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ABSTRACT

In this thesis, | present my living theory of professional development in art education. Drawing on
my own and studentés knowledge and experiences,
novice art teachers to position themselves as leaders in schools and the broader society. As an
art lecturer in higher education, | conducted this research because | am concerned about the state
of art education in South Africa. | addressed my three concerns in this study, namely i) the lack
of status accorded to the subj ect ,idthedfactchatagie qu ent
marginalised, undervalued and mostly reserved for the talented few, and iii) the fact that art is

taught in isolation removed from the social real

These concerns urged me to take action and set me on a path to change my teaching and learning
career practices. My aim was to develop a professional framework for art teachers which defines
the roles and socially engaged practices that answer the question; How can | better prepare art

education students to become participatory artists, researchers and teachers (P)ART?

Drawing on Thorntondéds ART theory and Hel guer ads
four cycles of action and reflection, generating evidence of my learning from student assignments,
visual artefacts and reflections. This learning journey enabled me to develop a pedagogical
framework which empowered me to teach prospective art teachers to become leaders in schools
who are able to restore the status of art education through interdisciplinary and socially engaged

practices.

The model developed from this learning represents my living theory of art education and explains
how students can be developed as participat-ory a
praxis, can also help to prioritise professional development as a main focus to steer teaching
across inter- and trans-disciplinary borders towards an open, inclusive and creative educational

landscape in 215 century teaching and learning practices.
Keywords

action research, artist, researcher and teacher (ART), living theory, participatory artist researcher
teacher (P)ART, pre-service art teachers, professional development and framework, self-reliant,

socially engaged art (SEA), transdisciplinary pedagogy, transformation
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CHAPTER 1: INTRODUCTION

Figure 1: Paul Gauguin. WHERE DO WE COME FROM? WHAT ARE WE? WHERE ARE
WE GOING? 1897. Oil on canvas. Museum of Fine Arts, Boston, US.

1.1 Orientation

Many roles are ascribed to the teacher in the development of professional identity. Acknowledging
these O6roles and their applied competendemsd for
and Standards for Educators (DoE, 2000) proposed seven roles which should inform the exit level
gualifications of teachers. Subject to norms (applied competences) and standards (qualifications)
the policy ultimately requires that the roles are operationalised to integrate theory and practice in
appropriate and contextual ways. The roles determine the kind of practices that higher education
providers should offer pre-service teachers to embed in their professional training (DoE, 2000:13-

14). The roles are:

Learning mediator

Interpreter and designer of learning programmes and materials
Leader, administrator and manager

Scholar, researcher and lifelong learner

Community, citizenship and pastoral model

Assessor

=A = =4 =2 =4 =4 =4

Subject/ discipline/ phase specialist



From my experience as a lecturer in Visual and Creative Arts education and working in socially

engaged environments, | could add to the list of generic roles suggested above, for example self-

reflective practitioner who interrogates socially constructed assumptions and who values

equitable learning opportunities; and moderator who mediates between different cultures to reach

negotiated consensus (Meyer & Wood, 2017). However , it is ultimately
experiences, shaped by values and attitudes which influence how they see themselves as

teachers and ultimately determine the kind of teachers they become (Beauchamp & Thomas,

2009; Stenberg, 2010). In line with action research theorists, | combine this singular notion (the

role of the teacher) with a participatory epistemology, emphasising the anthropological
interconnectedness of human life as a natural dimension which connects humans and non-

humans, (Wicks et al., 20132?), and with a moral imperative that emphasises participatory action

research (Fals-Borda, 1988). My mor al 6urged stems from a str.
orientation which changed to a more contextualised and trans-disciplinary role as | began to

regard the integrity of knowledge generation (who creates it and for whom?) at universities as a

shared and participatory process (Levin & Greenwood, 2008), co-created by lecturers and

students in various learning contexts. My research focuses on how to go beyond
knowl edge to an O6our 6 orientated (AdubedSkerrigt,t2@lh)di ng o

The lack of leadership in South African classrooms and its spiralling effects on our education
system necessitates a re-thinking of the roles which the educator plays (Davids & Waghid, 2016).
This is important since the way in which teachers interpret their roles and embody their
professional identities affect their wellbeing and effectiveness (Sammons et al., 2007), resilience
and efficacy (Gu & Day, 2007), innovation and professional development (Beijaard et al., 2000),
decision-making abilities (Beijaard et al., 2004) and, critically, in a time of student protests and
calls for transformation (Naicker, 2016), the ability and willingness to cope with educational
change (Beijaard et al., 2000).

2 When three or more authors are referred to, the use of et al. is used from the first instance, as required by the NWU
Harvard referencing style.
2



The Policy on the Minimum Requirements for Teacher Education Qualifications (DHET, 2011:6-
7) calls for teacher development programmes which recognise the aforementioned seven teacher

roles and to develop competencies:

6éto address the critical chal |l en gieespedaliyci ng

the poor content and conceptual knowledge found amongst teachers, as well as the
legacies of apartheid, by incorporating situational and contextual elements that assist
teachers in developing competences that enable them to deal with diversity and
transformation, brings the importance of inter-connections between different types of
knowledge and practices into the foreground, as well as the ability of teachers to draw
reflexively from integrated and applied knowledge, so as to work flexibly and effectively in

a variety of contextsbo.

For the last decade a greater sense of awareness of teacher professional development and
identity formation in art education has been deliberated by scholars worldwide (Daichendt, 2010;
Eisner, 2001; Hickman & Brens, 2015; Springgay et al., 2008), requiring new thinking about the
fluidity of the roles which define the mul ti
(Thornton, 2013). Studies, using A/r/t/ography and auto-ethnography, have been conducted to
address the intersection of identities through personal and cultural journeys (Ellis & Bochner,
2000; Springgay et al., 2008; Sullivan, 2010), but understanding professional identity from a

f ace

cognitive psychol ogi cal and sociological perspec

they are and who they want to become (Beijaard, 2006) needs to be investigated.

Professional identity requires both introspective inquiry into personal beliefs (Pfeiler-Wunder et
al., 2017), and a social reality shared by others, since this identity is connected to both our inner
beliefs and the roles we fulfil in educational institutions. In other words, both internal and external
aspects are recurrent in t he(Buka,R01Y) candealigs onobbth
person and context (Beijaard et al., 2004). | thus integrate my personal experiences and values
(being in the world) with my professional roles (becoming part of the world) to establish a strong
professional identity (self-image, self-efficacy, and embedded values) to give agency to my
professional role (as artist, researcher and teacher) and to become a professionally engaged

citizen in society (Trede et al., 2012).

The starting point of this study and my first concern is therefore the status of art and the role of
the artteacher. As an art teacher | realise that art occupies a low status in schools mainly because
it is offered as a specialised subject which is not connected with the holistic education of the child.

In contrast, | believe that art can be used as a medium for engaging learners with socially relevant
3



issues across disciplines and subjects, and that art teachers need to become leaders and engage

with others both in and outside the school community.

To address my concern and to better prepare pre-service art education teachers to recognise
their professional positions, to understand 6di
knowl edge 6i n a (DDHET,i2€L1:7), | nreddedadoamptoeexny inderstanding of my
own role and teaching practices. As subject specialist, | am tasked to uphold aesthetic standards
in classroom teaching (Eisner, 1972; Freedman, 2003; Greene, 2001; Kleiner, 2016), but during
the course of my professional practice | have come to realise that | needed to do more; | needed
to re-position myself, assert my professional role and work outside the confines of studio teaching
and lecture halls to become more transformational (Osman & Petersen, 2013; Pringle, 2002). |
realised that my experience of working in socially engaged (Helguera, 2011) and interactive ways
and of using art-based practices as mediating tool during creative processes could potentially
give students more agency and opportunities to learn from real-life experiences such as taking

risks and managing failures (Hickman & Brens, 2015; Meyer & Wood, 2017).

Many roles are ascribed to the art teacher, but | regard ART theory (the abbreviated term for artist,
researcher and teacher) as the best definition of my role as art educator because it frames the
three essential roles through which 6 new ski | | s, theories and prac
devel opment of art educ a (Thomton, 2003a1@).t ideatdy wihrihé ARTn o wl e
roles since these positions, known as the ART nexus, notonlyl end t hemsel ves to 6
one practice, but also allow a flow of information between the three domains of knowledge,
teaching and learning, research, and community engagement (Bennett et al., 2010:2). It could be
argued that the artist, researcher and teacher positions have three different agencies which
function differently and are too complex to include under one umbrella. However, in my
experience, if used in a flexible and integrated way, the three positions complement each other,
lead to the construction of new knowledge, and assist in the formation of identities which can help
one to discover new way $Marguez, Z2006e Thébgrgea200y). Ilcauld o mi n g
have focused on the artist-t eacher 6s rol es of c r @aderson,dl98K n d t €
Daichendt, 2010; Springgay et al., 2008; Thornton, 2013; Zwirn, 2002), and | eft t he &r ¢
out of the equation, but being engaged in the enriching experience of research, and starting to
benchmark my practices within the Scholarship of Teaching and Learning (SoTL), | consider the
research component as integral to the development of both artist and teacher roles, as, in action
research terms, it improves teaching and promot e
learning theories and [is] a systematic process of planning, acting and evaluation, validated by
peer review before it i(&AbepSkdrrittetalt2015t7H).e publ i c dom
4



In fact, the development of new theories, emerging practices and process activities have become
part of t he assiana omi{Ryah & Tilpuryp Z0E3), and | also value the qualities
found in the artist, researcher and teacher (ART) roles which resonate with my ontological values

of creativity, connectedness and care and relate to my artistic, scholarly and pedagogical roles.

Moreover , t H ee atcehrem 60 acratni sbte br oadly understood as
in the development of the art of making and acquiring creative knowledge, and the artistry or skill

of the art teacher as subject specialist (Thornton, 2013:27). As an artist | place high value on my

creative and expressive abilities, and | work towards finding my own signature and style in art. |

share with other artists the common role of making art, using different mediums such as drawing,

painting, sculpture, photography and digital technology to convey meaning. Through these

mediums | gain a sense of self informed by my background and other life influences (Beauchamp

& Thomas, 2009).

Participatory art-making however implies a mind shift from working in personal and perhaps

insular ways to working in collaborative and socially engaged ways (Helguera, 2011). Becoming

more integrated as an artist-teacher with social contexts is a priority to me since | recognise the

binaries in debates about the juggling of the individual versus the social character of the artist /

teacher in education (Daichendt, 2010; Day, 1986; Lowe, 1958; Thornton, 2013; Zwirn, 2002).

This is challenge which | notice students also encounter; making art on their own and in
autonomous ways versus sharing their knowl edge a
firesd i n me, one as an artist who needs to feec
as a pedagogue who needs to share aesthetic experiences with students and to set subject-

discipline standards for their teacher training qualifications. My ontological values are constantly

weighed against the level of creativity that | try to maintain since lregar d t he O6i nner 6
intrinsic feelings and imagination essential components in the art-making process (Hickman,

2010). Becoming a participatory artist and subject specialist thus implies that | also extend these

two practices (artist-teacher) outside classroom environments to other sites of learning which

holds more relevance to others and their contexts.

As a self-directed researcherand o6r ef | e ct (Halle2030r1G8)irt art educatioe, t an
aware of my own and st ushetlyrefiedonimg@avn artiexpgrienredsande | ¢
theorise my practice (Hickman & Brens, 2015; Kolb & Kolb, 2005; Kolb, 1984), through action
research processes, observing, thinking, acting and reflecting (Stringer, 2014). | use action
research methodologies to support my teaching and learning practices to help me evaluate my

practices, work collaboratively, revise curricula, improve my professional teaching, and develop

5



policy (Pine, 2009). Research helps me to mediate, assess and design new learning pedagogies.
I n addition, incorporating scholarly practices i
minimum requirements; to draw reflexively from integrated and applied knowledge and to help to
close the gap between theor yutasnidd ep rwaocrtlidcdée chblyo shker
(Duncan & Taylor, 2012:vii). Adding research to my artist / teacher position also moves me closer
to the participatory and ethical v@aggae & Witsdn, 60 e q U ¢
2005:5), as | constantly interrogate my own socially constructed assumptions about the

experiences that have transformed my own learning (Mezirow, 1991).

My teaching objectives are to share my knowledge and the models which | use with the students

so that they can familiarise themselves with praxis-based training. Art students are accustomed

to self-directed learning since their training involves creative problem solving through a process

of idea formation, sketching, final artwork applications and reflective writing (Sullivan, 2010;

Weber, 2008). These practices are however conducted mainly in classroom settings and in rather

insular and individualistic ways. | argue that in order to become participatory researchers
grounded in the participative interdependent ecology of life (Fricke, 1983), common issues could

still be addressed in autonomous ways but collaboratively researched and shared, so that a
collective agency based on shared knowledge and skills which promote self-efficacy, competency

and accountability can be established. Creating platforms for participatory engagements
ultimately results in taking respongMebher&Wobdy and
2017).Inpractice,t r ansf orming an 61 6 cent er ed (ZaberpSkeorit,c h t o
2015), has enabled me to move closer to my value of connectedness and has strengthened my
understanding of a Mode 2 trans-disciplinary community engagement which supports
participatory and engaged scholarship (Boyer, 1996; Kraak, 2000). In my view, connecting

students to the world 6out therebd is integral to t

As a teacher of art, | am acquainted with the pedagogical demands of the subject, the assessment
aspects, and the development of pre-service art teachers in various contexts. Some art teacher
roles overlap with researcher roles; acting as a mediator to the diverse needs of students,
researching and designing appropriate learning materials and assessment strategies, and
showing leadership skills in managing learning in classrooms (Shreeve & Sims, 2012). My
concern with the teacher role is located in the many responsibilities that young novice teachers
need to 6take ond when setting out on their care
exposed to the pivotal roles required of art educators and if participatory and socially engaged
opportunities beyond classroom experiences are not embedded in teacher development

programmes, they can easily become trapped into classroom teaching dislocated from the social
6



envi ronments whi ch i n effect counters t he
competencies that enable teachers to deal
becoming a participatory teacher implies having a transformed teaching style not limited to

classroom-based teaching but adaptable to various contexts and learning environments. Pre-

educ

wi t h

service teachers need t o -onredtionsmetweeh differént typpsoof t a n c e

knowl edge and practicessd t oogiestamdeakeydare efrcommanalt i ci p

partnerships (DHET, 2015:9).

Pre-service teachers thus need to re-consider their professional agendas and the roles they need

to play to o6work flexibly andDHET REL?R).iTheecurrent i N a

literature indicates that novice art teachers are encouraged to establish their own identities to help

them understand their roles and positions in society while they are also required to recognise

6how to be, how to act and [fomawpractices (Beauckamzs & and 6

Thomas, 2009:178). Hickman en Brens (2015) suggest that they should (i) position themselves
within a particular theoretical framework to guide them when making decisions about the kinds of
lessons to be taught, (ii) articulate their personal positions with regard to fundamental values that
could help with their teaching and development as professionals and (iii) reflect on their own

teaching and learning practices.

Pedagogically speaking, novi c e eathn@tbelorees, practitesy e  mu

behaviour management, promotion of | e@ickmanr& know

Brens, 2015:9). Creative Arts teachers in South Africa often face additional professional
challenges, namely working in congested classrooms with limited creative and functional art
resources, with little time allocated to creative arts practices, and a general attitude encapsulated
in a fellow teacher coll eagues©6 r e mar (Mathikiihala,
2016). These claims are reiterated in the reflections gained from students attending work
integrated learning (WIL) programmes between 2013 i 2016, and support my claim that the lack
of a positional stance and role models in art education set the tone for ineffective young novice

teachers entering professional careers (Probine, 2014).

It should be clear that my ontological responsibility towards my own professional development as
a participatory ART educator is directly linked to my second concern which revolves around the
fact that art is perceived as a specialised subject reserved for the talented few. Although art has
become more accessible to all after post-democratic South Africa, only a handful of learners
continues with the subject in the senior, further education training (FET) school phase. Art is

mostly taught to the talented few because art teachers do not realise the potential of art as a

7
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medium for engaging learners across disciplines with aesthetics and social issues relevant to

|l earnerso | ives.

Becoming aware of their key roles and taking a positional stance is important for pre-service art

students. | argue that unless pre-service art teachers define their professional roles and work in

socially engaged ways, they will find it difficult to perform as professionals who are able to manage

artistic and personal creativity, work in scholarly and engaged ways, and extend their pedagogical
responsibilities effectively into the public domain. In my experience, we need more clearly defined

and tailor-made roles with which art student-t eacher s can i dentWHEREDONn or d
WE COME FROM? WHAT ARE WE? WHERE ARE WE GOING? (Quoting a painting title written

in capitals on a canvas by the artist Gauguin) (Gauguin, 1897) (see Figure 1 p.1). My alignment

with the views of T20I3)senes as dreativh &pproathitceemphgsise the
roles and practices of the art profess(Thomnten] 6s dce
2013:10). I therefore started to espouse the importance of these roles to the students and assisted

them in understandingthev al ue i nher ent i n cearcihn g& a(cNd ddi.nds ,v
core value of the art teacherdés rol e, tiomghipso n | vy

with each other (Nakagawa, 2000), but also in the community at large (Helguera 2011).

Many variables are at play in diverse learning environments which | argue, are difficult for a novice
art teacher to grasp and putHickmantaod Bpensa2015i9€® i n t
suggest that novice teachers should incorporate past experiences into the classroom while also
attempting to establish themselves as individuals within a larger community of practitioners. My
third concern then is about the opportunities offered to pre-service art teachers to become more
participatory and socially engaged in higher education. | share the concerns of Wood (2012) who
claims that allowing students to exit campus with little exposure to participatory pedagogies in
diverse and inclusive learning environments adds to the fragmentary character of educational
content knowledge, lack of competencies and soft skills such as empathetic understanding for
each otherés diversities, shared responsibilitie
teachers solely for the art class and expect them to handle change and transformation in different

educational environments as professionals.

As tertiary educators, we have to take responsibility for equipping pre-service teachers with the
knowledge and skills they need. Providing them, as is currently the case, with only theoretical and
content-based knowledge in work integrated learning (WIL) programmes is not enough; they also
need to embed their teaching practices in participatory ways in diverse learning environments to

establish professional identites whichanswer t he questions: OWho am |

8



art teacher?6 and 6How can | become an effective
unless tertiary students are familiarised with the pivotal roles they play in schools and broader
society, their practices wilvdntage@toamho rcioenplolsy tin emai,
and safe but lacking in dynamic, multiple perspectives to effect change and transformation. Sadly,
the rippling effect based on the lack of dynamic creative processes and leadership initiatives in

school s contr iumwtoenss cti @ utshbe soearitet y we currently e
1.2 My central concern and challenge

Apart fr-emdedpaeumest i on s-teacheerideatitied (Hitkgnana&rBtenss 2015),
the literature does not empirically show how pre-service art teachers can position themselves in
their professional roles and how they can become more participatory and socially engaged
teachers and leaders in interdisciplinary learning environments (Helguera, 2011). These
guestions bring me closer to my central concern, namely if pre-service art teachers are required
to become engaged citizens described in the South African education policy statement (DHET,
2011), and if engaging with diverse and marginalised communities is recognised as the core
business of universities (North-West University, 2016), then new ways of becoming part of the
broader educational |l andscape need to beintheddr e s
world (positioning yourself as artist, researcher and teacher) and becoming part of the world
(engaging in participatory ways as an artist, researcher and teacher with the broader community)

as a responsible professional in art education is both important and necessary.

Evidence exists which points to the value of participatory engagements for mutual learning
between students and communities in service-learning projects (Costandius, 2012; Meyer &
Wood, 2016; Van Schalkwyk & Erasmus, 2011), but amalgamating the ART roles into a
participatory ART theory based on grounded empirical evidence so that art educators can become
participatory artists, researchers and teachers who are (P)ART of different learning contexts,

requires more clarification. This challenge directs the purpose of my study.
1.3 Purpose of the study

The purpose of this study was to explore the epistemology of my own practices as art educator

in constitutive roles of artist, researcher and teacher to create a living theory (Whitehead 2012)

of art education. | conducted the research in an attempt to improve my own understanding of my

professional development in art education practices which entailed working in participatory ways

in diverse learning environments. Based on my experience in all three core areas; teaching and

learning, research, and community engagement, my aim was to guide pre-service art students in
9



understanding their roles as artists, researchers and teachers (ART) and to create opportunities

for them to apply their learning in participatory ways and in various learning environments.
1.4 Key concepts
1.4.1 Action leader

In this context action leadership refers to a person who is an active agent of change, and who
takes initiative and responsibility to accomplish educational objectives (Zuber-Skerritt, 2011). It is
a person with transactional abilities who can mediate positions in a team in democratic and
participatory ways, and who has a Omotivat
(Duncan & Taylor, 2012:103). In this context | aim to become an action leader who position herself
as a participatory artist, researcher and teacher ((P)ART) and who acts confidently in transparent,
moral and ethical ways. Developing students as action leaders is the ultimate professional
accomplishment for an educator who can usefully distinguish between first/second/third person
practices, embraces self-inquiry into subject knowledge in informed and scholarly ways, and

shares acquired knowledge in diverse workplaces (Bryant, 1994).
1.4.2 Participatory pedagogical practices

In this study participatory practices refer to empowering learning sites that create democratic
forms of knowledge through action, and the mobilisation of groups of people who work together
in evolutionary ways to critically reflect on their own learning (Springgay et al., 2008). More
specifically, according to Helguera (2011), participatory engagement with arts-based practices
involves different levels of participation, namely nominal, directive, creative and collaborative.
Although the voices of all participants are paramount in participatory action research studies, |
focused more on the learning of the pre-service art teachers and did not make a study of the
schoolchildrenés | earning; their Voi ces we

consideredinthestudent s6 critical reflections after
1.5 Research questions
The overarching research question guiding my study was:

How can | better prepare art education students to become patrticipatory artists, researchers and
teachers (P)ART)?
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| organised the study in four cycles with the following sub-questions underpinning each cycle:

Cycle 1 addressed the conceptual conundrum of my role as artist, researcher and teacher (ART)
and my changed ontological, epistemological and methodological values of becoming a more

participatory art educator, asking the question:

()  How do | conceptualise my own role as artist, researcher and teacher and arrive at my own

understanding of becoming a participatory artist, researcher and teacher?

As | critically reflected on the lessons learned during the processes of becoming a participatory
artist, researcher and teacher, | shared my knowledge with the art students to establish, in Cycle
2, how the students see themselves as art educators and how they relate to their roles as artists,

researchers and teachers to answer the next question, namely:

(i)  How can | guide pre-service art teachers to see themselves as artists, researchers and

teachers?

Once the students formed an understanding of their interrelated roles as artists, researchers and

teachers, | proceeded to Cycle 3 with the following question:

(i)  How can I influence pre-service art education students to become leaders in their learning

environments by adopting more socially engaged practices?

The evidence that emerged from these questions led to my final claim to knowledge presented

and validated in Cycle 4 which asked the question:

(iv) How can | use my learning from the three previous cycles of action and reflection to
generate a grounded theory about the development of a professional framework for pre-

service art teachers?
1.6 Paradigms that | adopt as my framework

| conducted a living theory of my professional practices seeking to understand and transform the
world in which | live and work (Whitehead, 2012). My 61 i vi ngMarshafl, 499%1155)
is informed by a critical action research paradigm which aligns with my views of transformational
professional development. | am thus attempting to change my own practices while simultaneously
studying them (Pine, 2009). It i s, however, complex to

political influences from intellectual and spiritual influences as well as from the experiences,

11

i nqui

cl ear



practices and relationships in whi ch(Wika atyal, o f

2008:17). The idea t hat (Wicksietal., 2098:20); ancthatrsadiak peogres$and
understanding could be obtained through the infusion of theories and practice, scholarship and
activism, and numerous perspectives and life experiences intimately tied to a particular context,
place, time and life history (Chambers, 1997; Dick, 2004; Fals-Borda, 1988; Torbert, 1981),
framed my critical orientation and also refined my inquiry into effective practices.

Since | examined my role as ART educator and addressed issues around power relations, identity
and personal / student development, my research has political and emancipatory agency
(Bourdieu, 1984; Foucault, 2000; Freire, 1972; Gamson, 1992), which | attempted to embed in a

caring and humani st pedagogy WHERED® WE COQMERFROM? o

WHAT ARE WE? WHERE ARE WE GOING? @§Gauguin, 1897). | also grounded my theories in a
participatory, interdependent ecology of life (Fricke, 1983), acknowledging the philosophy of
process and hope (Bloch & Plaice, 1995) along with a spiritual view which sees people as partners

in creation in an ongoing process of making (Friedman, 2008).

The level of participation that | intended to obtain with this research goes beyond egocentrism

and ethnocentrism to build new forms of relationships with students in connected and interrelated

ways (Kincheloe & McLaren, 2002). | moved my own 01 & centered

understanding of a complex world (Zuber-Skerritt, 2011). Following a critical and socially engaged
paradigm, | also tried to move beyond the contemplative realm of self and only thinking
interpretively, which Giroux (1983) views as defeatist and failing to inform transformative
practices, to a more concrete form of social engagement with others (Capra, 1996; Fals-Borda,
1988; Freire, 1985; Freire, 1998; Helguera, 2011). Usi nmowrk pr acti ces o
epistemology of practice grounded in these theories (Glaser & Strauss, 2009), as | imagined a
more democratic, humane and participatory engagement in professional development
programmes. Thus, two main theories, namely the artist, researcher teacher (ART) theory
(Thornton, 2013), and the socially engaged art (SEA) theory (Helguera, 2011) informed my action
research practices and fostered the definition of professional identities and roles.

Epistemologically, these theories synergise with my values of creativity, connectedness and care.
1.7 Research methodology

Inquiring into my own practices, | acknowledged the complexity of researching the relationship
between individuals and their contexts, since metaphorically speaking, no portrait can be exactly

repeated, or no social study can be replicated.
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1.8 Research design

The focus of this study was to understand how my professional and participatory art-based
pedagogies could influence my teaching and learning practices. | therefore used a cyclical action
research design process of thinking, acting and reflecting (Mertler, 2015; Stringer, 2014),
grounding my knowledge in critical reflection of my actions (Schon, 1983). The design was
recursive and comprised four phases with eleven iterative cycles to gain in-depth knowledge and
insight into my professional practices (Zuber-Skerritt, 2011). In these four phases, | (i) critically
reflected on my own praxis as a participatory artist, researcher and teacher, (ii) used my learning
to help pre-service art teachers develop their own professional roles as artists, researchers and
teachers, (iii) created opportunities to encourage participatory and social engagement;
opportunities to become action leaders in diverse contexts and (iv) drew on reflections of my own
learning and understanding of a participatory ART praxis to create a grounded theory for
developing professional identity and defining roles in the professional training and development

of pre-service art teachers.

| explored my own practices through observations, dialogue, creative processes, activities,
reflective notes and organised events. Action research resonates with my ontological beliefs, not
only because it i s 06done i(KNCcNiff,2@l0:5) m i pgemarative and
hands-on manner, but also because it reinforces personal values. | anchored my values of
creativity, connectedness and care to the artist, researcher and teacher roles. My learning was
also supported by pre-ser vi ce art teachersdéd assignment

process.
1.9 Research approach

Founded in a qualitative and critical pragmatic paradigm (Kincheloe, 2005), data was generated
through an action research processes and analysed using inductive and deductive reasoning.
Inductive reasoning starts from the bottom up; from observations and reflective notes and

generates a broader theory. Deductive reasoning works from the more general to the specific in

ot he

gat

a 6downdé manner ; narrowing the broader thloegbry do

observation. | thus looked at my own practices inductively, in a critical and self-reflective way,
and validated my perceptions and themes against the reflective insights of the students. Once the
themes were established, | deductively assessed the data to determine if more evidence was
needed to support the themes, in which case additional information would have been gathered
(Creswell, 2014).
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Since my approach was qualitative and participatory, | sustained engagement with the
participants and considered strategic, ethical, and personal issues reflexively during the process
(Locke et al., 2014), keeping my biases, values and personal background in mind (Creswell,
2014). | also carefully considered the setting, the participants, and the evolving research process

(Miles & Huberman, 1994) measured against my values of creativity, connectedness and care.
1.9.1 Site and participant recruitment

Since this was a self-reflective form of action research (McNiff, 2010), | inquired about my own

practices as Creative Arts lecturer, and drew from the Senior and Further Educational Training

(FET) phase pre-ser vi ce art studentsédé visual narratives

which were done as part of their semester course work. The research was conducted during the

studentsdo final two years of t eachealframewarkthat n g

could guide them in their future teaching careers.

| engaged with students in- and outside classroom areas. During the second cycle of the study,
twenty-five fourth year Senior phase and FET phase pre-service art teachers who took Creative
Arts and Visual Art education modules (ARTD 411 & LAAD 411), established their ART roles
during normal contact sessions. Students were conveniently selected as the activities form part
of their professional development course module. Their ages ranged from twenty to twenty-two
years, they were mostly females, culturally mixed, spoke either Afrikaans, English or
SeSotho/SeTswana, and came from middle-class to poor backgrounds. They possessed artistic
skills and had been exposed to school-based teaching through work-integrated learning

programmes (WIL).

In the third Cycle of the study, the pre-service art students engaged with learners from a nearby

childrenés home. They had no prior experience

multi-cultural backgrounds; fifteen children of mixed race, both males and females between 14
and 16 years of age who spoke mostly Afrikaans but understood both Afrikaans and English. We

decided to meet at the university as it was convenient for the students who had to fit a busy

academic programme inasix-wee k ti mefr ame. Management from

the children to be involved with skills-based activities and offered transportation for the children

to the university campus. The first sessionwashel d at the universityos

second and third sessions in the vicinity of the arts and crafts studio, and the last session was

presentedasasmallcs cal e exhi bition event on the premises

included i) relationship-building, ii) vision-planning and design, iii) skills application, iv) celebration

and exhibition, and v) reflection and evaluation of leadershiproles. | i ncor por at ed
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assignments of the different phases in my research in order to generate thick and rich data and
triangulated these with open-ended discussions at the end of each cycle (Ellingson, 2009). This
helped me to adjust the research agenda according to the suggestions of the students, re-affirmed
the qualitative findings, and grounded my studies in greater depth (Bernard, 2013; Creswell,
2013).

1.9.2 Data generation and analysis

Reflecting on my past and current practices, qualitative data generation methods were employed
(Ebersohn et al., 2014). My observations and reflections were measured against the critical
reflections of the students (Flewitt et al., 2014) which were gathered during the contact sessions
between myself and them over a six-cycle period. Different data documentation methods were
used as evi denacgee nttos sodlewirerl3BRPhiiclading evidence drawn from
my own experiences as an art educator archived as reflective notes and data generated during
the student sd c oumamingraondplanningvsessiang Visuansouragbooks with
drawings, designs, and reflective notes (Sullivan, 2010; Weber, 2008), art-based artefacts
(Emmison et al., 2012), and exhibition event happenings (Noffke & Somekh, 2009), documented

as photographs and critical reflective notes.

| analysed the data systematically by reducing the information and organising it into themes and
sub-themes (Braun & Clarke, 2006; Mertler, 2015). The students presented narratives of their
visual presentations and explained the metaphors. | analysed the data inductively by coding it
through the lens of my concerns plus ART and SEA theories. | related the findings of the students
to my own observations and reflective notes to gain a better understanding of how they became

participatory artists, researchers and teachers.
1.10 Measures to ensure trustworthiness

To validate the-engluiialyidl iatsy aofl emgyi tdImate form o
knowl edge explicit, [ authenticated my inquiry I
Who validates? and HMeNiff & Whitetead,v2a0R:108)altvali@ated my
personal knowledge by understanding my inquiry at a cognitive level and used it to benefit the
pre-service art teachers by living my values in practice. | thus weighed my research against my
ontological valuesofcreat i vi ty, connectedness and car e. I ap
my practices as an artist (creativity), a researcher (connectedness), and a teacher (care), and
evaluated my roles as ART educator. For instance, | interrogated how innovative and original |
was as an artist and subject specialist, how connected | was as a researcher and teacher to social
15



issues, and to what extent | addressed and took care of students in- and outside classroom
environments. | engaged in dial ogishdr epdr oucredsesresst atnod i rnegadc
students whom | teach and myself, judging the legitimacy of my living theory by asking: Is the
research true, comprehensible, authentic and appropriate to the situation? (Habermas 1984). By
providing good reasons for my actions, | aimed to be comprehensible in this study, since
6comprehensibility can be s eldkuhg 2000a). leagagedsboti or v a
linguistically and visually with the pre-service art teachers and used words and expressions in a
way that ensured that my | anguage was fundament a
interactive and the expr e dGoldkule,200@ Hdbernmak, 2984:329). t he |

As a stringent critic of my own practices, | also employed self-validation which underlies own
thinking and takes into account agonistic pluralism, meaning that | strived to find consensus
through democratic participation by recognising potential social conflict in gender, class and race
relations (Colaguori, 2012). | honoured the rights and opinions of others (Gray, 1998; Gray, 2007),
and invited honest feedback, advice and criticism from validation groups such as critical art
education colleagues, fellow action researchers, student participants and art colleagues at
academic conferences (McNiff & Whitehead, 2002:106). To answer the how to? question of my
self-study, | used action research strategies; critically reflecting on the process, | worked in
collaborative ways with the students, accommodated multiple viewpoints, and showed how theory
could be embedded in practice (Winter, 1989:43-65). The process of validation was also linked
to my own commitment to déan aut hentducc artd prnead e nwt
(McNiff, & Whitehead, 2002:108).

Complementing my participatory pedagogical approach, | used the validity criteria of Herr en
Anderson (2014). Democratic validity ensured that my claims to knowledge were substantiated
by co-constructed knowledge collectively generated by the students and myself. Process validity
applied during my contact with the students which meant that clear guidelines were provided to
ensure that they exercised mutual r esegngagamertsor e a.
in different disciplines. In the end, catalytic validity warranted that the knowledge gained from the
research process would be communicated to higher education programmes to inform its
significance as a possible framework for art education practices. | aimed to attain credibility,
guality, and workability in my self-inquiry as affirmation of my commitment to authentic living

standards and truth.
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1.11 Ethical considerations

I included my living epistemological standards of judgement by maintaining good ethical practices
to validate the evidence and test the credibility of my claims (Whitehead & McNiff, 2006) | avoided
what Polanyi (1959:256) descri bed as o6futile authorization o
transparent and informed conduct during the process. The manner in which | conducted my
research and practice complied with the wunivers
embraced respect during the research processes with informed and ongoing consent, protecting
the welfare and privacy of the participants, and treating everybody with fairness and equity
(Chevalier & Buckles, 2013; Manzo & Brightbill, 2007). Informed consent, explained by a
colleague from my subject group (Creswell & Clark, 2011; Davies, 2008; Struwig et al., 2001),
was obtained from the students. The consent letter provided information about the objectives of
the research and requested permission to view t|
and reflective notes for further analysis. Since the activities constituted normal coursework
expected from all students, including the exhibition of artworks, no ethical considerations outside
of normal teaching conduct as stipulated by the South African Council for Educators (SACE) were
required. Tiveacy svas prdtected (E€r@mison et al., 2012), and anonymity assured,
allocating codes to their names. No discomfort with the execution of the work was experienced
since we examined our art teaching roles in an open and non-threatening way, allowing for free
expression and interpretation of the themes. My role as researcher was to ensure that institutional
standards were met and that sensitive care of creative outputs and respectful conduct between

the different groups of participants prevailed throughout the research inquiry.
1.12 Potential significance of the research

With this study of my living praxis, | attempted to improve my understanding of my own
professional identity and the development of my role as art educator to establish a professional
framework that could better prepare pre-service art education teachers to become participatory
artists, researchers and teachers (P)ART, who could work inclusively as leaders in diverse

learning environments.
1.12.1 For my practice

I now understand the roles of the art educator as | improved the quality of my teaching and

learning experience with my students through critical reflections on the action research process.

My values of creativity, connectedness and care became the living standards of judgement that |

used to make sense of and explain my professional development (Whitehead, 2017). In
17



researching the professional identity and roles of the art educator, | believed that | positioned the
art teacher as an important role player by clarifying my own professional potential to improve my
teaching and learning practices with respect to pre-service art teachers. Sharing my knowledge
and experience with students, | enhanced the value placed on their professional identities and
roles. | developed my own living theory grounded in participatory and socially engaged practices
answering the how to question. Becoming a practising, participatory artist, researcher and teacher
(P)ART, enabled me to develop a professional framework to model students as dynamic and
praxis-orientated leaders in art education. This could impact positively on the status of art

teaching.
1.12.2 For curriculum development

| conveyed my findings to all the validation groups including my colleagues. The students became
engaged scholars demonstrating skilful engagement during two cycles of action research. The
learning platforms in Cycle 3 introduced students to a variety of pedagogical strategies, including
informal conversations, group interactions and collaborative teamwork. The participatory
strategies related to professional development and service-learning modules are absorbed in new
BEd course curriculum programmes. By demonstrating the methodological models which | used
in a hands-on and practical way, the students tapped into their own resources and became

engaged scholars.

They became skilled and worked flexibly with numerous arts-based activities that could be applied
in their future practices. Drawing from this study, a body of ART learning resources and strategies
could be used in tertiary education courses to pollinate other related teaching subjects as well. If
the action research models were adopted as a form of professional development on a national
scal e, t e-pachptiansadd psofedsibnal identities could change, which could invigorate
and enhance the status of art education in schools and grow social responsibility. The (P)ART
professional framework could be a viable option for the Department of Education in supporting
professional development since it addresses areas of professional credibility which have been

neglected in the past.
1.12.3 In education

| attempted to contribute to new forms of educational research and theory. | generated praxis-

based knowledge of my own living theory in the form of a professional framework model. |

contributed to a much wider body of knowledge in transforming what the research community

understands as legitimate theory. As | intended to influence the quality of professional learning
18



in- and outside classroom contexts, | have alerted the wider community of researchers in
understanding how action research can be used in individual and collective practices. As a
participatory ART educator, | have shared my findings in the broader educational contexts at two
national and one international conference. Prospects of global longitudinal research are in the

pipeline.
1.13 Outline of Chapters

This research thesis followed an article model and comprises an introduction, four articles and a
conclusion. The overview, articles, and summary may overlap and repeat some content with
regard to the background, ontology, epistemology, methodology and rationale for the students
and research project, as these details have to be clarified for the reader in each article. The rest

of the thesis is structured as followed:
1.13.1 Chapter 2

Chapter 2 is a compilation of four journal articles. Each article focuses on different aspects of my

self-study research.

As per A-rule requirements of the North-West University for the article-based PhD thesis

submission:

9 Atleast one article has to be accepted for publication and proven evidence of submission of
the other articles are included.

1 The journal articles in this thesis (Chapter 2) are formatted in accordance with the editorial
prescriptions of the various journals.

1 The final reference list at the end of this thesis, is formatted in according to the NWU Harvard
Style.

1.13.2 SUMMARY OF ARTICLES: TITLES, AIMS AND QUESTIONS

ARTICLE 1: Rethinking the roles of the art educator as participatory artist, researcher

and teacher (P)ART: a South African perspective

Aim: To conceptualise a professional framework for participatory and socially engaged teacher

development
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() How do | conceptualise my own role as artist, researcher and teacher and arrive at my

own understanding of becoming a participatory artist, researcher and teacher?

ARTICLE 2: Fostering a professional framework for pre-service teachers in art

education

Aim: To find out how the ART framework enabled students to re-imagine their roles as artists,

researchers and teachers

(i)  How can | guide pre-service art teachers to see themselves as artists, researchers and

teachers?

ARTICLE 3: Developing socially engaged art teachers: a practitioner self-study

approach

Aim: To find out how | could influence pre-service art teachers to position themselves as

socially engaged art teachers working in diverse learning environments

(i) How can linfluence pre-service art education students to become leaders in their learning

environments by adopting more socially engaged practices?

ARTICLE 4: Participatory artist, researcher and teacher ((P)ART): a living theory of a

professional framework for art education

Aim: To develop a grounded theory for art education participatory and engaged professional

framework for pre-service art teachers

(iv) How can | use my learning from the three previous cycles of action and reflection to
generate a grounded theory about the development of a professional framework for pre-

service art teachers?

1.13.3 Chapter 3

Chapter 3 is a consolidation and conclusion of my living theory in which | reflect on the
contributions of the study, my learning and change, sustainability, challenges of the research
study, and questioned practices for future studies to answer the question: How can | better
prepare art education students to become participatory artists, researchers and teachers (P)ART?

Last, | close with a short epilogue.
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1.13.4 Epilogue

| describe coming the full circle; the art of becoming (P)ART. | compare my learning
met aphorically with L eon aVitrdvian Maa ico.il touch theswod oy | d f
b e c o mi n gcerdevet th flfil @y role as a participatory artist, researcher and teacher (P)ART

professional practitioner in art education.
1.14 Summary of Chapter 1

This chapter details my concern about the position and roles of the art educator. It gives an
overview of my ontological, epistemological and
my own practices. | mention the generic teacher roles devised by the Minimum Requirements for

Teacher Education (2011) and the need for more tailor-made positions in art education. | discuss

my concerns about my own and studentsd professio

stance as an action leader in art education, and the need to consider learner s 6 cont ext s.
critically engage with the empirical gap in professional frameworks in art education. | explain the
background context and ART theories which supported my claims, followed by the central concern
and challenge, the purpose of the study, key terms and research questions, the paradigm choices
and approach, and the methodological design that | used. | discuss the data documentation and
generation methods and explain the ethical measures taken to ensure the validity of the project.
The chapter concludes with my learning, contributions to the critical understanding of art
education, and the significance of my o6l ivingbo

framework in art education. Chapter 1 also indexes the chapter divisions as articles, together with

a summary of each articleds aims and questions.

concludes with the learning | have drawn from my living theory, its significance, and the

challenges which have emerged from this self-study research.
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CHAPTER 2: COMPILATION OF FOUR ARTICLES

2.1 Introduction

This chapterds content is made up by four artic
article was submitted and/or published. Some information related to the background, theories,
methodology and ethical considerations are similar in each of the four articles to orientate the
reader. Each article is independent and covers an aspect of my learning about a professional
framework for pre-service art teachers. | have included evidence of acceptance or submission
from the relevant journals with myself as main author and my research supervisor as second
author. The references for each article in this chapter are included separately as required by the
referencing style guidelines of the four journals. The final composite reference list, after Chapter
3 and before the addenda, contains all the references used during this research project collated
in NWU Harvard style. Article 1 has been accepted for publication and Articles 2, 3, and 4 have

been submitted at accredited journals and are under review.
Article 1

9 Accepted for publication by International Journal of Education through Art.
9 Article Reference Number: #189 990
1 See Addendum A

Articles 2, 3 and 4 are under review in the following journals:
Article Two

1 Journal: Teaching and Teacher Education
T Article Reference Number: TATE_2018 1523
1 See Addendum B

Article Three

1 Journal: Teaching in Higher Education
1 Article Reference Number: CTHE-2018-0490

1 See Addendum C
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Article Four

9 Journal: Action Research
1 Article Reference Number: ARJ-18-0149

1 See Addendum D
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Article 1

Rethinking the roles of the art educator as participatory artist, researcher and teacher

(P)ART: a South African perspective
Abstract

As an art teacher educator in South Africa, | am concerned about three issues: i) the low status
of art as school subject, ii) the restriction of art as a subject for the talented few, and iii) the
isolation of art from the lives and social realities of learners. These concerns prompted me to
embark on a critical study of my own art didactical practices in teaching professional development
to pre-service art teachers. | draw on qualitative data in the form of observations, visuals and
reflective notes to present my living theory and positional stance about how such concerns can
be addressed to enable students to become transformative, interdisciplinary leaders within
schools through embodying the roles of participatory artists, researchers and teachers. The
knowledge generated by my self-reflective practitioner enquiry contributes to framing professional
development in art education and the vital role that art teachers could play to improve the status
of art education as art becomes more recognised as a catalyst for transforming how people think
and act in the world.

Key words: action research, ART educator, living theory, participatory artist, researcher teacher,

professional development
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Introduction and background

As a white middle-class female in South Africa during the pre-democracy era, | attended a well-
resourced school that enabled me to specialise in art education. | followed this passion in my
graduate studies and taught art in a similar school context to my own. | am currently a lecturer in
Creative Arts in a faculty of education. | have over thirty years of experience in art teaching and
have withnessed how professional conditions have changed, before and since the advent of
democratic education policies in 1994. | am concerned that art has lost its status as subject; that
it is regarded as a specialist area for the talented few; and that it is isolated from the lives and

social realities of the learners. As an art teacher, | thus question how | can address these issues.

These concerns prompted me to carry out an enquiry into my own practice to redress the cognitive
dissonance (Festinger 1962) | experienced as a result of my practice not aligning with my values.
In my opinion, art as a subject and the teaching of it, could be approached differently to ensure it
is accorded the necessary status that allows it to play a pivotal role in transforming current thinking
in teacher education. The way itis presently taught at universities and thus in schools, contradicts
my values of creativity, connectedness and care. | denote these values to the three ART roles
(the abbreviated term for the artist, researcher and teacher) (Thornton 2013: 10) and propose that
we need to engage with values as part of our professional identity to develop agency in our
professional roles (as artist, researcher and teacher). | now explain my three concerns about art

education.
The status of art education and its implication for teacher education

Art as a subject was phased out of the South African school curriculum for almost a decade in the
intermediate and senior school phases (Grades 4 1 9) during the 1980s. Schooling in South Africa
has followed the global trend of succumbing to the neo-liberal view that education is about
preparing citizens to contribute to the economic development of countries (Chomsky and
McChesney 2011), resulting in the arts taking a back seat to subjects considered more useful for
gaining skilled employment. Accordingly, art education could not be held as more than a

specialised profession in South Africa.
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Other developments at institutions in the global North indicated that art education constitutes and
served a heightened humanitarian purpose (Beuys and Harlan 2004; Biesta 2017) or in didactical
terms, driven by inter-disciplinary programmes, developed creative abilities and enabled multi-
cultural and integrated learning (Freedman 2003; Hanley et al. 2013; Kim 2018; Vecchi 2010).

After the South African democratic elections in 1994 and the restructuring of the school
curriculum, art education was subjected to three reviews of the curriculum (Westraadt 2011).
Visual Art was first grouped under the learning area Arts and Culture, then was phased in as
Creative Arts in the intermediate and senior phases. It had to share a platform, in terms of teaching
time and resources, with other arts subjects, such as dance, drama and music (Department of
Basic Education (DBE) 2011c). It is currently clustered in the Life Skills programme in Grades 1
T 6, with only 1.5 hours per week allocated to creative activities (DBE 2011b). School learners in
the senior phase (Grades 7 i 9) can choose between two Creative Arts subjects and are given
the opportunity (at a few well-resourced schools) to continue with visual arts, dance, drama or
music during the FET phase (Grades 1071 12) (DBE 2011).

This situation has resulted in less teachers being adequately qualified to teach art and the subject
often being allocated to those who happen to have free periods, rather than to specialist art
teachers (Westraadt 2011). This concerns me, as | realise these circumstances affected the
status of the art teacher and devalued the role that art could play in the lives of learners. This
state of affairs contradicts my value of creativity (Eisner 1962). | regard creativity, in post-modern
tebmsas 6t he act of transcending traditional i deas
progressive, i ma g i(Maago i201®. Far nme, creativitygin teacHemldeducation
means that | need to regard myself as a progressive and innovative artist-teacher who seeks
imaginative methods of presenting art to the pre-service art teacher. It means that | should have
a vision of how | want to project myself in art education and what knowledge | want to share with
the students whom | teach. If | want to change the traditional perception of art teachers in schools,

| need to re-assess pedagogical views on professional development.

For instance, the Revised Policy on the Minimum Requirements for Teacher Education
Qualifications (Department of Higher Education and Training (DHET) 2015: 58-59) denotes seven

coll ectivethredlresapgpidd edl competencesd6 and recomme
carried out Obappropriate to thevel cpedcidas ppErnad
their practice6 (DHET 2015:58). The roles are:

practice, ii) learning mediator, iii) interpreter and designer of learning programmes and materials,
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iv) leader, administrator and manager, v) scholar, researcher and lifelong learner, vi) assessor,

and vii) community, citizenship and pastoral role.

I n my experience, these roles are presented
@his is what you should be doingasat eacher i n vy ouft withcatrermbeddingthem
in a deeper understanding of how to apply these roles in contextual ways as part of their
professional framework. This means there is no foundational basis for young novice teachers
embarking on professional careers; the roles are neither embedded in praxis-based teaching, nor
substantiated by a professional value-system. Current art education literature emphasises the
need for professional frameworks for novice art teachers as a guide to evaluate their own
practices and to help them determine the pedagogical learning content with which they need to
engage (Hickman and Brens 2015). | argue that if pre-service teachers have a clear conceptual
framework to guide their practice, they may understand the potentially powerful roles that they

could play in the lives of young learners, and in turn, help to re-establish the status of art.
Teaching art as a specialised subject for the few

My second concern centres on the way art is taught in classrooms. It is often presented as an

exclusive individual practice rather than expression of self in relation to others. Although | identify

with the autonomous, innovative and often dunpre

notion that artistic knowledge hasan el ement of &éignorance and
the unknown t hat (Rosenbergllo®: 4¢)r| bavd fouadniti@at expressing self in
tandem with others broadens my scope in teaching art. | am concerned that we miss opportunities
to prepare future teachers, many of whom will teach art as a second subject, to use the art
classroom as a space for engagement. With socially engaged art practices (Helguera 2011), art-
making becomes accessible to all and not just for the talented few (Wood and Meyer 2016). Also,
working collaboratively with other disciplines, students learn to conceptualise ideas together,
gather an understanding of issues most pertinent to each subject group and address them in

critical and creative ways together. In this way the value and meaning of social structures that

an

6enact or erode soci &KeiferiBoyd et al.2@08: 1)aThese poidtsl feed By e d

view that art could retain its autonomous and expressive powers, but, if extended and supported
by equally diverse disciplines and community-engaged practices, it can become a subject with
impact that enacts creativity and provides a connective space to all. Teaching art as a specialised

subject for the talented or privileged few contradicts my value of connectedness.
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Drawing from ideas in social psychology, | describe connectedness as an attitude and relationship
to society (Adlerand Brett 1998)wi t h t h e e bnipgmgtegetser av into abntact so that a
real or not i on al(Oxfoid hiking Distionariest 281%7)l Thes faneladnéntal need for
belonging and connectedness promotes social relationships (Smith and Mackie 2000) and is a
motivating principle for social behaviour. The experience of connectedness is a fundamental and
emotional experience.It means, in my case, that | shift my i
t o an 6o urdnphaswsipg tieeaaothragpological interconnectedness of human life as a
central natural dimension among humans and between humans and non-humans (Wicks et al.
2013: 16-30). | value being connected to others by linking art-based practices in an integrated
way to other domains. For example, integrating Creative Arts with other subject disciplines such
as Law, Environmental studies and Technology helped pre-service art teachers to work
interdisciplinary consolidating their artistic knowledge (for instance, art-making and visual cultural
studies) with knowledge from other fields to improve their understanding of how diverse issues

such as chi |l dr eimninentalcongenns couldbe uhdeestoad and addressed.
The isolation of art as a subject

My third concern, closely related to the idea of focusing on art as a way to connect with others,
revolves around the lack ofpre-s er vi ce ar t t e ac heaciallprelevangissgesime nt v
art is taught in isolation from the lived reality of learners. Although pre-service teachers engage
with work-integrated learning (WIL) practices at schools, they are not always informed about the
lived experiences of learners (Wood and Meyer 2016). This is particularly relevant in societies
such as South Africa, where the impact of apartheid is still tangible, meaning that considerable
class, economic and race divisions characterise our society, and people are often ignorant of the
realities of life outside their own milieus. The Revised Policy on the Minimum Requirements for
Teacher Education Qualifications (DHET 2015) requires that teacher education programmes
should incorporate situational elements that assist teachers to develop competencies to deal with
diversity and transformati on, and to work o6fl exi
2015: 9). However, opportunities to educate students to be adaptable and open, to adopt inclusive
stances towards cultures, languages, and ways of living that are different to their own, are limited
mainly because pedagogical programmes still focus on imparting didactics and subject-
knowledge within a vacuum as it were, ignoring the influence that context has on teaching and
learning. | encourage pre-service art teachers to learn first-hand about the world outside of their
own realities by creating platforms for collaborative learning between themselves and

communities (Meyer and Wood 2017). This idea is closely related to my value of care.
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As an art educator | care about the well-being of students (Noddings 1984). Care is a value
fundamental to my profession of teaching since,
sense, is to help them [ him] gr Mayerafri@r2: d)cQaning | i z e
in social institutions such as universities and schools, borders on the intangible, as much of what

is most valuable in the teaching-learning relationship cannot be specified. | care that students find

their professional identities and experience moments in art teaching that are both fascinating and

tedious, meaningful or fraught with nonsense, whatever attitude, as long as it does not diminish

our regard for each other and our learning with one another. Although | am passionate about art,

I remind myself that the student is infinitely more important than the subject and that the longevity

of art depends ocare how my studeats vélltcanluet thémselves in their future

careers and lives as our society becomes increasingly diverse and socially challenged.

Putting my values of creativity, connectedness and care into practice, | re-iterate my vision as an
educator of art teachers - to work in a participatory paradigm, exposing students to engaged,
trans-disciplinary and transformative experiences that enable them to mediate learning and
prepare children not only to 6dod6 art, but al so
Enabling students to become powerful propagators of such ideas within schools could promote
the status and role of art education in schools. According to Biesta (2010), education in current
times should not only emphasise the development of technical skills to serve the neo-liberalist
agenda 1 it has to enable people to think critically about how to live their lives to attain the best
for them, for others and for the environment. Art is a perfect means to mediate such learning. |
will now explicate how my thinking was influenced by existing theory as | attempt to answer the
guestion: How do | conceptualise my own role as artist, researcher and teacher and arrive at my

own understanding of becoming a participatory artist, researcher and teacher?
Theoretical framework for art education

Theories such as arts-based research (Finley 2008), a/r/tography (Irwin and De Cosson 2004),
social theory (Keifer-Boyd et al. 2008) and arts-informed research (Knowles et al. 2008) have
influenced my thinking. Bothartssb ased research and a/r/ tography i
into the inquiry, but the artist and teacher/practitioner identities are more entwined with
al/rltography (Rees 2010). In order to establish a professional frame that could guide my own
practices, | adog2018)dARRthearyas fbumdation to mynstudies as it provides
a tailor-made alternative to thinking about how to integrate the seven generic teacher roles into
art education. Known as the ART nexus, the artist, researcher, teacher identities lend themselves

to Obeing withiné one practice and all owing a f
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knowledge (Bennett et al. 2010). Thornton (2013) explains ART identity formations by denoting a
colour theory model, with primary and secondary colours, to the overlapping roles of the art

teacher as artist-teacher, researcher-artist and teacher-researcher.

Looking at my professional development agenda, |
knowl edge, t heir per sonal bel i ef s, and |/ or t hei
(Hickman and Brens 2015: 12), | embrace the researcher role which is added to the much debated
artist-teacher roles (Breakwell 1983; Daichendt 2012), as | attempt to improve my own practices

by investigating my role as art educator in a wi
constructing knowledge that is not only new but has the capacity to transform human

under st @uligan BOGD xii).

But, although | am in accord with the identification of all three roles in all their permutations and
combinations, ART theory in my view, focuses mostly on the individual and exclusive sense of
being or self; my practice focuses on Obecominghé
and participatory. | am in search of a professional framework that accommodates meaningful
interactions and social engagements (Helguera2011). | t heref ore began to m
t o an 06 o0 ur Becoming eeparticpatory@amd.socially engaged ART educator means that
| encourage people to discover their own hidden potential, to become less naive and more critical
and dialogical in their thinking (Freire 1995). Next, | explain the methodology used to develop

myself as participatory artist, researcher and teacher.
First steps to becoming a participatory artist, researcher and teacher: (P) ART

Reflecting on my practice, | gained insight into the concerns | had around the contradictory nature
of my work within the current educational system and the dissonance | experienced between the
status of art teacher, the way that art is taught in the curriculum as a specialised subject in isolation
from the social context of learners, and my own internal values around creativity, connectedness
and care. | developed an understanding that | need to take action that is committed and
purposeful. To inquire @&R@hiteleadilodd: 41), rguloptedvadivinmy pr a
theory approach to action research which resonates with my ontological and epistemological
assumptions (McNiff and Whitehead 2005). It is called a 6living6 tI
finished product: the way | articulate myself today may change tomorrow, because | am a living
person and my engagement through practice is also with living people, grounded in dialogical,

holistic and inclusive ways of knowing (Glenn 2006).
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Working in participatory ways arounddial ogue and doi ng, (Bbohenam@dNicholw o f

2004: 6) results in new, creative understandings and shared experiences between myself and the
students that | teach. To ground my living theory, | divided my research into four cyclical phases,
i) looking at my own professional role of becoming a participatory ART educator, ii) guiding the
students with their professional development as ART teachers, iii) engaging with others in
participatory, inclusive practices and iv) creating a professional frame for my living theory (see
Figure 1).

in

Cycle 1 Cycle 2 Cycle 3 Cycle 4

Sefl-reflection as ART Guiding students to reflect on their Using the learning to become Professional framework
educator with embedded values own roles as ART teachers participatory artist, researcher for Art Education

and teacher (P)ART

Figure 1. The four cycles of developing my living theory in art education

In this first phase, which is the focus of this article, | considered my own learning carefully and
introspectively and gathered data through my own observations, self-reflections on past
experiences and reflections on images to conceptualise my epistemological stance in relation to
different theoretical frameworks (Birks and Mills 2011). | used the learning from this cycle to inform
my subsequent teaching and engagement with students in various contexts reported on in other
publications. | validated my claims to knowledge against my ontological, epistemological and
pedagogical values (Whitehead and McNiff 2006) and against ethical practice (McNiff 2011). As

7

I want my studies to represent O6an authent.i

c

rep

Il invited 6honest feedback, adyvsucheas caticallcolleagies,i ci s m

fellow action researchers, studentparticipant s and ac ad e (McNiffaodWhitekeade n c e s

2002: 106).

So, how did | begin to incorporate my vision for art education into my practice? | started to change
my actions by developing pedagogical strategies that | applied to my teaching and learning
practices (McNiff 2011). |  aHow @od see miyself as art educator? and, dHow can | embody

my values in my ART roles? 0
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How do | see myself as art educator?

Situating myself in my professional context, in space (organisational, social and policy conditions)
and time (biography and socio-historical context) (Kelchtermans and Deketelaere 2016: 429-461),
ultimately determines how | see myself as art educator. Reflecting on my role as art educator |
refer to a monochromatic print that | completed a couple of years ago of a general juggling balls

above his head (see Figure 2).

Figure 2: Meyer, M. General play, 1994. Monoprint on paper. Potchefstroom. Private Collection.

The figure appears rather despondent and detached from the juggling act, doing it almost
mechanically, without thinking about it and with little joy. This picture evoked similar feelings in

me as art educator. Metaphorically, the image of a fairly powerful person represents my position

as art educator. Similar to the pastiche-l i ke medal s on the general s b
qualifications compliant to institutional requirements. Figuratively, the juggling balls represent the

many different roles and tasks that | need to a
positiondé, I find it difficult to kmlespurgosefullyt he b
in a joyful and motivated way. | was trained as an artist-teacher doing studio work without a clear
understanding of what the seven teacher roles entail or a directed vision of my professional
development. Because | care aboutmyownand my studentsé professional

of art education, | want to change the laissez-faire attitude often found in art education that results

32



in the dislocation of art teachers from their learning and living environments. In other words, | do
not want to just describe the different roles a teacher should play, | want to embody my values in
my roles to enact a professional framework that could accommodate participatory, socially

engaged and inclusive practices.
How can | embody my values in my ART roles?
Rethinking the artist role in becoming more participatory and engaged

The artist forms the core of my professional identity and provides me with unique and distinctive
gualities (Breakwell 1983). | constantly weigh my ontological values as artist against the level of
creativity, (defined on p. 5) that | try to maintain in art education since | regard innovative ideas
and expressive powers as part of my personal style and signature. Both intrinsic feelings and
imagination are essential components in the art-making process (Hickman 2010) but there is a
danger that they could easily be the only focus in art teaching.

Adding my values of connectedness and care (defined on pp. 8, 9-10), | began to work in more
transparent, innovative and visionary ways, expressing my ideas more clearly and devising

activities that combine artistic knowledge and technical skills into tangible classroom exercises.

For instance, | started to use learning materials that would stimulate pre-s er vi ce art

artistic and personal understanding of their professional identities, incorporating participatory
strategies that requires critical thinking and concept forming exercises (Addison et al. 2015: 21-
70) (see Figure 3).
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Once students started to introspectively establish their personal icons and linked it with their
values, they became more confident to share their perspectives as artist-teachers with teach
other. Adding group strategies, such as gallery
work and become more connected with themselves and their peers before branching into

interdisciplinary and trans-disciplinary learning areas.

Extendi ng s-based ehkillses @ otleer disciplines at our institution, such as the
aforementioned Law faculty, opened up new opportunities for them to become aware of societal
issues and how to apply their artistic skills outside the classroom. This resulted in an annual
interdisciplinary exhibition-event whereby pre-service art teachers became more participatory and
engaged extending their ART roles also to other faculties as learning domains. Through creative
and social skills they learned to mediate and plan their ideas together to create high-tech
communication designs that highlights socio-political and environmental issues (see Figure 4).
They begant o share a mutual understanding of each ot

substance to text-bound content.

Living my Leadoership

Figure 4: Examples of posters created during an interdisciplinary engagement

between Creative Arts and the Law faculty, addressing social issues such as

| eadership concerns (2017), environment al awar en
(2015).

These event planning and public exhibitions helped pre-service art teachers to understand the
broader role that art could play to elevate its status as a discipline with participatory, creative and

social substance.
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Rather than seeing myself as the sole artist-expert, | also started to engage with other skilled and
knowledgeable artists who are, for instance, more attuned to 3-D constructions and emergent
technologies to mentor both students and community participants during trans-disciplinary
workshops. These collaborative projects helped me to expand my repertoire of art teaching
beyond the classroom and to re-interpret the curriculum in new ways, joining art studio work with
contemporary, emerging technologies that are more relevant in the lives of the majority of South
African learners (see Figure 5).

Figure 5: Expert artist guiding students with emergent technological skills such as
recycled material

Rethinking the researcher role in becoming more participatory and engaged

The researcher role is an invaluable asset to the ART nexus; it links my role as artist to my
teaching and | earning practicetengAseardaecidol DHET
| started to investigate my own practices and professional identity to help me discover new ways

of being and becoming. The action research approach facilitated both formal and informal learning
opportunities, incorporating feedback and evaluation of different situations through processes

such as O6pl anni ng -larning efinimg-migad n refViaralgkdNaamanrarg Eilks

2012: 581). Moving my teaching practices to a more p
(Boyer 1996: 18), underlines my value of connectednessb et ween my own and oth
and living. | therefore connected academic thinking and methodologies in diverse fields with trans-
disciplinary areas, involving students, municipal stakeholders and community participants (Kraak

2000)to establisha 6 soci al pr e s e n(Reitié 2003rl). Ehis tesuléed in axraseairch n
approach that became more dialogical and socially engaged (Engestrom 1999; Helguera 2011),

combining activity-based research (Engestrom 1999; Helguera 2011) with reflective practices

(Schoén 1983), to foster my role as participatory (Zuber-Skerritt 2011) ART educator (Thornton

2013).
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Working in a participatory paradigm affected my pedagogical style. | began to guide students to
become more transactional in their approach, encouraging them to embark on interdisciplinary

and communal engagements to improve their learning.

Linking my researcher role with my artist-teacher roles, | began to design art-based activities that

required students engage with communal tasks and see complex social situations from various
perspectives (Zuber-Skerritt 2015) t o r eal i se t he  éconmgetmnstbatweere o f
di fferent types of knowl edge and practicesd (DF

connected and engaged scholar improved mypr of essi onal range to 6devel
enable them [students] to dedDHEWIOI58-9dMovirgrclesert y an
to my i deal |mtfoduded antart-hased seitetle@rning project to the Creative Arts

course to create more contextual, inclusive and sense-making training opportunities for the
students. With the participatory research design both students and community participants

engaged in reciprocal art-based learning practices (see Figure 6).
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Figure 6: Participatory action research model employed during trans-disciplinary service learning
engagements (© Merna Meyer 2015)
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Through processes such as relationship-building, planning and vision-building, intervention, skills
application, event celebration and reflection, students together with community participants
learned in reciprocal ways from and with each other which helped to develop relational and

communication skills (see Figure 7).

Figure 7: Cycle 2 and Cycle 3 of the PAR research process demonstrates students
and community participants engaging with 2-D and 3-D materials during vision
building- and skills application sessions

| thus started to embed my value of connectedness as researcher in a vision of art education that
is dynamic and progressive, taking responsibility to create opportunities of learning that address
issues of fear (white students going to black areas), meritocracy (art not only reserved for the
talented few) and inclusion (considering diverse points of view) to reposition art in higher

education as a means of transformational change in South Africa.
Re-thinking the teacher role in becoming more participatory and engaged

As a teacher | have to be committed to improving my teaching and learning practices - not distant
and detached, simply juggling roles and responsibilities without really thinking about my influence
on the people that | teach. My research experience on inter- and transdisciplinary levels helped
me to apply classroom teaching strategies into structured working models to build a culture where
creativity thrives and where personal and relational leadership skills can be developed (Clarke
2018). As | saw more of the whole educational landscape, | wanted my students to help make my
vision of art education a reality. Taking my metaphor of the 3-D spherical balls, | amalgamated
the seven generic teacher roles with my rol
resear ch anThormton 20d3h 108 Ithentaligned my values of creativity, connectedness
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and care to my ART roles. This model (see Figure 8) helped me to gain a more focused

understanding of my professional role in art education.

Figure 8: The ART model embedded with values of creativity, connectedness and
care

| found becoming more participatory helped to define my positional stance in art education. | learnt
that leadership in art education entails situating oneself in a particular professional frame with a
deep understanding of the roles that one can play. | began to locate myself as an action leader.
Action |l eadership is O6coll aborat i v e@rimussirtegparesd i n
guided by democratic ethical human values and universal principles, and developed in learning
and coachi ng (duber-Skerrétr2Glh: i222) b involves taking responsibility for, not
control over, people. | learnt to inspire and cascade ideas to students and community members,
integrating lived experiences within caring partnerships and developing the ability of everyone to
be leaders in their own practice. Introducing the (P)ART framework contributes to the existing
academic discourse on professional development and the essential roles that art teachers could
play to improve the status of art education. Becoming more participatory, the (P)ART model is a

first step to take leadership back into art education.
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Conclusion

In this article | attempted to answer the question: How do | conceptualise my own role as artist,
researcher and teacher and arrive at my own understanding of becoming a participatory artist,
researcher and teacher to effect change? | explained how | amalgamated the seven generic roles
of the teacher into three embedded ART roles and how creativity, connectedness and care are
embodied in my art education practices. | elucidated my vision of becoming a participatory artist,
researcher and teacher who can help to restore the status of art education in post-democratic
South Africa, shifting it from a specialised subject for the few towards a powerful means of
engaging with real-life issues, across disciplines. The final validation of my claims to knowledge,
| leave to you, the reader: Have | convinced you that my values, embedded in my roles as
participatory artist, researcher and teacher (P)ART helped me to improve my own understanding
of my practice? | share this knowledge in the hope that other art teacher educators will be

challenged to think critically how they can become patrticipatory and engaged leaders in our field.
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Article 2

Fostering a professional framework for preservice teachers in art education

As part of their professional development and trainingspreice art teachers should

generate a framework to help them transition from student to creative and professional
praditioners. However, little has been written on how this can be done in a way that

promotes art education as an essential subject in the curriculum. Adopting an action
research design, and expanding on Thorntonods
how the development of such an art education framework can be facilitated through taking

a valuesbased, critically reflective approach to developing professional roles. | conclude

that the development of a professional framework presented in this atiateged pre

service art teachersd percepti oangderedf t hemsel v
approach towar ds acemared approaohc Theirsméwly establigshedt her 6
professional frameworks allowed the students to envision themssh\sagonomous and

motivational art teachers, ready to adopt hybrid and transformative practices in their

teaching. This article contributes to the discourse around professional development and

identity formation in preservice teacher education in theatiree arts.

Keywords: art education, ART theory, ggervice art teachers, professional framework,

values
Introduction

In art educationHickman and Brens (2018mphasise the importance of professional frameworks that
should: (i) provide students withtleoretical base to guide them in making decisions about the kinds of
lessons to be taught, (ii) enable them to articulate their personal positions with regard to fundamental
values that help with their teaching and development as professionals, amtiiiyage them to reflect

on their own teaching and learning practices with insight and understanding. This article forms part of the
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second phase of a larger action research study aimed at improving my teaching and hefginggare

art teachers develapprofessional framework to guide them in their careers. In a previous publication
(authors 2018), | explained how | adapted the roles proposed by Th¢26ts)of artist, researcher and
teacher by linking them to my values of creativity, connectecames€are, adding a participatory

orientation to create a professional guiding framework for my teaching and to address the concerns | have

as an art teacher educator (see Figure 1).

<,
o, ol
(72 (\Q"
. P mink.Act'?‘e
Cycle 1 Cycle 2 Cycle 3 Cycle 4
Sefl-reflection as ART Guiding students to reflect on their Using the learning to become Professional framework
educator with embedded values own roles as ART teachers participatory artist, researcher for Art Education

and teacher (P)ART

Figure 1. Utilising the ART roles through four phases to develop aipatiory professional framework.

| am concerned about the lack of status accorded to art education and the fact that it is perceived as a
specialised subject reserved for the talented few leading to missed opportunities to enrfydegdrt
learning in interdisciplinary, participatory asdcially engaged ways. In my view, gaining a value
embedded professional framework that instils-effitacy and motivation will help students to assert
t hemsel ves better i n an environment wWMaghikitmelafi a r t i
2016, 4 August)With a professional framework to guide them, new teachers can uplift the status of art
education, even within the limited resource contexts in South Africa, in a more professional way. They
will also be better placed to become sogialhgaged art teachers, working across boundaries of
discipline and place.

The aim of this article is to find out how the ART framework enabled studentsrtagene their

roles as artists, researchers and teachers. The guiding questions were: i) Hewedlvige teachers see
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their roles as art teachers? ii) What are their critical responses to the suggested ART roles? and iii) How
do they conceptualise their professional framework to guide them in their teaching and learning practices
in art education?

| present a discussion of the theory which guided my teaching, followed by an explanation of the
methodology | used. | offer the insights gained as a contribution to the current higher education discourse

on professional development and identd@ymation in art education.

Professional frameworks: linking professional identity and professional roles in art education

In art education |iterature both internal and ex
identity (Bukor, 2011) These aspects imply both person and context, as cognitive psychological and
sociological perspectives to express peoplebs pe
b e ¢ o (Baijaard, 2006)It thus requires both introspective inquiry into persdmdiefs(Pfeiler
Wunder, Buffington, Rao, & Sutters, 201aHd a social reality shared by others. Accordingly,
professional identity is connected to both our inner beliefs and the roles that teachers play in schools. In
turn, the role of the teacher isskly connected to the S | O &h&ratieri how a teacher perceives her
work, and the ability to confront the demands of the work pro@&sgard, Meijer, & Verloop, 2004)n
my teaching, I attempt to int egrvauese(bendiutdeavarid)s 6 di
with their professional roles (becoming part of the world). Students thus need to establish a strong
professional identity (selfnage, seHefficacy and embedded values) to have agency in their professional
roles (as artistsesearchers and teachers) in order to become professionally engaged citizens in society
(Trede, Macklin, & Bridges, 2012)n this way, an arts educator with agency can transform the image of
a fipassive execut or ddollaqus, Karsubrie& Rusamer, 801X m &) wrlee d g e 0
that can make better decisions based on the situated context and educational needg©fwapis
Groves, Brennan Kemmis, Hardy, & Ponte, 2010; Kincheloe, 2008)

Professional development requires thatggevicea t t e a c fthleamges inmemdrceto their

subject knowledge, their personal beliefs, and /
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(Hickman & Brens, 2015, p. 16)Novice teachers need to display mastery and competentantage
iteathieongies, practices, behaviour, promotion of
(Hickman & Brens, 2015, p. 9aswellagsif ost er et hi cal and r €lfedeetct i ve
al., 2012, p. 365)But, lttle empirical evidence exists ttrowto embed a professional framework in art
teacher training practice that providgadents witta theoretical base to articulate their personal positions
and fundamental values, and to encourage them to reflect critically on their teaching and leklsing
(Hickman & Brens, 2015)

To answer théowquestion, linking (inner) values with (outer) professional roles to
conceptualise a professional framework in art education, | identified three roles which best encapsulate
my professional identity, namelytit, researcher and teacher (ARThornton, 2013)Initially coined
as A/R/T/ographylrwin & De Cosson, 2004and epistemologically grounded in Aristotelian philosophy,
ART theory represents fAthree ki nds,doifg,ldtihgpught 60
teaching (praxis) and making or creating (poesis); the latter referring to other productive arts as well,
hence forming the fmé@rwie 2004, @ 287pViaking, tknowingdnddaing c h ar t o
represent an fweknegaertéect  fF e@wih 2004, p. 200inchmpre act i c e
recent version, Alan Thorntd2013, p. 10proposes that ART roles overlap and intersect resulting in
artistteacher, researchégacher and artisesearcher binaries. | identify Wwithe fluidity of these
different roles and how they overlap to inform my practice of making, researching and teaching art. | have
adopted it as the nexus of my own professional framework.

ART theory helped me to assume a positional stance towards eatiediand action research
methodologyKemmis, McTaggart, & Nixon, 2014; McNiff, 201,0and has enabled me to validate my
practices in the ART roles. My valuesa@eativity (Eisner, 1962)connectedned@\dler & Brett, 1998)
andcare (Noddings, 2013areembedded in the artist, researcher and teacher roles, and form standards of
judgement which | use tkkeep me accountable for my actioRsr instance, as an artist, how do | engage
with aesthetic practices to promote creativity; assearcher, how do | become moomnectedvith

social issues in my teaching and learning programmes; and as a teacher how do | embody care in my
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interaction with students? | started to work in more participatory ways on interdiscigimagdman,
2009)and trandisciplinary level§Kraak, 2000e nd f ound that my 616 centre
shifted t o aZubérSkenritf 2005)In neymora dtudemtentered approach | started to
allow students to take ownership of their learningMoyking collaboratively in and out of the classroom.
We planned, worked, assessed and reflected together in diverse teaching and learning contexts.
Although A/R/T is also regarded as a research methodology, since it comprehends both arts
based and practiebased life inquiry in classroonfswin & Springgay, 2008)I chose action research
because | want to improve and develop my own professional practices from within the profession
(McNiff, 2010). In the following section | discuss how | introduced the ARIES to students so that they

could reimagine their own roles.

Method

Working from a critical, participatory and transformative paradigais Borda, 2006; Kemmis et al.,
2014) | employed a selfeflective form of action research using recursive agr@iive cycles to gain
deep insight into my own teaching and learning prac{ieNiff, 2010; ZuberSkerritt, 2011)1
designed assessments which were substantiated by my own reflective and observational notes of the
procesgMertler, 2015) Twenty internediate and fifteen senior phase students majoring in Creative Arts
and Visual Art modules were conveniently sele¢tiEthnson & Christensen, 2012}each both groups
once a week for two hours, and required that they complete the exercises as partotithework. |
chose a third year group since they were required to establish a professional framework to guide them in
their teaching practices before exiting into car
twenty to twentytwo years, the possess artistic abilities, and are mostly from Afrikaans backgrounds
with a few Englishspeaking white and black Sotho/Tswana students.

In the first cycle of reflection, the students explored how they perceived themselves as art
teachers through drawis@nd narratives presented in visual diaf&slivan, 2010) In the second cycle

they wrote critical, reflective essays about how they could enact the required artist, researcher and teacher
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(ART) roles. Based on changes in their perceptions, the stuthemt completed a concept n{@hen &
McCray, 2012)f their own professional frameworks in the third cycle.

Thematic analysiéBraun & Clarke, 2006helped me to summarise key features of a large data
set, highlighting similarities and differences t
their ART roles. | used my three concerns, namely (i) art as a subject lacks status, Ggemtas a
subject only for the talented few, and (iii) art
worlds, to deductively inform my analysis of the data sets in each @leJacobs, Sorensen, &

Walker, 2014)

These themeswer@anpar ed wi th the themes and categor.i
empirical datf S a | d a Rbdescribedl thé doded terms in each data set, interpreted the themes and
then theorised them through the lens of ART thé€bBrith & Gleeson, 2004)n the £cond cycle, | used
code |l andscaping as a Arandomized word cloud dis
the three ARTroles Sal daRa, .2016, p. 223)

As | wanted to ensure that my resetlivedinanepr e
educat i qmcHliff & Whitehaad, 2002, p. 108) invited honest feedback, advice, and criticism
from validation groupsuch as critical colleagues, fellow action researchers and student participants
(McNiff & Whitehead, 2002, p. 106) o triangulate the evideng¢gllingson, 2009)I| used three different
cycles and various data generation methods, following an open conversation forretitmréhe
student sé | ear (Helgugra, 200 1)0wging theegittmacy gf my lighg theory |
continuously asked myself whether the research was true, comprehensible, authentic and appropriate to
the situationTHabermas, 1984)

The research process was transparent and complied with the ethical codes of practice stipulated
bytheunives i t y6s et hics board. My role was to ensure
sensitive care was taken of creative outputs while respectful and fair conduct was maintained throughout
the researcfChevalier & Buckles, 2013; Manzo & Brightbi2007) to ensure that stu

privacy were protecteEmmison, Smith, & Mayall, 2012)'he students gave informed consent to use
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their work for research purpos@Sreswell & Plano Clark, 2011)n the following section | describe how
| engaged, extended and transformed my teaching practices as it unfolded during the action research
process.

Discussion of findings

| designed assignments that requistutlentsto startarticulating previouslyinexaminedambivalences
and tensionsaroundtheir identities and teacher roles. The themes that emerged are discussed in the
following sections. To protect the identities of the-peevice art teachers, | used the following codes in
the discussioii SL referred to intermediate phase students (LAXE module) and SA to senior/ FET

phase students (ARTD 321 module).

CYCLE 1: How do preservice teachers see themselves as art educator?

| began by askinchow do you see yourself as art educatbasked this at the beginning of the research
so that | cold analyse their initial perceptions before | introduced them to the ART roles. The students

were expected to create a visual image of their perceptions and to write narrative explanations.

Discussion of themes related to the first cycle

1. Studentsviewedhems el ves in the role of O6éexpertd tea

Most students created images that reflected the power they hold over the learning of children in their

classes. Thew e gar ded t hemselves as beacons of light #As
bearers of knowledg@-reire, 1998}hey believed theyrel i ght en | earners Ato see
They said they wanted to fiunlockd the | earnersbéb

teacher i s tr &Alhsufletheimagegviere 6upforted ®ynar ks such as Ath

ight that shines [on the books] to acquire the n.

means that | improve the | earners in all aspects
regard themselves as the supremerolegayer n t heir | earnersé | ives: 0l
(SL_14).
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SL_8: Myself as Art Teacher - shining the SL_9: Art teacher as sharpener and learners
light on the empty pages as pencils to improve the learners in all
aspects of their lives

Figure 2. The initial perceptions of pservice art teachers.

Only a few students showed some awareness of a more leantezd approach. They wanted to
work in a supportiveandcdmor t abl e at mosphere where | earners w
(SL_18), so that they can fAreach their full pot e
service art teachers regard | earnehsossesdep8AdEN
Aimy hands bring, in the end all the knowledge, Vv

togetheréso that they can be seen as passionat e,

Figure 3).

SL_18: The teacher sees herself SA_15: The face
with open hands whereby the represents the learner and
learners will come to her with the hands the teacher.
their problems. ‘I want to reach  The teacher helps

out towards learners also to learners to think outside
make a difference. That's why I the box and to expand
decided on open hands’. their horizons.

Figure3.Prser vi ce studentsdé perceptentehs of themsel ve:
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My first concern about the status of art education is linked to how art teachers see themselves and
how they articulate their roles in art education. Fed by a more progressive and folirpsisa of art
teaching, I visualise art tedocWwedsawpooaekestionf

They need to frame themselves by recognising plurality of knowledge which exists in a variety of

locations(Kindon, Pain, & Kesby, 200. In art eduasstipemttbhe| Gtceaschern
childrenbés creative expression, an-dreatedstylei nes | ea
demonstrates disrespect f or (Sebféldt, #95)eForinstancedife a s , ab

children are told what to do such as copy another picture or colour in between the lines, they are in fact

being told that they, and their art, are inadequate. Teachers who see themselves in a motherhood role

continue to foster depeadcy, making assumptions about what children should learn and how they need

to go about i(Englebright Fox & Schirrmacher,2012) | n t his case, the studen

themselves was reminiscent of (Fteirrd98% p.85whichan fibank

emphasises transmission of knowledge througkdptermined curriculum rules, instead of offering

learners the opportunity to develop autonomy and realise their abilities as active participants in learning.
The dissonanc@estinger, 162)whi ch | experienced with the st

paradigm, made me realise how necessary it is to

schools, and to construct a professional frame that accommodates reciprocal learning.

2. There was little awareness of the value of art as a medium of learning for all students

| found that little reference was made by the students to the value of art as a medium of learning. They are
aware that learnenformadt edl WHYs 1838elt oiexpress th
approacheso (SL_5) and to fAexperimento (SL_16),
meaningful subject for everybody, not only for the few considered to be talented.

The lack of emphasi put on the artist part of the art t
activities and the potential of art as a means of learning in and out of classrooms is undervalued (Authors

2018). This addresses my second concern in art education, namblpdesat as an autonomous subject

52



with selfexpressive value for the talented few, instead of extending creative learning opportunities to all
learners. fudents need to understand that teaching in a vacuum unrelated to other fields of study, where
the fows is on one discipline and the development of suib@ated skills only, means forfeiting

opportunities to contextualise learning within lived experiences and social contexts. In my experience, the
status of art is enhanced if students become more afvhoav to consolidate their artistic knowledge

with knowledge from other disciplines. Since children face a future that is much more mobile, teachers
need to help them cross borders which are both real and virtual, social and geographic; teachers need to
encourage flexibility, creativity and tolerance for ambiguities if@intury learning environments

(Burnaford, Aprill, & Weiss, 2011)Working in interdisciplinary ways, the students shared their expertise
and gained a better understanding of matteyst aesthetic appeal, extending their creative skills

outside exclusive studio practices.

3. Lack of insight regarding art teachersd poter
Al t hough students want, as art teaebeopem tbhapros
(SL_5), such as fAlearnersd6 artworks hoisted agai
their art is good and prettyo (SL_11), little me

beyond the bafers of the classroom or school. Only four students mentioned the importance of a broader
relationship between the school, parents and commuinidy, t eacher must wor k i n <c
l earners and their parfemitlsdassto@Acommenity andforsheoul d be
parents of my st wndstudentsederrgd ® linclubigity and cDltural yliveosity, using the
South African flag as a reference to emphasise t

helpinglearer s t o form their own unigque puzzled (SL_ 123
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Figure 40One studentdés view of teaching in a more inc
The art teacher needs to do research of different cultures to help learners form their own unique puzzle in
art and life with values such as reliability, adagighinew mindsets and honesty (SL_13).
Addressing my third concern, teaching art in isolation from the lived, social realities of learners, | realise
that students need to be trained to be adaptable and open to adopting inclusive practices in cultures,
languages, and ways of living different to their own. The Revised Policy on the Minimum Requirements
for Teacher Education Qualifications (DHET 2015) requires teachers to develop competencies to deal
with diversity and tr anasrfdrarfaftde otni, vealnyd itro avow &r ifi
2015, 9). Focusing on didactics and subjeaiwledge in a learning vacuum ignores the influence that
context has on teaching and learning. There is growing evidence that standards of achievements rise
throuh a broad and balanced curriculum, emphasisin
with what they know and with their own living worl@urnaford et al., 2011)

After studying their visual and narrative responses, | realised that thetstdaenot know how
to position themselves as art teachers, and had not established a professional framework that provides
them with relevant theories and contextual roles with which they could identify. | wanted to dislodge

romanticised perspectives oktteachedirected role model and expose students to the multiple
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possibilities of how teachers could see themselves and what they can achieve when equipped with a
professional framework to guide them. | will now explain how | presented the ART rolesmbibdded

values to the students.

CYCLE 2: What are your critical responses to the suggested ART roles?

In preparation to the studentsd critical respons

strategies which would enable them tenerpret their roles and+eonsider their values.

Teaching strategy 1: Amalgamating the seven genesiahtir roles with ART roles

I introduced the seven generic teacher roles to the students as identified bynawhely i) subject

specialist, ii) learning mediator, iii) interpreter and designer of learning programmes and materials, iv)
leader,administrator and manager, v) scholar, researcher and lifelong learner, vi) assessor, and vii)
community, citizenship and pastoral role model (DHET 2015, 58). Students revealed little understanding
of what the roles entailed as these roles are not embadgeattise but as theoretical fadtthen

presented a more simplified and contextual model to show how | amalgamated the seven roles into the
three ART roles as contekbund sukcategories. | explained why | incorporated my values of creativity,
connetedness and care into the artist, researcher and teacher roles (see Figure 5), and demonstrated the

link with ZuberS k e r (RG11)L&OVYE paradigm.
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Amalgamate seven
teacher roles into
three ART roles

Figure 5. The seven teacher roles amalgamated into the three ART roles.

Pedagogical teaching strategy Rethinking their values

Learning mediator

Interpreter and designer
of learning

Programs and materials

Leader, administrator and
manager

Scholar, researcher and
lifelong learner

Community, citizenship
and pastoral role

Assessor
Subject specialist

Artist

creativity

Researcher

connectedness

Teacher

care

* love what you
are doing

» others and their
inner strenghts

» value the
learning
environment

The students then proceeded to identify their own values in association with the ART roles. Through

word association they were able to identify core values triggered in relation to their families, communities

and recreational agities and they clustered these into categories. They used a spider didigitaman

& Brens, 2015}o link their beliefs and values with personal symbols (see Figure 6).
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| then asked the students to rank their most important values as part of their identities and to relate these
to their ART roles. | encouraged them to start thinking more deeplyt pbmsonal values embedded in
their artbased practices, and to write a critical essay investigating their understanding of the ART roles

accompanied by associated values and activities. The analysis of the data generated in cycle two follows.

Discussion bthemes related to the second cycle

1. Students shifted from a teachmgntered to more learnexentered pedagogy

A

The students started to change their 616 orienta
a Abroader sysetdmrt hat gwomkouteggmeso (SA_14). On
as a tree with the researcher forming the roots, the teacher seen as the trunk, the artist as the branches and
the | eaves representing the | stems aredntesdependanttaedgeed t i n
each other to function [properly]d (SA_14). They
the importance of aontextual framework to promote professional identities aneeselfession, lifdong

learning andransformative teachin@ezirow, 2009) They @mbined their identities as salkpressive
artist -mi hdHedoped versatiled researcher roles to
about her subjeci{pasdéongnefverritoghtehi $ earnerso

appreciative of the ART r ol es a hahks®xhese thrdegales,i he s e

dondt only see myself as artist, teaaodeanodeland r es
social activist, and somebody with a passion and
started to see themselvesimae nt or s who fAhel péassistéand guide | €

framework enabled the students to gain more insightdreating effective learning environments in their
school s. AThese three roles can help me create a
inspire (sic) to create [and] where they can gro
introspectively reflected that teachers are not flawless, but if they strive to become the best ART teachers,

Al earners wil/l recognise it, admire it and apply
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The students persuaded me as reseateheher tht they could reflect critically about their ART
roles in a professional framework to fii mprove te

improve their learning as professionédehodn, 1983)

2. Students became mor e amadam & leasning acnods diiplipesdand nt i a |

place

Emphasising the dédartistod aspect of the ART rol es
form of expression not only for a talented few, but for everybody wanting to explore issues feovandiff

perspectives. The students commented that the three ART roles gave them more confidence to do art, and

believed that it would help each | earner to grow
began to regard themselves as lifelbng ar ner s who are mindful of the
abilities, and the i mportance of keeping the | ea
inspirations, different preferenceunderstodd¢hatr capac

everybody should have an opportunity to appreciate art, even those who regard themselves as less

talented, fievery artwork is unique in its own wa

others in the fuddnts staeted toqdsnk their B2arning 3phces andtextending their

practices to fiall ow[s] | earners to think out of
classroom settingo (SL_13). I n t hi sriwerBsyputblsmar ner s
situations and [to] identify their growth potent
further than in the classroomo (SA_12). Regardin
the potential of fieldtripand i nt er di sci plinary |l earning opport.
respect and peacefulnessodo are |inked to collabor

regarded the ART roles as esserstandingbdflearmrer cr eati ng
devel opment in art educationo (SL_8).

The students also began to appreciate how t he
means of expression, but also as a communication and learning tool in socially engaged art practices
(Helguera, 2011) The epistemol ogi cal fi retaakdiwithin the ARTcofeg at i ng
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contributed to the studentsod understanding of <cr

ot

el egance of f | ow gb e tawnede(lminj 2004,q0.| 29¢e0CTth,e -rdfearcheni s t

-

o I(Mag, 1993; Thornton, 2013%tarted to emerge for the students as they became measvaedf
through reflections on their own work, giving more thought to their actions and the typgesits and

networks that they intend to establish in their teaching one day.

3. Improved social and community awareness

The students started to consciously position themselves within the ART roles. Some saw themselves as

motivating agents of changewhaa hel p | earners to fAachieve their
(SL_6). Their perceptions of Acircumstanceso sou
strong support network at home orthekAdovo w of handl i ng satriarchalt i onso (S
assumptions that | earnersdé need fipositive role n

(SL_6). Despite their misplaced perceptions of the less privileged, the ART roles helped them to change
their initial visions from a seltenteedteached i r ect ed position to envisior
want to educate learners so that they can go into the community and create a better future for themselves,
their families, and to create &. better future fo
The students acknowledged collaboration as the key to success in teaching and learning activities
since jointproecbased approaches ensure fihigher order thi
sound technological knowledge thearners will need for their careers and in a higher globalised
environmento (SL_4). The students aspired toward
independent thinking, adding good life values and skills related to art. They saw the bigger pic
preparing |l earners Afor adulthood, for universit
themselves becoming more emancipatory and caring
incorporating values and roles and adjustittortheii t he | earner sé] personal v

(SL_5).
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The studentsd mindfulness of others was notic
They began to project themselves as global citizens who reconsider their relationships with others and
their perceptions of justice and equalilyassafMcMillan, 2014) In I'ine with a Acul't
approach(Nussbaum, 2007, p. 38hey extended their capacity for setiticism by recognising learners

not as recipients of knowledge, but as fellowmanbeings whose perspectives are important.

4, The ART roles helped to establish embedded values

To affirm that the studentso6 ART roles are embed
critical essays, the most important values thitlage their actions as art teachers. | categorised t
studentsdé most pertinent (SRT da&lay e 2heihdelequenh 228 ) w
words used by them are displayed in a larger font which | analysed in relation to the therhapi(sse

7a, 7b, 7c).
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Figure 7aPres er vi ce st udent sartstrolel ues attached to the
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Figure 7a displays the artist role which was mostly identified with values such as being
passionate, innovative,opemi nded, <creative, origi nael iasndfi foiblsleerd
passion for my work [to] engage and | ove what |
In Figure 7b, values such as being curious, honest, innovative, reflective, patient, systematic,
controlled and critical are associated with the researcher role which need$ to guadgemental and
committedod, advocating fiequity and fair treat men
the teacher plays an influential role. The values ranged from having respect, knowledge, good

communication skills, to being tstworthy, humanised by humour, caring, and approachable as a role

model . Teachers should therefore be fAreliabl e an
better, nurture the growth of mindso (SALByghtaad
(SL_1).

Values are the fiprinciples, mo r a(Daiute, 2@l 4, p., and
69); they represent individual perspectives or worldviéwS a | d a Rand pla2eDah inperative on the
individual to act in a manner consistent with what s/he regards as worth living for and therefore worth
protecting and honouringNieuwenhuis, 2007)Although values are often invisible in a curriculum, |
wanted students ®mbed values in their professional roles to validate their actions. The actions flowing
from valuebased roles should help students to develop moral reasoning when they recognise
inconsistencies and inadequacies in their teaching practices. Consedukalps them to weigh their
roles against norms of standards and engage in dialogues and construction of moral orientations toward
others(Nieuwenhuis, 2007)in this sensestudents aligned their values based on their personal beliefs,
and thecrbincgpeaphfiy and hGubrum & Hotsteih, 2009 . ROy theiru n d s 0
ART roles as well as the fsociall Sahda®al t 2046)ne
In the final cycle | asked the students to draw a conceptual design afwheprofessional
frames based on what they had learnt so far. | wanted to ensure that they had-embadded

understanding of their ART roles to inform their professional conduct.
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CYCLE 3: How do you conceptualise your own professiofraimework?

The students applied their personalised ideas amdegpretations of the ART model and created
conceptual designs portraying their changed perceptions and understanding of their professional roles.
The designs of the ART concepts producedhgytwo groups are distinctly individual; ranging from tree
icons, candles, silhouetted profiles, a threaded wool ball, a magnifying glass, a holistic tree, a ladder in

clouds to more diagrammatic designs of the professional frameworks.

Discussion of thenserelated to the third cycle

The students started to demonstrate an embedded understanding of how they would employ the ART
framework. They clustered specific contextual tasks and fundamental values to each role, and their unique
interpretations indicate professional frame that is contextual and fitting to their own needs. Out of the
thirty-eight students in the two module courses, five students chose not to use the ART model to guide
them in their interpretati onsldesignsefthdirrolesneesgor k. Th
informed by values and random descriptions of how they perceive themselves as teachers, rather than

focusing specifically on the ART roles. Although | introduced the ART roles as a possible framework for

their careers, mytraii ng i s not set i n s-sizefitseal 116 dsoo Inuotti oenn.c oTt
ART roles as a guide in a |l earning process that
(SA_8) . I encour age st udpeatationdoftipeeARTSnwedet t i ves and h
1. Students took on a holistic, valuembedded and motivational role instead of a teacliexcted

role
Counter to a previous image of the teacher as a

amalgamated the ART md in a single candle icon with the flame symbolising the teacher who has to
illuminate warmth and light, accompanied by values such as sincerity, friendliness, goodwill and passion.
The flame (teacher) needed enough wax from the candle stem (resear&ieep) burning. The
researcherés values included endurance and a str

container underneath illustrates the artist who is fed by the flame and the wax of the other two roles. The
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arti

should inspire | earners to
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earners to do the subjectdo (SL_5) (see Figure 8

———————

! l /yle der
prtist Dtolermedel
3 hords Y

i\ancny
- F;\\

3 :v\h-‘-'-t;a»« —
d'y"‘-‘ey ,,(/

ELELR SR -o'nc.---oo‘u--ounucov--

— rnchvwrdov
tect

D DR

SL_4. The flame illustrates the teacher =~ SL_16. The art teacher represented as a

that must exude warmth and light ladder with the teacher as subject
showing sincerity, friendliness, specialist, motivator with integrity; the
goodwill and being passionate. One researcher values honesty, intelligence
could get bumt if you touch the flame, and dignity whilst the artist 1s a leader,
meaning that the teacher leaves her role-model and values honesty
mark to everybody and 1s a light in dark
times.
Figure8Ex ampl es of studentsd conceptual designs of
Students realised that fAwithout the knowl edge

| ess effective and will not heoi ables to oheescthive

(SA_T7). | attribute the insight gained about vatumbedded ART roles to the critical reflections and

conceptual designs conducted during the second and third phases of the action research cycles. The

process helped eachdte nt t o i ntegrate the three ART roles i
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successful and positive persono (SL_2). Their cr
t hem -visg, refinengber,rc oncept ual i se knowl emegther than whattieyh e p a
al r e ad yDerkida,d99d, pp. 16001). Val uiadapeabbgefand accessi bl
based practices meant that students became more holistic in their approaches. They started to foster a
professional identity which dws from inner values araverlaps and compliments their professional

roles.

2. Development as role models and leaders

The critical reflection on the ART roles created new visions of leadership. One of the designs linked a
ladder to clouds sincetheaiho t he student was to move fAotherso
(SL_16)(see Figure 8). This design captures the
with the teacher placed on the first step of the ladder, described as motivajgay specialist, lifdong
learner with integrity followed by the researcher who values intelligence and dignity, on the middle step.
The artist is situated at the top level and is regarded as a leader and role model who values honesty. In
that order, tb artist as leader should always inspire and encourage others.

| regard leadership and being a role model in relation to others as pivotal in art education. A
relational |l eaderb6s qualities embody hawoéned agen
and knowing how leadership occurs to achieve greater social responéiiditie, 2018)Students
started to assimilate these qualities in their ART frameworks. One student envisioned his ART framework
ultimately as a picture stuck on top o$ldesk that will instantly remind him of his values as an art
teacher. It is a picture that he would |ike to s

knowl edge acquisition and becoming aware and ema
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Figure 9.SL 77A ook at | eader shiwhatydu¥emt do you do with

Conclusion

As professionals we need to share how we perceive ourselves, and critique the current lack of attention to
developing professional frameworks to reach optimumreeallisation and engagement with our careers
(Alsup, 2005) In line with other art educatiolists, | aimed to provide students with a theoretical base to
guide them in their afbased teaching and learning practices, helped them articulate their fundamental
values and personal positions, and encouraged them to critically reflect on their dvimgtead

learning practices. In the second phase of my studies, the cyclical action research process informed the
guestionHow do preservice art teachers perceive their roles as artists, researchers and teadihers?
empirical evidence indicated thatefintroducing ART theory as a professional epistemological base to
preser vice art teachers, their perceptions of the
thinking towards more inclusive otheentered orientations. They became more awkiteedr

professional roles and the value of art as an inclusive and socially engaged practice. They developed their
own personalised ART frameworks and clustered specific, contextual tasks and fundamental values to
each role. Values such as being passmraeative, innovative and open minded are ascribed to the artist
role. The researcher role is embedded in values like curiosity, honesty, patience and being reflective,

making informed decisions with ethical substance and considering the relevancenioigfioba
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contextual teaching practices. Becoming more empathetic and valuing respect, humour and commitment,
students began to understand that the teacher ro
to see themselves awentors and role naels for those who grow up without them.

| validated my findings against my three concerns and weighed it against my values of creativity,
connectedness and care. Addressing my first concern, | learned that professional ART roles embedded in
personal valug could guide students to assert themselves as leaders and effective role players who want
to be taken seriously in schools to help uplift the status of the subject.

Introducing the artistesearcheteacher roles, students started to perceive art notgrdy
specialised subject for a talented few, but as a meaningful learning opportunity to free the creative
potential in everybody. | combined learning strategies with the ART roles which helped students to
discover their core values and pivotal rolest&wteengaging across boundaries of disciplines and place.
ART theory helped them to see how-haised practices could be used as a powerful tool for
communication addressing diverse issues. These aspects speak to my second and third concerns.

This study ontributes to the educational discourse on professional development and identity
formation and provides an empirically validated professional framework fesguvéce art teachers when
they exit higher education. During their professional developmenégsothey made changes in regard
to their fApersonal beliefs and t h@ickmanp&Breose pt i ons
2015, p. 16)The ART framework may also broaden higher education programmes to investigate the
artistry of research antkacher practices in other disciplines. A folloyw study would entail creating
opportunities for students applytheir ART roles in diverse and inclusive ways, and adopt hybrid and

transformative teaching practices to become more participatory angeghga fact, becoming (P)ART.
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Article 3

Developing socially engaged art teachers: a pratibner self-study

approach

To provide a more socially engaged learning environment fesgméce teachers in art
education, | engaged them in a critical serlening project. In five cycles of action
and reflection on the engagement process, | generated evidence aboutistudiemgg
through observations, reflective notes and visual images to support rsyusisifon

how | could influence prservice art teachers to become leaders by adopting socially
engaged practices. Qualitative analysis revealed that students becanmsedensit
considered including socially engaged art in their teaching and showed qualities of
becoming critical, accountable and transformational leaders, better prepared for
teaching inclusively and in diverse contexts. The model serves as agmiarigated
instrument to guide future participatory and critical serls@@ning pedagogies to

increase social responsibility amongst-pegvice art teachers.

Keywords: Action research, action leadership, critical sefdaming, participatory

strategies, profasonal development, socially engaged art (SEA)
Introduction

In this selfreflective inquiry of my practices in art education, | address my concern about teaching art

in isolation from the social realities of learners. My aim was to improve my understarfidiogy |

could introduce students to socially engaged art practices. By socially engaged art (SEA) | mean
education programmes that promote an O6awareness
the development of critical consciousness aboueissuch as race, class, gender, culture, language,

and educ at(Havarddnd Adegani2008, 580 postapartheid South Africa, education

policies mandate that higher education teaching programmes should incorporate situational elements

that asist teachers to develop competencies to deal with diversity and transformation, and to work

6fl exibly and effectively in a variety of contex
this country where the impact of apartheid is still tangjtdad considerable soeazonomic divides

still exist.
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While there is increased recognition that developing teacher capacity for inclusive and
socially engaged practices is critically important, there remains little guidance on the pedagogies and
curriculum structures that promote these capacities in the professional development of teachers
(DeLuca et al. 2011) agree withiWood (2012) that allowing students to exit campus with little
exposure to participatory pedagogies in diverse and inclusive leamir@nments contributes to a
fragmentary knowledge of the contexts in which learners live, leading to a lack of empathic
understanding for diversity and social inequalities.

My intent is to prepare socially responsible art educators who value the minef@ocial
justice, and understand the importance of integrating them into their future teaching practice. Service
learning is one approach to attaining this aim. However, in the institution where | work, service
learning does not currently feature withihe curriculum. | thus decided to introduce critical service
learning (CSL) as a pedagogy of social transformation to help students understand the importance of
being exposed to experiences outside of the classroom. This pedagogy serves as awhicletoe 6t h e
development of specific skills and knowledge to empower students to work with others to accomplish
meani ngf ul ¢ ha neer Glank arid INegent 201 o4ptHerdbenéficial values of CSL
as a teaching strategy are well reported aoliite academic enhancement, personal growth, the
identification of root causes of social issues and the attainment of educational and civic
transformation through communityniversity partnership&ostandius 2012; Van Schalkwyk and
Erasmus 2011; Meyer aMdood 2017; Porfilio and Hickman 2011 ;%kx).

In art education, opportunities to educate-ggevice teachers to be adaptable and open to
different contexts, to adopt inclusive stances towards cultures, languages, and ways of living are under
explored(Wood and Meyer 2016} iterature does not empirically indicate how-gezvice art
teachers could position themselves as socially engaged teachers working in diverse learning
environments. In this article | thus pose the question: How can | influensgrpiee art education
students to become leaders in their learning environments by adopting more socially engaged
practices? In answer to this, I first provide a detailed account of a socially engaged art (SEA)

approach to active learning and leadership.tNeaxplain how critical servickearning provides a
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vehicle for enabling socially engaged art. | then elucidate how | generated evidence to support my
claims of having learnt how to developmesr vi ce art teachersdé capacity
socilly engaged, inclusive practices. | conclude by reflecting on the significance of such practices for

pre-service art teacher programmes.

Socially engaged art approach to active learning and leadership

Socially engaged art (SEA) is a trgpsdagogic educianal theory that combines knowledge from a
combination of disciplinesin this study from teacher education, drama, environmental studies and

thereall i f e contributions of artistsd work. I't has ¢
late 19®s feminist education theories (such as Kaprow, Garoian, Lacy, Kester and Kwon, as

mentioned in Helguera 2011, ix), and is aimed at liberating art practices from strict art historical
interpretations and contexidelguera 2011, iX)SEA also aligns witharticipatory educational

practices engagement with audiences, inqulrgsed methods, collaborative dialogues and hands

activities, with social interaction occupying the central focus of any activity. SEA expands the depth

of social relationships by eating firstly a social conscience about a situation and then instigate an
action or experience with others with coll aborat

situationéwith | itt(Helgueree2014,8about t he outcomesbod

It involves leaining how to moderate a conversation, negotiate interests in a group, and assess the
complexities of a given social situation. SEA activities promote artistic liberty, but with a strong
social agenda. Art teacher s naacthus adlaw [tieinselees]toe mor e
better influence and (MelguetaCl, xvinths sty the studedts out ¢ o me
engaged in socially interactive activities within nuétyered participatory structures with children
using nominal, directh creative and collaborative participation (see explanation on p 16).

| wanted students to understand art as a creative, expressive and beneficial tool for learning
that should be accessible to all. Also, art can connect different subjects to relawemiridsans
disciplinary engagements, raise critical consciousness and foster a sense of social responsibility
between participants from diverse backgrounds, enhancing empathic understanding and improving
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intercultural relationship@/Nood and Meyer 2016Thus applying art in muHiimensional ways and
developing art teachers as leaders, can raise the status of art as a subject in schools, in contrast to the

current marginalised position it tends to occupy.

Critical service-learning as a vehicle for socidy engaged art practices

Critical servicelearning (CSL)YRice and Pollack 200®erves as a vehicle for connecting students
and institutions to their communities and the larger social good, while at the same time instilling in
students the values of ¢ (Neumenand Rhoadsri2P8, 82G€%LI a | resp
gives a soial justice orientation to academic serviearning experiencgMitchell 2008) This
explicit aim challenges traditional perceptions of serléagning courses to view citizenship
critically and to tr dRoshbergen20028)thnougltcompiexthinkingn e qu al i
and reasoning skills, instead of merely providing service to the comngviithell 2008) Although
literature reveals different perspectives about the most distinguishing elements of critical service
learning(Porfilio and Hckman 2011)1 agree wittDoerr (2011)hat an understanding of three
components are central to critical serviearning: power, privilege and the identification of the root
causes of social issues. As teacher educator in South Africa, | need to pppaddeioity for students
to understand the power their privilege endows and how such privilege is a result of years of socio
historical oppression of the majority of the population. In this case, | guided students through five
cycles of action learning tcelp them reflect on the value of engaging in a CSL activity with young
people from a chil dr e ndaminAdomypracticéstandtasked questions t i me ,
about my role, thinking critically about my position and presence in guiding studenmighitheir
learning experience. | view critical servilgarning as a progressive pedagogy and instrument to
encourage students to see themselves as agents of social change, and to use the experience of service
to address and respond to injustices in timeimediate communities.

To expose students to effective | eadership 0l
(ZuberSkerritt 2011, 203)Leadership attributes that are developed by CSL includ&mselfledge,
knowledge about the needs of others andtemal intelligence. | encourage skills to motivate, plan,

build teams, act, reflect, guide, communicate and provide direction; character, in having beliefs,
76



values and understanding to nurture peotlebs dev

sharing, caring and openness to change and divéZsiberSkerritt 2011) | adopted the role of a

facilitator who guides rather than directs, focu
skills, attitude andcemtemo arpgptrioca cvhadl umesa.nt Myt haat He
where | wanted to enrich studentsdé |ives with vi

careergZuberSkerritt 2011, 23D).

The service learning project

I developed the trhsehmep i6nLia ibigv emys el eaandde Heal t hy
pedagogi cal intention of connecting studentsd | e
discourse on social responsibility and environmental issues. | wanted students to inquire about their
leaderkip and to work in diverse contexts with the aim of transforming their views about power,
privilege and how they play out in society. Students and learners were exposed to open, natural, out
ofcl ass | earning sites to adfdrmeandto raisg therawadenesss s ue s
about global environmental awareness. The project involved 26 final year studen2(géars,
mostly female and Afrikaarspeaking, together with a few white English and black Sotho/Tswana
students), teaching yths from a local children's home. | chose this context because it would allow
students to learn that not all people lead lives as privileged as their own. The children were of a
different social and cultural background to the students. They met with #estoa the university
premises once a week in the afternoons for two hours over-a/éigk period during one semester.
Prior to the CSL engagement | consulted the chil
theme and sites for the action learniogvhich they agreed.

| guided students through the process, by means of a participatory model structure to the
student{Wood and Meyer 2016 hey adapted some of the activities and developed a series of
interactive, participatory strategies for the cteld. The fifteen children were of mixed race, both
male and females betweenil46 years of age, spoke mostly Afrikaans but understood both
Afrikaans and English. We decided to meet at the university as it was convenient for the students who

had to fit abusy academic programme withina-she e k ti meframe. The childre
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management were keen to involve the children with skilsed activities and offered transportation

of the children to the university campus. The first session was held attleerusivi t y 6 s bot ani c e
gardens, the second and third sessions in the vicinity of the arts and crafts studio and finalising the
projectasasmal cal e exhi bition event at the childrenés
was conducted in the classmoThe sessions included i) relationsbigilding, ii) visionplanning

and design, iii) skills application, iv) celebration and exhibition and v) reflection and evaluation of

leadership roles (see Table 1.
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Tablel. Paricipatory strategies used during a socially engaged art project

Activity 1
(conducted by
students:
children with
children)

Activity 2
(conducted by
students:
students with
children)

Introduction and orientation

Introduction of preservice art students and
children to one another

Establish trust and common interests

Di

scuss what to exp

theme project

Il ce br eadndtral kodWVad ckt i
Discussions, guiding and sharing knowledc¢
about the area

Participants establish perceptions of each

other and the site

Playing fun games:

V.

Pretending to be a tourist guide and
talking aboutenvironmental issues

Imaginary games: pretend to be a tree |II.

Throwing a ball and convey something
special/funny about themselves
Teambuilding game: Reflexivity

Art-based exercises:

l.
Il
M.
V.

Making cutouts and collages

Secret jar with personal characteristict
Splatter paint, prints and rubbings
Building from scratch with mixed
media and D materials

CYCLE 1: RELATIONSHIP BUILDING

Build trust and site orientation: introduce children to
environmental issues

Relational skills development: emphatic/sensitising
exercises

Students guide children through a process of discovery
sensory awareness of surroundings

What do they see, feel, smatiuch and think?

V.

Creating a makéelieve world, detail context,
recognising issues related to #mevironment
Projecting own symbolising personal characteristic
To become more intuitive and respond to requests
develop interpersonal relationships, sharing likes
and dislikes

Reflexive gestures and interconnectedness

Mapping the problem/issues/need: to find out how
participants experience the learning environment,
about realife issues and social concerns. Start to
think about challenges and how they can be solve
e.g. how can garbage benverted into something
beautiful?

Discovery of seli becoming untangled
Experiment with media and techniques: freedom o
expression
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Informal group discussion

Informal conversations
Participatory group discussions
Observations and sensory explorations

Informal group discussions
Narrative reporting
Interactions

Observations

Miming and frozen gestures

Art-based items and art works
Collages, prints and recycled material
Student reflections on relational skills
building trust and sharing awareness



Activity 3
(conducted by
students:
students with
children)

Activity 4
(conducted by
students:
students with
children)

Activity 5
(conducted by
students:
students with
children)

IV.  How is the living environment affected by social ill¢
how can personal messages of hope be encapsul:

in nature?

CYCLE 2: VISION-BUILDING, PLANNING AND INTERVENTION STRATEGIES

Vision building

Interactive vision building activity
Clarification of themes and needs analysis:
how do they 6seed tl
Agendas and aims of project are discussed
challenges, expectations and possibilities
mentoned

Groups explore how they will tackle the
issues/problem; identify types of material,
including recyclable resources; how will the
create and maintain the work of art/artefact’

Planning and designing

Interactive visual/conceptual working proces
Own ideas/planning combined with visual
designs of the children

Discuss and analyse different plans/designs
as well as materials to be used

Divide groups into different workstations
Rotate interactive engagement

Cooperate in finding solutions and a mutual
platform to start project

Intervention strategy

Enhance ideas armbnsider other possibilities
Use campus facilities to show different
YouTube videos bout land art, environment:
art and sustainable projects

Reuvisit previous communitgngaged projects
with the upcycling theme

Demonstrate certain skills and functional us
of tools, e.g. sprapainting, cuttingknives

Critical skills development

Determine commonalities of thoughtvhich fadors can

facilitate or hinder the process of creating an
artwork/artefact?

Do participants have common goals and similar visions®,

How would they address the issue?

Discuss, reflect and compromise to reach mutually agre

upon decisions

Organising and team work skills devéopment
Establish a working relationship

Identify own strength$ expectations regarding one
anot heros contribution,
Envisage working relationship (divide tasks)
Negotiate process and positions, working relations
Plannng regarding types of materials to be used

Exploring other possibilities in the real world
professional skills development

Establish deeper understanding of +eatld applications

and own contributionat the final project
Present and share ideas

Accommodate complexity and extend knowledge base

investigating multimedia and transdisciplinary work
environments
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Informal groupdiscussions
Mind maps
Recycled material

Informal group discussions
Students and
Interactive discussions

yout h:e

Research interventions (photographs,
pictures, YouTube aids)

Artefacts and artwork



Activity 6
(conducted by
students:
students with
children)

Activity 7
(organised by
lecturer;
participation of
students and
children)

Activity 8
Living my
leadership
(explained by
lecturer;
students
complete
posters)

CYCLE 3: SKILLS APPLICATION STRATEGY

Skills application process Art -based skills in a collaborative working relationship

Interactive teamwork and apsed skills Work collaboratively on a product, task oriented: who is Interactive individual and group participatiol
application activity doing what? activities

Painting, making, assembling, upcycling of Individual and group work rotatingbetween different Poster/artefact completion by using availab
availableresources, planting of floating materials and tool use resources

planters Complete different tasks in a dialogical manner

Refinement and adding finishing touches

CYCLE 4: EXHIBITION AND CELEBRATION STRATEGY

Exhibition and celebration event Showcasing socially engaged art projects an Interactiveexplanations
Students and children exhibit their complete transformed practices for public display Group work

work together Learn to display own wor k Performance measurement
All stakeholders, e.g. managers, house Learn more about other viewpoints and methods of Exhibition

matrons, lecturers and participantshgatat expressing social, contextual and environmental issues
the premises (the ct Finalisingtheir work

Students and children present a gallery wall

activity and explain the social issues, meani

of their work and their learning experience

during the CSL engagement process

CYCLE 5: LEADERSHIP REFLECTION

Reflection and evaluation of leadership role Reflecting on learning process and capturing CSL Reflective notes on all five phases
Students reflect on processformative process in academic poster Poster design

assessment on all five phases using the DE Students reéict on the following:

model What did they learn?

Students design an academic poster to How did it benefit them?

showcase leadership and professional Vision revisited?

development during CSL process Suggestions?

Embodied learning captured in leadership poster
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Method

Il generated data from the students6é assignments
and artwork, collected after each session with the children. | proposed that they used the DEAL model as
a standard CSL reflective practig®sh and @ayton 2009, 48), describing,gxamining and writing

about theiracquiredlearning, to reflect on their experiences. | thematically analysed their reflections after
each engageme(®Braun and Clarke 200®) attain evidence of what they had learnt. | theighed the
emerging themes against my concerns and pertinent research q(eStarl d a RaainfoPnOnty 6 )

analysis of the datgAry et al. 2014) | validated my findings through the lens of SEA theory, and the
relational, critical, collaborative and trsformative intent of action resear@rith and Gleeson 2004)

invited honest feedback on the different action learning cycles fetlow action researchers and student
participantdMcNiff and Whitehead 2002, 10@nd triangulated thevidence by usifive sessions with
various data generation activities and meth@&llgngson 2009) The research process was transparent

and complied with the universitybds ethics stipul

The childrends homebs management fomedrcanseatthatbf t he
could use their reflection€reswell and Plano Clark 2011; Chevalier and Buckles 2013; Manzo and

Brightbill 2007) In the following section | provide evidence how my practices influenced students to

become socially engaged artpraci oner s. To protect the studentsé
names according to what age group they are training to teach e.g. Senior Intermediate phase (Sl) and

Further Education and Training phase art students (SF).

Discussion of findings

The C3 engagemenproject created opportunities for action learning. Over adide period, students
became aware of their positional roles and their

suggest that students became sensitised, with atadde, inclusive leadership qualities embedding

socially engaged art practices in their professional development.
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Theme 1: Students learnt relational skills, and understood the importance of teaching with sensitivity

The students met thehildren for the first time at the botanical gardens with the aim of establishing a
trusting relationshipl. suggested the groups start with a walldtalk exercisd The Long Walk 2013as

an icebreaker tor@ntate them to their new surroundings andréate spatial and personal awareness of

a natural learning environmefithi s exer ci se enabled the students

inhibited feelingsd (SI _4), and so they took act

They lovedwalking nature and talking about the things they saw. They were very interested
about the facts that | had to say and the new knowledge that came with it. They were a bit shy at
first but as we walked and chatted, they came out of their shell and siskied questions and

even answering them among themselves when they could.

The purpose of the waltndt al k exer ci se was to enable the chil
worlds and contexts.fobund this activity to ba good space to negotiate talaships, and to promote
communication and trust between the grogp& A t heory hol ds that O6conver :
centre of sociality, of c olHelguera 20¥1e40f rgadisedtalksa ndi ng
all ow peopl éothes, creadercgrangnity, learnttogether or simply share experiences
without goi (Helguaan291l, f4listutiehts leaéned that relationsbipilding is essential as,
6team members are | ikely to exfancompetitoeenayl, | sort s
shyness, denial, dominance by some and silence by others, and other personal qualities that can fuel
t e n s (ZaberSkerritt 2013, 34)This open air activity prepared the groups for the next level of their
relationshipbuilding process, becoming more interactive and personal by introducing mmudial
activities such as fun teabuilding and arbased exercises.

The tearrbuilding activities resulted in various interactions (see taptycle 1, activity 2). One
of the groups encouraged spontaneous exchanges to create sensory awareness of their learning
environment, by 6l ooking [at the crabs in the po
smelling [different flowers{SF_10). Other groups planned creativebased lesson activities around art

techniques e.g. printing [of leaves, creating butterflies] (SF_18) (see Figure 1), collaget$cot
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childrendé favourite things] ( Shicantfoundmatehalsing asse
(S1_20) and puzzkbuilding [mason jars filled with objects that the youth identified with most] (SF_17).

One group used weknowngamep | ay acti vities such as a shpaotnt ane
( SI _ 20factsquizfelsn about natured (SF_4) and metaphor i c
symbolises the children best] (SI _10) t2000get t o
ideas of the invisible theatre imitating reality, one group acted as tour guidtegyranecdotes to inform

the rest of the group about their surroundings (SI_21). Students considered the activitiedualie

|l earning opportunities, O6to wor k t odgbeutihledr aa nrde |gael
withthe child en t hr ough art and to grow respect for thi
comfortable teaching in unfamiliar open spaces,

exercise as opposed to classroom theadhirerg 0de t( I5dd

Figure 1. (SF_15): Relationshiiilding activity: children experimenting with organic material during

artbased exercises
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What artmaking has to offer, in socially engaged practices, is not accurate representation of
realtybu r at her the compilation of readings so that
position ourselves in those tentative locations, and when we persist in making them into concrete
experiences, that i nt er s(Hdlgonem 2011 A)xStudaets tdolothededbyg n's o
presenting playful and creative opportunities for the children to engage on multiple levels to enact
meaningful experiences and relations. Although students directed the activities and took responsibility for
the stricture of each activity, they positioned themselves not as experts but relied on the lived experience
and shared interests of the child(eforton and Freire 1990§lesigning activities that the children could
relate to. Students took leadership by expogiegchildren to tranpedagogical practicéslelguera
2011) performing arts strategi€Boal 2000) and tearbuilding exercises to encouragenvivial and
socially engaged practices. Theybecamensi t i sed towards the children
ages, abilities and interests. Students moved closer to the multiple intelligences coGeedhef
(1993) by exposing children to multiple learning experiences, e.g. sensory (smellituga/ laeing out
in the open), linguistic (use verbal expressions), visual (observing), and haptic (constructingpwith 3
organic material).

Moving between the groups to ensure that the activities were utilised for relatinddipg, |
observed plaiyl interactions as the children started to become less inhibited and more engaged. Some
groups decided to conduct more intimate;t@s$ed activities, sitting in a circle on the grass (see Figure 2)
or around tables, cutting out pictures, drawing or ragnivhile talking. Theilconversations deepened,
from convivial group discussions to more personal@mene interactions. The children started to share
their issues with the students. Some students found this overwhelming at first. One student tegmrded i
an ®©eyemerd (SF_17) and was O6fl abbergasted6é when
happy, 6ééthey [my parents] donét care what | say
and numbness in her eyes filled me with bréosli ¢) and di stressdé (SF_16) .
with the childrends circumstances and noted that

teach one dayo (SF_13).
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Figure 2. Relationshipuilding activity: sitting in a circle t&lng or having a onen-one discussion

The level of empathy displayed by the students towards the children, reinforced my view that students
should gain affective and relational experience before entering their school milieus, in onidggrgiand
and ajpreciate deeply the thoughts and feelings of another Empathy is an essential attribute for a teacher,
to enable the creation of an inclusive and enabling learning enviroifikien, Richardson, and Clark
Kelly 2010) In this case, although affect appeianmediate and fleeting, it accumulates, so that negative
effects may lead a child to doubt their worth, or to shun learning situations through a sense of shame
(Watkins 2010) The emotional state of a child greatly influences the way in which they ledtheir
attitude towards not only the subject but also towards learning and the teacher (Krashen 2017).

Students became more sensitive about the way they communicated duringnib&iag process,
0 awe advised we started engaging differently with the learners, being more cautious of what we say and
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how we say itdé6 (SF_16). Kindness, care and wunder
brings to the classroom their own experience, viewsd i f e and emoti onal bagga
who was adversely opposed to the CSL engagement at first, changed her views. She reconsidered her

purpose for choosing teaching as a career, 6to i
ae fragile and that the way | speak and what | s

igniting systemic changes that they wanted to see in the schools. One student suggested (SI_5):

éit is clear to me nowé wethee togiverparéntaljguidaricetd e a ¢ h
the learners. We have to enlighten and support them [the children] to reach their full potential.
Learners come from different background, therefore need different attention and care. The

implementation of effective emselling systems at schools is a necessity.

Leadership qualities started to emerge as students became more critical about themseadvahjatle
about the way they communicate and how they say
perceptions o€urriculum objectives and classroom strategies. They learnt to adapt restricting themes to

the context of the children and engaged with multitude approaches to enact socially expressive exchanges.

Theme 2: Students developed socially engaged art practices

During the second visich ui | di ng, pl anning and designing cycl e
figure out what to do and how we are going to do
common goal that would guide them through thévaiets that followed).The student and children

groups brainstormed their ideas and visions for their final artwork in collaborative ways. They idantified
number of environmental issues they wanted to address. Some focused on the water crisis irethe Wes
Cape [Province] (SI_18), others on land art (SF_7), indigenous art (painting on rocks) (SF_12), the
evacuation of local oak trees in town (S1_4) or creating a kindness tree which could be decorated with

their own expressive tokens of kindness hanffiog the branches of the tree (SF_18).The participatory
process helped the groups to converge different
approves ofd (SI _1). One groupbs childr e@antnghal | e

out aspects that contribute to unhealthy living experiences, such as bullying, human trafficking, and
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substance abuse, including drug and alcohol misuse. The other group became micro environmental

activists cal ltiinsgt st duamtedsastrisees changertheir school environment

(S1_21). They produced functional recycled planters (SI_21) (see Figure 3).

Figure 3. One group addressed soci al i ssues arou

other group rereated functional objects focusing on conservation aspects

I encouraged the students to include interventio
constructions, after the planning and designing phasediwect and inspire the groupsd to ensure that

art is not taught in isolation removed from the realities of broader social contexts. Choosing their own
resource material, the students showed the children videos of environmental art (SF_8/16/18) and took
them on a tour to previous cominity-engaged projects such as the elephant sculpture to which used
recycled, emergent technologies these activities helped the groups to explain and compare the different
samples to overcome conceptual barriers, such as transforming their ideas tal jpintyproducts, to

select appropriate materials for the artwork, and to determine the format and structure of the final work.
Students bgan to understand that socially engaged art practices could become part of their professional
teachi ng meostmpaitant aspéct thae weraught them [the children] is that art could be used
to present a powerful message and address [various] issues (FothQFSLpedagogy and SEA theory
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attempt to foster a critical consciousn@dsrton and Freire 1990by examining various social contexts,
challenges that community children encounter, and the impact of personal action in maintaining or
transforming those problems. In this case, studaeted an awareness of critical environmental issues,
by using an arbased platform to share ideas and discuss common goals towards a more visionary
solution. The children were enabled to becomereators of new artworks which conveyed social
messagesThe impact of creative participation ensured that everybody added their own content to the
theme and thusnangamgetd bh saabfses t qHelgueria 201, t hey p
15). Instead of keeping their thoughts to themselves, studantsuraged the children to take a critical
stance towards topics in order to change and transform their environments. Art liberated the children to
become selexpressive.

Students engaged in various SEA forms of participation. Withinalparticipationthey
presented artworks to the learners to observe in passive contemplation e.g. the elephant project. Students
alsodirectedchildren to participate in completing a simple task, such as hanging kindness tokens on a
cardboard tre@Helguera 2011, 15)Theyencouraged children to participateeatively contributing to
the content of the art work, for instance children decorated their own rocks creatively, with their choice of
content, such as fingerprints and natural elements to leave their mark andvedyiecmbined the
artworks in a rock garden structure. Students participated collaboratively with the children throughout the
process, they shared responsibility of the ideas, content and structure of the artwork through dialogical
interaction(Helguera P11, 145).

They realised that o6without cooperation the ¢
Group techniques and scaffolding processes becan

producté (SF_5) . Th eatic waysland agieedrtmar thrdugh gommuemicadian theyc r

could come to agreement that suited all and this
each otherdés opinion and statementsé (SF_8). Stu
everybodybés contribution, O6he did fantastic work

technique and the confidence he showedd (SF_6).
to deepen understanding for the children and valuedth ol e t hat art could pl ay

and escapism from circumstances and i mmediate en
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shared their dreams, emotions and aims inrehifebdo
learned teexpresgsheir ideas and feelings, and personal, social, environmental, moral and spiritual issues
through their creative activities6 (SI _14). Stud

the talented few only, but shoule sonducted as an inclusive practice:

éevery single learner, regardless whether th
creative in their own manner and could, with the help of examples, create artworks and express

their own creativity (SA6).

Although the students provided the children with artistic information, they encouraged the children to be
involved with the process i(delgaera@qit, 62 cllaboratone c ol | a
described by SEA theories, presupposeshiaing of responsibilities between parties in the creation of
something newHelguera 2011, 51)The handn activities enabled the groups to choose between

different activities, utilise their skills by engaging with various ideas, to commit to théyndésd tasks,

making decisions about their planning and design applications and to evaluate their progress. Students
developed their professional competencies during the engagement. They shared their knowledge and

skills with the children and created aatlating learning environment, contextualising their knowledge

of the CSL projectheme with the social contexts of the child(@right 2015) Their emerging

leadership qualities included wikiing collaboratively, in respectful wayklelguera 2011and starting to
realise the importance of addressing evebasehodyds

practices.

Theme 3: Students realised the importance of inclysiaetices

In the last session, the groups participated in an exhibition eventatttiel dr enés home, cor
teaching to the childrenbés world to celebrate pu
because we achieved our goah® kearners reached their learning objectives and we overcame all our

obstaclesdé6 (SI _1). Despite challenges such as wo
from diverse backgrounds, students owardstteerdi how t

changing from 6no eye contactd to being secure e
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During the gallery walk, both student and children groups took turns to explain the significance of their

socially engaged artworks, including the kings¢ree and posters (see Fig 4), as well as the rock garden.

Figure 4. Celebration and exhibition session: students and children concluded their social engagement
with a gallery walk, explaining the meaning of the work. Students shared their leexperences with

the audience

Changing the conditions of their teaching practices such as workamygiout of class and connecting
theratbased milieus to | arger societal needs, taugl
the childrenlie best experience and to provoke a passion for art through partnerships with the
communityd (SI _20). They transformed their tradi
planned and predictable, we must become more resilient and consider $oa | needsd (SF_7°
envisioned theiclassrooms to be a safe and respectful learning environment, one student asked (SF_14):
6should my classroom not be a place where | earne
inspireandcorsl e them, a safe havenéli ke nature, regar
Students transformed their understanding of ¢
weaknesses and are set to teach O0ar thatpetsonaltratsse b a
are part of peoplebds diversity and that they sho

peopleds body |l anguage and expressionsdé (SF_7).
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They should consider the children®dti ndée vi dual
compared with t therefored chjeu Ht (&Bdt i4yi taineds t o fit the
presenting a 6one size fits all approachd (SF_4)
children took, 6 t ge how wou Waht it to betdona butvwathersalloar thent tdhdio it to

suit their understanding [of how it should be done] (SI_1). They understood that action learning is

synonymous with professional devel opmeming 6becomi
because | ife never stops teachingd (SI _5) and id
appreciatveandhaasdor ki ng as professional attributes, whi

into your |l ap, thennygowuowhédomeaPARWh@sSFit18meéa T

reflections indicated that they became more selfless, humane and caring:

I owi |1 be able to do something similar in th
them and you need to ensure that taejpy it. It is an unselfish action to engage with

something like this (SL_10). The project was not only to create better future teachers but also to
give back to the community by working with d

(SL_5).

Studentengaged interactively with multlisciplines and acquired new knowledge and skills through

building relationships, working collaboratively, staying actasientated, and utilising available
resourcegJohnson 2017)n this way they connected thé&eaching to the social realities of the children.
Studentgransformed what they say, what they do and how they relate to others and their circumstances
(Kemmis 2009, 466 Al t hough the participatory CSL prmcess
amount of theory can prepare you for the actual practice, determine the style you will need to adopt as a
teacher and how you wil/ interact with the | earn
matters as the childrdarought unique expemees, strengths, and ideas to the project. As future teachers

they realised that they need to value individuality and diversity and changed their approach by

considering the childrends | ife e(Gudmeril9%®3l ces and
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Towards the end of the project, students envisio
respectful so that learners could experience a sense of belonging d@ atzey/2001)In the last cycle

students developed academic posters tisplajed their socially engaged leadership development (see

Figure 5).
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Figures 5. (SA_8, SF_19). Academic posters of students created in the last cycle encapsulating their

learning as socially engaged teachers in art education

Reflecting on my learning

The 6Living my Leadership in a Diverse and Heal't
engaging preservice art teachers in critical serviearning todemonstratéowthis pedagogy could be
integrated into a prserviceart education programme with competing content and timeframe demands.
Although these aspects seem to be constant challenges, and | recognise that CSL as pedagogy can seem
like a large scale and overwhelming undertaking forger@ice teachers, studentsedeo learn how they

can influence the lives of individuals, whether that be in their classrooms, schools, or broader
communitiegKeiser 2005) Whi |l e enduring | earning was evident
| assert that there remain aredigontinued development and research to refine socially engaged, CSL

pedagogies within the contexts of art teacher education programming.
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I have learnt three important things that | need to incorporate into my practice. First, students
need more exposute critical servicdearning beforehand to sensitise them to social issues relevant to
the project and potential impact of CSL programmes. Part of the orientation could involve examining
previous projects e.g. 6 b e sekplonng soaat isswes thabresamate hi v e d
with the lives of the students. Having students articulate the link between their personal experiences and
social issues, provides a solid base for designing a project that motivates students to engage in meaningful
social justice learning experiendgeLuca et al. 2011)

Second, students are not properly prepared to bridge the gap between theory and practice. This
emerged in the reflections of the students, when they had to examine suitable theories that fit their
experiences. CSL preparation should include unified theories that frame diverse forms of social
inclusivity, instead of introducing a multitude of theories in-digziplinary ways which often result in a
6patchwor k of | e a (Delugagal @011, 1O6)Isthenefere reviséd sng aurestinodel
(Meyer and Wood 201F)or art education and added an Ol ntrod
students before they start with CSL. Drawing fro
included multimodal activities in the first relationshijuilding cycle ad added a celebration and
exhibition cycle, followed by a reflection on professional leadership cycle towards the end (see Figure 6
Cycles 1, 2, 5 and 6). These cycles constitute different platforms that lead to socially engaged leadership:

knowledge, redtional, creative, working, public and professional development.

94



2. Relationship-
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HhErics designing
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*knowledge platform activities e creative platform
1. Orientation

erelational platform ] ]
3. Vision-building

& Planning

*DEAL reflections
sacademic poster

eprofessional
development platform

6. Leadership
development

eart-based & emerging
technologies

egroupwork
* collaboration
sworking platform

5. Exhibition &
celebration

egallery walk
scelebrate achievements

epublic platform

4. Skills
application

Figure. 6. Model to integrate critical servilgarning into art education programmes

Last, Iformatively assessed student learniog@valuate whether their progress during@st-project

has deepened. To support their learning, the students completed critical reflections after each cycle. |
found that students required a deeper understanding of critical reflective practices, more time should be
allocated to this learning proced adjusted the assignment requirements to make the learning
expectations clearer. Although students worked in groups during the engagement process, | would
encourage in future that they also reflect on their experiences ingmoap forums after eagession to

develop a 6commun(Nietg20@0f cr i tical friendsé
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Conclusion

| can now answemnow | influenced preservice art education students to become leaders in their learning
environments by adopting more socially engaged practicagdress mgoncern of art being taught in

isolation from the lives and social realities of learnkcseated a critical servidearning opportunity for
preservice art teachers to engage with children f
the procss. Analysis of their reflections supports my findings that critical seteaming (CSL)

together with a socially engaged art (SEA) approach and action research strategies, contribute towards
preser vice art teacher 6s p indichteddheybeoama densitiseds icludeg me n t
socially engaged art practices in their action leayaind started to develop characteristics of critical,
accountable and transformational action leadgitglents examined servidearning as a new trans

pedagogical educational activity @nitical ways, they took agency of their actions and constantly

resarchand reflect on their practices after each session. They worked inclusively and became

intrinsically accountablenot only for the success of the SEA project but also for the development of the
childrendé cr edfevalvagonesident h thesr chanfdd exttitudes, values and

transformational practices indicated thgiofessional developmeas leaders in art education. The

students became @weators of new praxisased participatory and empirically validated professional
framework, betteprepared for teaching inclusively and in diverse contexts. The model | designed

explains my pedagogical interventions, serves as a puaristated instrument and could guide future
participatory and critical servidearning pedagogies to increase aboesponsibility amongst pigervice

art teachers before embarking on their careers.

96



References

Ary, Donald, Lucy C. Jacobs, Chris Sorensen, and David A. Walker. R@ii@duction to Research in
Education 9th int. ed. Belmont, CA: Wadsworth Cengagainéng.

Ash, Sarah L., and Patti H. Clayton. 2009. "Generating, Deepening, and Documenting Learning: The
Power of Critical Reflection in Applied LearningJournal of Applied Learning in Higher
Educationl1:2548.

Boal, Augusto. 2000Theater of the Oppresd London: Pluto.

Braun, Virginia, and Victoria Clarke. 2006. "Using Thematic Analysis in PsycholaQualitative
research in psychology (2):7#101. doi: 10.1191/1478088706gp0630a.

Chevalier, Jacques M, and Daniel Buckles. 2@Eticipatory ActionResearch: Theory and Methods for
Engaged InquiryLondon: Routledge.

Costandius, Elmarie. 2012. "Teaching Citizenship in Visual Communication Design: Reflections of an
Afrikaner." In Higher Education for the Public Good: Views from the SpLf%62.

Stellenbosch: SUN Media/Trentham Books.

Creswell, John W, and Vicki L. Plano Clark. 20DEsigning and Conducting Mixed Methods Research
London: Sage.

DelLuca, Christopher, Meghan L. DelLagr&mnic Feurguson, and Stephanie Ho. 2011. "The Equity
Leadership Project: Preparing Socially Inclusive EducatorCrikical ServiceLearning as
Revolutionary Pedagogy: A Project of Student Agency in Aaidited by Bradley J. Porfilio and
Heather Hicknan, 179202. Charlotte, NC: Information Age Publishers.

DHET (Department of Higher Education and TrainisggSouth Africa. Department of Higher
Education and Training.

Doerr, Elizabeth. 2011. "Cognitive Dissonance in International Sebhé@eaening: Pogbilities and
Challenges for Servieeearning Pedagogy." I@ritical ServiceLearning as Revolutionary
Pedagogy: A Project of Student Agency in Actexdited by Bradley J. Porfilio and Heather
Hickman, 7194. Charlotte, NC: Information Age Publishers.

Ellingson, Laura L. 200Engaging Crystallization in Qualitative Research: An Introductioos

Angeles, CA: Sage.
97



Frith, Hannah, and Kate Gleeson. 2004. "Clothing and Embodiment: Men Managing Body Image and
Appearance.Psychology of Men & Masculinity (1).40-8. doi: 10.1037/1528220.5.1.40.

Gardner, Howard. 1998rames of Mind: The Theory of Multiple Intelligenc2ad ed. London: Fontana.

Grace, André P. 2001. Being, Becoming, and Belonging as a Queer Citizen Educator: The Places of
Queer AutobiographyQueer Culture as Community, and Fugitive Knowledge. Paper presented
at the CASAEACEEA National Conference, Laval University, Quebec2Z5Viay.

Helguera, Pablo. 201Education for Socially Engaged Art: A Materials and Techniques Handibamk
York, NY: Jorge Pinto Books.

Horton, Myles, and Paulo Freire. 19%e Make the Road by Walking: Conversations on Education and
Social ChangeEdited by Brenda Bell, John Gaventa and John Marshall Peters. Philadelphia, PA:
Temple University Press.

Howard, Tyrone C., and Glenda R. Aleman. 2008. "Teacher Capacity for Diverse Learners: What Do
Teachers Need to Know?" Hiandbook of Research on Teacher Education: Enduring Questions
in Changing Contex{s3rd ed, edited by Marilyn Cochr&8mith, Sharon Feian-Nemser and D.
John Mclintyre, 15774. New York, NY: Routledge.

Johnson, Laura R. 201CommunityBased Qualitative Research: Approaches for Education and the
Social Scienced.os Angeles, CA: Sage.

Keiser, David Lee. 2005. "Learners Not Widgets: Teaé&uercation for Social Justice During
Transformational Times." Ieacher Education for Democracy and Social Justidited by
Nicholas M. Michelli and David Lee Keiser,-&b. New York, NY: RoutledgeFalmer.

Kemmis, Stephen. 2009. "Action Research as atPrac e B a s e HdudatoraalcAttioncResedrch
17 (3):46374. doi: 10.1080/09650790903093284.

Killen, Melanie, Cameron B. Richardson, and Megan Clark Kelly. 2010. "Developmental Perspectives."
In The Sage Handbook of Prejudice, Stereotyping and Diswatian, edited by John F. Dovidio,
Miles Hewstone, Peter Glick and Victoria M. Esses194. London: Sage.

Manzo, Lynne C., and Nathan Brightbill. 2007. "Toward a Participatory EthicRatiicipatory Action
Research Approaches and Methods: Conne®iagple, Participation and Placedited by Sara

L. Kindon, Rachel Pain and Mike Kesby,-88. London: Routledge.
98



McNiff, Jean, and Jack Whitehead. 2082tion Research: Principles and Practiénd ed. Vol. 2.
London: Routledge.

Meyer, Merna, and Lesley ¥éd. 2017. "A Critical Reflection on the Multiple Roles Required to
Facilitate Mutual Learning During Servidearning in Creative Arts EducationTeaching in
Higher Educatior22 (2):15877.

Mitchell, Tania D. 2008. "Traditional Vs. Critical Serviteaming: Engaging the Literature to
Differentiate Two Models."Michigan Journal of Community Service Learnitwy(2):5665.

Neururer, Julie, and Robert A. Rhoads. 1998. "Community Service: Panacea, Paradox, or Potentiation."
Journal of College Student Developma8t(4):32130.

Nieto, Sonia. 2000. "Placing Equity Front and Center: Thoughts on Transforming Teacher Education for
a New Century."Journal of Teacher Educatidsi (3):1807.

Porfilio, Bradley J., and Heather Hickman. 20Ctitical ServiceLearning as Revolutionary Pedagogy :

A Project of Student Agency in Actidharlotte, NC: Information Age Publishers.

Rice, Katheen, and Seth Pollack. 2000. "Developing a Critical Pedagogy of Service Learning: Preparing
Self-Reflective, Culturally Aware, and Responsive Community Participantsitégrating
Service Learning and Multicultural Education in Colleges and Universiéidiged by Carolyn R.
O'Grady, 11834. Mahwah, NJ: Lawrence Erlbaum.

Rosenberger, Cynthia. 2000. "Beyond Empathy: Developing Critical Consciousness through Service
Learning." Inintegrating Service Learning and Multicultural Education in Colleges and
Universities edited by Carolyn R. O'Grady, -23. Mahwah, NJ: Lawrence Erlbaum.

Sal daRa, JThéGoding Man@abfdr Qualitative Researchedsl ed. Los Angeles, CA: Sage.

South Africa. Department of Higher Education and Training. 2015. "Revisegy/Rolithe Minimum
Requirements for Teacher Education Qualifications, 20BmVernment Gazett@\otice 111)

38487, 19 Feb.
The Long Walk. "Walk the Talk: The Long Walk Education Program." Accessed 19 August 2018.

http://www.htav.asn.au/sitebuilder/teact@nowledge/asset/files/80/walkthetalk psloane dstew

art.pdf

99



Van Schalkwyk, Frances, and Mabel Erasmus. 2011. "Community Participation in Higher Education
Service Learning."Acta Academicd3 (3):5782.

Watkins, Megan. 2010. "Desiring Recognition, Acclating Affect." InThe Affect Theory Reader
edited by Melissa Gregg and Gregory J. Seigworth;&&PDurham, NC: Duke University Press.

Wood, Lesley. 2012. "OEvery Teacher |1 s a Researc
Practices for Hiv Prevdion through Value®3ased Action ResearchSAHARAJ: Journal of
Social Aspects of HIV/AIDS (supl):S19527.

Wood, Lesley, and Merna Meyer. 2016. "A Participatory Approach to Sereaming in Creative Arts
Education: A WinWin Learning Opportunity fo€ampus and Community?Journal of
Education(65):31-54.

Wright, Dana E. 2015Active Learning: Social Justice Education and Participatory Action Research
New York, NY: Routledge.

Yoder Clark, Andrea, and Maura Nugent. 2011. "Power and Sdre@ming:Salience, Place, and
Practice." InCritical ServiceLearning as Revolutionary Pedagogy: A Project of Student Agency
in Action edited by Bradley J. Porfilio and Heather Hickman. Charlotte, NC: Information Age
Publishers.

ZuberSkerritt, Ortrun. 2011. "FrorAction Learning and Action Research to Action Leadership." In
Action Leadership: Towards a Participatory Paradigedited by Ortrun Zube$kerritt, £19.
Dordrecht: Springer.

0 0 0 .2013. "How to Develop Lifelong Action Learning." lifelong Action Learnig for Community
Development: Learning and Development for a Better Wedded by Ortrun ZubeBkerritt and

Richard Teare, 284. Rotterdam: Sense Publishers.

100



Article 4

Participatory artist, researcher and
teacher:(P)ART

Abstract

This article explainsny living theory that | present as a professional framework in which | embed the
artist, researcher and teacher (ART) roles within critical, participatory and socially engaged learning
platforms. | critically analyseny inquiry into aprofessional framework for art educatiand explain how

| addressed my concerns and the influence of the-piXis on the professional development of pre

service art teacherSupportingevidence for myiving theory was gained over a fephase cyclic action
research process, as | enquired into my practice witisgmgce art teachers in their final year of teacher
education. Reflecting on my observat gesandgritcpledago
reflections on their learning, | found that the professional framework enablesgmiee art teachers to
become more learneenteredand to understand how art can be used as a means of engaging learners in
thinking about important saaliissues. Ithe process, they developed leadership skdlig] sawthe

potential of art as an important mediator of learningef@rybody and nobnly a specialised subject for

the talented few. | offer the (P)ART professional model to equip art testohigedynamic role players

who assumdeadership through art education.

Keywords

Action research, (P)ART praxis, pservice art teachers, living theory, leadership, professional
framework, transformation
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Introduction

My living theory in arteducation addresses three main concerns; i) the lack of status attributed to art and
consequently to the role of the art educator, ii) the view of art as a specialist subject for the talented few,
and iii) the teaching of art as a technical subject reméreed the social realities and contexts of school
learners. These concerns prompted me to inquire into my practice wikmree art teachers in South

Africa. | maintain that unless art teachers define their professional roles, discover and empdoiethe v
possibilities of the subject and create opportunities for socially engaged practices, they are missing the
opportunity to perform as professionals who manage artistic creativity, work in scholarly and engaged
ways, and extend their pedagogical resiaiiities to the public domain. Novice art teachers should

establish their own professional identities to help them understand their roles and positions in schools
(Beauchamp & Thomas, 2009, p. 178). To further inform the professional development ef novic

teachers, Hickman and Brens (2015) suggest that they should (i) position themselves within a particular
theoretical framework to guide them when making decisions about the kinds of lessons to be taught, (ii)
articulate their personal positions with regjgow fundamental values to inform their teaching and
development as professionals and (iii) reflect on their own teaching and learning practices. Adding to this,
in the South African context art teachers often face additional professional challengeg,cuargested
classrooms, time constraints, limited creative and functional art resources, and a general negative attitude
towards the subject since 6art is not taken seri

However, the literature is silent dwowto go about developing such frameworks. Positioning
myself in the three core areas of higher education requirements, namely teaching and learning, research,
and community engagement (NWU, 2016), | want to have impact and bring about change. | want my
profesional practices to align with these core areas to meet educational policy requirements in preparing
students for their professional careers to teach
10). Seven roles are ascribed to the teacher ithSdtica, namely i) specialist in a phase, subject
discipline, or practice, ii) learning mediator, iii) interpreter and designer of learning programmes and
materials, iv) leader, administrator and manager, v) scholar, researcher, and lifelong leaassessir,
and vii) community, citizenship and pastoral role (DHET, 2015, pi2%8but these roles and their
applied competencies tend to be discussed theoretically without embedding them in praxis. | believe that
students need to embed their teachiragfices in diverse learning environments to establish professional
identities which answer the following questions:
6How can | become an effective and transformatio

Allowing students texit campus with little exposure to participatory pedagogies in diverse and
inclusive learning environments adds to the fragmentary character of educational content knowledge.
They also do not devel op an e mp aes. lhargue tltat unlessipger st a n
service art teachers are familiarised with the pivotal roles they could play in schools and broader society
through the devel opment of socially engaged prac
vantagepointcanp osi t i on 6, predictable and saf e, but || ac
change and transformation.

In this article | explain my living theory of a professional framework model in art education.
First, | provide an overview of my methodgly, then discuss the professional ART model. | describe
what | did, how | did it, and provide evidence of the positive influence of my practice on student learning.

Methodological framework

My enquiry into my own practice spanned four actiesearch cycles (Zub&kerritt, 2011) over two
academic semesters. In Cycle 1, | conceptualised an ART theory (Thornton, 2013) framework for myself
with embedded values. In Cycle 2, | guided students to establish their own roles based on the same
theory.In Cycle 3 the students learned to become participatory ART teachers (P)ART during a socially
engaged art (SEA) (Helguera, 2011) critical serl@@ning project (CSL) (Rice & Pollack, 2000). In

this article, which is Cycle Four, | bring in the work tdgatto explain my living theory as a professional
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framework for art education, askingow can | use my learning from the three previous cycles of action
and reflection to generate a grounded theory about the development of a professional framework for pre
service art teachers?

X
004.. QN"('
. Think . act®
Cycle 1 Cycle 2 Cycle 3 Cycle 4
Sefl-reflection as ART Guiding students to reflect on their Using the learning to become Professional framework
educator with embedded values own roles as ART teachers participatory artist, researcher for Art Education

and teacher (P)ART

Figure 1. The four cycles of developing my living theory in art education

| gathered data from my own critical reflections plus reflections on student assignments, visual drawings
(Sullivan, 2010), and various types of artworks/uding collages assemblages and posters. Permission

was granted by the students to use their assignments and visuals for research purposes. | thematically
analysed the data after each engagement with the students (Braun & Clarke, 2006), and weighed the
emerging themes against my concerns and pertinent
analysis of the evidence (Ary, Jacobs, Sorensen, & Walker, 2014). | validated the findings through the

lens of artist, researcher and teacher (ART) theoriesn{idmm 2013) and socially engaged art (SEA)
pedagogies (Helguera, 2011), as well as the professional development @RASHZuberSkerritt,

2011). To protect the students6é identities, | as
they wee training to teach, e.g. Senior Intermediate phase (Sl) and Further Education and Training phase
(SF).

Each cycle explains how | shared my teaching and learning experiences with the students whom | teach

and how they related to the different learningfplans which in turn informed my understanding and the
design of a professional framework for art education (see Figure 2).
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Figure 2. A participatory and socially engaged professional framework for art educators

Validating each learning platform

Starting with my own thinking at the centre of the figure, my question was: How do | conceptualise my

own role as artist, researcher and teacher and arrive at my own understanding of becoming a participatory
artist, researcher and teacher? | grounded wiggsional identity in thartist, researcher angkacher

(ART) roles described and abbreviated as Thornto
A/R/Tl/ography (Irwin & De Cosson, 2004), ART theory is epistemologically groundadstotelian

phil osophy and represents three kinds of O0though
teaching (praxis) and making or creating (poesis), resulting in a creative approach to emphasise the roles
and practices of the artprofess nal 6 s desire to O6make, research ar
which | ontologically relate as the 6elegant fl o
24). | reevaluated my own professional identity (setfage, seHefficacy), and embedded my

professional roles (as artist, researcher and teacher) in values of creativity (artist), connectedness
(researcher) and care (teacher) (Trede, Macklin, & Bridges, 2012). My values are the standards | live by
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(McNiff, 2010). As my lving theory is ongoing and nevending, | experience a degree of cognitive

dissonance (Festinger, 1962) when my values are not aligned with my teaching practices.

My

original

contr.i

bution to

ART

t heomy i s

t he

became a participatory artist and researcher when | started to open art up to all students and community

children no

matter

what

their

technical

or- 6art.i

disciplinary and tranpedagogical was. | became a participatory teacher when | shared my knowledge

and
approach

practi se

with the

student s

t hrough

nteracti

{fcemteradrorieatatibnhl ¢husévalue connectedness and caringasridoa more

participatory, peopleand praxisorientated practitioner who engage with other colleagues and help the
students to think critically about their lives and the society they live in. | conceptualised my living theory
as a set of learning platfoetio guide preservice art teachers to become participatory ART educators.
The next cycles explain the rest of the professional framework in more detail.

CYCLE ONE: Orientation and knowledge platform

In this first cycle my aim was to find out how the AR@rhework could enable students teimeagine

their roles as artists, researchers and teachers. To establish baseline knowledge, | first introduced the
students to the concept of professional development; | engaged them in discussions about the status of ar
education in South Africa compared with its potential as a tool to mediate holistic, transformative

learning before | introduced the (P)ART theory. The students reflected on their own concerns about the
status of art education, mentioned their frustregiand sought answers on how to improve the current art
teaching conditions. | asked them three questions to help deconstructisnadjiree their roles as art

educators.

Question 1How do you see yourself as art teachefs® students created sketchagwghort
narratives describing how they see themselves as future art teachers. The emerging themes generated by

their narr at

ives conf i

rmed my

concerns.

They vie

Figure 3), with little attention given the value of art as a medium of learning for all children, or as a
way to connect with the social contexts of children.
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Figure 3.Pres er vi ce art teachers initially viewed them
dependenceontiee acher 6 s knowledge as the 6cherry on to
fruit to the child 6(SF_9) and 6éa sharpener poli

These adeexgpehrardoowndédépepcepti onsdisadéegateeddtha
ideas, abilities and creativity (Seefeldt, 1995), and made assumptions about what children should learn
and how they need to go about it (Englebright Fox & Schirrmacher, 2012). | believe that art pedagogy
should be criticalandteaghe opl e t o think and i magine, connect e
a variety of locationsdé (Kindon, Pain, -céterdde sby,
approach to show they car e an dcedvihaee pedagagibal stradegiesn 6 s
to deconstruct the tr aesbetxipoenratld ppeerrcceeppttiioonn so fo ft htel

Question 2What roles are expected of a teacher and specifically of an art teather8tudents
knew about the generic tdaar roles with associated tasks, namely subject specialists who oversee
content and didactical alignments, but they had no idea how to embed their practices within these roles or
in diverse contexts. | explained how | amalgamated the seven teacher tbldsewhree ART roles,
embedded in values of creativity, connectedness and care. For instance, as an artist, | asked, how do |
engage with aesthetic practices to promote creativity; as a researcher, how do | become more connected
with social issues in mieaching and learning programmes; and as a teacher, how do | embody care in
my interaction with students and the community? | explained how | became more participatory and
engaged after my exposure to interdisciplinary (Freedman, 2009) andisaipdinary projects (Kraak,
2000), which changed my LIVE orientation to a LOVE paradigm (Z$serritt, 2011) (see Figure 4,
indicated in red). | regarded this explanation as an important learning moment since the students needed
to grasp how a simple changestiche 6i 6 changing to an 606 (Il ive ¢k
professional positioning. | became morecue nt r ed by changing my o616 app
their capabilities as well.

1. Learning mediator

2. Interpreter and designer of
learning programs and materials

3. Leader, administrator and
manager

Artist * |ove what you are
creativity doing

Researcher » others and their

4. Scholar, researcher and lifelong connectedness inner strenghts
learner

5. Community, citizenship and Teacher + value the learning
pastoral role care * environment

6. Assessor
7. Subject specialist

Figure 4. The seven teacher roles amalgamated into theAtRieeoles
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Question 3How can you link your personal values to the ART roleg&nted students to realise
that personal identity is closely tied to values
practices. Through word association exges the students identified core values triggered in relation to
their families, communities and recreational activities. They clustered words into categories and
completed a spider diagram (Hickman & Brens, 2015) linking their beliefs and valuesdoaler
symbols. Drawing from their reflections on rol es
p. 223), with the more frequent words displayed in a larger font which indicated the collective values
students regarded as most important (sgar€ 5).
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Figure5.Preser vi ce art teachersdé values attached (in
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The students ascribed being dédpassionate and c
thoroughoé to the researcher role and having O0res

Question 4How can you create a conceptual frameworkdid education? asked the students
to design their own conceptual models of how they visualise themselves as ART educators with
embedded values, and they began to see themselves as teachers who could facilitate and elicit learning
rather than direct ifThis was substantiated by their individual designs, for instance, a metaphoric ladder
reaching towards the clouds shows the teacher as subject specialist and motivator with integrity, the
researcher values intelligence and dignity, and the artist isaseenolemodel and leader who values
honesty (SI _4). The f or-direated thek md chdnged igtea holiste r i ng 6 t
impression of a tree divided into parts of a whole with the researcher as the tree, growing through inquiry,
the artist brming the DNA of the trunk, the teacher seen as the apples, carrying knowledge, and the child

gets inspired by the teacher (SA_8) (see Figure 6). The ART roles also gave students the confidence to
look beyond their own positions:

6Thanks tol ebesk dbnéete only see myself as art
[also] as educator, collaborator, role model, social activist, and somebody with a passion
and |l ove for | earnersd6, to 6hel péassistéand ¢

Aogm /
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Fi gur e 6 conc8ptual designs of their ART roles

During cycle two, | learnt that not all the students chose the ART theory to guide their designs.
Some students selected alternative theories and chose different ways of representing their identities as
teachers, rathighan focusing specifically on the ART roles. | accepted their versions since they could
deliberate about a theoretical framework best suited to their art practices. One student reasoned that she
regarded the ART roles as a guide in a learning processti@s caf f ol ds concepts, r
solutionsd (SF_8). I welcomed the fact that the
their positions. The students started to conceptually position themselves as art teacheais who
something of value to contribute to the education of all children. The knowledge they gained about their
roles as ART educators, their personal values and interpretations of their conceptual framework,
addressed my first concern. However, they werevana of the value of art and its multiple possibilities
as a medium for expression, mediation and engagement across disciplinary borders of time and place.
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Addressing my second concern, | wanted to prepare the students to engage with art as a medium
of expression and communication, accessible to all and not just reserved for the talented few. After
introducing them to the ART roles, the students
to express themselves tlhr50u@mdo diof foeerxepretr i anpemrt da
concepts were not embedded in their practices. | then explained how | bridged the gap to engage with art
on inter and trandisciplinary levels and the beneficial value of working in participatory ways. | showed
students some work completed in previous yearsb
them an idea of best practices (see Figure 7). | also explained how to use participatory processes when
engaging with socially engaged projects (Wood & Eley016).

STOP

CREATING
THE :
TRASH =

TSUNAMI : ANGERED
| LET NOT ENDE X TINCT

Figure 7. Examples of inteand trangdisciplinary engagements between students, their peers and
community members, addressing social issues and showing planning and final artworks and poster
designs

CYCLE TWO:Relationshipbuilding platform
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I introduced studentsto a servicee ar ni ng ( SL) prlovinggneytleadershipinta t he t h
di ver se and h e tfind buyhow preseiviceaar teeeherns éan position themselves as

socially engaged ARTdeicators working in diverse learning environments. | wanted the students to

become more aware of the varied possibilities offered by art as a medium for expression and mediation
available to all learners, and for them to contextualise their art pedagogiesh t he chi |l drené6
which were very different from their own lived realities.

Twenty-five final year preservice art teachers engaged in four action learning cycles with fifteen

multi-cultural learnersaged 141 7 y ear s, f r om a. THegroupd meteeich dthebroeca 6 s |
a week for two hours overafoure e k peri od. The students met the ¢
gardens. The purpose of this activity was to create trusting and mutually supportive relationships among
thepartcpant s from the start, to |l evel personal qual
childrenés shyness which could potentially fuel

Skerritt, 2013). | introduced a sipecific walkandtalk activiy (Doucette, 2004) for the students and
children to become familiar with each other through informal conversations about shared topics; in this
case, social issues around the environment.

The first activity, conducted in a convivial and joyful way, setdtmosphere for the rest of the
engagement. The students were motivated and started to take initiative with the rest of-thalteagn
activitiesbhoalrhdeeyd 66 stohuenidr i deas with me and creat
chiidrerbs ages, abilities and i nmoal gasdsandadibeds e act i v
exercises to stimulate the | earnersd sensory (snm
verbal expressions), visual (observing), and haptingiracting with 3D organic material) awareness of
others and their surroundings. After thesetdami | di ng experiences, the stu
they had becomer i t i c al of traditional teaching meft hods
class becomes a truly free and creative exercise as opposed to classroom teaching methods, such as the
redrawing of picturesdé (SF_12). | mtpdentstlearmt tol vy , dur
become affective, treating the childrenequalland wi t h more sensitivity,
with the | earners, being more cautious of what
they speak and O6what [we] say can be harmful 6

| found this cycle to be a good leémg opportunity for the students to negotiate relationships and
promote communication through informal conversations. Substantiated by socially engaged art theory,
6conversation is regarded as the cenitzaetiodn&oci a
(Helguera, 2011, p. 40). | wanted the students to engage affectively with the learners and to build
relationships of trust before they engaged in more serious work processes. Through thesedrts
activities and collective performances, thedstuts learnt to facilitate crossiltural understanding which
helped them to gain respect and appreciation for children from different cultures (Kang Song & Gammel,
2011). Introducing various multhodalandartb ased acti vi ti es feranbhleamioged t h
possibilities and sensitised students to the chi
(Gardner, 1993). This relationsHiuilding learning platform prepared the groups for the next creative
level of engagement.
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CYCLE 3: Vision-building and planning / creative platform

The students |l earnt to oO6plan their projects, fig
Figure 8). The groups developed a common goal in the participatory process by examining entatonmen

i ssues, linking these to their contexts and gene
approves ofdéd (SI _1). Some focused, for instance,

(S1_18), others on land art (SF_7), indigan art (painting on rocks) (SF_12) or creating a kindness tree
which was decorated with their own expressive tokens of kindness hanging from the branches (SF_18).

One group challenged 6healthy | ivingédng identifyi
experiences, such as bullying, human trafficking, and substance abuse. Another group became micro
environmental acti vitsitst scéldiimage tthheans ewaretse dd,e navs

environment (S1_21).

[

Figure 8. Visionbuilding: sitting in a circle, visualising and talking about their ideas and then starting to
plan for their final project

The next step was for the students to mediate and discuss the type of information they thought
most suited to helphildren exercise choices in how they want to realise their visions and plans in
concrete ways. | noticed how the students took initiative and selected their own resource materials,
showing the children videos of environmental art (SF_8/16/18) and tddénghtldren on a tour to
previous communitengaged projects which used recycled, emergent materials (See Figure 7). These
activities helped the groups to explain and compare the different samples and overcome conceptual
barriers such as transforming thieieas into physical art products, to select appropriate materials for their

artwor k, and to determine the for mat and structu
t hat they started to tr ansf oadwofhadvihgeverythingrparthedtando n a |
predictable, we must become more resilient and c
childrends individualities, O6everybody is unique
startedtoadjusict i vities to fit the childrends needs in
(SF_4).

Addressing my second concern, namely the value of art as an inclusive practice accessible to all,
the students began t o méareer, redaidless whetheetael hateyhe subjecte v e
art, can do art. Every learner is creative in their own manner and could, with the help of examples, create
artworks and express their own creati viytenyéged SF _6
art practices could become part of their profess
we taught them [the children] is that art could be used to present a powerful message and address
[ various] issuesd (SF_10).

During the visbn-building and planning platform, the students first raised awareness about social
issues relevant to the environment, before instigating action towards collective outcomes; they therefore
avoided 6éwal king blindly ihret @uda cimewsa toiro rc owmit tehx t |¢
p. 8). They fostered critical consciousness by examining various social challenges and took action to
maintain or transform these challenges (Horton & Freire, 1990; Rabkin & Hedberg, 2011). They used an
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artbased @tform to share creative ideas and discuss common goals towards visionary solutions. The
impact of this creative participation resulted in everybody adding their own content to the theme and thus
e ngagi n-gnadtnment af caise®to which they perdonal r el at ed ( Hel guera, 21

Following SEA guidelines, my teaching became more socially engaged as the groups learnt to
take a critical stance towards the environment topic, moderated conversations, compared and critiqued
multiple viewpoints of thie peers, negotiated their interests in a group, and assessed the complexities of a
given social situation to effect change. Importantly, art liberated the students and the children to become
self-expressive and to develop critical thinking and essered@gogical skills to prepare them for the
workplace where they will constantly be confronted with a need to create new ideas and to find solutions
to problems (Stevenson & Deasy, 2005). The socially engaged art practices ensured that the students

embedded heir professional roles in a methodology tt
that we taught them [the children] is that art could be used to present a powerful message and address
[ various] issuesd6 ( SF_ 10 )paredTotwn thgir visions mto neaditiesin theh u s

following learning platform.

CYCLE 4: Skills application and working platform

The students applied their themes to concrete artworks. They started to act as facilitators, enabling the
children to practiseheir own skills. This process enabled the students to be flexible, to work

coll aboratively, to help create a space for the
latter towards independent work. The students learnt to use amediating tool to encourage

engagement around relevant social issues. They used various participatory strategies from SEA pedagogy
(Helguera, 2011, pp. 345). For instance, duringominalparticipation, the children observed and

passively contemplated ifent artwork options such as looking at previous comnmuarigaged

projects, observing the materials, the aesthetics and the structure of the artwork to help them develop
ideas. In thalirectedparticipation phase the children were asked to completaestask such as

creating symbolic expressions of kindness in the form of tokens which they hung on a cardboard tree to
form part of a bigger kindnedsee project (see Figure @reativeparticipation encouraged the learners

to cocreate and contribute the content of the artwork such as inserting their paintings in an indigenous
rock garden structure. Vizollaborativeparticipation both the student and learner groups shared the
responsibility of generating their ideas, content and structure thrdalgigidal interactions.

Figure 9. Using participatory strategies children engaged in a creative task to complete the final kindness
tree
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Emphasising the epistemological artist stranc
in the ART roles, the students gained a better understanding of creating opportunities for children from
diverse backgrounds and abilities to experiencet$aof art in socially engaged and participatory ways.

SEA theory liberates art practices from a strict disciplinary skilsed approach and moves itto a
socially interactive process with Oconuyiegasdat i on
organizationé (Helguera, 2011, p. 40). The child
meant that they learnt to work in groups, scaffold processes, and mediate collaborative learning together.
These methods steered studentsanddhi en c¢cl oser to a democratic pro
equally, Jand] valuing each otherdéds opinion and

CYCLE 5: Public display learning platform

In art education, exhibition is an important assessment tool to ensure tligtgjaatlards are met in the
production of an artwork. During the smatlale celebration, all stakeholders saw the results of the
partnership between campus and community. The students were applauded for their dedication and
inspiring achsaonfdédohdvpeelt hra20hy8) . They valued th

because we achieved our goals [and] the |l earners
reflected on how the children became more confident towards theendofth¢ pct , changing
eye contactd to being secure enough-andoutemthei bi t t
classroom enabled the students to O0take hands wi
and to provoke apassibnor art through partnerships with the
became, 6a |iving subjecté (SF_15) and more than
peacefulness6 to coll aborati W% Treegrdupsshatedr di sci pl i
responsibilities 6in the creation of something n
their socially engagedaba s ed practi ces wi t h Theylearntdoraethindthee n 6 s | i
patronising assummtin s about the | ess privileged, shifting

role model (s) when the family cannot provide suc
they can go into the community and create a better futurbdangelves, their families, and for their
children one dayé (SF_1). This attitude would br
atmosphereé that is I imitlessd (SI_5).

Addressing my third concern, namely teaching art in isolation from the sodiaéseaf learners,
| learnt that | need to create opportunities for the students to engage with interdisciplinary and trans
pedagogical practices (Helguera, 2011). Aligned with policy that requires teachers to develop
competencies to deal with diversitya@d t r ansf or mati on, and to work o6f
of contextsdé (DHET, 2015, p . 9) , the students be
and learning during the CSL project. They engaged with art as a discipline wiiblenpossibilities and,
as already mentioned, became critical of traditional teaching methods and confined classroom spaces.

CYCLE SIX: Leadership and professional development platform

The students encapsulated their learning of all five cycles byirgyestademic posters to display how

they saw themselves as participatory artists, researchers and teachers. The posters reflected their changed
understanding about the role of the teacher from subject expert to flexible educator committed to

engaging in gorous processes of reflection to become a teacher who can take the lead in the school. It
became clear that they used art as a powerful tool to mediate critical thinking about social issues across
disciplines. This is evident, for instance, in the metaiphese of symbols such as an origami bird to

show how a person is formed through much folding and squeezing (SI_3), or a crocheted flower that
represents learners who are part of a figurative cherry blossom bonsai tree which flexes and bends as it
grows b be successful (SF_8). Analysing the academic posters of the students, | noticed diverse
interpretations of their views on professional development. Anchored in their roles and the social issues
encountered during the CSldctedthemas ofa growing doeal st udent s
responsibility towards the environment, titles s
Pl anet BO emerged (SF_7).
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The students became sedfiant and selflirected as evidenced by the few students whaeced CSL
projects on their own. One student supplemented her poster witleamang overview of the process
(S1_21) (see last image of Figure 10).

Social Enviromental Issues.

The first pre-arranged meeting with the kids
was held at the nwu botanical gardens at 14:30
till 16:00 on Friday.

Becoming (P)ART.

Avrtist —taking a topic and creating an artwork
from it , in this case it was a poster that we
worked on with the kids.

Researcher — researching with the kids
about things that are harmful towards the
environment , like the water crisis and gaining
more information about it .

Teacher- working closely with the kids and
understanding them and their livelihoods
together, then tapping into their prior
knowledge about environmental

issues.

/

\

The kids developed valuable transferable skills. They portrayed their expression‘slfirstly through their thoughts, interests,

attitudes, emotions, and ideas. By namely seeing, drawing, and understanding form the visualizing shapes, mastering use of
colour, space, and line thinking creatively. The university art department in education provided opportunities, where it
became appropriate, for the kids to promote health and emotional well-being and moral and spiritual development issues
this will help them in future to become active citizens and promote sustainable development and global citizenship, and to
prepare for lifelong learning. The kids got to explore and express their ideas and feelings concerning personal, social,
environmental, moral and spiritual issues through their creative activities we did with them. Through art activities they
become aware of other cultures and ways of life, concerning personal, social, environmental issues. They enjoyed the
activities we did with them and develop interests that will prepare them for lifelong learning, work and leisure. Like
awareness of excessive alcohol usage, awareness of social environmental issues like water crisis and extinction of some trees.

The best way to find yourself is to lose yourself in the service of others
-Mahatma Gandhi.
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Figure 10. (S1 _11, S| _ 4, SI _21) Academic posters
their roles and professional development

After assessing the studentsdé posters and cri
of a paticipatory ART teacher, and grounded their practice in personal values:

6facilitator, motivator and promoter of |l earr
through wellmanaged and organised tasks, dialogue and reflections on learner
conceptionstoreaghred et er mi ned aimsdé (SI _21) and 61 wol
to show people the kind of person | really am, to treat people the same as | wanted to be
treatedé | believe | can make (sic) change ir

childrenlwo k wi thdé (SF_13).

Towards the end the tudent s b evorkingevhichentads ndttou mb | e
expect everything to fall into your | ap, then yo
value their voices and concludetwh one studentdés | earning journey:

060This process had a big impact on my professi

upcoming professional teacher the importance of giving back to the community as well as

being creative and working collaboratively. Beirtwallenged to think out of the box and

working with different groups of people gave me greater passion for art and how it

influenced my life. | got the opportunity to be actively involved with these diverse

children and it showed me that as a futureesther that | should be open minded and be

able to adapt. This process gave me the opportunity to expand my knowledge and

become a better [future] teacher. It also taught me to: never stop learning because life

never stops teaching. My poster shows howghag has come full circle, from where |

have started with my icon to where the proces:s

The students acquired new knowledge and skills through nurturing relationships, working collaboratively,
and remaining actioprientated (Johnson, 2017). They connected their teaching to the social realities of
the children, and | earned to transform O6what the
circumstances6é (Kemmis, 2009,alp.y 46d)t. uMlptrheguag he (
theory can prepare you for the actual practice, determine the style you will need to adopt as a teacher and
how you wil/l interact with the | earnersé (SF_11)
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in diverse contexts. The students developed leadership qualities which | validated against the professional
development CRASP model, (Zubgkerritt, 2011). It means they developed a constructiudigal

attitude about the status of art education antepsional frameworks in art educatigeflected on ways

to embed their values within their practices; became amreuntable by engaging with the social

contexts of the children and environmental issues to improve their professional development. Through
constantelf-evaluation they attained more scholarly andfessional leadership skills. The last cycle

thus concluded withthepieer vi ce art teachersd designs of schi
professional framework. It encapsulates their ABIEs embedded in socially engaged praxis, showing

their readiness to take leadership, and becoming truly (P)ART.

Conclusion: coming the full circle, my living theory

In developing my living theory of becoming a participatory and engaged artist, researcher and teacher
(P)ART, I followed a rigorous iterative action research process of looking, thinking, acting and evaluating
(Stringer, 2014) my own practice as | guidkd students to shape a professional framework which
resonates with the democratic, inclusive and relational values in which art educators should be grounded.
Using a (P)ARTpraxis supported by critical and socially engaged art pedagogies (SEA), | ci@ated
learning platforms across boundaries of disciplines and place. Based on my living theory, | offer a
professional framework which addresses my three concerns.

The students attained an understanding and appreciation of their ART roles to position
themséves as players who can change the status of art education. Through various learning platforms
they engaged with atiased activities that involved working with different disciplines (drama, technology
and the environment) tthadreenhtye dodp, e minndg aarst at ometdhi ea f
interactively to communicate and work coll aborat
consideration.

The students thus addressed my concerns and moved closer to my vision of becnmérg le
centered, participatory and engaged scholars showing strong leadership qualities. | learnt that my values
of creativity, connectedness and care did not change during my inquiry; they have on the contrary, in the
same way as withed h&andthhadeames , mdrde eipretner t wi ned
validates my aesthetic outcomes, but also measures how | structure learning platforms in stimulating,
innovative and transformative ways. Similarly, connectedness linked with the resealelysslds
connections between social issues and learning programmes, between knowledge of self and the teaching
experiences and contexts of others. The value of care is fundamental; it is how | measure the role | play to
prepare students to become engagedessionals.

| present this professional framework as a model suited for the development of novice art teachers
which could motivate them to become leaders in their schools, to embody a leadership style that is trans
disciplinary and transformational bonostly transcending. My living theory has motivated me; | hope it
will inspire you the reader, as well.

Funding
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CHAPTER 3: SUMMARY OF CONTRIBUTIONS, CHALLENGES AND
CONCLUSIONS

3.1 Introduction

In this final chapter, | complete the full circle of a living inquiry into my own professional
development, bringing together my learning from the four cycles of action research which enabled
me to develop my living theory of a professional framework in art education. | reflect on the
purpose of my study, present a summary of my four articles, discuss my learning and significance
of the study, consider the sustainability and areas for further inquiry, reflect on the challenges

experienced during my learning process, and conclude with a Vitruvian epilogue.
3.2 Research purpose and aims

The main purpose of this self-study was to improve my understanding of my own professional
development in art education. Based on my experience in the three core areas of higher
education, namely teaching and learning, research, and community engagement, | wanted to
guide and support pre-service art teachers in understanding their roles as artists, researchers and
teachers (ART), and to create opportunities for them to apply their teaching in socially engaged
learning contexts in a professional framework that can guide them in their future careers. My
concerns about the status of art education in South Africa served as starting point. | argue that
the demise of the subject can be attributed to: (i) the lack of status given to art and consequently
to the role of the art educator, (ii) the view that art is a specialist subject for the talented few, and
(iii) teaching art as a technical subject removed from the social realities and contexts of school
learners. My secondary aim was to engage pre-service teachers with their artist, researcher and
teacher (ART) roles, and to explore how a participatory and socially engaged process (P)ART
could be implemented to promote inclusive diverse practices and promote action leadership
capable of transforming the status of and future practices in art education. The following

overarching research question guided my living inquiry:

How can | better prepare art education students to become participatory artists, researchers and
teachers (P)ART?

| organised the study in four action research cycles with sub-questions underpinning each cycle.

These four sub-questions were submitted as articles in accredited journals.
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3.3 Summary of articles: Aims, questions and findings

3.3.1 Article 1: Rethinking the roles of the art educator as participatory artist,

researcher and teacher (P)ART: A South African perspective

Keywords: action research, ART educator, living theory, participatory artist, researcher teacher,

professional development.
Journal: International Journal of Art Education (see Addendum A: letter of acceptance)

In the first article, | theorised about a professional framework in art education. | addressed the
conceptual conundrum of my role as artist, researcher and teacher (ART) and my changed
ontological, epistemological and methodological values to become a more participatory art

educator, asking the question:

()  How do | conceptualise my own role as artist, researcher and teacher and arrive at my own

understanding of becoming a participatory artist, researcher and teacher to effect change?

In this article | position myself as an art teacher educator and address my three concerns about
art education in South Africa, namely: i) the low status of art as school subject, ii) the restriction
of art as a subject for the talented few, and iii) the isolation of art from the lives and social realities
of learners. These concerns prompted me to embark on a critical study of my own professional
teaching and learning practices with pre-service art teachers. | designed an action research model
to ground my living theory in four action research cycles: i) looking at my own professional role of
becoming a participatory ART educator, ii) guiding the students in their professional development
as ART teachers, iii) engaging with others in participatory, inclusive practices and iv) creating a

professional framework for my living theory.

I relied on evidence from my own qualitative data in the form of observations, visuals and reflective
notes to present my emerging living theory. | explained how | held myself accountable to the
values of creativity, connectedness and care. The knowledge generated by my self-reflective
practitioner enquiry informed me and assisted me in developing my own professional practice so
that | was better equipped to guide pre-service art teachers on how to become leaders of

transformative and socially engaged practices.
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3.3.2 Article 2: Fostering a professional framework for pre-service teachers in art

education
Keywords: art education, ART theory, pre-service art teachers, professional framework, values

Journal: Teaching and Teacher Education (see Addendum B: letter to acknowledge

submission)

In Cycle 2 | shared my learning with pre-service art teachers to find out how my suggested ART

framework enabled students to re-imagine their roles as artists, researchers and teachers.

(i) How can | guide pre-service art teachers to see themselves as artists, researchers and

teachers?

As part of their professional development and training, pre-service art teachers should generate

a framework to help them transition from students to creative and professional practitioners.

However, little has been written about how this can be achieved in a way that promotes art
education as an important subject in the curriculum. Adopting an action research design, and
expanding on Thorntondés ART theory, I presented
development of such an art education framework could be facilitated through taking a values-

based, critically reflective approach in developing professional roles. | conclude that the
development of a professional framework presented in this article changed pre-service art
teachersd perceptions of atdh ¢ mneentérddapprbdth toamoae | i ne
inclusiv-ec,entetrlkeer ori entation. The student so Co
indicated that they began to practice a holistic, values-embedded and motivational approach to

teaching, rather than being teacher-directed. This study contributed to the educational discourse

on professional development and identity formation and provided an empirically validated
professional framework for pre-service art teachers to enable hybrid and transformative teaching

practices.
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3.3.3 Article 3: Developing socially engaged art teachers through service-learning: a

practitioner self-study approach

Keywords: Action research, action leadership, critical service-learning, participatory strategies,

professional development, socially engaged art (SEA)
Journal: Teaching in Higher Education (see addendum C: letter to acknowledge submission)

Once the students formed a conceptual understanding of their interrelated roles as artists,
researchers and teachers, | proceeded to Cycle 3 and demonstrated in the third article how |
guided them to embed their ART roles in socially engaged practices to become participatory

artists, researchers and teachers (P)ART.

(i)  How can | influence pre-service art education students to become action leaders in their

learning environments by adopting more socially engaged practices?

In Article 3, | created a socially engaged learning opportunity to guide the students in positioning
themselves as socially engaged ART teachers through working with children from multi-cultural
contexts in a critical service-learning project. The students engaged with the children in five cycles
of action and reflection which comprised: i) relationship-building, ii) vision-planning and design,

iii) skills application, iv) celebration and exhibition, and v) evaluation of leadership roles.

A qualitative analysis revealed that students took socially engaged art into consideration in their
teaching and showed qualities of becoming critical, accountable and transformational leaders -
better prepared to teach inclusively and in diverse contexts. | learnt that | should add an
orientation cycle to better prepare the students on how to address social issues relevant to the

project, and to bridge the gap between theory and practice.

The socially engaged art model developed from my learning can serve as a praxis-orientated
hands-on instrument to guide pre-service art teachers on how to become participatory ART

teachers working in transformative and socially engaged ways.
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3.3.4 Article 4: Participatory artist, researcher and teacher (P)ART: my living theory of a

professional framework for art education

Keywords: (P)ART praxis, action learning and action research (ALAR), pre-service art teachers,

living theory, leadership, professional framework, transformation
Journal: Action Research (see Addendum D: letter to acknowledge submission)

The evidence that emerged from the three previous questions led to my final claim to knowledge
presented and validated in Cycle 4. In this article | reported on my living theory for professional

development in art education.

(iv) How can | use my learning from the three previous cycles of action and reflection to
generate a grounded theory about the development of a professional framework for pre-

service art teachers?

This article explains the living theory that | present as professional framework in which |
embedded the artist, researcher and teacher (ART) roles within critical, participatory and socially
engaged learning platforms. Evidence for my living theory was gained over a four cyclic action
research process, during which | inquired into my own practice supported by my engagement with
pre-service art teachers in their final years of teacher development. Reflecting on my
observations, pedagogi cal strategies and st
learning, | found that the professional framework enabled them to deconstruct traditional
perceptions of the art teacher and to position themselves as important role models able to initiate

participatory and socially engaged practices.

After engaging in socially relevant and collaborative learning opportunities, the students
developed leadership skills and came to value art as an important mediator of learning for
everybody. | validated my living theory against the professional development of the CRASP model
(being critical, reflective, accountable, self-evaluative and professional) to offer a professional
model that could equip art teachers as dynamic role players taking leadership back into art
education.
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3.4 Conclusion and reflecting on my learning

| set out to address the three concerns in art education which determined what | needed to do to
improve the status of art education. | created a professional framework for art education that
fostered a professional identity with value-embedded roles and guided the students in embedding
their roles in socially engaged art-based practices. This | did in the hope of bridging the gap
between theory and practice and establishing a praxis-based professional framework to guide
and support art educators in their practices. Next, | explain the significance of my study for my

own practice, for the students, the university, and broader educational milieu.
3.4.1 My practice

Ontologically, 1 have gained from this self-study. | maintained from the start that professional
development starts with the individual; in my case as higher education lecturer. | clarified my own
position pertaining to the professional development of pre-service art teachers and claimed a
professional identity which embraced the three value-embedded ART roles in my educational
practices. My approachwa s f uel |l ed by an O6ouré centered

ontological outlook with the LOVE paradigm of Zuber-Skerritt (2011) and embedded this approach
in my practice. | love what | do but now | consider others and value their learning environments
as well. | learnt to extend my teaching practice to interdisciplinary-and trans-pedagogical levels

to become a participatory artist, researcher and teacher (P)ART.

| learnt that my ontological values of creativity, connectedness and care had deepened and
became more intertwined during the study. The aesthetic outcomes and how | structured the
professional learning platforms to be stimulating, innovative and transformative, reflected my
creativity. Connectedness means more than connecting on a tangible level, it also implies that |
became aware and mindful of the needs and challenges of others, and that | encouraged
connections between social issues and the teaching experiences and contexts of other people.
Care became fundamental to my teaching as it validates the role | play to prepare students to

become engaged professionals.

Epistemologically, | believe | have contributed to expanding the theoretical knowledge base in art
teacher professional development. | demonstrated how I: i) embedded theories in my roles, ii)
identified personal values to guide my practice and iii) conducted reflective practices in four cycles
of action learning and action research to develop a professional framework for art education. |
believe that the framework is epistemologically well grounded as | applied the Aristotelian concept
of making, creating and teaching and combined it with the artist, researcher, teacher (ART) theory
(Thornton, 2013: 27). | added socially engaged art pedagogy (SEA) (Helguera, 2011: 20) with
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applied action research methods (Zuber-Skerritt, 2011: 57) to establish the (P)ART praxis as a
means of professional development. | explained the development of my new (P)ART theory in
detail in Articles 1, 3 and 4, and emphasised the original contribution oft he 6P 6, whi ch
participatory engagement as artist, researcher and teacher. My (P)ART roles were also validated
against a professional CRASP development model which | detailed in Article 4. | introduced
various learning platforms, namely relational, creative, skills application, public exhibition, and
leadership - each of which can be understood in its own theoretical context (detailed in Article 3).
The experiential learning (Kolb, 1984: 343) combined with critical reflections on each cycle,

formed a foundational base for the proposed professional framework.

Methodological significance would mean that | have achieved a workable methodology to support
the how question which is lacking in current art education professional development literature. |
attempted to close the gap by providing an ART praxis-orientated framework with an action
research methodology. I first identified O0the pr
2014:366}, and critically reflected on the process before | started to establish a values-embedded
ART framework. | demonstrated how | applied eleven teaching strategies during six action
learning cycles. Apart from the teaching strategies which | employed, the students initiated
additional strategies that involved multi-modal arts-based activities during the CSL-project
(explained in Article 3). The students used the DEAL model (Ash, 2009, 313) to critically reflect
on their practices during the various learning platforms (detailed in Articles 2, 3 and 4). The ART
and (P) ART models are founded on the findings of

reflections and will become part of my teaching and learning practice.
3.4.2 Significance of my study for students

The students attained an understanding and appreciation of their ART roles to assist in positioning
themselves as teachers able to improve the status of art education. Their understanding of the
ART roles also enabled them to see themselves as holistic and learner-centered practitioners,
capable of social engagement. Through various learning platforms (see Figure 6, Article 3 and
Figure 2 in Article 4), they engaged with art-based activities in different disciplines (drama,
technology and the environment) therebyalhésbeodpe
Using art as a mediating tool, they learned to be interactive, to communicate and work

coll aboratively, and to take childrends abilitie

In this way they addressed my second and third concerns about art education. They started to
understand the importance of teaching with sensitivity, building relationships and using a variety
of communication and arts-based skills. Their trans-pedagogical learning also included working

creatively and collaboratively in groups and showcasing their work through public exhibitions.
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Each learning platform in the (P)ART model requires critical reflection on the process. The
students reflected on their learning experiences which contributed to their personal development,
and they became more self-directed and participatory in their teaching. In my view, the students
are now better prepared to take on leadership roles in creative fields. Their learning, personal

changes and development are recorded in Articles 2 and 3.
3.4.3 Significance for the university and broader educational milieu

Through the design of a professional framework for art teacher education, the gap in knowledge
about how to prepare students for the workplace has been addressed. The three core areas of
higher education are covered in my model: teaching and learning, research, and community
engagement. With this study | opened up opportunities for academic debate and input from other
disciplines around professional identity, teacher roles, visual methodology, and teaching in
socially engaged contexts. The (P)ART professional development model will be embedded in the
new BEd program and could link to other programmes in the social sciences with focus areas in
professional identity, leadership and professional development. The manager s of
home have already indicated that they want to develop future service-learning partnerships with
the university for mutual benefit. Although | have shown that the (P)ART model is useful for the
development of a professional framework for art educators, more work needs to be done to

implement it within the curriculum, as discussed below.
3.4.4 Reflecting on sustainability and areas for further inquiries

This study is founded on years of experience in art education. My latent knowing has culminated
in strong participatory and socially engaged practices during the past four years at the university.
As this is the fourth year of my engagement with CSL projects, the participatory and socially
engaged strategies which | followed have become second nature to me. With less experience, |
realise that it might have been more complicated to have acted as organiser and facilitator of the
process. This means that the facilitatoros
sustainability of the professional development model. Although | was influenced by the reflections
of the students during my self-inquiry process, as lecturer | had to facilitate and guide the learning
processes and at times play the role of instructor who directed the research project and also

researched the studentsd devel opment.
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| l earnt during the process to step back and to
during the first multi-modal team-building activities during which the students started to initiate
their own multi-modal exercises. | gained deeper insight into my own role and the multiple
positions which are required of a facilitator who constantly has to scaffold learning during the

research process.

The students needed to be prepared for professional development which means understanding
different models of professional identity formation and working in participatory and socially
engaged ways. They were briefed about the purpose of every learning platform to prevent
muddled activities with no specific outcomes. | learnt to monitor their perceptions and attitudes to
encourage sensitivity towards individuality and diversity. The students overcame conceptual
barriers through structured intermediation strategies (detailed in Articles 3 and 4). | also
emphasised participatory processes (detailed in Article 3) to ensure that knowledge is
democratically gathered and dispersed. In retrospect, | could also have taught the students to
evaluate their professional development using the CRASP model (Zuber-Skerritt, 2011: 57)

(detailed in Articles 3 and 4) and to share their learning with each other after each session.

The (P)ART model is not a template for all practitioners in art education. My paradigm is situated

in a critical, participatory, action research paradigm that explains my personal understanding of a
professional framewor k. My findings were subste
process, but what worked for me may not work for others in different contexts. Therefore, although

I recommend the professional model and its applications it needs to be said that its success would

depend on the facilitator's personal commitment and the teaching context. Also, my theoretical

basis is founded on ART and socially engaged art (SEA) theories with underlying permutations

and strands such as Aristotelian and critical emancipatory approaches which may differ from other
practitionersd orientations. I realise that i n
embedded in their teaching and learning practices, and that a model could lose its value if the

theories do not align. Despite this, and because | am an action researcher, | believe (P)ART is a

workable model. It is values-based, hands-on and highlights the importance of the role of art

educators in the lives of children and society.
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As my living theory is ongoing, it is open to further inquiries. | pose the following open-ended

guestions which | will continue to explore, and invite others to do the same:

(i)

(ii)

How could the methodology of the ART praxis be researched and adapted to the
professional roles of other subjects? For instance, could the artist, researcher and teacher
nexus be valued in other contexts as the artistry (of another subject discipline), researcher
(in that field) and teacher (of a specific subject-area)? That will determine if the (P)ART
model could be employed in other discipline areas.

How could the notion of action leadership and professional development be further explored
beyond this research in a longitudinal study in art education? For instance, would it be
possible to track novice art teachers to establish whether they had taken on significant
positions in their schools and had positive impacts on their communities to help uplift the

status of art teaching in schools?

3.4.5 Reflecting on the challenges experienced during my learning process

Although | attempted to develop the professional framework in a seamless way, life is

unpredictable, and learning is complex. Most challenges encountered during the study were

discussed in the articles.

| will briefly summarise these.

(i)

(ii)

(iii)

Pedagogically speaking, bridging the gap between theory and practice, students had to
unlearn relying on theories and discipline content knowledge only and re-learn how to apply
their knowledge practically through various activities. | found the onus rests on the educator
(facilitator) who needs to scaffold learning and know how to balance information through

constructively monitored processes.

The studentsdé i nex pssionaldavetopment,ipostiondl stamde and pleso f

in art education meant that they had to be sensitised before beginning the work. | therefore
introduced orientation activities during

knowledge and orientate them towards the learning platforms.

| experience students are not informed on social issues relevant to the lives of children and
that they needed examples from previous

address social issues that resonate with their lives. This could possibly result in more
students taking the liberty to investigate their roles and setting up their own service-learning
projects independent of campus projects. Turning a challenge into an opportunity was

evident when two of the students designed their own service-learning projects, mainly
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because t hey coul d not align their academic

afternoon/out of class, two-hour engagement sessions.

(iv) Establishing service-learning as a collective, socially engaged pedagogy in higher
education is anongoi ng chall enge. | t -&cdve,tomjanisatioral, e d u c a
management, human relations and financial / budgetary skills. This was a stand-alone
project conducted without any funding or institutional assistance, including organising all
the sessions and a public exhibition, and so

personal drive and professional capabilities.
3.5 Concluding remarks

To conclude, | have a better understanding of my own professional development and how to

improve my teaching practices. My living theory based on my critical, and socially engaged action

research paradigm is never complete as life changes and opportunities await. | started off with

my three concerns; (i) the lack of status attributed to art and consequently to the role of the art

educator, ii) the view of art as a specialist subject for the talented few, and iii) the teaching of art

as a technical subject, removed from the social realities and contexts of school learners and to

find ways in addressing them. In Cycle 1, | positioned myself and established my professional

identity with values-embedded art roles. | explained how | became more participatory as an artist,
researcher and teacher. In Cycle 2, | validated my theories and practices against pre-service art
teachersd visual narratives and critical refl e
framework as artists, researchers and teachers (ART). In Cycle 3, | introduced students to socially

engaged practices through critical service-learning including five learning platforms. They

explored art and all its variables, and worked in various socially engaged contexts, becoming
participatory (P)ART educators. Cycle 4 captures my learning and is presented as a praxis-based
professional framework model in art education. | now know that preparing professional,
participatory and socially engaged art teachers who value their positional roles in art education

and who see inclusivity and social responsibility as part of their professional development requires

creativity, connectedness, care and commitment in higher education. Asking, as in Paul
Gauguinbés painti PDgVHERE&ES DO aMEt i GOMEK : FROM WHAT AR
WHERE ARE WE GOING?
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| am clear about the answer to my own professional development; we come from a traditional way
of teaching art, we are at the crossroads of changing our practices and, we heading towards a
vision of art educators who need to become transformational and vital role players in society. In
Paulo Freirebds (1998:38) words:

6There could be no creativity without t he cu
impatient before a world that we did not make, to add to it something of our own making
€. [ O] n e ssential tasks f pegressive educational praxis is the promotion of a
curiosity that is critical, bold, and adventurous. A type of curiosity that can defend us from

the excess of a rationality that now inundat e

My living theory has ignited three fires within, as artist, researcher and teacher. But the fire can
only burn when it kindles something in others as

titles: OPutting the heart back into arté (SA_14

&Reaffirming my kindness and humanity is very rewarding. My leadership skills improved
as well because suddenly | was in charge of a group of children that was looking towards
me to lead them in this pursuit of knowledge. The children trusted me to enhance their
knowledge and spark their interest in something that they might never have thought

about. | |l oved working with tothe children and
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Figure 2: Naomi van Heerden. 2018. Putting the heart back into art. Poster print:
Private collection.
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Figure 3: Leonardo da Vinci. Vitruvian Man. 1490. Accademia Gallery in Venice, Italy.

To touch the world and come the full circle is an act of LOVE. By fulfilling my role as artist,
researcher and teacher (ART) in my professional practices, | echo the words of action researcher,
Ortrun Zuber-Skerritt (2011); as an artist | love what | am doing, as a researcher | connect with
others and their inner strengths and as a teacher | value the learning environment for myself and
those | teach. I tried to transcend myself to a bigger realm, one in touch with myself, the students
and the wider world. | learnt, identified challenges and found answers with others. | envisage a
professional framework in art education that builds self-confidence, with values that enact renewal
and enthusiasm and give a new sense of direction and purpose to my life and career. My living

theory becomesar eal ity when others share my vision and
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ADDENDA

ADDENDUM A: ACCEPTANCE LETTER: ARTICLE 1

From: "Rita Irwin" <ijetaedl/@gmail com

To: "Mz Gretchen Merna Meyer” <mema meyer@nown.ac za=
CC: "Lesley Wood" <lesley. wood@mwu ac za>

Date: &/7/2018 946 PM

Subject: [SPF:fail] #189 990 [LTETA] Editor Decision

Dear Ms Meyer and Ms Wood

Re article #189 990

Thank you for your patience, I am pleased to be able to inform you that the
article yvou submitted to the International Jowmal of Education through Art
has been accepted. Your last round of revisions was only viewed by one
reviewer whose suggestions in the previous round asked for significant
revisions. You may wish to see that individual's further comments.  If you
wish to revise anything based on these comments, please do so. However, we
are accepting your article regardless.

As you will probably know publishing is quite a long process and the next
step will be preparing the contents of the issue in which your work will be
featured (to be published in 2019). Between now and then you will be sent
gueries by the copy editor, after which you will have a final opportunity to
read the galley proof.  When we reach those stages, I would be really
gratefinl for a prompt response.

Cengratulations and thank you for supperting our Joumal!

Rita L. Irwin, E4.D.
Professor, Art Education, The University of Bratish Colembia, Canada
Adjunct Professor, Southern Cross University, Anstralia

Principal Editor, International Jowrnal of Education Through Art
UETA Comtespendence:  ijetaed]l @ gmail com

LETA Submissions

http:/ojs library ube ca'index php/ijeta

LJETA Publisher’s Journal Homepage

http:/fwaw. intellectbocks.coukjoumals view-Journal 1d=121/
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ADDENDUM B: ARTICLE 2: SUCCESSFUL SUBMISSION ENTRY

From: Teaching and Teacher Education <EviseSuppon@elevier com=

Ta: < TTETIA MEVeT[d WL A0 287~

Dhate: 2132018 11:22 AM

Subject: Successflly received: sobmmission Fostering a profiessional framework for pre-service teachers in ant edncation for
Teaching and Teacher Education

This message was senf automatically. Please do not reply.

Ref: TATE_2018_1523
Title: Fostering a professional framework for pre-service teachers in art education
Journal: Teaching and Teacher Education

Dear Mrs. Mever,

Thank vou for submitting your manuscript for consideration for publication in Teaching and
Teacher Education. Your submission was received in good order.

To track the status of your mamuscript, please log into EVISEw at:
http:/www.evise.com/evise/ faces/pages/ navigationNavController jspx?JENL ACE=TATE and
locate your submission under the header My Submussions with Joumal' on vour My Author
Tasks' view.

Thank you for submitting your work to this journal.
Kind regards.
Teaching and Teacher Education

Have questions or need assistance?

For further assistance, please visit our Customer Support site. Here you can search for solutions
on a range of fopics, find answers to frequently asked questions, and leamn more about EVISEx
via interactive tutorials. You can also falk 24/5 to our customer support team by phone and 24/7
by live chat and email.

Copyright © 2018 Elsevier B'V. | Povacy Policy
Elsevier B.'V., Radarweg 29, 1043 NX Amsterdam, The Netherlands, Feg. No. 33156677,
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ADDENDUM C: ARTICLE 3: SUCCESSFUL SUBMISSION ENTRY

From: Teaching in Higher Education <onbehalfof @manuseripteentral com™
To: <MeIna meyer@wn. ac.za-

Date: 11/192018 1:32 FM

Subject: Teaching in Higher Educaticn - Manuscript ID CTHE-2018-0490
19-Now-2018

Dear MERNA

Re your manuscript: Developing socially engaged art teachers through service-leaming: a practitioner self-study appreach

Thank you for submitting your paper online to Teaching in Higher Education. The editor is now considering the paper for the Joumal's peer
TEVIEW Process.

We have allocated the following manuscript reference ID to your paper: CTHE-2018-0490

Please quote this ID reference when contacting us. In addition, if there are any changes to your contact details, please update your information at
hittp://me manuscriptcentral com/cthe.

If you haven’t already done so, Teaching in Higher Education weuld like to encourage you to add an ORCID ID to this submission. Please log in
to Mamuscript Central at https:/mec manuscnptcentral com/cthe to add your ORCID ID to the article’s information by adjusting your account
settings.

You can also track the progress of your mamuscript/paper at any time within the Author Centre at http./'mc manuscriptcentral com/cthe .

Many thanks for submitting your mamscript to Teaching in Higher Education.

Kind regards

Alison Stanton

Administrator

Teaching in Higher Education.
hitpszi/twatter com/TeachingmHE
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ADDENDUM D: ARTICLE 4: SUCCESSFUL SUBMISSION ENTRY

Dear Mrs. meyer:

Your manuscript entitled "Participatory artist, researcher and teacher: (PJART

My living theory of a professional framework for art education” has been successfully submitted online and is presently being given full consideration for
publication in the Action Research Journal.

Your manuscript ID is ARJ-18-0148,

Please mention the above manuscript 1D in all future correspondence or when calling the office for questions. If there are any changes in your street
address or e-mail address, please log in to Manuscript Central at https://mc.manuscriptcentral.com/ar] and edit your user information as appropriate.

You can also view the status of your manuscript at any time by checking your Author Center after logging in to https://mc.manuscriptcentral.com/ar].

As part of our commitment to ensuring an ethical, transparent and fair peer review process SAGE is a supporting member of ORCID, the Open Researcher
and Contributor D (https://orcid.org/). We encourage all authors and co-authors to use ORCID iDs during the peer review process. If you already have an
ORCID iD you can link this to your account in ScholarCne just by logging in and editing your account information. If you do not already have an ORCID iD
you may login to your ScholarOne account to create your unigue identifier and automatically add it to your profile.

Thank you for submitting your manuscript to the Action Research Journal.

Sincerely,
Action Research Journal Editorial Office
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ADDENDUM E: CONSENT LETTER: STUDENTS n

NORTH-WEST UNIVERSITY
l YUNIBESITI YA BOKONE-BOPHIRIMA
U NOORDWES-UNIVERSITEIT

POTCHEFSTROOM CAMPUS

Merna Meyer

Private Bag X6001,

North-West University, Faculty of

Education: SCSSE, Creative Arts,

Arts and Crafts Building C7A,

Potchefstroom, South Africa, 2526.

e-mail: merna.meyer@nwu.ac.za

+27 (0)18 299- 1060

4 September 2017

PARTI CIl PANT | NFORMATI ON LEAFLET AND C
NORTH WEST UNI VERSERVYIYCPRART STUDENT

TITLE OF THE RESEARCH PROJECT: Becoming participatory artists, researchers and
teachers: my living theory of Art Education

REFERENCE NUMBERS: NWU-00486-17-A2 / NWU-GK-2017-023

PRINCIPAL INVESTIGATOR: Ms G.M. Meyer

CONTACT NUMBER: +27(0)18-299 1060

You are being invited to take part in a research project that forms part of my doctoral studies in
Creative Arts Education, Curriculum Development. Please take some time to read the information
presented here, which will explain the details of this project. Please ask the researcher any
guestions about any part of this project that you do not fully understand. It is very important that

you are fully
HREC General WICF Version 3, March 2015

satisfied that you clearly understand what this research entails and how you could be involved.
Although your participation is compulsory for assessment of normal module coursework, your
presentation of your work for research purposes is entirely voluntary. If you say no, this will not

affect you negatively in any way whatsoever.
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This study has been approved by the Research Ethics Committee of the Faculty of Educational
Sciences of the North-West University (NWU-00486-17-A2) and will be conducted according to
the ethical guidelines and principles of the international Declaration of Helsinki and the ethical
guidelines of the National Health Research Ethics Council. It might be necessary for the research

ethics committee members or relevant authorities to inspect the research records.
1.  Whatis this research study all about?

U This study will be conducted at the North-West University Campus area (NWU),
Potchefstroom and will involve art-based activities, group discussions and reflections with
an experienced Creative Arts researcher trained in Art Education. Forty Intermediate and
Senior phase art students will be included in this study.

Ui The objectives of this research are:
To explore my practices as an art educator by applying three roles as artist, researcher
and teacher (ART) to my professional development and to create opportunities for
transformational and inclusive practices in teacher training.

My aim is to guide you as students with your normal course work to understand your roles
as artists, researchers and teachers (ART) and to engage in opportunities that would help
you to become participatory and socially engaged art educators and leaders in your field.

2. Why have you been invited to participate?

U You have been invited to participate because you are students in the Creative Arts faculty
who are preparing yourself for your professional career and you need to understand your
professional framework and the role that you could play as art educators in the schools
one day.

U You have also complied with the following inclusion criteria:

You are in your final years of study and prepare for exit to your professional careers;
U You possess some experience of creating works of art, doing research and applying

yourself as pre-service art students in a school environment. In other words, you have
some experience as an artist, researcher and teacher;

U You needto complete a module with an exhibition and socially engaged angle which forms
part of your normal classwork - all students will do the same work whether in the project
or not.
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3.
i
i
i
i
i
4.
i
i
5.
i
i
i
6.
i
7.

ii

What will your responsibilities be?

All of the activities are part of normal classwork and your permission is asked to use your
activity material of the assignments for the research;

The research will not require more work, just your willingness to allow me (as
researcher) to quote your work in my research in confidential ways;

You will be expected to participate in the following classwork activities: role formation of
the artist, researcher and teacher (once a week for three weeks i 1 hour)

Sketching and writing your reflections in your visual diary after each activity;

Working in interdisciplinary ways with peers and community youths on an exhibition and
a service-learning project, (once a week for 4 weeks i 2 hours / week).

Will you benefit from taking part in this research?

The direct benefits for you as a student will be nothing more than understanding your
normal coursework at a deep level. You will also gain more insight of your roles as
professionals in art education and attain skills to work in- and outside classroom
environments with a variety of people from diverse backgrounds and in different art-based
mediums.

The indirect benefit will be that your data could help to provide more insight to art education
training in South Africa. It will also help me to establish theories in art education which
represents your experiences.

Are there risks involved in your taking part in this research?

The risks in this study are low impact as you will be completing normal course work around
professional development in socially engaged environments.

When working with the community youths you will be required to work with 3-D
constructions and recyclable material. You need to wear protective gloves and glasses
to protect your fingers and eyes (e.g. glue gun or heat gun).

The benefits however, outweighs the risks.

What will happen in the unlikely event of some form of discomfort occurring as a direct result

of your taking part in this research study?

Should you have the need for further discussions after the contact sessions or
engagement with the community youths, you can make an appointment with the
researcher and her supervisor to discuss the matter.

Who will have access to the data?

Confidentiality will be ensured as no names will be referred to unless explicitly indicated
by the student. All assignments will be handled confidentially and will be stored in a safe
area which is not accessible to anybody except the researcher. Reporting of findings will
be treated confidentially by writing reports with coded names. Only the researchers and
her supervisor will have access to the data.

Data will be kept safe and secure and all electronic data will be password protected. Data
will be stored for seven years for audit purposes.
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8.  What will happen with the data?

U This is a once off collection and data will be analysed on campus and findings will be
reported in accredited journals and in academic reports

9.  Will you be paid to take part in this study and are there any costs involved?

You will not be paid to take part in the study as it is conducted during normal coursework, but
refreshments will be available once a week during the community engagement project. As all the
research is done on campus and part of the course requirements there will be no extra costs if
you do take part.

10. Is there anything else that you should know or do?

U You can contact Ms Merna Meyer at (018) 2991060 or e-mail merna.meyer@nwu.ac.za if
you have any further queries or encounter any problems.

U You can contact my research supervisor if you need to make an appointment Prof Lesley
Wood at 018 299 4770 or e-mail Lesley.wood@nwu.ac.za if you have any concerns or
complaints that have not been adequately addressed by the researcher.

U You will receive a copy of this information and consent form for your own records.

11. How will you know about the findings?

U The findings of the research will be shared with you by way of reports or accredited articles
for academic journals
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Declaration by participant

Bysi gning below, | 6éé66666666666é..66666.. agree

study titled: Becoming participatory artists, researchers and teachers: my living theory of Art
Education.

| declare that:

9 I'have read this information and consent form and it is written in a language with which
I am fluent and comfortable.

1 1 have had a chance to ask questions to both the person obtaining consent, as well
as the researcher and all my questions have been adequately answered.

1 1 understand that taking part in this study is part of my course work, | will submit my
work as part of my assignments, and will give permission that it could be submitted
for research purposes on a voluntary basis.

91 [l understand that | will not be penalised or prejudiced if | do not agree to submit my
work for research purposes.

,,,,,

Signedat(place) . . .. ... .. ... ... .date). .é.é.ééé......... €.6.6..6 & 62¢0¢. .. ..

Signature of participant Signature of witness

Declaration by person obtaining consent

,,,,,,,,,,,,,,,,,

Iname)é é e éééeééeééeéééeéeée. . eééeé declare that:

1 1 explained the information in this document to the Creative Arts students in the FET,
Intermediate and Senior phases.

1 1 encouraged him/her to ask questions and took adequate time to answer them.

9 | am satisfied that he/she adequately understands all aspects of the research, as
discussed above.

9 1did/did not use an interpreter.

sz

Signedat(place) . . . . .. .. ... .. .. .date). .é.é.ééé......... €.6.6..6 6 é2¢06. .. ..
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Signature of witness

Declaration by researcher

,,,,,,,,,,,,,,,,,

I(name)é é ééééeéééeceéééeeéé. . ééé declare that:

T 1 explained the information in this document
91 1 encouraged him/her to ask questions and took adequate time to answer them.

1 | am satisfied that he/she adequately understands all aspects of the research, as
discussed above.

9 1did/did not use an interpreter.

sz

Signed at(place) . . . . . . .. . .. ... . .date). .é.é.ééé. ........ €.6.6..6 6 é2¢06.....

Signature of researcher Date
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ADDENDUM F-1 : CONSENT LETTER o

HOME n NORTH-WEST UNIVERSITY
YUNIBESITI YA BOKONE-BOPHIRIMA

LU NOORDWES-UNIVERSITEIT
POTCHEFSTROOM CAMPUS

Merna Meyer
Private Bag X6001,

North-West University, Faculty of
Education: SCSSE, Creative Arts, Arts
and Crafts Building C7A,
Potchefstroom, South Africa, 2526.

e-mail: merna.meyer@nwu.ac.za

+27 (0)18 299-1060

2 February 2018

CONSENT FORM TO ALLOW ABRAHAM KRI EL C
THE NORTH WEST UNI VERSITY

TITLE OF THE RESEARCH PROJECT: Becoming participatory artists, researchers and
teachers: my living theory of Art Education

PRINCIPAL INVESTIGATOR: Ms G.M. Meyer

Permi ssion is asked from the Abraham Kriel Chi |
engage with Creative Arts Education students. The research forms part of my doctoral studies in
art education and focus primarily on the learning of the students in various educational domains.
Please take some time to read the information presented here, which will explain the details of
this project. It is important that you are fully satisfied and understand what this research entails

and how it impacts the children.

This study has been approved by the Research Ethics Committee of the Faculty of Educational
Sciences of the North-West University (NWU 00486-17-A2) and will be conducted according to
the ethical guidelines and principles of the international Declaration of Helsinki and the ethical
guidelines of the National Health Research Ethics Council. It might be necessary for the research

ethics committee members or relevant authorities to inspect the research records.
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(i)

i

(ii)

What is this research study all about?

This study will be conducted at the North-West University Campus area (NWU),
Potchefstroom and will involve art-based activities and recycled material, group
discussions and reflections with an experienced Creative Arts researcher trained in Art
Education. Forty art student-participants will be asked to engaged in a service-learning
projects with A Kriel children.

The objectives of this research are:

To explore my practices as an art educator by incorporating different roles as artist,
researcher and teacher (ART) and to create opportunities for students to become part of
a bigger social context. | want to guide them to understand their roles as art educators
when they work with youths from different cultures and backgrounds incorporating
different mediums and viewpoints.

Why have the children been invited to participate?

U The children have been invited to engage with the students as we need to expose our
students to different cultures and different environments that they would get exposed to in
their teaching careers one day.

U We also want to share some of our skills at the university with the youths at Abraham Kriel
and require the children to share their knowledge with the students so that art students
could develop their roles and skills as art teachers.

U Please ensure your organisation comply to the following inclusion criteria:

Children are between 14 7 16 years old and in senior phase schooling. They have some
experience of creating works of art and want to learn new skills in art activities.
@iii) What will the childre#nds responsibilities b

U All of the activities are part of an environmental art project and we want the children to
help with the concepts, the planning and the making of art works to express meaningful
messages during the engagement.

U Children will be expected to participate in the following activities: 2-D design: pattern-
making and colouring in, 3-D design: making and constructing of recycled material and
paper constructions.

U Additional sketching or writing (optional) after each activity;

U Working with the Creative Arts students on different sections of the work (once a week for
six weeks i 2 hours / week).

(iv) Will children benefit from taking part in this research?

U The direct benefits for the children are to get a better picture of what the students and the
university could offer in terms of skills development and training.

G Il mproving childrends own skill s-Diamd3-Bart and

U Gaining confidence and appreciation for work completed.

(v)

i

Are there risks involved in children taking part in this research?

Only if children work with 3-D constructions will they be required to wear gloves and
protective glasses to ensure their fingers and eyes are protected from sharp edges or from
heat (working with a glue gun).
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(vi) What will happen in the unlikely event of some form of discomfort occurring as a
direct result of your taking part in this research study?

U The researcher will be present at all times during the contact sessions. Should anything
happen to the children while at campus, they will be attended to immediately. If they
experience any discomfort they can speak to the lecturer or to the supervisor.

(vii) Who will have access to the data and what will happen to it?

U None of t he childrendés wor k wil!/ be used as
recorded.

(viii) Are there any costs involved?

Abraham Kriel will provide transport for the children, no indemnity forms are therefor
required.

(ix) Is there anything else that you should know or do?

U You can contact Ms Merna Meyer at (018) 2991060 or e-mail merna.meyer@nwu.ac.za if
you have any further queries or encounter any problems.

U You can contact my research supervisor if you need to make an appointment Prof Lesley
Wood at 018 299 4770 or e-mail Lesley.wood@nwu.ac.za if you have any concerns or
complaints that have not been adequately addressed by the researcher.

0 You will receive a copy of this information and consent form for your own records.

(x) Celebration and conclusion

U The children together with the students will showcase their work completed at the end of
the project. The work will be showcased and stay on the A Kriel premises.
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Declaration by management

,,,,,,,,,,,,,

By signing below, | ééééécecééeecéeéé.. éeéé. agree t
titted: Becoming participatory artists, researchers and teachers: my living theory of Art
Education

| declare that:

9 I'have read this information and consent form and it is written in a language with which
I am fluent and comfortable.

| understand that taking part in this study is voluntary.
I may choose to leave the study at any time and will not be judged in any way.

I may be asked to leave the study before it has finished, if the researcher feels it is in
my best interests, or if | do not follow the project plan, as agreed to.

Signedat(place) . . . . .. .. ... .. .. .date). .é.é.ééé......... €.6.6..6 ¢ é2¢06.....
Signature of authority person Signature of witness
Signature of researcher Signature of witness

166



ADDENDUM F-2 : CHI LDRENGS HOME CONSENT FORM

Abrchans Kiel Kindorhiis

@ (018) 294 5347/8 ) (018) 294 5384 ©) Posbus 1477, Potchefstroom, 2520
& akkh@iafrica.com @ H/v Kruis en Viljoenstraat

ABRAHAM KRIEL KINDERHUI!
www.akpotch.org © NPO 074-520 e

5 March 2018

Mrs GM Meyer

North West University
Potchefstroom Campus
POTCHEFSTROOM
2520

CONSENT — SKILLS DEVELOPMENT
The Management of the Abraham Kriel Children’s Home is giving our consent for the children of the
Abraham Kriel Children’s Home to take part in the skills training workshop at the North West

University which will take place once a week from March 2018 until May 2018.

Regards

i

NNELIEN YZELLE
CHILD CARE MANAGER

k” 2 Rranrh Af NI \Alatfara Nacth \Alaet (MAn Deafis 0 A Dan~ snnc N T
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ADDENDUM E: ETHICS APPROVAL CERTIFICATE

NORTH-WEST LINIVERSITY "
YUNIBESITI YA BOKONE-BOPHIRIMA,
HOORDWES-UNIVERSITEIT

Private Bag ¥8001, Potchefstroom,
South Africa, 2520

Tel:  (013) 2004000

Faks: (013) 2004210

Web: http:fwww_mwu_acza

Institutional Research Ethics Regulatory Committes
Tel: 27 16 289 4840

Emiail : Ethicsifimwu_ac_za

ETHICS APPROVAL CERTIFICATE OF STUDY

Based on approval by the Ethics Committee of the Faculty of Education Sciences (ESREC) on 0710712016 after being reviewsd at
the mesting held on 10/022016, the Morth-West University Institutional Research Ethics Regulatory Committee (MW U-IRERC) hereby
approves your study as indicated below. This implies that the NMWU-IRERC grants its permission that, provided the special condifions
specified below are met and pending any other authorisation that may be necessary, the study may be initiated, using the ethics number
below.

Study title: Becoming participatory artists, researchers and teachers: my living theory of
Art Education

Study Leader/Supervisor: Prof L Wood
Student M Meyer

Ethics INIWIUI-IDIUHIHIBI-HITI [Aalz]
number: alas

Application Type: Single Study
Commencement date: 201708 Expiry date: 2018-12

Special condifions of the approval (if applicable):

=  Translation of the informed consent document to the languages applicable to the study participants should be submitted to the ESREC (F
applicable).

= Any research at govemmental or private institutions, pemissien must stil be obtained from relevant authonties and provided to the ESREC.
Ethics approval is required BEFORE approval can be obtained from these authorities.

General conditions:
While this ethics approval is subject to alf deciarations, undertskings and agreements incorporated and signed in the spplication form, please nofe
the following:
= The sfudy leader (principle investigator) must report in the prescrbed format to the NWLHIRERG via ESREC:
- annually {or 35 otherwise requested) on the progress of the sfudy, and upon completion of the project
- without any delay in case of any adverse event {or any matter that infermupis sound ethical principles) during the course of the project
- Annually 8 mumber of projects may be rmndomiy selected for an extemal audit.
= The approval applies sirclly ko the proposal a5 stipulated in the appiication form. Wowld any changes fo the proposal be deemed necessary
during the cowrse of the study, the study leader must apply for approval of these changes at the ESREC. Wouid fhere be de'waﬂed from the
study proposal withowt the necessary spproval of such changes, the ethics spproval is immediately and suwtomatically forfeited.
= The date of approval indicates the first date that the project may be started Mmeprqecthab\etucmhmaﬁerrheerﬁwdare & nEw
appiication must be made to the NWU-IRERC wia ESREC and new approval received before or on the expiry dafe.
= in the interest of ethical responsibillty the NWU-RERC and ESREC refains the right to:
- request gocess fo any information or data st any fime duning the course or after completion of the sfudy;
- foask further questions, seek additional information, require further modification or monior fhe conduct of your research or the informed
consent process.
- withdraw or postpone approval i
- any unethical principles or practices of the project are revealed or sus)
ﬁbemwesappamr##:armyrdemntn#omﬁfmnwaswﬁhefu‘fmmfheESREGNtharmmemnhaabeenhIaewmmmﬁed
- the required annual report and reporting of adverse evenfs was not done timely and accurately,
- new institufiona! wes, national legisiation or infernational conventions deem i necessarny.
=« ESREC can be confacfed for further information or any reporf femplafes via Ema. Greyiingfnwu sc.za or 018 239 4656

The IRERC would like to remain at your service as scientist and researcher, and wishes you well with your project. Please do not hesitate
to contact the IRERC or ESREC for any further enquiries or requests for assistance.

ours sincerely
Digitally signed by
Prof LA Prof LA Du Plessis

1= Date: 2017.08.30
Du P|ESSIS 10:45:21 +02'00°

Prof Linda du Plessis
Chair NWLU lnsfifufional Ressarch Ethice Reguiafory Committee (IRERC)
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ADDENDUM H: EXCERPT OF CRITICAL REFLECTION

CYCLE 1: Self-reflective inquiry

First reflections during proposal and article

Self-reflection samples on Cycle 1 1

Aim: To conceptualise a professional framework for participatory and socially engaged teacher
development

How do | conceptualise my own role as artist, researcher and teacher and arrive at my own
understanding of becoming a participatory artist, researcher and teacher?

How do | see myself as art educator?

Actions: Describing a person juggling with balls as metaphor for the many roles expected of
the art teacher. Amalgamating seven teacher roles into three ART roles.

How can | embody my values in my ART roles?

Rethinking the artist role in becoming more patrticipatory and engaged
Rethinking the researcher role in becoming more participatory and engaged
Rethinking the teacher role in becoming more participatory and engaged

| am still working on chapter 2, which takes up time before | can proceed to the next chapters.
The challenge | had with this chapter was on how to critically engage literature and at the same
time trying to fill the gap in my study. However, feedback from my promoter gave me a clue of
what is expected of me although | had to start all over again so that | could restructure my work
based on some of her suggestions. | am still battling with ideas to fill my last 2 pages and to
restructure my model so that the action cycles are clearly expressed. This is a learning curve
and | hope to be done by the end of the week.

| have my doubts about the General monoprint as | did this a couple of years ago, is it still
relevant? It was a highly political print indicating the despondency of a political despot. | hope
it is clear that the balls represent many balls to juggle and if | explain the meaning, how it relates
to the many roles | need to juggle as an art teacher.
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I took some time to design my | i vi ngcrayomseamdr
pencils, | find it easier first to mind map my ideas, which | then sent to a graphic artist to design.

| feel that | want to do it myself as | was a graphic artist for a long time in my career, but | need
to be more updated with the latest package upgrades. | am now more focused on the
educational part of my career rather than the technical skills part. That will also come T my time
to work on my artistic and technical skills again.

My conceptual ideas for a framework consisting of various phases started to take shape and |
reflexively sketched and re-sketched the ideas before | sent it to graphic services on campus
(see underneath).

1. Artist
creativity
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| used a previous participatory action research design to give the graphic artist an indication
of how | wanted the different cycles to be arranged and visually represented in the new action
research process (see underneath)
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She combined the different ideas and sent me the following first draft version of my living
theory phases (see underneath).

L —

Phase 2 Phase 4

Sefl-reflection as ART educator Guiding students to reflect on their Using the learning to become Developing fessional
with embedded values own roles as ART teachers participatory artis, researcher and Framework for Art Education
teacher (P)ART

When | received the model back, | was quite amazed by the artistry of taking conceptual,
sketchy ideas and converting it to a sophisticated design. But the opinion of another action
researcher was that ibtalll sadk e dl Iweknet O6bpaicnkg t
discussed the changes e.g. | wanted my learning to be more integrated in Phase 1. Also the
third Phaseb6s clover | eaves had to be col ol
the primary rolesofart i st, researcher and teacher (anc
colours). The last figure in Phase 4 was maybe too feminine and | changed it as well as | do
not want the model to be gender specific.

This is quite difficult - designing a framework for teachers, where people are involved, and
representing them without reference to race, gender or class, in the most unbiased way

possi bl e. The third round of graphics were
head) became one circle shape with my values integrated with the roles and in one shape. The
6P6 of ( P) ART brings al/l the separate | e

referring to the participatory engagement planted in the heads of the teachers and the learners.
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The last graphic was met with more enthusiasm and | know that this is what | wanted to use
in my first article as it best describes m
replaced by the term 6Cyclesd tcoer.make the

[/

v
(oo % (\eé'
5 “Think . act+®°
Cycle 1 Cycle 2 Cycle 3 Cycle 4
Sefl-reflection as ART Guiding students to reflect on their Using the learning to become Professional framework
educator with embedded values own roles as ART teachers participatory artist, researcher for Art Education
and teacher (P)ART

173



ADDENDUM I: CYCLE 2 7 6 :

STUDENTS®O

Col our coding of studentsd reflective reports
CYCLES QUESTIONS EMERGENT THEMES
Cycle 2 . Students viewed themselves in

Aim: To find out how
the ART framework
enabled students to
re-imagine their roles
as artists, researchers
and teachers

i) How do pre-service
teachers see their roles
as art teachers?

the role of t he

. There was little awareness of the

value of art as a medium of
learning for all students

Lack of insight regarding art
teachersd potent
socially engaged ways

Cycle 2 (continued)

i) What are their critical
responses to the
suggested ART roles?
and

. Students shifted from a teacher-

centered to more learner-
centered pedagogy

. Students became more aware of

a r fpdaiesntial as a medium of
learning across disciplines and
place

Improved social and community
awareness

. The ART roles helped to

establish embedded values

Cycle 2 (continued)

(i) How do they
conceptualise their
professional framework
to guide them in their
teaching and learning
practices in art
education?

. Students took on a holistic,

values-embedded and
motivational role instead of a
teacher-directed role

Development as role models and
leaders

Cycle 3

Aim: To find out how
can pre-service art
teachers position
themselves as socially
engaged art teachers
working in diverse
learning environments

How can | influence
pre-service art
education students to
become leaders in
their learning
environments by
adopting more socially
engaged practices?

Learning from five cycle
social engagement

Students learnt relational skills,
and understood the importance
of teaching with sensitivity

Students developed socially
engaged art practices

Students realised the importance
of inclusive practices and
developed leadership qualities
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Cycle 4

Aim: To establish a
participatory and
engaged professional
framework for pre-
service art teachers

How can | develop a
grounded living theory
that supports the
intertwined roles of
artist, researcher, and
teacher as action leader
in socially engaged
learning environments
from the participatory
ART praxis experience?

m. Employing the ART roles helped

pre-service art teachers to
deconstruct traditional
perceptions of the art teacher
and position themselves as role
models

Implementing participatory and
socially engaged action research
strategies helped to transform
art-based practices to socially
conscious and collaborative
learning opportunities
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ADDENDUM J: CYCLE 2: PRELIMINARY SKETCHES, RATIONALE AND CRTICAL
REFLECTIONS OF STUDENTS

OHow do you see yourself as art teacher ?506
Inidicated inpinki mostly as Oexpertdoteachersd who | eads 1t

SA 11 Sketch

»” A 41 f 1
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Rationale

As a teacher in training | believe that it is important to act as a tool of enlightenment for my
learners. It is my responsibility to equip learners with the necessary skills to see the world and
how it functi ons Itffeelthat bcgntvisually epresenrmyself as anpsidof glasses
that helps a o6parti al |l y Abateachtrionepmest wooknn can@retiomo r e C
with the learners and the parents. However, by the time learners have reached my care they have
already got an idea of what the world is like. For this reason, | feel that it is my responsibility to

allow |l earners to see through a c¢clear 6l ensdé and
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SL_1
Reflection of how | see myself as an arts teacher:

First of all | see myself as a good arts teacher, who is like a candle, | consume myself to light the
way for the learners. | also see myself as a motivational teacher, who uplifts the learners that
wants to give up. | believe | am a teacher that will make a change, by equipping the learners with
the necessary arts skills for them to make a change in their own lives. | also see myself as a
teacher who fills the | earner s brFaoirn st hwei tlhe anrenwe

grasp new work and be able to implement that work in their own artwork.
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SA_15: Rasionaal:

Hoe ek myself sien as NJkunsonderwyser

Ek i s NI spontane, passievoll e mens, en het

NJ bai

kuns NJ moet i's in NJ | ptwikkairgr Kurs evordoip sommige iskolg ase n

onbelangrik geag en word as gevolg hiervan soms afgeskeep. Dit is my missie om tot die beste

van my vermox eendag by NJ skool die beste kuns

tot sy reg te bring.

Die meisie stel die leerder voor, en die hande stel my as kuns onderwyser voor. Ek help leerders
om buite die boks te dink, asook om hul horisonne verder te verbreed. Die gesig wat in twee
verdeel is simboliseer dat ek die leerders oopmaak om op ander maniere na dinge te kyk. Dit sé
ook dat die leerders nog kennis, waardes en vaardighede moet opbou, en ek as kunsonderwyser

gaan hul lei om dit te doen.

Die sterre simboliseer al die moontlikhede en dit wat nog ontdek moet word in die kreatiewe
vakgebied kuns. Die toe oY stel voor dat ek
sal oopmaak en hul blootstel aan nuwe, onbekende ervarings. My hande bring op die einde al die
kennis, waardes en vaardighede wat die leerders by my opgebou het bymekaar, sodat hulle aan
die einde van hul matriek jaar as passievolle, entoesiastiese en kreatiewe kunsleerders gesien

sal word.
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SA 16 (4) Reflection 4: Reflections and Evaluation

On the last meeting with the leamers we had an exhibition presenting the final works
that we created. The gallery method was applied, learns and stuff members walked

through the presentation space and viewed all the works.

The whole process has been both spiritual and emotional, and the outcomes were
phenomenal. Both the students and learners took something positive out of this
whole experience. Each contact session gradually reflected and impacted on our
personal lives, and each lesson was unigue and different.

The possibilities with this project are vast and endless, with enough time more could
have been achieved. This is a project | will definitely carry through and teach/
implement to leamers and members of communities. According to my views, the aim
of this project is to invite people and teach them more about the impact of pollution
and synthetics in our world and how we could possibly take care of it. Awareness
and information could change people's perception about the environment and the
world around them: in our own case we applied emotions and skills on a wooden
tree — the tree of life, through the medium of expression (Art). Through public display

like an exhibition, this kind of a project can be more promoted and sustainable.

Art is a very difficult and emotional subject, thus pave way for emotional healing and
therapy. | have learned and expenenced all this through this project. It is clearer to
me now that people are different and hold different thoughts and opinions,
backgrounds and matunty also differs. Most importantly this project have
strengthened my leadership qualities.

My personal reflections on this project is that | have learned the importance of
sharing, sharing skills and emotions all together. And because of this discovery, |
challenge myself more to express myself and my thoughts. All this plays a
fundamental part in my process of being PART.
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ADDENDUM K: CYCLE 3: PARTICIPATORY ARTIST , RESEARHER AND TEACHER
(P)ART

PROFESSIONAL DEVELOPMENT PLATFORM: POSTER AND REFLECTION

SA_15

Translated: In this artwork the horse symbolizes my role as art teacher. The horse is painted
incompletely, because my story as a teacher is not finished. The road ahead is unknown, and just
as a horse trust its rider, | trust that God will complete my story perfectly in his own time. The gold
leaf halo symbolises the holiness of art and of my mighty God i [who] gave me talent to share
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