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Abstract 

This study explores the impacts of New York City public elementary school 5th graders’ 

goal-setting on their artmaking practice. Focusing on students’ thinking about their artmaking, 

this qualitative study was conducted through observations of an entire class of 29 students. Five 

focus students were randomly selected for document reviews and interviews. Literature analysis 

considers the current status of art in NYC public schools and aspects of formative assessment in 

the context of art learning. While art as a discipline is relegated to the outskirts of public school 

students’ education, this paper supports the centralization of visual art as vital practice. This 

research also examines the relationships between artmaking and persistence, personalization and 

the development of student learning, and goal-setting and student engagement. Findings reveal 

that students who set goals reinforced through peer discussion are able personalize their learning 

experience and self-assess their progress. Students goals serve as formative assessment in a 

collaborative assessment system with attention to the developmental stage of 5th graders. 

Finally, Amount of class time and proximity to the teacher are among the major factors that can 

support student’s critical and divergent thinking through making art. 

Keywords: Art Education, Assessment, Critical Thinking, Artmaking  
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Artmaking Goals: A Study of NYC Public Elementary School 5th Grade Students 

 

Introduction 

I’m an art educator who has taught in afterschool programs and museums since 2011. 

Now as I am preparing to enter New York City’s Department of Education as a public school 

visual arts teacher, I am concerned with the aspect of assessing students in the classroom. As a 

current student teacher in a public elementary school, I am constantly adjusting my teaching to 

meet students various needs. During this process, I observe and talk with students to uncover 

where they are in their learning and how I can support them in their thinking about their art and 

making of their art. If a student is not expressing interest or unable to progress forwards in their 

artmaking process, I adjust my methods, sometimes rephrasing my questions or directions in 

order to help comprehension or encourage thinking and action in their artmaking.  

In the field of education, summative assessment often appears as a culminating measure 

of student success through standardized evaluations. Formative assessment is ongoing and takes 

place throughout the lesson and the artmaking process. I’m interested in the latter type of 

assessment for its flexibility and immediacy in the classroom. 

 

Why art? 

In New York City public elementary schools, visual art—when it is offered—is usually a 

once week special class, providing students with a maximum of three to four 45 minute sessions 

per month throughout the 10-month school year. Of each of the 45 minute sessions, often only 
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half are devoted to actual artmaking time with the remaining time for instruction or transitions. 

Elementary students as a whole receive very little in-school time devoted solely to the practice of 

art. According to a report by the New York City Comptroller (2018), 232 elementary schools 

--38%-- lack a full-time certified arts teacher. The NYC Comptroller (2018) adds that “figures 

from the NYC Department of Education Annual Arts in Schools Reports show a 47 percent 

decline in spending to hire arts and cultural organizations to provide educational services for 

students, and an even steeper decline in spending on arts supplies and equipment” (State of the 

Arts, 2018, unpaginated). While supplementary, temporary arts programming from outside 

organizations is decreasing, what is even more alarming is that schools have less support for 

sustained, permanent art classes for their students. Art is known to be beneficial on so many 

levels, yet its presence in schools is increasingly threatened. 

A 5th grade student recently asked me: “How important do you think art is?” I replied 

confidently: “It’s the most important thing you can do because it is what makes us human.” 

Agreeing she comments: “Oh, it makes us unique”. After some conversation about the topic, I 

pose the question back to her and she responds with weighted thought: “I think… that it helps us 

make sense of the world”. This short interaction is just one of many that reveal the power of art 

for young learners. I have frequently observed students discovering new aspects of themselves, 

their abilities, and understandings of the world around them. Through this study I hope to 

uncover some of the impacts on 5th grade students’ thinking about their artmaking process. 

At an out-of-school art class, a social worker who was friendly with me visited the art 

room. Seeing the various paintings and drawings on paper, she asked me: “So what is it exactly 
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that you teach? Is it arts and crafts?” Unsure of her reasons for asking, or the correct response, I 

explained that drawing and painting were the main components of the classes I taught at that 

location. Unsatisfied with my answer she got more specific: “Do you teach language arts, as in 

writing?” Perhaps she noticed some of the artist quotes that were posted high up on the walls, or 

that some students artworks included self-belief statements utilizing typography and handwritten 

text, giving her the idea that writing could be a focus of my classes. While writing may 

sometimes be a component of the art room, the artmaking is usually at the core of learning 

objectives. This conversation has also been commonplace. It demonstrated to me that the 

distinction between art and other subjects is not entirely clear, and sometimes ill defined to those 

who are unfamiliar with the practice of visual arts to encompass skill development and many 

types of thinking. My study will consider goal-setting as a phase in the artmaking process, 

revealing its impacts to teachers and others who are interested in formative assessment of the 

visual arts.  

 

Assessment in the arts: measuring success 

When speaking with other adults who also work with children, I am often asked similar 

questions to the one the aforementioned social worker posed. The scope of art education seems 

to be ill defined in the public eye. According to public opinion polls conducted by the Americans 

for the Arts (2016), 90% of people surveyed believe that the arts are important for Kindergarten 

-12th grade students, yet less than 30% of people believe that their communities are receiving the 

necessary arts education. There is a disparity in how vital the arts are, yet how much actual 
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support art education receives. The arts are everywhere: museums, movies, festivals, and more. 

We experience the arts on a large scale, however students are not being taught that art is 

personally accessible and vital through the very structuring of the educational system. Art classes 

are placed in the periphery, as a supplement, and are often the first to be cut when funds are low. 

Students who require extra services such as speech and language or counseling will generally be 

pulled from their art class to receive them. If we believe that the arts are important for K-12 

students, we must show them that it is important before another generation is pushed into the 

world without adequate experience making art.  

Diving deeper into this notion is the question: how does education place value in the arts? 

And how does education place value on “core” academic studies? And when folks who agree 

with the goals of art education encounter the idea of an art class among the subjects of Math, 

Science, and English Language Arts, they wonder how it is possible to assign grades to students. 

The issue of subjectivity appears with questions such as: how do you know if a child’s artwork is 

good or bad? To that I answer, it’s time we move beyond the binary of good or bad art. That is a 

problematic and faulty tool which to measure student work. Instead we should consider, 

similarly to how writing may be assessed, does the student make informed choices? Understand 

the tools and conventions in which to engage in their process or making? What are the ways the 

student applied their knowledge to approach learning objectives? And lastly, what is the student 

learning? 

What are our goals in educating children? In art it is often to build creative thinking and 

artmaking skills, as these go hand in hand. I have found that in my own practice as an artist, I am 
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most successful when I have clearly articulated goals for myself. Whether that is a deadline that I 

must meet, an understanding of the materials I wish to work in, or a concept as a point of 

departure. When I begin a new painting or project, I usually have a creative vision that starts 

with a sketch or ideas scrawled in stream of consciousness writing. Other times I might verbalize 

my ideas or plans to a confidante. Recently, an artist and friend showed me a series of charcoal 

drawings she was in the process of working on and explained that she had started to approach 

this series in previous years however a lack of goals slowed her down. With upcoming exhibition 

and residency application deadlines in sight, she is now determined to complete her series. As 

artists, we are able to use goals to self-assess how we are doing as we go along. 

For some 5th grade elementary students, the thinking process prior to creating or 

beginning creating the artwork may be brief and come easily, while for others it may be daunting 

and fraught with anxiety. Through my experiences as an educator, I find that it is necessary to 

recognize this moment in the process of artmaking. Recognize where ideas emerge from, 

whether it is impulse and imagination, or derived from experiences or surrounding environments. 

For 5th graders who are about to enter middle school and are caught between childhood and 

adolescence, understanding their own thought processes in artmaking can be beneficial to their 

overall growth as a young person. In my experience working with young students, I have noticed 

that by the time students are 9, 10 or 11 years old, they have determined for themselves if they 

are able to be creative or not, artists or non-artists. They can be highly judgemental of 

themselves. At this critical juncture in their development, self-assessment is inherent and can be 

built into their classroom learning to support their thinking.  
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My research focuses on the impact of goal-setting on students’ artmaking process. I’m 

interested in highlighting the motivations students have and the artmaking that is generated from 

their goals. My hope is that this exploratory research shines light on the thinking process that 

occurs before and during students’ artmaking process through analyzing their writing about their 

artwork. I used this type of formative assessment in a NYC Department of Education Public 

Elementary School art classroom where students attend on a weekly basis. I co-taught with the 

classroom teacher before, during, and after conducting my research to minimize any disruptions 

to the students learning process. The question guiding my research was: How does setting goals 

as formative assessment impact 5th grade students’ thinking about their artmaking 

process? 

 

 

Literature Review 

Introduction 

This literature review will explore the academic conversation concerning aspects of 

formative assessment in the context of art learning. A central question framing this research is: 

How do teachers approach and support student learning through art education? To address this 

question, I will examine discourses on assessment in New York City public schools, the position 

of art in public schools, the practice of goal-setting, the relationship of artmaking and 

persistence, and finally, the gaps present in current research. 

 



 

ARTMAKING GOALS         10 

 

Assessment, Art & Schools 

 In order to provide proof of value, current education systems rely on standardized 

testing: high-stakes summative assessments. Brown University professor of education Carl 

Kaestle (2013) summarizes this issue: 

[T]he present testing practices have powerful support because standardized test 

scores have become a metric for what a good education is, and thus their 

usefulness in placement, accountability and program evaluation. They are 

powerful because standardized, multiple-choice tests are less costly and more 

efficient compared to the more complex, more subjective and higher-level 

assessments. (p. 47-48) 

Standardized testing for core subjects reinforces the quality and importance of those subjects, 

securing their place at the top and center of schools. The New York City Department of 

Education (NYC DOE) (2018) conducts Yearly Testing to measure Student Achievement in 

English Language Arts, Science, and Math from grades 3 through 8, creating individual student 

reports for parents and guardians and citywide publicly available reports of results sorted by 

ethnicity, economic status, gender and Disabilities [web log post]. It is not evident what results 

from public access to these reports. The results from these high-stakes, standardized assessments 

are made publicly available online to represent the quality of the school in the NYC DOE School 

Quality Reports (2018) which “present information about each school’s learning environment 

and performance results” [web log post]. The quality of a school and student performance is 

represented through the results of these summative assessments. This impacts the standing of the 
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arts greatly. As a result of standardized testing for core subjects, the arts are extraneous. The 

NYC Comptroller (2012) recommends that schools provide arts programming through cultural 

partnerships” [web log post]. This further locates the arts in the outskirts of students’ education 

by supplying art programs through outside providers who are not integral to the individual 

school’s culture and system. Researcher Olivia Gude (2013) argues to “place the field of art 

education in a central position in school transformation because of art education’s potential to 

integrate art into the core mission of truly successful schools” (2013, p. 14). Centralizing art in 

schools would require schools to hold art in regard as a core subject. This suggestion may require 

assessment to occupy a more prominent role in proving the value of art education. However, 

almost two decades ago, educator Elliot Eisner (1999) cautioned us on the pitfalls of 

standardizing assessment in the arts: 

All the testing in the world will not improve the quality of education in the visual arts. 

We must look deeper. The performance of our students on the assessment often confirms 

what we have long known. We need to make changes in how we educate… In short, 

genuine educational improvement requires more than paying attention to test scores and 

to state or national policies; it requires changes in the culture and structures of schools. 

(p. 20) 

While these statements were made over a decade ago, they are resoundingly relevant today. 

School structures remain similar if not the same in the way they assess student performance 

through standardized testing. Karen Heid (2016) updates us with a more recent review of the 

National Assessment of Educational Progress, 
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The arts are only valued at the policy, and funding, levels to the degree to which efforts 

are made to intentionally and systematically assess performances in the arts. In this day 

of high stakes assessment and measurement-obsession, it can be affirmed that if it is 

valued, it is assessed… Assessing student performance is important, of course. Visual 

arts programs are also important for their own purpose but sometimes their contributions 

escape simple assessments inherent in some measurements. Certainly, trying to measure a 

fundamentally aesthetic experience may be wrong, inaccurate, if not unjust. (p. 84-85) 

It is clear that visual arts are difficult to measure in the same manner that math, science and 

English Language Arts are accepted as quantifiable disciplines. Educators in the arts are not free 

from assessing their students. While the arts are not assessed with the same approach that other 

subjects are, art teachers and school administrators continuously look at assessments in order to 

evaluate teacher effectiveness and student performance. Professor of Art Education Leslie Gates 

(2017) explains that “rubrics are traditionally used in performance assessments… are broadly 

applicable… provide an opportunity for an educator to be transparent about her expectations, and 

encourage student self-reflection” (p. 26). Rubrics are often written by teachers to work towards 

objectivity in the assessment process. Researchers Heidi Andrade, Janna Hefferen, and Maria 

Palma (2014) indicate that “ongoing, informal feedback from the teacher and from the students 

themselves can deepen students’ understanding of important concepts and skills” (p. 34). It is 

clear that assessment in the arts simply looks different than other subjects. Through the arts, 

other disciplines in education may follow suit. Andrade et al.’s (2014) study found a “welcome 

consequence of this work is that teachers have found themselves in new roles in their schools: 
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They have been identified as leaders in instructional practices because of their expertise in 

assessment and collaborative inquiry” (p. 40). Activists and Teachers Rosie Frascella and Emily 

Giles (2014) emphasize that,  

Without the externally imposed “standards” of the tests driving our curriculum, we will 

teach to much higher expectations: our own. And to meet them we need so many 

things--smaller classes, more space, native language support for more than thirty 

languages spoken by our students, more teachers, more art, more time to plan 

interdisciplinary projects, more guidance counselors, and the list goes on. (p. 132) 

Editor of “More Than a Score: The New Uprising Against High-Stakes Testing”, Jesse Hagopian 

comments, “we need to reorganize our schools, rethink what the purpose of school is, and 

develop better forms of assessment” (2014, p. 280). In an article titled “Asinine Assessment: 

Why High-Stakes Testing Is Bad for Everyone, Including English Teachers”, Teachers Wayne 

Au and Karen Gourd (2013) report, “high-stakes tests are asinine. They are rooted in racism and 

classism” (p. 18), and recommend that teachers “use instructional strategies that inspire 

enthusiasm, creativity, and higher order thinking for teachers and students” (p. 19). 

Coincidentally, visual art teachers are accustomed to this very work. 

 

Formative Assessment & Visual Art 

Ongoing assessment in the art classroom is often student centered, collaborative, and 

exploratory (Andrade, Hefferen, & Palma, 2014; Chen, Lui, Andrade, Valle, & Mir, 2017). 

Supported by a U.S. Department of Education grant, researchers Andrade, Hefferen, and Palma 
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found that their Artful Learning Communities project “helped students see how to learn from 

themselves and each other via self- and peer-assessment, thereby increasing their engagement in 

and learning about making art” (Andrade et al., 2014, p. 40). The support of students’ self 

assessment and self-monitoring becomes evident with students in the “social art room” 

(Ivashkevich, 2012, p.44). An Indiana high school art educator Barbara Henrikson Andrews, 

(2010) explains that “assessing is now an ongoing, almost seamless element of the classroom 

experience… [and uses] a multi-faceted approach for assessment, looking at student-portfolios, 

research, anecdotal records (sketchbooks and journals), presentations, art projects, student 

self-evaluations, and assessment of time on task in class” (p. 45). United Arab Emirates 

University education professor Mehmet Buldu (2010) adds that “assessment involves more than 

just an evaluation of what a child knows; it addresses learning processes as well as products… 

pedagogical documentation as a formative assessment technique can be considered a viable 

alternative to traditional standardised assessment techniques…” (p. 1449). Chen et al. (2017) 

argue that “student learning in the arts is measurably deepened when students know what counts, 

receive feedback from their teachers, themselves, and each other, and have opportunities to 

revise” (p.308). Gates (2017) stresses that “art educators can and should engage in the difficult 

task of creating assessment instruments to assess some of the subjective aspects of art that are 

central to learning in our discipline. By failing to do this work, we risk surrendering key aspects 

of our discipline to the regimes of standardization and accountability” (p. 28). It is evident that 

when the arts are assessed, they must done so through portfolio based assessments. Assessment 

in the arts proves to be most successful when it includes ongoing and formative assessments 
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rather than wholly summative, formal assessments. In developing an assessment system , 

researchers found that teachers were allowed to perfect their methods, become more focused, and 

refocus their instruction, and ultimately increasing the achievement of their students (Mastrorilli, 

Harnett, Zhu, 2014, p. 12). Assessment systems which are collaborative, especially with the use 

of rubrics which can be personalized to goals of both the teacher and the student support learning 

to which ultimately is why we are here. 

 

Pedagogy, Goals & Growth 

 An essential component of many artists’ practices, goal-setting can be found in existing 

art education research termed as: articulating artistic visions (Andrews, 2010; Rosenfeld et.al, 

2014) and conceptualization (Chin, 2013; Efland, 2004). Research suggests that art educators 

should be relating the classroom learning of art to contemporary artistic practices (Gude, 2013, p. 

8), emphasizing this stage in the artistic process for students’ artmaking.  

To provide students with opportunities for success in their learning, teachers must be 

familiar with cognitive learning theories and habits of mind. Writer bell hooks’ (2010) remarks 

that “Engaged pedagogy emphasizes mutual participation because it is the movement of ideas, 

exchanged by everyone, that forges a meaningful working relationship between everyone in the 

classroom” (p. 21). Engaged pedagogy requires teachers to take the plunge into self-actualization 

in order for students to be willing, open learners, involving a critical awareness, supporting 

students to be propellers of their own learning. The growth and development of 5th grade 

students hinges on their own commitment to their learning. Paolo Freire's critical pedagogy 
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requires students and teachers to “become jointly responsible for a process in which all grow” 

(Freire, Ramos, Macedo, 2012, p.80). When students are not viewed as receiving objects, and 

rather as voices to be heard, a sense of positive growth is be established. Lisa D. Delpit (2014) 

asserts that “...nothing can replace listening to what people have to say about themselves… I 

must listen without editorializing and ask questions to find common space” (p. 198). Teachers 

are voices and figures of authority in the classroom hierarchy, and will need to provide 

opportunities for students voices to be amplified. When a teacher not only listens, but hears her 

students, learning can occur. This critical awareness of students is vital in promoting growth in 

learning. Delpit (2014) summates, 

“What do you know?” Is the question we have to learn to ask. This is the question that 

will allow us to begin to see all that is invisible in the child before us. This is the question 

that will allow us to begin, with courage, humility, and cultural sensitivity the right 

educational journey… We cannot accomplish our personal goals without also devoting 

attention to how to attain these goals within the institutions that so govern our ability to 

achieve them. (p. 200-201) 

Through this careful listening, students can grow and evolve in their learning. Both teachers and 

students can work towards goals when realizing limitations of their surroundings. Students can 

become drivers of their learning. Lastly, Delpit (2014) recommends that teachers “in K-12 

schools, are charged with preparing the minds and hearts of these who will inherit the earth… 

through our teaching we must not only provide technical knowledge, but we must also assure 

that we fill our students’ hearts and minds with the potential for envisioning a future better than 
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we ourselves can even imagine” (p.201). Teachers are tasked with a role much larger than simply 

facilitating understanding of subject content, and learning must take place with awareness of the 

context of the communities that students are part of. Assessment systems that take into account 

personal goals in relation to academic goals will hold more significant meaning for students and 

further their learning. 

 

Artmaking, Thinking & Persistence 

Critical thinking is a major component of art learning (hooks, 2010; Housen, 2002; Pitri, 

2013; Nilson, Fetherston, McMurray, Fetherston, 2013). In a study titled “Aesthetic Thought, 

Critical Thinking and Transfer”, researcher Abigail Housen (2002) found that art on its own 

provides students with the space to pursue development of critical thinking, and thus there is no 

need to justify art through means of critical thinking transferring into other subjects. Since art 

helps to develop critical thinking, it is vital for students to engage in art learning for this very 

purpose. It has been well established that the study of art is both a worthy and demanding 

discipline. A prominent voice in the field, the late professor Arthur Efland (1993) wrote that “the 

arts are comprised of a series of specific domains of knowledge and practice. Learning them well 

requires effort and commitment” (p.114) While the practice of making visual art may still seem 

frivolous to some, the voice of Efland reminds us that in actuality it has been long studied to be a 

thoughtful discipline.  

The act of intention is vital in educational philosopher Paolo Freire’s problem-posing 

education. Students and teachers must be well-informed in order to produce new ideas. Freire 
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writes, “Problem-posing education, responding to the essence of consciousness -- intentionality 

rejects comminiques and embodies communication… liberating education consists in acts of 

cognition, not transferrals of information” (Freire, Ramos, Macedo, 2012, p.70) Freire’s 

“authentic person” is one who reflects on their ideals as well as acts upon those ideas in the 

world. The acting upon ideas can be found in the artmaking process. The intentionality can be 

found in the goal-setting stage where students take the helm in their own quest for knowledge, 

engaging in an inquiry, posing problems in artmaking. Students can invent the solution to their 

own problems and continue re-inventing as “their response to the challenge evokes new 

challenges, followed by new understandings; and come to regard themselves as committed” 

(Freire, Ramos, Macedo, 2012, p.81). This cyclical process of thought combined with the 

practice of creating is driven by the artist and his/her ideas. Students become accustomed to the 

process of reaching their next goal, meanwhile learning persistence. Thus, if students plan or set 

goals, they may be able to envision their own achievements. According to philosopher John 

Dewey (1997),  

Mere foresight, even if it takes the form of accurate prediction, is not, of course, enough. 

The intellectual anticipation, the idea of consequences, must blend with desire and 

impulse to acquire moving force. It then gives direction to what otherwise is blind, while 

desire gives ideas impetus and momentum. An idea then becomes a plan in and for an 

activity to be carried out. (p. 69) 
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To carry out plans, students must be persistent on their own accord. In her writing about 

pedagogical practice, philosopher bell hooks emphasizes that critical thinking is fundamental in 

learning and vital for building towards success:  

Students do not become critical thinkers overnight. First they must learn to embrace the 

joy and power of thinking itself. Engaged pedagogy is a teaching strategy that aims to 

restore students’ will to think , and their will to be fully self-actualized. The central focus 

of engaged pedagogy is to enable students to think critically. (hooks, 2010, p. 8) 

While teachers provide instruction, they must also set up opportunities for students to find their 

own reasons for learning. Self-determination, like any other idea can not be disseminated 

through what Freire (2012) terms as banking education, but must be worked at by both teachers 

and students through engaged pedagogy (hooks, 2010), and built over time.  

The process of goal-setting can translate into persistence when students invent solutions 

as new problems arise. In a study of an art project with 5th and 6th graders, researcher Olga 

Ivashkevich (2012) focuses on the previously undermined competency and social culture of 

students and finds that students are capable of self-regulation in “a very noisy social art room: 

the sharing, the negotiating, the excitement, all created a lively and at times noisy environment 

that was nevertheless filled with inherent purpose and structure created by the students 

themselves” (p. 44). Art educator Barbara Henriksen Andrews (2010) supports this practice in 

her own classroom as well: “In my student-centered art room, writing, reflecting, and goal 

setting are essential… the student, not the teacher, generates ideas… I am here to guide their 
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path, not dictate it” (p. 42). Researchers and teachers can agree that provided with the 

appropriate opportunities, students can develop persistence and purpose in their artmaking. 

Goal-oriented learning can occur when students are engaged, and as evidenced in 

Ivashkevich’s (2012) study, when students can practice self-sufficiency, task distribution and 

negotiations in small groups, and listening to one another's’ ideas (Ivashkevich, 2012, p. 42-45). 

What can goal-setting look like in an art classroom? Christina Chin’s (2013) case study is of one 

elementary teacher who encourages students to speculate about the artists’ influences during 

artmaking, references contemporary artists’ conceptualization process as springboards for 

ideation” (p.28). When students learn that contemporary artists find ideas from their own lives 

prior to making their artwork, and cull these thoughts in order to begin an artwork, this reveals 

the artmaking process to students as related to their own process. Researchers Hathaway and 

Jaquith (2014) explain: 

[P]ersonalization invests students in their learning… where students devise their own 

paths to skills and knowledge. When teachers personalize learning students are more 

likely to reach for potential that may be overlooked or obstructed by standardized 

curriculum, which leaves little time for divergence and discovery. (p. 26) 

Self-direction and self-pacing are independent work habits that can develop in the art room, 

allowing students to take charge of their own learning, leading to divergent thinking and 

exploration of new ideas. 

As 5th grade students enter a new stage, personal responsibility begins to play a larger 

role, and ability to self-regulate (Ivashkevich, 2012) becomes a determinant in their life and 
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future successes. At a critical juncture in their education, 5th graders are in their culminating 

year of elementary school and preparing to enter secondary education. Researchers Oberle et al. 

write that in middle childhood, “adult support is crucial for emotional well-being” (2014, p. 309). 

hooks (1994) writes of well-being as an essential component of progressive, holistic education 

(p. 15). According to Ohio State University family education specialists Rachel A. Ozretich and 

Sally R. Bowman (2001), children aged 8-11 find a need to develop a sense of mastery and 

accomplishment with a frequent interest in making plans and achieving goals -- they also have a 

tendency to be disorganized and forgetful (unpaginated). The above literature indicates that at 

their developmental stage, 5th graders well-being and current life stage must be taken into 

account during their classroom learning. 

Beyond well-being, “the art studio is a natural place for revolutionary thinking to 

manifest” (Hathaway & Jaquith, 2014, p. 29). Through exploration and persistence in their 

artmaking, students can discover new ideas. When teachers consider developmental stages when 

crafting assessment systems, they will be better supporting their students capabilities to persist in 

their artmaking. 

 

Gaps in Current Literature 

Existing studies in art education offer researchers’ and teachers’ points of view (Andrade 

et al., 2014; Buldu, 2010), while few represent students’ perspectives (Andrews, 2010). Studies 

that do focus on goal-setting and the artmaking process, are limited case-studies on individuals in 
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early childhood (Kim, 2018; Pitri, 2013), or provide high school or college level perspectives 

(Andrews, 2010; Walker, 2004).  

The field of art education is well positioned to advance the movement in K-12 education 

for performance-based assessments, away from standardized testing. Well established with 

educators are the use of rubrics and self-assessments in the art classroom. As stated by Gates 

(2017), “Art educators are educated professionals. They have studied the teaching of art and have 

continued to learn with every year of experience” (p. 24). As long as art education remains 

peripheral in public school systems, art educators must remain fastidious in developing their 

students skills, creativity, and thinking through artmaking. Through repeated analysis of 

formative assessment systems in the arts, the value of art education and formative assessment for 

all disciplines will surely be disclosed to not only the general public but to changemakers in 

education. In art classrooms, formative assessment may appear as self-assessment for students. 

Rubrics can function for students as achievement goals. Additionally, students can set their own 

goals based on teacher provided learning goals.  

Although studies explore the work of art educators who engage in the process of 

conceptualization or visualization as well as design thinking, they fail to delve into thinking 

about the artmaking process and consider the appropriate child-developmental contexts. While it 

can be presumed that professional artists and designers who practice creativity on a daily basis 

may have informal and formal goals for their work, some may draw or write while others’ goals 

may exist as impulses turned plans in their mind-spaces. Researcher Olivia Gude (2013) 

advocates for art classrooms to model artmaking after practicing artists’ processes. This study 
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will look towards expanding the practice of in-school artmaking not only as a materials-based 

craft-centered generative process but to encompass the intellectual stage of conceptualization. 

Through examining the written and verbal responses of 5th graders in a public school setting in 

New York City, I will analyze the impact of goal-setting on students’ thinking about their 

artmaking process. 

 

 

Methodology 

Introduction 

To gather data on the impact of goal-setting on 5th grade students’ thinking about their 

artmaking processes, I needed to hear directly from the students themselves. Thus, I designed 

data collection tools that would be easily integrated into their classroom activities and would 

provide a constructive experience for the students. As both a student teacher and researcher, I 

designed a unit to fulfill the multiple requisites: my cooperating teacher’s requirements, the 

needs of the students, my own teaching philosophy and the parameters of this study. Up to the 

start of my study, I had spent two months in the classroom co-teaching, learning the procedures 

of my cooperating teacher, the policies of the school and getting to know the characters of the 

students as they were becoming accustomed to my presence and role in the art classroom. In 

addition to observing and working with students in the art classroom, I observed students in their 

homeroom class as well as math and science classes. I learned from the students and their 

teachers the learning supports that would benefit them in the classroom and the types of activities 
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I could incorporate as part of my research. At this point I had become a complete participant 

observer: I was fully engaged with the students (Creswell, 2013, p. 166). 

With the idea of goal-setting in mind, I set out to incorporate this into a series of art 

lessons. I reviewed related literature and found Chin’s (2013) study on students’ divergent 

thinking skills through conceptualization, which provided a backbone for my research design. 

However, it’s focus was centered on students’ speculations of established artists’ perspectives 

rather than developing students’ own conceptualizations for their artmaking. Other studies 

(Andrews, 2010; Andrade et al., 2014; Chen et al., 2017; Gude, 2013; Ivashkevich, 2012; Pitri, 

2013) also mentioned learning goals, conceptualization, planning or goal-setting as a component 

of formative assessment but failed to explore it as a key factor of their research. Gleaning 

portions of each of these studies, I developed the materials (appendixes A, B, C) to document my 

participant-observations and document reviews.  

I conducted a qualitative research study in order to answer the question: How does setting 

goals as formative assessment impact 5th grade students’ thinking about their artmaking process? 

According to researcher John W. Creswell (2013), we “conduct qualitative research because we 

need a complex, detailed understanding of the issue” (italics in the original, p. 48). 

Understanding the impact of goal-setting on thinking behind artmaking processes for elementary 

students can not only support art educators and art learning but can benefit the field public K-12 

education as a whole. Research especially in art education is sparse and desperately in need of 

the voices of the recipients: the students. In order to uncover particulars such as student thinking, 

Creswell (2013) continues, “this detail can only be established by talking directly to people… 
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and allowing them to tell the stories unencumbered by what we expect to find or what we have 

read in the literature” (p. 48). I spoke directly with 5th grade students, and collected samples of 

their writing to gather their perspectives in their own words. 

 

Participants  

At the NYC DOE public elementary school, most students reside in the surrounding 

neighborhood and arrived in the morning on foot, by bike or scooter from just a few blocks 

away. The demographics of the school indicate that the student body is 2% Asian, 3% Black, 

65% Latino, 26% White, with 9% English Language Learners and 23% Students with Special 

Needs. After graduating 5th grade, a majority of the students attend middle schools in the same 

neighborhood. (“PS 414, Brooklyn Arbor School”, 2018) 

The students selected for my study are in 5th grade and I chose this particular class for 

their wide range of abilities and learning needs. There is a range of achievement and engagement 

levels in the class. A few students have parents who are practicing artists, and one students’ 

artwork was accepted into the annual NYC Public School art show taking place at the 

Metropolitan Museum of Art.Of the 29 students, 12 students or 41% have individualized 

education plans (IEPs) detailing their particular learning challenges and strengths. These students 

in the class had a high level of distractibility and required additional time to process new 

information. Based on their IEPs and through conferencing with my cooperating teacher, 

conferencing with my students’ homeroom and special education teachers, and observing my 

students in their math and science classrooms, I was made aware of each students’ particular 
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learning needs and strengths. I gathered that all students in the class benefited from use of 

checklists and written information both in powerpoint projections as well as hand-outs. My 

instructional supports for informal and formal assessments were adapted to support all student 

learning with careful attention to 12 students with IEPs and their needs for additional processing 

time, difficulty self-advocating, high levels of distractibility, short attention spans, ADHD, 

difficulty organizing information and belongings, and low tolerance for frustration. I took into 

account the learning needs of students who were struggling readers, disliked school, struggled 

with time management, had low memory, and difficulty in social environments. Throughout each 

of the four lessons, I created opportunities for multi-modal responses, and encouraged students to 

engage in ways that they were comfortable with while still challenging students who were 

self-motivated and high achieving. Writing activities were organized in a zine booklet form to 

appeal to students and support those with difficulty organizing information. Struggling readers 

were supported by peers reading prompts aloud in small groups and with the entire class. 

Scaffolded, step by step instruction supported students with high levels of distractibility, ADHD, 

time management issues and low memory while providing opportunities for formative 

assessment by reviewing students progress at each juncture. Opportunities for students to share 

their verbal responses supported students with difficulty self-advocating, struggling readers, and 

the student with social issues. Incorporating student-choice throughout their learning was 

beneficial to all students. Leading up to this lesson, students had explored the use of imaginative 

and representational ideas in their artwork along with many elements and principles of art, so for 

this unit, I gave students the choice of what they would like to include in their prints beyond the 
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core techniques. They were also given the choice of incorporating a message or a narrative into 

their drawings and prints. Using a student centered, open theme allowed students to further their 

own interests and investment in their artmaking (Andrews 2010, p. 42; Hathaway & Jaquith, 

2014, unpaginated).  

 

The Lessons 

The series of four lessons I taught encompassed a printmaking unit divided into drawing, 

transferring, carving, and printing components. Throughout each lesson student set goals, 

discussed their artmaking with their peers and practiced new skills. The four learning objectives 

throughout each of the lessons in the printmaking unit were as follows: 

1. Students will learn to create a drawing with visual textures through mark making and 

compositional organization using foreground and background.  

2. Students will learn how to transfer their drawings onto linoleum blocks using tracing 

paper and graphite. 

3. Students will learn how to safely use a gouge tool to create a relief block for printmaking.  

4. Students will learn to create an edition of prints.  

The learning objectives followed New York Blueprint’s Standards for the Arts for 5th graders:  

● hone observation skills and discuss works of art;  

● develop visual arts vocabulary to describe art-making, the tools and techniques used to 

produce art, and the elements and principles of design;  

● read and write about art to reinforce literacy skills;  



 

ARTMAKING GOALS         28 

 

● interpret artwork by providing evidence to support assertions;  

● reflect on the process of making art.  

● begin sequential unit projects;  

● extend knowledge of art media and compositional and design elements;  

● choose new ways of using familiar tools and materials;  

● deepen imaginative capacities, observational and expressive skills.  

● recognize the societal, cultural, and historical significance of art;  

● connect the visual arts to other disciplines;  

● apply the skills and knowledge learned in visual arts to interpreting the world.  

The demographics of my students guided my selection of artists to include in my lessons. I chose 

artworks by Favianna Rodriguez, a self-identified queer Latina woman whose work centers 

around issues of immigration and social activism; and Elizabeth Catlett, a Black woman whose 

artwork focuses on highlighting the contributions of Black women throughout history. I knew 

these topics will resonate with my students because of their demonstrated interests in which their 

peers have recently and in the past migrated from, as well as their interest in discussing race in 

the classroom which I experienced on multiple occasions leading up to the printmaking unit. I 

wanted to provide my students with a social and cultural context of artists that are also interested 

in the same topics. This will validate their own experiences, their current conversations, and 

support the inclusion of these ideas in their art.  
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Setting 

This study took place in the classroom where I was placed as a student teacher for the 

completion of the requirements to obtain a certification to teach K-12 Visual Arts in New York 

State. My placement site was an elementary school with a sustainability focus located in the 

Williamsburg neighborhood of Brooklyn in New York City. As a zoned school, neighborhood 

families with young children may choose between this school or the early childhood school 

across the street. Children who attend the other school come to this school starting in 2nd grade. 

My school also has a magnet grant, allowing students from outside the area to apply to attend. 

The school was founded in 2012, replacing a school with low enrollment and poor performance. 

In addition to their art, physical education, and technology classes, all students attend weekly 

wellness and environmental sustainability classes. The school boasts of an on-site recycling 

center in the basement level with a materials depot for teachers and students to “shop” for 

materials to use in their classrooms. Each class is referred to tree names such as Chestnut, 

Juneberry and Spruce rather than numbers. 

 

 

Data Collection Instruments 

Observation and Informal Interviews 

For my data collection, I focused on a 5th grade class for four weeks. I was a 

participant-observer and afterwards reviewed video recordings of each of the once-weekly 45 

minute classes. I also conducted informal one-on-one interviews with students and analyzed their 
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written documents and artwork. To limit the scope of my study, I randomly selected 5 out of the 

29 students in the class by placing all their names from a seating chart into an envelope, and 

choosing 5 students at random. While these students were the ones whose voices were 

represented in my data, I applied my instruction and research methods to the class as a whole so 

as not to apply bias or reveal to the students which of them were under my spotlight.  

I was a participant observer in the role of a student teacher, and thus the video recordings 

provided a view of the classroom I was unable to have as an involved participant in the 

classroom. During my observations and review of video footage, I developed five categories of 

students engagement:  

1. Engaged in artmaking process throughout class,  

2. Demonstrates progress, maintaining self-motivation 

3. Refers to goals during artmaking 

4. Develops an artistic vision 

 My interviews occurred throughout lessons with students in order not to disrupt their 

artmaking and thinking process. As I interviewed each student during one-on-one conferencing 

sessions, the questions supported each students learning and relating to their artmaking and tasks 

at hand. Questions I asked included: What are your goals for today? How will you approach this 

goal? How will you accomplish this goal? What’s your first step? What’s next? How did you 

come up with this idea? I recorded majority of my notes from each informal interview after the 

class in order to not disrupt my instruction. 
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Document Review 

The documents I collected include surveys (appendix B) that I incorporated into zines so 

as not to appear daunting and an additional writing task for 5th grade students. The graphically 

organized surveys were simple and clear to guide students with IEPs in their learning and act as 

references to demonstrate their learning. The design of my surveys supported students who 

experience frustration easily, dislike school, have difficulty self-advocating as well as students 

with higher levels of focus and reading ability, providing them with new opportunities to practice 

use of art vocabulary and describing their artmaking process and goals in writing. The surveys, 

introduced as zines to the students included the following writing prompts: 

● My goal for today is… 

● Today’s to do list: (numbered 1, 2, 3) 

● Reflect: were you able to accomplish your goal today? Why or why not? 

These prompts were listed chronologically and students were given time before and after their 

artmaking time during each class to complete their responses. 

 

Data Analysis 

Each week I reviewed the students’ writing after class and looked for patterns and 

categories among the 27 students. I focused on the randomly selected 5 students and sorted their 

responses into categories. During my in-person and video recording observations, I analyzed 

how students were engaging with the goal-setting activity. 
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During the 1st week I asked students to show me their goals and steps before they began 

their artmaking for the day. I observed that a handful of students did not complete their goals and 

also did not engage in the artmaking. These same students couldn’t articulate what they were 

being asked to do, and remained on the rug throughout the time the other students were engaged 

in artmaking. Of the students engaged in artmaking, I observed some who referred back to their 

written goals during the class, and verbalizing their to do list to their nearby peers. When I 

consulted these students in one-on-one conversations, they would cheerfully and speedily rattle 

off the items in their to do list, keeping their attention towards their artwork, and remain at work. 

When I consulted students who had not written clear goals, some expressed disinterest or were 

despondent. 

I observed most students engaged in the artmaking process throughout the entire class, 

while some students were easily off-task or distracted by their peers. I developed a chart after the 

2nd week of observations to use in the 3rd and 4th weeks.  

Through this document review, I gathered that most students were setting goals and many 

of them had thought carefully about the goals, relating them personally and to the learning 

objectives. 
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Findings 

Introduction 

My findings resulted from the synthesis of observations, interviews, surveys, and 

document reviews. I expected to find clear connections between the students writing and their 

artwork. A surprising element was the amount of time I was able to allocate to encouraging 

students to set and reflect on their goals in writing. While many were able to articulate their goals 

verbally, most students skipped the writing component. As a result, many documents were left 

blank and I adjusted my teaching by asking students to verbalize goals instead in an effort to 

save time for their artmaking. 

 

Setting Goals & Sticking to Them 

In reviewing student writing from day 1, I found many documents fit into one category: 

most students wrote goals referring to completing of a step in the artmaking process. Students 

wrote goals which related directly to the learning objectives of the day. For example, Student A’s 

goals were “to fill the whole page” and Through review of this student’s artwork I could see that 

he completed a drawing of the kitchen in his home. I found that students who wrote a thoughtful 

idea in their goal-setting areas were more likely to compile the second portion of goal-setting: a 

to do list for the class period. Student A’s to do list read, “1. Draw it, 2. Draw details, 3. Finish 

the drawing”. He made use of whole page with an elevation view of the kitchen cabinets and 

counter area and utilized textured mark making to denote different surfaces and materials. 



 

ARTMAKING GOALS         34 

 

I learned that students who were both engaged in an artmaking process throughout the 

class were able to demonstrate progress, and were more likely to be self-motivated. These were 

the same students who referred to their goals at some point during the class. During a one-on-one 

conference with Student E, I asked her: “how’s it going?”, she responded enthusiastically “great! 

I’m on #2, adding detail”. I could see clearly that she had completed drawing the outline of her 

tree in the foreground and a fence in the background and was adding small ovals for leaves to her 

tree. In the end her drawing was incredibly detailed. 

Some students spent time setting written goals, but did not find time to reflect on their 

goals for the day. Through review of their artwork, I could tell that if they set their goals, they 

were able to act upon their goals, thereby accomplishing what they intended to do for the day. 

Student C included a subjective element, personalizing her goal: “to draw a picture, very 

neat and elegant”. Her to do list: “1. Draw a picture, 2. Add detail, 3. And make it neat”. Her 

drawings reveal a detailed depiction of a girl strolling on a sunny day.  

Those who were able to find time to reflect on their goals had differing results. Student D 

wrote: “No because it was very little time”, while Student E wrote: “It did work out because I 

managed my time well”. There was also disparity in their initial goals. Student D’s goal for the 

day was, “to put as much detail in the hair and very little in the face and the clouds in the 

background” and her to do list was “1. Make outlines, 2. Make face, 3. Make hair”. She had an 

ambitions drawing planned which may have been more than what was possible in the short time 

period allotted for the class. Student E’s goals for that same day were: “to make a detailed 

picture and manage my time well”, her to do list: “1. manage time, 2. detail, 3. add meaning”. 
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Student E clearly had time on her mind when setting her goals, and was able to accomplish her 

goals in the given amount of time for the artmaking portion of the class.  

Of the 5 students I randomly selected to be the focus of my surveys and document 

reviews, one student (Student B) wrote goals on only one occasion, 4 students wrote goals on 2 

or more occasions.  

Over the four weeks, students emerged as group leaders, exemplifying behavior and 

sharing strategies for success to their peers. Goal-setting developed as a topic for discussion, 

incorporating artmaking content and meaning into social context. Students were more likely to 

discuss goals to their peers or to the teacher in an informal context than commit them to writing. 

Changes I made to the classroom dynamic in support of students goal-setting and artmaking were 

as follows: After the second week, I adjusted the seating arrangements to support student 

learning in a positive environment, and produce more congenial groupings. After the third week, 

I rearranged the furniture and layout of the room, separating the tables that were previously all 

clustered together in the center of the room. The shelves were moved from along the window and 

and placed between the tables. This way, materials were centrally located, and small groups 

seated at tables had more open space around them. Organization of the materials and the layout 

of the furniture in the room for ease of access contributed to students ability to set their goals and 

engage in thinking about their artmaking process. Previously, students seated at tables were 

constantly surrounded by their peers and struggled to move from their seats to the location of 

materials, they now all had equitable access to the materials. The teacher could also reach 
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students individually for conversation whereas before, I struggled to move between crowded 

chairs. 

For the fourth class, I introduced a discussion-based goal-setting activity. Students who 

did not write goals were sometimes engaged in artmaking during class. I attributed this to their 

verbal goal setting. While some students found it helpful to write down their goals, others were 

more successful with verbal communication. I provided questions in which students interviewed 

each other in small groups or partnerships. When informally interviewing students I was able to 

gather their collective responses to the following questions: 

● A Rose: What is blossoming in your artwork? 

● A Thorn: What is currently a challenge for you? 

● A Bud: What’s an area that you hope to see growth? 

While these questions did not directly mention goals, goal-setting was disguised in an analogy 

where students were asked to consider personal successes, challenges, and future hopes for their 

artwork. Through my observations, I found that this disguise of the goal-setting as a discussion 

propelled many students forward in the artmaking portion of the class for that day. They enjoyed 

the informal aspects of peer discussion and were eager to share their responses to the teacher and 

during the whole class discussion. Any issues with distractions and focus was managed by 

students’ peers engaging them in a dialogue. Student A informed me of his responses to his peer 

discussion: “The challenge for me was starting over”. By saying this out loud, he was able to put 

this behind him and move forward with his artwork and focus on getting the next step completed. 

Many students proceeded to jot down their goals during the discussion time and I attributed this 
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to the fact that some were more comfortable with writing than discussion. The groupings played 

a big part here: students who were supportive of each other, comfortable and excited to converse 

with another experienced more success through their discussion. Some groups who were less 

comfortable with one another were apprehensive about the discussion activity and needed 

teacher prompting to begin the exercise. In either case, the informal disguised goal-setting 

discussion activity supported all students in their conceptualization of their artmaking and 

encouraged students to actively engage in thinking about their artmaking process. 

One-on-one teacher conferencing time played a large role in engaging students in the task 

of goal-setting and the process of their artmaking. Oftentimes, students lacked pencils necessary 

to complete the task of writing their goals, or did not know how to obtain the appropriate 

materials for their stage in the artmaking process. As a result, I found these students more likely 

to become distracted, thereby distracting their peers and contributing to multiple students 

engaging in off-task behavior unrelated to the learning objectives. The circulation of the teacher 

throughout the classroom was important to prompt students on their goals whether verbally or 

through writing, what stage they were in their artmaking, and what materials they needed. Many 

times during my observation, my proximity to students allowed them to ask me questions about 

process or materials. From viewing the video recording, I found that this was especially evident 

for students with IEPs: my proximity to students compelled them to engage in on-task behavior 

such as reviewing their goals or moving forward on their artmaking process. This meant that if I 

was not nearby certain students, they would not think to ask me questions, or would be more 

likely to be off-task for longer periods of time. 
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Through the video recordings, I could see that the entire class was fully engaged in their 

artmaking processes immediately after the discussion. The goal-setting discussion activity 

propelled students into retrieving their appropriate materials and embarking on creating their 

artwork. Students thinking about artmaking often occurred during the process. By making art, 

students were able to ask new questions and pursue new ideas. Time was always a factor which 

inhibited students ability to engage in thinking about their artmaking. Setting goals beforehand 

allowed students to transition into thinking about their artwork. When it was time to clean-up, 

students were often frantic because they had just come up with a new idea for their drawing, 

wanted to try a different sized gouge tool, a new color of ink, or a different method in their 

printing. They had just begun to engage in diverse and critical thinking when it is time to 

transition to their next class.  

Through my observations in class and of the video recordings, reviews of student writing 

and artwork, and informal in-person interviews, I found that students who set personalized goals 

were most engaged in their artmaking. Verbal goal-setting proved to be just as effective if not 

more productive for students in sparking new ideas for their artmaking process. Time was the 

most limiting factor, with one-on-one access to the teacher, and congenial peer groupings closely 

in tow. All of these factors contributed to students engaging in critical and divergent thinking 

about their artmaking process. 
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Discussion 

Most students were quick to follow the process of goal-setting: the act of conceptualizing 

their tasks for their time in the class immediately catapulted them into their artmaking process. 

Not all students were directly impacted by the goal-setting: several students required more time 

to engage in the process. These same students who required more time were supported through 

being surrounded by peers who were moving forward in their artmaking. The social dynamics 

among the students and the environment created the teacher also had quite an impact on the 

students.  

 

The Perils of Time 

Gude informs us that art should be at the center, fully integrated into a school culture 

(Gude, 2013, p. 14). I could only imagine if art were treated like the subjects of math and science 

and students attended art class every day: this would allow for more time for students to fully 

engage in their artmaking, eliminate time lost to transitioning back into their work, and recalling 

their current stage in the process. Progress and the artmaking process would flow much more 

easily, students would have more time to envision their artistic visions, more time to practice 

artmaking, more time to try new ideas, more time to make mistakes, more time to make new 

discoveries, more time to think critically, and more time to create. Researchers have concluded 

that critical thinking is a major component of art learning (hooks, 2010; Housen, 2002; Pitri, 

2013; Nilson, Fetherston, McMurray, Fetherston, 2013). In fact, when given the opportunity to 
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discuss their artwork in combination with an extended period of work time, students were able to 

think critically about their artmaking.  

Researchers and educators encourage use of rubrics and performance assessments (Gates, 

2017; Andrade et al., 2014; Andrews, 2010; Buldu, 2010; Chen et al., 2017). Goal-setting was a 

useful tool in assessing student performance based on their own ideas. Students felt 

accomplished with achieving their personal goals, and a sense of pride when they could share 

their progress with their peers and the teacher. All of this contributed to a positive learning 

environment in which teachers and students could learn together, and the development of critical 

pedagogy (Freire et al., 2012). 

Educators Frascella and Giles (2014) advocate for more time with students. Time was the 

greatest limitation within a once-weekly, 45 minute class to engage students in so many tasks: 

goal-setting, artmaking, peer discussion, artwork observation, and assessment throughout the 

year. The practice of persistence was often cut short when students were ushered out of the room 

to their next class. Just when they were becoming immersed in their artmaking, they had to 

scramble to clean-up their work area. 

When embarking on this study, I thought I would be able to look at all students’ written 

goals and reflections in addition to reviewing their visual artwork. What transpired during the 

four lessons was that in order to allow students time to engage in their artmaking process, the 

writing component was not always achievable. Students did not always complete their written 

goal and to do list before they began their artmaking. The task of writing became a hurdle for 

some students to advance to the artmaking component of the class. At the end of each class, the 
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time devoted to reflection was often lost to clean-up time. The 5th grade students consistently 

struggled with keeping track of their materials and working together to return the classroom to its 

original state. This is developmentally typical of children ages 8-11 as mentioned by Ozretich 

and Bowman (2001). Ultimately students were rushed out by their homeroom teachers at the 

scheduled end of class and with permission, a few students usually stayed behind to assist with 

clean-up. For the 5th graders, practice managing their own creative process and art materials 

developed through goal-setting and the freedom to move throughout the classroom. Writing 

down a to-do list gave students clear points of reference for their actions and progress during the 

class. Reflective writing was not necessary to accomplish at the end of every class since students 

could verbally affirm one anothers’ progress.  

While material management was continually a struggle, it is not out of the ordinary for 

students in 5th grade. Strategic groupings and responsibility by choice were key to facilitating 

students managing their own materials. Students were eager to hand out materials and take 

leadership positions in small groups.  

 

Personalized goals can be accomplished 

Students were highly capable of accomplishing plans and goals that they set for 

themselves whether written or verbal. While these goals did not always align with the teachers’ 

learning objectives or directions, they were stepping stones for students to become drivers of 

their own learning. Dewey’s (1997) discussion is relevant concerning intellectual anticipation, 

consequences, desire, and impulse. Goal-setting leads to students thinking critically about their 
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own intellectual development. Students setting their own goals was the epitomization of 

personalization. Hathaway and Jaquith’s (2014) remarks that “personalization invests students in 

their learning” (p. 26) rings loud and true. This accomplishment in and of itself for 5th grade 

students is to be applauded as it can set students on a course of becoming more organized, 

amending the typical disorganized qualities of 8-11 year olds (Ozretich and Bowman, 2001, 

unpaginated). 

 

Proximity to teacher & class size matters 

Students need their teachers to be in close proximity in order to listen to what they have 

to say, practicing critical awareness (Delpit, 2014; hooks, 2010). During my study, the time that I 

spent conversing with students in small groups and individually were the most productive for 

students artmaking. Students could build deep critical knowledge and ask divergent questions 

that lead to new understandings and discoveries. Individual and small group discussions with the 

teacher were the most constructive moments of formative assessment for students to activate 

thinking about their artmaking process. One-on-one conferencing yielded opportunities for 

reflective thought and personal introspection of the students artmaking process. Students were 

able to self-assess while receiving affirmation from the teacher. Peer relationships and groupings 

furthered critical thinking and encouraged what Ivashkevich (2012) found as self-regulation in 

the noisy art room (p. 44). Students engaging in conversation with peers during their artmaking 

process meant that they were sharing new discoveries and supporting one anothers’ learning. 

Often, new ideas, questions, and revelations were generated through exchanges of information. 
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Conclusion 

The act of writing one's own goals engages students in a personalized endeavor, offering 

students a commanding role over their own learning. Goal-setting develops students agency in 

the art classroom. Educators should take note that when students set goals, if they do not adhere 

to suggestions or requirements from teachers, they are still following the directive of setting a 

goal. Teachers are able to assess students understandings of learning objectives and evolve their 

teaching methods and assessment systems. Goal-setting is a process that involves successes and 

challenges, failures are necessary in order to achieve new ideas and understandings. When 

included in formative assessment, teachers must spend ample time holding one-on-one 

conferencing and small group discussions surrounding student’s personalized goals. 

Art classes in elementary schools should be given more time so that students can: develop 

their critical and divergent thinking skills during the artmaking process and self-assess their 

progress along the way. While art currently evades the formal assessments of standardized 

testing, it is advised to divert the creative disciplines entirely from the scope of standardization. 

Personalized portfolio based assessments incorporating collaborative input from teacher 

produced learning objectives and student devised goals maximize the amount of time students 

spend on their artmaking and generate critical and divergent thinking.  
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Appendix A: Observations Protocol / Interview Notes  
Date of observation:  
Time of class: 
Weather:  

Other Notes: 

 

Student A 
 

Engaged in 
artmaking 
process 
throughout class. 

Demonstrates 
progress, 
maintaining 
self-motivation. 

Refers to goals 
during 
artmaking. 

Develops an 
artistic vision. 

Notes: 
 
 

Student B  Engaged in 
artmaking 
process 
throughout class. 

Demonstrates 
progress, 
maintaining 
self-motivation. 

Refers to goals 
during 
artmaking. 

Develops an 
artistic vision. 

Notes: 
 
 

Student C  Engaged in 
artmaking 
process 
throughout class. 

Demonstrates 
progress, 
maintaining 
self-motivation. 

Refers to goals 
during 
artmaking. 

Develops an 
artistic vision. 

Notes: 
 
 

Student D  Engaged in 
artmaking 
process 
throughout class. 

Demonstrates 
progress, 
maintaining 
self-motivation. 

Refers to goals 
during 
artmaking. 

Develops an 
artistic vision. 

Notes: 
 
 

Student E  Engaged in 
artmaking 
process 
throughout class. 

Demonstrates 
progress, 
maintaining 
self-motivation. 

Refers to goals 
during 
artmaking. 

Develops an 
artistic vision. 

Notes: 
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Appendix B: Student Survey 

My goal for today is... 
 
 
 
 
 
 
 
 

Today’s to do list: 
 

1. ______________________________ 
 

2. ______________________________ 
 

3. ______________________________ 
 

Reflect: were you able to accomplish your goal today? Why or 
why not? 
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Appendix B: Student Survey, Continued 
How did setting goals impact your thinking about your 
artmaking process? 
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Appendix C: Document Review Protocol 

Student A 
Notes: 

Sets multiple 
goals. 

Goals reflect 
personal ideas. 

Goals reflect 
learning 
objectives. 
 

Does not set 
goals. 

Student B 
Notes: 

Sets multiple 
goals. 

Goals reflect 
personal ideas. 

Goals reflect 
learning 
objectives. 
 

Does not set 
goals. 

Student C 
Notes: 

Sets multiple 
goals. 

Goals reflect 
personal ideas. 

Goals reflect 
learning 
objectives. 
 

Does not set 
goals. 

Student D 
Notes: 

Sets multiple 
goals. 

Goals reflect 
personal ideas. 

Goals reflect 
learning 
objectives. 
 

Does not set 
goals. 

Student E 
Notes: 

Sets multiple 
goals. 

Goals reflect 
personal ideas. 

Goals reflect 
learning 
objectives. 
 

Does not set 
goals. 

 


