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Abstract: Recently, educational policymakers have responded to young people's digital media 
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collective research, we argue that art educators are positioned to lead through this moment of 
moral panic by co-digitizing, that is, participating with young people and their digital practices. 
We share how art educators have cultivated learning networks where knowledge is assembled 
through relations among people, tools, and contexts. As a result, we call for pedagogical 
leadership that reconnects schooling with young people's digital lives. 
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ver the past two years, policymakers in Canada and abroad have intensified restrictions 
on young people's digital media practices, privileging prohibition over education. In 
British Columbia, the Ministry requires school boards to restrict students' personal 

digital devices in their codes of conduct (Government of British Columbia, 2025). In Quebec, a 
cellphone ban applies to personal devices throughout the school day (Gentile, 2025). At the 
federal level, the government tabled BillC-34, the Safe Social Media Act, in June 2026, which 
would bar those under 16 from holding social media accounts unless platforms demonstrate 
adequate safeguards (Parliament of Canada, 2026). Beyond Canada, Australia now enforces a 
national prohibition on social media accounts for those under 16, shifting responsibility to 
platforms through compliance requirements and penalties (Kaye & Jose, 2025). These measures 
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reflect a broader impulse to manage social practices through prohibition, one in which childhood 
is seen as something to be protected or rescued, while the realities children and teens face outside 
of school and into adulthood go unaddressed. 

Bernadette Baker (1998) described childhood-as-rescue as a historically produced 
discourse in which the child is positioned as dependent and morally vulnerable. She adapted the 
term from Rudolph Schnell (1977) to name the redemptive themes that rework the child-adult 
division into a relation of rescuing and being rescued. Within this framing, children become 
legible as needing protection from responsibility and risk, authorizing intensified governance. 
Baker (1998) argued that public schooling developed alongside this rescue logic. Rescue 
rationales can legitimate segregation, institutionalization, and surveillance in the name of 
protection, shaping which childhoods are treated as acceptable and for whom. In relation to 
digital media, childhood-as-rescue explains why bans are framed as care, even when they reduce 
young people's opportunities to learn to navigate an increasingly digital world. 

Marilyn Campbell and her colleagues (2024) echoed the problematics of rescue, finding 
that mobile phone bans, though justified by claims of distraction, cyberbullying, and mental 
health, are enacted without strong evidence and against schools' obligations to teach responsible 
technology use. Media-amplified concerns produce the moral panic that makes such bans 
politically attractive. If prohibition is an inadequate educational response to post-digital life, the 
next question is: what forms of leadership can sustain engagement, critical literacy, and ethical 
participation, and how is art education positioned to model that work? 

Art education can model collaborative educational leadership that treats young people's 
cultural practices as pedagogical sites for critical judgment, responsibility, and creativity rather 
than as risks to be banned from school. Leadership like this requires attending to the practices 
students already live with, including digital visual culture, and designing curricula and enacting 
pedagogies that support participation, reflection, and ethical decision-making. It also requires a 
willingness to act when policy narrows what counts as legitimate learning. In this sense, 
leadership is curriculum work that makes contemporary cultural practices available for study and 
critique (Freedman, 2011). Schools need leadership capable of educating with, rather than 
banning, the social and cultural worlds young people inhabit. 

In this paper, we argue that art educators are well placed to lead a different response, co-
digitizing with young people by collectively thinking, being, and creating through and with the 
digital. By co-digitizing, we mean a relation of shared authority in which educators participate in 
young people's digital practices, grounded in attentiveness to what young people are already 
making, critical judgment about the tools they use, and support for their creative agency. Each 
section that follows takes up one or more of these commitments. 

Historical or Hysterical: Art Educators and Digital Media: Kit Grauer 
The year I graduated from Stanford University, the Apple computer was just being 

released, not more than a mile away. The digital revolution had begun not only for adults but for 
anyone born after that time. My research interest was in how the arts influenced children, and 
especially in how images could both support and capture the nuances of our understanding. My 
work at Stanford had included courses on photography, visual culture, and visual anthropology, 
and I took John Collier's work on photo elicitation to heart. Photo elicitation produces a different 
kind of information; it evokes feelings and memories that are due to the photograph's particular 
form of representation. Images influence how we understand phenomena and how we support 
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participants in remembering and making sense of them. Little did I know how digital 
photography and digital media would influence me, my research practice, and what I would 
research for almost 40 years. 

My first large research project at UBC in the late 1990s was part of a grant examining a 
program that had artists working with teachers in elementary schools (Grauer et al., 2001). We 
decided to use digital cameras in our image-based research. We chose Sony Mavica cameras, 
which used floppy disks, had a large screen on the back, and could take still images or short 
videos. I took one of the cameras to practice beforehand, so I could explain to the teachers what 
to do. My son, six at the time, felt he should get a chance to play with it. In the hour and a half he 
spent taking pictures, I witnessed a change in the way he made images. He went from no real 
conception of what he was recording to composing within the frame. He would go on to use it as 
a stop-motion animation device with almost no instructions. 

I realized that adults often do not give kids enough credit for their ability to learn through 
media. I understood this through art making, but had not realized digital making could be as 
important. We gave the cameras to teachers but encouraged students to also take images. 
Participants were not only responding to our images but actively involved, taking pictures and 
talking about what they experienced. The follow-up article, Images for Understanding: 
Snapshots of Learning through the Arts™, won the AERA Best Article in an electronic journal 
the year it was published. As one teacher said, "When I saw the digital pictures, I realized how 
engaged the kids had been, even kids that I hadn't recognized at the time, and what a difference 
that work in the arts made to their learning and motivation" (Grauer et al., 2001, ¶ 2). We were 
co-digitizing before we had a name for it. By attending to what children chose to photograph and 
following their authority over what counted as important, the inquiry became shared, and the 
children’s engagement stemmed from their ownership of what they made. 

That research changed how I conducted research and led to several grants focused on 
digital media and youth. Working in teams with graduate students, postdoctoral fellows, and 
colleagues, we explored best practices in digital media education in community art centres across 
Canada (Grauer et al., 2012). In a follow-up grant, we found that youth encouraged to use simple 
digital media (smartphones, hashtags, Instagram, Twitter, and Facebook) during museum visits 
were more actively involved and engaged with the site (Cunningham et al., 2014). This 
understanding led us to imagine how programs developed with these youth and their 
technologies might help them address issues that matter in their communities (Ryoo et al., 2014). 

Whether in community settings or classrooms, integrating digital media tools and 
supporting shared learning and peer feedback enhanced student engagement, creativity, and 
collaboration. Experience with digital media is less frightening than adults are willing to admit, 
especially if they let youth into the picture. Recognizing young creators as both independent 
learners and seeking mentorship, integrating digital practices into art teaching makes the best 
sense (Lin et al., 2011). Although social media and digital tools have exponentially expanded the 
possibilities, our research suggests that when students and teachers work together, they co-
construct dynamic learning environments where creative risks, critical thinking, and meaningful 
inquiry flourish (Grauer & Castro, 2025). 
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Crossing Spirals in Art, Education, and Digital Curiosities in Québec: Moniques Richard 
For almost 40 years, a spiraling conception of time and place has shaped my thinking 

about education grounded in bodies, technologies, and mixed identities, and fueled by curiosity. 
Present in nature and in research, the spiral links past, present, and future while connecting self, 
others, and the more-than-human world. Introduced in pedagogy by Bruner (1960), it symbolizes 
a cyclical process through which one revisits previous practices, integrates new knowledge, and 
progresses toward more complex goals. In technology development, Boehm (1988, 2000) uses a 
spiral to model software. This form is relevant for digital education, which requires constant 
updating of skills and practices (Conseil supérieur de l’éducation, 2020). For Overstreet et al. 
(2023), a multimodal spiral combining text, image, sound, gesture, or design is essential for 
teaching 21st-century skills through recurrent “topics and themes” (p. 6). In this section, I 
examine how my work intermingles youth’s cultural interests with creative, multimodal, and co-
digitizing skills. 

I start at the center of the spiral, in the unknown realm of the unborn, anchoring the body 
and identity. During pregnancies, I experienced Veldman’s (1991) haptonomy through bodily 
contact, and progressively learned to extend my affective and sensorial boundaries toward others, 
tools, and technologies, co-learning with my unborn offspring. With children and preschoolers, I 
later explored womb-like spaces, self-portraits in utero, multimodal performances, and digital 
cosmic worlds for the In Utero project (2001-2003). While participating with children and 
listening to their stories of birth, I gained some understanding of our evolving identity across 
time and scale (Richard, 2006). Building safe spaces with children to explore art and 
technologies became a recurrent motif in other projects. 
 
Figures 1 & 2  

1st grader transforming her in utero self-portrait into a cosmic world  
 

 
 
Note. Digital cosmic world prints exhibited in a hospital maternity ward. Photo credit: M. Richard. 
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As this identity spiral extended to youth’s cultural practices, I watched young people 
engage with avatars in video games and manga, in a primary school where such things were not 
banned. This led me to explore shifting identities. In the Permutable Identity and Youth Culture 
project (1998-2005), I accompanied youth as they drew and exchanged paper avatars online, 
while experimenting with this theme with collaborators in a hybrid exhibition and publication 
(Richard, 2005a). I later investigated some youths’ informal practices with the Interlacing 
research group (2014-2020) using surveys and interviews. We noticed how they expressed 
hybrid cultures, languages, and identities, challenging our definition of what is art. Our concept 
of cultural jockeying allowed us to approach their mixing of practices, genres, and genders as 
continuums between dualities (Richard & Lacelle, 2020), transforming our understanding of 
teaching as a reciprocal mediation where students are agents of learning and partners in research. 
Questionnaires on personal interests and skills became a recurrent tool to co-digitize future 
projects.  

Figures 3 & 4 

Visitor searching the Permutable Identity website 
 

  
 
Note. Website page of paper avatars from Denmark. Photo credit: M. Richard. 
 

Initiating a technological spiral in my work, I wondered how youth could prepare to enter 
adulthood with a more critical view of their digital environment. In the Body + Machine project 
cycles (2000-2010), artists, teachers, and pupils co-imagined possible futures through 
technological fictions such as extending the body with prostheses or digitally modifying identity. 
Katherine Hayles’ (1999) posthuman perspective of the body as socially constructed across 
bodies and technologies informed my own concept of the pedagogical body, where bodies, tools, 
technologies, and contexts interact in learning (Richard, 2010). Today some of these fictions 
have become realities. My recent participation with LAB 1P1, directed by Martin Lalonde and 
colleagues, allows me to discover extended realities (XR) across disciplines, cultures, histories, 
languages, generations, etc. In this new cycle, I take time to explore the future in the present so 
that we can learn and move together toward novel skills and pedagogical innovation. Our latest 



Castro et al. 

 

 

Canadian Review of Art Education 52(1)  139 
September 2026 

exploration implies co-creating an online dress up game, crossing the mixed identity spiral for a 
future project. 
 
Figures 5 & 6  

A digital identification card made by a teenager  
 

 

Note. A view of the Body + Machine exhibit with youth’s technological prosthesis. Photo credit: Denis 
Farley. 

In 2008, I started a spiral called AmalGAME on the hybridization of artistic and media 
genres, where preservice teachers created artistic/pedagogical projects in a university workshop, 
attentive to youth’s culture and their own (Richard, 2015). While investigating digital literacy in 
2021 with an art teacher and adolescents in a high school, Cabinets of curiosities became a 
common topic and an hybrid space for creating digital portfolios on a personally chosen theme 
for the year. It also turned into a dialog zone for future teachers working on AmalGAME and for 
high schoolers, treating both as experts on their objects of curiosities, digital skills, and creative 
process.  

Figures 7 & 8 

Adolescent working on his cabinet of curiosities with Genial.ly 
 

  

Note. Preservice teacher presenting a collective cabinet to a high school class. Photo credit: M. Richard. 
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In 2022, Amal GAME became a research collective expanding toward transdisciplinary 
mapping, digital archiving, slow scholarship, and decolonizing pedagogical practices (Richard & 
Lalonde, 2025). In 2024, I could not miss working with Québec’s national library1 and archives, 
participating in the co-creation of an immersive, interactive, and multisensorial Cabinet of 
musical curiosities that focuses on earworms. According to Priest (2018), earworms mimic our 
nervous system, spiraling in our semi-conscious interiority. This project offers me a chance to 
work with design firms, librarians, archivists, mediators, teachers, and youth on Québec’s 
cultural heritage and emerging cultures, focusing on diversity, access, and inclusion within a 
decolonial framework. It is managed in a spiraling approach with several iterations, inspired by 
Boehm’s work (2000): define objectives and constraints; evaluate risks and propose alternatives; 
develop and test prototypes or activities; evaluate the process and products, and prepare for the 
next cycle.  

Figures 9 & 10 

Miro moodboard screenshot on inclusion and accessibility for the cabinet by M. Richard. 
 

 
 
Note. 3rd iteration of the prototype for the musical cabinet of curiosities for BAnQ by Accolade & 
Ottomata. 
 

In a spiraling quest for knowledge, curiosity drives us forward through creativity and new 
learning “builds on what came before” (Overstreet et al., 2023, p. 6). I argue for pedagogical 
partnerships that recognize all voices in hybrid, technologically mediated, negotiated, and 
embodied creative practices. By moving together through project iterations beyond restrictive 
views of the digital, relating them to bodily experiences, we can give young people access to 
technologies while also cultivating critical engagement and expanding what counts as legitimate 
art learning. 

Thinking with Pedagogical Leadership in Post-Digital Community Arts Education: Ching-
Chiu Lin 

This section considers what it might mean to follow young people in their creative 
community media arts practices, creating space for shared learning while avoiding the 
romanticization of youth practices or overlooking how adult authority shapes these spaces. 
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Scholarship on adultism warns that well-intentioned programs frequently equate youth voice 
with participation structures that adults design, control, and evaluate (Bertrand et al., 2023), 
subordinating young people within the very institutions intended to serve them. Following, then, 
can become another mode of surveillance dressed as solidarity. 

My research traced how young people navigate learning across platforms, tools, and 
relationships extending beyond formal educational structures (Black et al., 2015; Grauer et al., 
2012; Lin et al., 2011; Lin, 2024). At the time, I theorized these practices through distributed 
authorship, transversal learning, and youth agency. What has shifted is how I understand the 
conditions that made them possible. These dynamics did not emerge from participatory 
structures or digital affordances. They emerged through co-digitizing, a relational orientation 
enacted by facilitators, a readiness to reshape expertise, a willingness to question their own 
power, and the creation of spaces where youth could introduce and share knowledge that adults 
could not have anticipated. The language of youth empowerment that once seemed adequate, 
now appears vulnerable to the logics of containment that Kwon (2013) describes as the 
nonprofitization of social movements, where radical possibilities are contained within funder-
friendly frameworks controlled by adults. The programs I once celebrated as co-creative were 
also, inevitably, structured by adult-designed boundaries and metrics of success. Pedagogical 
leadership is therefore located within relational conditions and the ongoing negotiation of power.  

The post-digital turn intensifies rather than resolves this issue. When Cramer (2015) 
argued that post-digital signifies a consciousness where technology ceases to define what makes 
practice distinctive, he recognized that the interesting pedagogical questions were never 
primarily about technology. Yet institutional responses remain fixated on devices, and banning 
phones, restricting platforms, and controlling access address only the surface issue. Young 
people moving across screens and streets do not experience technology as a discrete domain. 
They experience institutional distrust of their judgment, surveillance of their bodies, and 
exclusion from decisions that shape their environments. Phone bans are less about technology 
than authority, about who decides how young people spend their time and the presumption that 
adults already hold the right answer. 

Challenging distrust requires more than following youth practice with attention. It 
requires the contact zones of youth participatory research (Bettencourt, 2020), spaces of 
productive friction where adult and youth perspectives genuinely conflict. These encounters 
show co-digitizing because learning dynamic stays negotiable. In the programming I have 
studied, generative moments rarely occurred when educators successfully implemented their 
designs. They emerged when youth pushed back, redirected activities, or revealed assumptions 
that adults had not examined. Youth agency is not an inherent trait or program outcome but a 
relational emergence, supported by facilitation that holds expertise with openness, welcomes 
uncertainty, and invites unexpected knowledge. This is not an argument against structure. 
Instead, it suggests that effective media arts pedagogy requires adult and youth perspectives to 
meet, sometimes in friction, with outcomes that remain open. 

Thompson’s (2022) concept of care aesthetics offers language for what makes such 
relational spaces generative. His distinction between careful art, meaning creative practices that 
attend to care, and artful care, meaning aesthetic orientations brought to practices like nursing 
and social work, provides a framework for community art education. Programs that foster trust, 
mutual support, and collective risk-taking exemplify careful art, making care a core pedagogical 
purpose, not a by-product of creative practice. Yet care discourse carries risks. Feminist critiques 
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have long noted that care can mask paternalism, positioning the carer as benevolent expert and 
obscuring the agency of those receiving care (Tronto, 1993). In youth-serving contexts, care 
often justifies restriction, as when adults ban phones because we care, limiting autonomy for 
their own good. Care so deployed suggests protection, the childhood-as-rescue logic Baker 
(1998) identified as organizing modern schooling. Thompson’s work is valuable because it 
insists on care as relational practice, not as unilateral protection. 

Following youth cannot be reduced to a method to be replicated, scaled, or assessed. It is 
an ongoing negotiation of power. Serriere and Riley (2024) describe this work as solidarity: 
supporting youth without usurping their voices. This orientation aligns with co-digitizing, where 
learning is shared rather than predetermined. For art educators, this means creating space for 
youth direction while remaining accountable for participation conditions, treating uncertainty as 
a necessary condition, not a failure, for learning, and understanding care as a relational practice 
that supports agency.  

Pedagogical leadership in a post-digital moment does not involve directing young people 
toward predetermined outcomes or appreciating their practices from a safe critical distance. It 
means entering a shared inquiry into what education is for and who decides. Fawns (2022) 
suggests that technology and pedagogy are entangled, and that learning outcomes are contingent 
on relations among teachers, students, and context. What requires attention, then, is how 
authority is distributed, whose knowledge is treated as legitimate, and whether the conditions of 
participation remain open to youth direction. In the programs I have documented, shared 
leadership became visible not from the platforms used, but through co-digitizing practices that 
shifted authority to youth, who directed creative decisions and held each other accountable 
across cycles of making. Art educators can model this leadership because our discipline has long 
understood that making involves negotiation with materials, histories, and other people whose 
responses cannot be fully anticipated. The question now is how to extend that understanding to 
our relationships with youth, treating them not as beneficiaries of our programming but as 
collaborators in shaping what it should be. 
 
Toward Co-Digitizing the Studio Classroom Take-Apart Tables and Polysemiotics: 
Michael J. Emme  

A great feature of Canadian art educator Aaron Sennitt’s (2013) kindergarten classroom 
is the take-apart table. For Aaron, the station (and classroom) was partially inspired by the 
German avant-garde artist Kurt Schwitters. Aaron’s take-apart station is full of small tools and 
old technology (junk?). In the spirit of Schwitters’ home-as-installation-art known as ‘Merzbau’ 
(Thomas, 2012), young students can take the techno-junk apart and use their hands, experience, 
and imaginations to analyze, recognize, question, and play with the constructedness of things 
using imaginative play to build new worlds (Kirova, 2010). 

Villem Flüsser (2000) called the camera and emerging digital media ‘black boxes’ 
(Tratnik, 2025, p.3) designed to gather and distribute information as “technical images” (p. 1). 
guided by programs and purposes invisible to users. Citing uncritical trust in images (“Idolatry”) 
and text (“Textolotry”), he warned about technical images and their distribution (Emme, 2007, 
p.7). Flüsser’s cautioned that blind faith in black boxes can lead us to serving the technology and 
its designers, “becom[ing] a functionar[ies]—not…creator[s] or decision-maker[s] in any 
traditional sense, but operator[s] whose actions are structured by the apparatus’s internal 
program” (Tratnik, 2025, p.3). 
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The following three examples of collaborative works from my studio teaching and 
research practice offer a personal chronology and reflections on the wonder and doubt (Emme 
2007) captured so well by Sennitt and Flüsser. 
 
Figure 12   

Lesley  

Note. Photo credit: Michael Emme, 1988. 

Taking Apart the Black Box – Lens Meaning 
As an emerging teacher, artist, and researcher, my early studio explorations involved both 

photography and comic books. Figure 12 shows a portrait shot during my Ph.D. studies. 
Technically, it is ‘just’ a series of images shot on a single roll of film. You can perceive it as a 
single image, a series of 12 discrete images, or as a very short movie (a film strip?) reflecting 4 
minutes and 39 seconds of ‘running’ time. This playful questioning of the lens as a tool 
demonstrated the idea that ‘simultaneity’ is part of the “rhythm” (Lupinacci, 2022, p.4078) of 
media experience. 
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Figure 13  

Remediated Frames 

 
 
Note. Cover art for CRAE, 42(1), 2015. 

Taking Apart the Flat Box – Lens Media and Co-digital Studio Learning 
Digital technology and lens media (Emme,1988) liberated from film and chemicals, 

allows the roles of subject, camera operator, designer, and audience to became simultaneous. 
Digital instant photography opened up the possibility of collaborative creativity as a 
“postmodern practice” (Chappel, 2011, p.30) with more team-oriented studio assignments where 
production involves a variety of skills and forms of expression in collective work. The classroom 
studio is moving toward relational aesthetic practices mediated by digital tools and a “new 
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photographic body language” (Emme, 2015, p.5) Each of us can be the subject, photographer, 
and audience simultaneously. The classroom studio is moving toward relational aesthetic 
practices mediated by digital tools and a “new photographic body language” (Emme, 2015, p.5) 
Each of us can be the subject, photographer, and audience simultaneously. The portrait featured 
on the cover of issue 42(1) of CRAE in 2015 (figure 13) was created and can be read as a 
singular work, or the convergence of 6 unique intentionalities across several lens media. 

Unboxing • co-creating • co-researching, Co-digitizing the studio classroom 
Co-digital studio practice in current art education might echo the multiverse depicted in 

the recent movie, Everything Everywhere All at Once (Scheinert & Kwan, 2022). Teaching and 
learning with, in, and about digital media demand dancing between the analogue and digital as 
well as across the arts and social sciences. Understanding art as a communication ecology (de 
Bernard et.al., 2022), Canadian art educator, Martin Lalonde describes the many dimensions of 
Multi Modal Literacy (MML) involved when students designed a poster to advertise a web series 
they created.  

[The Poster] enabled them to play with viewers’ expectations by featuring clips from the 
web series. In creating this installation, the young people used cognitive skills (extracting 
key information about the characters), pragmatic skills (thinking about the viewer’s 
experience), semiotic skills (splitting the narrative into segments), modal skills (creating 
a poster using visual codes), and multimodal skills (creating a multimodal package of a 
fictional story that is broadcast on several media) in a whole new way, because they were 
experimenting for the first time with a format made possible by a new technology. 
(Lacelle & Lalonde, 2023, p.175) 

As a precursor to the MML journey, consider Figure 14, three frames from a photo-based comic 
book – called a fotonovela (Kirova & Emme, 2008).  8- and 9-year-old students, many of whom 
were newcomers in Canada (seven languages spoken at home), used digital cameras to 
investigate the hazards and insider knowledge of school life. merging community research, 
analog and digital image-making, tableau performance, and collective storyboarding. Their series 
of comics accessed the “polysemiotic” layers (Samokhina et al., 2022) of text, image, sequence, 
and body language (as comics do), touching many of the learnings (MML) articulated by Lacelle 
and Lalonde (2023). 

If we follow Sennitt’s kindergarteners, our contemporary classroom studios  becomes an 
analog and digital take-apart table.  Co-digitizing a polysemiotic, critically creative curriculum 
equipped with the tools, stories and community access that embraces students’ curricular 
contributions and creative play will encouraging students to tear apart and reassemble today’s 
digital and analog materials and ideas for fun and critical learning (Emme & Bergland, 
2010).The classroom studio multiverse can be an online collage or a fotonovela, that starts with 
trusting students to embrace their simultaneity as creators, researchers, and curriculum 
developers. 
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Figure 14  

Lunchtime at McCauley  

 
Note. Gr. 4 photo club, 2006. 
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Art Education and Artificial Intelligence:  Joanna Black 
Over the past 40 years, I have witnessed as educator/teacher/artist two major 

technological revolutions, the Digital and, more recently, the Generative Artificial Intelligence 
(Black, 2023). Artificial intelligence (AI) is affecting our society and education  (Black & 
Chaput, 2024).  In this section, I draw lines between my earlier research with older technologies 
and the AI research I have conducted recently. When I was teaching and researching older 
technologies, I found students had absolute agency; however, currently, AI technologies have 
agency themselves, influencing learners’ thoughts, art processes and creative output (Black & 
Chaput, 2024). In society's responses to AI, I perceive three approaches: the fear-based approach, 
driven by alarm and leading to bans, surveillance, and protections; the all-embracing approach, 
characterized by uncritical acceptance without regard for potential harms; and the critical-
analytical approach, which involves cautious, well-considered usage. 

Age of Digital Technologies  
As digital technologies emerged, I consistently advised against both uncritical acceptance 

and the moral panics of banning and censorship in my postsecondary research/teachings at the 
high school and university levels. I found youth in art education were plainly motivated to learn, 
develop skills, and use these technologies creatively (Black, 2002; Castro & Black, 2025).  
Teaching technology is a partnership that runs counter to the traditional teacher-student power 
structure (Black, 2002, 2014). Learners and educators analyzed positives and negatives of 
technology together, in a shared co-learning relationship, to forge positive paths forward (Black, 
2002, 2006, 2014, 2022). As Foucault (1972) argued, discourses are regulated, created, 
consolidated, and censored. Control operates through principles of exclusion, prohibition, and 
what he termed “the will to truth”, in which society imposes perspectives and restricts 
knowledge by deeming certain truths and falsehoods (Foucault, 1972, pp. 218-219). When 
working with new technologies, however, I have consistently found students and teachers work 
within a less restrictive co-digitizing relationship. I define co-digitizing as a power dynamic 
between teachers and students who forge new relations together in co-learning/teaching 
situations. Collectively, they work within discourses/practices in researching, art/text making, 
and communicating using digital AI. These collaborations run counter to the traditional dynamic 
of all-knowing teacher and passive learners. Thus, Foucault’s observations of traditional, 
restricting, and confining past conventions manifested in will to power are not apparent in a co-
digitizing pupil/educator relationship. 
 
Generative Artificial Intelligence (GAI) 

AI boundaries are new and in constant flux, and debate continues about its usage in 
education. I advocate the same approach for art classrooms: the critical-analytical one, as 
advocated by figures such as Stephen Hawking (Cellan-Jones, 2014) and Geoffrey Hinton 
(Black, 2023). Never before have we confronted a technology with agency, where content is 
formed not by humans but by machines in a posthuman world (Barad, 2007; Leonard, 2020). AI 
now does what only humans did in the past, scraping massive amounts of Internet data to 
produce increasingly sophisticated texts, images, sounds, videos, and code. At present, however, 
AI cannot create original texts (Crabapple, 2026). 
In my research on adolescent and university students' AI usage, I found most art students did not 
use AI to create works until 2023, after ChatGPT and other systems became available to the 
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layperson (Chaput & Black, 2025). Since then, students and teachers have used GAI for 
everything from art reports and history essays to literature reviews and theses. Their approaches 
vary: some accept GAI texts unquestioningly, sometimes leaving them unread; others proceed 
with caution, critiquing and altering the work; and others reject AI altogether (Black & Chaput, 
2024). Importantly, some students want to retain and develop their own abilities to shape 
knowledge rather than rely on GAI (Black, 2023). 

I was first alerted to the deleterious effects of AI in art education in 2020, while teaching 
research courses at the University of Manitoba. In research, we increasingly encounter 
disinformation, deep fakes, filter bubbles, echo chambers, weaponization, and computational 
propaganda. Hate, bias, racism, sexism, misogyny, and outright lies also appear in GAI texts 
(Black & Chaput, 2024), and GAI sometimes fabricates entirely false data, such as fake 
references (Edwards, 2025). To address these problems, my co-author and I outlined ways to 
teach proper research approaches, concluding that media and information literacy skills are 
critical to preparing global citizens able to obtain key information (Black & Fullerton, 2020, 
2022). Media literacy in the age of AI is therefore a core responsibility of art educators, not an 
optional add-on (Black, 2023; Black & Chaput, 2024). 

GAI is here to stay, and neither a fear-based nor an all-embracing approach is adequate 
for vibrant learning. I advise educators to teach AI as facilitators, co-learning with students in 
shared co-digitizing relationships, and supporting honesty, openness, and criticality through 
media literacy (Black, 2023; Black & Chaput, 2024). Since media literacy is so intertwined with 
visual arts, it is critical for youth to understand this field (Black & Fullerton, 2020). Art 
education is well suited to teaching the difference between human agency and machine agency, 
ensuring our students and educators do not lose the ability to shape our own knowledge while 
using this technology. By taking a critical-analytical approach, art educators can model 
pedagogical leadership, develop critical research skills alongside our students, cultivate moral 
reflection, and promote ethical participation in an increasingly complex AI world. 

Mobile Media, Social Media, and the Creative Practices of Young People: Juan Carlos 
Castro 

My earlier research (Castro et al., 2016) on mobile media emerged from a recognition 
that young people were already making images with their smartphones and sharing them through 
their social networks well before policymakers began legislating bans in schools. Through our 
mobile media curriculum, MonCoin (Castro, 2019), our team examined how young people could 
use image-making on their phones and circulate those images on social media to explore identity, 
place, and civic engagement. The curriculum worked with young people's everyday digital 
cultural practices. For participants, mobile image-making was not peripheral. It was integrated 
into how they made sense of themselves, their communities, and their social relationships. 

When MonCoin entered formal art education contexts, it was initially met with hesitation. 
Phones were framed as distractions, despite their central role in students' creative processes. 
Over the course of the project, these assumptions shifted. Students' images demonstrated 
sustained engagement, critical reflection, and meaningful connections between artmaking, place, 
and civic concerns, and the project's value became evident to teachers and school communities. 
This disjuncture revealed less about the technologies themselves than about institutional 
discomfort with cultural practices that exceed traditional curricular boundaries. Our research 
challenged the assumption that learning must be tightly managed or organized around established 
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canons of knowledge to be legitimate. This shift is what we mean by co-digitizing. Teachers 
moved from regulating phones to making images alongside students, and in doing so they came 
to exercise critical judgment about the platforms their students were already using. 

Our subsequent research on Digital Visual Learning Networks (Castro & Black, 2025) 
extended this work by examining how young creators organized learning across digital 
platforms, tools, peers, and online communities beyond formal schooling, assembling feedback-
oriented, iterative, and self-directed forms of art learning. Learning in these contexts emerged 
through ongoing interaction, where young people developed technical skills, aesthetic judgment, 
and social awareness by sharing work-in-progress and responding to others. These practices 
often operated alongside school-based learning and, in some cases, played an equally significant 
role in shaping young people's identities as artists. What became visible was not an absence of 
structure or guidance, but a different organization of learning that relied on a decentralized 
network of mutual support. 

From a sociomaterial perspective (Fenwick et al., 2011), these networks distribute agency 
in learning among human and nonhuman actors, including young people, educators, software, 
algorithms, images, and interfaces. Young people are neither passive users of technology nor 
simply consumers of content. They actively shape learning environments by navigating varying 
media affordances, negotiating norms of participation, and making decisions about visibility, 
authorship, and ethics, as MonCoin participants did when they chose how to frame, share, and 
situate their images. Across both projects, young people were already leading their own learning, 
and art educators can participate with them in these spaces, offering support rather than total 
control. Teachers who initially framed phones as distractions came to recognize and support 
students' creative and civic engagement through participation rather than prohibition. My 
experience demonstrates the leadership potential of art education to build bridges between young 
people's lives and formal schooling, through sustained attention to material and digital practice, 
responsiveness to changing contexts, and trust in young people's capacity to learn within their 
everyday lives (Castro, 2025). 

Leading Together 
Across this paper, we have converged around an understanding of learning as 

participatory, relational, and situated within young people's cultural practices, both digital and 
material. Drawing on our collective research, we have shared how young people learn through 
ongoing relations with peers, materials, images, tools, and technologies. Over the past forty 
years, we have repeatedly articulated that meaningful learning is assembled through interaction, 
feedback, and shared inquiry, not delivered through hierarchical instruction. We position young 
people as active agents whose creative practices already involve sophisticated competencies such 
as artistic judgment, collaboration, and civic participation, and we frame educational leadership 
as the design of conditions that support art learning, reflection, responsibility, and care through 
digital media. In this sense, we are reconfiguring how childhood and adolescence are understood 
in and outside the classroom as a relational process of being with, learning with, and making art 
together. 

Our orientation toward leadership is a practice of co-digitizing: learning and creating 
together across digital and material forms. The term describes the communal artmaking that 
emerges when educators and young people teach each other, investigate together, and share 
responsibility on- and offline. Co-digitizing mirrors digital culture by resisting hierarchical 
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models that position the teacher as sole authority and students as recipients of knowledge, and by 
framing classrooms as collaborative spaces where digital tools and traditional materials coexist. 
Power is negotiated rather than absent, as educators lead by creating conditions for trust, risk-
taking, and sustained inquiry. We advocate for how digital technology can be reoriented toward 
co-digitizing rather than bans. What would it mean for schools to recognize young people as 
contributors to curricular and pedagogical design around smartphones and social media? How 
might we support learning across image, text, sound, gesture, and design, while attending to 
embodiment, sensorial perception, and ethical responsibility across digital, virtual, and material 
spaces? How can art educators and students negotiate power, authorship, and care within 
learning environments shaped by networked technologies and now AI? At a moment when 
policy relies increasingly on prohibition, our work argues for a different orientation: one that 
treats participation as an educational responsibility and leadership as the practice of learning 
together. 
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Endnotes 
 
[1] This is an idea by BAnQ, produced by its teams in collaboration with Ottomata and Accolade studios, 
with the participation of PXP and Robocut. We thank all the teams involved, as well as the ministère de la 
Culture et des Communications du Québec for its financial support. 


