
perceived deficiencies been remedied.  The four most cited weaknesses in programs 
were not enough studio courses, not enough on classroom management, not enough 
time spent in art classrooms observing and practicing skills learned, and not enough on 
student discipline.  These and others cited weaknesses show that the respondents to 
this survey feel they would have been better prepared for their current teaching 
positions had they received more pragmatic classes, skills, and activities. 
 
Supporting Question #5:  What changes, if any, would they make in their 
teacher training? 
 
 The four most frequently cited changes offered by participants in this study were 
more classroom observation and longer internships (21.3%, n=10), more studio 
electives (19.2%, n=9), more pragmatic “real world” experiences/less theory (14.9%, 
n=7), and more classroom management (14.9%, n=7).  The participants of this study 
recommended that more opportunities to observe classrooms should be offered 
especially at the level that they now teach at.  The teacher training programs in this 
study offered internships that were 13 to 14 weeks long.  In art education programs, 
those internships are divided between two levels either high school, middle school, or 
elementary; or the entire internship is spent at one level only.  It was also recommended 
by one respondent that more extensive observations with one teacher instead of a 
smorgasbord of many would allow the pre-service teacher to develop a rapport with the 
supervising teacher and her students thus gaining a more cohesive understanding of 
what is going on and why. 
 One-fourth of the beginning art teachers who responded to the survey either 
thought the lack of studio electives were a weakness of the program or that the program 
could be improved with the addition of more studio courses.  While most universities 
offer and even required courses in drawing and painting, two respondents also felt that 
courses in other media such as fiber arts, printmaking, and photography should also be 
required since those skills are included on the Florida Teacher Certification Exam.  It 
was also suggested by four respondents that classes on how to teach studio skills in the 
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classroom should be included since college studio classes are not geared toward 
teaching in middle school and especially in elementary school. 
 These beginning art teachers expressed their opinions in regard to the practical 
and theoretical aspects of their training.  Many of the perceived weaknesses in the art 
program that were cited illustrate the desire for more practical knowledge and skills.  
Designing applicable lesson plans and curriculums that are age appropriate, grade book 
training, strategies for teaching ESE students, and strategies for interacting with parents 
are a few of the things they would include in their teacher training.  Even the other 
components they would increase such as more observations and longer internships, 
more studio courses, and more on classroom management, are all directly related to the 
practical aspects of teaching.   
 A beginning teacher who participated in this study suggested that the 
university should set up a mock classroom to model what happens there from 
start to finish.  This would certainly meet the need for more knowledge on 
classroom management as every aspect of organizing, implementing, and 
maintaining as art program could be demonstrated in an environment that would 
simulate a real art classroom.  This may not be a practical solution for every art 
program, but it does illustrate what other participants have suggested.  They 
expressed a need for more knowledge about the organization of the classroom 
environment, management of a budget, ordering of materials and supplies, how 
to set up and operate equipment, how to develop more practical lessons, and 
more knowledge of art content and media applications.  Many of these issues 
should be addressed in the art methods courses which may be problematic for 
the three programs that offer only one art methods course.  Two respondents 
from the University of North Florida and one from Florida Southern College 
indicated through their responses that one art methods course was not enough 
even though it meets the minimum requirement set by the certification 
department in the state of Florida.  
 
Guiding Research Question:  How do beginning art teachers in the state of 
Florida describe, interpret, and evaluate their Florida-based teacher training 
program and what do they suggest for its improvement?   
 
 As was the purpose of this study, the participants described, interpreted, and 
evaluated their Florida-based teacher training program based on what they have 
experienced on their jobs.  Consequently, their comments were as varied as their 
teaching experiences.  A comment offered by the FSU graduate who was interviewed 
may apply here.  
 

 “The problem lies in …that because people are so different, their 
teaching style, the way you approach things is always going to be 
different, and trying to design a program that addresses the needs of a 
widely diverse group would be…I mean is really kind of mind boggling.  
And in all fairness to the program, I think as is true in an awful lot of 
college education, there are certain things you can only learn by doing.” 
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 It is only by doing the job that participant’s are able to determine what was of 
most value and because of the diversity of what they do, what may be a concern for one 
may not be a concern for others.  For example, the teachers who accepted jobs at 
grade levels they had not observed or interned at felt there should have been more 
opportunities for observations at that level.  The three teachers who expressed 
frustration over not being able to operate a kiln thought this should have been 
addressed in teacher training.  The three teachers who received only one course in art 
methods during their teacher training felt more should have been offered. 

 Nevertheless, there was some consensus over what was most valued in their 
teacher training and how well prepared they were to perform certain skills.  The teacher 
training programs in this study, as reported by the respondents, had adequately trained 
these teachers in the studio skills of drawing and mixed media and, with the exception 
of Flagler College, in painting.  They have also been adequately prepared to teach art 
history, aesthetics, and art criticism with the exception of Florida Southern College 
where the respondents felt less than adequately prepared to teach art criticism.  As 
reported by respondents, these programs are doing a good job of preparing graduates 
to meet the needs of culturally or ethnically diverse students again with the exception of 
Florida Southern College.  In other skills there was a variation of means across 
programs and across skills.  One skill that respondents reported relatively low, 
adequately or less than adequately prepared, was to manage a budget including 
selecting, ordering, and inventorying supplies.  With the exception of Jacksonville 
University and University of North Florida, the mean for this skill in all other programs 
were 3 or below.  This is certainly a basis and practical skill that all art teachers must 
perform.    

 As stated before, the internship was reported as one of the important aspects 
offered in teaching training.  The majority felt the internship was valuable, almost half 
the participants reported that the internship was one of the most valuable experiences, 
five felt that not having enough was a weakness, and ten suggested more as an 
improvement to the program.  The same scenario was seen in the important place on 
studio courses.  Eighteen cited studio courses as the most valuable, ten felt that not 
having enough was a weakness and ten suggested that having more would improve the 
program.  Indeed the relationship between what respondents felt was most valuable and 
their suggestions for improvement would seem to indicate that they want more of what 
they felt was the most valuable.  Yet as the response of each individual was examined, 
it was discovered that those who valued a skill were not always the same respondents 
who suggested there should be more of that skill.  The eight respondents, who reported 
that classroom management was the most valuable skill, class, or activity, were not the 
same as the seven respondents who suggested that more on classroom management 
would improve the program.  This indicated that those skills, classes, and activities 
which were most frequently cited as most valued, seen as a weakness, and suggested 
as improvements were the ones of most concern to the graduates of the programs 
represented in this study.   

 In all three categories, most valued, weaknesses, and suggested improvements; 
the observations and internship and studio courses were most frequently cited followed 
by classroom management courses.  Thirteen of the fifteen respondents who reported 
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that art methods courses were one of the most highly valued components of teacher 
training were from Florida International University, the University of Central Florida, and 
The Florida State University.  All these universities offered three or more courses in art 
methods.  In contrast, the two remaining respondents only received one art methods 
course indicating that they valued the course but wanted more.    

 Statements which these beginning art teacher have offered in regard to what 
they valued, what they perceived as problems and weaknesses, and what they 
suggested as improvements, indicated that the practical is valued over the theoretical 
and they desire to have more of it.  Through their responses, these art teachers placed 
more emphasis on what to teach and how to teach including how to manage behavior, 
design a curriculum, implement instructional strategies, deal with parents, and manage 
a budget than on the why.  They asked for more pragmatic courses and activities, more 
on classroom management, more classroom observations and longer internships, more 
studio electives, and more classes which focus on the application of art to teaching.  
Each of these areas signifies that teachers feel university/college art program should 
focus more on the knowledge and skills applicable to the actual organization, 
management, and instruction within the classroom.  Teachers clearly expressed a need 
for more practical information on what to do and how to do it. 

 
 

Discussion and Implications for Practice in Teacher Training 
 
 

 The discussion that follows is related to the five research questions that have 
guided this study and specifically addresses the issues of art education program design, 
art teaching practices in K-12 schools, the influences during art teacher training, and the 
status and funding of art education programs in K-12 schools. 
 
Design of Art Education Programs 
   
 In accord with previous studies (Galbraith, 1997; Willis-Fisher, 1993), it was 
found that the art education programs in Florida universities and colleges represented in 
this study varied greatly in size, location, number of art education faculty, content, 
structure, and degrees offered.  Yet the components of these art programs; educational 
coursework, studio and art history coursework, art methods coursework and the 
internship were very similar to those discovered in other studies (Rogers & Brogdon, 
1990; Sevigny, 1987; Willis-Fisher, 1993).  This study also concurs with other studies 
(Galbraith, 1997; Hutchens, 1997) that there is no consensus on what should be the 
ideal education for prospective art teachers.  The great disparity from one program to 
another would indicate not only a need for a collaborative group of experts in the field to 
establish standards as the basis for the content of art education programs, but a need 
for those accepted standards to be adopted by those in positions to implement them.   
 As indicated by the many comments offered by survey respondents and the 
teachers who were interviewed, one of the problems to be overcome in the training of 
art teachers is the disconnect that seems to exist between theory and practice.  This 
could be further interpreted as a disconnect between the university and its faculty and 
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the schools.  This study recommends and is supported but others in the field 
(Kowalchuk, 2000; Zimmerman, 1994a) that art educators need to make the link 
between theory and practice by assisting prospective art teachers in adapting and 
applying what they have learned in university coursework and the internship to the art 
classroom.  One of the concerns that emerged from this study and that is supported by 
Efland (1993), was the failure of teachers to fuse subject matter knowledge to 
pedagogical knowledge which would enable them to transfer content knowledge and 
methods of instruction to specific teaching situations. University art educators and 
supervising intern teachers need to collaborate to help prospective art teachers to make 
the connection between content and pedagogical aspects of teaching.  The challenge 
for both is to model and demonstrate how theory and practice are interlinked to form a 
complete and cohesive knowledge base that will inform not only what teachers should 
do, but why. 
 It is not surprising that beginning art teachers value and want more practical 
experiences and skills since this information is seen to relate more directly to the day-to-
day duties and responsibilities of teaching.  Such results are also supported by previous 
research which found that classroom management skills were a major concern for pre-
service teachers (Kowalchuk, 2000; Zimmerman, 1994b).  To gain more practical skills, 
a need for more observation and practice in the classroom through longer internships 
could be offered as suggested by some of the respondents in this study and by others in 
the field of education (Cramer, Gilles, & Hwang, 2001).  One solution might be a five-
year graduate level program as recommended by Davis (1990) and Carroll, Sandell, 
and Jones (1995).   
 Another issue which emerged from the study and which should be addressed is 
the dominance of studio production in universities’ requirements and what is taught in 
the K-12 classroom.  As observed in the classroom of the three beginning art teachers, 
the predominance of studio production as the preferred teaching mode is exercised as 
the expense of the other disciplines of art; art history, aesthetics and art criticism.   
 Based on data gathered in this study, fewer hours of study in university programs 
are dedicated to art methods coursework in comparison to studio or educational 
coursework.  Conceivably, the art methods courses should make the connection 
between pedagogical knowledge and content knowledge, but apparently this is not 
always happening.  With the burden of including the four disciplines of art, merging the 
different components of the program together including educational coursework, studio 
knowledge, and the internship, program designers must decide how much time will be 
spent on each aspect of the training.  This is a particularly burdensome task for 
programs that offer only one or two art method courses.  This study supports the need 
for more than one or two art methods courses due to the amount of information, skills, 
and activities that must be disseminated during the course of instruction.  
 The results of this study also suggest that art teachers would benefit from more 
instruction in art methods that in general education.  As discussed during one interview 
and indicated by survey responses, classroom management courses within the 
department of education do not address the specific challenges faced by an art teacher.  
Skills, activities, materials, equipment, facilities, and schedules found in art programs 
are markedly different from other subject areas especially in elementary schools.  Even 
the link that is often seen to exist between the “special areas”; art, music, drama, and 
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physical education, is based on a false assumption.  No comparison can be made 
between the content knowledge and activities that occur within the context of these 
individual programs.  Classroom management courses should be taught by those who 
are in the field and directed towards the unique context of the art program and the art 
classroom.  However, art education professors may not feel qualified to do this having 
been out of the classroom, in some cases, for a long time.  A solution would be to invite 
beginning and veteran art teachers who are currently in K-12 schools to participate in 
art education coursework not just in the internship.  One aspect of the efforts to improve 
teacher education as reported by Henry (2007) was to have the art methods course 
taught by a practicing K-12 art teacher.  The course was taught in a K-12 art classroom 
after school hours providing university students with experiences unique to the 
environment.  The art education students also had the opportunity to teach skills to after 
school students.   
  In establishing guidelines for the content and structure of art teacher training 
programs, it is imperative that art teacher educators know what’s going on in the K-12 
art classroom and examine the extent to which the university curriculum reflects what is 
actually being taught there.  As one respondent to the survey pointed out, having an 
instructor who has not been in the classroom for thirty years does not inspire confidence 
or establish credibility.  Art educators need to be informed about the environment, 
issues, problems, and limitations that future teachers will have to deal with.  In order to 
stay informed and to meet the needs of future teachers, there is a clear call for more 
collaboration between universities and schools and art educators, supervising intern 
teachers, and the pre-service teachers (Galbraith, 1995; Hanes & Schiller, 1994; 
Milbrandt, 2006; Zimmerman, 1994b).  Developing a closer relationship between the 
faculty of universities and schools could be accomplished by having the art teacher 
educators spend more time in the schools.  Unfortunately, the current model of 
university retention of faculty based on publication and research does not encourage or 
reward members who are extensively involved in the schools.  Hutchens (1997) 
suggested that research should be linked to the practicalities of teaching and learning 
and the needs of prospective teachers.  Until this is done, there is little hope that the 
powers within and above departments of education will recognize the importance of 
time spent in K-12 schools with those who prepare prospective teachers for their jobs. 
 
Art Teaching Practices in K-12 Schools 
  
 The beginning art teachers’ responses to this survey regarding the skills that they 
teach has changed little from the results of earlier surveys (Chapman, 1979; Jeffers, 
1996).  One exception would be Jeffers’ (1996) report that beginning and veteran 
teachers in her study rated their ability to teach art history, art criticism, and aesthetics 
low, while beginning art teachers in this study indicated that as a whole they felt more 
than adequately prepared to teach those disciplines which may signify that DBAE has 
had a greater influence on these teachers as compared to those in Jeffers’ study.  But 
as stated before, the teachers who were observed and interviewed indicated that they 
lack the knowledge and skills required to integrate the four disciplines in a meaningful 
and consistent manner.   
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 Proponents of DBAE and comprehensive art education need to examine how the 
four disciplines are being presented.  The problem as expressed by those interviewed 
and through the descriptions of programs may be that the four disciplines are taught as 
separate subjects within the university programs instead of as an integrated whole thus 
leaving the novice teacher to figure out on his or her own how to translate the content 
knowledge learned into a cohesive instructional model.  A holistic approach as a model 
for instruction in art methods coursework would be more effective by fusing the four 
disciplines together along with other pertinent aspects of art education while respecting 
what is unique about each.  Art educators should model this approach and supervising 
intern teachers should be examined to insure that they also model these practices. 
 This study also concluded that beginning art teacher teach their strengths and 
conversely do not teach their weaknesses.  This has implications for policy-makers, 
curriculum and program designers, and art educators as they decide what is of most 
value.  If it is determined, as illustrated by the Florida Department of Education’s 
certification exam, that certain media, skills, and techniques are necessary then 
prospective art teachers certainly should be acquainted with the corresponding 
knowledge.  Likewise, if it is determined that DBAE or more recently comprehensive art 
education is valid as a standard for the ideal art education program then the skills 
necessary to implement these philosophical trends should be taught, modeled and 
consistently demonstrated by educators of prospective art teachers.  It should not be 
assumed that these teachers, on their own, will make the connections.  If those skills 
are not learned during teacher training, they probably will not be taught in the schools. 
 
The Influences during Teacher Training  
 
 As suggested by previous research (Susi, 1992; Galbraith, 1993; Valli, 1992), it is 
not surprising that participants in this study indicated that the internship was the most 
important part of their preparation for the classroom and that the supervising intern 
teacher was the most influential person during their training.  Therefore, this study 
supports the necessity of choosing the best accomplished supervising intern teachers to 
supervise the practices of pre-service teachers.  As noted in survey responses, art 
teachers tend to emulate the practices of their supervising intern teachers thus it is 
important that supervising intern teachers realize the significance of their role, 
understand their responsibilities and be sensitive to the needs of the pre-service 
teacher.  To assume that they should turn over their classroom with little or no further 
assistance as was experienced by some respondents is a grave mistake.  In the case of 
the high school teacher who was split between two teachers because one had taken the 
qualifying course required to supervise student teachers and the other had not, one has 
to wonder where the representative from the university was. 
 Once again, this also illustrates the importance of collaboration between art 
teacher educators, supervising intern teachers, and pre-service teachers before and 
during the internship.  Pre-service teachers experience multiple stresses during this 
time as they serve in the roles of both student and teacher.  This transition period 
between student and teacher is a critical one during which many issues and conflicts 
are confronted and hopefully resolved.  It is imperative that all involved in the 
preparation of these prospective art teachers support, assist, and advise when conflicts 
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do occur.  If the conflicts and issues which arise are not resolved during teacher training 
and the internship, they will more than likely resurface during the first year or years of 
teaching.  In the case of the elementary teacher who was observed, his conflict during 
internship was linked to being overwhelmed by the demands of the job and his lack of 
confidence that he could meet those demands.  During the visit to his school, signs 
were observed that clearly indicate that he was in the survival stage as described by 
Ryan (1986).  He questioned his capabilities, was eager for new knowledge and 
validation, and was concerned over classroom discipline and control.  Interview 
responses indicated that he would have benefited from more classroom observation 
time and more exposure to intercity schools where he now teaches. 
 The results of this study also suggest that teachers should be required to 
participate in extensive observations at all levels if not internships at all levels.  As 
indicated by the responses of three participants, beginning teachers are not guaranteed 
employment in the grade levels where they intern.  If they do accept teaching positions 
at grade levels where they have had no prior experience, they will find themselves at a 
further disadvantage during their first years of teaching.   
 
Status and Funding of the Arts in K-12 Schools   
 
 Many of the problems cited such as lack of support or respect for the arts in K-12 
schools, lack of funding, lack of sufficient planning time, large class sizes, and too many 
special projects may appear to be beyond the scope of the university program to 
resolve.  This study proposes, however, that problems routinely experienced by 
beginning teachers should be at least addressed during teacher training.  The results of 
the study concluded, in accordance with previous research (Cohen-Evron, 2002; 
Jeffers, 1996), that teachers’ main concerns were the low status of art and lack of 
funding.  As Day (1997) stated, one of the main problems of retaining teachers is the 
lack of status associated with teaching and for the art teacher there is the added lack of 
status of the arts in K-12 Schools.  As Cohen-Evron (2002) pointed out, issues such as 
those expressed by teachers in this study reinforce the attitude that the arts and what 
art teachers do are not important. 
 Those responsible for the implementation of art education programs need to 
address the low status of the arts in K-12 schools and funding issues.  The reality is that 
art education programs both in higher education and public schools continue to be 
threatened due to funding cuts and more recently by the growing emphasis on skills and 
knowledge testing that marginalizes the arts.  Art teacher educators need to help 
prospective art teachers realize the necessity of becoming advocates for the arts and to 
develop the skills for communicating the benefits of what they and their programs can 
offer to students and education in general.  As Champlin (1997) pointed out, there are 
many gatekeepers who hold the purse strings and are needed for support of the arts 
including principals, parents, school boards, departments of education, and state 
legislators.  Art teachers need to know who the stake-holders are, what their positions 
are, and what avenues are available to influence the policies that affect art programs.  
Jeffers (1996) proposed utilizing the expertise of public relations consultants, fund 
development specialists, and professional lobbyists to confront the issues of status and 
funding.  One avenue for funding art programs that is available to teachers is grants.  As 
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part of art teacher training preparation, the skills needed for effective grant writing could 
be presented at the undergraduate level as well as the graduate level. 
 To be an advocate for the arts would require teachers who are well informed 
about the latest trends and developments in the field.  Clearly the main avenues to this 
information are professional publications and participating in arts organizations at 
national, state, and local levels.  Yet the results of this study showed that the 
percentage of respondents who were members of art organizations is very similar to the 
results reported by Jeffers (1996) which is less than one-half of the respondents.  
University and college programs should emphasize the importance of becoming aware 
of the issues that affect art education by establishing and encouraging participation in a 
student chapter of the NAEA as well as introduce the organization’s publications for 
class discussion and analysis. 
 Internet technology is another tool that could be utilized and presented in art 
education programs as a pathway to support the arts and investigate sources of 
funding.  Hutchens and Pankratz (2000) recognized that internet technology could serve 
as a vehicle for collaboration among those in the field.  Galbraith (1997, 2004) agreed 
and added that internet technology could also be used as a research tool.  In this study, 
the middle school teacher who was interviewed touted her county’s internet messaging 
board as an opportunity to stay informed and involved in issues that affected the art 
programs in her county.  While most university programs offered and even require 
computer technology, it is suggested here that internet technology should be explored 
as a means of staying informed about issues and being proactive in support of the arts 
in K-12 schools. 
 
 

Summary of Conclusions 
 
 

 This study has offered specific recommendations based on the data that were 
collected.  It was proposed that the design of art education programs should include 
more than one or two art methods courses due to the scope of knowledge and skills that 
must be disseminated during the training of art teachers.  The content of art education 
coursework should strive to provide prospective art teachers with the understanding of 
how the theoretical and the practical aspects of teaching are both necessary 
components that support and enhance each other.  It is also recommended that more 
collaboration between universities/colleges and public schools and their respective 
faculties should be exercised in an effort to support and provide prospective art 
teachers with broader and more comprehensive knowledge and skills needed to train 
them for the jobs they will be performing. 
 Observations and interview of three art teachers in this study revealed that the 
integration of the four disciplines; studio, art history, art criticism, and aesthetics may not 
be occurring.  It was also determined that art teachers teach the skills and knowledge 
which they feel best prepared to teach.  Thus this study recommended that the four 
disciplines of art should be integrated into a comprehensive instructional model within 
art methods coursework.  The content knowledge taught in those courses should reflect 
the accepted philosophical trends such as Discipline-based Art Education or 
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Comprehensive Art Education.  The content knowledge should also reflect the 
requirements necessary to obtain certification to teach art. 
 Due to the strong influence that supervising intern teachers exercise over their 
interning teachers, this study proposed that the best accomplished teachers should be 
chosen for those positions.  It is also proposed that more classroom observations and 
longer internships at all teaching levels would be beneficial to the training of prospective 
art teachers. 
 To counteract the major problems which art teachers have encountered in 
teaching, this study recommended that issues related to the lack of status of the arts in 
K-12 schools and the lack of funding should be addressed during art teacher training.  
Suggestions included skills for promoting advocacy for the arts in K-12 schools, skills for 
grant writing, providing a student chapter of the NAEA, and promoting the use of 
Internet technology as a means to stay abreast of the issues and to seek sources for 
funding.  

 
 

Limitation of the Study 
 
 
 A primary limitation of this study was the number of respondents who had 
attended some of the universities/colleges that are represented.  While the number of 
participants from FIU, UCF, and FSU was acceptable for qualitative/exploratory 
purposes, other programs were under-represented by three or fewer participants.  
Drawing any conclusions about those programs based on such limited responses would 
be questionable.  Yet when included with the responses of total participants, the data 
received corroborates and extends the data collected from programs well represented, 
and collectively the results can reasonably be thought to represent trends. 
 As discovered during the pilot study, item 11 on the survey may not have elicited 
correct data as respondents may not have recollected the correct number of semester 
hours received.  One respondent referred to her responses as a “guess estimate”.  
Nevertheless, in most cases a comparison between what respondents reported 
receiving and what programs required was a close match. 
 An unanticipated outcome of the study was the match between participants’ 
sense of preparedness and the frequency of what was taught in K-12 schools.  Item 12 
was not designed to elicit what skills teachers taught most often.  Had the respondents 
been directed to number the skills and courses from those most often taught to those 
less often taught, further data could have been collected to support the conclusions 
drawn based on frequency such as the extent of the inclusion of art history, art criticism, 
and aesthetics in the K-12 curriculum as reported by participants.   
 One of the most disappointing results of the survey was the failure of internet 
surveys to produce a larger number of responses.  It was anticipated that at least half of 
the responses would result from e-mailed surveys yet only 40 out of 167 responses 
were received.  Efforts to obtain e-mail addresses for teachers listed by the Department 
of Education were time consuming and produced addresses for only half of the 
population that was targeted.  It was also surprising that relying on the hire dates for art 
teachers listed by the Department of Education would yield so many teachers who had 
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teaching experience beyond those dates.  Of the 167 art teachers who responded to the 
survey, 30% (n=51) had four or more years of teaching experience.  Those who conduct 
further research aimed at beginning art teachers might explore alternate ways of more 
effectively reaching beginning art teachers. 
 Another limitation of the study is the possible lack of broad knowledge and scope 
of the whole system and its demands by the beginning art teachers.  Some of the 
statements which were offered here by beginning art teachers may not reflect a 
comprehensive understanding of what university programs offer and seek to 
accomplish.  In other words, beginning art teachers’ perceptions of their preparation to 
teach art could conflict with the purposes and principles of art education programs and 
the art educators who design the programs. 

 
 

Recommendations for Further Research 
 
 
 The preparation of art teachers is one of the most important endeavors in the 
field of art education.  Further research into the preparation of art teachers needs to be 
conducted.  While the survey yielded data used to determine how well prepared 
teachers perceived they are and how that relates to what they now teach and their 
current positions, the observations and interviews offered the context by which the 
effectiveness of art education programs can be judged.  The observation and interview 
process conducted in this study produced a snapshot of what goes on in the art 
classroom and why.  It is suggested that more case studies of art teachers and more 
extensive observations of one teacher should be conducted to further study how art 
teacher preparation affects teaching practices.  
 A surprising result of the study was the number of beginning art teachers who do 
not have degrees in art education.  Of the 116 beginning art teachers initially contacted, 
42% (n=49) reported that they had not attended a degree program.   This result was not 
a planned component of the study, but it is an important emerging factor that needs to 
be examined in more detail in another study.  Questions related to alternative pathways 
to certification need to be examined.  How do art teachers without degrees in art 
education become certified?  What are the requirements and standards for alternate 
certification?  How well prepared do teachers feel who come from alternate pathways 
into teaching?  How does the perceptions of those from alternate pathways compare to 
those who obtained degrees in art education? 
 Colleges and universities, state departments of education and others who make 
the decisions as to what teachers should know, need to listen to what teachers say they 
need to know, as this study has done.  That does not mean that teachers’ perception of 
problems and subsequent suggestions for improvement should determine the design of 
programs.  But those who construct and implement programs can learn from 
considering their proposals, and their perceptions must be integrated into the 
construction of art teacher education programs.  
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APPENDIX A 

Art Teacher Survey 
 

1. What is your gender? 
 Female 
 Male 

 
2. What is your age level? 

 20-24   
 25-29 
 30-39 
 40-49 
 50-59 
 Over 60 

 
3.  What is your race/ethnicity? 

 White – non Hispanic 
 Black – non Hispanic 
 Hispanic or Latino 
 Asian or Pacific Islander 
 Native American or Alaskan Native 
 Other (Specify) _______________ 

 
4.  What level do you teach? 

 Elementary 
 Middle School 
 High School 

 
5.  Number of years teaching art (including 2004-2005) _________________ 

 
6. Are you certified to teach art? 

 Yes 
 No   If no, what is your status_________________________ 

            
7. What university/college did you attend? ______________________________ 

 
 
8. Did you attend a program leading to certification in art education? 

 Yes 
 No 

      
9. What degree(s) have you earned? ________________________________ 

 
10. Which art organizations are you a member of? 

 NAEA 
 FAEA 
 Other (specify)______________________________________    
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11.   How many credit hours of each course below did you receive in your   
  teacher training program? (“0” if no training received) 

 

_____ Painting 

 Art education methods  Photography 
 Art aesthetics  Printmaking 
 Art criticism  Sculpture 
 Art history  Technology/computers 
 Ceramics  Child Development 
 Design  Educational Psychology 
 Drawing  Foundations of education 
 Fiber Arts  Teaching diverse populations 
 Film   Instructional strategies/ methods 
 Graphic Design  ESOL strategies/methods 
 Jewelry  Other:  

 

12.   Which of these courses or skills do you teach? (Check all that apply) 
 

 

 Art aesthetics 
 Art criticism 
 Art history 
 Ceramics 
 Collage 
 Computers 
 Design 
 Drawing 
 Fiber arts 
 Film 

 Graphic design 
 Mixed media 
 Painting 
 Photography 
 Printmaking 
 Sculpture 
 Textile design 
 Video 
 Other:________________ 
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 13.   When you first started teaching, 
   how well prepared did you feel 
   to do the following: 

 

1 2 3 4 5 

Teach drawing.      

Teach painting.      

Teach sculpture.      

Teach printmaking.      

Teach ceramics.      

Teach fiber arts.      
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(continued)   
When you first started teaching, how 
well prepared did you feel to do the 
following: 
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 1 2 3 4 5 

Teach mixed media.      

Teach graphic design.      

Teach photography.      

Teach film.      

Teach video.      

Teach computer applications.      

Teach conceptual art.      

Teach design organization.      

Teach art history.      

Teach aesthetics.      

Teach art criticism.      

Identify community resources and their applications 
to an art program. 

     

Meet the needs of culturally or ethnically diverse 
students. 

     

Meet the needs of special populations including 
handicapped, bilingual, limited English, and gifted 
and talented students. 

     

Maintain control of student behavior.      

Use a variety of assessments to determine student 
progress. 

     

Identify components of curriculum development 
including long-range and short-range goals, 
performance objectives, and teaching strategies. 

     

Manage a budget including selecting, ordering, and 
inventorying supplies. 
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14.  Describe the most influential person during your teacher training and tell   
    why.  
_____________________________________________________________

_____________________________________________________________

_____________________________________________________________

_____________________________________________________________

_____________________________________________________________

_____________________________________________________________ 

 

15.  Describe the skills, classes, and activities presented in your teacher 
    training program that were most valuable. 

 

_____________________________________________________________

_____________________________________________________________

_____________________________________________________________

_____________________________________________________________

_____________________________________________________________

_____________________________________________________________ 

 
16.  Was your student teaching valuable?  Why or why not? 
 

_____________________________________________________________

_____________________________________________________________

_____________________________________________________________

_____________________________________________________________

_____________________________________________________________

_____________________________________________________________ 
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17.  Is teaching different from what you expected it to be?  How? 

_____________________________________________________________

_____________________________________________________________

_____________________________________________________________

_____________________________________________________________

_____________________________________________________________

_____________________________________________________________ 

 
 

18.  Are there any problems you have encountered as an art teacher?  
 

_____________________________________________________________

_____________________________________________________________

_____________________________________________________________

_____________________________________________________________

_____________________________________________________________

_____________________________________________________________ 

 
 

19.  Were there any weaknesses in your teacher training program?   

_____________________________________________________________

_____________________________________________________________

_____________________________________________________________

_____________________________________________________________

_____________________________________________________________

_____________________________________________________________ 

 
 

20.  How could your teacher training program be improved?  
_____________________________________________________________

_____________________________________________________________

_____________________________________________________________

_____________________________________________________________

_____________________________________________________________

_____________________________________________________________ 

 

 180



APPENDIX B 
 

Interview Questions 
 

Why did you choose teaching art as your career? 
 
What work experience do you have? (Both art-related and non-art-related) 
 
Why did you choose _______ as the art education program to attend? 
 
Describe your teacher training.  How effective was it? 
 
What were the greatest strengths of the program? 
 
What were the greatest weaknesses? 
 
What training did you receive for classroom management (including management 
of student behavior)? 
 
What training did you receive to meet the needs of special populations such as 
ESE students, ESOL students, and gifted students? 
 
Was your training in studio courses adequate for meeting the needs of teaching 
those materials and techniques to your own students? 
 
What training did you receive to prepare you to teach art criticism, art history, 
and/or aesthetics? 
 
What training did you receive for curriculum planning? 
 
Describe your student teaching experience. 
 
Would a longer internship have been helpful? 
 
What do you wish you had known before entering your first classroom that you 
did not know? 
 
Describe your school (location, size, population, special conditions, community). 
 
Describe your art program (goals, courses taught, scope and sequence, facilities, 
supplies, other teachers and what they teach, number of students, how many 
hours a week they have art, class size, teaching load, number of periods, length 
of your day, homework). 
 
What’s the most important thing you teach? 
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What are your long-term goals for your students? (What do you want them to 
take with them from their art education?) 
 
What skills and/or concepts are most important to be taught in art? 
 
What’s the role of criticism, art history, and/or aesthetics in your program? 
 
Who decides what you teach? (National or State Standards, district curriculum, 
individual choice) 
 
What extra duties and other non-art-related tasks are you assigned at school? 
 
What extra art-related/professional duties do you have? 
 
Do you have contact with other art teachers? 
 
How well supported is your program in your school?  Do you feel you get the 
respect you deserve? (administration, staff, students, parents, and community 
support) 
 
To what extent do you have to be an advocate for your program? 
 
Do you have an adequate budget, equipment, and supplies? 
 
Do you have enough time for preparation, planning, and other duties of teaching? 
 
Is paperwork a problem? 
 
Is student discipline a problem in your school?  How do you handle discipline 
problems? 
 
What other problems do you deal with in your school? 
 
Would you become an art teacher again, given the opportunity to start over? 
 
Is there anything else you’d like to say? 
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