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1. Introduction

This study can be seen in the national context of the re-organising of the school curriculum in Wales, which is occurring in response to Donaldson’s (2015) Successful Futures. His outlining of the four purposes of education raises questions about the characteristics of a global citizen who has awareness of national identity and the wider world. His emphasis on the importance of skills and the inter-related nature of subject knowledge allow teachers to reflect on how a subject such as Art can contribute to a pupil’s overall development. A wider range of artistic genres and cultural references may need to be explored in order to consider whether they are necessary for a more effective art education, post-Donaldson. The specific context for the study is a particular school in the Afan Valley. Another of Donaldson’s (2015) recommendations is based on the need for Welsh children to have access to their own culture and an awareness of Welsh identity. A school in the heart of the Welsh Valleys can provide an interesting starting point to explore these concepts in action. In the twenty-first century, awareness of global literacy is crucial for pupils to understand how cultures are created, eroded and re-formed. These contexts, national, local and global, drive the research question and underscore the interrogation of the subject.

































2:1 Reading Review:

Addison and Burgess (2000, p.5) usefully outline different approaches to the teaching of art. Amongst those methodologies they list an approach which they describe as an investigation of art as a way of developing thinking skills through ‘social and cultural production’. Allied to this method is their description of art teaching as an issue-based fusion of the personal with social, political and moral responses. Both of these latter approaches link with the concept of culture which is a complex and polysemic site of meaning. 

Firstly, culture can refer to the arts themselves and the refined understanding of their importance. Western traditions of art, exemplified by Kenneth Clarke’s Civilization (1969), have tended to equate the words culture and genre with so-called civilized and refined manners of living, connected to Western ways of thinking. In his seminal book and television series, Clarke largely ignored the art of other cultures, and of women in particular. He makes, a now controversial distinction, between art and craft. Conservative critics have connected culture with concepts such as, being educated to a high level, enlightenment and appreciation of finer things. Often people or events are described as cultured when referring to so-called ‘high art’. Although some of these elitist attitudes linger, the word culture has come to indicate a community’s shared set of values or conventions as in concepts such as pop culture or youth culture. However, The National Association of Multicultural Education (NAME) claims that teachers still feel more comfortable in teaching about fine art of the nineteenth and twentieth centuries, and that this may reflect old perceptions of what art is, and what art should be valued. NAME maintains that there are still significant gaps in provision when it comes to women artists and non-Western traditions. This leads to areas in art which are overlooked and not included in programmes of study. To complicate things further, Donaldson (2015) has argued that the emphasis on subject knowledge, as in the study of key movements or artists, has been assumed by subject specialists to have stood the test of time and the best path to a sound education. His recommendations for change, in Wales, are based on the development of key skills or competences that will be developed in pupils across the curriculum. These thoughts come at time when others such as, Freedman (2003), are suggesting extending the perimeters of art teaching to include wider references to genre and culture. Such vision looks at the growth of visual literacy in the global age and how pupils need to develop critical thinking to make sense of their identities and cultures.

In outlining different approaches to Art teaching, Addison and Burgess (2000) also list genre-based approaches as a common methodology. One application of the word genre, refers to different styles of art, such as Realism or Expressionism. An artefact can be classified by looking for its typical characteristics such as typical subject, style or motif. Erikson (2015) develops genre-based teaching further by recognising the wide use of modelling, provided by teacher example, pupil exemplar or the practices of established artists. Haston (2007, p.26) refers to modelling ‘as the mother tongue’ of teaching; using pupil work and other exemplar can be observed in most art classrooms. 

Erikson’s (2015) enthusiastic endorsement of experiential learning in Art, is shared by Donaldson (2015) who lists that approach as a successful methodology in Successful Futures. This approach is based on Kolb’s (2014) premise that pupils learn best when engaged in first-hand experiences. Barrett et al (2005, p.1) describe enquiry-based learning as ‘a broad umbrella term’ which involves the teacher establishing the task, offering support while students pose questions and pursue enquiry by drawing on their fore-knowledge, logical thinking and research. Erikson (2015) sees modelling and experiential learning as slightly opposed to each other, but in practice surely both approaches are legitimate methodologies in introducing a genre-based approach. In practice, they are both part of the Art teacher’s repertoire and would be used according to purpose and context. 

	In both England and Wales, governments have acknowledged the importance of both cultural heritage and connection with a wider world. Such heritage would include knowledge and understanding of a range of genres. Gove (2013) has written that schools should integrate cultural education into lessons and that it is important for children to grow up with a sense of pride in their local area with an understanding of cultural heritage. This resonates in Wales where Successful Futures (2015) looks at the holistic education of children and their place in a modern society. Schools are expected to develop creative contributors and informed citizens, with a clear sense of their position in Wales and the world. In order to develop creative contributors and informed citizens, it is important that pupils develop a strong sense of their own culture, and it is especially important in a small nation that pupils connect with their local area and with other cultures. All our Futures (1999, p.50) quotes Imison who describes understanding only one culture as seeing with one eye. Being exposed to a range of genres in Art, including those from other cultures, would allow pupils to have eyes wide open. 
 
	However, Garber (2015) criticises teachers who introduce cultural artefacts without giving any context or cultural referencing. He accuses them of looking at non-Western art from the perspective of their own value system and through the filter of Western attitudes. Garber does not believe that simply introducing art from across the world is effective in widening a student’s perspective or sense of genre without some references to history, stories or experiences of the specific culture studied. Garber is right in his accusations, as without context or cultural reference a work of art from a culture outside the student’s experience can seem exotic and runs the risk of underlining ‘otherness’ rather than bringing a new perspective to the learner. American artist Kara Walker teaches traditional eighteenth century methods of cutting silhouettes, to allow pupils to engage with the issue of inter-relations between African-Americans and white slave owners during the last years of slavery. By so doing the artist allows pupils to connect with and understand aspects of American culture. Through questioning and research, pupils reflect on the cultural context of nineteenth century America. By putting them into that society, greater understanding is created and the art works they produce have moral purpose. 
 
	Teachers under the duress of classroom stresses sometimes use stimulus from other cultures without context or explanation. Davenport (2015) examines how teachers can be confused about how to deal with questions of culture within the classroom setting. She analyses four approaches which may prove useful to this study. The first approach concentrates on the pupils’ own community. This method uses the materials and attitudes of the local area. This connects with Donaldson (2015) who claims that knowing the heritage of your home is important in an individual’s development. In terms of art in Wales this could include looking at the work of local artists, using local resources, and exploring local themes. Ford and Harris (1999) have linked the lack of educational relevance of resources with decreased student motivation and interest in school, a link which art teachers need to take into account when planning. 
Similarly, Donaldson (2015) makes it clear that learning should be relevant to the individual. With this in mind, he has urged teachers to ensure that pupils are knowledgeable about their own culture and community so that they understand their own society and world. Clearly, for many art teachers starting with the known and, as Morley (2012) suggests, defamiliarising the norm, is a useful practice. Getting pupils to look again with new eyes at things which have become familiar is a useful technique for creating art. However, as Imison (1999) suggested pupils will not become binocular if the only culture they encounter is their own. In fact, without contact with other cultures it is debatable whether one can ever truly understand one’s own world.
	
	Davenport’s (2015) second area of discussion, for spotlighting cultural references, is comparative approaches to culture. This approach could be seen as akin to Hyerle’s (2008) use of thinking maps, whereby pupils would be encouraged to find connections between works of art, before looking at differences through using a visual organizer, such as a double bubble map. They might be encouraged to explore what is the same and what is different about two art works from differing cultures or to compare their own with that of one from another place. This could be useful in an art lesson and would contribute to the development of critical thinking. For example, in looking at patterns used in the Mexican Day of the Dead, pupils could use a Venn diagram or double bubble map to compare and contrast with the Welsh artist Swci Delic. A drawback might be that pupils may, as Chalmers (1999, p.1) points out, feel more comfortable with the local artist, in which case, the ethnic art could become part of what she calls ‘a smorgasbord of exotic places’. The key would be to find ways in which Western art is not privileged and pupils are encouraged to look with open minds. 
	

    Davenport (2015) cites multiculturalism as a third aspect of culture although she recognizes that multiculturalism has become a loaded word. Donaldson (2015) has pointed out that pupils should learn respect for the needs and rights of others and their specific cultures. That is seen as an essential part of Wales’ educational vision. We live in a pluralistic society, a fact which is usefully discussed by Gollnick (2009) who sees the term multiculturalism as a catch-all idea that brings together issues of ethnicity, language and class. In education this concept is about recognising the uniqueness of each student and finding ways to help them on that journey. How to help pupils to access education no matter what their background is the challenge for all teachers. Johnson et al (2004) helpfully outline ways of encouraging such diversity and equality. Fundamentally the teacher’s relationship and respect for the class is crucial. In the art classroom this could mean offering supplementary material from varied cultures and educating pupils to have respect for cultures they do not initially understand. Added knowledge about purpose and context can give a class new respect for another culture. Other factors outlined by Johnson et al (2004) include specific and integrated studies of ethnic and other cultural groups as well as the development of critical thinking skills. In Art, teachers must guard against journeys into ethnic studies as just an interval from the main course of studying white Western men. 

	Johnson et al (2004) are supported by Slavin (2006) in placing the development of thinking skills at the heart of challenging stereotypes. In art this might mean choosing materials that demonstrate positive qualities among a variety of ethnic groups. However, simply choosing the greatest art works produced from different cultures will not change attitudes on its own. Pupils need to engage with the processes of art in order to understand the choices and creativity of different artists. Through making artefacts, pupils can reach a greater appreciation of the artists’ methods and thinking but critical analyses, questioning, debate and research deepen understanding further.

	The last aspect of culture which Davenport (2015) discusses is global culture. We live in a world which is linked by internet, media and industrial giants. Sometimes this is described as the global village. In such a world, it is important to have cultural competence where the pupils develop a sense of their own cultural identity without losing the ability to understand and appreciate both sub-cultures within Welsh society, and cultures from around the globe. In Art, access to the digital world allows pupils to research artists, to take virtual tours of sites such as Monet’s Garden or American galleries and even to talk to and interview living artists. This gives opportunities to pupils who otherwise would have a very narrow experience of Art. This underlines the importance of references to wider genre and cultural references in order to support those whose lives would otherwise be narrow and impoverished.  
	
	 
Some teachers do not see the importance of teaching Welsh culture because ‘they know that already’. That is to underestimate the richness of Welsh heritage in terms of history, art and language. Donaldson (2015) is attempting to redress that complacency. Attitudes to both gender and ethnicity in Art can be patronising. Addressing cultural issues is complex and best addressed through encouraging critical attitudes. Who made this, under what circumstances, with what purpose and for whom? Questioning what we see and encouraging pupils to interrogate their own practices is a good starting point. As Art teachers we need to reflect on our resource choices and when considering culture, ask ourselves, whose culture are we representing. Especially important is the fact that some Welsh Valley teachers have suggested that it is unnecessary to teach other cultures in a predominantly white area. What my reading has shown is that in such an environment, access to a different culture, and a variety of genres is even more important for those pupils so that they feel part of the global world.   

Davenport’s (2015) research supports Donaldon’s (2015) recommendation that pupils need to establish secure values and ethical beliefs. By connecting pupils with the rest of the world, a sense that all people have more in common than they are different could be developed. Respect for others and the creative artefacts they produce are steps in embedding humane values. The Art teacher can open the eyes of pupils by providing them with a larger perspective on the world through providing varied experiences, contact with great art and teaching critical and creative practices. 


Freedman (2003) make a case that the growth of virtual culture demands curriculum changes in Art. She points out that study of fine art is not the only cultural capital in the modern era, as artefacts such as advertising posters, film paraphernalia and installations can now be found in art museums. Although still seeing the value of studying fine art, she argues that the exploration of visual culture and its global meanings are important in the contemporary world. Freedman (2003) challenges art teachers to widen the content of art courses and to address cultural references through both involvements with cultural heritage, and by connecting with the wider world. These are challenging suggestions for art teachers, that underline the complexities of cultural referencing in a global age. 


These considerations are significant in Wales as the Successful Futures document is fleshed out as part of a debate as to how best serve the interests of pupils, making sure that they are knowledgeable about their culture and the wider world. In order to provide that education pupils may need to have wider references to genre and culture and this research will consider how those issues are addressed in a specific Valley school. Through this reading it is clear that some key points will colour the investigation. Clearly, most art educationists writing on this area:
· acknowledge modelling and experiential learning with reference to a range of genres as central to art education;
· see the importance of cultural references to a pupil’s own culture and environment and to the context of works of art;
· acknowledge the multicultural society we live in, and the sensitivity which is needed in bringing references to non-Western and neglected areas of art so as not to use artefacts in a patronising way, but as a reflection of human creativity;
· promote art as a vehicle for widening pupil experience and cultural capital to allow all pupils access to the cornucopia of global art. 

These concerns will shape the research question and influence the reflections to follow. 




2:2. School policy and practice:

Cymer Afan Comprehensive School (11-16) serves the Afan Valley, which is a deprived area of South Wales. It once was a coal mining area and that heritage is preserved by the Afan Valley Mining Museum. There are plans to close the school in the near future because of falling rolls. The area is becoming depopulated and can no longer sustain a secondary school. The effect of the closure has led to the school being starved of resources as it is intended that the children will be bussed to Port Talbot, a move which is very unpopular with parents, teachers and pupils. Art is not part of most children’s lives outside of school. The Art Department recognises this lack of opportunity and tries to address it through exhibiting pupils’ work, and encouraging entry to competitions. Despite being an area of deprivation, (35% eFsm) the school’s website acknowledges that some pupils have received ‘awards and national recognition’. Examination results in Art and Photography are good as smaller classes allows the teacher to give pupils individual support

The area is predominantly English-speaking and there are few pupils from an ethnic background. In some ways, as the Reading Review suggests, pupils who have little contact with those from other cultures have an even more urgent need to engage with art from across the globe so as to combat prejudice. The Art Department includes modules on non-Western art in its SoW, which partly addresses the inclusion of a more global approach to culture. As the school is situated in the centre of the village of Cymmer, there are advantages in that resources such as the spectacular landscape, the stimulus of a Welsh community, and some awareness of local history are available. 

 
[bookmark: _GoBack]	The Art Department has only one teacher because of the small size of the intake. The department is allocated two rooms, an art room and one for photography. However, the photography room is rarely used because of lack of staff and resources. It could be dispiriting to work in a school marked for closure, but the Head of Art has made her room into a pleasant and stimulating work-shop. Because there is only one member of staff the need for written policy on every aspect of work is diminished. However, there is a Department Book and SoW which help remind the Head of Art of the department’s direction and this can be shared with staff or visitors. 


Cymer Afan School’s aims acknowledge the role of teachers in tackling racist and sexist attitudes so as to promote multiculturalism through a range of cultural references. The school’s skills programme attempts to equip pupils to question and reflect so as to combat closed attitudes through critical thinking. The Art Department Handbook lists how factors of ethnicity, gender and social circumstances may affect learning. Crucially, one of the aims of the Art Department is to teach an understanding of visual language which can play a unique role in addressing cultural diversity.


2.3. Methodology and Ethics
Ethical concerns are paramount in all research, and we need to remind ourselves of upholding certain principles. The first is that of transparency and with that in mind, the department will need to be informed that its work will be scrutinised. Especially important is the ethical and transparent use of data, references to demographic and any pupil work. The school will be informed of the research and will have access to the findings. Secondly, research is concerned with honest scrutiny of practices. The findings and approaches will be undertaken in a straightforward manner whereby the truth of impact or lack of impact will be acknowledged. Lastly, as a researcher scrutinising practices, the approaches chosen to answer the research question will be based on data, qualitative evidence and professional judgement. The reasons for the project and how information will be used, will be shared with the head of the department. Any references to pupil work will be anonymous and photographs will only be used where the school has permission to use such artefacts as part of school life. Names will not be attributed to such material. 

The question as to whether a wider range of cultural references is needed for an effective art education has arisen from the reading review. According to educationists, the area is a problematic one which art teachers needs to try to get right. Although there are practitioners who do not make any cultural references, and believe in the-artefact-can-speak-for-itself school of teaching, the majority of educationists believe that some cultural reference should go hand in hand with critical analyses. 

	From the reading review it is clear that the insights of the Head of Art should be taken into account as she has access to practices that the researcher could overlook. Wisker (2001) suggests that a good reason for interviewing could be to gather insider experience, privileged insights and accounts. Such knowledge and understanding could be valuable in trying to find out how and why cultural referencing is important and how a wide repertoire of genres can aid understanding in Art.  She will be interviewed to give insight into how she approaches this question. Clearly her answers will not be definitive but will present a snapshot of professional opinion. The best fit interview technique would be the semi-structured interview whereby the interviewee will have some set questions but will be allowed to elaborate as she thinks fit. The drawback of interviews is that what is being said can be misconstrued by the interviewer or words can be taken out of context. To mitigate against this, the purpose of the interview- to gauge the attitude of the practitioner and test the extent of cultural referencing she would consider effective – will be made transparent, and the results will be shared with the interviewee to make sure that her views are represented correctly. Kvale (1996) has outlined different types of questions which can be used in an interview. Some are purely factual but others concern values and opinions. This will not produce major evidence but the answers will be used to cross-reference findings and to make sure that key areas are not overlooked. 

	The practices of Cymer Afan Comprehensive will be analysed in the light of Davenport’s (2015) categorisation of cultural referencing, which was noted in the reading review. The insights of other writers examined in the reading review will also inform the analyses. This will take the form of scrutinising display work, sketchbooks, department handbook and creative outcomes. Allied to this a case-study approach will focus on a typical scheme of work which uses cultural referencing. Adelman (1980) calls the case-study the study of an instance in action; he argues that case-studies are significant and legitimate research methods. The drawback, according to Nisbet &Watts (1984) is that they can be personal and subjective, but their strength is that they offer rich detail of classroom practice. Zuber-Skerrit, (1996) has referenced the importance of teachers describing classroom practice and planning, so as to contribute to knowledge about educational matters. Cohen, et al (2004) have pointed out that significance rather than frequency is the strength of case-studies and that they offer the researcher insights into real situations and real people. By examining the practices within a particular school, we may gain insights into how the issues explored affect classrooms elsewhere. Clearly, it is important not to be subjective in interpreting data but as Groundwater-Smith (2004) has pointed out, it is impossible to be theoretically innocent, as everyone has a bias and all the researcher can do is act in good faith and be aware of prejudices. 

During the research period two SoW relevant to the research question will be taking place in Cymer Afan School. The first is based on Aboriginal Art, a SoW which is covered over two terms. The work produced, and the processes of learning adopted, will provide rich examples of learning through referencing other cultures. A SoW based on Mexico’s day of the Dead will be discussed where relevant but the focus of the analysis will be the Year 7 SoW based on Aboriginal art and the artefacts produced. 

One of the interesting by-products of this work is the means by which it will be evaluated. While using the usual methods of self-assessment and teacher assessment, an added element of interest will be the use of an attitudinal questionnaire. Osgood et al (1957) were the pioneers of this technique and despite its limitations, for example, pupils may lie, it can still give a litmus test of how a class feels. Osgood et al (1957) suggested that statements should be in the present tense so as to be an accurate guide to present attitudes and experiences. This could be an interesting evaluative approach to see pupil attitudes to cultural referencing and variety of genre.

[image: D:\essay photos\1.jpg]
An example of an attitudinal test framework



       Overall, the research will use the paradigms presented by Davenport (2015) on culture, and the genre-based approaches suggested by Erikson (2015) to study art at Cymer Afan School. The approach to the research will be to: 
· gauge teacher opinion on genre and cultural references;
· analyse the material used for modelling in the classroom including displays, exemplar, artists’ work;
· examine SoW for evidence of variety of genre and cultural references;
· evaluate SoW in action by looking at pupil outcomes.



3:1. Evaluation


3.1a. Exploration of local culture in a range of genres

The art room at Cymer Afan School is a vibrant and colourfully stimulating place which is rich with exemplar material. First of all, it is clear that this is a Welsh classroom, as artefacts show relevant links with the catchment area. Ford and Harris (1999) have suggested, educational relevance increases student motivation. Using Davenport’s (2015) exploration of culture as a means of strengthening identity and investigating nationality it is clear that pupils have had opportunities to consider their places in the Afan Valley through a variety of genres. The classroom has displays of Welsh artists and the Head of Department in her interview, named an impressive array of Welsh artists whose work had been referenced in her classroom. The wall of artists serves several purposes, as it provides role models for pupils who have little knowledge of how people from their own vicinity have achieved creative success. Another purpose of the display is to provide stimulus and teaching opportunities as cultural references can be made seamlessly. 

Several of the Welsh artists are used in SoW as stimulus or for the modelling approach outlined by Erikson (2015). For example, the work of Welsh artist Swci Delic is used in the SoW on Day of the Dead as a contrast in pattern-based art work. Care is taken not to use the Western artist as a means to suggest that Mexican art is in some way more primitive, for as Garber (2015) has pointed out that would be to perpetuate a condescending value-laden attitude to art. Instead it is more a case of putting Swci Delic’s work on the same footing as the sugar skulls of Mexico in order to facilitate debate on how different artists can work in different genres on similar themes. This approach is akin to Erikson’s (2015) description of enquiry-based learning through comparison of Welsh art with that of Mexico. A comparative approach to culture is another way, according to Davenport (2015), of presenting a wider range of cultural and generic references without over-privileging Western art over ethnic. 
[image: D:\essay photos\2.jpg]

	The art classroom uses past pupil work as exemplar, a staple of genre-based teaching. However, Cymer Afan’s classroom has a variety of artefacts relating to the Afan Valley and to Welsh experiences. In her interview the HoD commented that pupils explore a variety of traditional and contemporary Welsh artists to inform their own ideas and 2D and 3D work whether, the traditional palette knife paintings of Sir Kyffin Williams or the modern, pop, abstract works of Swci Delic. Classes have clearly played with stereotypical symbols of Welsh life, working in 3D to create sculptures of dragons and decorate love spoons. Both of these symbols are important to Welsh culture, the dragon appearing on the Welsh flag and the love spoon traditionally carved by lover. In creating versions of these traditional symbols, pupils necessarily needed to find out about the context and meanings of Welsh icons. They are encouraged to think beyond the obvious clichés. This is further underlined by the display of a dress using the colours of Wales, but made completely from recycled plastic bags. The pupil is using readily available materials to create a work of art which could be a comment on the need to reclaim materials which would otherwise become landfill. 

[image: D:\essay photos\3.jpg]


Another genre explored involves using local culture in the creation of concertina booklets which act as triptychs when displayed on the wall. These are explorations of the Afan Valley. Pupils have been out in their local community drawing landmarks which act as indexical signs of the area. Furthermore, pupils were encouraged to use earth and other found materials from the valley in the project. This encourages pupils to look again (Morley, 2014) and to find a pride in local culture and heritage (Gove, 2013). The display is a constant reminder of the Valley’s history and its worthiness as a subject for art. Through such work, pupils look again at their own environment and develop a stronger sense of their own culture and local area.

[image: D:\essay photos\4.jpg]
       



3:1b. Schemes of Work: A case-study of Aboriginal art	
	
	The SoW used by the Art Department often make reference to work from other cultures, the Day of the Dead is a good example. However, Year Seven’s study of Aboriginal Art offers interesting insight through a combination of experiential learning and modelling. Johnson, et al (2004) discuss how integrated studies of ethnic and other cultural groups contribute to pupil understanding of our pluralistic society. The Aboriginal Art syllabus contributes to Donaldson’s (2015) suggestion that as well as developing creative contributors, it is important to encourage pupils to be informed citizens who have a sense of the wider world. 

The SoW begins by introducing Aboriginal Art to the year 7 classes through the use of a PowerPoint presentation which outlines key facts of Aboriginal culture and displays the artefacts produced. The information is important so as to avoid pupils looking at Aboriginal art only through their own value-system and with Western attitudes. By feeding in information on history and the experiences of the Aboriginal people, pupils should have a greater understanding of the purpose and tradition of such art. This is in keeping with Garber’s (2015) plea that teachers do not introduce cultural artefacts without context or cultural reference. Pupils are expected to listen to the information, take notes and be able to apply the information to their work. This is a version of genre-based teaching, as outlined by Addison & Burgess (2015). The PowerPoint not only gives cultural references but provides models of Aboriginal patterning which will act as exemplar; pupils can adapt them for their own purposes. The first task for pupils is a research page; they are to compose a two-page spread within their sketch-books which will be filled with designs based on the art work and information they have seen so far. This includes looking independently at additional Aboriginal art work on postcards, as well as incorporating the information from the notes taken from the PowerPoint presentation. This research page uses aspects of experiential learning as pupils need to use their research in an investigation of the characteristics, purpose and context of Aboriginal Art. 

Pupils responded to the initial PowerPoint with curiosity and interest. Apart from past pupil work on the walls, they had not encountered Australian art before. In fact, a significant percentage (40%) had no knowledge of Aborigines. The methodology for deepening knowledge and understanding of the culture was to use a drip-drip effect whereby after the initial introduction, more information was fed to the class about Aborigine Art. The extra information took the form of video, postcards and recapping of facts already introduced. This reiteration is suggested by some educationists (Brigley, 2015) as a tool for retaining knowledge. The pupils were eager to provide information and to engage with dreamtime stories. Evidence of assimilation of the information can be seen in sketchbooks. What the sketchbooks show is that pupils have grasped some of the key features of Aboriginal culture. Pupil A’s notes are typical of class efforts for, as well as listing key points in written form, the pupil has incorporated the typical pointillism, symbolism and patterning common in Aboriginal Art. She has conveyed information, not only in words but in the graphic organization of the pages. Pupil B has been inspired to do independent study and includes symbols such as hands, lizards, the sun and the tree, none of which were referenced in class.  
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This SoW incorporates useful recapping tasks to ensure pupils understand the information they are receiving. This is checked through the use of a variety of tasks, designed to build on past information. One such task which pupils will undertake is to look at the importance of symbols within Aboriginal Art. Through the SoW pupils learn some of the tools of critical thinking which Johnson, et al (2004) consider most important in investigating art. Symbolism is explored as a key element in Aboriginal Art but it is also key in studying all representation. In this context, the reasons behind why symbols are used is explored so that pupils begin to develop knowledge on what such signs represent. Once pupils have practiced drawing these traditional symbols, they are asked to develop more contemporary symbols based on aspects of their own lives. Without such probing of the Aboriginal patterns, the pupils might be inclined to fall back on stereotypes.

Pupils are encouraged to develop subject specific skills used in Aboriginal art such as pointillism through the use of acrylic paint. Using an animal stencil in the centre of their paper pupils create multiple pathways, a common characteristic in Aboriginal Art, using tools such as cocktail sticks, straws and cotton buds to create pointillism effects. The development process is made clear in the next step of drawing versions of the same animal in sketchbooks and to create designs. Animals are filled with the patterns studied within this particular culture. Colours used are of earth, black and white. Pupils are expected to critique each design and choose the most interesting to add to their paintings. This process would be mere instruction and would fall into the trap that Garber (2015) has suggested of simply imitating without thought, if the context and purpose of the art had not been already outlined. Slavin (2006) has pointed to the fact that pupils need to engage with these processes in order to better understand the creativity of the artists. Just as, the artist Kara Walker has used silhouettes for pupils to explore slavery and thus gain greater understanding of American society, so transposing the symbolism and genre forms of Aboriginal art to a Welsh context creates deep resonances on both societies.  

One of the learning opportunities offered by the SoW is the study of symbols and the creation of personal iconography. Although the classes soon understood the symbols used in Aboriginal paintings, making their own symbols proved problematic for many. A significant number found it difficult to choose objects/emotions which were important to them. For teachers this was hard work as they questioned on hobbies, places of interest and pets, yet some pupils struggled to name any interests. This may be a sign of deprivation and lack of opportunity in the vicinity. 
	

       The final outcome of the SoW involves pupils either using the templates to include an animal or drawing one by freehand. They take elements from their previous designs and simplify them before adding them into the new animal. The outcomes of the SoW allow pupils to work in a variety of ways. Some produce rain sticks or boomerangs which are in keeping with Aboriginal culture. Another outcome is the production of class bunting showing their designs. This is a way of taking the designs and using them in a familiar context to enhance a Western classroom. Through making art, pupils have a hands-on experience of exploring symbolic language, a greater insight into another culture and what can be learnt from it. 

By examining typical end-products, it can be seen how the work on Aboriginal culture has influenced the work produced. A boomerang was produced by Pupil C. The main colours chosen are reminiscent of earth, and the use of pointillism has been skillfully applied. A pleasing aspect is the bursts of star/flowers which give life to the painting and acknowledges Aborigine symbolism. Similarly, the rain-stick designs show awareness of the generic characteristics of Aborigine Art. Pupil D uses typical shades, symbolism and style of representation. The designs are striking with their vivid colours and authentic depiction of creatures and natural objects, such as insects and leaves. Those working on bunting have not yet completed their work, but even in draft, it is possible to see how pupils are experimenting with generic characteristics through the use of colour, patterning and in the incomplete examples of Pupils E and F, the process of laying out grids for patterning to be administered. 
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	How successful the information about context and culture is in enhancing learning is difficult to measure in terms of final outcomes. However, an attitudinal test formed part of final evaluation and at least indicates how pupils see the impact of background information. 
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 	Interestingly, the majority of pupils found knowledge of Aboriginal culture useful in creating their own work and no pupil found it of no help at all. Similarly, a majority thought that their study had given them a greater appreciation of Aboriginal Art. Where pupils were more divided was in measuring their enjoyment of studying other cultures at all. This may be because the pupils lead very sheltered lives where they rarely venture out of the Valley and so other cultures may seem alien to them which according to Harland, et al (2000) is an even more important reason for them to be exposed to art from the rest of the world. There are no pupils in the year seven who have any link with another culture so it is critical that they encounter art from another culture. Pupils were more confused about working in another genre or medium with 38% below the mean. This could be because of the school’s situation, they lacked the imagination or confidence to consider working in areas of which they had no experience, but it does point to a lack of opportunity to experiment with different forms of art. 
		







































4.0 Limitations 
	

	Clearly, the school uses its own environment and resources to explore Valley culture. The school’s status as one marked for closure, makes it difficult for it to take on new projects. But in an ideal world this work could be further developed through visiting artists, using funding from such initiatives as the Creative School’s programme. This would further enhance pupils’ awareness of artists working in Wales. Although trips to museums and art galleries are difficult in the present climate of finance, one idea put forward by Harland, et al (2000) is to create a gallery in the school itself or its surrounding village in order to accustom pupils to gallery etiquette and to promote the work of pupils and ex-pupils. This has been successfully done in schools such as Porthcawl Comprehensive but is needed even more in Valley schools where gallery visits, outside of school trips, are almost non-existent. For example, Harland et al (2000) cites an occasion when children visiting the Tate were told off by the guide for not answering questions, but he was mortified when it was explained to him that this was the pupil’s first visit out of his village. Again, it is clear that simply providing cultural experiences is too passive and that children need to be properly prepared for such events. Opening its own gallery would help children have a sense of how to behave and knowledge of a gallery’s function. 


	One area which is not covered by the SoW but which is outlined by Davenport (2015) is that of global technologies in creating cultures and the tools for learning such technologies represent. The Head of Department was well aware of apps and various software with which pupils can now create artwork in digital forms, thus preparing them for the world of work. The lack of access to technology at Cymer Afan hinders the possibility of such work. In a different setting, pupils could undertake their own research on Aboriginal Art and could even have contact with an Australian school, making the experience more real for them. However, that is something which could be developed in the future. The Head of Department talked about how in the past the school had made links with a school in Dubai through Connecting Classrooms. Some of the limitations to the schemes of work stem from the situation of a school marked for closure. Because of this, there are no opportunities for pupils to work in clay, graphics or textiles. The importance of opportunities to experiment with different art forms holds back some pupils from doing their best work. Whereas, in other, better equipped schools, pupils can produce digital art and kiln work, the key stage three pupils of Cymer Afan are restricted to pencil and paint. This does not stop them from producing interesting work, but they may not be working in their best medium. 


 Freedman and Stuhr (1998) have pointed to the fact that global, visual culture is created through ‘commodification’ and then sold on an international level. One way of dealing with a lack of technology would be to look at how Aboriginal Art has been used in fashion or advertising. Designers Laura and Kate Mulleavy came under fire in 2012 when they used prints based on Aboriginal art for their fashion show. They defended themselves saying that they had been inspired by the art and held a license from the Aboriginal Council to use the images. Nonetheless, the fashion caused controversy and would be an interesting addition to the SoW. Such a study would allow pupils to see how ethnic art has been appropriated and to consider the implications of that, and whether that is exploitation or exposure. According to The NAME these are important issues in advancing social justice for all pupils. They argue that it is necessary to learn about and engage in global art without misrepresenting and devaluing social groups. This is good counsel for teachers as we need to continue reflecting about the ways in which art from non-Western cultures are introduced ways in which a class can debate whether the fashion has negative effects because it disenfranchises the original culture or positive effects because the art is given a new global significance. Such thinking illustrates to pupils the complexity of cultural referencing.  
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One limiting factor in the Aborigine project was the over-excitement of pupils in practical tasks which meant that sometimes their first efforts lacked precision. Their keenness has sometimes hindered their progress as they sometimes worked too quickly when a more careful, meticulous approach would have resulted in more accurate painting. Although called upon at the start of each lesson to take time and care over work, they have found it difficult to control enthusiasm. One way of minimising this disruption could be the use of silence and mindfulness. A voiced meditation (Brigley, 2016) based on a ‘Dreamtime’ story could be useful in creating the right atmosphere. 

Applying symbolism to their own lives proved difficult for a significant minority. Even when objects were chosen to represent them such as an X box, pupils struggled to think of the object symbolically. Understanding symbolism in Aboriginal Art did not transfer to some pupils’ own creations. How things are represented goes to heart of understanding culture. It is a complex and conceptual idea. This might be best addressed by constructing a game, part Taboo and part Articulate. The idea would be to give pupils cards with names of objects that others must guess from drawn clues. The drawings could not be of the object, thus forcing the pupils to make associations with key symbols. This is important because representation is not only a key concept in art but an important concept for understanding how cultures are constructed. Furthermore, such understanding helps with an appreciation of a range of genres such as Expressionism, Surrealism and Abstract art. 



5.0 Conclusion:

If art is to contribute to Donaldson’s (2015) purposes of education, then it needs to make reference to a wide range of artistic genres and cultures. The present climate privileges ‘learning to’ over ‘learning about’. Art teachers (and all subject teachers) will need to be less concerned about subject knowledge and more centred on the skills, application and development of the subject, and how those skills transfer to other areas of education. Art clearly contributes to the development of creative contributors but through a variety of generic and cultural references, art can contribute to the development of pupils who are informed citizens of Wales and the world. Because Wales is a nation with its own educational system, art can aid pupils in developing knowledge about their culture and community. The Head of Art at Cymer Afan commented that pupils at the school are able to draw inspiration from Welsh artists and transfer their ideas between a variety of genres and that this is important for their sense of themselves.

The programme of work on Aboriginal Art is typical of how a SoW based on another culture has enabled pupils to gain a greater understanding of non-Western art. Clearly, the pupils themselves believe that the project has enhanced their understanding of the skills needed to create such art. Their comments in evaluation show that learning about the history and culture of Australia has given them a greater insight into that specific society but has made them aware of a wider world. Their starting point was very low as some of them could not even locate Australia on a world map. MAT pupils were able to talk about the stories of how the snake lost its legs or how the kangaroo got its pouch and enjoyed how the story tellers solved those questions with imagination and creative thinking. A few pupils found it hard to connect to the stories because they lacked a creative imagination and were un-used to thinking in such a way. A future possibility to help this difficulty might be to work with the English department on creating imaginative answers to set questions. This could link the Aboriginal stories with Kipling’s Just So Stories. This suggests further avenues for fruitful collaboration between departments. 

Within the Aboriginal project there are many opportunities for pupils to work in different genres. During the SoW pupils produce graphic organisers, sketches, pointillism, pattern design and the production of boomerangs, rain sticks and bunting. Through linking cultural references with generic ones the department offers both choice and a range of opportunities for developing skills. Apart from this project, just a cursory glance around the classroom shows evidence of a range of genres studied by pupils in the school including specific exemplar which Addison & Burgess (2000) define as a characteristic of the genre based approach. There are also examples which fulfil the wider definition of referring to the study of movements in art such as Abstract art and Surrealism. Access to a range of genre and cultural referencing has enabled pupils to realise that art does not need to be realistic and that the subject offers many opportunities for creative thinking, expression and experimentation. Such an approach offers a more effective art education as a range of traits can be developed including, curiosity, persistence, imagination, discipline and collaboration, all of which are cited by the Arts Council of Wales as qualities needed across the curriculum. Collaboration is particularly important as Hattie (2012) has pointed out its dynamic effect on motivation and achievement. Slavin (2006) sees such co-operation as important in creating the empathy needed to respect work from a range of people and cultures. This is a strong element in the Art Department and helps develop a climate of critical thinking and debate which are seen by Sleeter and Grant (2007) as helping pupils become more open-minded.

A wider range of artistic genres and cultural references are necessary for a more effective art education in the 21st century. Having a sense of context and the cultural determinants which give life to a work of art deepens understanding of the artefact, but also gives insight into the role of art within a culture. It is a truism of art teaching that if pupils think that they are poor at art, it is probably because they have not found the right form or genre to help express ideas and feelings. This is why it is so important that pupils have access to a range of genres and cultural references. The challenges of living in a global culture need to be addressed in art lessons so that pupils have a better understanding of the purposes, audiences and forms of art throughout the world. Art has made increasing links with photography, video and digital content as well as crossing disciplinary boundaries, as Buffington (2013) has pointed out. 

 Such studies can bring deeper understanding of what art is and how it helps define and critically question cultures. Most importantly, it is only through encountering a range of genres and cultural references that pupils can be informed citizens of the world with a clear sense of identity. Donaldson (2015) believes that this is crucial for the health of individuals and the health of the nation. 

	In conclusion, offering a wider range of opportunities could include:
· exploration of Welsh culture and heritage, and pupils’ own identities;
· chances to work with other areas of learning and experience including humanities and language, literacy and communication;
· better understanding of art’s methods, purposes and audiences;
· opportunities to experiment with different methods to find their own style;
· creation of global citizens with open minds and critical thinking who can understand non-Western as well as Western art;
· greater appreciation of our multicultural society;
· moving away from an emphasis on traditional fine arts towards a broader range of visual arts.

These opportunities are very much in-keeping with Donaldson’s (2015) suggestions for a broader, more skills-based curriculum. A more effective art education in the twenty-first century demands a wider range of genre and cultural references.
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