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Abstract 

The aim of my capstone project was to investigate and construct an art curriculum 

framework tailored for middle school students in international schools. Many students in 

international schools are known as Third Culture Kids (TCKs) and research suggests that these 

students struggle with issues of personal and multicultural identity, as well as forming a sense of 

belonging (Pollock & Van-Reken, 2009; Moore, 2011). This capstone project suggests ways that 

art education can serve as a vehicle for addressing these issues. Using qualitative research, 

curriculum development methods, and grounded theory, I examined background research 

involving TCKs as well as educational initiatives in global and international education, identified 

emerging themes from TCK literature and artist studies, and then constructed a series of creative 

study prompts from those themes that can be used to develop art lessons around. Finally, at the 

end of my capstone paper, I address future plans and aspirations for this research project.  
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Introduction 

Take a moment imagine your life in this way: 

As	  a	  child,	  you	  were	  born	  in	  the	  USA.	  Your	  mother	  is	  American	  and	  your	  father	  
is	  Korean.	  When	  you	  are	  two	  years	  old,	  you	  move	  to	  Spain,	  and	  live	  there	  until	  
you	  are	  seven.	  At	  seven,	  you	  are	  relocated	  once	  again	  to	  Argentina	  for	  3	  years.	  
Then,	  at	  the	  age	  of	  10,	  you	  move	  to	  California	  for	  a	  year,	  before	  you	  and	  your	  
family	  move	   to	  Thailand	   for	   four	   years.	  At	   the	  age	  of	  15,	   you	  move	   to	  Korea,	  
and	   finish	   your	   schooling	   there.	   You	   are	   accepted	   to	   a	   prestigious	   American	  
University,	   and	   upon	   arrival,	   you	   meet	   your	   new	   roommate	   who	   asks	   you,	  
“Where	  are	  you	   from?”	  Do	  you	  know	  the	  answer?	  Are	  you	  American?	  Are	  you	  
Korean?	   You	   have	   an	   American	   and	   Korean	   passport,	   but	   have	   only	   lived	   in	  
either	  of	  those	  places	  for	  a	  total	  of	  6	  years	  of	  your	  life.	  You	  are	  expected	  to	  be	  
American	  and	  you	  attended	  American	  international	  schools,	  but	  do	  you	  really	  
know	  how?	  How	  would	  you	  define	  yourself?	  	  

 
Although the above scenario is fictional, the possibility of a similar situation for many 

international students is very real1. In the face of globalization, international families are growing 

at an exponential rate due to multinational corporations, government office positions, and 

military assignments (Moore, 2011; Sellers, 2011). If you grew up within this mobile, multi-

layered, multicultural world, you would be known as a Third Culture Kid (TCK) (Armstrong, 

2012; Moore, 2011; Sellers, 2011), and most likely would have grown up within a third culture, 

a culture different than that of your parents, or your host nation (Armstrong, 2012; Moore, 2011; 

Sellers, 2011).  

In the past twelve years, the number of expatriates living in countries other than their 

country of origin either by birth or by bloodline has increased by sixty-four million, and soon 

there will be more expatriates than the population of America (Iyer, 2013). In 1998, there were 

an estimated four million Third Culture Kids around the world (Moore, 2011). Over fifteen years 

later, one can only assume that this number has grown (Moore, 2011), and as globalization 

continues to create a more tightly knit, interconnected world (Armstrong, 2012; Sellers, 2011), 
	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	   	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
1	  Scenario based on TCK histories and accounts from Sellers (2011), Sparrow (2000) and questionnaires completed 
in this project.	  	  
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that growth will continue. The world is becoming smaller and smaller; international travel is 

easy, information is readily available, and people are connecting in more ways than ever before 

(Armstrong, 2011; Sellers, 2011). However, the effects of globalization on international students 

are only beginning to be realized, and more importantly, where we go from here has scarcely 

been touched.  With more and more students living internationally and attending international 

schools, educators need to begin exploring and addressing the needs of TCKs as they grow and 

navigate through this ever-changing world.    

Statement of the Problem 
As the world becomes smaller and international mobility increases, most of us are 

able to take advantage of our ability to firmly ground our identities and our home within 

specific cultural values, memories, and ideals. However, TCKs in today’s world don’t have 

that luxury; and research suggests TCKs struggle with self-definition (Sellers, 2011), multiple 

and shifting cultural identities (Guyas, 2009; Kim, 2008; Moore, 2011; Sellers, 2011; 

Sparrow, 2000), and definition of home or sense of belonging  (Cottrell, 2005; Grappo, 

2008). Because of a TCK’s unique situation, Sellers (2011) suggests that being a Third 

Culture Kid “increases the complexity of their development because of the input from 

multiple cultures” (p.13).  

The research field exploring the complexities of TCKs is rapidly expanding (Cottrell, 

2005; Sellers, 2011), but little has yet to be discovered concerning a TCKs educational 

experience (Armstrong, 2012). As TCKs grow into adulthood, they continually reiterate 

recurring themes surrounding cultural and identity development, and I believe an art 

educational curriculum could help these students navigate an understanding of their 

multicultural upbringing, and begin to create a connected cultural identity among themselves.	   
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Research Questions and Goals 

The purpose of this project and research is to complete the necessary first steps in 

creating a series of interconnected curriculum units that begin to address and explore current 

concerns and issues associated with TCKs today. The basis for this curriculum development 

activity is a series artist study and unit prompts that are meant to provide opportunities for 

TCKS in the classroom as well as digitally to share their personal insights and experiences, 

and realize they are a part of the same growing culture of global students. In order to direct my 

research toward solving the current problem surrounding TCKs in international schools, I 

composed three research questions to guide my inquiry: 

1. What are some major researchable themes related to the lives and experiences of 

Third Culture Kids?  

2. How do these themes relate to Art and Art Education as a possible platform for 

curriculum in International schools? 

3. How can a web platform be built and used in the future to create a digital space for 

Third Culture Kids and international art educators, promoting collaboration among 

different international schools? 

Assumptions and Limitations 

In researching themes and building a curriculum model, I am cognizant of a Western 

bias with respect to definitions of culture and identity. Most of the literature I read is written 

from the Western viewpoint, and while I am challenging Western assumptions, I recognize 

some of my limitations within the literature. As the resulting curriculum is meant for 

American international schools, I assume that parents are aware of and support the Western 

perspective of culture and identity. I am also assuming that most international schools are 
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culturally diverse, with a diversity of cultural experiences among its students.  

Additionally, I am limiting my study to focus specifically on the needs of Third 

Culture Kids in international schools. A wide variety of research and studies referring to 

global nomads, cross-culture kids, and expatriates exists and may be applicable, and while 

definitions of these terms overlap, they are outside of the scope of this study. Results of my 

research and the subsequent curriculum may also be relevant to global nomads and cross-

culture kids, but will not be created with these groups in mind. Finally, while many 

researchable themes emerged from my studies and research, due to time limitations I focused 

on the three prominent themes that provided the most promise in addressing the needs of these 

specific students within art education.  

Definition of terms 

 For the purpose of this research, I will use the following terms defined accordingly:  

1. International Schools- Schools located internationally, where students have 

“opportunities to interact and be a part of an international school community with 

students from various places around the world” (Armstrong, 2012, p.10)  

2. Third Culture- A complex amalgamation of the individual’s home culture and host 

culture(s), as described by Useem and Donoghue (1963) (Moore, 2011, p. 26). 

3. Third Culture Kid- Although some research encompasses Third Culture Kids as 

global nomads, cross-culture kids, and expatriates2, the definitions are slightly 

different. For this research, I will refer to the definition described by Pollock and Van 

Reken (2009): 
	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	   	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
2 Global nomads are often referred in research to a general term for the globally mobile, in which cross-culture kids, 
TCKs, and adult expatriates are included (Cottrell, 2005; Hayden, 2006; Sellers, 2011). Cross-culture kids generally 
refer to children of immigrants or refugees, moving abroad and expecting to remain indefinitely (Cottrell, 2005; 
Hayden, 2006), or children with bi-cultural parents (Cottrell, 2006), while TCKs are identified as living in a 
genuinely cross cultural, highly mobile environment, have distinct physical differences than the host nation, and are 
expected at some point to repatriate and return to their home country (Pollock & Van Reken, 2009). 
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A Third Culture Kid (TCK) is a person who has spent a significant part of his 

or her developmental years outside the parents’ culture. The TCK builds 

relationships to all of the cultures, while not having full ownership in any. 

Although elements from each culture are assimilated into the TCK’s life 

experience, the sense of belonging is in relationship to others of similar 

background. (p.13). 

These definitions represent specific, yet inclusive implications, and in my opinion are the most 

accurate at both including the diversity in my research, yet also specify the details needed to 

represent students accurately.  

Literature Review 

Recognizing Third Culture Education for Third Culture Kids 

 Students that spend most of their developmental years in within the third culture, the 

cultural milieu that is between that of a child’s parent home culture and that of their host culture, 

are what is known in literature as Third Culture Kids (TCKs) (Armstrong, 2012; Moore, 2011; 

Sellers, 2011). With more and more students living internationally and attending international 

schools, it is relevant to address the needs of Third Culture Kids’ personal and cultural identity 

development with respect to educational literature.  Most current research studies in the fields of 

global, international, and multicultural education reveal recurring pitfalls in regards to TCKs 

attending international schools. Although little research exists in art pedagogy for Third Culture 

Kids specifically, current artists and studies in the field suggest multiple connections and 

possibilities of how art education pedagogy could serve as a foundation in addressing recurring 

issues of TCKs in international school curricula. 

 



ART	  EDUCATION	  FOR	  TCKS	  

	   	   	  
	  

12	  

TCKs: Identity, Culture, and Sense of Belonging 

 Third Culture Kids (TCKs) are beginning to receive much-needed attention, and recent 

studies explore how growing up internationally has affected these students in adulthood (Cottrell, 

2005; Kim, 2008; Sellers, 2011; Sparrow, 2000). TCKs are characterized as having a wider sense 

of appreciation for diversity (Sellers, 2011; Cottrell, 2005; Grappo, 2008), broader sense of 

understanding (Sellers, 2011), developed sense of perspective (Sellers, 2011; Grappo, 2008), 

openness to other cultures (Cottrell, 2005; Sellers, 2011), and readily accepting of change 

(Sellers, 2011; Grappo 2008). Despite the widely diverse beneficial characteristics of TCKs, 

their life is highly mobile (Grappo, 2008; Sellers, 2011), and can change in an instant, with 

“people, places, things, sights, smells, lifestyle and identity gone forever” (Grappo 2008 p. 81). 

Studies show that living in a highly mobile, cross and inter-cultural world as a TCK leads to 

issues of personal and cultural identity, sense of belonging, and struggles with definitions of 

home (Cottrell, 2005; Grappo, 2008; Guyas, 2001; Moore, 2011; Sellers, 2011; Sparrow, 2009).  

Significant research shows that culture, patterns associated with a group of people 

including “attitudes, motives, and values” (Sellers, 2011, p.26), plays an integral role in identity 

development, and personal identity and culture are inextricably linked (Guyas, 2011; Kim, 2008; 

Moore, 2011; Sellers, 2008; Sparrow, 2000). According to Pollock and Van Reken (2001), 

“TCKs move between cultures before they have had the opportunity to complete the critical task 

of personal and cultural identity development” (as cited in Moore, 2011, p.13). Furthermore, a 

connection to one’s own background is noted as significant in developing a sense of belonging 

(Sparrow, 2000). Research and personal accounts from TCKs identify that with cultural 

paradigms in a constant state of flux, there is a constant absence of a sense of home (Cottrell, 

2005; Grappo, 2008; Moore, 2011; Sellers, 2011). Studies show that where students feel most at 
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home is within the third culture, with others that share a similar existence, reaffirming the notion 

of a “culture” among international students (Moore, 2011; Sparrow, 2000).  

It is widely accepted through current TCK research that identification with personal and 

cultural identity, as well as a sense of belonging is of great interest to understanding the needs of 

TCKs (Cottrell, 2005; Grappo, 2008; Sellers, 2011). Currently, there are multiple organizations 

and groups that aid in helping families address these issues with their children (Denizen, 2014; 

Interaction International, 2014; Transition Dynamics, n.d.; Sellers, 2011), but little has been done 

in the field of education (Armstrong, 2012) to recognize how growing up in a third culture 

effects the cultural development of TCKs, and how to address these issues in curriculum.   

TCKs: Falling Through the Cracks 

 As the first substantial TCK population enters adulthood, they are beginning to research 

their own TCK development and upbringing (Cottrell, 2005). Considering all of the current 

support for TCKs, adult TCKs still emphasize that growing up, they do not understand that they 

are in fact part of a culture, and not an anomaly of existence (Moore, 2011; Sellers, 2011). TCKs 

“do not understand that, although deviant to the mainstream culture, they are essential to the 

transnational culture in which they were raised, the third culture” (Moore, 2011, p.30-31, 

emphasis added). This misunderstanding is not being addressed in dominant educational 

curricula, perpetuating the problem.  

Many of the current educational reform initiatives, theories, and developments that one 

would assume address the very needs of TCKs, are in fact failing to include the unique TCK 

situation, leaving them to fall through the cracks. Two recurring themes seem to exist among 

current multicultural, global, and international education initiatives in which the TCKs unique 

situation of developing among worlds is not addressed.  First, most of these educational models 
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re-emphasize the development of a TCK’s strengths, rather than exploring problems and issues 

(Armstrong, 2012; Hill, 2007; Walker, 2012). Second, all of these educational themes tend to 

focus on a educating a dominant culture to be more inclusive, more global, and more 

multicultural (Armstrong, 2012; Bianchi, 2011; Guyas, 2001; Hill, 2007). By the very definition 

and characteristics of TCKs in international schools, they either possess these traits already, or 

they don’t qualify, leaving a distinct gap in how they make sense of the world.  

Problem 1: Emphasizing Strengths, Not Weaknesses 

TCKs are among the small group of people who naturally gain global and multicultural 

skills, flexibility and adaptability in many different situations, and essentially, are the prime 

example of a global citizen (Armstrong, 2012). While reinforcing these ideals through 

multicultural, global, and international education studies is beneficial to students (Armstrong, 

2012), they only emphasize TCKs strengths, instead of addressing their real needs. Global 

education seeks to create global citizens who have “a mindset and way of looking at the world 

through eyes that are less ethnocentric and more able to appreciate the views and perspectives of 

people from other cultures (Armstrong, 2012, p. 3). Furthermore, Hill (2007) describes 

international education as one that “seeks to integrate students into an international system where 

differences in culture are the norm” (p.257). Finally, multicultural education developed in the US 

through ethnic studies, promoting the need for inclusion and acceptance of the “other” (Hill, 

2007). By definition and characteristics previously explored, TCKs already possess all of these 

attributes. Most of the current educational curricula fails to take the next step, and do little to 

explore a TCK’s cultural and personal identity, or sense of belonging, two of the most important 

themes in TCK research today (Armstrong, 2012; Cottrell, 2005; Sellers, 2011; Sparrow, 2000).  
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Problem 2: Education for the dominant culture 

 By examining recent studies and articles (Armstrong, 2012; Bianchi, 2011; Guyas, 2009; 

Hill, 2007), I have found that much research on multicultural, global, or international education 

focuses on creating a more inclusive, more understanding and more multicultural population 

within a dominant culture. Multiculturalism grew in the United States in response to the 

perceived need for understanding of different cultures within a dominant cultural society (Hill, 

2007), and multicultural education seems to situate itself within national settings (Armstrong, 

2012; Guyas, 2009; Hill, 2007). More recently, as a response to globalization, global education 

emerged as the need for students to develop skills needed to be globally minded citizens 

(Armstrong, 2012; Davenport, 2000; Walker, 2012), yet still reinforces these concepts within 

national borders (Armstrong, 2012).  

Bianchi’s (2011) Global Dimension Case Study serves as a great example, where the 

study’s focus was “challenging stereotypical cultural images within UK society” (Bianchi, 2011, 

p. 283, emphasis added). Guyas’ (2009) studies show further evidence of “institutionalized 

hidden curricula that promote cultural domination and superficial acceptance of diversity” (p. 

303).  Research suggests that TCKs rarely identify with a dominant culture (Sellers, 2011), and 

as more and more students become part of the third culture (Moore, 2011), it is necessary to 

consider an educational paradigm that considers how to navigate through the world as 

multicultural, mobile, and ever-changing students.  

Art Education: Emerging Possibilities for TCK predicament 

 Recently, Armstrong (2012) examined whether or not international schools, in fact teach 

global education; however, her study did not address how a student’s understanding of his or her 

own multicultural identity could be connected to global understanding, or recognize art 
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education as a possible area of interest in her survey. Despite the struggles multicultural, 

international, and global education have had in identifying educational initiatives to fit a TCKs 

unique multicultural situation, there are emerging ideas within art and art education that provide 

unique possibilities to explore a TCKs multicultural identity and sense of belonging within 

international schools.  

TCK Artists: Making themselves known  

Many globally nomadic artists, some who were once TCKs, explore their own third 

culture experience by trying to navigate the unique cultural borders and overlaps that exists 

within their lives (Jones, 2001, Desai, 2005, Yiu, 2014). For instance, often considered a border 

artist, Emily Jacir challenges political borders with her own shifting physical and emotional 

cultural borders of growing up as a TCK (Jones, 2001). Jones (2001) explains the idea of a 

border in Jacir’s work as “a space that exists metaphorically and culturally wherever there is an 

overlap or negotiation of cultural codes” (p. 97). Jacir explores this overlap in cultural space to 

reconstruct meaning based in fragmented and blended cultural realities (Jones, 2001).  

Grace Kim explains her work as “unstable, uneasy and uncomfortable” (Yiu, 2014, para. 

1); feelings she associates with growing up as a TCK. Using hair of Third Culture Kids, Kim 

explains the life of a TCK as constantly moving, and similar to her search for identity, her 

artwork evokes and uneasiness, “like you don’t belong there, or feel a bit uncomfortable” (Yiu, 

2014, para .3). Both of these artists shed light on how art is being used to investigate third culture 

issues, and may serve as an approach to fostering TCK cultural understanding and sense of 

belonging.  

Art Education: Connections emerging for TCKs  

While many of the challenges associated with other educational initiatives echo 
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themselves within art education (Desai, 2005; Davenport, 2000; Guyas, 2009), there are 

promising arguments that suggest the field may be able to provide a framework for exploring the 

unique third culture of TCKs. Art education presents students with the unique opportunity to 

explore their own personal and cultural identity development through expressive (Anderson, 

2001; Davenport, 2003; Gude, 2007; Song, 2009), and intercultural (Davenport, 2000) means. 

While globalization also affects artists, art education provides students with the opportunity to 

explore how these artworks transcend national borders, and begin to create a dialogue for 

multicultural living (Bastos, 2006; Davenport, 2000; Garber, 1995; Guyas 2009).  

Significant research in art education shows how art can create a space and dialogue for 

cultural understanding and identity development (Anderson, 2001; Bastos, 2006; Davenport, 

2000; Davenport, 2003; Gude, 2007; Song, 2009). As a Third Culture Kid herself, Bastos (2006) 

believes that art creates a dialogue for cultural understanding, in turn reflecting on one’s own 

identity. Also, Guyas (2009) concludes that art education can aid in "forming complex 

understandings of identity beyond predetermined models” (p 303) and Olivia Gude (2007) 

believes that art education has the power to create “opportunities to investigate and represent 

one's own experiences—generating personal and shared meaning” (Gude, 2007, p.6). Through 

art education, TCKs can begin to navigate their experience as a Third Culture Kid, and begin to 

create shared meaning of the third culture. 

With more and more TCKs (Moore, 2011), the third culture is becoming a global topic, 

as well as a local need that should to be addressed in schools. Fennes and Hapgood (1997) state, 

“it is not possible to understand other cultures without understanding one’s own,” (as cited in 

Davenport, 2000, p. 372). Davenport (2000) reiterates the need for developing local and global 

relationships in recognizing culture as evolving and ever-changing. Certain themes surrounding 
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self, community, and sense of place (Anderson, 2001; Gude, 2007) serve as avenues for TCKs to 

study their multicultural, mobile, and third culture lives. Through art education, TCKs in 

international schools can begin to investigate their multicultural, mobile, and fluid lives, and 

begin identifying and forming a sense of self, belonging, and sense of community. Through the 

local needs of third culture students within international schools, art education can serve as a 

foundation for TCKs to recognize the third culture in which they belong, and begin to cultivate a 

global third culture community, within a land without borders. 

Methodology 

In order to create an effective, well developed, and specific curriculum framework geared 

towards Third Culture Kids (TCKs) in international schools, I used a qualitative research 

methodology loosely based in grounded theory to identify appropriate TCK themes, and use 

those themes in building an art education curriculum framework. The first stage research began 

in the fall semester of 2014, and was completed by the end of the term. I first began by collecting 

qualitative evidence as explained by Creswell (2012) and Lodico, Spaulding, and Voegtle (2006) 

from current TCK research, contemporary globally nomadic and TCK artists, as well as current 

art education initiatives. By synthesizing this evidence into emerging themes as explained by 

Creswell (2012) and, Ryan and Bernard (2003), I then formulated an artist study and curriculum 

framework as an ISSUU publication based on these themes. Finally, as the last step, I validated 

my findings through an external audit, where participants outside of my research reviewed and 

evaluated my findings (Creswell, 2012). As a summation of my curriculum project, I will 

propose the next steps, including a collaborative and interactive website component, that will not 

only contribute to the TCK curriculum, but also serve its own purpose of cultural space and 

boundary for Third Culture Kids in a digital medium.  
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Data Collection Procedures 

 Using qualitative methods, I collected data based on “observations, interviews, and 

document analysis” (Lodico et al., 2005, p. 5) in three different fields of study; current research 

on TCKs, contemporary art created by artists within the globally nomadic and third culture 

community, and current trends in art education that inform culture and identity development. In 

order to generate themes based on qualitative research, I first collected data that informed my 

first research question (Creswell, 2012), “What are some major researchable themes related to 

the lives and experiences of Third Culture Kids?” Current research on TCKs came in the form of 

books and book chapters, journal articles, as well as doctoral dissertations and studies. As a 

result, I collected seven sources, all of which include secondary source interviews from TCKs 

themselves, professionals in the field of TCK research, or quantitative surveys of TCKs and 

ATCKs (Appendix Table 1).  

Then, I looked toward my second research question, “How do these themes relate to Art 

and art education as a possible platform for curriculum in International schools?” I searched the 

field of art education through the University of Florida’s Library online resources and course 

reserves from previous classes, as well as global online educational platforms such as iEarn 

(www.iearn.org) and Taking it Global (www.tigweb.org). Using the knowledge I had about 

TCKs from the data I had collected, I saved articles, books, and online unit ideas that seemed to 

create bridges between the two fields. The resulting data includes topics containing instructional 

resources, curriculum and pedagogy, as well as case reports (Appendix, Table 2).  

I then began gathering data from contemporary nomadic and third culture artists about 

their artwork, motivations, histories, and exhibitions derived from online websites, exhibition 

critiques, website articles (Appendix 2b). For further data collection, I contacted nine 
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contemporary artists online through their websites, personal referral, or through a third party 

online magazine. Before asking them to participate, I obtained IRB approval and gathered 

informal background information through websites or personal communication in order to 

establish their potential candidacy for my project. I established each artist’s candidacy using the 

criteria of the following questions: 

1. Is he/she or was he/she a TCK, cross culture, or globally mobile artist? 

2. Does his/her artwork explore (or appear to) issues, struggles, or resolve of the mobile 

experience? 

3. Will his/her artwork resonate and connect with students ages 13-16?  

I first gathered a list of fourteen possible artists for my project, obtained IRB approval in 

August, 2014, and began requesting participation at that time.  Six artists responded with written 

consent to contribute, and participated in a questionnaire detailing their personal history and 

significant artworks that express struggle, issues, or resolve as a globally mobile individual in 

order to gain a deeper understanding of the significance of their work, and to pinpoint emerging 

themes (see Appendix, Table 3).  

Once I completed the ISSUU publication for this project, it became necessary to validate 

my findings. I obtained IRB approval to solicit participation in evaluating my resulting ISSUU 

publication in July, 2014, and began seeking international school art teachers through personal 

referral to review my results at that time. I solicited participation from ten international school art 

teachers and received signed consent from three (see Appendix, Table 4). 

Data Analysis 
As I completed data collection, I began the process of analyzing my accumulated data 

according to Creswell’s (2012) six steps in analyzing data; organizing, coding, building themes, 

representing findings, interpreting findings, and validating findings. During this time, the process 
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of data collection and analysis became simultaneous, and my research lead me to either collect 

more data, or continue Creswell’s (2012) process. Using Creswell’s (2012) framework, as well 

as Ryan and Bernard’s (2003) techniques and processes to identifying major themes within data 

including repetition, language use and differences, metaphors, and word co-occurrence, I began 

to code and discover themes to serve as a theoretical framework for units of study designed for 

TCKs loosely based in grounded theory.  

 Weingand (1993) and Lodico et al. (2005) explain grounded theory as a method in which 

researchers develop theories based on data. During the process of coding and building themes, I 

first analyzed current research on TCKs to loosely unveil their needs based on the research. 

Then, I looked for connections between the three fields of study, relationships they share within 

those connections, and how art education is used to explore or investigate this relationship. In the 

process of discovering emerging themes from the relationships within the data, and using those 

themes as a theoretical framework for units of study, I have established themes within grounded 

theory.  

Throughout the process of data analysis and theme discovery, I have found 3 distinct 

connections between TCK, artistic practice, and art education research: Identity, Culture, and 

Place, with five subthemes that bridge thematic boundaries: cultural identity, relationships, 

belonging, language, and home. I first noticed these words through Ryan and Bernard’s (2003) 

technique of repetition along with ten to fifteen additional words or phrases including loss, grief, 

stability, mobility, rootlessness, restlessness, loyalty, and community. Additionally, Ryan and 

Bernard (2003) explain transitions, theory related material, metaphors and analogies as 

techniques for discovering themes. The resulting themes were continuously used as transition 

topics throughout my research (Grappo, 2008; Moore, 2011; Mortimer, 2010; Pollack & Van-



ART	  EDUCATION	  FOR	  TCKS	  

	   	   	  
	  

22	  

Reken, 2009; Sellers, 2011), and I frequently noticed that recurring questions or comments posed 

by TCKs through interviews directly relate to one of these three distinct concepts.  

As I re-read my sources, I realized many word groupings and topics I had initially coded 

began to overlap, where one word (i.e. mobility) directly related to, was a characteristic of, or 

repeated the idea of a more encompassing topic (i.e. place), and it became difficult for me to 

separate the two. During this time, I began to reduce overlap and redundancy of codes” 

according to Creswell’s (2012) coding process. Through this process, I discerned the three 

resulting principal themes, with five subtopics that interrelate within this space (Figure 1). 

Figure 1: Relationships Between Themes and Subthemes
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Findings 

When discussing these themes, it is important to recognize the Third Culture lens within 

which makes the discussion of these themes unique; growing up in a highly mobile, truly cross-

cultural world (Pollack & Van Reken, 2009). Pollack and Van Reken (2009) describe these as 

“realities [that] arch over the TCK experience [and] shape the formation of a TCK’s life” (p.17). 

TCK artist Alec Von Bargen (2014) sums this unique situation up well when he writes, “A 

strange thing happens when you are born in a country you will never live in, from parents who 

aren't from that country, you are then moved to grow up in a different country speaking a 

language that isn't your mother tongue (or even the language of your birth country) and then 

spend a lifetime traveling around” (personal communication, October 8, 2014). As I continue to 

work with these themes and subthemes within this lens, I have found that they are complex and 

hard to isolate from one another. The resulting unit prompts not only focus on the relationship 

found within these fields of study, but also the interrelationships these themes have with each 

other when considering the complex nature of educating Third Culture Kids around the globe.  

Theme 1: Identity 

 Identity formation and development, and figuring out who you are in relation to others, 

culture, and society, is universal; how cultures influence the identity development within a their 

construct, however, is vastly different (Sparrow, 2000). Overwhelming	  arguments	  from	  theorists	  

explain	  that	  the	  concept	  of	  identity	  is	  complex,	  and	  research	  suggests	  that	  we	  construct	  our	  

identities	  based	  on	  our	  social	  and	  cultural	  experiences,	  (Guyas,	  2011;	  Kim,	  2008;	  Moore,	  2011;	  

Sellers,	  2008;	  Sparrow,	  2000).	  Further	  research	  in	  the	  field	  of	  Third	  Culture	  Kids	  suggests	  identity 

formation is constructed as we grow up, through facets including language acquisition (Lambiri, 

2005; Meneses, 2011), sense of belonging (Lambiri, 2005; Moore, 2011; Rasmussen, 2014; 

Pollack and Van-Reken, 2009), and being rooted to a place through relationships (Lambiri, 2005; 
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Sellers, 2011; Pollack & Van Reken, 2009), culture (Lambiri, 2005; Moore, 2011; Pollack & 

Van Reken, 2009; Sellers, 2011), and sense of home (Lambiri, 2005; Moore, 2011; Mortimer, 

2010; Sellers, 2010 ).  Furthermore, when the factor of mobility is added to the already complex 

nature of identity and identity development, and TCKs are absorbing cultural identity cues from 

many different angles, TCKs begin to define, relate to, and deal with identity in multiple, often 

contradicting ways. I found the concept of identity to be more intricate, intermingled, and 

confusing for TCKs, warranting a closer look at its relationship to the TCK experience.  

 As TCKs move from one place to the next, the cultural cues, people, places, lifestyle, and 

beliefs TCKs are using to develop or challenge their developing sense of identity are suddenly 

gone, and new ones take their place (Pollock & Van Reken, 2009). During this time, TCKs do 

not have the freedom to challenge social rules, develop strong relationships, or make adolescent 

decisions simply because of their vulnerability within new cultural boundaries. Pollock and Van 

Reken (2009) describe these as crucial developmental tasks; including developing an identity 

different than that of your parents, establishing relationships outside of the family, learning 

decision making, and achieving independence, that suddenly become altered, and are delayed 

because of mobility. One of the primary characteristics of TCKs according to Pollack and Van 

Reken (2009) is that TCKs “move back and forth from one culture to another before they have 

completed the critical developmental task of forming a sense of their own personal or cultural 

identity” (p.40). Thus, constructing your identity based on and among cultural cues, beliefs, and 

values that are constantly in flux becomes increasingly complex. One of Sellers’ (2011) 

participants states about their identity; “it’s kind of a quilt made up of lots of different little 

patches and collectively that’s me” (p.60), suggesting the many different factors that attributed to 

their identity. Mobility creates a critical intersection of multiple cultural inputs within the TCK 
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lifestyle, forcing TCKs to fuse these together within themselves, and either re-create, reject, or 

merge their old sense self with the new. 

Throughout personal accounts from primary and secondary sources, TCKs themselves 

have addressed the confusing, often conflicting struggles they have had in personal identity 

formation resulting from this mobility, and sometimes, how they still struggle as adults. Within 

TCK research, the concept of identity is addressed as confused, complex, conflicting, multiple, 

shifting, and blended (Lambiri, 2005; Moore, 2011; Mortimer, 2010; Pollack & Van Reken, 

2009; Sellers, 2011). Participant four in Seller’s (2011) study states, “…it’s like, oh my gosh, 

who am I, is there any part of me that it is formed, can I explain any part of who I am,” (p.60). 

Meneses (2011) explains for her, the intimate relationship between language and identity, “And 

so, my identity developed with two different languages; Portuguese, the language of my heart, 

and English, the language of my mind” (p. 279). One participant in Moore’s (2011) study relates  

identity to place by saying, “Depending on where you are, you just act a certain way” (p.49), 

identifying themselves as a cultural chameleon (Pollock & Van Reken, 2009). Similarly, one of 

Mortimer’s (2010) participants states, “I have no real concrete sense of who I am. I feel like I 

embody and reflect the identities of the people I am around,” (p.46), also connecting their 

identity to relationships. This repetitive idea with concrete examples has lead me to name 

identity as a theme, contributing to the answer of my first research question, “What are some 

major researchable themes related to the lives and experiences of Third Culture Kids?” 

In the personal questionnaires I conducted for this research, TCK artists continually 

wrote about identity in connection to their art making and experience. Yoomee Ko (2014), who 

lived in four different countries before she was 18 states, “Growing up, finding my identity was 

one of the most difficult things” (personal communication, October 10, 2014) and explains 
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further that she engaged in art making throughout high school in order to find personal resolve of 

her multicultural identity. In her “Nomad” series, Christine Rasmussen (2014) addresses identity 

formation by asking, "How does one form one's identity without having a strong geographical tie 

to any one place?" (personal communication, September 26, 2014). Artist Cathleen Hadley 

describes her artwork as “one way to integrate those many cultural selves that I carry” (personal 

communication, October 6, 2014). Additionally, Joo Yeon Woo’s (2014) work questions the 

complex cultural identity of cross-cultural Korean immigrants who adopt a Western name, 

asking, “How do they perceive the relationship between their name and identity?” (personal 

communication, October 14, 2014) As I analyzed these responses, it became increasingly clear 

that while identity is a major theme among TCKs, it can hardly be discussed as a topic alone and 

autonomous from the characteristics that influence it, as well as its relationships to the topics 

clearly interwoven with it; belonging, culture, place, relationships, and home.  

Overwhelming research includes identity development as a cornerstone idea within the 

art education classroom. Numerous articles and case studies have been written describing how 

art education contributes to identity development through self expression (Davenport, 2003; 

Gude, 2004; Gude, 2007, Song, 2009), personal artistic voice (Gude, 2004; Gude, 2007), 

personal history and heritage (Davenport, 2000; Gude,2004; Gude, 2007; Jungerberg et al, 2012; 

Song, 2009), cultural explorations (including language) (Bastos, 2006; Bianchi, 2011; Davenport, 

2000; Gude, 2004; Jungerberg et al, 2012; Lai, 2012; Lopez, 2009; Martinez, 2012; Song, 2009), 

sense of place or belonging (Alison, 2009; Bianchi, 2011; Gradle, 2007; Grauer, 2003; Jones, 

2011; Song, 2009), and relationships (Alison, 2009; Lopez, 2009). Additionally, through case 

studies and instructional resources, many artists served as a springboard for exploring these 

themes in the art classroom. A few of these artists include: the collaborative installation by June 
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Bianchi and Carol Cook, Scarves Reveal and Conceal (Bianchi, 2011), Tseng Kwong Chi’s 

“East Meets West” photographs (Delacruz, 2012), Nikki Lee’s cultural performances (Allison, 

2009), and Diana Al-Hadid’s numerous works including Water Thief (Jungerberg et al, 2012). 

This list is not exhaustive by any means, but rather shows the expansive connection the field of 

art education has made with this theme. These multiple layers create an clear link between 

identity and art education, contributing to the answer of my second research question, “How do 

these themes relate to Art and art education as a possible platform for curriculum in International 

schools?” 

Theme 2: Culture 

 The concept of culture is limitless in that we as humans create, alter, and are affected by 

culture from the time we are born, and it is impossible to discuss culture in isolation from the 

multiple factors that influence it (Guyas, 2011; Kim, 2008; Moore, 2011; Pollock & Van Reken, 

2009; Sellers, 2008; Sparrow, 2000).  Culture is also learned, “something caught from, as well as 

taught by, the surrounding environment and passed from one generation to the next” (Pollock & 

Van Reken, p.41). What makes the cultural lens different for TCKs than others are the multiple 

cultural inputs they receive as they grow within their mobile lifestyle, learning often 

contradicting values, morals, and social patterns (Pollack & Van Reken, 2009). Research showed 

that TCKs explain culture in two different ways, through the internal lens of the third culture, 

and through the external lens of coping with established cultures in which they live. TCKs often 

associate with both the third culture and conventional cultures through belonging (Hadley, 2014; 

Mortimer, 2010; Pollock & Van Reken, 2009; Rasmussen, 2014; Sellers, 2011), relationships 

(Moore, 2011; Mortimer, 2010; Rasmussen, 2014; Sellers, 2011), language (Hadley, 2014; 

Meneses, 2011: Moore, 2011), recognition of their multicultural identity (Hadley, 2014; Lambiri, 
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2005; Moore, 2011; Sellers, 2011), and defining home culture (Moore, 2011; Mortimer, 2010; 

Rasmussen, 2014; Sellers, 2011 ). These connections as well as distinctions prove that culture is 

a complex and multilayered topic for TCKs, and caused me to look closely at this relationship. 

 When TCKs leave one place to enter into a new culture and community, languages, 

behaviors, and cultural cues change overnight. TCKs have to learn a new language, develop new 

relationships, and figure out who they are in relation to what’s going on around them, all before 

they move again. Because of this, TCKs have a hard time achieving cultural balance, “the 

unconscious knowledge of how things are and work in a particular community,” (Pollock & Van 

Reken, 2009, p.44). Pollock and Van Reken state, “Before they know how they are to behave, 

they must figure out where they are,” (p. 45). TCKs often recount stories of cultural mishaps, 

including the Edleys, who returned to the United States after living and working for ten years in 

Africa, only to find that their children were carrying their luggage on their heads through the 

airport (Pollock & Van Reken, 2009). Oftentimes because of mobility, TCKs also have confused 

loyalties to one country, culture, or relationship versus another based on where they are living, 

when in reality, they have come to love both of them (Pollock & Van Reken, 2009). One TCK 

states, “I know I'm American, but often apply the values I've learned through other cultures,” 

(Mortimer, 2010, p.45). It is in this blend of cultures through the vehicle of mobility, that the 

third culture cultivates, creating a space of understanding among those who are within it.  

Throughout my research, I noticed that TCKs explained almost simultaneously how they 

dealt with culture from an external standpoint while concurrently dealing with how these cultures 

effect the third culture from within. Participants in Mortimer’s (2010) study explain this struggle 

through the eyes of relationships, “I often feel people think I'm weird because I am different or at 

least view the world differently. I myself often feel other people are weird because I feel we don't 
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speak the same 'cultural' language." (p.42), while another states, “Most of my real friends are 

also TCK's…I have some 'monocultural' friends who have no cross-cultural IQ, but I can't spend 

too much time with them because it tires me out" (p.57). Participant 12 in Sellers (2011) study 

initially states a recognition of the third culture; “I have developed my own culture out of the 

different places I lived,” (p.59) and later states his cultural struggle with moving back to his 

home country, “I didn’t know what normal was anymore” (p.66). Similarly, Alex Graham James 

states in his poem, “I am a confusion of cultures. Uniquely me,” (as cited in Pollock & Van 

Reken, 2009, p.39). Meneses (2011) quotes a TCK who struggles with the connection between 

language and belonging within culture, “If you don’t know a popular song, you’re an outsider. If 

you speak with an accent, right away you’re an outsider,” (p.283). These quotes also reveal that 

Third Culture Kids tend to speak the same “language,” a significant component in cultural 

belonging (Meneses, 2011; Pollock & Van Reken, 2009), while communicating with “others” is 

more difficult. These recurring ideas and statements lead me to name the broad idea of culture as 

a second theme, contributing to the answer of my first research question; “What are some major 

researchable themes related to the lives and experiences of Third Culture Kids? 

 In the questionnaires I conducted for this research, responses revealed how the artists’ 

multicultural upbringing has influenced their view of the world, and as a result, affected the 

personal motivations of their work. Von Bargen’s (2014) multicultural upbringing has given him 

a unique connection with displaced refugees and disparaged youth in recognizing that, “all 

human beings… are all on a constant search for acceptance,” (personal communication, October 

8, 2014). Artist Joo Yeon Woo (2014) explains her upbringing as a Korean immigrant in the US 

as “culturally displaced” (personal communication, October 14, 2014), and her current work 

focuses on how children of a similar background navigate cultural identity while living within 



ART	  EDUCATION	  FOR	  TCKS	  

	   	   	  
	  

30	  

two distinct cultural patterns. Yoomee Ko explains the influence of multiple cultures on her and 

her work by saying, “I strongly believe that we are the results of people and things we have come 

across, whether by chance or choice,” (personal communication, October 10, 2014). Finally, 

Grace Kim (2014) reveals the loss of identity when uprooted from a culture in her artwork, 

Uproot, and identifies with the significant relationship between culture, identity, and belonging. 

As I continued to analyze and find connections between these TCKs, it became clear that 

although everyone is affected by culture from birth, a TCK’s experience of mobility causes them 

to approach, digest, and absorb culture in unique, and sometimes contradicting ways.  

 Overwhelming amounts of research and pedagogy explore the cultural realm of art 

education in insurmountable ways. Significant art education research emphasizes how cultural 

explorations gives students the chance for personal and shared, meaning, growth, and 

understanding through personal and intercultural experiences (Bastos, 2006; Davenport, 2000; 

Gude, 2004; Gude, 2007; Lai, 2012), history and memory (Gradle, 2007; Grauer, 2003; Lai, 

2012; Martinez, 2012), dialogical inquiry (Bastos, 2006), as well as visual culture (Davenport, 

2000; Davenport, 2003; Gude, 2007; Martinez, 2012). I am most interested in explorations of the 

third culture, and how to develop knowledge and evolution of the third culture within my 

students, and as a result, an investigation of the multiple cultures in which they live. Lopez 

(2009) reveals the possibility of this idea when she states, “by consciously integrating the 

processes of acculturation into our ways of thinking and teaching about art and culture, we can 

reach all of our students” (p.22). Additionally, Gude (2004) states, “Students in a quality art 

education program gain the capacity to reflect on cultural issues related to self and society” (p.8), 

expanding on the possibility for TCKs to reflect on their third culture, and the issues that come 

with it. Several case studies and instructional resources have been developed that begin to 
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address these connections, and introduce artists such as border artist Emily Jacir (Jones, 2011), 

Adrienne Salinger’s “In My Room” photography series (Grauer, 2003), Avani Patel and Nathalie 

Pham’s America’s Chinatown Voices (Delacruz, 2012), and the cultural hybridity of Nikki S. Lee 

(Allison, 2009). Martinez (2012) states that through visual culture, students have the 

“opportunity to examine and reinterpret dominant forms of culture, become active agents in the 

construction of knowledge, utilize cultural backgrounds, and correct misconceptions about their 

cultural heritage” (p.12). The expansive connections and layers that connect art education, Third 

Culture Kids, and culture contribute to the answer of my second research question, “How do 

these themes relate to Art and art education as a possible platform for curriculum in International 

schools?” 

Theme 3: Place 

 Without realizing it, our entire realities, our self-constructs, history, and relationships that 

that create our memories, thoughts and experiences, are dependent on the places in which those 

realities occurred (Gradle, 2007). Philosopher Edward Casey states, “Human beings—along with 

other entities on earth—are ineluctably place-bound. More than earthlings, we are placelings, 

and our very perceptual apparatus, our sensing body, reflects the kinds of places we inhabit” (as 

cited in Gradle, 2007, p. 394). Throughout TCK research, the connection between identity, 

culture, and their relationship to a sense of place is profound (Lambiri, 2005; Moore, 2011; 

Mortimer, 2010; Pollack & Van Reken, 2009; Rasmussen, 2014, Sellers, 2011). Place was also a 

repeated idea within the subthemes of relationships and (Lambiri, 2005; Moore, 2011; Pollock & 

Van Reken, 2009; Von Bargen, 2014) and cultural identity (Lambiri, 2005; Moore, 2011), with a 

number of TCKs referring to a relationship or a figurative space of belonging feeling like home. 

When looking through the lens of mobility, sense of place, boundaries, and borders become fluid 
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for TCKs (Gradle, 2007), creating a complex and sometimes confusing reality in a world defined 

by the concreteness of these concepts. Because the relationship to place resonated within many 

aspects of the TCK reality, I decided to delve into the concept further.  

 When it is time for TCKs to move to a new country, whether it be the first or fifth time, 

TCKs suffer a loss of status, identity, culture, relationships, home, daily routines, and many 

times, their possessions (Pollock & Van Reken, 2009). Pollock and Van Reken (2009) describe 

these as hidden losses and states, “With one plane ride the whole world as TCK’s have known it 

can die (p.76)…TCKs, don’t lose one thing at a time; they lose everything at once” (p.77). Now, 

the only place that these things exist is within their memories. Thus, the concept of home, either 

physical or emotional, comes into question (Pollock & Van Reken, 2009).  Erica states the 

confusion she has with this question “Where are you from,” when she states, “What does this 

persona mean by “from”? Is he asking my nationality? or maybe it’s “Where were you born?” 

Does he mean “Where are you living now?” or  “Where did you come from today?” or does he 

mean “where do your parents live now” or “ where did you grow up?” (Pollock & Van Reken, 

2009, p.124). For TCKs, the very lens of mobility creates this pattern of repeated loss, making it 

hard for TCKs to identify with only one particular place, feeling both emotionally connected to 

all of them, yet not physically being able to be connected to any of them at the same time 

(Pollock & Van-Reken, 2009).  

 Throughout primary and secondary source interviews, I found that TCKs express their 

connection to place, or lack thereof, through the many different facets. When speaking about 

place, many TCKs expressed trouble with the question, “Where are you from?” (Grappo, 2008; 

Mortimer, 2010; Pollock & Van Reken, 2009; Rasmussen, 2014), and connected the concept of 

place to ideas of rootlessness (Kim, 2014; Moore, 2011; Mortimer, 2010; Sellers, 2011), 
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instability (Mortimer, 2010; Rasmussen, 2014), belonging “everywhere and nowhere” 

(Jungerberg et al, 2012; Moore, 2011; Mortimer, 2010; Pollock &Van Reken, 2009), and 

discussions of “home” (Jones, 2011; Moore, 2011; Rasmussen, 2014; Sellers, 2011). One of 

Mortimer’s (2010) participants states, “I have a horrible time answering the casual question 

"Where are you from?" because I don't know” (p.42). Additionally, Sellers (2011) names 

feelings of rootlessness as a theme in his study, and Moore (2011) extends this idea when one of 

his participants states the trouble with “not being close to extended family, having to say good 

bye to friends, the pain of leaving what is familiar, and not growing roots anywhere” (p.55). One 

participant in Mortimer’s study states, “How do I sort out who I am and where I belong when I 

can't get past the feeling of belonging "everywhere and nowhere?” (p.5), and participant 5 in 

Sellers’ (2011) states the struggle with “feeling that no matter where you go there’ll always be 

that part of you that will wish you were the other place” (p.75). Interestingly, some TCKs define 

a clear sense of home in terms of relationships; Ben, a TCK in Pollock and Van Reken’s book, 

says his home is in Egypt, but “actually, I haven’t been to Egypt yet, but that’s where my parents 

are posted now” (p.125). The connections of belonging, home, and relationships to place as well 

as to identity and culture lead me to name place as the third and final theme important to 

investigate, and completing the answer to my first research question, “What are some major 

researchable themes related to the lives and experiences of Third Culture Kids?” 

 Each artist who responded to the personal questionnaires I conducted for this project 

reported having a wide range of experience with mobility; but I found it interesting that all of 

them explore the idea of place within subthemes. Alec Von Bargen (2014) lived in five different 

countries before he was 18, and states, “I am always a foreigner” and has created a life of 

mobility, almost as a reflection of his upbringing (personal communication, October 8, 2014). 
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Joo Yeon Woo (2014) explores ideas of displacement and rootlessness in her series, “Traveler’s 

Cup” in which she collects “different surroundings and arranging them, per place, within the 

water glass from which I drink every day in order to absorb the location visually and 

conceptually” (personal communication, October 14, 2014). Cathleen Hadley states that in her 

work, Missing Argentina, she explored the idea of loss of place, attempting to capture the 

presence of “being there” but using faded and missing pieces to express the feeling that she “will 

not return” (personal communication, October, 6, 2014). In Uproot, Grace Kim (2014) explores 

rootlessness, loss, and realities of mobility. She explains, “It symbolizes a plant being uprooted 

from the soil, just as global nomads are uprooted from their surroundings” (personal 

communication, October, 11, 2014). Through these questionnaires, it became clear that artists 

repeatedly explore the theme of place in their artwork, as well as how one’s personal experience 

with mobility and place can effect how one views, interacts with, and copes with place, and their 

feelings of displacement, rootlessness, and home.  

 The concept of place in art education research and pedagogy is prevalent, and multiple 

professionals in the field note its importance within art education practice. Gradle (2007) 

explains, “If we are to understand an increasingly turbulent and mobile society in which many 

experience a loss of identity, boundary conflicts that are both long lasting and complex, and 

symbolic attachments to places both remembered and imagined, a discussion of place is 

essential” (p. 392). Place is discussed in art education include explorations of transnational 

concepts (Lai, 2012), community building (Gude, 2004; Gude, 2007;) borders and border theory 

(both physically and metaphorically) (Bastos, 2006; Davenport, 2000; Graham, 2007; Jones, 

2011; Bastos, 2006), dialogical inquiry (Gude, 2007), location, history and memory (Gradle, 

2007: Sanders-Bustle & Williams, 2013), cultural intersections (Davenport; 2000; Davenport, 
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2003; Delacruz, 2012; Song, 2009) the relationship between personal space and place/identity 

construction (Grauer, 2003; Sanders-Bustle, 2013), and place-based education (Graham, 2007; 

Lai, 2012). Additionally, case studies and instructional resources introduce artists who explore 

place, displacement, and the idea of fluid and changing borders. Diana Al-Hadid explores the 

connection of identity and sense of place, and “many of Al-Hadid's sculptures draw upon this 

conflicting sense of attachment and disconnection” (Jungerberg et al, 2012, p. 25). The work of 

Emily Jacir’s work explores border space, dislocation, and belonging (Jones, 2011), and Debbie 

Flemming Caffrey’s work is described as layered, exploring the relationship between place, 

environment, and the temporal condition of light (Sanders-Bustle & Williams, 2013). These 

multiple and diverse connections between place and art education provide an answer to my 

second research question, “How do these themes relate to Art and art education as a possible 

platform for curriculum in International schools?” 

Summary across all Findings  

Because of a TCK’s experience with high mobility, I found and that I agree with 

Sellers (2011) argument when she suggests that the highly mobile, cross-cultural lifestyle of 

Third Culture Kids “increases the complexity of their development because of the input from 

multiple cultures” (p.13). The above discussion reveals three significant overarching themes 

related to the lives and highly mobile experience of Third Culture Kids; Identity, Culture, and 

Place. Within these themes, the findings also reveal five subthemes that weave these 

overarching themes together almost fluidly with one another, creating a fusion that is almost 

impossible to isolate. While these themes are significant, is important to reiterate the lens in 

which these themes were discussed, recognizing how high mobility effects the landscape in 

which we engage with these themes, and therefore, our third culture students.  
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These findings also establish a strong foundation and convincing	  link	  between	  

discovered	  themes	  and	  the	  ability	  to	  address	  these	  themes	  through	  art	  education.	  I	  researched	  

extensively	  how	  art	  education	  professionals	  discussed,	  practiced,	  and	  studied	  these	  three	  

overarching	  themes	  of	  Identity,	  Culture,	  and	  Place	  within	  art	  education	  literature.	  Therefore,	  I	  

find	  it	  is	  safe	  to	  summarize	  that	  art	  education	  curriculum	  could	  serve	  as	  a	  possible	  platform	  for	  a	  

curriculum	  tailored	  to	  TCKs	  in	  international	  schools	  that	  explore	  these	  themes	  within	  the	  

classroom.	  Using	  the	  discovered	  themes	  of	  Identity,	  Culture,	  and	  Place,	  undeniable	  connections	  

within	  the	  field	  of	  art	  education	  exist	  in	  providing	  a	  bridge	  for	  TCKs	  for	  a	  strong	  foundation	  in	  

creating	  a	  possible	  platform	  for	  an	  art	  curriculum	  in	  international	  schools.	  	  

Discussion and Conclusion 

The goal in conducting this research was to complete the necessary first steps in creating 

a series of interconnected curriculum units that begin to address and explore current concerns 

and issues associated with TCKs today. Pollock and Van-Reken (2009) explain that the lives of 

Third Culture kids are highly mobile and consist of multiple cultural influences, creating a 

complex reality in which they live. In order to establish the foundation for stuying this topic 

within art education, I first used qualitative research based in grounded theory to discover major 

themes within TCK research relating to their highly mobile experience. Then I used these themes 

to locate connections within artistic practice and art education research, and find possible bridges 

between the three fields. Throughout this process, I found that three major themes stand out 

among all three fields that create undeniable connections between the mobile lifestyle of TCKs, 

and the ability of art education to address these themes. The following section will discuss my 

interpretation of these connections, how these findings could be used as a curriculum framework, 

suggestions for art education practice in international schools, and future aspirations for the 

project.  
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Interpretation of Findings 

This research first reveals the foundation necessary in understanding the needs of Third 

Culture Kids in international schools. Additionally, through the discovery of themes and its 

connection to artistic practice and art education, this project provides a glimpse into how art 

education in international schools could serve as a bridge for these needs. Throughout this 

journey, I have learned that the third culture lifestyle is very real, and immediately applicable to 

my students; however there is yet to be any real discussion or “aha moment” among global and 

international educators on how to recognize this lifestyle and their needs into educational 

curriculum. I feel I have clearly made a connection between discovered themes of Third Culture 

Kids, as well as those same themes and artistic and art education practice. Therefore, I feel it is 

safe to conclude that art education could serve as an avenue for Third Culture Kids to explore 

these themes within their lives (see Figure 2).  

As	  an	  art	  educator,	  I	  interpret	  these	  themes	  as	  three	  enduring	  ideas,	  and	  the	  first	  

step	  in	  curriculum	  construction	  (Stewart	  &	  Walker,	  2005).	  Stewart and Walker (2005) define 

enduring ideas as “themes, topics, or issues that reflect big questions about the human experience 

and have been investigated over time. They are broad, umbrella-like ideas that guide students in 

understanding what it means to be humans, to live alongside others and in the natural world” 

(p.25). The aforementioned themes of Identity, Culture, and Place are “concepts that have drawn 

the attention of humans through the ages” (Stewart & Walker, 2005, p. 17), and valid and 

meaningful concepts for all students to study, not just Third Culture Kids. However, because of 

the unique nature of TCKs and their transient lifestyle, they are especially unique, and need to be 

approached as such. By using these themes as enduring ideas in constructing curriculum and 

classroom projects in international schools, students are given the opportunity to reflect upon 
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their own mobile lifestyle in an individualized way, validating their personal experiences while 

also engaging in the bigger picture; the relevance of these themes not only to themselves but in 

connection to everyone around the globe.  

Figure 2: Overlap of Findings Within Three Fields of Study 

  

Significance, Implications, and Recommendations 

 In Pico Iyer’s (2013) TEDGlobal Talk, “Where is Home,” Iyer states, “The number of 

people living in countries not their own now comes to 220 million” (min. 4:45), and further 

identifies this transient community as a “floating tribe [that] represents the fifth largest nation on 
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earth” (min. 5:13). These facts alone illustrate the significance of acknowledging the nomadic 

community, and their children, as valid and significant to evolving world in which we live. As an 

art educator living internationally and teaching in international schools, I am not only a member 

of this “floating tribe” but I interact with these children daily, and I encounter first hand students 

who are grappling with multiple cultures, mobility, identity, and belonging on a daily basis. By 

using the abovementioned themes as enduring ideas for Third Culture Kids in international 

schools, art educators can begin to unpack the multiple interconnected layers within TCKs, 

shedding light on the growing world in which they do belong, and connecting students within the 

third culture.  

By using the Backwards Design (also known as Understanding by Design or UbD) 

approach developed by Wiggins and McTighe (2005) as a template for curriculum development, 

teachers can begin to unpack and make sense of these complex, multi-layered big ideas. UbD is a 

method of curriculum planning where teachers are encouraged to first look at the desired result, 

or what you want your students to learn, before thinking about the materials you will use or how 

you will assess their learning. The UbD approach consists of three stages; identify desired results, 

determine acceptable evidence, and plan learning experiences and instruction (Wiggins & 

McTighe, 2005). Through the use of UbD, art educators begin with the big picture, establishing 

goals, key understandings and essential questions that relate to the theme or enduring idea, and 

then move to assessment through performance tasks and reflection, before finally creating 

learning activities that guide students in the right direction toward the established goal (Figure 3). 

 As an example, I will focus on the theme or enduring idea of Place. Enduring 

understandings could include: (1) Personal history effects how place is perceived; (2) Sense of 

place and belonging is more than location; and (3) People interact with places differently. Each 
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of these enduring understandings is a different avenue in which students can explore sense of 

place personally and collectively. Once enduring understandings are established, the next step is 

to create essential questions. These might include (respectively); (1) How does my personal 

history change my understanding of a particular place? (2) Where do I feel I belong in the world? 

and (3) Why do people do things differently in different places? Through these questions, 

educators can now think about assessment, and finally a learning plan in order to steer students 

within these questions, understandings, and themes.  

 As a result of the connections I have established through professional literature, 

secondary source TCK interviews, and TCK artist interviews, I have created an ISSUU 

publication (http://issuu.com/keeney.le/docs/presentation1) highlighting the artists who 

participated in my project and how their motivations, ideas, and artworks can be used to 

stimulate enduring understandings, essential questions, and unit prompts in the art classroom in 

international schools. Each of the six artists I interviewed; Cathleen Hadley, Yoomee Ko, 

Christine Rasmussen, Alec Von Bargen, Joo Yeon Woo, and Grace Kim; brings a new 

experience and therefore a new perspective to the concept of the Third Culture Kid and global 

nomad, and all of them connect with the established themes and subthemes in various ways.  

Cathleen Hadley (2014) refers to her artistic practice as a constant reflection, return to, and 

maintenance of self and identity in the midst of her many moves.  Rasmussen (2014) describes 

her work as “psychological jumping around” as a reflection of her mobility throughout her life. 

Von Bargen expresses a special interest in the relationships of culture and the human journey, 

expressing that similar to his lifestyle, his work “reflects my vision and impressions from an 

'outsider' point of view,” (personal communication, October 8, 2014). All of these artists’ work is 

a reflection of their journey as a TCK, and because of bridges founded throughout my research, I 
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believe their artwork could be used to resonate with Third Culture Kids around the world, 

allowing them to begin exploring these themes.  

Future Aspirations and Conclusion 

Shortly after I began this project, I quickly realized that I had entered a labyrinth of 

intricate complexity and multidimensionality. This project has been far reaching, and much 

more elaborate and involved than I initially comprehended. The resulting themes required 

deep and involved analysis, leading to the realization that research question 3, “How can a 

web platform be built and used in the future to create a digital space for Third Culture Kids, 

promoting collaboration among different international schools?” is beyond the scope of this 

project, but an excellent launching point for the evolution of the next step.  

Identifying emerging themes and curriculum creation is a necessary first step in the 

foundation for understanding how to involve the TCK experience in the art classroom. 

However, because of my personal connection and involvement with this research, I foresee a 

larger ongoing project that includes complete curriculum construction and a web-based 

component as an integral part of the overall curriculum. I plan to continue developing this 

curriculum based on the Backward Design model, and present my units in an interactive 

online format, providing structure yet flexibility for teachers to adapt the project for their 

students. An interactive website will encourage sharing, collaboration, and conversation 

among Third Culture Kids (TCKs) as well as art educators. It will allow other international art 

teachers access to my curriculum, and give TCKs in international schools a place of their own 

to virtually congregate from all over the world and begin the process of third culture 

recognition.  
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Living internationally, I have come to personally understand the struggles that TCKs 

also experience. My personal definition of home is not clearly defined, as I do not feel at 

“home” in my hometown, yet I struggle with creating a home in my current location as well 

knowing I will move. Friends come and go, and they seem to take little pieces of you each 

time. My “home” tends to be scattered around the globe, among close friends living 

everywhere from Africa, to England or Virginia. It is hard to explain your way of seeing the 

world to others who do not share your experience, so not sharing and holding back becomes a 

way of life when you are among those who “don’t get it.” I became a global nomad as an 

adult and I still struggle with these issues. Therefore, I can only imagine how much more 

confusing it must be for teen TCKs that I teach.  

I started this journey knowing little about the third culture, Third Culture Kids, and 

my personal connection with them. However, I had this discomfort and instinct that there was 

something more to better understand the world of my students and of myself. At times 

throughout this process, I have become overwhelmed with emotion at the links and missing 

pieces that finally fit together, calming the misunderstandings within myself. I feel my deeply 

personal relationship with this research provides me with the unique ability to empathize with 

my students, and sharing this knowledge with them I believe will not only provide relief, but 

also instill a sense of power within these students. As an art educator, this research has 

provided a new course for me in my classroom, knowing now how mobility plays such a 

large role in creating these very unique qualities of each of my students. I always had an 

instinct that there was something unique about students in international schools, and now 

through these discovered themes, contemporary artists, and curricular connections, I can use 

my newly acquired knowledge in my classroom. As TCKs, many of my students are already 
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global citizens, but TCKs that understand their situation, know how to navigate their 

multicultural identity, and understand that home doesn’t need to be defined by borders, will 

move these children beyond global citizenry, and into the future. 
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Appendix 

Tables 
 Table 1- TCK Research Data Collection 

Print	  Source	   Year	   ATCK	  
Authors	  

Secondary	  Source	  
Interviews	  

Secondary	  
Source	  
Survey	  

Discussion	  of	  
themes	  discovered	  
from	  research	  

Article	   2005	   Unknown	  
6	  intercultural	  

professionals	  in	  the	  
field	  of	  TCK	  research	  

	   No	  

Article	   2000	   Unknown	   4	  ATCKs	   	   Yes	  
Doctoral	  

Dissertation	   2011	   Yes	  
	   19	  TCKs	   	   Yes	  

Doctoral	  
Dissertation	   2011	   Yes	   15	  ATCKs	   	   Yes	  

Doctoral	  
Dissertation	   2011	   No	   	   88	  TCKs	   Yes	  

Book	  Chapter	   2011	   Yes	   12	  TCKs	   	   Yes	  
Book	   2009	   Yes	   Yes,	  number	  unknown	   282	  ATCKs	   Yes	  

 
 
Table 2- Art Education Data Collection 

Print	  Source	   Year	   Purpose/Subject	  
Article	   2011	   Case	  Review	  

Book	  Chapter	   2012	   Pedagogy	  
Curriculum	  and	  Instruction	  

Article	   2007	   Pedagogy	  
Article	   2009	   Curriculum	  and	  Instruction	  
Article	   2012	   Curriculum	  and	  Instruction	  
Article	   2009	   Case	  Review	  
Article	   2009	   Case	  Review	  
Article	   2012	   Pedagogy	  
Article	   2004	   Pedagogy	  

Book	  Chapter	   2011	   Pedagogy	  
Curriculum	  and	  Instruction	  

Article	   2000	   Pedagogy	  
Article	   2003	   Curriculum	  and	  Instruction	  
Article	   2012	   Pedagogy	  

Curriculum	  and	  Instruction	  
Article	   2006	   Pedagogy	  

Curriculum	  and	  Instruction	  
Article	   2007	   Case	  Review	  
Article	   2003	   Case	  Review	  
Article	   2013	   Curriculum	  and	  Instruction	  
Article	   2007	   Case	  Review	  

Collaborative	  
Educational	  Website	  

2014	   Curriculum	  and	  Instruction	  
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Collaborative	  
Educational	  Website	  

2014	   Curriculum	  and	  Instruction	  

Museum	  Website	   2014	   Curriculum	  and	  Instruction	  
• Case	  Review-‐	  Refers	  to	  a	  review	  of	  a	  case	  study	  of	  a	  unit	  of	  study/ies	  in	  Art	  Education	  	  
• Pedagogy-‐	  Refers	  to	  articles	  or	  publications	  on	  art	  education	  practice,	  curriculum	  

development,	  or	  theory.	  	  
• Curriculum	  and	  Instruction-‐	  Refers	  to	  an	  article	  highlighting	  an	  artist,	  enduring	  idea,	  and	  

purposed	  units	  of	  study	  for	  the	  classroom.	  	  
	  

Table 3a: TCK Artist Questionnaire Data Profile 

Artist	   Age	   Nationality	   Countries	  lived	  
before	  18	   Themes	  explored	  

Female	   26-‐34	   American	  
Pakistan:	  13	  years	  
USA:	  3	  years	  

Vietnam:	  2	  years	  

Identity,	  Place	  
Belonging	  

Culture,	  Home,	  
Cultural	  Identity	  

Female	   54+	   American	  
USA	  

Venezuela	  
Argentina	  

Identity,	  
Relationships,	  Home,	  
Place,	  Language,	  

Culture,	  

Male	   35-‐44	   American	  
German	  

USA,	  England,	  
France,	  Germany,	  

Mexico	  

Identity,	  Belonging,	  
Relationship,	  Place,	  

Culture,	  

Female	   26-‐34	   Korean	   Indonesia,	  Korea	  
Poland,	  Vietnam	  

Identity,	  Relationship,	  
Home	  Cultural	  

identity,	  

Female	   35-‐44	   Korean	   South	  Korea	  
Culture,	  Place,	  
Identity,	  Cultural	  

Identity	  

Female	   26-‐34	   Korean	  
Korea,	  Pakistan,	  
Kenya,	  China,	  USA,	  

Canada	  

Place,	  Belonging,	  
Identity	  Culture,	  
Home,	  Place	  

 
Table 3b: Other Artist Data Collection 

Print	  Source	   Artist	   Genre	   Cross	  Culture	  
Identification	  

Artist	  Website	   Female	   Dance	   TCK	  
Online	  Magazine	  
Artist	  Website	   Female	   Performing	  Arts	   TCK	  

Online	  News	  Article	  
Educational	  Website	  
Museum	  Website	  

Male	   Sculpture	  
Drawing	  

Cross	  Culture	  
Immigrant	  

Artist	  Website	  
Featured	  Blog	  Article	   Female	   Photography	  

Sculpture/	  Installation	   Globally	  Mobile	  

Artist	  Website	   Female	   Graphic	  Design	   TCK	  
Online	  Magazine	   Female	   Installation	   TCK	  
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Artist	  Website	   Drawing/Painting	  

Website	  Exhibition	   Collaboration	   Collaborative	  online	  
Exhibition	   	  

Artist	  Website	  
Collaborative	  Educational	  

Website	  
Female	   Illustration	   Unknown	  

Museum	  Website	  
Artist	  Website	   Male	   Performance	  Art	  

Photography	   Unknown	  

Online	  Magazine	   Collaboration	   Participatory	  
Collaboration	   	  

Online	  Magazine	  
Artist	  Website	   Female	   Printmaking	  

2D	  Mixed	  Media	  
Cross	  Culture	  
Immigrant	  

 
 
Table 4: Results from the external audit – In Processing 

Teacher	  	   Experience	   Commendations	   Critiques	  
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IRB Protocol and Forms 

UFIRB 02 – Social & Behavioral Research 
Protocol Submission Form 

This form must be typed.  Send this form and the supporting documents to IRB02, PO Box 112250, Gainesville, FL 
32611.  Should you have questions about completing this form, call 352-392-0433. 

Title of Protocol:  Where are You From? Art Education for Third Culture Kids 
 

Principal Investigator:   Laura Keeney UFID #: 12582180 

Degree / Title: 

 

 

Master of Art in Art 
Education 

Mailing Address:  

312 Reno Drive 

Lynchburg, VA 

24502	  

Email: 

lkeeney@ufl.edu 

Department: School of Art and Art 
History  

Telephone #: 

+82 010 8792-5476 

 

Co-Investigator(s): 

 

 UFID#: Email: 

 

Supervisor (If PI is 
student): 

Dr. Craig Roland UFID#:  

Degree / Title: 

 

 

PhD Mailing Address: 	  

 College of Fine Arts  
101 FAA PO Box 
115800  
Gainesville FL 32611-
5800  

 

Email :  

croland@ufl.edu 

 

Department: 

 

School of Art and Art 
History  

Telephone #: 

(352)	  392-‐9165 

 

Date of Proposed 
Research: 

Fall, 2014 

 

Source of Funding (A copy of the grant proposal must  
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be submitted with this protocol if funding is involved): 

 

None 

 

Scientific Purpose of the Study: 

The purpose of this study is to develop an art curriculum based on and addressing the needs of Third Culture 
Kids in international schools.  

 

Describe the Research Methodology in Non-Technical Language:  (Explain what will be done with or to the 
research participant.) 

Qualitative research based in identifying themes and grounded theory will be used for this study. In order to 
identify emerging themes in the artwork of globally nomadic artists, I will be asking artists to participate in 
answering questions about their artwork. I will be asking background questions, linking them to the third culture 
lifestyle, and then choose one artwork for them to discuss in depth.  These answers will help me identify themes 
and issues related to Third Culture Kids, and how artists are using the arts to navigate those issues. I will use 
these themes and artworks in the development of the curriculum. Additionally, as a review, I will be asking fellow 
art educators to evaluate the resulting units to help determine their efficacy among students in international 
schools. 

Describe Potential Benefits:  

The resulting curriculum from this study will give Third Culture Kids an opportunity to share and collaborate with 
other students, and through art education begin to form an understanding of the third culture in which they live. 
This curriculum will also give art teachers that are teaching in international schools the resources to begin a 
dialogue with their students on the ever-changing world in which they live. In addition, it is an opportunity for 
artists to have their artwork used in an art educational context.  

Describe Potential Risks: (If risk of physical, psychological or economic harm may be involved, describe the 
steps taken to protect participant.) 

There is no risk to artist participants as they will only be talking about their artwork.  

There is no risk to teacher participants as their identity will be kept confidential.  

 

Describe How Participant(s) Will Be Recruited: 

Potential artist participants will be contacted via artist websites, online galleries, and personal referral by the 
Principal Researcher, and asked if they would like to volunteer and participate in the study. Potential teacher 
participants will be contacted via educational social media websites for international educators and by personal 
referral by the Principal Researcher. 

Maximum 
Number of 
Participants (to 
be approached 

Artist 
participants: 3-10 

Teacher 

Age Range of 
Participants: 

18-50 Amount of 

Compensation/ 

No 
Compensation 
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with consent) Evaluators: 5-10 course credit: 

Describe the Informed Consent Process.  (Attach a Copy of the Informed Consent Document.  See 
http://irb.ufl.edu/irb02/samples.html for examples of consent.) 

Participants will be asked to volunteer, and participate in the study. If they accept, they will be provided with a 
description of research and an Informed Consent Form. The artist will be giving permission to use their names 
and artworks as exemplars with my curriculum. Once the participant signs the consent form, I will provide artists 
the link for the questionnaire where they will answer questions in depth about their experiences as an artist and a 
particular artwork, and I will provide teachers with a copy of the units for review as well as a link for the evaluation 
questionnaire. 

(SIGNATURE SECTION) 

Principal Investigator(s) Signature: 

 

Laura Keeney Date: 7/18/14 

Co-Investigator(s) Signature(s): Dr. Roland’s Signature Date: 

Supervisor’s Signature (if PI is a student): Dr. Roland’s Signature Date: 

Department Chair Signature: Phillip will get this Date: 
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The	  University	  of	  Florida	  

PO	  Box	  115800	  
Gainesville	  FL	  32611-‐5800	  

352-‐392-‐9977	  
352-‐392-‐8453	  Fax	  

	  
Teacher	  Participant	  

Informed	  Consent	  for	  Participants	  
Where	  Are	  You	  From?	  Art	  Education	  for	  Third	  Culture	  Kids	  

	  

Purpose	  of	  the	  research	  study:	  

The	  purpose	  of	  this	  study	  is	  to	  create	  thematic	  art	  units	  addressing	  the	  needs	  of	  Third	  Culture	  Kids	  in	  international	  

schools.	  	  

What	  you	  will	  be	  asked	  to	  do	  in	  the	  study:	  

As	  a	  participant	  in	  this	  study,	  you	  will	  be	  asked	  to	  review	  thematic	  units	  created	  in	  this	  project	  and	  evaluate	  them	  

by	  answering	  an	  online	  questionnaire.	  	  

Time	  required:	  

The	  expected	  time	  for	  completion	  of	  the	  unit	  review	  and	  evaluation	  questions	  is	  30	  minutes	  to	  1	  hour.	  	  

Compensation:	  	  

No	  compensation	  will	  be	  given	  for	  this	  research.	  

Participation,	  Risks,	  and	  Rewards:	  

Participation	  in	  this	  study	  is	  voluntary.	  There	  is	  no	  penalty	  for	  not	  participating.	  There	  is	  no	  risk	  to	  you	  as	  your	  

identity	  will	  be	  kept	  confidential.	  	  The	  benefits	  of	  participating	  in	  this	  research	  are	  the	  opportunity	  to	  contribute	  to	  

curriculum	  development	  in	  support	  of	  the	  arts.	  	  

Confidentiality:	  

The	  teacher’s	  identity	  will	  be	  kept	  confidential	  to	  the	  extent	  provided	  by	  law.	  Participant	  names	  will	  not	  be	  used	  in	  

any	  report.	  	  

Right	  to	  withdraw	  from	  the	  study:	  

The	  participant	  has	  the	  right	  to	  withdraw	  from	  the	  study	  at	  any	  time	  without	  consequence.	  

Whom	  to	  contact	  if	  you	  have	  questions	  about	  the	  study:	  

Please	  direct	  questions	  of	  this	  study	  to	  the	  Primary	  Investigator,	  Laura	  Keeney;	  Phone:	  +82	  010-‐8792-‐5476;	  E-‐
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mail:	  lkeeney@ufl.edu.	  You	  may	  also	  contact	  my	  faculty	  advisors	  from	  the	  University	  of	  Florida,	  Dr.	  Craig	  Roland,	  

Supervisory	  Chair,	  at	  croland@ufl.edu,	  and	  Dr.	  Michelle	  Tillander	  at	  mtilland@ufl.edu.	  	  

Whom	  to	  contact	  about	  your	  rights	  as	  a	  research	  participant	  in	  the	  study:	  

	  UF	  University	  Supervisor,	  Dr.	  Craig	  Roland,	  101	  Fine	  Arts	  Building	  C,	  PO	  Box	  115801,	  Gainesville,	  FL	  32611,	  phone	  

(352)	  392-‐9165	  

IRB02	  Office,	  Box	  112250,	  University	  of	  Florida,	  Gainesville,	  FL	  32611-‐2250;	  phone	  (352)	  392-‐0433.	  

Agreement:	  	  

I	  have	  read	  the	  procedures	  described	  above.	  I	  understand	  that	  participation	  in	  this	  study	  is	  voluntary.	  I	  

understand	  that	  as	  a	  teacher	  evaluator	  in	  this	  study,	  my	  name	  will	  be	  kept	  confidential	  and	  will	  not	  be	  used	  

in	  any	  resulting	  data.	  I	  voluntarily	  agree	  to	  participate	  in	  this	  study	  and	  I	  have	  received	  a	  copy	  of	  this	  

description.	  	  

I	  would	  like	  to	  receive	  a	  copy	  of	  the	  final	  questionnaire	  submitted	  to	  the	  instructor.	  ____YES	  /	  ____NO	  

	  

Participant	  Name:	  ______________________________	  Date:	  ______________________	  
	  

Participant	  Signature:	  ___________________________Date:	  ______________________	  

	  
Principal	  Investigator:	  ___________________________________Date:	  _______________	  
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The	  University	  of	  Florida	  

PO	  Box	  115800	  
Gainesville	  FL	  32611-‐5800	  

352-‐392-‐9977	  
352-‐392-‐8453	  Fax	  
Teacher	  Participant	  

Cover	  Letter	  
Where	  Are	  You	  From?	  Art	  Education	  for	  Third	  Culture	  Kids	  

	  

Dear	  Teacher:	  
	  

I	  am	  a	  graduate	  student	  at	  the	  University	  of	  Florida.	  As	  part	  of	  my	  coursework,	  I	  am	  
conducting	  a	  questionnaire,	  the	  purpose	  of	  which	  is	  to	  create	  an	  art	  curriculum	  for	  Third	  Culture	  
Kids	  in	  international	  schools.	  Third	  Culture	  Kids	  are	  children	  who	  are	  considered	  globally	  mobile,	  
and	  grow	  up	  living	  in	  many	  different	  countries,	  rather	  than	  having	  a	  firm	  foundation	  in	  a	  single	  
country	  or	  culture.	  This	  is	  an	  opportunity	  for	  students	  living	  internationally	  to	  interact,	  interpret,	  
and	  analyze	  contemporary	  artworks	  of	  the	  globally	  mobile,	  and	  begin	  to	  create	  an	  understanding	  of	  
the	  third	  culture	  in	  which	  they	  live.	  	  

With	  your	  permission,	  I	  would	  like	  you	  to	  participate	  in	  a	  review	  and	  evaluation	  
questionnaire	  that	  will	  ask	  2	  background	  questions	  and	  5	  questions	  evaluating	  the	  units	  I	  have	  
created	  as	  my	  Capstone	  Project.	  This	  questionnaire	  is	  intended	  to	  better	  understand	  how	  effective	  
my	  project	  may	  be	  in	  different	  international	  schools	  around	  the	  world.	  The	  questionnaire	  will	  be	  
conducted	  in	  an	  online	  format,	  through	  Google	  Docs.	  Once	  the	  questionnaire	  is	  complete,	  I	  will	  use	  
your	  responses	  to	  evaluate	  and	  review	  my	  own	  graduate	  work,	  and	  whether	  the	  units	  I	  have	  
created	  could	  be	  effective	  for	  Third	  Culture	  Kids	  around	  the	  world.	  You	  will	  not	  have	  to	  answer	  any	  
question	  you	  do	  not	  wish	  to	  answer,	  although	  full	  participation	  is	  encouraged.	  	  

There	  are	  no	  anticipated	  risks,	  compensation	  or	  other	  direct	  benefits	  to	  you	  as	  a	  participant	  
in	  this	  interview.	  Your	  identity	  will	  be	  kept	  confidential,	  and	  your	  name	  will	  not	  appear	  in	  any	  
resulting	  report.	  You	  are	  free	  to	  withdraw	  your	  consent	  to	  participate	  and	  may	  discontinue	  your	  
participation	  in	  the	  questionnaire	  at	  any	  time	  without	  consequence.	  

Thank	  you	  in	  advance	  for	  your	  time	  and	  consideration	  to	  be	  a	  part	  of	  my	  research	  and	  
curriculum.	  	  If	  you	  have	  any	  questions	  about	  this	  research	  protocol,	  please	  contact	  me	  at	  +82	  010-‐
8792-‐5476;	  e-‐mail:	  lkeeney@ufl.edu,	  or	  my	  supervisor	  Dr.	  Craig	  Roland,	  croland@ufl.edu.	  
Questions	  or	  concerns	  about	  your	  rights	  as	  a	  research	  participant	  may	  be	  directed	  to	  the	  IRB02	  
office,	  University	  of	  Florida,	  Box	  112250,	  Gainesville,	  FL	  32611;	  (352)	  392-‐0433.	  

	  
	  
	  
Laura	  Keeney	  
UF	  Graduate	  Studies	  
Master	  of	  Arts	  in	  Art	  Education	  
lkeeney@ufl.edu	  
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The	  University	  of	  Florida	  

PO	  Box	  115800	  
Gainesville	  FL	  32611-‐5800	  

352-‐392-‐9977	  
352-‐392-‐8453	  Fax	  
Teacher	  Participant	  

List	  of	  Questions	  for	  Online	  Questionnaire	  	  
Where	  Are	  You	  From?	  Art	  Education	  for	  Third	  Culture	  Kids	  

	  
Online	  Questionnaire	  can	  be	  accessed	  at:	  Where	  are	  you	  From:	  Art	  Education	  for	  Third	  Culture	  Kids	  Evaluation	  
Questionnaire	  

	  
Background	  Questions	  
1. Years of experience: 

a. As an art educator. 
b. As an art educator in international schools. 

2. What is the age range of the students you have taught throughout your experience? 
 
Evaluation	  Questions:	  
1. Do you think the resulting units could benefit students in international schools? (Are there 

themes represented that do not represent your students? Are there missing themes that should 
be further explored?) 

2. Do you think these units thoroughly explore issues and themes related to students living 
internationally through artistic means? (What units are more successful in exploring issues 
related to your students? What units are less successful? Why?) 

3. Would you teach these units to your students? (Which units are you more inclined to teach? 
Which units relate most to your students specifically?) 

4. Would you encourage your students to participate in a digital website dedicated to these 
themes and units? (What would encourage you as an art educator to incorporate/encourage 
your students to participate?) 

5. Do you have any suggestions to improve the quality of these units? 
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The	  University	  of	  Florida	  

PO	  Box	  115800	  
Gainesville	  FL	  32611-‐5800	  

352-‐392-‐9977	  
352-‐392-‐8453	  Fax	  

	  
Artist	  Participant	  

Informed	  Consent	  for	  Participants	  
Where	  Are	  You	  From?	  Art	  Education	  for	  Third	  Culture	  Kids	  

	  
Purpose	  of	  the	  research	  study:	  

The	  purpose	  of	  this	  study	  is	  to	  create	  an	  art	  curriculum	  for	  addressing	  the	  needs	  of	  Third	  Culture	  Kids	  in	  

international	  schools.	  	  

What	  you	  will	  be	  asked	  to	  do	  in	  the	  study:	  

As	  a	  participant	  in	  this	  study,	  you	  will	  be	  asked	  to	  answer	  background	  information	  about	  yourself	  and	  your	  

connections	  to	  the	  third	  culture	  identity.	  You	  will	  be	  asked	  to	  identify	  major	  themes	  you	  consider	  significant	  in	  

your	  lifestyle	  as	  a	  global	  nomad,	  and	  how	  these	  themes	  resonate	  within	  your	  artwork.	  Then	  you	  will	  be	  asked	  to	  

answer	  in	  depth	  questions	  about	  a	  particular	  artwork,	  including	  motivations,	  meaning,	  materials,	  global	  

connections	  and	  personal	  reflection.	  	  

Time	  required:	  

The	  expected	  time	  for	  completion	  of	  the	  background	  questions	  and	  artwork	  questionnaire	  is	  30	  minutes	  to	  1	  hour.	  	  

Compensation:	  	  

No	  compensation	  will	  be	  given	  for	  this	  research.	  

Participation,	  Risks,	  and	  Rewards:	  

Participation	  in	  this	  study	  is	  voluntary.	  There	  is	  no	  penalty	  for	  not	  participating.	  Risks	  of	  participating	  include	  the	  

use	  of	  your	  names	  and	  artworks	  within	  the	  research	  and	  resulting	  curriculum.	  	  

The	  benefits	  of	  participating	  in	  this	  research	  are	  the	  opportunity	  to	  contribute	  to	  curriculum	  development	  in	  

support	  of	  the	  arts.	  Also,	  participants	  have	  the	  opportunity	  to	  have	  their	  artwork	  seen	  by	  a	  wide	  audience	  from	  

around	  the	  world	  with	  their	  own	  personal	  interpretation	  and	  meaning	  of	  the	  artwork	  included.	  	  	  

Confidentiality:	  

All	  participants	  who	  consent,	  also	  consent	  to	  allow	  their	  names	  and	  the	  artworks	  they	  mention	  in	  their	  
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questionnaire	  to	  be	  used	  in	  the	  study.	  	  

Right	  to	  withdraw	  from	  the	  study:	  

The	  participant	  has	  the	  right	  to	  withdraw	  from	  the	  study	  at	  any	  time	  without	  consequence.	  

Whom	  to	  contact	  if	  you	  have	  questions	  about	  the	  study:	  

Please	  direct	  questions	  of	  this	  study	  to	  the	  Primary	  Investigator,	  Laura	  Keeney;	  Phone:	  +82	  010-‐8792-‐5476;	  E-‐

mail:	  lkeeney@ufl.edu.	  You	  may	  also	  contact	  my	  faculty	  advisors	  from	  the	  University	  of	  Florida,	  Dr.	  Craig	  Roland,	  

Supervisory	  Chair,	  at	  croland@ufl.edu,	  and	  Dr.	  Michelle	  Tillander	  at	  mtilland@ufl.edu.	  	  

Whom	  to	  contact	  about	  your	  rights	  as	  a	  research	  participant	  in	  the	  study:	  

	  UF	  University	  Supervisor,	  Dr.	  Craig	  Roland,	  101	  Fine	  Arts	  Building	  C,	  PO	  Box	  115801,	  Gainesville,	  FL	  32611,	  phone	  

(352)	  392-‐9165	  

IRB02	  Office,	  Box	  112250,	  University	  of	  Florida,	  Gainesville,	  FL	  32611-‐2250;	  phone	  (352)	  392-‐0433.	  

Agreement:	  	  

I	  have	  read	  the	  procedures	  described	  above.	  I	  understand	  that	  participation	  in	  this	  study	  is	  voluntary.	  I	  

understand	  that	  as	  an	  artist	  participant	  in	  this	  study,	  my	  name,	  and	  the	  title	  of	  my	  artwork	  will	  be	  used	  in	  

connection	  to	  my	  artwork	  and	  answers	  to	  the	  questionnaire.	  I	  give	  permission	  for	  my	  artwork	  to	  be	  used	  	  

in	  this	  research	  in	  a	  curriculum	  resulting	  from	  this	  study.	  I	  voluntarily	  agree	  to	  participate	  in	  this	  study	  

and	  I	  have	  received	  a	  copy	  of	  this	  description.	  	  

I	  would	  like	  to	  receive	  a	  copy	  of	  the	  final	  questionnaire	  submitted	  to	  the	  instructor.	  ____YES	  /	  ____NO	  

	  

Participant	  Name:	  ______________________________	  Date:	  ______________________	  
	   	   (Print	  your	  names	  as	  you	  want	  it	  to	  appear	  in	  my	  study)	  

	  

Participant	  Signature:	  ___________________________Date:	  ______________________	  

	  
Principal	  Investigator:	  ___________________________________Date:	  _______________	  
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The	  University	  of	  Florida	  

PO	  Box	  115800	  
Gainesville	  FL	  32611-‐5800	  

352-‐392-‐9977	  
352-‐392-‐8453	  Fax	  
Artist	  Participant	  
Cover	  Letter	  

Where	  Are	  You	  From?	  Art	  Education	  for	  Third	  Culture	  Kids	  
	  

Dear	  Artist:	  
	  

I	  am	  a	  graduate	  student	  at	  the	  University	  of	  Florida.	  As	  part	  of	  my	  coursework,	  I	  am	  
conducting	  a	  questionnaire,	  the	  purpose	  of	  which	  is	  to	  create	  an	  art	  curriculum	  for	  Third	  Culture	  
Kids	  in	  international	  schools.	  Third	  Culture	  Kids	  are	  children	  who	  are	  considered	  globally	  mobile,	  
and	  grow	  up	  living	  in	  many	  different	  countries,	  rather	  than	  having	  a	  firm	  foundation	  in	  a	  single	  
country	  or	  culture.	  I	  find	  your	  artwork	  compelling	  in	  its	  exploration	  of	  global	  nomadism,	  and	  would	  
like	  to	  include	  it	  in	  my	  study,	  and	  corresponding	  curriculum.	  This	  is	  an	  opportunity	  for	  students	  
living	  internationally	  to	  interact,	  interpret,	  and	  analyze	  contemporary	  artworks	  of	  the	  globally	  
mobile,	  and	  begin	  to	  create	  an	  understanding	  of	  the	  third	  culture	  in	  which	  they	  live.	  This	  will	  give	  
you	  the	  opportunity	  to	  reach	  young	  artists	  through	  your	  work,	  and	  contribute	  to	  the	  development	  
of	  art	  education	  worldwide.	  	  

With	  your	  permission,	  I	  would	  like	  you	  to	  participate	  in	  a	  questionnaire	  that	  will	  ask	  10	  
background	  questions,	  and	  5	  in	  depth	  meaningful	  responses	  to	  the	  specific	  work,	  (insert	  artwork	  
title	  here),	  which	  I	  intend	  to	  use	  in	  my	  curriculum.	  This	  questionnaire	  is	  intended	  to	  better	  
understand	  you	  as	  an	  artist,	  and	  how	  your	  work	  explores	  the	  nomadic	  culture	  and	  lifestyle.	  The	  
questionnaire	  will	  be	  conducted	  in	  an	  online	  format,	  through	  Google	  Docs.	  Once	  the	  questionnaire	  
is	  complete,	  I	  will	  use	  your	  responses	  to	  further	  explain	  the	  motivations	  and	  meaning	  of	  your	  
artwork	  within	  my	  curriculum,	  and	  I	  will	  use	  your	  background	  information	  to	  establish	  a	  context,	  
and	  a	  similarity	  connection	  between	  you,	  your	  artwork,	  and	  the	  students.	  You	  will	  not	  have	  to	  
answer	  any	  question	  you	  do	  not	  wish	  to	  answer,	  although	  full	  participation	  is	  encouraged	  in	  order	  
to	  fully	  understand	  your	  intentions,	  motivations,	  and	  meaning	  within	  your	  work.	  

There	  are	  no	  anticipated	  risks,	  compensation	  or	  other	  direct	  benefits	  to	  you	  as	  a	  participant	  
in	  this	  interview.	  You	  are	  free	  to	  withdraw	  your	  consent	  to	  participate	  and	  may	  discontinue	  your	  
participation	  in	  the	  questionnaire	  at	  any	  time	  without	  consequence.	  

Thank	  you	  in	  advance	  for	  your	  time	  and	  consideration	  to	  be	  a	  part	  of	  my	  research	  and	  
curriculum.	  	  If	  you	  have	  any	  questions	  about	  this	  research	  protocol,	  please	  contact	  me	  at	  +82	  010-‐
8792-‐5476;	  e-‐mail:	  lkeeney@ufl.edu,	  or	  my	  supervisor	  Dr.	  Craig	  Roland,	  croland@ufl.edu.	  
Questions	  or	  concerns	  about	  your	  rights	  as	  a	  research	  participant	  may	  be	  directed	  to	  the	  IRB02	  
office,	  University	  of	  Florida,	  Box	  112250,	  Gainesville,	  FL	  32611;	  (352)	  392-‐0433.	  

	  
	  

Laura	  Keeney	  
UF	  Graduate	  Studies	  
Master	  of	  Arts	  in	  Art	  Education	  
lkeeney@ufl.edu	  
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The	  University	  of	  Florida	  

PO	  Box	  115800	  
Gainesville	  FL	  32611-‐5800	  

352-‐392-‐9977	  
352-‐392-‐8453	  Fax	  
Artist	  Participant	  

List	  of	  Questions	  for	  Online	  Questionnaire	  	  
Where	  Are	  You	  From?	  Art	  Education	  for	  Third	  Culture	  Kids	  

	  
Online	  Questionnaire	  can	  be	  accessed	  at:	  Where	  Are	  You	  From?	  Art	  Education	  For	  Third	  Culture	  Kids	  
Questionnaire	  
	  

Background	  Questions	  
3. Name (as you would like to appear within research) 
4. Gender 
5. Age 
6. Nationality (or nationalities if you identify with more than one) 
7. How many countries did you live in before you were 18? (Please list the countries) 
8. After 18? (Please list the countries) 
9. Current country of residence? 
10. Do you consider yourself a global nomad? Global nomads are often referred in research 

to a general term for the globally mobile, in which cross-culture kids, TCKs, and adult 
expatriates are included. Global nomads tend to stay mobile, and move around often 
throughout their lifetime (Cottrell, 2005; Hayden, 2006; Sellers, 2011). 

11. Does your artwork (in general) reflect your nomadic lifestyle? (Please explain by giving 
examples of specific works or collections.) 

12. Does your artwork (in general) explore issues of culture or identity through the lens of the 
global nomad? (Please explain by giving examples of specific works or collections.) 

 
Artwork	  Questions:	  
6. Please give the title and date of the specific artwork you intend to discuss. 
a. Is this work part of a larger series? (If yes, please provide a link to the series.) 
7. Please provide an in-depth explanation of the motivations in which this artwork derived.  
8. Please explain any underlying symbolism and meaning within the artwork.  
9. Please explain how this artwork explores questions or statements you have about the third 

culture, or living as a global nomad. 
10. What do you think this artwork could portray to young teens (12-15) who are living 

within the third culture? 
11. Do you have any other clarifications or intentions you would like to contribute about this 

particular artwork? (Any special requests with regards to use of this artwork?) 
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