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Abstract

iPads as Creative Catalyst in the Museum

Elizabeth Ann Williams, M.A.
The University of Texas at Austin, 2016

Supervisors: Christopher Adejumo

The purpose of this study was to help the field of art education and museum
education gain insight into how to encourage a middle schooler’s creative confidence to
keep students from choosing not to participate in art as they age. And encourage the
middle schooler’s positive opinions of an art museum. To acquire the data for this study,
I used a case study methodology. The data I gathered included a critical friend, field
notes, surveys, and student art. I developed a set of art-making lesson plans, in which the
participants used iPads to develop a picture book based on an artwork from the Blanton
Museum of Art’s permanent collection. This research explores the balance of creative
freedom and curricular structure that would aid in growing the child’s creative
confidence. It was important to attempt to find the freedom-structure balance needed to
encourage creative confidence in the children and keep them interested in art-making.
The results of this study show indications that will help museum educators develop their
own art-making activities within museum galleries, as well as ideas on how to encourage
a middle schooler’s creative confidence.
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Chapter One: Introduction
My purpose for conducting this research was to find out if using non-traditional artmaking mediums, such as iPads, in a museum setting, would encourage creative confidence
in 11−14 year-old students. This case study examines the link between using mobile
technology as an art-making device and a middle schooler’s creative confidence.
Additionally, the study investigates how marking art with technology in museum galleries
over the course of a five-week program might affect middle schoolers opinions of art
museums. Through background research, I have found three factors that encourage middle
school students to quit making art; uninteresting outdated art-making tools, budget cuts in
school systems, and both peer-criticism and self-criticism (Lowenfeld & Brittain, 1975).
This study look at how an art museum may keep middle school students who are interested
in art-making confident in their creativity and encourage positive opinions of the museum
setting through museum programming that takes place outside of school.
An art museum educator’s goal is often to share her love of art with the public.
However, there are very few artistic mediums that conservators allow inside museum
galleries for art-making purposes due to their perceived messiness. So, if the educator’s
goal is teaching visitors how to create art, then they are forced to think of creative ways to
do this. My undergraduate experience as an educator in museums illustrates that art-making
often is relegated to a basement or housed in a separate building. Teaching visitors how to
make art and helping them feel creative is my ultimate professional goal; therefore, this
study explores the use of iPads as a creative medium that provides young visitors (in this
case) opportunities to create art within the museum galleries. In turn the study seeks to
1

ascertain if creating art with mobile technology might encourage creative confidence
thereby keeping students from quitting art-making.
For this study, I chose to work with a specific group of visitors–students in the age
group of 11–14 years. Children today are growing up in a world filled with technology;
therefore, portable technology, such as tablets or laptops, may be useful instruments in
creating art, in addition to being an acceptable medium to use inside an art museum gallery.
Many middle school students interact with touch screen technology in their daily lives.
Schools in the U.S. planned to buy roughly 3.5 million tablets in 2014 (Chandler &
Tsukayama, 2014). Therefore, technology such as tablets and/or laptop computers are
becoming commonplace tools for middle school aged students. There are many reasons
why children in this age group give up art-making, one of which is their inability to produce
artworks that portray the artwork they imagine and desire to create (Lowenfeld & Brittain,
1975). A touch screen device forces students to think about art-making differently. It gives
students the freedom to layer photographs and drawings, to add videos and sounds but, it
can also serve as a traditional sketchbook. This study implemented art-making in a
museum’s galleries and thereby encouraged middle school students to make art and stay
confident in their creative abilities.

CENTRAL RESEARCH QUESTION
How does using touch screen technology on an iPad encourage or discourage
students’ creative confidence, and how does creating art in the galleries change students’
opinions about a museum?
2

PROBLEM STATEMENT
The idea for this study evolved from my own and my younger sister’s experience
as middle school students. It also derives from my later experience of becoming a museum
professional. Around the age of eleven, children begin to care more about the art product
they created than the process they used to create it (Michaels, 1964). The failure to produce
realistic drawings or build the sculpture they imagined, leads children to believe they are
not creative. When children are unable to develop their original ideas into an artwork using
traditional art-making materials, they begin to lose confidence in their ability to create art
(Michaels, 1964).
However, creativity is not just about making art. It also is the ability to produce
original ideas; it is having confidence in one’s ability to think outside the box. For example,
in the book Creative and Mental Growth (1975), Viktor Lowenfeld and W. Lambert
Brittain judge creativity not by a child’s ability to draw, but by how many different uses a
child can imagine for a brick (p. 65), such as building a house or heating up a brick to warm
a bed. The researchers had the children list the different ways to use a brick. As a child, if
I had been asked to create such a list, I would have probably ended the assessment with
only a couple of uses for a brick. But, if the researcher had allowed me to draw different
uses for a brick, I likely would have many more.
Something as small as changing the medium or the art-making location could build
a student’s creative confidence, because different mediums allow for different aspects of
creativity to shine. I believe if art educators are able to encourage creative confidence in
middle schoolers, then this creative confidence will carry over into their creativity in
3

adulthood. Creative Confidence by Tom and David Kelley (2013) helps adults to regain
their creative confidence. This book, along with Lowenfeld’s (1975) on drawing theories,
helped me define my problem. The Kelleys (2013) believe that adults feel they are not
creative because they cannot draw, while the truth is that one’s drawing ability has nothing
to do with creativity; yet it often is a large contributor to an individual’s creative
confidence. In reading this book, I developed a desire to encourage creative confidence.
And after reading Lowenfeld and Brittain’s (1975) Creative and Mental Growth, I decided
the best age group for the study would be middle schoolers. Lowenfeld’s (1975) theories
regarding children’s art indicate that students in middle school not only begin to compare
their artwork to their peers, but also to the ideal conceptions in their minds. A creative
confidence problem emerges when a child is unable to draw the image they have imagined
for their artwork, and deepens when the student compares their artwork with that of their
peers.
Lowenfeld (1975) believes that children begin to compare their work with another’s
when they are in the age group of 11−14 years. It may negatively affect a child’s creative
confidence, when the peer has drawn a seemingly better artwork. Comparing our drawing
skills with that of our peers is what led both my sister and me away from art. Only I
returned. The ideas of Lowenfeld (1975) and the Kelleys (2013) later led me to believe that
if educators could help middle schoolers feel confident about their creativity, and create an
environment that limits comparison amongst peers, then children would consequently be
less likely to lose this confidence as they age. This research project is a step towards
advancing that hypothesis. It looks for new art-making techniques that might encourage
4

creative confidence in students within this age group, because finding new ways for middle
school children to create artwork that they believe to be successful could help build and
maintain their creative confidence in the long-term.

MOTIVATION FOR RESEARCH
This research was important to me due to several reasons, which included aiding
and building the creative confidence of the participants, studying art-making, and helping
the participants in this study to find both comfort and enjoyment within museum galleries.
The most important source of motivation for this project was my little sister, Mollie, who
as I write is pursuing a five-year master’s program in accounting. In her spare time, Mollie
is a golfer. Her hobby and her schooling point toward a life which requires little creativity.
Mollie has no creative confidence. She asks me to pick out the three colors that make up
the water bottle she wants to buy before she makes the purchase. She has me check the
filters used in her Instagram photos. And, Mollie has a fear of drawing.
As a child Mollie took art in school and twice a week after school. She chose to
take art as an elective until seventh grade, the year she turned twelve. Mollie stopped taking
art classes in middle school to focus on golf. She had no confidence in her drawing abilities,
but she knew she could hit the ball straight. Growing up, if she did not ask for a golf club,
she either asked for a robot or an electronic toy for Christmas. Middle school was a difficult
time for Mollie; she turned away from any class that required creativity in favor of
academic subjects such as math or Spanish. I wonder what would have happened to
Mollie’s creative confidence if her art educators used mediums like video games and iPad
apps, new technology that she was interested into teach art-making and creative skills. How
5

would my little sister have perceived her creativity, if she had taken such art classes that
allowed her to play with an iPad’s art-making apps and if she could manipulate the work
of old masters while sitting in a gallery of old masters? Would her creative confidence still
have dropped so low that she would quit art in favor of golf? I wonder if art educators could
catch middle school children before they switched to sports, or some other area of
perceived promise, by simply using technology to teach art-making, instead of using
traditional art-making materials. Mollie’s story pushed me further into my research on
whether using non-traditional art-making materials, such as iPads, in a museum setting
would motivate 11 to 14 year-old students to remain interested in art-making.

HYPOTHESIS
First of all, I started this study with the assumption that middle schoolers have a
negative opinion of art museums. I made this assumption due to my experience as a middle
schooler, and it was reinforced when I started my internship at the Denver Art Museum in
the summer of 2015. That summer, the museum cancelled two middle school summer
camps because of lack of interest. However, I believed if middle schoolers were allowed
to play with “cool” technology, such as an iPad in the museum galleries, then their opinions
of the museum would become more positive. Moreover, I hypothesized that they would
become more confident in their creativity because the middle schoolers would be able to
combine drawings and photographs. They could incorporate image from the internet into
their drawings, and also because there is an aspect of privacy to working on an iPad that is
not there in working with a paper and a pencil.

6

DESIGN OF THE STUDY
To explore my central research question, I used a case study methodology. I took a
group of six middle school girls to the Blanton Museum of Art every Saturday for five
weeks. This research project fits the definition of a case study; “A case study is an in-depth
description and analysis of a bounded system” (Merriam, 2009, p.40). The case was the
six middle-school-aged girls who chose to work with me, and was bounded by the program
I designed and implemented during the five weeks we worked together at the museum. A
major part of the study was working within the museum galleries. I designed this research
project because I am interested in gaining insight on the link between creativity and mobile
technology in the hands of middle school students at the museum. To capture pertinent
data, I used a critical friend of mine she and I took detailed observation notes on the girls
working on their iPads in the museum galleries at the Blanton Museum of Art. Our notes
included information about the girls’ body language, participation in art activities, and
quotes from group discussions throughout the study. Additionally, the girls twice took a
survey, once at the beginning of the project and again at the end. Finally, I had a discussion
with my critical friend to learn her thoughts and opinions on the study.

ANALYSIS
This study focused on creative confidence, as well as a student’s opinion of and
comfort in the art museum. These are two subjective pieces of data, therefore, it was
difficult to determine how I was going to analyze the data. I began the data analysis by
using Creswell’s (2013) direct interpretation analysis, meaning “the case study researcher
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looks at a single instance and draws meaning from it without looking for multiple
instances” (Creswell, 2013, p. 199).
As time passed, I began using comparison analysis, which was originally developed
for data collected over a series of rounds (Leech, 2007). This method, therefore, was perfect
for my data. I asked my critical friend to watch for instances when the girls’ body language
looked anxious or uncomfortable, to write down how the girls’ talked to one another, and
how the girls both interacted with the art on the walls as well as with their iPads. I, too,
kept an eye on these criteria and took detailed notes. This date was collected over six weeks.
I then read through my field notes, the surveys, my transcription of my critical friend’s
interview, and looked at the Scouts’ artwork, to find instances in which my preexisting
themes occurred.

DEFINITION OF TERMS
App−An app is an application developed for mobile technology such as an iPad.
Creative Confidence−Creative confidence is “having the freedom and courage to fail/take
creative risks and the knowledge that all of the ideas you create have value” (GrossmanKhan, 2013). For this study that meant asking questions, trying new art-making techniques
on the iPad, and sharing artwork.
Creativity−Creativity is the ability to easily think of new and useful ideas and to solve
ambiguous problems (Csikszentmihalyi, 1996). I agree with Csikszentmihalyi, it is the
ability to solve problems in new and interesting ways.
iPad−An iPad is Apple’s version of a tablet.
8

LIMITATIONS OF THE STUDY
I studied how art-making apps on iPads encouraged or discouraged creative
confidence with six middle school girls, aged 11-14 years. I worked with a small group of
children, not an entire class. Working with a small group limited the amount of resulting
data. It allowed me to better control the environment, however, and create a safer virtual
space for my subjects. This study shows indications of what might happen if art-making
on iPad is implemented in the art museum. I cannot generalize this study to fit all middleschool-aged children who make artwork on iPads over consecutive visits to an art museum.
Finally, I worked in a museum, not in a classroom. My study does not indicate to art
educators how well the use of iPads as an art-making tool might work within the art room,
although it discusses how well art-making apps on an iPad work within the museum
galleries, which is pertinent to museum educators.

SIGNIFICANCE OF THE STUDY
For museums to prosper, a new generation of visitors must be cultivated. The
second half of my question asks if art-making in the galleries encourages a shift in the
opinion of my participants about museums. The location I chose for this study was the
Blanton Museum of Art. The Blanton is an encyclopedic museum of art associated with
the University of Texas. In the past many budding artists often sat in museum galleries
mimicking the work of master artists, now a typical museum pushed the art-making to a
studio space and it is not allowed within the museum galleries.
In my experience, the art activities were organized so far away from the museum
galleries that families chose to either attend the galleries or the art activity, but not both.
9

As an artist, I believe it is important to study art history and to know how ones work sits
within the context of what has happened before. As a museum educator, I believe that
artists and everyday visitors are inspired by the work within the galleries. They also need
to attend the galleries to gain inspiration. This study required the girls to make art within
the museum galleries, to look at artworks, and, hopefully, be inspired. I listened and
watched them closely to determine if art-making on iPads in the museum galleries changed
the students’ opinions of the museum.
This study will benefit art education because it will help art museum educators
understand if using technology to make art, and not just for disseminating art historical
information, is a viable and beneficial option within the museum for middle schoolers.
There are limited articles written about using technology for art-making in the art room
and the museum. The articles I found (Delacruz, 2009; Jones, 1986)) talk about technology
as a research tool in the art room. This study uses technology as more than a research tool;
it uses technology as an art-making tool. After studying the use of technology to make art,
I am able to share indications with art educators on how to keep students from quitting art
to join a sport or some other pursuits, and how these two need not be mutually exclusive.
It will benefit museum educators because art will be made in the galleries. This is desirable
because it is another way for young visitors to engage with the art. Many museums have
started using iPads as member sign-in stations and some have started using them for virtual
tours; but very few, if any, are using iPads for art-making. Therefore, this study will benefit
the field of art museum education because it researches the use of iPads as an art-making
tool in the museum galleries.
10

CONCLUSION
In the next chapter, I will discuss the background literature pertaining to this study.
For this chapter, I read sources on museum technology, technology in middle school art
education, creativity, and constructivism. I based my lesson plans on constructivist
teaching styles, which lead me to my third chapter. In Chapter Three, I describe my
research methodology in depth, as well as the project’s lesson plans. As previously stated,
it was difficult to determine the data collection tools I would use to examine subjective
concepts such as creative confidence and opinions of museums. This chapter gives a
detailed description of I how planned to use each of the research tools, and why I chose
them. Next, in Chapter Four, I will share the research narrative. I describe in detail the data
that I collected on each day of research. It is laid out day-by-day to aid in understanding
the Scouts experience in the museum. Finally, Chapter Five is titled “Why it Mattered.”
This chapter lays out the findings the data revealed, and why this study was beneficial to
museum education.
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Chapter Two: Literature Review
This literature review is split into four sections; museum technology, technology in
middle school art education, creativity, and finally constructivism. I first wanted to learn
which technology was already being used in museums and art education to get a baseline
for how technology is being implemented in the field. Elizabeth Delacruz (2009) believes,
“Technology is ubiquitous, kids and families, students, and communities are plugged in,
cued to the latest electronic developments and diversions, ready to creatively adapt them
to their own purposes” (Delacruz, 2009, p.13). As a child of parents who chose not to have
much technology in their home, I wanted to know more about how students are learning to
use technology in the art room. I needed to know whether or not they were being taught to
create works of art using digital media. In researching technology in art education, I learned
more about the twenty-first century museum visitor. Looking into both of these fields of
education solidified some of my opinions on how museum educators and art teachers
should be serving twenty first-century students. More importantly, I learned how museum
educators might serve students in the spaces where schools do not have time or resources.
After defining the twenty-first century visitor, I needed to shrink my research to fit
the age group I would be working with. I needed to learn more about how students ages
11-14 make art, how they felt about making art, and about how to interpret their completed
artworks. By learning more about these students, I was able to build lesson plans that the
students related to. While creating the lesson plans, I began thinking about the many
definitions of creativity that exist. The word creativity is over used, and yet there is still no
concrete definition of the word. There is no real way to tell if a student’s creativity is
12

growing or if they are becoming more confident in their creative abilities. Current culture
links creativity with artistic ability, but few theorists associate the two. Therefore, it was
important for me to consider many differing opinions before deciding which characteristics
of creativity I would use as indicators of creative growth. Finally, I based my lesson plans
on constructivist education theories; therefore, it was necessary to reevaluate my
knowledge on the theories before implementing the plans.

MUSEUM TECHNOLOGY
Mobile technology in a museum setting is not a new thing. The first handheld
technology was implemented in 1952 at the Stedelijk Museum in Amsterdam (Tallon,
2008). This included a single lecture played on a loop through a closed-circuit shortwave
radio broadcasting station (Tallon, 2008). Although museum technology has changed, its
use, which is now largely to share information, has remained essentially the same. A survey
taken by the American Alliance for Museums in 2011 stated,
The majority of mobile technology in museums today is still audio only. Emerging
mobile technologies, such as Smartphone apps and multimedia (including
augmented reality, QR codes, etc.), are present in less than one in twenty museums.
Many museums are still eager to introduce or expand audio applications (p.5).
Based on how far technology has come in the last five years, I am sure this data has
changed, but from my experience interning in different museums, this has been a slow
change. A site like a museum, which is dedicated to free-choice learning (Falk, 2005),
should give visitors the choice of digital media or traditional art-making in their studio
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activities. Free-choice learning takes place at a site in which the learner has a large degree
of choice when it comes to what and how they learn.
Visitors today come from a world where choice is in abundance; they even have
the ability to choose who stays and who goes on reality television shows like American
Idol or Dancing with the Stars. In my opinion, museum technology should include more
than audio pieces, because visitors today prefer to personalize their museum experiences.
Shaping Experiences with Technology: A Constructivist Approach to Learning in Art
Museums (Hornsby, 2007) gives examples of how museums are using technology to create
learning experiences using mobile technology that visitors can build from. One of these is
an eavesdropping listening device that allows two people to attend the museum together,
listen to separate devices, but also hear what the other is listening to. Although this is
similar to the audio created in 1952 (Tallon, 2008), having the ability to hear what a fellow
visitor is listening to opens the door to more conversation amongst them.
The

Cleveland

Museum

of

Art

also

implemented

some

interesting

technology−assisted our ideas into their museum education. Gallery One at the Cleveland
Museum of Art is a room laden with touch screen technology that allows visitors to search
through digital images of the museum’s collection and create their own tour. Additionally,
visitors can make silly or emotional faces into a digital camera, and facial recognition
software will build a tour of works of art with similar facial expressions. While thinking of
this tour option, Fred Bernstein (2013) of the New York Times wrote, “If there’s a serious
point, it’s that for thousands of years artists, despite differing media and styles, have
conveyed similar human emotions” (p. 3). This idea that visitors can see their personal
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feelings in an artwork is new to museum education (Rodney, 2016). I wonder how
capturing a feeling seen in an artwork in the museum through drawings and/or
photographing it with an iPad will change the relationship the students in my study have
with the piece. Will the students focus more on their own feelings about the work or focus
on the emotion the original artist was trying to convey?
Finally, the Cleveland Museum of Art hired Jake Barton as an outside designer to
create other touch-screens in Gallery One, which were designed for art-making. For
example:
A screen lets you take the elements of a large tapestry depicting the myth of Perseus,
and rearrange them in either comic book or movie trailer format. Though the
process is fun, Mr. Barton said the point was a serious one: getting people to
understand the purpose of the tapestry as a storytelling machine (p.3).
With these touchscreens, Gallery One includes some of the best examples of creating art
using technology in the galleries. But, it is not the only one. Desi Gonzalez (2015) recently
finished a thesis entitled Museum Making: Creating with New Technologies in Art
Museums. As a part of her research, Gonzalez (2015) studied three museums; the Los
Angeles County Museum of Art (LACMA), the Metropolitan Museum of Art (Met), and
the Peabody Essex Museum (PEM). These museums all incorporate technology as a tool
for art-making in the museum galleries.
LACMA established its Art & Technology program in 1967 and ran it through
1971. Gonzalez (2015) described the program as “pairing artists with corporations (like
Exxon) to develop large-scale technology-related projects. Many of the selected artists,
15

from Claes Oldenburg to Andy Warhol, were already titans within the world of
contemporary art” (Gonzalez, 2015, p.65). After a short break, LACMA rebranded its Art
& Technology program as an Art+Technology Lab (A+T Lab). Gonzalez (2015) describes
the new program as
a hybrid grant and residency program; artists compete for funding of up to $50,000
as well as in-kind support and mentorship from corporate partners such as Google
and SpaceX. For artists, participating in the A+T Lab could be a career-changing
opportunity: not only do they receive financial and technological support to
undertake projects, but they gain prestige–-akin to what Pierre Bourdieu dubs
“cultural capital”⎯or having been selected for a competitive award by a major
museum (p.70).
Although the program at LACMA focuses on artists and not the public, it does provide
some public programming, such as a study nook filled with electrical outlets for artists and
researchers to charge their devices, and the museum has digital tours (Gonzalez, 2015, p.
70). The A+T Lab is located in the basement of one of the LACMA buildings and is not
regularly visited by museum visitors, but it is a popular destination for researchers. Based
on Gonzalez’ (2015) writing, the A+T Lab at LACMA appears to be centered on formal
artists and researchers, not everyday visitors.
The Media Lab at the Metropolitan Museum of Art is similar to that at LACMA in
its size and location within the museum; it is housed in a former slide library and is run by
a bare bones staff (Gonzalez, 2015, p.92). The development of the Media Lab falls
primarily on Don Undeen, who describes his team’s function as “work on legacy projects
16

that had existed before the department’s reorganization, and to serve as an unofficial
research and development (R&D) wing that focused on experimentation with technology”
(Gonzalez, 2015, p.92). To perform R&D with a limited staff, Undeen reached out to
technology buffs and makers throughout New York City. He took advantage of the social
networking site “Meetup” to gather art enthusiasts and technologists for discussions on
creatively using technology in the Met. Meetup is an informal site in which anyone may
choose to participate in local activities. For example, many students who have just
graduated from college and moved to a new city without their friends may choose to
participate in a “recent graduate” Meetup group activity. Using Meetup as an advertising
tool was a wise decision on Undeen’s part because everyday people are looking at the site
for opportunities to meet likeminded people for a hang out. Although the Media Lab at the
Met is still not catering towards the everyday walk-in visitor with these meetups, it is
reaching a broader group than LACMA’s A+T Lab that focuses on fine artists and
researchers.
The Peabody Essex Museum’s maker lounge targets adult visitors and teens. Unlike
the other two museums in Gonzalez’s (2015) paper the Maker Lounge is located within the
museum galleries. Gonzalez’s (2015) description of the space leads me to believe it is a
place that anyone could stumble upon and participate in. She states,
The square cubbies of an oversized gray Ikea bookshelf are jam-packed with craft
projects and books with titles like Disruptus, Hacking Electronics, and Fabricated.
iPads are scattered in various locations: one at each of the two work tables, tethered
down by a metal cord, and three others rest on a small shelf next to a red boomerang
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shaped chaise that looks like it came straight out of The Jetsons. On the other side
of the room is the maker lounge takeover area activated when a facilitator is
manning an activity. This area houses more expensive equipment, an oversize inkjet
printer, a projector, and a 3D printer. Manilla folders containing design activities
challenge visitors to “data mine creativity” or “build a prototype” (p. 116).
An inviting space is important to the Maker Lounge because the creator of the space,
Juliette Fritsch, one of the PEM museum educators, modeled the lounge after maker spaces.
Gonzalez (2015) defines a maker space as “a community workshop where members work
on short or long term projects using the space’s equipment” (Gonzalez, 2015, p.121). The
Maker Lounge mixes high and low technology to open the creative possibilities for visitors,
but one of their major goals is to reveal the creative side of technology (Gonzalez, 2015,
p.123). Like most maker spaces, the Maker Lounge invites visitors to sit and create for
either short or long periods of time. It is a space within the museum galleries that allows
visitors to participate in the creativity that is exemplified all over the museum walls; “The
Maker Lounge broadly defines ‘creativity,’ finding commonality between the traditional
art objects on view in the museum and the technological products that capture public
attention today” (Gonzalez, 2015, p.123). Of the three museums Gonzalez (2015) studied
for her paper, PEM’s Maker Lounge is the most comparable to my study. It aims to bring
the art objects throughout the museum to life using technology as the creative medium.
In a 2009 Art Museum Education Programs Survey done by Kris Wetterlund and
Scott Sayre, ninety-eight museums answered questions about their informal galleries,
amongst other educational services and programs. “Informal gallery learning programs
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were identified in both the 2003 and 2009 surveys as areas in museum galleries where
learning materials are provided” (Wetterlund & Sayre, 2009, p.8). They are easily
comparable to maker spaces. Over 55% of the museums who responded to the survey have
spaces for children, 74% have programming for adults, and 73% of the museums with
informal learning spaces have technology such as computers, listening stations, or
interactive games (Wetterlund & Sayre, 2009, p. 9-10).

TECHNOLOGY IN MIDDLE SCHOOL ART EDUCATION
Society trusts that to a certain degree students are taught everything they need to
know in the classroom; therefore, I researched technology in the art room. Learning how
students use technology to make or learn about art influenced how I taught technology use
in the lesson plans for my study. In 1986, Beverly Jones wrote an article for Art Education
asking for more technology in the art room. She believed computer technology gave
students the ability to research different artists as well as make art using this technology.
Art teachers today are advocating for more technology in the art room, but many feel unable
to teach new technology or they use it solely as a research device (Delacruz, 2009). If
technology is taught as an art-making tool, then it is often taught by a specialized computer
teacher (Delacruz, 2009, p. 16). It is hard to believe that almost thirty years after Beverly
Jones advocated for digital media in the art room, it is still a rarity in both art education
and museum education.
A middle school is a combination of multiple smaller elementary schools; it usually
starts around age eleven or twelve and ends around age thirteen or fourteen. Eileen
Bernstein (2002) defines a middle school student as “a person who will enter sixth grade
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as a child, emerge two years later as an adolescent, and will go through tremendous
changes” (p.11). Students make new friends, change from having one teacher all day to a
different teacher every ninety minutes, and have to deal with their changing hormones. A
student in middle school goes through as many changes as a child in his or her first three
years of life (Bernstein, 2002). It is a vulnerable time.
In the preteen years, the brain’s matter has almost fully thickened, but it is not yet
pruned to its most efficient level of activity. All of a sudden there’s a vast over
production of brain cells and connections—by the time puberty is done, only some
will have survived—and quantity trumps quality. (Perlstein, 2003, p. 17)
Brain cells are reproduced too fast for the child to use them before the cells disappear,
contributing to the preteens inability to focus on a single interest. As a preteen between the
ages of eleven and fourteen, I wanted to try out a different musical instrument, art class,
and a sport every other day. “Part of the process of the evolving brain is testing out which
cells and connections to shed or to keep, but to an adult it looks a lot like lack of ambition”
(Perlstein, 2003, p.99). There are too many changes happening in a middle schooler’s body
for them to focus on much else; in fact, it is almost painful for a growing middle school
boy to sit still in class (Pearlstein, 2003).
Puberty is one of the major biological changes that affect middle schoolers,
Perlstein (2003) wrote of the middle schoolers, “these are the greatest physical changes
they’ve experienced since they were babies” (p. 61). In this life stage, the children are
eternally afraid of embarrassing themselves.
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Middle school is when students begin to opt out of art class and decide whether or
not they are creative. Bonnie Rushlow (2007) believes that middle school is a fork in the
road; students either turn right for a creative life or take a left for one that is not. Linda
Perlstein (2003) followed a group of middle school students for a year as part of an
anthropological study on this difficult age group. She wrote about this experience in her
book Not Much Just Chillin’. In the book, Perlstein focuses a lot of time on a particular
boy, Eric. He shows signs of picking his creative side over his rational side. Eric is
struggling through his academic classes, but loves his elective fine art classes, such as
technical theater and music. Based on Perlstein’s (2003) description, I would characterize
Eric as a smart, yet lazy preteen. Eric exemplifies the struggle between accepting ones’
creative side, and rejecting his creativity altogether. That struggle is obvious because music
is the only class that he prepares for and feels confident in. Yet, he is considering not taking
music in high school, and the school administration is considering taking away his electives
in the future based on his grades in core classes, such as math and social studies. There are
many reasons why students opt out of art classes, but I will focus on two, the changes a
middle school student experiences, and the changes in school system structures.
I chose to work with this age group because “by the time a child arrives at fourth,
fifth, sixth grade, we find that he is becoming increasingly aware of his own product.
Spontaneous and uninhibited expression disappears and by seventh grade he has developed
a critical awareness” (Lowenfeld & Brittain, 1975, p. 267). Although Lowenfeld and
Brittain wrote this theory years ago, I believe it still holds true. I am a perfect example of
a student, who became increasingly self-aware, self-critical, and who eventually lost
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interest in art because of her self-criticism. As a middle school student, I compared my
artwork to peers whose rendering abilities were far beyond my own. Because of my
comparison habit, I quit taking art classes to concentrate on sports. However, after a
semester of junior varsity basketball spent with little to no time on the court, I switched
back to art. My failure to succeed on the basketball court sent me back to art classes simply
because art was the only elective available to switch into. After high school, I got my
bachelors in fine arts, and am now finishing my masters in art education with a museums
focus. It is sad to think that my middle school self-criticism almost completely shifted this
path.
Lowenfeld (1975) also developed a theory of creative growth. He labeled ages 2−4
as the scribbling stage. Next, the pre-schematic stage begins at age four and lasts until a
child is seven years old (Lowenfeld & Brittain, 1975). In this stage, the child makes his or
her first representational attempts. Age seven to nine is the schematic stage, wherein
students begin to place the human form in a setting. Next, in the gang stage students
between nine and twelve enter the dawning of realism stage. In this stage, a student realizes
that she is one in a group, a member of society. Here she learns to work in a gang or group.
Finally, in middle school, students begin to phase out of the gang stage and into the pseudonaturalistic stage. This stage has two components, the way an artwork looks and the
emotional relationships that an artwork is portraying. In a questionnaire Lowenfeld and
Brittain (1975) gave to seventh and eighth graders, students were asked what made them
like or dislike their artwork. Seventy percent of the students indicated approval when the
piece turned out better than they imagined or just as they imagined (Lowenfeld & Brittain,
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1975, p. 303). This survey was taken in 1968, but based on my personal experience working
with children, it is still relevant in the era of instant gratification that students are currently
growing up in.
At thirteen, students become more critical of others, but are even more sensitive to
criticism directed toward themselves. John Michaels (1964) believes that boys especially
need encouragement at this stage because they are beginning to withdraw from art classes.
Teachers are required to teach certain aspects of art education, such as distance and scale,
but at fourteen, students are looking for new experiences and freedom. The struggle for
teachers is helping these preteens to recognize artistic areas, like distance and perspective,
on their own. “The teacher should not deprive the child of the excitement of his own
discoveries, but instead pave the way by providing the right stimulus whenever the need
arises” (Lowenfeld & Brittain, 1975, p.310). Csikszentmihalyi (1996) agrees when he
writes, “the best program is one that makes the organism (person) feel good whenever
something new is discovered, regardless of its present usefulness” (p.108). It appears as if
Csikszentmihalyi (1996) believes it is good to let students discover new things with or
without usefulness. For the purposes of my study, thinking about the freedom students of
this age require, giving students the ability to wander a gallery filled with successful artists
and an iPad whose screen is small enough to remain private and being an unrestrictive,
encouraging teacher might be the right stimuli to encourage creative confidence and artmaking.
Not only are middle school students growing creatively, but also physically and
emotionally. They want to be seen as adults, but they still appear to be children. In his
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book Art Education in the Junior High, John Michaels (1964) describes in depth the
changes that occur each year between ages 12 and 14. A constant struggle for these students
is their abundant energy one moment and lack thereof in the next. This is caused by the
hormonal changes junior high students must endure.
The second reason students might be opting out of art is because schools are not
offering it; “one third of 345 art teachers in Los Angeles were given pink slips between
2008 and 2012” (Walker, 2014). Even before that in 2006, Philadelphia schools were
forced to tighten their budgets, with only 44% of the district’s 268 schools having a
dedicated art teacher (Davis, 2006). Schools are losing funding, but also a focus on reading
and math has come into play. With the adoption of the No Child Left Behind (NCLB) act
school systems were forced to change the way they taught, and students who were falling
behind in reading and math were often pulled from electives like art and music to catch up
on the subjects that standardized tests focus on (Walker, 2014). Alyson Klein (2015) gave
an overview of the law in her article for Education Week. She wrote
Under the NCLB law, states must test students in reading and math in grades 3
through 8 and once in high school. And they must report the results, for both the
student population as a whole and for particular “subgroups” of students, including
English-learners and students in special education, racial minorities, and children
from low-income families.
States were required to bring all students to the “proficient level” on state
tests by the 2013-14 school year, although each state got to decide, individually,
just what “proficiency” should look like, and which tests to use. (Klein, 2015)
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As previously stated, bringing students to the proficiency level has taken funding away
from the arts. Therefore, it is safe to say that technology for art education is also not a
priority in schools, because if there is not funding for art education, then there is definitly
not funding for extra technology in schools. So, middle schools students have three excuses
for moving away from art, uninteresting outdated art-making tools, budget cuts in school
systems, and both peer-criticism and self-criticism.

CREATIVITY
Commonly, creativity is associated with being able to draw well, but some of the
leading definitions of creativity are presented below. One of the definitions of creativity is
“flexibility of thinking, the ability to come up with new ideas, or see things in a new way”
(Lowenfeld & Brittain, 1975, p. 61). Csikszentmihalyi (1996) adds that creativity is in
problem solving and communication. Additionally, Ken Robinson (2011) separated
creativity from imagination. He said, “Imagination…is the process of bringing to mind
things that are not present to our senses; creativity…is the process of developing original
ideas that have value, and innovation, [it] is the process of putting new ideas into practice”
(p. 3). This is an important definition for my study because many people do not know how
to separate creativity from imagination in their personal definitions of creativity.
Unfortunately, in the fast-paced world we live in, being able to quickly pick up a pen to
draw a new idea can be worth a thousand well-worded emails (Kelley & Kelley, 2013, p.
59).
Tom Kelley and David Kelley (2013) are well known innovators of technology.
David is a founder of the d.school at Stanford, and Tom is a partner at a renowned
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innovation company, ideo. The d.school is a graduate program at Stanford in which
students can get a master’s degree in design. The brothers wrote a book called Creative
Confidence (2013), which is built on of the idea that everyone is creative; doctors, lawyers,
accountants, artists, musicians, etc. In their book, the brothers quote many statistics on the
need for creative confidence in the business world, but one in particular stood out; “An
Adobe systems poll of five thousand people on three continents reports that eighty percent
of people see unlocking creative potential as key to economic growth, yet only twenty-five
percent of these individuals feel that they’re living up to their creative potential” (Kelley
& Kelley, 2013, p. 4). The Kelleys’ (2013) book is focused on helping adults unleash or
regain the creative thought necessary for national economic growth. However, the Kelleys’
(2013) also discuss the many ways that creativity is optimized. For example, they write
about the use of acting as a tool for rethinking the use of a prototyped object, and the
importance of teamwork for optimizing the brainstorming that is necessary to solve
problems in new ways. One of my goals for my study is to find a way to keep adolescents
from losing their creative confidence. Viktor Lowenfeld and Lambert Brittain (1975)
believed, “it is much more important to develop creativity than competence in children,
because creativity cannot easily be learned at an older age” (p.65). Although being artistic
is not a prerequisite for being creative, it is the easiest way to stretch the creative muscle.
Sir Ken Robinson, an art educator who currently addresses creativity within
education systems around the world, gave a Ted Talk in 2006 entitled How Schools are
Killing Creativity. A particular story Robinson tells stood out to me. This story was about
how Jillian Lynn, the choreographer of the musical Cats, started to dance. In school she
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could not sit still so her teacher told Lynn’s mother to take her to a psychiatrist; the teacher
thought she was sick. However, after talking with Jillian and her mother, the psychiatrist
asked to speak with Jillian’s mother privately. Before he stepped out of the room, the doctor
turned on the radio. The doctor had Jillian’s mother watch through a window in the hall as
Jillian started to dance. He knew that she was not sick; Jillian was simply a dancer. The
doctor told Lynn’s mother to send her to a dance school. Her mother did, and that was the
beginning of a successful career in dance. Today, Jillian probably would be diagnosed with
Attention Deficit Disorder, prescribed some medicine, and Cats might never have come to
fruition. All of this is to say, if we are killing creativity in our schools, then museums could
be a place to raise it from the dead. In his book Out of Our Minds, Learning to be Creative,
Ken Robinson (2011) wrote: “Piccaso once said that all children are born artists: the
problem is to remain an artist as we grow up. Creativity is not solely to do with the arts or
about being an artist, but I believe profoundly that we don’t grow into creativity; we grow
out of it” (p.50).
The staff at the Denver Art Museum believes creativity is so important to furthering
the cause of an art museum that creative cultivation is in the first sentence of their mission
statement. It states, “The Denver Art Museum is an educational, nonprofit resource that
sparks creative thinking and expression through transformative experiences with art”
(Denver Art Museum, 2014). In 2014, the museum published research garnered from a
grant focused on cultivating creativity. One of the most powerful paragraphs is in the “Why
Creativity Matters” section, which states,
What we could not have anticipated was the frequency with which, and the degree
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to which, visitors were inclined to take what they learned about the creativity of
artists and apply it to their own lives, translating what they saw and experienced at
the museum into their own terms. (Denver Art Museum, 2014, p.34)
Our society expects students to take what they learn in school home to use in their everyday
lives; it hopes students are learning to be creative in the classroom. However, evidence
shows that, that is not the case. Mass systems of public education were developed primarily
to meet the needs of the Industrial Revolution and, in many ways, they mirror the principles
of industrial production. They emphasize linearity, conformity, and standardization. One
of the reasons they are not working now is that real life is organic, adaptable, and diverse
(Robinson, 2011, p. 8).
The frequency with which visitors from the Denver Art Museum study reported
feeling as if creativity was now a skill they felt they could use in their home life is
incredibly motivating because, as the previous quote exemplifies, students are most likely
not being taught to be creative in schools. The study shows that the museum can fill the
gaps left by our education system. The Denver Art Museum has maker spaces scattered
throughout the museum, and designed to encourage creativity. Visitors are invited to try
cross-stitching, color in “beaded patterns” on coasters, and many other creative outlets.
However, in my observations as an intern at the museum, I noticed that not all visitors are
willing to try these new skills. They are not prepared to be wrong in their attempt at a new
medium. Ken Robinson (2011) wrote “If you are not prepared to be wrong, it’s unlikely
that you’ll ever come up with anything new” (p. 154). And, as previously, stated new ideas
are a major part in the definition of creativity.
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Desi Gonzalez’s (2015) description of the Peabody Essex Museum programming
shows that, like the Denver Art Museum, creativity is an integral part of the institutional
mission. But, unlike the DAM, the Peabody Essex’s focus is not on learning a skill; it aims
to use technology as a means for equal opportunities in creative production. The educators
at PEM think of creativity as something everyone can achieve. This may stem from the
history of the museum, “The Peabody Essex Museum has a long history: it’s collection
was started in 1799 by a group of seafarers and merchants who brought together objects
assembled from around the world to establish one of the Unites States oldest museums”
(Gonzalez, 2015, p. 115). The museum’s humble beginnings by common sailors and the
focus on inclusivity, described in the Museum Technology section of this chapter, lead me
to the conclusion that the PEM staff pay close attention to the needs of the everyday visitor.
PEM’s Maker Lounge takes the mathematic and intimidating scientific qualities of design
thinking and brings them to an accessible level for all visitors. The idea of creativity that
Juliette Fritsch, the chief of education at the Peabody Essex, has modeled in the Maker
Lounge is juxtaposed to the scientific definition of creativity that Mihaly Csikszentmihalyi
(1996) established in his book, Creativity, the Psychology of Discovery and Invention.
Gonzalez (2015) states that, “Frietsch hopes to upend the idea that creativity is a matter of
mastering a skill: ‘creativity is a process. It’s not an outcome or an output’” (Gonzalez,
2015, p.124).

This definition of creativity is easily understood by the artist, while

Csikszentmihalyi’s (1996) definition of creativity is much more scientific; “creativity
results from the interaction of a system composed of three elements: a culture that contains
symbolic rules, a person who brings novelty into the symbolic domain, and a field of
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experts who recognize and validate the innovation” (Csikszentmihalyi, 1996, p.6).
Csikszentmihalyi’s (1996) version of creativity can only be mastered once a chosen field
or “domain” has been mastered (Csikszentmihalyi, 1996, p. 52). For example,
Csikszentmihalyi writes that a person can only be a creative writer, if they have first
mastered writing, and even then their peers must acknowledge that person as creative
before she can consider herself creative. In addition, Csikszentmihalyi (1996) believes
“children can show tremendous talent, but they cannot be creative because creativity
involves changing the way of doing things, or a way of thinking, and that in turn requires
having mastered the old ways of doing or thinking” (p.155). I somewhat disagree with
Csikszentmihalyi on this. If creativity is changing a way of thinking then, it appears that
children, who endeavor to change their own way of thinking, by trying new things, are
attempting creativity. Ken Robinson (2011) agrees with Csikszentmihalyi (1996) in that a
person has a certain field in which their creativity shines, and that it is an action; “creativity
involves doing something” (Robinson, 2011, p. 142). I also agree with Csikszentmihalyi
(1996) when he wrote:
Being a prodigy is not a requirement for later creativity, a more than usually keen
curiosity about one’s surrounding appears to be. Practically, every individual who
has made a novel contribution to a domain remembers feeling awe about the
mysteries of life and has rich anecdotes to tell about efforts to solve them. (p.156)
As will be seen in later chapters, this is something I looked for with the students who
participated in my study. I believe that a student who is willing to ask questions about a
piece, or is curious enough to leave the group to explore a new area of the museum, is a
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creatively confident student. However, I also agree with a lot of what Sir Ken Robinson
(2011); wrote about creativity. He said “creativity is also about working in a highly focused
way on ideas and projects, crafting them into their best forms and making critical
judgments along the way about which work best and why” (Robinson, 2011, p. 5).
Therefore, in my study, I also observed the subjects’ ability to focus on their projects.
Robinson (2011) said that “people are not creative in the abstract; they are creative in
something” (Robinson 2011, p. 142). So, in my study simply answering a survey and
saying they were creative was not enough to judge the subjects’ creative confidence. It was
necessary to observe the middle schoolers while they were in the process of making
something on their iPads.

CONSTRUCTIVISM
Constructivist theories, as opposed to the numerous other educational theories, lend
themselves to this study because “many constructivists agree that students should develop
knowledge through experimentation and facilitated experience, rather than acquiring it
through prepackaged forms from teachers, books, or other texts” (Ainsworth & Cornstock,
2013, p. 150). As previously stated, experimentation is key to creative growth; therefore,
constructivism perfectly aligned itself with the study. This study uses constructivism, and
in turn experimentation, in that the subjects will be asked to use Sketchbook X (Express),
an app that many will not have used before. I will give them little instruction to begin with,
and then ask the students to experiment with art-making on the device. Moreover, I will
ask the middle schoolers to act, direct, and film for a portion of the study. It is unlikely that
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many of them will have experience with all three of these areas. Edward Cornstock (2013),
a contributor to James Ainsworth’s (2013) Sociology of Education: An A-Z Guide wrote,
To varying degrees and in different ways, constructivist scholars hold that, rather
than being passive receivers of an objectively available external truth, individual
subjects actively construct knowledge through the development of increasingly
sophisticated mental structures and by building knowledge on top of previously
acquired knowledge (p. 150).
In short, students build knowledge based on previously learned information. In regards to
my study, this meant the middle schoolers built their iPad skills on top of what they already
knew about iPads. For example, I did not need to teach the girls how to take videos on the
iPad, but I would teach them how to compile their videos into iMovie. They would build
the compilation skills I taught them on top of the filming knowledge that they already had.
Jean Piaget, and Lev Vygotsky were the creators of constructivism (Ainsworth &
Cornstock, 2013). Piaget and Vygotsky were 20th century psychologists and philosophers.
Jean Piaget, a Swiss psychologist was the first to study how children gain understanding.
Dorothy Singer and Tracey Revenson (1996) summarized Piaget’s writings in their book,
A Piaget Primer. They wrote, “he was not concerned with how much the child knows, but
how he has come to learn it” (Singer & Revenson, 1996, p.3). Piaget’s study of how a child
gains knowledge changed the way American teachers thought about teaching. He believed
“intelligence is an individual’s ability to cope with the changing world through continuous
organization and reorganization of experience. The child learns by doing.” (Singer &
Revenson, 1996, p.13)
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Piaget believed children were building understanding based on previous, simpler,
knowledge, and identified four stages of growth based on that belief. The first was the
sensorimotor stage in which children learn to master their reflexes. The second stage was
the preoperational, wherein the children learn to manipulate their physical surroundings.
Next, the concrete operational stage is when the child begins to recognize logic and grasp
time. Finally, the fourth, the formal operational stage, begins at age twelve and lasts until
adulthood. Piaget believed children gain “an orderliness of thinking and a mastery of
logical thought, allowing a more flexible kind of mental experimentation. The child learns
in this final stage to manipulate abstract ideas, make hypotheses, and see the implications
of his own thinking and that of others” (Singer & Revenson, 1996). In short, “cognitive
development is cumulative; understanding a new experience grows out of what was learned
during a previous one” (Singer & Revenson, 1996, p.15). At age eleven, the students in my
study have just started this stage.
As suggested in the Creativity section of this chapter, curiosity is key to creative
growth. Without curiosity, children do not try new things. Without trying new things,
children are not having new experiences. Experience is what constructivism was based on.
Not only does curiosity lead to new experiences, but it also leads to what Piaget said was
the most important part of human functioning, adaptation (Singer & Revenson, 1996).
Piaget defines adaptation as “the process of using the environment to learn, and learning to
adjust to changes in the environment” (Singer & Revenson, 1996, p. 15). I tend to agree
with Piaget on this; a child’s ability to adapt to change may affect the rest of their life.
Similar to Darwinism, a child must adapt to the changes in their environment or be left
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behind. Middle schoolers’ must adapt to changing classrooms every ninety minutes or they
will literally be left behind. Singer and Revenson (1996) quoted Piaget in writing:
Emotions generate the feelings that motivate and excite learning. Maturation is the
physical growth process. Through differentiation of the nervous system, mental
structures, develop and the child becomes capable of great understanding.
Experience is a major catalyst because it is only through exposure to a variety of
experiences that children can make discoveries for themselves (p. 18).
Constructivism is based on the latter half of the quote, but the beginning of the quote is
also important to my study because of the age group involved. A middle schooler is
constantly dealing with a rush of emotions, which makes learning difficult and, as
previously stated; they are going through the maturation process. This must be taken into
account when lessons planning for middle schoolers. Part of why I choose in my study to
let the girls dictate the gallery in which they worked for the majority of the session was
that I was apprehensive to select a painting for them that might place additional emotional
strain on the girls. Therefore, constructivism as a teaching philosophy fit my study, because
it allowed me to estimate the subjects previous knowledge and build upon that. As
previously Piaget’s philosophies match up pieces of varied creativity philosophies, such as
curiosity.
Although Vygotsky and Piaget are both considered fathers of constructivism,
Vygotsky’s cognitive development theories vary quite a bit from Piaget’s. Sam Mcleod
(2014) wrote an article for Simply Psychology outlining these differences. Mcleod (2014)
outlined four major differences in Vygotsky’s and Piaget’s philosophies. The first was that,
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“Vygotsky assumes cognitive development varies across cultures, whereas Piaget states
cognitive development is mostly universal across cultures.” (para. 2) The second difference
between the two was the emphasis that Vygotsky placed on social factors. “Vygotsky states
cognitive development stems from social interactions from guided learning within the zone
of proximal development

1

as children and their partners co-construct knowledge.” In

contrast Piaget maintains that cognitive development stems largely from independent
explorations in which children construct knowledge on their own. For Vygotsky, the
environment in which children grow up will influence how they think and what they think
about.” (Mcleod, 2014, para. 3) This is more a similarity than a difference because students
create new experience at home as well as at school. I agree with Vygotsky that students’
home life does affect the experiences that they come to school with, or come to this study
with. Therefore, on the first day of this study I will ask my subjects if they have touchscreen
devices at home, and if so what kind of devices. Moreover, I will ask them what they like
to do on their devices, if they have any.
The two constructivist philosophers also differ on the importance of language.
Vygotsky believed that thought comes from an internalization of language whereas Piaget
believed language depended on thought (Mcleod, 2014, para. 4). Finally, the pair differs
on the role of adults in a child’s cognitive development. “According to Vygotsky adults
are an important source of cognitive development. Adults transmit their culture's tools of
intellectual adaptation that children internalize. In contrast Piaget emphasizes the

1

The zone of proximal development is between the actual level at which the child has
developed and the level at which the child could be developed (McLeod, 2012).
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importance of peers as peer interaction promotes social perspective taking.” (Mcleod,
2014, para. 5) I would say that up until middle school both parents and peers have an equal
importance in transmitting culture. However, once a child reaches middle school their
parents hold significantly less importance in the eyes of the student.
Constructivism is based on the child growing and learning from their experiences.
However, the philosophers vary slightly on how those experiences should occur. Piaget
believed children learn better on their own, while Vygotsky the child gained more
knowledge if a parent or tutor was there to guide them. Mcleod (2014) wrote:
According to Vygotsky (1978), much important learning by the child occurs
through social interaction with a skillful tutor. The tutor may model behaviors
and/or provide verbal instructions for the child. Vygotsky refers to this as
cooperative or collaborative dialogue. The child seeks to understand the actions or
an instruction provided by the tutor (often the parent or teacher) then internalizes
the information, using it to guide or regulate their own performance (para.17).
My study will use Vygotsky’s techniques. I will gently guide the subjects by
prompting them to use the drawing App in specific ways. For example, on day two of the
study I will teach my students to use the layers tool on Sketchbook X, because it makes
deleting easier.
Constructivism and free-choice learning go hand in hand. Free-choice learning is
the informal learning that happens at museums, zoos, or simply while watching the news.
John Falk (2005) wrote, “free-choice learning experiences⎯learning experiences where
the learner exercises a large degree of choice and control over the what, when and why of
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learning⎯play a major role in lifelong learning.” (Falk, 2005, p.265) It melds with
constructivism so well because it often occurs when the learning is creating a new
experience. Museum galleries are naturally free-choice learning environments because
visitors have chosen to attend the museum, and also choose which pieces in the collection
they would like to experience. Visitors are creating their own learning experiences. In her
thesis entitled Meaning Making Through "The Art of Natural History": A Constructivist
Approach, Jennifer Chandler (2014) quotes Georege Hein (1998) as saying:
that visitors construct knowledge by making connections between their own lives
and the objects they encounter; individuals generate their own meaning. The theory
of constructivism lies in the fundamental idea of scaffolding knowledge and
information for the learner to promote deepened connection and heightened
understanding, based on previous knowledge or experience. In the museum and/or
gallery context regardless of the intentions of designers and curators the visitor is
the ultimate author of the experience (p.25).
The scaffolding of my project will be the lesson plans, and prompting that I will
give the girls. However, the scaffolding will be more behavioral than ideological. The freechoice comes into play when the subjects choose the gallery we work in and the artwork
they will work with.

CONCLUSION
Based on what I have read for this chapter, I have come to the conclusion that since
the mid-20th century the realization has been dawning that technology can be a contributor
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to the creative world. Technology may also aid the museum world in fostering creativity
and a love of all things art in the coming generations. While the field of study has been
small to date, there is evidence that museums must evolve in their use of technology to
keep future generations interested.
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Chapter Three: Methodology
I designed this research project because I am interested in gaining insight into the
link between creativity and mobile technology when in the hands of middle school
students. My research question asks how iPads might encourage creative confidence in
middle school children, and how comfortable those children are making art in museum
galleries on Saturday afternoons over a five-week period of time. Confidence and comfort
are extremely subjective. Figuring out how to observe these abstract ideas was an ordeal in
and of itself. I realized it would be necessary to use open data collection techniques, if I
wanted to garner trustworthy data. Simply talking about confidence with preteens was
unlikely to produce honest answers. Therefore, I planned a research project that would take
place for 2 hours every Saturday for five weeks at the Blanton Museum of Art. Participants
would make narrative art in museum galleries on iPads borrowed from The University of
Texas’ Art Education division.
METHODOLOGY
This research project is a case study, which is “an in-depth description and analysis
of a bounded system” (Merriam, 2009, p.40). The case was the six students who chose to
work with me. They were bounded by their age, the location of the Blanton Museum, the
two hours each Saturday morning we worked together at the museum, and the apps I chose
to use. We worked with iMovie and Sketchbook Express. I chose these iPad applications
for two main reasons. I appreciated that in Sketchbook Express the middle schoolers could
create layers within their artwork, and that iMovie required the children to act and thus
implement another form of expressing their creativity into the project. A major part of the
study was working within the museum galleries. In my experience, art museum staff
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pushed art-making activities to studio spaces such as basements or to entirely separate
buildings.
Unlike other research methodologies, case studies do not limit the different data
collection methods researchers can use. For example, this study is heavily focused on the
middle schooler’s art-making, therefore, arts based research could have been my chosen
methodology. However in arts based research the participant’s artwork is the main source,
if not the only source, of data (Barone & Eisner, 2011). This study required many other
data collection methods: I used surveys, field notes, a critical friend2, preteen artwork, and
a semi-structured interview. There are many different types of case studies, but I chose to
model my study after an intrinsic case study because of the program’s “present and unusual
or unique situation” (Creswell, 2007, p. 74). Merriam (2009) explains an intrinsic case
study as,
being undertaken when the researcher is interested in the particular case itself ––it
is intrinsically interesting. The purpose is not to come to understand some abstract
construct or generic phenomenon; nor is the purpose “theory building.” Rather, the
study is undertaken because of an interest in, for example, this particular child
(p.48).
In this case the uniqueness is the art-making that was done on iPads in the art museum. In
addition, I was interested in a single group of middle schooler’s creative confidence, which
also makes the case unique. Although I believe there is a lot that museum educators may

2

A critical friend is an additional unbiased observer (Coghlan & Brydon-Miller, 2014).
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learn from these students’ experience, the number of students studied is not enough to be
able to make generalizations to the larger population based on this study. As previously
stated, this study focused on six particular preteens, it was not large enough to show
“generic phenomenon.” The purpose of the study was to understand how using iPads as an
art-making medium with six middle schoolers might encourage creative confidence.
My research focused on middle school students in the museum, which is a real-life
learning environment (Merriam 2009). Working in an actual learning environment is
imperative to case study research. In addition to an authentic environment, it is also
necessary to use multiple data collection methods so that the researcher may triangulate or
“cross-check” the data (Denscomb, 2003). Once again, I used surveys, a semi-structured
interview, student artwork, a critical friend, and field notes for collecting data to gain
insight into how comfortable the students felt working in the art museum, and to observe
their creative confidence. In addition, I analyzed the data I collected as I collected it,
because “without ongoing analysis, the data can be unfocused, repetitious, and
overwhelming in the sheer volume of material that needs to be processed” (Merriam, 2009,
p.171). The methods of analyzing the collected data meant reading through field notes,
discussions with my critical friend, and making observations based on the preteens artwork.
I asked for my critical friend to look at the girls’ body language to determine the student’s
museum comfort, how often students spoke up in discussion, and critiques to determine
the students confidence. I also took field notes regarding the above observations.
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PLANNING THE RESEARCH
Before beginning my research, I had my research plan accepted by IRB, this
acceptance may be seen in Appendix A. It was also necessary to find a museum location
for data collection. I chose the Blanton Museum of Art because it is an encyclopedic art
museum that is associated with the University of Texas. Therefore, the location was ideal.
Next, I began the search for participants.
Since I volunteered in Sunday School at my church and had already passed a
background check through the church, my initial idea to find middle school-aged children
was to invite the children from my church to participate in my research. However, after a
meeting with the children’s minister, I learned that this might not be as simple as I believed.
In my mind, a background check facilitated trust; however, the children’s minister did not
agree. She cautioned parents not to trust all our Sunday School teachers as babysitters just
because they volunteer for the church. Because of this opinion, I decided to utilize my
summer 2015 internship in Denver as a source for advice. I interned at the Denver Art
Museum, and regularly asked education staff where they found families to participate in
their research projects. The staff told me to put advertising signs up at the YMCA, speak
at local parent−teacher association meetings, and ask local Girl and Boy Scout troops to
participate.
The simplest route appeared to be Girl and Boy Scout troops, because Scouts pride
themselves in being hardworking and trustworthy. Their dependable reputation made me
believe they would show up on time and be willing to commit five Saturdays to the
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project. In addition, if necessary, I could train to provide the Scouts with one of their merit
badges as an incentive for participating in the study.
That fall of 2015, I contacted the Boy Scout Association of Austin. It was very
important to me to have boys participate because we rarely had boys participate in art
camps at the Denver Art Museum, and technology might be something to draw them in to
creativity. I researched and trained in two different badges that I could provide the Boy
Scouts, if they participated. The art badge was not a very popular badge amongst Boy
Scouts. Instead, in an Austin Boy Scout newsletter, I offered an inventing badge and a
movie-making badge to middle school boys who participated in at least four days of my
research study. Even with these incentives, no boys signed up.
While working to become trained in merit badges for the Boy Scouts, I was also in
contact with the Girl Scouts. In retrospect, I barely did anything to attract the Girl Scouts
to the study. My only effort was an email conversation with a couple of women who
worked for the Girls Scouts of Austin. As we corresponded, I attempted to find the person
in charge of newsletters, someone who would be a similar contact to the man I was working
with at the Boy Scouts Association. I am not sure who did it, but one of the women I
emailed wrote a notice about my study in the Austin Girl Scout Newsletter, and the
participant offers started pouring in. About fifteen different troop leaders asked if their girls
could participate in the study. Unfortunately, only two of those troops fit the age limit, and
I only had five iPads for the girls to use. I wrote many apologetic emails turning troops
down and landed on one troop of five girls plus an additional girl from a separate troop,
who offered to bring her own iPad if she could participate in the project. The troop
43

members’ ages ranged from eleven to twelve. The girl from the separate troop started the
study at age thirteen, but had a birthday midway through the workshop.

DATA COLLECTION TOOLS
The students took two surveys (see Appendix B), one before and another after the
study commenced. The first survey was six questions long. The second survey kept the
original six questions plus had four more additionally questions at the end. They were a
mix of questions that required rating feelings on a one to ten scale, or were open-ended
questions. Good survey questions (Janes, 1999) are related to the issue at hand. Questions
are multiple−choice or open-ended and have a positive feeling. For example, a good
positive survey question might be, “What are some things that you like about the art
museum?” and a negative would be “What don’t you like about the art museum?” The
survey should start with the most interesting and least threatening question because a
threatening question will change the answers of all the questions that come after it
(Merriam, 2009). My first survey was meant to set the stage for the research project, and
the purpose of the second was to see how the Girl Scouts’ answers changed after the fiveweek program was complete. I looked for patterns in the first survey before we began the
second museum session. When reading through the completed surveys, I searched for
similarities, such as the level of comfort the Girl Scouts felt in the art museum. Reading
through the survey answers before the second museum date helped me learn the best way
to lead group discussions. If the students felt very uncomfortable in the art museum I
would start each session doing “normal” museum activities such as sitting on museum
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benches, versus quickly introducing having the Scouts sitting on the floor in the galleries,
and or acting within the museum.
Working with students in a small group gave me the opportunity to take detailed
field notes the field notes could be anything from writing down a conversation word-forword to observations I made while students were working on their iPads. The observations
I made in my field notes were based on my research questions. Creswell (2013) wrote,
You

may

watch

physical

setting,

participants,

activities,

interactions,

conversations, and your own behaviors during the observation. Use your senses,
including sight, hearing, touch, smell, and taste. You should realize that writing
down everything is impossible. Thus, you may start the observation broadly and
then concentrate on research questions (p. 166).
Because I was teaching while observing and taking field notes, I defined myself as a
participant-observer (Creswell, 2013). Even with the title participant-observer, the
researcher is still participating in the activity at the site. In Creswell’s opinion, the
participant role is more salient than the researcher role (Creswell, 2013, p.166). Although
the researcher role is vital, acting as the participant-observer and a group leader, I was
unable to take detailed field notes in times where I was leading discussion or teaching the
Girl Scouts about the iPad apps. In those times, as well as others my critical friend was
there to take field notes.
In addition to field notes and my own observations, I had a critical friend with me during
each session. In the Sage Encyclopedia of Action Research, edited by David
Coghlan & Mary Brydon-Miller (2014) this phrase has been broken up and defined:
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While the word critical often carries a negative connotation, here it is applied to
infer higher order thinking, particularly bringing evaluation and synthesis to bear.
“Friend” carries pieces of its meaning from its vernacular usage and challenges
others. In this context, a friend is one who comes into relationship with another
with the expressed intention of sharpening the partner's vision or understanding
(para. 1).
A critical friend is there to help as a triangulation measure for the research. The students
were aware that my friend was there to help with the research. My friend made her own
observations in the form of field notes, while I either worked with students or taught. She
was able to reflect on the study’s progress, while I engaged with the children. After each
museum session, I immediately began coding my field notes from that day, looking for
patterns amongst my student’s responses. It was important to analyze data as I moved
through the study because, as Merriam (2009) states, “hunches, working hypotheses, and
educated guesses direct the investigator’s attention to certain data and then to refining or
verifying hunches” (p. 169).
A semi-structured interview with my critical friend after our final museum day,
helped clarify the research. A good semi-structured interview is similar to a good survey;
questions are open-ended, concise, and they are ordered in either a timeline or from the
least to the most important question (Janes, 1999). Again, sensitive questions should be
asked towards the end of the interview, and interview questions should be grouped by
domain (Janes, 1999). Therefore, I asked simple observational questions towards the
beginning of the interview, and more in-depth questions as we grew closer to the end of
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the interview. Through the interview process, I garnered rich descriptive data on the critical
friend’s observations of the study. I gathered details on her thoughts on particular
participants, the group’s comfort in the museum environment, and the lesson plans.
The students worked at the museum for two hours every Saturday for five weeks
and turned in the iPads at the end of each day, which allowed me to review their artwork.
I observed the changes the preteens made to their art each week, looking for color choice
and the boldness of lines, edits based on critiques we had in class, and the evolution of their
idea. It was important that the students know that I considered their artwork to be data
documents, and that I would review it at the end of each session. It was necessary to review
the girls’ artwork because occasionally girls who were defensive of their work during
critique would still make the changes that were suggested. I believe these girls began the
study uninterested in advice from their peers, but after mulling it over saw the value in their
peer’s observations. Tom and David Kelly (2013) write a lot about the importance
teamwork plays in creativity, so the girls’ ability to take advice from peers was something
I watched for throughout the study. Observing student artwork could be considered artsbased research, but, in reality, I only chose key aspects from the methodology. Thomas
Barone and Elliot Eisner (2012), the fathers of arts−based research wrote, “Humans have
invented a variety of forms of representation to describe and understand the world in as
many ways as it can be represented” ( p. 164). I understood this statement to mean humans
have invented countless ways to interpret the world and it is important to include more than
just words and statistics in data collection. “Art captures meanings that measurement
cannot” (p. 165). In his book Qualitative Data and Research Design, Creswell (2013)
47

discusses the use of participant journals as documents for research. Student artwork over
the five weeks we worked together could be compared to student journals. In reviewing
the students’ work, I hoped to see changes that could not be articulated in an interview or
survey. For example, in a survey I cannot tell how a Scout reacted to comments made in
critique, but I can look at their artwork to see if the child was open to ideas made by the
other Scouts.

Lesson Plans
The purpose of the lesson plans was to bring out in the participants’ different
aspects of creativity each week. I planned to have the preteens think narratively, to draw,
and to act. Creativity can be displayed in many different domains. I purposefully chose
three different arenas for creativity; drawing, writing, and acting. I hoped that if the girls
were not confident in one area of creativity they might be more confident in another. The
Kelleys’ (2013) also discuss these three artistic areas as integral to prototyping creative
projects in their book, Creative Confidence. This influenced my choice to include acting,
drawing, and writing as the creative outlets in which the girls would participate. My goal
was to allow the middle schoolers’ creative confidence to grow in all areas through mixing
creative mediums in which their confidence levels likely varied. The children were to use
iPad apps to create their artwork. The apps were iMovie and Sketchbook Express
(Sketchbook X). Students were to choose an artwork from the Blanton Museum of Art’s
collection, and think of it as a page in a picture book. For the five weeks we worked
together, the students would create a narrative based on the artworks they chose.
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The plan for the first day at the museum was for the girls to lead themselves in a
scavenger hunt across the Blanton Museum of Art. The goal of the hunt is to establish the
girls’ comfort with the museum, my critical friend, and me. My critical friend and I would
follow the Scouts through the museum, while only directing the girls in proper museum
etiquette and not teaching or leading the group through a tour. In addition to establishing
comfort, the scavenger hunt will show the girls all of the art movements on display in the
Blanton, so they can choose their favorite gallery to work within for the next four weeks.
Once the Scouts choose their favorite gallery, they were to work on thumbnail
drawings of their story outline in Sketchbook X. I chose Sketchbook X out of the myriad
iPad applications because I thought it had just enough options to facilitate free-choice
learning without being overwhelming. Through using this app, students have the ability to
paint, draw, write, and take pictures. In addition, they can do all these things on separate
layers that build up to create their artwork. This will be helpful in that, if a mistake is made
on one layer, it does not ruin the entire project.
On the second day of the study, the Scouts will focus on Sketchbook X. The goal
of this day is to make failure embraceable. Experimentation and curiosity are imperative
to creativity. A child’s willingness to experiment and, in turn, fail may be a sign of how
confident they are in their creativity. On this day, I will stress the layers tool in Sketchbook
X. In my one semester as an undergraduate graphic design student, my professors
constantly stressed working on separate layers. Working on one layer at a time made
experimenting more appealing because deleting a single layer was easier than erasing
details on the final image. This is why I stressed separate layers with the Girl Scouts.
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For this second day, the Scouts will return to the gallery they previously chose as
their favorite, where they will finish their story plans. I will give a quick tutorial on using
layers in Sketchbook X. After the tutorial, the girls will be provided forty-five to fifty
minutes to draw one to two pages of their narrative. As they draw, my critical friend and I
will watch their body language in the museum, how often other visitors take notice of our
group, and how often the girls compare their work with one another. We will watch the
girls for obvious reasons, but also we are going to watch other visitors because it will be
interesting to observe whether or not we are seen as unusual. I believe that if strangers are
observing the girls, the girls might be less comfortable making art in the museum galleries
than they would be in a separate museum studio space. In addition, my critical friend and
I were to observe the way the girls work, how often they try new tools within Sketchbook
X, and how often they ask questions about the app. Asking questions shows a willingness
to “fail” out loud. It shows the vulnerability of not knowing how to accomplish one’s goals.
Trying new tools shows a willingness to try new things and fail. Watching how the girls
work will help us see if the middle schoolers compare themselves to each other as often as
I think they will.
After the girls finish the drawing portion for the day, we will have a short fifteenminute discussion on the day’s activities. I plan to ask the girls to share their work from
the day. The enthusiasm the girls show for their work, or their reluctance in sharing with
the group, is another area in which a child’s confidence may be observed. I plan to end the
day working together with the students to create a short video of the movements seen within
the line variations of an artwork chosen by my critical friend. This will give the girls the
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opportunity to play with iMovie before making the videos to be included in for their
projects the following week. As will be seen in Chapter Four, this was adjusted in the
implementation of the lesson plans. Although the lesson plans were adjusted occasionally,
I planned to constantly take a constructivist approach to teaching, and wanted the girls to
have the opportunity to create an iMovie experience that they could build from in the future,
as was mentioned in Chapter Two. After the parents pick up the girls, my research plan is
for my critical friend and I to discuss our observations from the data. I then plan to analyze
the girls’ drawings, my friend’s notes, and, finally, my own notes looking for themes that
might arise.
In addition to working on Sketchbook X, the lesson will have the students work
together to create a three- to five-minute movie using iMovie. I made this decision after
reading a section in Creative Confidence by Tom and David Kelley (2013). The Kelleys
(2013) discussed the use of short, thrown together films in the research phase of toy
creation. The films helped creators think about the toy in new and unexpected ways. The
researchers pretended to be children playing with the toy. They saw the way the toy moved,
and how the child might move with the toy, and, thus, they learned to advertise the toy in
ways that they had not previously expected. Not only do the Kelleys advocate for
movement in problem solving, but Howard Gardner also discusses movement within his
education theories. He believes there are seven types of intelligences with bodilykinesthetic3 being one of them (Smith, 2008). Movement is important to my lesson plans

3

Using the entire body to solve a problem. (Smith, 2008).
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because it helps students to think differently about the artwork that they choose from the
Blanton’s collection.
The students are to look at the Blanton artwork they selected as if it were an
illustration in a picture book. They were then to imagine what the next page would look
like. Through this plan, I hoped the videos would help the students see the movements in
lines, and envision their chosen characters’ next steps. Having their peers act in the films
encourages the students to reconsider their own characters, and add details to their story
lines. My goal is that these movies assist the students in breaking from being literal in their
interpretation of the artwork. I purposefully would not allow enough time in the day to do
all of the planning for these movies. The students would not be able to write dialogue or
build sets, but instead I plan to ask them to think about how the artwork was put together,
to study the brushstrokes, or to consider artistic techniques. Thus, I will be encouraging
the students to create abstract videos, similar to interpretive dances. The Kelleys (2013)
stress the importance of brainstorming in groups, so I want the students to try to work in
groups of two or three for this portion of the study. After making their movies, the students
are to once again work separately using discussions and their video experiences to finalize
their projects. My goal is that through making these movies, students will start to discuss
the original artwork and their own artwork at length. I hope that they would begin to think
about why artists choose to use certain colors or techniques, and that the students will start
to think about why they are making similar decisions in their own work.
At the end of day, the students will share their videos and critique one another’s
work. I plan to ask them to present one successful aspect of one another’s video and one
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aspect that needs work. My critical friend and I will observe the girls’ reactions to critique,
how well they take criticism, and how confident they are in giving criticism.
Day Four will begin by completing any remaining critiques that we do not finish
on Day Three. We are going to spend most of the day working on the edits that the girls
want to make resulting from the critique from the previous week. We will end with a
discussion of how the girls feel about making art in the museum. In addition, we once again
will discuss the girls’ definition of creativity. As we did after each session on the previous
weeks, my critical friend and I will discuss the day’s events. Next, I will examine the girls’
artwork from the week as compared to the weeks before. Finally, I plan to analyze the field
notes that both my friend and I took from the day.
Finally, Day Five will be a somewhat relaxed day for the girls. They will compile
their movies and drawings together using iMovie. The girls will then critique everyone’s
final project. After critiquing, I will then give the girls time to edit based on the mid-session
critique. Grounded on the sources in the Creativity section of my literature review, I believe
accepting and incorporating other’s ideas into one’s artwork without hesitation or
argumentation, shows a willingness to try new things and confidence in one’s artwork.
After the girls’ narrative artworks are once again finalized in iMovie, the girls will retake
the surveys from week one, which includes a couple of additional questions (see Appendix
B).
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DATA ANALYSIS
Data analysis is combing through the collected data to find the meaning of the work.
In general, “the researcher begins by creating and organizing files of information. Next,
the process consists of a general reading and memoing of information to develop a sense
of the data and to begin the process of making sense of them” (Creswell, 2013, p. 200).
However, the following presents a more specific description of my data analysis process.
As previously stated, my research design included discussing the events from each
day with my critical friend after the Scouts left the museum. In our discussion, we would
analyze the girls’ body language, group interactions, and the evolution of their work.
During each session we watched the preteens’ willingness to speak about their work, and
the evolution of their ideas as the five-week program continued. Their willingness to speak
would be a sign of confidence or lack thereof. This portion of the data analysis is based on
Creswell’s (2013) direct interpretation analysis, meaning “the case study researcher looks
at a single instance and draws meaning from it without looking for multiple instances”
(Creswell, 2013, p. 199).
After discussing the case study with my critical friend, I planned to go home and
spread out each of the Scouts’ iPads to comb through the artwork from each week. I
intended to use constant comparison4 analysis while looking at the artwork. Comparison
analysis was originally developed for data collected over a series of rounds (Leech, 2007),
therefore, it was perfect for analyzing the artwork. In the artwork, I planned to look for

4

Constant comparison is continually analyzing data throughout the collection process for similarities and
differences.
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how the girls use the new tools I would focus on each day. Experimentation is a large part
of creativity (Csikszentmihalyi,1996), therefore, I wanted to observe how open the Scouts
were to experimenting with their art-making, and if that willingness to investigate grew
throughout the study. I intended to also look for the subtler signs of artistic confidence,
which I was taught in art school. These include: the vividness of the color choices, the
strength of the lines; and the expressiveness of word choice and typeface used when the
girls decided to incorporate words in their work. Arts−based research has very little
information on how to use student work as data. For this reason, and among the others
previously stated, I used a case study instead of arts−based research. I looked at the artwork
as a document.
During the process of data collection, I slightly amended the focus of data analysis.
I realized a Scout’s comfort in the art museum more readily appeared than their creative
confidence. It was much more noticeable when a girl shifted from nervously standing
before an artwork to sprawling out on the floor in front of the piece, than to recognize when
the girls were becoming more confident in their creativity. Looking at the girls’ artistic
choices for creative confidence proved too subjective. Therefore, I developed some
guidelines for looking at the girls’ art. First, I reviewed the girls’ artwork to see if it was
evolving with each museum visit. How often did the girls adjust their work after a critique?
How often did they remain resistant to changing their idea for the work or aspects of it? I
analyzed the narratives for how they were developing. In my amended data analysis
process, I removed “how often the girls speak out and share their artwork” as a guideline
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for their growth in creative confidence because, as time went on, I realized it was difficult
to capture this data.
Although not directly data analysis, reflecting on group discussions and the girls’
group interactions, would help me to ascertain how the next week needed to work. This
would then inform my data analysis in which I would look for patterns between two or
more sources of data. Occasionally, I would need to adjust the lesson plan to provide the
girls’ a more private space to reveal their feelings about creativity.

CONCLUSION
For this qualitative study, I used an intrinsic case study methodology to learn how
art-making in the museum gallery might encourage creative confidence and museum
comfort amongst a group of six middle school girls. I was a participant−observer
throughout the entire process and used the data gathering tools included in this chapter.
The next chapter will present the resulting data.
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Chapter Four: Data Collection
The goal of this study was to learn how iPads might encourage creative confidence
in middle schoolers, and whether making art in museum galleries would change the
participants opinions of the art museum. Understanding what makes middle-school age
children think and act the way they do may always be a mystery, but gaining ground on
understanding this mystery is worthwhile. I collected data at the Blanton Museum of Art
in January and February 2016. Six middle-school-aged Girl Scouts volunteered to come to
the museum for five Saturdays. This chapter details the data collected on each day that they
spent in the museum.

THE PARTICIPANTS
Before I begin detailing the sessions the six Girl Scouts and I spent at the museum,
I will give a description of each individual participant. The participants names have been
changed, as specified in IRB (appendix A), to protect the Scouts anonymity. The girls’
mothers read about the study in an invitation I wrote for a newsletter sent out by the Girl
Scout Association to all of the local Austin Girl Scout troops. Five of the six girls were
members of the same Girl Scout troop, and have known each other since kindergarten. One
of the girls’ mother was the one who contacted me about her troop participating in the
study. She and another of the girl’s mother were the troop leaders.

Annie
Annie’s mother was one of the troop leaders. Annie was eleven years old at the
time of the study. She attended a traditional public middle school, where she took choir,
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theater, and art as her electives. Annie was a self-proclaimed klutz, and did not play sports.
Annie’s confidence easily attracted friends. In a discussion on our second day at the
museum she proudly said, “Everyone is creative.” Annie was not timid about stating her
opinions. She had taken art since kindergarten, but had not made art on a tablet, such as an
iPad. Annie’s father owned a Kindle Fire that she was allowed to play with; she said she
plays Minecraft on it. Annie did not have a tablet of her own.

Megann
Megann was twelve at the time of the study. She, like many of the other girls,
attended a fine arts academy. Megann’s mother was the co-troop leader. At school,
Megann’s electives were more eclectic than Annie’s, with classes like Harry Potter and
creative writing. Although Megann did not go into much detail on what she learned in
“Harry Potter” class, I did learn from another Scout that they make creative projects, such
as dioramas in that class. Megann was very quiet; she rarely made eye contact with the
critical friend that I used for data gathering or with me. And, although she was not confident
talking to my critical friend or myself, Megann often lead the group. In regard to
technology, I learned from Megann’s mother that Megann had her own iPad at home, as
well as a stylus to help her draw. I could infer from this information that Megann had some
experience making art on a tablet, and that she has made an investment in this form of artmaking.
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Jessica
Jessica attends the fine arts academy as well, and was eleven at the time of the
study. She was the only girl who ever mentioned sports, and had to leave early one day
because her basketball team was in the play offs in her school’s league. Jessica loved to
read, and often had a book with her at the museum. Jessica, as will be seen, often displayed
self-deprecating behaviors when in conversation with Annie. This made me believe she did
not have very much confidence in her creative abilities. She often used such phrases such
as. “Oh my gosh, look how bad mine is.” Annie would then tease Jessica back saying
“Wow, that looks nothing like him,” as she commented on the figure Jessica drew. She
was the loudest Scout in conversation with her peers, but rarely spoke up when I asked
questions during discussion. My critical friend observed in her notes, that Megann, Annie,
and Jessica formed a clique.

Natalie
Natalie attended the same fine arts academy as Megann and Jessica. She was eleven
when the study began. Natalie did not share which elective classes she was taking at the
time of the study, nor did she discuss her previous experience with technology as an artmaking tool. She did, however, say she wanted to be a journalist when she grows up. Both
of Natalie’s parents are deaf, and she often had no idea who was picking her up from the
museum. She and her parents generally signed as their means of communication. It is easy
to imagine that Natalie could have missed pick up communication regarding when she
would be picked up in the rush to get out the door in the morning. Occasionally, Natalie’s
older sister, a graphic design major who recently graduated from college, would drop
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Natalie off at the museum. Natalie is the only one of her three siblings who has her own
room. She had the most interesting home life of all six Scouts. Although, the other Scouts
were occasionally dropped off late, they always knew who was going to be there to pick
them up, and they were always picked up on time. One day Natalie and I waited forty-five
minutes for someone to get her. She did not know who to call or how to get in touch with
a parent. After she told me her that her parents would not be able to hear a phone call, I
suggested email, and she agreed that was the best means of communication for her parents.
We emailed back and forth with her mother, who had no way of contacting her father, who
was supposed to pick her up that day. Natalie grew more and more anxious with every
minute we waited for her father. She paced the courtyard and frequently asked me to refresh
my email in search of news from her mother. We were both relieved when her father’s car
rolled up. Even after this anxiety inducing day, Natalie was still confident in her art-making
decisions. She was rarely positive about input she received from the group. During group
critiques towards the end of the study, Natalie often became defensive when her work was
being discussed. In addition to being defensive, Natalie was often aloof. She consistently
removed herself from the group, and engrossed herself in her drawings.

Devon
The fifth Scout from this group was Devon. She also attended the fine arts academy,
and was eleven at the time of the study. Devon, took Harry Potter class, the technology
aspects of theater production, and crime scene investigation as her elective classes. Devon
would like to be either an author or a lawyer when she grows up. Devon was very quiet,
but also fidgety. She rarely shared her opinions in group work. Devon and Natalie often sat
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next to each other, although without talking. They simply sat in proximity while they
worked on their separate iPads. Devon took improvisation classes after school, but was
very reserved during the study. My critical friend noticed that she and Natalie seemed to
be followers, while Megann and Annie were leaders.

Sara
The sixth Scout, Sara, was a member of a different troop. While waiting for her
mother to pick her up one day, Sara told me that her troop encouraged her to participate in
the study because of her love of art-making on her iPad. Sara was fourteen at the time of
the study, the oldest in the group. She was a seventh grader at a traditional public middle
school at the time of the study. She was very quiet, and often stood with my critical friend
or myself, rather than with the other Scouts. Sara was dyslexic, and she chose to take the
study’s first survey at home with a parent’s assistance instead of with the other girls. She
occasionally worked with Devon. But, if Sara attempted to talk with Devon and Natalie,
Natalie would leave their subgroup quickly. Sara participated in choir, theater, and art
electives at her public middle school. Sara had her own iPad, and loved to draw figures that
resemble Manga characters.
Now that I have described some key aspects of the girls’ personalities, and their
past experience with art-making, I will detail the events of each day of data collection. Day
One will be the longest, due to the multiple rooms, and activities the Girl Scouts
participated in on that day.
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DAY ONE
Goals
The goals of Day One were to establish (1) a level of comfort among the girls and
with my critical friend and myself (2) to gauge the Scouts creative confidence, and (3) to
ascertain their opinions of the museum.

Museum Experience
As the girls arrived, I passed out iPads so that they could play with the Sketchbook
Express (Sketchbook X) application while we waited for all six Girl Scouts to arrive.
Sketchbook X is a somewhat self-explanatory application; the girls needed very little
instruction. They all figured out the iPad pass codes without being prompted. The Scouts
sat silently on a bench in the museum atrium, wiggling their feet, and only speaking when
they found a new tool in the application. When all the girls had arrived, I asked them what
their typical Saturday looked like, hoping to both break the awkwardness of the first day
and learn a little more about the girls. As a middle schooler, my Saturdays were spent in
bed or on the soccer field. My goals were usually to sleep in as late as possible before
soccer games, and then to head back to the couch as soon as the game was over. It has
been thirteen years since I was in middle school, and yet I still expected to hear something
similar to my experiences in the girls’ answers. Their responses were nothing like mine;
they wake up early, read, play Minecraft, do homework, or watch a movie with their
siblings. Annie said she typically wakes up early, and reads or does homework until her
brother is done watching cartoons, and then it is her turn to watch TV. Many of the girls
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were shocked to hear that my Saturdays were spent sleeping late, and binge-watching
Netflix. Natalie went as far as to say, “How can you sleep in! That’s impossible for me!”
I ignored her comment and began giving instructions. My plan for the first day was
a scavenger hunt that the girls were in charge of. I wrote the instructions in the notes section
of each of their iPads so that they would not need to ask many, if any, questions. I placed
the instructions on their individual iPads instead of printing them out because the girls
needed to get into the habit of working on the iPads in the museum setting. Most of the
girls found the scavenger hunt easily. Sara brought her own iPad; therefore, she had to read
the scavenger hunt from another girl’s iPad. Annie shared her iPad with Sara for the first
clue.
I told the girls, “The goal of the scavenger hunt is to get to know the museum, it is
not a race, and you are not allowed to run.” This was the only museum rule that I discussed
with the Scouts. In planning my first day, this was something that I went back and forth
on. While reading for my literature review, I learned middle school students are at an age
where they really want to be treated as adults, but they are still children. I wanted to be able
to talk to the girls as if they were my adult friends, but I still needed to maintain my
authority over the group. So, I decided to trust that the girls had enough prior museum
knowledge to understand museum etiquette, but I peppered in corrections as necessary.
The middle schoolers started the scavenger hunt slowly, and with perfect museum
etiquette. They appeared apprehensive about being loud and drawing attention to the group.
My critical friend noticed the Scouts’ body language was uneasy; they fidgeted when
seated and balanced nervously on one leg when standing. Sara looked back at me numerous
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times for confirmation that they were on the right path. Annie and Natalie took charge of
the group, remembering where the first room was because of recent field trips that had
previously brought them to the museum. The only issue with museum etiquette that we had
was when the Scouts walked just a little too fast, and a little too close to the artwork, but
this occurred much later in the day.

Clue #1
The first clue on the scavenger hunt asked the Scouts to find the blue room. The
Blanton has a gallery with red paint on the walls, a gallery with blue paint on the walls,
and at the time of this study they had a set of galleries painted maroon. In the blue room,
the hunt guidelines requested the participants to do a quick sketch of their favorite artwork
in the gallery. The scavenger hunt also asked what similarities the girls saw in the artworks
scattered throughout the room. My goal in asking this question was to force the girls to
look up at the art on the walls as well as down at their iPads. I did not expect to need to
verbally ask the girls to answer the questions written in their scavenger hunt. However, I
was forced to prompt the girls to answer the questions orally before they began their
sketches in Sketchbook Express (Sketchbook X) because they did not begin by answering
the questions. It was difficult to hear the answers to the questions because everyone talked
over one another. In her notes my critical friend said that she believed this was because
they were eager to finish the question and answer portion of the activity and begin the
drawing. Although the girls interrupted each other constantly, they talked very quietly. It
was hard to hear some of the answers, however, there were two that stood out. Annie
realized that “The Virgin Mary is in all of the paintings” in the room, and Jessica remarked
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on the artists’ use of red and gold in all the paintings. Natalie and Megann quietly agreed
with Jessica almost simultaneously saying, “Yeah, the colors are all the same.” Sara and
Devon chose not to answer the question. This would become the discussion pattern of the
day. Throughout the rest of the day, it was common for Annie and Megann to answer the
questions. Then, Natalie and Jessica typically added some follow up comments. Devon,
and Sara rarely answered my questions on Day One.
The conversation was not about the story of the artwork, I wanted to know only
what my participants saw in the artwork. If the Scouts noticed the characters, I could infer
they knew some about religious iconography. If they noticed the colors or the style of the
artwork, I could infer that they were seeing the big picture, getting the general idea of the
work. In the end the girls seemed to focus on the colors as a similarity. After answering the
questions, the girls picked their favorite pieces to sketch. Two of them stood at one artwork
and four at another. As this was the first gallery we spent any significant time in, I was not
surprised that the girls all choose to stand, instead of sitting in front of the artwork. Standing
shows some apprehension to art-making within the museum settings, while, if the Scouts
choose to sit, I would assume that they were somewhat comfortable in the space.
The scavenger hunt specifically directed participants to “draw a quick sketch.”
Natalie focused on the word “quick” finishing her sketch in just a few short minutes and
consistently commenting on how quickly she had drawn her replica. This confirmed my
pre-existing fear of putting too many constraints on the girls. I believed the time constraint
hindered Natalie’s ability to take her drawing seriously. She began apprehensively sharing
her work with her friends, making sure to qualify that hers was the required “quick” sketch.
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She giggled and said “look at this, she said to ‘draw a quick sketch’” while searching her
peers’ faces for signs of judgment. Most of the other girls glanced quickly at Natalie’s
sketch, but preferred to concentrate on their own work. Later, I would learn comparing her
work with another girl’s drawing was unusual for Natalie. The other girls continued to
draw until I prompted them with an additional time limit of three minutes. As the other
girls finished one by one, they all began comparing their work. Laughing at how bad their
quick sketches were.

Clue #2
The second scavenger hunt clue asked the girls to find the gallery with the
“weirdest” art, and work together to make a video replicating the movement that they saw
in the piece. I chose the word “weirdest” because I believed it would force the girls to look
for art that made them uncomfortable; art that they did not define as art. I thought this word
choice would lead us in the direction of
contemporary art. The girls immediately walked
towards the contemporary galleries. We walked
through four rooms of “weird” art. It was difficult
for the girls to come to a consensus on the weirdest
art piece. The girls’ first choice was a piece by Terry
Adkins, entitled Single Bound. It was a black
semicircle of feathers and mesh that protruded from
the wall. The activity associated with finding this
piece involved iMovie. The prompt asked that the
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Figure 1: Terry Adkins (2000), Single
Bound

girls work together to demonstrate the movement they saw in the artwork. I had them act
out the movement partially because of David and Tom Kelley’s (2013) book, Creative
Confidence (see Chapter Two), and also because I believe searching a piece for gestures
that a body can make encourages students to see an artwork in a different way. The Kelley’s
(2013) wrote about they use acting with prototypes to determine how a creative product
will work in the real world, and how this often changes how they think about the object
that they have created. On Day Three the girls would be asked to create movies using
iMovie, so this clue of the scavenger hunt also helped determine their ability to use the
application.
The girls chose this semicircular piece because it was weird, but when reminded of
the prompt that said they would have to act out the movement seen in the artwork, the girls
froze unable to see any movement in the piece. This would become a pattern throughout
the study. The Scouts consistently froze or opted out of the parts of my lessons they deemed
too difficult or abstract.
Megann was able to imagine the feathers flowing in the wind, but no one else in
the group could see any movement in the piece. Annie and Devon wanted to move on in
search of other artworks. While the other girls stood frozen around their first choice, Devon
turned around and looked around the gallery. Although Devon was quiet, and rarely gave
her opinion in group discussion, she often attempted to break from the group to look
through the gallery on her own. My critical friend wrote in her notebook that she could not
decide if Devon’s wandering was a sign of curiosity, boredom, or both. In this moment,
the middle schoolers chose to move on in search of a new weird artwork, instead of pressing
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in to consider the artist’s choice of materials in Single Bound by Terry Adkins and to find
movement within the artwork. In looking back, I wonder if letting them move to a new
piece was a mistake, if I should have kept the scaffolding in place to encourage confidence.
I may have given the Scouts too much freedom throughout the study.
Problem solving is a large portion of creativity, and the girls’ creative confidence
may have benefitted from more scaffolding. This would have meant forcing them to push
through when they wanted to quit. Part of creativity is thinking about things in a new way,
it is forcing yourself to solve a problem or prompt in an unexpected way. The girls did not
expect to see movement in the piece they chose; in fact, they could not force themselves to
see any movement at all.
I attempted to give the girls freedom to design their own experience in this moment.
It was difficult to design a project that allowed me and my critical friend to observe the
girls’ opinions of the museum and their creativity in the same moment because to observe
creativity, there needed to be constraints that force the participants to think outside of their
comfort zone. To change their opinion of the art museum, I believed the participant needed
freedom to do whatever they wanted. Knowing when to set constraints for creativity and
when to leave the girls alone for optimal museum comfort and to form their own opinions
was a difficult task.
The prompt regarding movement asked the Scouts to work together because
teamwork and group brainstorming is important to being a well-rounded, creative
individual. Additionally, common sense says that when a peer chooses to participate,
and/or uses the idea that you thought of, you are instantly encouraged. After walking away
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from the weird art that the middle schoolers originally choose, they found a decidedly less
unusual piece⎯Luis Jimenez’s Progress II. The artwork they chose was a large sculpture
that takes up an entire room at the Blanton. The sculpture is of a horse and rider chasing
after a calf with red, glowing eyes. Once the Scouts had chosen their piece, they began
filming.
Although the prompt asked the girls to work together as a team, and only use one
iPad to film the sculpture’s movement, five out of six Scouts used their own iPads to film.
Sara was the only Scout who chose not to film. She stood quietly next to the girls waiting
for this activity to be over.
Sara was the oldest Scout, and the only one not in the same troop as the other girls.
In addition, she brought her own iPad, instead of using one of the tablets I provided. All of
these factors gave her a reason to feel shy around the other girls, but out of all six
participants, Sara was the most experienced with Sketchbook X and was the best at
drawing. She was quickly included into Devon and Natalie’s group. But, throughout Day
One, Sara remained quiet, always looking to me for affirmation, and apprehensive to share
her opinions with the other girls. She was happy to share the knowledge she possessed
about the app, but appeared nervous to collaborate in the group activities. My critical friend
observed that Sara often chose to stand with her or me, instead of participating with the
group. For example, during the video portion of the second scavenger hunt task, Sara stood
next to Annie, quietly tapping her feet to make a horse noise, but she never told Annie what
she was doing. As a result, Annie asked Sara to stop making noise. When this happened,
Sara looked at me and shrugged her shoulders as if to say, “I tried.”
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As previously stated, the second clue asked the girls to work together to create a
video using iMovie, however, the girls all attempted to film alone. To get them to truly
begin collaborating, I prompted the Scouts to begin working together, and when that did
not work, I provided further direction by only allowing the girls to use two iPads. After
this instruction, Megann and Annie both appeared to want to take charge of the group. They
raised their voices and talked over one another in their attempts to persuade the other Scouts
to choose their film idea. In the end, Megann’s idea was chosen. She wanted to show
movement by filming a shot in which the camera moved from behind the horse to the front
of the cow. In addition, she wanted the girls who would not be holding the iPad when
filming to make cow and horse noises. During the discussion of who would make the horse,
cow, and cowboy sounds, Natalie left the group. She moved to the corner of the room with
her iPad to sit down and sketch imaginative creatures on her tablet. Natalie’s choice to sit
and draw on her own, instead of interacting with the group, would later become a pattern.
I walked over to try and engage Natalie, but my critical friend continued to observe the
group as a whole. She wrote, “Sara was given the job of making the neighing and clicking
of hooves sounds.” Megann told her this was because “she was wearing boots,” but none
of the other girls could come to an agreement about what their role was going to be. Since
they could not resolve the problem, the three remaining girls did whatever they wanted.
Jessica, Sara, and Annie all began clicking their feet on the ground mooing and neighing
while Megann walked the camera from one end of the gallery to the other. After the first
take, the girls watched the video together and figured out that they appeared in the shot and
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that it was obvious the noises were coming from them and not the statue. They switched to
stand on the other side of the gallery, and Megann began filming a second take.
Devon was quickly bored of working as a group and went back to filming her own
version. She was extremely comfortable in the gallery, and had very few boundaries with
the artwork, meaning she walked up very close to the sculpture that drew her attention.
Devon became very interested in a skull on the edge of the sculpture and brought her iPad
towards it filming only a few inches away. This was the first time I became acutely aware
that we had not talked sufficiently about museum etiquette.
After only a couple of takes at filming Megann’s idea, Annie and Jessica also broke
off to work on their own idea while Sara continued to make noise for Megann. Annie and
Jessica wanted to film a shot that looked like they were running screaming from the horse.
To do this, they stood underneath the cow holding the iPad out using the selfie camera to
film themselves, and jogged away from the sculpture with scared faces and softly
screaming. The two girls watched the video and giggled. They teased each other for looking
“more happy than scared.” Giving up after one take, Annie and Jessica went back to
stomping their feet for Megann’s idea. By now, the girls were getting a little rambunctious,
but standing far away from the art so I decided not to make any museum etiquette
corrections. I was happy they felt comfortable enough to play and laugh in the museum.
However, a guard soon gruffly told the group to calm down. The girls were then ready to
move on to the next activity. Being reprimanded immediately changed the mood of the
group. The museum went from a fun place to a serious place.
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Clue #3
The third scavenger hunt clue asked the
group to take a collective selfie with their
favorite piece in the museum. A selfie is a
photograph of themselves, taken by someone
who is also in the picture. The goals of this clue
was to simply get the girls to walk around the
museum and look at all of the art, as well as to
have them work together to solve the problem of
how to fit six girls in a photograph with an
artwork. Five out of the six girls knew exactly
what piece that would be, before exploring the
entire museum. “The Penny Piece!” they called

Figure 2: Cildo Meireles (1987),
Missão/Missões
[Mission/Missions] (How to Build
Cathedrals)

it, but its real name is Missão/Missões [Mission/Missions] (How to Build Cathedrals) by
Cildo Meireles. Sara did not share which piece was her favorite; she just followed the
group. Once again Megann and Annie fought over who would be in control of the group.
Megann wanted to sit at what she considered the front of the piece, while the other girls sat
on the back side. But, Annie wanted the girls to sit together and stagger their heads to all
fit in the frame. Both girls excitedly explained their ideas to the group, and then there was
silence. No one voted for either idea, but Megann moved to sit at the front of the
installation. Serious tension arose due this decision, but I choose to remain an observer and
let the girls work out this challenge on their own. The other girls remained seated at the
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back of the sculpture, and did not squeeze in to help Megann get everyone in the selfie. A
young family entered the room during the conflict and distracted the group. Jessica took
this opportunity to move to sit with Megann.
Jessica faded in and out of the projects all morning. She concentrated on the sketch
in the first room, but simply did what she was told in the second, contributing little to the
conversation in the second activity, and drifting between Megann and Annie. In this third
activity, Jessica opted out. This would later become a pattern for Jessica. She played on
Megann’s phone while the other girls sat waiting for Megann and Annie to come to an
agreement. After watching Jessica on that first day, my critical friend and I agreed that she
would be an interesting case for analyzing creative confidence. She appeared to have very
little, giving up on the activities quickly.
The young mother of the family who interrupted the group selfie noticed the tension
in the room and asked if the girls wanted her to take their picture. They declined, but this
seemed to light a fire under the Scouts. They decided to compromise. Megann took her
version of the picture and then huffed and puffed her way back to sit with the other girls.
They staggered their positions as Annie had suggested and took a second selfie. The first
picture was a better image of the artwork, but the second included more of the girls in the
photograph. The girls did not try and solve this problem; they simply chose to move on.
The choice to give up and move on became another pattern the critical friend and I observed
throughout the study.
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Clue #4
The final scavenger hunt clue directed the girls to find the most comfortable seats
in the museum. The previous summer I interned at the Denver Museum of Art (DAM) and
listened to Patty Williams, an educator at the museum give a lecture on the importance of
museum seating. From this I learned that the DAM staff specifically chose each chair,
bench, and couch for the museum because of its design and comfort. They considered
whether strangers really want to sit next to each other to look at art and if the couch would
make for an enjoyable museum experience. The goal of the scavenger hunt clue was to
have the girls continue to look at art throughout the museum, and encourage them to try
out the seats that they would be sitting in for the next four weeks. Since the Scouts would
be spending at least three of our sessions in one gallery, I wanted them to explore all the
seating that the Blanton had to offer. The girls would be spending a lot of their time sitting.
The Scouts immediately chose the desk chairs in the eLounge as the most comfortable
chairs. The eLounge is a circular room at the Blanton featuring six Mac computers and
books in shelves about the collection. Additionally, it features in the center of the room,
four large black leather lounging chairs arranged around a matching ottoman.
This time I forced the girls to keep looking instead of stopping at the first location.
We had only been in three galleries at this point, and they needed to see all of the art before
choosing their favorites piece for the next activity. Unfortunately, they rushed through this
process without looking at the art on the walls very closely, only to move back to the
eLounge as the best museum seating. I had a feeling this would be their choice, but hoped
they would take more time in their decision. The activity for this room was individual; the
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prompt asked the Scouts to use the layers tool in
Sketchbook X to combine a photograph and drawing
of the chair. Devon was the only Scout to have
difficulty with this activity, but she was not afraid to
ask me questions about how to use the app. She did
not understand how to use the layers so that she could
erase her marks on the picture without erasing the
entire picture. Overall, she and Natalie had the most
trouble with the app thus far. Natalie struggled with
the eraser tool. She was deleting entire drawings,

Figure 3: Natalie, example of
Clue #4

instead of only the latest layer. Once again Sara brought her iPad to me for approval. Sara
repeatedly looking to see if she had completed “enough work.” She asked me if “this is
good enough,” and after she was told that she had indeed done exactly what the prompt
asked, Sara stopped working on her chair drawing, and went to work on an old sketch she
had saved in Sketchbook X, instead of interacting with the other girls. Many of the girls
did not take the chair drawing activity seriously. They worked quickly, looking around the
room, instead of down at their iPads.
Once the girls finished their chair drawings I passed out the surveys I had written
to gauge the Scouts creative confidence and museum opinions. They quietly wrote their
answers. As they finished the surveys, the girls began exploring the room; Jessica even
started to use one of the computers. Sara silently drew on her iPad while the others worked
on their surveys because she would take her survey home to complete due to her dyslexia.
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Survey Results
As previously stated, the purpose of the survey was to get a baseline for the Scouts’
creative confidence and their opinions of the museum. (The survey discussion questions
are in Appendix B.) When asked if they enjoyed art-making, four of the six girls answered
above a seven on a scale of one to ten. In my next survey question, I asked the girls why
they chose their ranking on the above scale. In her answer, Jessica wrote, “I love to do it
[make art], but I don’t feel like I am good at it so it is not a 10.” This was an atypical
response. Only Jessica and Megann described any hesitation in their art-making. All four
of the other Scouts were confident in their abilities. Hazel’s response was, “Because it
helps me express myself while having fun.” This introspective response was more
representative of the answers from the other four girls.
The next question asked the girls when they last attended an art museum. Four of
the six girls had not been to an art museum in a year, but Sara and Natalie had both been
to the Blanton Museum “a few months ago.” As a follow up question, my survey asked,
“How comfortable are you in an art museum, and why?” Megann’s answer was a typical
response; she wrote, “I am kind of comfortable it’s just too silent for me.” As can be seen
later on, this answer was fitting of Megann’s personality. Although, the Scouts’ body
language did not convey this message throughout Day One, all six girls said they were at
least somewhat comfortable in the museum setting. In regards to this question, Natalie said
she was “not overly comfortable, but I do know what to expect.” Jessica said that she was
“comfortable because it is peaceful.” Later on in the study, this would explain her relaxed
demeanor while reading a book in the galleries. This answer was also interesting because
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Jessica was the most talkative Scout; her loud voice did not always promote a peaceful
atmosphere for other museum visitors.
The next question I asked was for the Scouts’ definition of creativity. Because I
believe all of their answers to this question are extremely important to the study, I will
include all their answers here. Megann said, “A person using their skills to create
something unique.” Annie wrote, “The ability to put something in your mind in [to] the
world.” Jessica’s answer was closer to what Megann said, when she wrote, “doing what
you want and coming up with thing to be individual.” Both Megann and Jessica mentioned
that creativity deals with individuality. Sara’s answer said, “expressing yourself.” All four
of the above girls believed creativity dealt with some form of expression. Natalie and
Devon’s definitions of creativity varied. Natalie identified creativity as “being able to think
of something nobody’s ever thought of before.” And Devon wrote, “the ability to create
original thoughts and ideas all by your lonesome.” Natalie and Devon’s answers most
closely resembled that of the writers I quoted in Chapter Two.
Finally, all six girls believed they are very creative. The reasons for their creative
confidence vary. Natalie wrote, “I am always making up create creatures in my head.”
Annie said, “I have sketchbooks and journals filled to the brim.” And, Megann replied to
this question by writing, “Because I love art.” None of the girls’ answers resembled that of
their peers.
While scanning the surveys that the girls were turning in, I realized I had not asked
them what their opinions of the museum were. The survey simply asked the Scouts how
comfortable they were at the museum. So, after all six Scouts finished their survey, I
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decided we needed to have a quick discussion before moving on to the final activity. The
timing was ideal because the girls were already sitting close together and thinking
introspectively. This discussion time allowed me to ask the girls questions that I did not
write on their survey. I asked them what their favorite activity of the day was, and there
was a quick consensus on drawing.
In my field journal, I noted there was agreement amongst the Scouts that a science
museum was the best museum to attend because everything can be touched or played with,
and they believed they could be as loud as they wanted at a science museum. They had to
be quiet at an art museum, they said. This opinion was solidified by their experience with
the gruff guard earlier in the morning. The girls appeared to be bored during our discussion,
all-fidgeting in their seats while talking.
In addition to inquiring about their museum opinions, I asked the girls to share a
new tool that they learned to use in Sketchbook X. In asking the Scouts what they had
learned in Sketchbook X, I hoped to gauge their previous knowledge of art-making on
iPads. Devon talked about the mirroring tool, which allows the user to draw a line and have
the exact same line mirrored across the page. This tool helps if the artist is looking to draw
a symmetrical picture. Megann liked the shape feature, which draws a perfect geometric
shape. Jessica shared the paint brush tool, Natalie showed the layering tool, and Sara talked
about the text feature. Some of the girls appeared to learn new tools from each other
through this discussion because they quickly picked up their iPads and began testing the
tools that their peers were talking about.
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Beginning of the Main Project
The last portion of the day could be considered the most important. I chose to end the day
by beginning the girls’ final projects. First, I wanted them to see all of the art in the
Blanton’s permanent collection before choosing the artwork that they would spend the next
four weeks with. With only thirty minutes left in the day, we walked around and the Scouts
picked their favorite gallery. Surprisingly, they choose the Abstract Expressionist gallery
right away. There did not seem to be any argument about
this choice. I asked the Scouts to pick an artwork and
think of it as the first page in a picture book. They then
were to write the narrative for the following pages. Each
time the middle schoolers subsequently visited the
museum, my plan was that they would either draw or film
one of the pages that they had written. As was previously
stated in the methodology chapter, the main project that
the middle schoolers would be working on throughout the
next four weeks was a story based on an artwork from the

Figure 4: Louise Nevelson
(1975), Dawn’s Presence
Two Columns

Blanton’s collection. On this first day, I told the girls that in the next thirty minutes they
would be drawing a storyboard or plan for the following weeks. So, once in the gallery
each girl chose her favorite work and began storyboarding. Jessica and Annie both chose
to work with Louise Nevelson’s sculpture titled, Dawn’s Presence. They sat together
working silently on their projects. Throughout the day, Jessica had been the most talkative
Scout, therefore, her silence during this activity was surprising to both my critical friend
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and me. Jessica and Annie working together would become a pattern later on. Natalie chose
Adolph Gottlieb’s piece Cadmium Red Over Black, which was a short distance away from
them. Sara chose a Joan Mitchell piece entitled Rock Bottom, which was right next to the
Nevelson sculpture. Megann worked at an Amanda Ross-Ho painting, titled Partial White
Goddess #5 Re-Enactment (SOME CATS ARE MORE VOCAL THAN OTHERS) in the
center of the gallery away from the other girls. And, finally, Devon worked far away at the
other end of the gallery at a Sol Lewitt drawing.
Sara was anxious about spelling for
her storyboard because she is dyslexic.
However, I reassured her that I was also
dyslexic and that she was not being graded
about how well she spelled and was not
being judged. I offered to sound out her
words. The misspellings soon became a part

Figure 5: Sara, Day Two, Example of
storyboard

of the artwork that she embraced.
Devon was the only Girl Scout willing to ask what a storyboard was. Some of the
other girls may have already known, but Jessica and Natalie looked around the room
aimlessly. My critical friend and I could not tell if the girls needed help, or if offering
assistance without them asking would hinder the study of the middle schoolers creative
confidence. We both believed that when a Scout asked questions, this was a sign of being
confident in their creativity. Even though Devon had the most trouble with the iPad, she
was willing to ask the most questions. Therefore, she appeared to be the most confident in
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her creativity. She was curious and willing to stand up and ask questions to solve the
problems I presented.
As previously mentioned, Jessica and Annie both choose the same artwork. Annie
worked intently drawing a plan while Jessica walked around the work taking pictures. She
kept longingly staring at me, which I interpreted to mean that Jessica had questions, but
was not willing to ask. After taking photos, she left the work to go sit with Megann. Once
again, Jessica began playing on Megann’s phone. I asked Jessica to show me her story and
she said she could not think of anything to write. This indicated to me that she was the ideal
student for the study because Jessica appeared to be creative, but wavered in her confidence
in her creativity. On her survey, Jessica wrote she was creative, but when putting that
creativity down on paper, she struggled. Drawing appeared to be intimidating to her.
Figuring out when to push Jessica and when to let her work through frustration on her own
was a difficult decision to make as a leader who wanted to facilitate creativity. Although I
struggled with Jessica, five of the six girls look down at their iPads finishing their
storyboards. They rarely looked up at the artwork they chose as inspiration.
Amateur artists often go to museums to replicate famous artworks; however, they
rarely look at their paper. These girls continuously looked at their iPads. In art school, I
was taught to look at the object I was drawing more than my paper. On an iPad tour, the
goal is to have visitors look at the art more than they look at the iPad. As a museum
educator, it was a struggle to be comfortable with letting the girls solely look at their iPads.
In my study, the iPads were replacing pencil and paper. None of the girls drew exact
replicas of their chosen artwork. They all sat on the floor in front the artwork engrossed in
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their iPads. My goal was to make the girls feel comfortable in the museum, and confident
in their creativity. They appeared to be doing both.

Summary
On this first day my critical friend and I observed the group dynamics, and looked
for indications of the girls’ previous knowledge and experience with iPads, as well as their
comfort within the museum setting. The Scouts took a survey so that I could gauge a
baseline for their creative confidence and museum opinions. I was also able to take the
middle schoolers around The Blanton’s permanent collection so that they could choose
their favorite gallery. Finally, the Scouts ended the day storyboarding and brainstorming
their stories, the main projects that they would work on for the next four weeks.

DAY TWO
Goals
The goals of Day Two were to make it acceptable for the middle schoolers to fail,
because based on my research, I believe this is a sign of creative confidence. Additionally,
I wanted to see how the girls worked in the museum gallery for a long period of time. As
mentioned above, from my background research, into creativity I learned that curiosity and
being willing to try new things is a large part of creativity. Based on this research, I decided
that being willing to attempt new iPad drawing techniques, even when failure seemed
likely, could be one of the many signs of creative confidence that I would look for in the
girls.
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Museum Experience
On Day Two each of the girls arrived after the designated start time. Devon, Annie,
and Sara were the only girls who participated in Day Two. Megann’s mother called to say
Megann was sick. However, neither Jessica nor Natalie’s parents called to say they would
not be attending Day Three. So, I started the day in the atrium of the museum by having
the two girls who were on time refresh the group’s memory on each of their storyboards.
Sara and Devon worked in the atrium finishing up their storyboards while we waited for
Annie and the others to arrive. The two middle schoolers sat quietly comparing their iPad
skills. Sara had worked with Sketchbook X for a long time. She told me that she tried
fourteen other drawing apps before deciding that this was her favorite. Sara made a joke
about her iPad cover saying “My mom got me a case that looks like a journal, so now it
blends in to all my books!” I worried that her rendering abilities and previous knowledge
of the sketchbook application would intimidate Devon. However, Devon openly asked Sara
how to use all the tools on the app, and admired Sara’s previous drawings. Just like last
week, Devon was very curious and not afraid to ask questions.
Annie’s dad dropped her off 15 minutes late, and she began working with the other
girls in the atrium while we continued to wait for Natalie and Jessica. Annie sat next to her
troop mate, Devon, while she worked. I was surprised that Annie was late because her
mother was a Troop Leader. We waited as long as we could and eventually started twenty
minutes late. At 11:20, I informed the security guards which gallery we would be in so
they could direct them if the tardy girls arrived. We moved upstairs. The girls were much
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quieter this week, but appeared to be in a pleasant mood. Unlike the previous week, Devon
was the center of attention. Annie and Sara walked up the stairs on either side of her.
Although Sara, the Scout with the most experience in Sketchbook X, appeared to
be almost done with her storyboard, Annie and Devon needed more time. I, therefore, gave
the girls about five minutes to look at their artwork and finish their story ideas. Both Sara
and Annie immediately sat in front of their chosen pieces, but Devon cautiously stood in
front of hers at the other end of the gallery. The pieces that Sara and Annie choose were in
the center of the gallery so I stood with them. This way I could observe the two seated girls
up close, but have eyes on Devon from afar. My critical friend also stood near Devon, who
however, came to me to ask, “How do I use the mirroring thing again.” I was surprised that
Devon asked me this question, rather than Sara, since Sara had been answering Devon’s
questions all morning. After seven minutes, I retrieved Devon who had eventually seated
herself in front of her artwork, and we all sat in the center of the gallery around my iPad. I
believed that watching the girls’ comfort in the museum would be a clue to how their
opinions of the museum were evolving, if at all. At the end of the day, the girls were all
willing to sit on the floor in front of their chosen artwork, but were apprehensive to talk
loudly in the museum.
I gathered the middle schoolers around my iPad, and I showed the girls a sample
collage that I assembled from a picture of my parent’s dog, a photograph of a painting from
the Blanton Museum’s collection, and a drawing I had done using Sketchbook X. The
layering tool in Sketchbook X made my collage possible. This was the tool that really sold
me on Sketchbook X as an app. It resembles the layers of Adobe Photoshop or Illustrator.
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As previously stated in Chapter 2, I was a graphic design major during one semester of
college. I learned the importance of starting a new layer for each idea being added to a
Photoshop drawing. We were taught this because it made making mistakes on a complex
program less intimidating. If we remembered to add layers, then mistakes on new layers
were much easier to delete. That is why I stressed the layering tool on Day Two, the day
that we concentrated on becoming comfortable with risking failing. If the girls added a
new layer and made a mistake, it was easy to delete the layer without deleting their entire
project, or so I thought.
My critical friend wrote in her notes that Sara was working on her iPad throughout
my entire lesson, and appearing not to listen. Devon was so excited about learning to layer
drawing with photographs that she reached out and touched my iPad in an attempt to erase
part of the photo to see more of the drawing. She also asked the name of my parents’ dog.
The dog and Annie shared the same name. Both Annie and Devon loved this. In response,
they giggled and compared the dog to the Scout. Both the dog and Annie had light colored
hair, were energetic, and were playful. At the end of my teaching, I told the girls they
needed to start a new layer each time they wanted to add something to their drawing. Devon
was shocked by this and asked incredulously, “But, you can’t make any more than three
layers.” I showed the Scouts how to combine the layers that they had completed into one
layer.
After I finished my “lesson” on layers, Devon giggled and said, “The undo button
is what makes me feel like it’s ok to fail.” Sara responded by saying “Half the time I wish
there was an undo button when I’m drawing with a paper and pencil.” We all laughed and
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I assigned the girls an hour to use the layers
tool to draw one or two of the pages for their
story. However, the girls just continued to
draw whatever they wanted. Annie focused on
a detailed drawing of a figure, while Devon
worked on the second page of her picture book
(following my directions), and Sara perfected
her storyboard. For the most part, the girls

Figure 6: Devon, Day Two,
Example of layering tool.

worked quietly on their individual iPads.
My critical friend wrote, “Devon wandered and takes photos, and all looked down
at their iPad.” Annie lay on the floor working on her iPad while Devon walked around.
Sara sat with both legs crossed and tucked up under her hip. All three girls appeared more
comfortable in the museum than they had the previous week. Eventually, Devon came and
sat with the group in the center of the gallery.
After about thirty minutes, Sara finished her storyboard and began asking me
about the next activity, which had already been assigned. It was to draw the second page
of the picture book that the storyboard was meant to represent. Sara bristled at the idea of
having to turn her cartoon strip storyboard into individual pages. Her compromise was to
work on a book cover while the other girls expanded their stories.
On Day One, Sara continuously asked for approval on her work. Because of this,
on Day Two I gave in to Sara and allowed her to work on a book cover, instead of drawing
additional pages for her story. At first, Sara’s decision not to participate was perplexing to
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me; she was a very skilled artist and had the most experience making drawings on an iPad.
But, Sara was not willing to think creatively to solve the problem that I placed before her.
She gave up on the activity, a pattern that appeared among multiple girls on Day One and
continued to come up throughout the study. As stated in Chapter Two, creativity is not
based on people’s drawing abilities or even their story telling abilities. Creativity is the
“flexibility of thinking, the ability to come up with new ideas, or see things in a new way”
(Lowenfeld & Brittain, 1975, p. 61); therefore, Sara’s resistance to the assignment hinted
at a lack of confidence in her creativity.
Although Sara remained unwavering in her decision not to expand her storyboard,
she was open to suggestions on new techniques to use within Sketchbook X. For example,
as stated above, I showed the Scouts a collage I made containing two photographs, one of
my parent’s dog and one of an artwork in the Blanton’s collection. I encouraged Sara and
the other girls to attempt this technique, but Devon was the only one interested in taking
photographs for her book. She wrote a story about how the sun decided to quit her job
lighting the sky because she was tired, and no one on earth appreciated her hard work. The
moon tried to take over lighting the sky, but in the end the sun was asked to return. Devon
took photographs of textures and colors that she liked in artworks around the gallery. I
asked her why she was taking pictures of just the color blue in one painting, and she said,
“because I couldn’t get it to match.” She used the blue color for the background and then
erased sun and moon shapes so that they were the negative space in the drawing. Sara, the
Sketchbook Express expert, asked a clarifying, “Wait, what?” when Devon talked about
the colors. And, Annie curiously watched Devon, who was working with combining photos
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and drawings. She eventually asked Devon to help her take pictures and use them in
drawing her character. Although Annie was happy to talk about herself, she had not asked
me a question up to this point. It appeared to me that Annie did not want to appear as if she
did not know how to use the iPad app. She chose to ask her peers questions about
Sketchbook X, instead of asking me. Sara and Devon got along with each other better than
did Sara and Annie. This became more apparent on week four, but on Day Two it was
starting to show. For example, in my observation journal I wrote “Devon sat between Annie
and Sara.”
On this day, both Devon and Sara finished their drawings before the allotted time
limit. Because Sara refused to draw pages for her storyboard; she drew a cover that
appeared completely unrelated to her story, and that used none of the techniques I taught
that day. It was lime green with hot pink blood cell shapes floating around the page.
Devon finished two pages using all of the techniques I taught, and still wanted to
leave the group to continue to play with photographing the Blanton’s collection. Devon
was independent even on Day One. Going off on her own, therefore, may not have been a
sign of growth in creative confidence, even though it was a very positive sign of curiosity
and museum comfort. Devon’s creative confidence grew on Day Two when Annie started
asking her for help taking photographs to use in her artwork while Devon was in the middle
of asking to go take pictures of more artwork. Sara said, “I don’t like taking photographs
of artwork, I like photographing my own scenes.” As a girl who was two years older, and
the best draftsman in the group, Sara’s statement could have easily damaged Devon’s
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creative confidence. But, there was no change in
Devon’s excitement over the new technique she was
using.
As Annie finished her character drawing, we
continued to sit in the center of the gallery. Devon
appeared completely comfortable in the museum;
she went as far as to lay on the floor completely
unaware of her fellow museum patrons. Annie,
however, complained about not being able to lean
against the walls, and feeling uncomfortable sitting

Figure 7: Annie, Day Two,
Example of drawing development

in the center of the gallery. She said, “It feels like
people are staring at us.” However, all three girls said that they felt completely comfortable
sitting in front of artworks created by “famous” artists, as long as they were contemporary
pieces. In galleries filled with portraits, they felt “judged” by the figures in the paintings.

Discussion
Once Annie completed her drawing, I asked the girls where they would like to sit
for a short discussion. All three unanimously voted that we move to the Blanton’s eLounge,
a small room adjacent to the contemporary galleries whose wall was lined with Mac
computers and large black leather chairs in the center. The purpose of this discussion was
to gather insight on how the Scouts were feeling about art-making on their iPads, and learn
when the girls felt the most confident in their creativity. Additionally, this discussion was
meant to help me find out more about the girls lives outside of our time at the museum.
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This discussion, however, centered around drawing with a pencil and paper versus an iPad.
Before starting my research, I theorized that an iPad would allow the girls an aspect of
privacy that paper and pencil does not, and, in turn, take away some of the peer comparison
that hinders a middle schooler’s creative confidence. However, these three girls had the
“everyone is creative” mantra drilled so far into them that the conversation ended up
centering on the pros and cons of drawing with an iPad versus a paper and pencil, instead
of on creativity. They believed that paper and pencil were better for capturing details, while
iPads were a much faster medium and easier to carry around the museum. We created a
large pro and con list for paper and pencil and another for drawing with an iPad. Annie
actually liked that it was easier to compare when using a paper and pencil, but hated the
smudges that come with the traditional medium. Sara liked the line variation that can be
achieved, but dislikes how difficult it is to create the exact color she wants with paper and
pencil. And, Devon loved the traditional sketchy look, but wished there was an undo button
for paper and pencil. Sara told her that was what an eraser was for. When I asked what the
girls liked about drawing with iPads, Annie mentioned the zoom, Devon talked about the
blending tools, and Sara liked that there was less to carry with an iPad. They all agreed that
shading was more difficult, and it was easier to mess up when drawing with an iPad.
When I asked which art form made the girls feel most creative, the conversation
got surprisingly heated. Annie felt the most confident in music, Sara in art-making, and
Devon in writing. Sara and Annie spent most of the time arguing over which of these
creative outlets, music or art, allowed them to express their creativity the most. Sara argued
that in music the notes and lyrics were given to you, while in art-making you start with a
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blank page and are given the freedom to create whatever you want. Annie argued that she
writes her own music, so she is able to be just as creative in singing as she is in art. Devon
remained unphased by the argument; she still loves to write, draw, and act silly. The
conversation ended with both Sara and Annie saying and feeling that the other was wrong
in their creative choice, and Devon happily watched the drama unfold.

Summary
On Day Two, two of the three girls who participated, learned a new drawing
technique in Sketchbook X. I learned more about the areas in which the Scouts feel
creative, as well as about the middle schoolers lives outside of our museum sessions. The
Scouts completed their drawings, which were a large portion of their stories. The next day
we would begin the video portion of the stories.

DAY THREE
Goals
The goals of Day Three were to gauge the Girl Scouts comfort in the museum, to
help them to think about their stories in a new way, and to encourage creative confidence
through teamwork. Museum comfort was necessary for the girls to act in front of the
camera within the museum galleries. I hoped that observing their comfort would help me
decipher their opinions of the art museum. As stated in Chapter 2, Tom and David Kelley
(2013) believe that acting out a problem using a prototype helps the researcher to think
about the problem in a new way. Therefore, I incorporated acting into my lesson plans, in
hopes that it would help the girls think about their prompt and chosen artwork differently.
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In addition, girls who might not have been sure of their drawing abilities might be more
confident in their acting talent, so I wanted to give the girls another opportunity to express
their creativity in that way within the museum.

Museum Experience
Sara’s mother sent me a text message before I arrived at the museum to ask if I
could find Sara a ride. While I was in the process of attempting this, she quickly changed
her mind, and reported that Sara was not feeling well and would not be attending at all.
This was unsettling news as only three girls showed up the previous week, and Day Three
focused on creating videos to add to the Scout’s picture books, which revolved around the
girls acting in one another’s filming. I feared that if only three girls showed up again this
time, I would have to be an actor, and be unable to observe their progress. Luckily, Sara
was the only absent Scout. All five of the other Scouts made it to Day Three of data
collection on time.
We started the day back in the contemporary gallery so that the girls who were
absent the previous week could be reminded of their chosen artwork, and decide which
parts of their story they would like to draw and which they would like to film. While in the
gallery, I had each Scout take us to their chosen artwork and tell us the story they had
written. Annie was first to volunteer her story; she chose the Louise Nelson sculpture. She
decided the white geometric sculpture looked like a city and wrote a story about a girl who
lived there. Annie was often first to volunteer to share her work or lead the group. This
pattern began on Day One when she led the group to the first scavenger hunt clue. The
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other girls generally liked Annie’s story plan, and had few suggestions, so we moved on to
the next Scout’s story.
Next, Jessica decided to change her artwork from the Louise Nelson sculpture that
she and Annie had both chosen on Day One to Regina Bogat’s Cord Painting 14. She
showed us the painting, but did not know what her story would be. After an awkward
moment of silence within the group I prompted her to think about it. When I asked “What
kind of story would you tell?” She shrugged and replied, “I don’t know, maybe a string
factory.” Her new story was about a string factory at which a little girl became separated
from her field trip and lost in the factory. The girls all laughed at this idea, and we moved
on. Looking back, I may have rushed the girls through this process. I was worried about
having enough time to film everyone’s videos because the girls would be required to film
one at a time.
My critical friend noticed that Natalie expressed some concern at this point saying,
“It is impossible to video my story.” Natalie wrote a story about two prehistoric creatures
getting stuck in Adolph Gottlieb’s Cadmium Red Above Black Bursts Series. After
explaining this to the other girls, the other Scouts offered Natalie many ideas for how to
incorporate a video into her piece. On Day Three, I was finally firm with the structure that
had I put into place, and I would not allow Natalie to opt out of adding a video to her
project. After hearing all of her troopmates ideas Natalie came up with her own variation
of what they had said. Natalie decided to have people walk by the painting discussing all
of its negative qualities saying things like, “My kids could do a better job,” and then have
a Scout portraying an art critic walk by and exclaim about the beauty of the artwork.
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As previously stated, Devon’s story was about how the sun quit her job. My critical
friend noticed that Devon shifted her weight back and forth while using her quiet, timid
voice to tell us about her story. After hearing her explanation, I asked Devon, “When will
you film your story?” because it was very bright in the museum and outside. It clearly
looked like the sun had not quit her job. Once again, the others offered suggestions on how
to fix this dilemma. Devon decided that Jessica would play the sun because she was
wearing the brightest colored shirt, and Devon would borrow Annie’s black sweatshirt to
play the moon. The rest of the girls would portray the farmers
who were upset without a sun.
Megann chose a painting titled Partial White Goddess
#5 Re-Enactment (SOME CATS ARE MORE VOCAL THAN
OTHERS) by Amanda Ross-Ho, and noticed a Victorian
looking chandelier hidden within the artwork. Therefore, she
wrote her story about a pair of Victorian girls who solve a
mystery within the painting. Even though Megann had very
strong opinions about how the girls should take their “selfie” and
film their “weird” artwork on Day One, Megann was very quiet
in explaining her story. Both my critical friend and I agreed that
she seemed insecure about her story plan.

Figure 8: Amanda
Ross-Ho (2010),
Partial White Goddess
#5 Re-Enactment
(SOME CATS ARE
MORE VOCAL THAN
OTHERS)

After the Scouts had shown the group their chosen
artwork and discussed their stories, I gave them the choice between filming in the museum
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or outside in the courtyard. Filming and acting in the museum shows a level of comfort
within the museum that filming in the courtyard does not.

Natalie’s Film Experience
As previously stated, Natalie expressed some discomfort with the idea of filming
in general; she did not believe her story required any video. Unlike last week when I
loosened the parameters for Sara, I did not give Natalie the option not to participate in
filming, and directed her to do some creative problem solving. Also, as I mentioned above,
her peers chimed in and helped Natalie with brainstorming how to add video to her story
about creatures. Devon suggested two girls act as the creatures who get stuck in the
painting. However, none of the girls were wearing all red or all black, so Natalie did not
like this idea. Annie mentioned recording people as they view the artwork, and this seemed
to spark some ideas within Natalie. She ended up with her own idea along the same lines
as Annie’s suggestion. Natalie decided to make the video recording the last page of her
story. This was a very creative solution considering Natalie was absent the previous week
and had not drawn the first two pages of her story. For her film, Natalie asked Devon to be
an art critic, and the other girls to be visitors who did not understand the artwork. Each
middle schooler was given the opportunity to redo the film twice before the group needed
to move on.
For Natalie’s film, all the Scouts except for Devon walked around the
Contemporary gallery in character discussing how their children could create better
paintings, stopping specifically in front of Adolph Gotlieb’s artwork. Devon, playing the
art critic, then walked in talking to herself about how wonderful the piece is, and naming
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its numerous aesthetic achievements. My critical friend described the scene in just a few
short bullet points:
•

Natalie has all others (everyone except Devon) walk over towards a
work of art talking about what they see.

•

Girls seemed a little off track.

•

Devon walked away.

Due to sound problems Natalie filmed the piece twice, and asked for a third take,
but I reassured her that the sound could be adjusted in iMovie on our last day. While they
were helping Natalie with her film, Jessica, Megann, and Annie, who played the viewers,
began to lose interest and act up. They participated in Natalie’s video, but were not engaged
in helping their friend. Both my critical friend and I agreed that the girls became cliquey
with Jessica, Annie, and Megann forming one clique, and Devon and Natalie seemingly
left to themselves. I was surprised that only Natalie and Devon watched the completed
film, and the other girls continued to walk around the gallery talking and waiting for their
turns to film.

Jessica’s Film Experience
Jessica also determined that she would film within the museum galleries. Jessica
was unsure of how to film her piece because she had chosen a new artwork and rewritten
her story that day. Jessica chose Chord Painting #4 by Regina Bogat. She wanted to have
Annie fall, and loose her string factory tour group, but we feared that this may not be
allowed in a museum gallery. I had to ask her to clarify her idea twice before the group
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understood and jumped in with suggestions of how to make this work. The girls had already
been reprimanded for their noise level once on Day Three, and I was nervous they not get
in trouble again. I suggested Jessica attempt a stop motion film, because it would require
everyone to move slowly. Jessica asked that Megann, Devon, and Natalie be the tour group.
Annie was to be the girl who tripped and lost them. In filming this scene, the “tour group”
began to get bored waiting for Annie to film her slow motion falling scene, but when the
scene ended they rushed over to watch. My critical friend recorded the following notes
about filming this scene:
•

Having issues with losing interest,

•

Jessica started taking solo pictures of Annie,

•

Natalie and Devon get bored.

Devon ran to view the finished stop motion scene, and Natalie was the last to walk over.
Natalie always appeared to be the last to get involved with whatever the group was
doing. However, when she arrived, the girls stood around the iPad and giggled at Jessica’s
stop motion film. They teased her for its choppiness, and Annie for her over the top acting.
Teasing Jessica became a pattern amongst the girls. Jessica also needed her second take to
perfect the film, but was happy with her final product.

Annie’s Film Experience
Annie volunteered to go next, and asked Megann to be her main character. She had
chosen the Louise Nevelson sculpture. Annie imagined the sculpture looked like a
cityscape, and wrote a story about a girl who lived in the city. She went as far as to give
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her character a name, Anabelle. None of the other girls up to this point gave their characters
names. Annie chose to film most of her video outside, except for one scene in which she
filmed Megann walking down the museum’s atrium stairs. This inspiration came to Annie
as we were halfway down the stairs on our way outside to film. We all, therefore, walked
back behind Annie and Megann so that Annie could film Megann walking down the stairs
and out the door.
Once outside the girls split up. Natalie sat in the shade in the catwalk along the
Blanton’s entrance working on her drawing and not engaging with the group. Annie filmed
Megann working at a table in front of the Blanton café. Devon sat in the sun and played
with her iPad, and Jessica sat next to her reading her book. Although the other Scouts
appeared to flock towards Jessica, and she appeared to be confident around them, she was
the least interested in all of the lesson plans. Jessica was animated and loud around Annie
and Megann, but serious and quiet around Natalie and Devon. Annie’s behavior made the
cliques within the group more evident. Jessica always brought a book to read, instead of
participating. I monitored her participation closely, and attempted to engage her in my
lesson plans as much as possible, but was anxious about forcing her to participate. Forcing
someone to partake in an activity they are not particularly interested in often gives them
negative feelings towards that subject. Therefore, I was nervous about pushing Jessica
away from art by forcing her to engage with her group and the project.
Annie was not, however. She soon pulled Jessica into her film, leaving out Natalie
and Devon once again. Devon continued to sit quietly in the sun observing the other girls
filming. After shooting of a scene was complete, my critical friend noticed Jessica,
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Megann, and Natalie all gathered around the iPad to watch, but Devon and Natalie
remained seated away from the group. My critical friend and I sat close to the girls
attempting to hear how Annie was directing her group, and observe their reactions. Devon
sat on the other end of the bench staring longingly at the girls filming. Eventually, she ran
to sit with Natalie in the shade and look at Natalie’s artwork on the iPad.
After a few more of her scenes were filmed, Annie called Devon into her film, but
left Natalie to draw on her own. Natalie studiously worked on drawing the first few pages
of her storybook while the other girls filmed their pieces. It was encouraging to see her so
intently working on the assigned projects, but discouraging to see her disengaged from the
group.
Even though Jessica had to be coerced into participating, she was extremely
animated while filming. Her body language and genuine smile told me acting might be
more in line with her creative interests than drawing. In addition, Annie was a very strong
director with an exact idea of what she wanted each girl to do in the film. She was often
frustrated with Jessica for acting too silly. After each scene, everyone except for Natalie
stood around Annie’s iPad and laughed at the film, and again teased Jessica. However,
after watching her scene, Devon left the group once again and sat on her own quietly
observing the other girls. In her notes about Annie’s filming experience, my critical friend
wrote, “Annie, Megann, and Jessica all working together, loud while filming, running
around the three are having fun showing off and laughing.” We both agreed that on this
day the girls’ subgroups began to show up.
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Devon’s Film Experience
Eventually, I stopped the work on Annie’s film and asked the girls to begin working
on someone else’s project. Devon volunteered to go next. Devon asked that only she and
Jessica act in the film because Jessica was wearing a bright colored shirt that looked like
the sun. As previously stated, Jessica was the object of almost everyone’s attention.
Without being asked, Megann and Annie helped direct, and Natalie was finally
pulled into the group and asked to do the video work. However, immediately Natalie also
began to direct the actors. My critical friend noticed that in the first scene only Devon
acted, while Megann and Jessica got bored and were “on their own talking quietly.” While
Jessica was quickly called back to acting, Megann remained alone, playing with her phone.
Annie and Megann were easily distracted by Megann’s phone. They lay on a bench,
played with the phone, and ignored the film. After one take, Jessica left to be with Megann
and Annie while Devon viewed the video. It was surprising to me that Jessica did not want
to see the scene she had just acted in. My critical friend and I both agreed that Jessica
showed the least creative confidence of all the girls on Day Three. Devon had difficulty
getting Jessica to come back for a second take. She timidly asked, “Jessica, do you want to
do it again?” with no response from Jessica. Devon insisted she needed another shot, so
Jessica begrudgingly came back to act one more time. Natalie filmed the scene once more,
and for the second time only Devon watched the final product on her own. Once again,
Jessica had acted dramatically during the filming, moving her arms wildly and speaking in
a loud accent. Being with the other girls was more appealing to Jessica than acting in the
video. My critical friend wrote, “They are all having a hard time staying on track.” Devon,
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who the week before had appeared very confident in her creative ideas and had discounted
Sara’s comments about photography, appeared disheartened by the other Scouts’ attitudes.
She sat quietly watching her film, with her whole body slumped over the iPad.

Megann’s Film Experience
Finally, it was Megann’s turn to film. Jessica was supposed to act in Megann’s film,
but she had to leave early for a basketball game. Instead, Megann had Annie act as her
main character and Devon as another character. Natalie continued to work on her iPad
drawing in the covered walkway. The Blanton is made up of two separate buildings, one
with all of the art, and a second with all of the studio space, offices, and museum café. We
worked in the courtyard between the two buildings, but Natalie often sat under the covered
walkway. However, a squirrel distracted all of the girls at this point, which brought all five
girls together. It was surprising to see Natalie get excited about something that the other
girls were also interested in. I learned later that their Scout group had a long history of
videoing squirrels.
Megann was a quiet director, she calmly instructed Devon and Annie on what she
wanted them to do in her film. They began filming, but quickly stopped to take another
photo of the squirrel. Megann became frustrated and called them back. Her film was much
shorter than the others because of their inability to focus and due to lack of time. I told
Megann we would start the next week by finishing her film and discuss their experience
from Day Three.
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Week Four Planning and Discussion
I asked the girls to move into the atrium and write down their plans for the next
week. My plan for week four was to give them the freedom to finish either the drawing or
the video portions of their stories. As preparation, I needed them to consider how they were
going to move forward. Moreover, I hoped that when I read their plans for the next week I
would see some changes from the Girl Scouts original story plans. If the girls stories had
developed, I believed that would mean their creativity had also developed. A storyline that
changed over our time at the museum would mean that they were willing to allow their
stories to evolve with the different lesson plans I had placed before them. However, the
only stories that evolved were Natalie’s and Megann’s. Natalie’s story grew because she
was forced to add video. Megann’s story changed in that there were twice as many details
as when she told us about the story at the beginning of the day. In the notes section of her
iPad, Megann wrote that her story,
Starts in the household when it’s finally Nox’s (main character) 13th birthday and
in this world when you turn 13 you get to find your legacy but the legacy depends
on the past, which is in the pen. Saddened by the pen going missing Nox decided
to consult her adventurous best friend (Ember). Who helps give Nox hope to risk
everything (almost) to find the pen and get her legacy back.
It was surprising to see this detailed outline written down after hearing her simple
explanation.
After writing their plans, I asked the girls to put down their iPads for our discussion.
Natalie was hesitant to stop working on her drawing, but did as she was told. The discussion
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questions on Day Three focused on museum comfort and working together, Annie and
Devon believed that working outside was more comfortable. Devon said, “Outside felt
more natural,” and Annie agreed saying, “You are more free to be loud and crazy outside.”
Natalie disagreed. She thought only about what fit her story and that was working inside.
When I asked how well they worked together, the girls all believed they cooperated
with each other because they had been in the same troop for so long. Annie, however,
believed “it would be the same with new people.” I found this to be an interesting opinion
since from my perspective as well as my critical friend’s, they appeared to separate into
cliques. The main problem with teamwork concerned telling each other what to do. When
asked how she felt working as group for her film went, Megann said, “It was hard to tell
people what to do.” After watching Megann attempt to direct her fellow Girl Scouts, this
statement did not surprise me. But, in comparison to Day One, where Megann led the group
through two of the scavenger hunt activities, this statement was shocking. In fact, my
critical friend and I were both surprised at how Megann fell back and let others lead on
Day Three.
Next, I asked the girls if they preferred acting in or directing the films. Annie added
drawing into her answer saying, “I like video better than drawing because things are easier
to explain in video, but video was hard to direct.” Devon concurred, “You don’t want to
boss them around too much, and acting can be stressful depending on the part.”
Surprisingly, Megann preferred being the director saying, “It’s fun to play with shots, and
angles, and you feel super proud when friends ask about it.” Natalie chose not to respond,
a pattern seen throughout the study.
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I then asked the girls what kind of jobs they thought required the most creativity,
and what they wanted to be when they grew up. Uncharacteristically, Natalie was the first
to respond. She believed writers or journalists were the most creative, and she wanted to
be an author when she grows up. My critical friend noticed that in answering this question
all four girls became excited and started talking over one another. They identified multiple
arts-based jobs as the most creative. When the girls ran out of ideas for creative jobs, I
asked them one-by-one what they wanted to be when they grew up. Annie wanted to be a
teacher, Megann a journalist or chemical engineer, and Devon said, “Someone who
debates.” After hearing their answers, I asked the girls in which school subject they felt the
most creative. All answered with a preference for English or Science.
For my third question, I asked the girls if on this third session they remained
confident in their creative abilities. The girls all felt confident in their creative abilities.
Therefore, next I asked them in which activity from that day they felt the most creative.
Megann and Natalie both preferred drawing, while Devon and Annie felt more confident
in their creative abilities while making videos.
Finally, I asked the girls if they would normally act the way we have been in a
museum. All four responded with a unanimous, “No.” Annie went on to say,” I’m not
normally comfortable sitting on the ground,” and Natalie said, “We have been too loud.”
Lastly, Devon said, “She’s normally afraid to do anything different than the other people
at the museum.” Megann had nothing else to add after the other girls spoke. Because of
their answers, I asked the Scouts to help me make a pro and con list about visiting an art
museum. In my notes I wrote their answers. As a pro, Megann wrote, “Diversity, you seen
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things you wouldn’t normally.” As a con, Natalie said being a museum was, “boring, quiet,
orderly, and you have to keep your shoes on.” This is as far as our list got before Megann
and Annie began a side conversation that took everyone off track. Therefore, the discussion
ended and for a moment we all sat together waiting for their parents to arrive to pick them
up. Quickly, however, Annie and Megann moved to another bench. Devon and Natalie
continued to quietly draw on their iPads and ignored the other girls.

Summary
Even though the lesson plans on Day Three required the girls to work together to
film portions of their stories, the cliques within the group became more evident on Day
Three. Jessica, Megann, and Annie formed one group; Natalie and Devon formed the other
group. Megann and Annie were engaged in the lesson plans, while Jessica began to opt
out of our activities on this day. Devon and Natalie either sat quietly or worked on their
iPad drawings while the other group filmed their projects. Almost every girl was able to
finish filming. This was beneficial to Day Four because the girls could simply wrap up
the drawing and left over video work that needed to be done

DAY FOUR
Goals
The goals of Day Four were simple; to have the girls finish drawing and filming their
stories, so that on Day Five they would be ready to critique, edit, and compile each of their
individual stories. This way their videos and drawings flowed into their own completed
story. Additionally, after the previous week, where cliques were solidified amongst the
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group, I wanted the Girl Scouts to collaborate as an entire group, instead of in two small
groups. As a supplementary goal, I wanted the girls to learn how to handle criticism and to
use it to better their projects.

Museum Experience
All six Scouts arrived on time. We started the day
with an icebreaker activity. My critical friend chose an
artwork, Conversion of St. Paul by Daniele Crespi, and I
asked the Scouts to stand in a line in front of it. I gave them
five minutes to sketch. Next, I had them pass their iPad
down the line and add to the previous person’s sketch. Sara,
Devon, and Megann took pictures of the painting first
and then began to draw on top of the photos. All six girls

Figure 9: Daniele Crespi
(1621), Conversion of St. Paul

chose to stand rather than sit in a line in front of the artwork. Natalie eventually stepped
towards the painting to get a better look. After spending three consecutive Saturdays at the
museum, I believe the girls would be comfortable enough to choose to sit on the gallery
floor. I did not realize that my instructions to stand in front of the painting would hinder
their museum comfort. The importance of my word choice became more evident after
reflecting on this activity. They all worked silently for the first three minutes, but the
silence was broken by Jessica who exclaimed, “Oh my goodness eraser! Why are his hands
so big!” All of the Scouts giggled, but were quiet again quickly. The girls who took
photographs before drawing did not look up at the artwork again during the activity. Jessica
continued to talk self-deprecatingly to herself while the other girls worked quietly. Natalie
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giggled at her own work every once in a while. She walked over to Devon to compare their
work, thereby continuing the cliques or subgroups from the previous week.
After passing their iPads to the next person, all of the girls took a seat in front of
the painting. Natalie deleted her work so that Annie was forced to start from scratch. This
may have been a mistake. After consulting with my critical friend, however, we both
decided that Annie probably did not want anyone else to see her drawing. It took some
cajoling to convince Natalie to pass her iPad. She was the last girl to hand the device to the
next person, and fiddled with the iPad quite a bit before passing it. Natalie was also
unhappy about the time limit.
Jessica continued to talk to herself while the Scouts added to their peers’ artwork.
She apologized to the group in a teasing low and lilting voice saying, “Soooorrrry, I talk to
myself when I draw.” Annie soon began to tease Jessica, who was conditioned to the selfdeprecatingly talk. The rest of the group worked quietly. Annie and Jessica loudly
discussed all of the faults in Jessica’s work, they compared the larger than life hands, and
the bell-bottoms that Jessica added to St. Paul to the original painting. On the other end of
the row, Devon was the first to add text to her drawing. Although Sara had the most
experience with Sketchbook X, Devon was often the first to try new things.
When Jessica passed Annie her drawing, Annie laughed at the work and began
teasing Jessica yet again for her art-making decisions. I feared that this would hinder
Jessica’s already questionable confidence. For the rest of the icebreaker, the girls talked
amongst themselves and laughed at each other’ artistic decisions. This may not have been
good for their creative confidence, but did indicate their opinion of the museum was
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growing more positive, and they were working together as a group better than they had
done the week before.
They Kelleys’ (2013) book, Creative Confidence, implied that collaboration, and
teamwork are often important for individuals who work in creative fields. So, before
leaving this gallery, I asked the girls, “How would you define collaboration; was this
collaboration?” I wanted to get a sense of what they knew about collaboration. Most of the
girls answered no. Devon said, “You have to talk to each other to collaborate,” and Annie
added, “Last week was more of a collaboration than this, because we shared our ideas.”
Happy with their answers, I told the group it was time to move on and that we were going
to finish whatever was left of their projects. As they stood up and began to move to what
we had to come know as “our” gallery, the girls discussed what they had left to do on their
projects.
“Our” gallery, in which all of the middle schoolers chosen artworks were situated,
was technically called the Moffet gallery. Everyone except for Sara decided to work on the
drawing portion of her story. Even Megann, who did not get to film for very long on Day
Three, chose to draw. She sat with her back leaned up against the wall with her chosen
artwork behind her and the other girls within her site range. Sara, who was absent on Day
Three, had a difficult time deciding how to add video to her piece. It became necessary for
me to sit and brainstorm with her for quite some time while the other girls sat drawing in
front of their artwork or roaming the gallery. Luckily, my critical friend was able to observe
the other Scouts while I worked with Sara. After a few minutes of Sara and I talking about
how she could add video to her story, my critical friend walked by us. She wrote in her
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notes about the discussion, “Sara appears defeated,
she asks Elizabeth ‘What shooould I do!”’ I would
agree that at this point Sara just wanted to give up.
She was unable to think of new ideas for how to
incorporate video into her drawing and resisted
quite a bit when I told her she did not have a choice.
Getting her to think of a new idea for her piece was
difficult. I sat alongside her and tried to come up
with ideas, but felt uncomfortable presenting her
with my own ideas. In this moment, I was unable to
be an observer, and had to participate as teacher in

Figure 10: Photograph of Scouts,
Example of comfort in the
museum galleries

Sara’s ideation. Finally, she decided to make a film of her storyboard. She asked me to help
her film the video, in which she would draw and we both would read a script.
While Sara and I recorded her video, the other Scouts remained relatively silent as
they worked around the room. Not surprisingly, Jessica called over Annie, who was hard
at work in front of her artwork, to look at her “terrible” drawing. However, I was surprised
when I looked up and noticed both of them working silently; they were simply sitting
together.
When the girls finished their remaining work, I planned to pass out my discussion
questions in written form. The discussion from the week before seemed one-sided, and I
was unsure if I received honest answers from the girls or if they were just telling me what
they thought I wanted to hear. This week, therefore, I decided to print my discussion
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questions and have the girls write their answers. The purpose of this week’s discussion was
to to get a sense once again of the girls’ creative confidence and museum comfort.
Even though Sara was absent the week before, she was still the first to finish her
project. Because she was dyslexic, Sara asked me to read the discussion questions to her.
(See Appendix B.) When I read the question that asked which art app made her feel more
creative, Sara said the drawing app because it was what she already liked. When I asked
what makes her feel confident in her creativity, Sara responded, “It’s not something you
can feel confident in, it’s imagining stuff, which in my case I feel pretty good at.” Her
answer made me uneasy, because her action up to this point did not signify overt creative
confidence or a lack of confidence. At the end of each discussion sheet, I asked the girls
“How can I tell that you are confident in your creativity?” Sara wrote, “Not being shy to
show your work, being open to suggestions but still having a part, and trying new things
even if you are unsure.” This was an interesting answer because, based on my critical
friend’s and my own observations, Sara rarely showed any of those three things.
Devon brought her drawings over to show me while I was working with Sara on
her discussion questions. This was unusual because Devon rarely brought her work to me
for approval. Like Sara had done so many times before, Devon asked me, “Am I done?”
She had in fact done everything I asked. I said “Yes,” and asked her to fill out the discussion
questions. For the question about which art app made her feel the most creative, Devon
answered “The sketchbook because it gives you a lot of options for different types of art.”
When I think back to Day Two, in which Devon chose to take pictures of different textures
to use in her drawings, I am not surprised by this answer. I also valued her answer to the
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question, "Have you been able to draw exactly what you were imagining, how does that
make you feel?” Devon wrote, “No, because on an iPad it’s harder to get the shape right,
or the shade.” This response also makes me think back to how she solved this problem on
Day Two by taking a photo of the exact shade of blue she wanted, and substituting the
photo for the paint bucket tool in Sketchbook X. Finally, in answering the last question,
“How could I tell that you are confident in your creativity?” Devon wrote, “I’m really into
it, I’ll show people, and I’ll talk about it.” Although Devon consistently showed only two
of these three signs (being “really into it” and showing people), she was beginning to talk
about her story more and more.
Natalie soon followed Devon to the center of the room where I sat on the floor with
the other girls. Natalie asked to reshoot her video because she was still unhappy with the
sound. Megann continued to work silently at the other end of the gallery. Natalie attempted
to retrieve everyone except for Megann, so that she could reshoot her video, however, only
Devon, Jessica, and Sara agreed. Annie ignored Natalie’s request to help her reshoot her
video. The girls preformed the same scene, as was originally described earlier in this
chapter. It only took one try, and Natalie was happy with the film.
After the reshoot, Jessica began reading her book, Natalie filled in the discussion
questions, and Sara sat quietly talking to Devon. The second question on the discussion
sheet asked, “Would you prefer to be making art out in the galleries or in the Blanton’s
separate studio space, why?” Natalie was one of the only girls who answered “in the
gallery.” She wrote this was because “we can get inspired by the paintings or art around
us.” This was not a surprising response from Natalie. She was the Scout most likely to
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separate herself from the group and look at the art on the walls or work on her own. In her
answer to the fourth question, “Have you been able to draw exactly what you wanted?”
Natalie wrote, “No, it is hard for me to draw very well on the iPad, it makes me a little
disappointed.” Her disappointment appeared to be based on her answer to the next question.
Natalie felt the most confident in her creativity when there was support from her friends
and family. This is right in line with Lowenfeld’s (1975) Creative and Mental Growth,
discussed in Chapter 2.
When Sara, Jessica, and Devon finished answering the discussion questions, I ask
them to begin a critique. I instructed each girl to present their story, and then the other two
girls, the viewers, were asked to give the artist, in this case the presenter, one positive and
one negative comment about the artwork. I directed the girls not to critique spelling and
grammar, but focus on the overall idea of the artwork. However, Sara’s spelling mistakes
were hard for Natalie to look past, and were repeatedly brought up with negative
comments.
After getting the other girls started on their critique, I brought Jessica the list of
discussion questions and asked her to put her book down. Jessica’s responses to the
discussion sheet were unusual, when compared to her behavior over the past four weeks.
When asked which art app made her feel the most creative, Jessica wrote, “The sketchbook
app has so many options to choose from, I really like it!” Based on her excitement on Day
Three to using iMovie, Jessica’s response was surprising. In her answer to the question,
“What makes you feel confident in your creativity?” she wrote, “Just going out and
drawing!” Jessica, however, chose to read her book, rather than work on her project most
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of the time. Jessica’s only answer that did not surprise me was the last question. She wrote
that I could tell she was confident in her creativity because, “I’m very spontaneous.” If I
were to judge her creative confidence solely on this and her actions on Day Three, then I
would say she was extremely confident in her creativity. Unfortunately, my criteria for
creative confidence varied from hers, but that will be explained in the next chapter.
Day Four was difficult to manage because all the Scouts’ projects were in different
states, as well as locations in the museum gallery. I walked down to the other end of the
gallery to give Megann a five-minute warning, and when I walked back I looked up to find
Jessica had finished her discussion questions and was reading her book again. It was
disappointing to see that Jessica continued to disengage with the activities I had planned
for the girls. However, I simply continued to gently nudge her in that direction. I pushed
past my frustration, walked over to Jessica, and had her join the group working on critiques.
Instead, Jessica and Devon broke off and began talking. My critical friend overheard Devon
sharing her artwork with Jessica, and Jessica responding by saying, “That’s funny! I am
going to do that in mine!” After making her edits, Jessica attempted to call Annie over, but
ended up showing Devon her changes.
Finally, I asked Megann and Annie to complete the discussion questions.
Meanwhile, Natalie, Sara, and Devon played with their iPads, while Jessica went back to
reading. In regards to what art app made her feel the most creative and why, Megann, like
the other girls answered, “The Sketchbook Express, because it has many options of things
to draw.” And, in answering the question about drawing what you imagine and how that
makes you feel, she wrote, “I haven’t but I don’t feel frustrated, just disappointed.” This is
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in opposition to Megann’s answer for the question “What makes her feel confident in your
creativity?” She wrote, “Being able to see what I imagine come out in the way I like it, and
compliments.” It was disappointing to read that most of the girls were not able to draw
what they had imagined, but not surprising at that age.
Annie also was not able to draw what she imagined, however, what made her feel
confident in her creativity was, “The fact that you can’t mess up being creative because
there’s no rules.” Annie’s discussion sheet answers were very characteristic of her
personality. She was always the leader of the group, and always telling me what she had
already done at other museums or in art school. In her answer to the question, “Would you
prefer to be making art in galleries or in the Blanton’s separate studio space, why?” she
wrote, “Galleries−I’ve already done it! I would more prefer the gallery.” Her answers to
the last question were very interesting. The last question read, “How could I tell that you
are confident in your creativity?” Annie listed, “I share my artwork with others, I am not
afraid to sit in front of a famous painting, and I can share an original story.”
After turning in her discussion questions, Annie asked to finish filming Megann
outside, so we all moved outdoors. I allowed the girls to do whatever they wanted for five
minutes while Annie finished her last scene. Jessica went back to reading her book, and
the other three girls sat together working on their iPads and talking quietly.
To end Day Four, we all sat at a table in front of the Blanton Café and had a group
critique. My critical friend took brief notes during the critique, while I participated in the
discussion. Devon began by sharing her story, and I asked Megann to evaluate Devon’s
work. After reading on her discussion sheet that day that Devon believed sharing her work
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would be a sign that she was confident in her creativity, hearing her volunteer to share first
was a positive sign that her creative confidence had grown throughout the study. Overall,
Megann enjoyed Devon’s drawing and storyline, but was confused about how the video
would meld with the drawings. Jessica was next to share her work. She was the only girl
to say, “Everyone crowd around me!” Devon assessed Jessica’s story. My critical friend
noticed Devon was quick to tell Jessica everything that was wrong with the work, but slow
to offer positive statements. I had to remind Devon to say something positive about the
work. Instead of offering a positive comment, Devon offered a solution for how to
incorporate the actual painting into the drawing. Her suggestion was a title page with a
photograph.
Sara was next to share her story. Natalie, however appeared unengaged and stared
at her own iPad while Sara shared. Throughout the entire study, it was difficult to keep
Natalie from working on her iPad drawings during group discussions. She often appeared
not to be paying attention when her peers or I spoke. Even after I asked the girls to put their
iPads in the middle of the table that we sat around, she would slowly bring her iPad back
into her lap while I was not looking at her and taking notes on what was being said. Annie
critiqued Sara’s story; she loved the drawing, but would also like to see Sara draw more
than just stick figures. My impression was that Sara was very defensive of her work, and,
yet, whenever I asked her to work on her drawing more in the museum, she chose not to.
Even though Sara did not seem to appreciate the critique, many of the other girls found
them valuable. All of the Girl Scouts could not be critiqued because of the time limit, so
we decided to finish critics the next week.
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Summary
Day Four began with an icebreaker activity in which the girls drew an artwork from
the Blanton’s collection, and then after five minutes they passed down the drawing for the
next Scout to help complete picture. Next, all six Girl Scouts worked on finishing their
stories. Then they completed written discussion questions. The written discussion sheets
were very beneficial documents. I learned a lot about the Scouts creative confidence on
this day. Last week Jessica began opting out of the lesson plans, and this week I noticed
that she continued this pattern. Finally, the girls critiqued one another’s work. I believed
critiques were important to creative confidence, because a person who handles criticism
graciously is often confident enough to accept the comments their peers have made. This
week’s critiques served as practice for the final week of research in which the Scouts would
critique each other’s final, fully compiled stories, with just enough time for them to make
final edits.

DAY FIVE
Goals
On Day Five, the middle schoolers needed to combine their filmed pieces with their
drawings in iMovie. However, before completing this I wanted the girls to have one more
critique, so that the girls could have another chance to hear both encouraging words and
critical words from their peers. I wanted to observe how they handled criticism and adjusted
their projects one more time, before saying our final goodbyes.
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Museum Experience
On the final day of data gathering, only three of the six girls attended our museum
session⎯Annie, Devon, and Natalie. We sat in the atrium while I gave initial instructions,
and all three girls stared at their iPads while I talked. I allowed the Scouts to pick where
we worked for Day Five because it was our last day, and they no longer needed to look at
their chosen artworks. Once again, they unanimously voted to sit in the ELounge because
of the big, comfy chairs. We sat in a circle in the large black leather chairs. Annie and
Natalie were unable to be critiqued the previous week, so we started off the day with
critiques.
Upon our arrival in the eLounge, Natalie immediately showed Devon her iPad
drawing, and appeared to be looking for praise. Because Natalie was already sharing her
drawing with Devon, I decided to start with her critique. I put Annie in charge of telling
Natalie one positive and one negative comment. She liked the drawings, but was unsure of
how the video was going to mesh. No matter how many times I reiterated to the girls that
everything would merge in iMovie, they could not picture the drawings and films merging
nicely into a single story. Natalie did not take her critique well, she complained saying,
“Well I didn’t want a video anyways!”
We moved on to Annie. Devon told her that her character could hardly be heard
over the cars in the video, but she really liked how Annie had combined the photograph of
her artwork with her own drawings. Annie was also disappointed in the sound quality of
her video, but soon found a solution.
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Finally, Natalie critiqued Devon’s work. Natalie had very few negative comments
for Devon. She liked the drawings and Devon’s font choice. My critical friend noted
thatNatalie and Annie both laughed at Devon’s videos. Apparently, Jessica’s over-the-top
acting had accomplished the film’s comedic goals.
After the critiques, I was forced to once again have the girls put their iPads in the
center of the circle, because they continued to choose to work on their iPads rather than
listen to my instructions on how to combine their drawings and videos in iMovie. Both
Annie and Devon began assembling their work in iMovie with no problems. Natalie,
however, required more help. She was frustrated that the combination of video and
drawings was not how she imagined it. The problem was that she added text to her
drawings, but could not figure out how to get the drawing portion to sit still long enough
for the viewer to read the text. In iMovie when a picture is added, the program pans the
picture so that the transition between photographs is a slow fade, rather than an abrupt slide
change like in Microsoft PowerPoint. For the viewer to have enough time to read the
writing on Natalie’s drawings, she had to set up the slow fade up, so that the program had
an extremely protracted fade across the page. This portion of her iMovie piece could be
compared to a slow motion scene in an animated film. Natalie was not excited about the
slow motion, and in turn, never happy with the final result.
In contrast, Devon loved her artwork and finished combining her drawings and
video quickly. The writing on her drawing pages was large and easy to read, so the panning
of her drawings was more natural than Natalie’s iMovie. Annie took the longest to combine
her work, because she was forced to record sound over her videos. Her actors did not speak
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loud enough during filming. So, Annie came up with sound recording as a solution own,
and worked at it for much longer than the other girls, who got bored waiting for her.
After the girls all combined their work in iMovie, I had them do one more critique
of small things they may be able to change in the next hour. Once again, Devon went first
for critique. It was interesting to see her choosing to begin critiques, because at the
beginning of the study she was one to of the last to volunteer to share. My critical friend
noticed that Natalie leaned in close to hear Devon’s film, and appeared very engaged.
Annie appreciated that there was more than one video, but wished the videos were less
shaky. My critical friend believed that in hearing this critique Devon became protective
because she was not the one who had done the filming. On Day Three, Devon had acted in
her own project and asked Natalie to do the filming. Natalie loved Devon’s drawings, but
wished it were more obvious that Devon was acting as the moon in her film. When I asked
the girls how Devon could fix these issues in the next hour, Natalie simply suggested
adding labels to the characters. Devon seemed to like the idea.
Natalie’s work was next to be critiqued. She was very uncomfortable while playing
her story for us, giving additional commentary as we watched and moving the iPad around.
Devon was happy that Natalie decided to include the video and Annie said, “I wish the
panning of the drawings went faster.” Natalie was also defensive when it came to her
critique, she argued with every suggestion the group made, especially Annie’s. Her
argument for how long the drawing was panned was, “Well, you can’t read the words if it
moves faster. That’s all I could do!” I asked the group how Natalie could fix the text
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problems, and Devon suggested a different font. Natalie protected her choice of cursive,
but at the same time she said, “, it’s kind of dark.”
Finally, Annie shared her story. Unfortunately, the other girls worked while they
were supposed to be watching the story unfold. I scolded the girls and we rewatched the
story. Annie stared at Devon while we watched her iPad. My critical friend believed Annie
looked uncomfortable while playing her story for the group. Annie’s legs were bouncing
and she looked at Devon’s reactions very closely. Devon liked the story line, especially the
beginning in which Annie’s drawing appeared, but she wished the volume issue could be
fixed. Annie was also protective of her work saying, “Well, we had audio issues, the whole
time.” Natalie offered no critique; she simply wanted to work on her own project.
After the critiques were over, I allowed the Scouts ten minutes to make the edits
their peers had suggested. Devon and Annie jumped at the chance to fix their stories, but
Natalie remained stagnant. She firmly believed her piece was as good as it was going to
get, and it was impossible to fix any problems. I explained that creativity involved curiosity
and problem solving, and conceded that as an instructor I had been easy on them when it
came to forcing the girls to come up with solutions to problems. When they were nervous
about something, I often let the Scouts avoid the problem, and adjusted the lesson to fit
their desires. After my confession, Natalie finally decided to attempt to edit her piece. It
was encouraging to see that, when I treated these middle schoolers as if they were adults
and shared my regrets with them, they responded by kindly doing what I had asked the first
time. Both Natalie and Devon were able to draw and add a cover page while Annie fixed
the sound problems on her story. All three girls worked quietly for the full ten minutes.
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I ended the art-making portion of Day Five by having the girls give one more
showing of their stories, however, this time they were only allowed to complement one
another. Devon shared first and appeared very confident; her peers liked how fluidly the
pictures and videos were combined. Next, Natalie shared her video; she still seemed to be
very nervous. Natalie sat biting her nails and during the silent parts she once again added
her own commentary. Devon believed her transitions were much smoother after the edits,
and Annie liked Natalie’s drawings. Finally, Annie presented her story, she seemed to be
much more confident with this showing. Instead of intently watching Devon’s reactions,
Annie looked all around the room at the group, smiling at us while we watched her story
unfold. Devon and Natalie both agreed that the audio was much better in this rendition.
Finally, before leaving the museum, the girls took a survey with mainly the same
questions I gave to them on the first day of research, but with some new questions added
at the end. Such as, “How has your creativity evolved since starting this project?”, and “On
a scale of 1 to 10 how comfortable were you at the Blanton before starting this project, and
how comfortable are you now?” On the original survey Annie, Natalie, and Devon all
ranked themselves as fairly comfortable in the art museum. On the final survey they wrote
comfortable and very comfortable in the museum and on the number scale that was given
to the girls on the new survey the average ranking for their current comfort at the Blanton
was 7. Most of the Scouts’ answers to original answers did not change, with the exception
of the question, opinions of the art museum. When the original survey question asked the
girls to reflect on their creativity, all three of the girls said that on a scale of 1−10 with 10
being the highest, they were a 9, extremely creative. This was an improvement from the
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average of 7 from the first day. This contrasts the middle schoolers answer to one of the
new questions. In response to the question, “How has your creativity evolved?” Natalie
and Annie wrote “Not Applicable” and Devon said she felt her creativity had grown
throughout the project because she was more confident in sharing her work. As seen in the
data presented in this chapter, I would not agree with the not applicable answer that two of
the girls wrote.

Summary
Only three of the six Scouts attended this museum session. Once again I asked the
girls to critique one another’s work, but this time they offered suggestions on how to fix
the problems they saw in each other’s work. Then the girls were allowed to amend the
issues their peers had seen in their work. Natalie had a difficult time accepting her peers’
critiques, but after a conversation in which I treated her as an adult she was willing to make
the changes. Next, the Scouts ended the art-making portion of this research project by
sharing the positive aspects of one another’s artwork. Finally, the middle schoolers, took a
survey with many of the same questions as their original survey from Day One. Through
this I was able to compare their growth over the past five weeks at the museum.

MAKEUP DAY
Sara and Megann both agreed to a make-up day to finish compiling their individual
artworks into iMovie, however, only Sara came. Like the other girls, Sara chose to work in
the eLounge for her last day. She liked the lounge because working in the galleries made
her feel like people were staring at her. Sara was gracious enough to bring her own iPad
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each time she came to the museum. The only problem was that her iPad was an older model,
and did not come with iMovie. We had to email all her work to my iPad and combine the
movie and drawings on my device. Unfortunately, the Wi-Fi connection at the museum
was poor, and it took us about fifteen minutes to get it all accomplished. Sara, like Natalie,
was very protective of her work and not interested in changing anything. She did not agree
with my critiques, and was certain in her decision to leave everything the way it was. Part
of her reasoning was that the project was not for a grade, and it did not matter enough to
be adjusted. We ended with her taking the same survey that the other girls had finished on
the previous week.
In her answer to the question, “How comfortable are you in a museum setting, and
why?” Sara wrote, “Ok, not bad, not good.” This did not correspond with the answers the
other Scouts gave on their last day. Additionally, Sara’s definition of creativity changed
from her first survey. On Day One, Sara defined creativity as “expressing yourself,” and in
this survey she wrote “creating new ideas.” When the survey asked how her creative
confidence evolved throughout the study, Sara answered with, “not really, I mean I feel the
same when I am drawing or writing.” This answer was to be expected because Sara often
resisted the activity guidelines and seemed to give up on the lessons.

CONCLUSION
The middle schoolers appeared to enjoy the museum more and more throughout the
study. Additionally, the girls seemed to appreciate making art on the iPads, but the iPads
were not a new medium to them. They all knew much more about creativity than I had
expected when entering this research study. However, the subtle changes in the girls
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museum opinions after the five-week program was very encouraging. I believe their
answers, along with the observations my critical friend and I made throughout the study,
lead to answers on how this study benefits the field of museum education. This will be
discussed in the following chapter.
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Chapter Five: Why it Mattered
I began this study with one question in mind: How does using touchscreen
technology on an iPad for art-making encourage or discourage creative confidence and
how does creating art in galleries change students’ opinions about museums? After
reflecting on the second portion of this question, I realized that I began this research with
an assumption that middle schoolers had a negative opinion of museums. I recognized that
this biased outlook originated from my own childhood and was reinforced during my
internship as an undergraduate student at an art museum. Although I grew up in a city with
large cultural institutions, I could count the number of times I visited a museum between
the ages of 11 and 18. My privileged middle class middle school organized a visit to a
museum during one field trip in the seventh grade, after which we did not visit a museum
again throughout middle school and high school. To add to the negative experience during
my preteens, my internship at an art museum during graduate school made me realize that
students between the age of 11 and 14 years had little interest in visiting museums. This
biased outlook generated from my experiences underlines my desire to answer the second
portion of my central research question.
Looking back now, I believe the second part of my research question should have
been framed as, “How does creating art in museum galleries change the level of comfort
the students feel inside a museum setting?” But, this is not in the vein of my original
research question, so I will attempt to share how art-making on iPads influenced the girls’
creative confidence, and how five consecutive art-making visits affected their opinions
about an art museum, and their comfort level in a museum setting.
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I used a case-study methodology to research these questions. For five weeks, I used
the Blanton Museum of Art as the project site, which was accomplished with six middle
school girls and a critical friend. Over the five weeks that we worked together in the
museum, the girls took two surveys, created artwork on iPads, and answered numerous
discussion questions. These data sources as well as the written sources I found for my
literature helped me decipher three major findings. These finding appear below.
MAJOR FINDINGS
My major findings are organized in relation to three chief ideas: (1) Influencers of the
scouts’ creative confidence, (2) Creative confidence requires a structure, and (3) Children’s
opinions of the museum are not shaped by technology alone. Additionally, in the final
section, I will discuss the girls’ comfort within the museum galleries.

Influencers of the Scouts’ Creative Confidence
In my time at the Blanton Museum with the Girl Scouts, I saw indications of three
different influences on creative confidence: (1) peers, ( 2) self-criticism and self-doubt, and
(3) educators. In this section, I will discuss the moments in which these three influences
became evident. I will begin by sharing how the Scout peers influenced their creative
confidence. Next, I will argue the ways in which I noticed the middle schoolers’ selfcriticism and self-doubt affecting their creative confidence. Finally, since the educator has
a large influence on a child’s creative confidence, I will end this section sharing what I
learned about influencers.
First, the Girl Scouts were influenced by their peers, just as Lowenfeld and Brittain
(1975) predicted. In Lowenfeld and Britain’s theory, a child enters the Gang Stage around
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age eleven. In this stage they realize they are a member of a gang or group. Peers had both
positive and negative influences on the Scouts. I will first talk about the positive influences
and end with a discussion of the negative influences.
Sara had a positive experience on Day Two. While waiting for the other
participants, Sara and Devon sat together looking through Sara’s previous artwork on the
iPad. Devon was amazed at Sara’s work, and she was not afraid to share her enthusiasm.
This bolstered Sara’s creative confidence throughout the rest of the day. It was evident in
her tone of voice and how often she spoke up. At the start of the study, Sara often used a
quiet, questioning tone of voice, but on Day Two, she talked as if she owned the room.
Sara even argued with Annie, one of the “cool” girls, about which field was the most
creative−music or art?
Another positive experience related to peer influence that a Scout had was when
Jessica complimented Devon’s drawing. Devon and Jessica rarely partnered together
during our time at the museum. It appeared to my critical friend and me that Jessica, Annie,
and Megann were the “cool” girls, and everyone else looked up to them. After Jessica
complimented Devon’s drawing, Devon began to share her work with the group more
often. She went from being one of the last people to speak up and show her work to being
the first for the rest of the study.
These were the two most evident positive experiences in regards to peer validation,
a one sided form of comparison seen throughout the study. As I expected, comparison
rarely encouraged creative confidence. The above instances were an anomaly within the
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study. The examples in which comparison discouraged creative confidence amongst the
middle schoolers were more vivid.
Peer influence most evidently affected Jessica. This could be observed on Day
Three, but it also was very clear on Day Four during the ice-breaker activity of that day.
As previously stated, the girls were asked to replicate on an iPad a painting chosen by my
critical friend, for five minutes. I then asked them to pass the iPad to the next student who
would add to the original drawing, and this would continue until the iPad was passed back
to the first person. During this activity, Jessica started talking loudly to herself about the
poor quality, as she perceived it, of her artwork. Annie soon joined her. Annie began to
tease Jessica loudly for her artwork and silly decisions. This further goaded Jessica’s
deliberately ridiculous decisions. I noticed later that this activity may have affected her
creative confidence. Jessica wrote in her survey that she enjoyed drawing and liked the
Sketchbook X app, but she consistently opted out of the projects, choosing instead to read
a book she brought with her. In retrospect, I think the ice-breaker activity on Day Four may
have been a mistake because it encouraged the Scouts to look at one another’s artwork. As
previously stated in Chapter Two, Lowenfeld (1975) believed students between the age of
11−14 years were more susceptible to the pitfalls of comparison. Based on Jessica’s
defensive, self-deprecating humor, I believe this activity did not encourage her creative
confidence. Due mainly to, her comments about her work I think it led her to negatively
compare her work with her peers.
Furthermore, another Girl Scout, Sara, had a negative experience with her peers on
Day Four. The impact of peer influence on Sara wavered between positive and negative
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throughout the study. I will now talk about her negative experiences, since I have discussed
her positive experiences above. Even though I told the Scouts not to make any remarks on
Sara’s misspelled words while critiquing her work, the other girls consistently commented
on the words. As previously stated, Sara was a dyslexic Scout from another troop, but she
had the most experience working with Sketchbook Express. Because she was the eldest
Scout and had the most experience with the app, I assumed that she would have the highest
creative confidence among her group members. However, her survey on Day One indicated
that she started the study at the same place as the other middle schoolers. She, like the other
girls, rated herself a 7 on a scale of 1 to10 in terms of creativity. Although Sara’s response
to the second survey showed no change in her creative confidence, based on the evidence
presented below, I believe Sara ended Day Four with a decreased confidence level. After
the first critique that day, she was hesitant to share her work with anyone else and engaged
less with the other girls than she had before.
Sara missed Day Five of the study, and had to come back for a make-up day. On
that day, I was the one to provide her with a critique because the other student who also
had to make up for a missed session did not show up. After critiquing Sara’s work, I asked
if she would like to make the changes to her work that I suggested. But Sara declined and
implied that the iPad artwork did not matter to her studies because this was not a “for a
grade.” To me, this was an interesting interaction because she chose to make art on her
own outside of school. This interaction, as well as her tense interaction with Annie over art
versus music, led me to believe that Sara could not take criticism, which, in turn, suggested
that she did not have very strong confidence either in her work or herself. It was hard to
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distinguish between the girls’ confidence in themselves and their creative confidence
throughout the study.
Long ago, Lowenfeld (1975) discussed how children at this age fall prey to
comparison. The Gang stage is the stage of development that these girls were in the process
of transitioning from. Lowenfeld (1975) wrote that a student in this stage realizes they are
one in a group. In this stage, she learns to work in a group (p. 229). Michaels (1964)
believed that students between the ages of 11 and 14 are more susceptible to peer criticism.
If it was not already apparent to the girls, this study solidified the fact that the girls were
individual members in the group. They compared themselves to the other group members
regularly, although I had hypothesized that an iPad would be a small enough medium to
guard students from sneaking a peek into their peers’ artwork. In addition to my hypothesis
regarding the iPad’s size, I believed the girls’ proximity to one another within the museum
gallery would limit their ability to compare work. This, however, was not the case.
Unfortunately, my unintentional language choice also encouraged the girls to compare their
work, such as using the word critique instead of the word share. As a former Studio Art
major, I did not realize the negative connotations associated with the word critique, I did
not even notice its resemblance to the word criticism. This will later be discussed further
in this section. As previously stated, there were times when the Scouts shared their work
on their own, and there were also times when my lesson plans, such as the group critiques,
may have initiated peer comparison. The four experiences above indicate that middle
schoolers cannot keep themselves from sharing and comparing their work. Not only did
the Scouts compare their artwork with their peers, but they also compared their drawings
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with how they had imagined them to be, which, in turn, caused some amount of self-doubt
and self-criticism in the Scouts.
Lowenfeld (1975) carried out a survey of seventh and eighth graders in 1968, and
when asked why they liked their artwork, seventy percent of the students indicated
approval when their drawings turned out just as good as or better than they had imagined
them to be (Lowenfeld & Brittan, 1975, p. 303). A middle schooler’s self-criticism or selfdoubt quite obviously influences their creative confidence. I attempted to alleviate this
hindrance to creative confidence through the use of iPads. I hypothesized that iPads gave
students the ability to play with mixing photographs and drawings. The students could quite
easily trace a photograph using Sketchbook X and later delete the photograph. This way,
the student could draw exactly what she had imagined. However, Jessica, Megann, and
Sara chose not to mix photos and drawings, and often did not participate in the lesson plans
I had devised for them. Their self-criticism and self-doubt discouraged their creative
confidence. I will give three examples of how their creative confidence was hindered
because of this issue. First, in Jessica’s case, it was reflected in her negative self-talk; and
in Megann’s case, when her drawing abilities did not match the idea she had in her head;
and finally in Sara’s case, it could be seen in her fear of sharing her work or raising it to
new heights.
As I mentioned before, Jessica consistently talked in a self-deprecating manner to
herself during the ice-breaker session on Day Four. But, this was not the only sign of her
self-criticism. On Day One, toward the end of the day, Jessica chose not to engage in the
storyboarding activity because she could not come up with an idea. Linda Perlstein’s
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(2003) book, Not Much Just Chillin, detailed the lives of multiple middle school students.
Eric, was one of the children that Perlstein (2003) described. He chose not to participate in
his social studies class because he was rarely confident in his answers or writing. This in
addition to observations made throughout my study, makes me believe students may chose
not to participate when they are not confident in their abilities associated with the activity
at hand.
Lowenfeld (1975) wrote that children in the age group of 11−14 years get frustrated
when they cannot draw whatever they imagine. This was obvious in Megann’s case.
Megann spent the entire drawing time on Day Four working on what I assumed would be
a detailed drawing of her story. However, when I looked at her iPad at the end of the day,
I realized she had been attempting to draw her main character the entire time. Before
leaving the museum that day, Megann’s mother even asked if they could bring in Megann’s
stylus from home to help her draw. Apparently, she had complained about not being able
to draw what she was imagining to her mother on the ride home after the first day at the
museum a few weeks before.
Finally, Sara’s self-doubt was evident from Day One. Because of her dyslexia, she
was afraid of taking the survey with the rest of the girls and composing her storyboard. On
Day Two, I found it very odd that Sara, the best artist in the group, refused to expand her
comic book-styled storyboard into more detailed drawings. It is difficult to decipher if
Sara’s choice not to expand her story past the storyboard was because she had accepted,
and even took ownership of the misspelled words, or if her self-doubt was to blame for her
choice of not making changes to her piece. Based on her body language and the tone of her
132

voice, as well as how often Sara spoke up on Day Two, I think her choice to not change
was because she owned the misspelled words. However, I do not believe that as a teacher,
I was able to help her continue to feel comfortable about making spelling errors.
The data indicates that the iPads began to provide some structure that may have
encouraged creative confidence, but they were not enough to fully aid the girls in moving
away from their self-doubt and criticism and toward gaining creative confidence. In order
to fully encourage creative confidence using iPads, I believe the educator must add
curricular structures, such as a limited color choice on top of the structure that the iPad
inherently imposes.
Teachers influence a child’s creative confidence in two ways: how they speak to
the child (Perlstein, 2003) and the structures that they set up for the class. Perlstein (2003)
described in great detail the ways in which the middle schoolers in her long term study
craved being treated as an adult, but she balanced this with examples of the ways in which
they continued to be children. Reading this, made me extra careful of the ways in which I
treated the middle schoolers who participated in my study.
On the last day of research, Natalie and I went over several times why she should
consider making the changes her peers had suggested to her story. Exasperated, I finally
broke down and told Natalie that I believed creativity was more than just being able to
think of a cool story or drawing; part of creativity was being curious and being able to solve
a problem in a new way. I told her that I thought I had hindered the group because I did not
force the Scouts to stick with the problems that I or their peers had placed before them, and
more than once I let them give up when I should have pushed them forward. Sitting down
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with Natalie and exposing my doubts with her, as if she were not my student but my peer,
an adult, seemed to do the trick. She thoughtfully began to make the edits that her peers
had suggested after that.
Additionally, Sara was nervous about creating a storyboard because she believed I
would not be able to translate her misspelled words. In this one-on-one conversation with
Sara on Day One, I shared my own experiences as a dyslexic student. We compared our
experiences in terms of being sent to special education classes and the awkwardness of
going to another room once a year to take the state-mandated high stakes tests used in the
public schools. Moreover, I sounded out her misspelled words in front of her to signify my
ability to understand the way her brain worked. In this conversation, I treated Sara as my
peer, my confidant. I did not share my story with the other girls. As previously stated, I
believe that with this one-on-one conversation, Sara accepted her misspelled words as part
of her artwork’s composition.
The experiences with Sara on Day One and Julia on Day Five reinforced Perlstein’s
(2003) long-term case study. The girls seemed to thrive on being treated as adults.
However, I was not able to continue this structure with Sara, because she was not an adult.
Moreover, encouraging Sara required one on one conversations that took away from my
observing the group as a whole.
Throughout the entirety of this thesis, I have spoken of my fear of setting too much
or too little scaffolding that would help build a safe space for the girls’ creative confidence
to grow. The Glossary of Education Reform (2015) defines scaffolding as
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a variety of instructional techniques used to move students progressively toward
stronger understanding and, ultimately, greater independence in the learning
process. The term itself offers the relevant descriptive metaphor: teachers provide
successive levels of temporary support that help students reach higher levels of
comprehension and skill acquisition that they would not be able to achieve without
assistance. (SCAFFOLDING, 2015, para. 1)
I did not provide the girls with enough ideological structure, and in turn, they often chose
to give up on their projects. My scaffolding focused on the behavioral, rather than the
ideological. Through Csikszentmihalyi’s (1996) research, I learned that a large portion of
creativity concerns the ability to solve problems in new and exciting ways. In Chapter Two,
I quote Csikszentmihalyi (1996) as saying “the best program is one that makes the
organism [person] feel good whenever something new is discovered, regardless of its
present usefulness.” (p. 108). This, along with Lowenfeld and Brittan’s (1975) statement
that “the teacher should not deprive the child of the excitement of his own discoveries, but
instead pave the way by providing the right stimulus whenever the need arises.” (p. 310),
made me nervous to either provide the students with too much scaffolding or too little of
it. There was a constant push and pull in my mind regarding the decision to give the girls
more freedom or less.
More than once, I let the girls choose not to solve the problems that my lesson plans
placed before them, because I was afraid of being the kind of teacher who pushed a student
away from creative confidence and/or the museum setting through too much scaffolding. I
did not consider the ways in which too much freedom could have exactly the effect I was
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trying to prevent. Based on Csikszentmihalyi’s (1996) writing, I was under the impression
that a strict teacher would create a negative impression of the museum in the students’
minds, as well as hinder their ability to think freely. However, as I reflected on a teacher’s
influence on creative confidence, I realized this fear was in contrast to the reality of
creativity. As I mentioned above, I discussed this topic with Natalie on the last day of the
research and was surprised at how graciously she accepted my misconceptions regarding
the structures required to encourage creative confidence. Through this interaction, I learned
that as an educator, it is acceptable to take ownership of your shortcomings before your
students. It appeared as if talking to Natalie about my failure gave her the space to accept
the “failures” in her own project. Therefore, teachers cast one of the biggest influences on
a child’s creative confidence, whether it be in the manner they talk to their students or the
way they execute their lesson plans. In their lesson plans, they set up the lesson that
provides the environment for creative growth, and this leads me to my second major
finding: creative confidence requires a structure.

Creative Confidence Requires a Structure
Three main structures were seen throughout this study: the scaffolding that my
lesson plans provided, the community created among the group, and the setting in which
we worked. As an educator, I put a lot of weight in the structure of the iPad and its apps.
In creating their stories, I required the girls to draw and film some of the pages. Then, each
girl combined their own films and drawings to create their individual stories. This
overarching structure was one of the few structures I required the girls to hold in place.
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Other than this larger plan, the only scaffolding that I personally enforced happened
on Day Three. This was our day of filming. After reflecting over the events of Day Two, I
realized that I had not encouraged any creative confidence in Sara by letting her choose not
to draw individual pages for her story and allowing her to leave her picture book in the
comic book form. Also I did not push the girls’ creative confidence on Day One during the
second scavenger hunt clue, when I let them use multiple iPads to film rather than enforce
the clue’s instructions to use one iPad for the entire group. So, on Day Three, when two of
the six Scouts struggled to come up with ideas for how to incorporate a video into their
stories, I did enforce my original plan. I did so by asking the other Scouts to help the
struggling Scouts to brainstorm, and in the end, both Jessica and Natalie came up with very
creative solutions.
Here I will provide an example of how pushing the girls to use the scaffolding that
my lesson plan provided encouraged creative confidence. Natalie was adamant that she
could not use a video in her piece. In her story, she had taken two shapes from her chosen
artwork and turned them into prehistoric creatures, but we did not have the time or the
material to make any of her peers look like those creatures. In our brainstorming session,
the other Scouts suggested that Natalie could have viewers look at her chosen piece and
talk about the creatures. This sparked an idea in Natalie; she used her film as the last page
in her story and had an “art critic” talk about how beautiful the painting was. Natalie was
very proud of this idea and asked the girls to film it three times over two days, until she
thought it was perfect. This was the first time Natalie accepted and revamped ideas
suggested by her peers. Later in the study, she was very resistant in regards to the
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suggestions for change made by her peers during the critique. Making changes based on
critiques was not something I enforced throughout the study, but most of the girls
incorporated the suggested modifications.
I believe that Jessica’s creative confidence also grew that day, because she thought
of an entirely new storyline in a matter of minutes, and in explaining this story, she was
excited. Talking about this storyline was the most engaged Jessica had been up to this point
in the research. Throughout the study, I struggled with Jessica’s creative confidence the
most. I felt if I could just get her to participate in the activities, I could influence her
confidence. On Day Three, Jessica decided to change her choice of artwork from the one
she had chosen with Annie to Regina Bogat’s Chord Painting 14. Because of this abrupt
change, she was unsure what her story would be. However, while discussing the painting
with the group, I forced Jessica to come up with her story on the spot, developing it within
a short period of time. Based on her ability to conceive this new idea so quickly in
comparison to how she struggled writing a story on Day One with much more time, I
believe the time constraint helped boost Jessica’s creativity. When Jessica was given a long
period of time to work, she often opted out after only a few minutes and instead chose to
read the book she brought with her each week. Because the girls had volunteered to
participate in this study, and because it was a community-based research project, I did not
feel that I had the right to take away her book each week. However, I cannot help but
wonder if Jessica’s creative confidence would have grown more than it did had I been
stricter with her.
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Yet again, Devon’s was the most prominent case of growth in creative confidence
throughout the study. On Day Three however, I questioned this growth. The girls worked
together that day to create their films with little instruction from me, other than the fact that
they had to include a film in their stories. The Scouts could choose to work in the museum
galleries or out in the courtyard. They could film their piece themselves or have a friend
film while they acted. They almost had complete freedom in how they chose to film their
pieces. The structures that accompanied Day Three were the museum setting and my choice
not to bring in physical supplies to make costumes and/or sets. Day Three was when Devon
was the least involved. She quietly sat either with me or with Natalie for almost the entire
day, waiting for her turn to film or for the other Scouts to include her in their films. Even
though Devon was assertive in asking questions about how to use photographs in her
artwork on Day Two, she was quiet and seemingly less confident on Day Three. This was
also surprising because during our discussion on Day Two, I learned that Devon took
improvisation classes after school once a week. In an improvisation skit, the actors do not
create something out of nothing; they are given a framework, but not full direction. This
indicated that Devon enjoyed acting, but may not have been given enough scaffolding to
enjoy it on this day. I believe that on days when I gave the girls more instructions, Devon
was more confident about her creativity.
As stated in the above section, Lowenfeld and Brittan (1975) said that the right
stimulus paves the road for new discoveries (p. 310). They were not the only educators to
understand that creativity requires structure. It has become common knowledge amongst
art educators that too much freedom in creative projects stunts a student’s creativity. In my
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printmaking class in my junior year of college, our professor attempted to teach us a
medium and gave the class free reign over the content. The entire class froze; with a blank
paper before us and no guidelines to follow, our creative confidence was stunted. After
several classes in which no one produced any work, the professor finally conceded to
giving us a word as inspiration. The class could take that word in any direction we wanted;
we simply had to use the word and the medium of his choice. Our creativity flourished with
these two simple structures in place.
A museum setting is inherently different from a classroom setting; therefore, it
imposes a different structure than a classroom. Moreover, we worked within the museum
galleries rather than a separate studio space provided by the museum. Working within the
museum galleries provided structure, in that the girls were required to be somewhat quiet,
could not touch the art, or act recklessly in the galleries. This forced the Scouts to come up
with new techniques for filming their projects. For example, Jessica asked Annie to
dramatically trip and fall in the gallery for her film due to an untied shoe. However, because
this scene had the possibility of getting out of control, I asked Jessica to think of a new way
to demonstrate this idea. Jessica chose to create a stop motion film. This way, Annie could
still dramatically fall, but it would have to happen slowly, so that Jessica could photograph
every small movement and compile them into a film. Therefore, in this case, the structure
of working within the museum gallery encouraged creativity.
Not only was it evident that the setting encouraged creativity through the Scouts’
actions, but it was also seen in their surveys. In the final survey, four of the six Scouts said
they felt very comfortable in the museum. Annie said this was because she was “surrounded
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by art made by weirdos like me.” In addition, Megann enjoyed working within the galleries
because she was “surrounded by inspiring artwork.” The fact that Megann and Annie had
similar answers pertaining to their feelings about the museum is not surprising because
both of them as well as Jessica often created their own subgroup while making art in the
museum.
Working with six girls for this study built a community structure, but not the
structure I imagined. The Girl Scouts who came from the same troop broke up into two
separate groups for three out of the five days we spent within the museum. Megann, Annie,
and Jessica made up one group. Natalie and Devon composed the other group. Although
Sara was from another troop, she sometimes fit within this faction. When the groups
intermingled, it resulted in a building experience for creative confidence. As previously
stated, when Jessica complimented Devon’s work and attempted to use the technique in
her own work, Devon’s creative confidence grew.
As mentioned many times in this thesis, Sara was from a separate troop, while the
other five Scouts were from the same troop, and her confidence level constantly teetered
between slightly confident and not very confident. On days when fewer Scouts participated
in the research, Sara exhibited more confidence than on the days in which all of the Scouts
participated. This was exhibited in how often Sara spoke out in discussions on days without
as many Scouts. In addition, Sara appeared nervous when presenting her drawing to the
entire group on Day Four. This leads me to my final chief idea: the middle schoolers’
opinions of the museum are not shaped by technology alone.
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Children’s Opinions of Museums Are Not Shaped by Technology Alone
The Scouts enjoyed working on the iPads, but it was not the only experience that
shaped their opinion of the museum. The girls benefited from art-making in the galleries
as well as their consecutive visits. In this section, I begin by discussing the ways in which
art-making in the galleries improved the Scouts’ opinions of the art museum, and then I
shift into a discussion on how their consecutive museum visits also helped with their
museum opinions.
When I asked the middle schoolers questions, such as when was the last time they
visited a museum, or what would make them choose to visit a museum on a typical
Saturday morning, I realized that the middle schoolers often compared an art museum to a
science museum. In their comparison, the girls often discussed being able to touch objects
in a science museum versus not being able to touch anything at an art museum. Just making
art in the museum gallery and being able to touch their iPad screens while sitting next to
famous works of art seemed to change the girls’ opinions of the art museum.
However, on the second day of research, Annie flat out said, “I wish I had a paper
and pencil.” The only benefit the girls saw in using an iPad over paper and pencil was its
portability. There was less to fumble with when they were using an iPad. Sara said it was
easier to carry her iPad around than her sketchbook, box of colored pencils, and eraser. As
stated in Chapter Four, many of the Scouts either owned or had parents who owned tablets.
Therefore, I had come to believe that the technology of an iPad was nothing new or exciting
to the six Scouts who participated in my study. I originally hypothesized that the girls were
using tablets in everyday life, and this was true. However, I believed the girls’ experience
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with touch-screen technology at home would make it more fun and interesting to use in the
museum, as an art-making device. It was not exciting to be using an iPad as an art-making
tool; it was just another art-making tool in these Scouts’ toolbox. The technology was old
hat to the Girl Scouts. Therefore, I have come to believe art-making in the museum gallery
is what gave the girls a positive experience in the museum setting; not necessarily artmaking on an iPad, just art-making in general.
In addition, spending five consecutive Saturdays in the museum positively affected
how the girls felt both about and inside the museum. By the end of this study, the girls had
taken ownership of the Moffet Gallery at the Blanton; they treated it almost as if it were
their living room. The Scouts lay on the floor and called to each other from across the
gallery as if there were no other visitors in the room.
Through this study, I learned that there needs to be a stronger balance in artistic
freedom and structure, if I wanted to encourage creative confidence amongst middle
school-aged museum visitors. Additionally, careful language is imperative to encouraging
creative confidence. For example, critique is too close to criticism, brainstorming would
have been a better word choice. Finally, there were indications that art-making within
museum galleries encourages a similar love for the art museum that middle schoolers feel
for the science museum.

RECOMMENDATIONS FOR FURTHER RESEARCH
This study piqued my interest in using iPads as an art-making tool. There are few
articles on the subject, especially within the museum setting. Therefore, my first
recommendation for future research is to study touchscreen technology as an art-making
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tool, and especially, how it can benefit art-making activities within museum galleries. Next,
I would attempt a similar research project to this one with adults who do not feel confident
in their creativity. It would be interesting to see if an iPad as an art-making medium would
be a new and interesting idea for adults.
Additionally, I saw the Girl Scouts begin to take ownership of the Moffet gallery
at the Blanton. I believed this was because of how often we were in that gallery. After this
experience, I think it would be beneficial for researchers in the field to do another case
study on how consecutive or multiple visit programs in a program completely separate
from school might affect a child’s relationship with museums. I am proposing that this
research be done on the benefits of a program that encourages children to come to the
museum for consecutive or multi-visit museum programs outside of school, such as after
school or during the summer.
I would also like to see an action research study undertaken on how to encourage
creative confidence in middle schoolers. I firmly believe this age to be the turning point in
a child’s choice to pursue art and creativity in general. Therefore, as art educators, it is
important to pursue the avenues in which creative confidence is encouraged. It would be
interesting to research different amounts of structure versus freedom in a middle school art
class, so that the field may decipher best practices for encouraging creative confidence.
After my experience with Sara, in which our one-on-one conversation encouraged
creative confidence that was later lost due to her experience with the other girls, I became
interested in how to encourage special needs students like myself and Sara. Because Sara’s
group experience undermined the one-on-one conversation in which her creative
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confidence was encouraged. I would like to see an action research study done on how to
manage a structure that encourages creative confidence in middle schoolers with special
needs in both one-on-one settings and group settings.
Finally, and probably most importantly, I would like to see a longitudinal study
done on how middle schoolers who have creative confidence compare to a middle
schoolers who do not. For example, I would like to see which subjects middle schoolers
with creative confidence will major in while in college, and what future fields of business
middle schoolers with creative confidence go into versus the fields a middle schoolers
without creative confidence pursue. I would also like to know if creative confidence at this
age is as important to a student’s future as I believe it to be.

SIGNIFICANCE TO THE FIELD
This study indicated more about how art-making in museum galleries affects a
middle schooler’s opinions about the museum and how multiple visit programs encourage
a sense of comfort within galleries that could not be gained otherwise than about creative
confidence. Art-making within museum galleries is becoming an increasingly popular
instructional practice with museum educators, whether it is during a school tour or in dropin art activities scattered throughout the museum galleries. Based on the Scouts attitudes
throughout this study, I would say at least four of the six Scouts were excited to work at
the museum each week. In our discussion, I learned that the girls’ biggest complaint about
visiting an art museum was that they could not touch anything. The Scouts often compared
art museums with science museums, with the latter appearing in a more favorable light
because they could touch things at the science museum. This study led me to believe that
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the touchscreen of an iPad may be a surrogate for touching the actual artworks on the walls.
Students are required to be more prudent in their actions at the art museum, but I believe it
is still possible for students to enjoy their museum visit. This study taught me that artmaking in museum galleries, whether on an iPad or with traditional mediums, rather than
in a separate space, alleviates the issues that the girls had with touching the artifacts and
allows them to enjoy a visit to the art museum in a similar fashion as they enjoy their
science museum visits. As mentioned in the section, Children’s Opinions of the Museum
Are Not Affected by Technology Alone, the students simply enjoyed making art in the
museum galleries; the medium was of little consequence because iPads had become
commonplace in their eyes.
However, as a museum educator, it can be difficult to find a medium to make art
with in a museum gallery. Many art-making tools are quite messy and, therefore, unwanted
in gallery spaces. So, while an iPad may not be the ultimate solution in regards to a middle
schooler’s creative confidence, it is one solution for clean art-making within the museum
galleries.
In addition to art-making in the museum galleries, many museums are
reestablishing their school-based, multi-visit programs, in which schools visit the museum
repeatedly throughout the year. Occasionally, museum educators also visit classrooms.
This study was interesting in that this was a non-school program. It could be compared to
a museum summer camp in which children come to the museum every day for a week. I
believe my study further bolsters this concept of multi-visits. As seen in Chapter Four, the
middle schoolers began to take ownership of the artworks they had chosen to work from
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as well as the gallery in which we worked. I believe having students take ownership of the
museum is a positive effect of this study. This encourages the field that the students who
participate in multi-visit programming will return to the museum on a regular basis after
the programming is finished.

CONCLUSION
Yet again, I believe my own internal debate regarding structure and my position of
power within the group as well as the effects my struggle might have on the students
interest in art hindered my ability to encourage creative confidence within the girls.
However, I firmly believe that this study demonstrates the importance of repeat visit
programs as well as art-making in the museum galleries not only for middle school
students, but also for all of our younger audiences.
In an answer to my research question about how using touchscreen technology
encourages or discourages creative confidence in middle schoolers, I found that the
technology had little impact on the girls’ creative confidence. The educator’s ability to
balance structure and creative freedom has an impact on a child’s creative confidence.
Touchscreen technology may be helpful in accomplishing the goal of encouraging creative
confidence. However, the freedom versus structure balance needs to be worked out before
art educators attempt to decide if touchscreen technology has a large impact on a middle
schooler’s creative confidence.
By the end of the study, the Girl Scouts lay on the museum floors with no fear of
other visitors. Uninhibited by the subject matter surrounding them, the girls talked to each
other in normal, sometimes loud, voices. They were in rooms with religious iconography
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on all four surrounding walls, which had previously intimidated them. They treated these
galleries as if the rooms were like any other. By the end of the study, the Scouts did not
treat the galleries as if they were sacred rooms, as many other visitors often do. The middle
schoolers’ repeat visits gave them a sense of ownership that they had not previously felt
about the museum. They were completely comfortable in the museum setting. Megann
even sat underneath the paintings against the wall with her back to her chosen artwork and
facing the gallery at large. She seemed to feel at home amongst the art. I believe this was
because she attended the museum four times within six weeks.
The impact of making art within museum galleries also proved to be one of the
most important findings of the study. Throughout the study, the girls often talked more
highly of the science museum than the art museum, but through art-making on their iPads,
This opinion shifted. In the final surveys, the girls suggested that they felt more
comfortable at the Blanton than when the study began. The iPads were a surrogate for the
physical touch that the girls liked about science museums. This study exemplifies the
importance of multi-visit programs in which visitors may make art in the museum galleries.
It shows the positive impact art-making in museum galleries has on museum visitors
experiences at the museum.
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Appendix A
IRB Approval
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Appendix B
Surveys 1 and 2
Survey 1
1. On a scale of one to ten how do you feel about making art? One being you hate
art-making and ten meaning you love it. Why?

2. When was the last time you visited an art museum?

3. How comfortable are you in an art museum? Why?

4. If you don’t already, what would make you want to visit an art museum on a
Saturday afternoon?

5. What is your definition of creativity?

6. On a scale of one to ten how creative are you? One being not at all creative and
ten being extremely creative. Why?
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Survey 2
1. On a scale of one to ten how do you feel about making art? One being you hate
art-making and ten meaning you love it. Why?

2. When was the last time you visited an art museum?

3. How comfortable are you in an art museum? Why?

4. If you don’t already, what would make you want to visit an art museum on a
Saturday afternoon?

5. What is your definition of creativity?

6. On a scale of one to ten how creative are you? One being not at all creative and
ten being extremely creative. Why?

7. On a scale of 1 to 10, how comfortable were you at the Blanton before starting
this project?

8. On a scale of 1 to 10 how comfortable are you at the Blanton now?

9. How do you like drawing on iPads, and why?
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10. How has your creativity evolved since starting this project?

11. What did you incorporate from critiques into your project, and why?
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Appendix C
Written Discussion (Day 4)
1. Which art app made you feel the most creative, and why?

2. Would you prefer to be making art out in the galleries or in the Blanton’s separate
studio space, why?

3. Have you been able to draw exactly what you were imagining? How does that
make you feel?

4. What makes you feel confident in your creativity?

5. How could I tell that you are confident in your creativity?

6. Which museum “rules” do you feel like our group has broken?
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Appendix D
Artwork
Terry Adkins, Singe Bound, 2000, Metal and feathers, 213.36 cm x 175.3 cm x 7.6 cm
(84 in. x 69 in. x 3 in.) Blanton Museum of Art, The University of Texas at Austin
Luis Jimenez, Progress II, 1999, Fiberglass, resin and acrylic paint, 319.4 cm x 662.94
cm x 346 cm (125 3/4 in. x 261 in. x 136 1/4 in.) Anonymous Donor, 2011
Cildo Meireles, Missao/Missoes [Mission/Missions] (How to Build Cathedrals),1987,
600,000 coins, 800 communion wafers, 2,000 cattle bones, 80 paving stones, and black
cloth, 249.94 cm x 345.95 cm x 345.95 cm (98 3/8 in. x 136 3/16 in. x 136 3/16 in.),
Blanton Museum of Art, The University of Texas at Austin, Gift of the Peter Norton
Family Foundation, 1998
Louise Nevelson, Dawn’s Presence Two Columns, (1975),
Painted wood, 294.6 cm x 170.2 cm x 78.7 cm (116 in. x 67 in. x 31 in.), Blanton
Museum of Art, The University of Texas at Austin, Purchase as a gift in memory of
Laura Lee Scurlock Blanton by her children, 2005
Adolph Gottlieb, Cadmium Red Over Black,1959, Oil on canvas, 274.3 cm x 228.6 cm
(108 in. x 90 in.), Blanton Museum of Art, The University of Texas at Austin, Gift of
Mari and James A. Michener, 1991,
Joan Mitchell, Rock Bottom, 1961, Oil on canvas, 198.1 cm x 172.7 cm (78 in. x 68 in.),
Blanton Museum of Art, The University of Texas at Austin, Gift of Mari and James A.
Michener, 1991,
Amanda Ross-Ho, Partial White Goddess #5 Re-Enactment (SOME CATS ARE MORE
VOCAL THAN OTHERS, 2010, Canvas drop cloth, acrylic paint, graphite, aluminum
thumbtacks, and vintage goldtone brooch, 246.4 cm x 127 cm (97 in. x 50 in.), Blanton
Museum of Art, The University of Texas at Austin, Gift of Cherry and Martin, Los
Angeles, 2014
Sol Lewitt drawing, Wall Drawing #1243/Scribbles, 2007, Graphite on wall96 x 96 in.
Blanton Museum of Art, The University of Texas at Austin
Long-term loan thanks to the generosity of the Lindemann Family Collection and Eric
Herschmann and family
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Regina Bogat, Cord Painting 14,1977, Acrylic with nylon and satin cords on canvas,
182.9 cm x 152.4 cm (72 in. x 60 in.), Blanton Museum of Art, The University of Texas
at Austin, Purchase through the generosity of the Houston Endowment, Inc., in honor of
Melissa Jones, 2014
Daniele Crespi, Conversion of St. Paul, 1621, Oil on wood panel, 118.7 cm x 84.5 cm (46
3/4 in. x 33 1/4 in.),Blanton Museum of Art, The University of Texas at Austin, The
Suida-Manning Collection

.
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