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ABSTRACT

The purpose of this study was to explore uses of arts instruction in regular K-5
elementary school classrooms in a large southeastern school district tartetenimch arts
instruction models were being employed and whether or not any particular modegreater
perceived impact on students and teachers. The mixed-methods study combinweshirsind
survey data and included a population of approximately 120 teachers.

Interviews were conducted with a stratified random sample of 40 teachesuphe
identified as using arts instruction to gain a clearer picture of artadgtistt models they
employed and to gain insight into teacher perceptions of the impact of anstiostion
students and themselves. A content analysis of interview comments was pdrforform
categories of arts instruction models in use and to determine themes indgaatoeptions of
the impact of arts instruction. Findings from interview data were used to arsateey. The
survey gathered information on teacher demographics and background and artsomstruc
model(s) teachers most often used. A 5-point Likert-scale asked te&tzhate the impact they
observed from arts instruction and the degree of satisfactioresipeyienced from using the arts.

Descriptive statistics were done to summarize teacher background and dentographi
information, as well as which arts instruction model(s) teachers employstcbiten. ANOVAs
were conducted to determine if any arts instruction models resulted in gresteived impact
or satisfaction. A logistic regression and Spearman's rho correlatioaslom®e to determine if
any background factors (frequency of using arts instruction, Titléusstgears of experience,
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days of professional development) correlated with greater perceived impeatioer

satisfaction. ANOVA findings showed no significant differences among graugachers using
various arts instruction models; no one group showed higher perceptions of impact and teacher
satisfaction. Overall, teachers were highly satisfied with arts ingtnuand saw numerous

impacts from any model they used. Correlations revealed that the more fhetpetiers used

arts instruction, the greater the perceived impact on students and teacheiditidnad

correlation revealed a trend of increasing perceived impact and satistaetioigher the model

of arts instruction.
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CHAPTER |

INTRODUCTION TO THE STUDY

Overview of the Study

Arts instruction is an extremely rich and complex topic in education. Thatliterreveals
a variety of ways for referring to instruction involving the arts, includingiplise-based
education, integrated or interdisciplinary education, arts education, and educationhragt t
the arts, to name just some. The many names for arts instruction refietg of models for
employing the arts in classroom teaching. The study proposed here seeksri® @esgd of arts
instruction in regular education classrooms in a large southeastern schaodl fdisthe purpose
of determining which arts instruction models are being used and what implaorefdators
correlate with teacher satisfaction with and perceived impact of eacbftgps instruction
being employed.

The following chapter provides foundation for the study. First, it provides background on
the problem that requires investigation and the theoretical framework that lhedapproach
used to study it. Next the purpose of the study is described, followed by definitions®bied

the research questions used to structure data collection and analysis.

Background on the Problem
Though there is evidence that the arts can have a positive influence on several kinds of

educational outcomes, arts instruction takes many forms and some may be mice btz



others in terms of impact. Since funding for the arts is decreasing due to econoditons in
education and society, it is important that professional development and teachee practi
emphasize the types of arts instruction that have the most benefits for edlcatioomes and
teacher satisfaction. Thus, identifying types of arts instruction with peoseived benefits was
the focus of this study. Background is given here on types of arts instructiafiedendm
teacher practice and the impacts observed in various studies on educational ouichrass s
achievement and teacher satisfaction.

Problem statemenArts instruction is not a one-dimensional activity but a multifaceted
concept with a variety of methods of implementation. While the literaturafiddritategories of
uses of the arts in education in various forms, almost no work has been done to correlate var
types of arts instruction with perceived impact on the elements they aréésiget to benefit.

There are documented uses of arts instruction in most content areas. Over diee qubest
many school districts have implemented large-scale initiatives fanattactionto provide
students with well-rounded learning experiences. Various legislativénegrats have
substantiated the importance of arts instruction. In 1994, under the Goals 2000: Edwerata Am
Act (2003), arts standards became federal law. The No Child Left Behi{ftl&&B) of 2001
further endorsed arts education, instituting the arts as one of ten core iacaulgects.
Although some schools and schools systems have made remarkable progressmyptis &b
include arts instruction an integral element of teaching and learning, thetynaj@tchools
provided only a limited amount of arts instruction. Research literature showexdtémathe arts
instruction that was provided was surface level and lacking in qualities that haateh&al for
the greatest level of impact (Bresler, 1995; Irwin, Gouzouasis, Grauarg§ol.2006; Mishook

& Kornhaber, 2006).



Many benefits have been hypothesized for implementing the arts in the cufitertent
area instruction. Recent discoveries in brain research indicated thas#ustion is associated
with positive changes in children’s cognitive, social, and emotional developmenebp@th
multi-sensory approach to learning (Solusa, 2006). Anecdotal evidence abounds that arts
instruction can have a profound and transformative effect on a variety of facioiding
student and teacher motivation, teacher and student attendance, increased gratestemdr
creative abilities (Larson, 1997). Such findings suggested that the aats @seential element of
teaching and learning, preparing students for the future.

Recently, there has been urgency in education for students to excel not only irsthe 3R’
(reading, writing, and arithmetic) but also in the 4 C's (critical thinking anlolgm solving,
communication, collaboration, and creativity and innovation) otherwise knowri'&@eptury
Skills (Partnership for ZiCentury Skills [P21], 2010; Russell-Bowie, 2009). TheséQantury
Skills, inherent in quality arts instruction, are skills that will help studentsesdcand thrive in
today’s global economy. In 2002, the Partnership f6r@dntury Skills was formed to promote
21st century skills in education, working with the U.S. Department of Education tog@states
and school districts for 2century readines©ne tool that they recently created was & 21
Century Skills Map for the Arts (http://www.p21.9rgvhich illustrates how the 4 C's and the arts
can be integrated to become powerful, authentic forces in learning. This innowapvates
student outcomes for each noted skill and describes interdisciplinary projegies&on grades
4, 8, and 12. Such a resource has the potential to impact teacher behavior and curricutym desig
“demonstrat[ing] that the arts are among society’s most compelling faatived paths for

developing 21st Century Skills in our students” (Partnership fdiC&htury Skills, 2010, p. 2).



Theoretical frameworkBresler (1995) was the first to identify and categorize various
models or styles for implementing arts instruction in widespread use, “aédciisvown set of
goals, contents, pedagogies, and roles within the school” (p. 3). However, she pointed out that
only one of the four she identified, the co-equal cognitive model, “[brought] in thasaats
equal partner” with other subjects in the curriculum, and that it is this modes timab$t
advocated in scholarly literature” and has the greatest potential for iorpaducational
outcomes (p.3). The work of Bresler and others provided insight into ways of cateparis
instruction for study.

According to Bresler (1995), teachers employed the arts using four diffacelels:

1. Subservient — The arts were used to “spice up” other subjects by having stuelatats cr
arts forms to illustrate their learning of other subjects. Accordinges|& (1995),
teachers who used this approach had “little consultation or input from arts spec(ali
3) for these uses.

2. Co-equal-cognitive — In this approach, the arts were infused throughout suldject ma
Teachers taught both the arts (in one or more forms) alongside the other sidtject
The focus of this dual-content approach was on using the arts to foster higher-order
cognitive skills, make connections and form meaning. Bresler (1995) descrilzatherte
who used this method in a social studies unit where students discussed the lives of
various musical composers and their stylistic eras, ultimately allowerg to “engage
with musical compositions actively and meaningfully as they representeeéids aind
values of their time” (p. 4).

3. Affective — Students were exposed to the arts to either inspire creatidityr alter the
“mood” in the classroom. Viewing or working with an art form evoked feelings and

4



allowed students to openly express themselves. For example, the teachedprasae
which the students used to create an original dance with minimal or no teacheordirecti
4. Social — The arts were used in school-wide projects to encourage community building
such as when students performed a musical program or drama at a PTA meeting.
Bresler found that only the second of these, the co-equal-cognitive model fulféledteria
for the in-depth, arts-based learning hypothesized to have the most potentiakfdslie
teachers and students. However, Bresler’s three-year ethnographicfsautdyimstruction found
that this was also the model least-often employed.

Other work and writing on arts instruction models has been done since Bresler’s
landmark study. In their analysis of arts integration in Virginia schoalhddk and Kornhaber
(2006) observed examples of both the co-equal cognitive model and what they calledentbse
models (i.e., the other three of Bresler’s models), but found that schools that ehthye
subservient models had lower overall district-test scores than schools théteise-equal-
cognitive model. This finding was used as a basis for encouraging VisgimeIs to adopt the
co-equal cognitive model.

Burnaford (2007) described three ways of viewing arts integration, all of which pertain t
a more co-equal cognitive method of arts instruction. Burnaford’s categwiaeded: arts
integration as learning through and with the arts, arts integration ascleurconnections
process, and arts integration as collaborative engagement. AdditionalstiGa007) described
two different styles of implementing arts integration with literacy cptscthat seemed to
combine Bresler’s categories into two major emphases: teaching threughshwhich is
equivalent to Bresler’s co-equal-cognitive model, and teaching about and irsthehach is
equivalent to Bresler's remaining categories.

5



Russell-Bowie (2007) also proposed models of arts instruction that could be employed in
the primary school setting to “achieve authentic outcomes” (p. 4). The first,;sedece
connectionsrelated to Bresler’s subservient and/or affective model. Russell-Bowig thaie
this method did not result in arts learning, but generated positive effects inudifeats through
the use of arts materials and resources that stimulated learning in matepligences. The two
other projected modelsymmetric correlationandsyntegrationwere similar to Bresler’s co-
equal cognitive model and represent what arts experts would classifyeisditis integration. In
both models, authentic outcomes were attained in both subjects with knowledge, skills, and
understandings developing across disciplines; however, syntegration was the mestiahbf
the two models. Whereas symmetric correlations used common materiaswces to produce
authentic outcomes in both an arts discipline and another subject, syntegration epnt a st
further than symmetric correlations basing learning around a theme or canezptseveral
subjects worked together to produce deep, meaningful learning in all subject areas

The varieties of typologies for arts instruction are constantly evolvinguana primary
topic of discussion among leaders in the field. There was apparent overlap in goeesitznd
definitions found throughout the literature. Where various models of arts instruetre
presented, researchers consistently agreed that each model had its fhlaaassroom and
could serve a valuable purpose as part of the curriculum. Depending on the projecidedinte
goals, models might be combined or employed side-by-side. Nonetheless, edupaiaity ty
were seen using one model more than another. It is important to discern prehkisblyndel(s)
generate the most substantial perceived impacts on educational esit@odhteacher satisfaction.

As a starting point, the study proposed here used two models identified by the Southeast
Center for Education in the Arts (SCEA) based on Bresler’s categbakesould be represented

6



in a regular education classroom (http://www.utc.edu/Outreach/SCEAfagisation.php).
These include: isolated arts activities (Bresler’s “subservient” maated arts integration
(Bresler’s co-equal cognitive model). Arts education (teaching tkeasrd core academic
discipline) is a third category that was not considered in this particular asutiys study dealt
with arts within the general classrooms, not as a separate core disdipéséa.k.a. related arts,
specials class). Although isolated arts activities and arts ititmgr@ere the umbrella terms in
this study, further categories could have been articulated through data aolfemtn teachers.
While there is no universally-accepted definition of arts integration, the Seuteater
for Education in the Arts stated on their website that,
Arts Integration is instruction combining two or more content areas, whereantshe
constitute one or more of the integrated areas. The integration is based on shared or
related concepts, and instruction in each content area has depth and intégctigd &fy
embedded assessments, standards, and objectives
(http://www.utc.edu/Outreach/SCEA/artsintegration.php).
If research confirms that a true arts integration model is perceived abenefitial, as Bresler
and others have hypothesized, a better case can be made for advocatingpabfessi
development and funding this type of arts instruction in the future. However, if other types of

arts instruction also have perceived benefits, this information would also be asgiide

future funding and practice in this area.

Purpose of the Study

The purpose of the study was to determine if one or more arts instruction mddels le
higher degrees of perceived impact and teacher satisfaction, as evideteachiey perceptions.
While it seemed clear from the literature that arts integration adwoieditehat a greater degree

of benefits accrued from the more immersive co-equal-cognitive modeliddigs have been



conducted to explore teacher perceptions of this hypothesis or what motivatedsteaelept
one model over another. The study served to provide necessary information to guitiereduca
leaders and policymakers in planning purposeful, relevant, quality professional develégpme

educators in the area of arts instruction; therefore helping to improve leasnstgdents.

Research Questions

This study interviewed and surveyed teachers in a large, southeastern schiooblthst
had either received specialized grant funding from a local arts organizahelp them integrate
the arts in various ways in their teaching, who had received funding from ttcatg@anizations
for professional development opportunities in arts instruction, or who had otherwiskedent
themselves as incorporating the arts into classroom instruction. The purplosesioidy was to
determine the ways in which these teachers used arts instruction in theoctaasd to gather
evidence of the perceived impacts of various types of arts instruction. Sixhegaastions
were used to structure the study design and data collection.

Research question 1. The first question, addressed through teacher intervieiV§hata
type(s) of arts instruction model(s) and specific arts disciplines (dance, mitssna/theater,
visual art) do teachers report using, and what do they indicate are importarg flaat shaped
their initial and ongoing motivations to implement the type(s) of arts instruetodel(s) they
are using?” The initial need addressed in this study was to have a more thflsregective on
the types of arts instruction teachers are actually implementing andastaat shaped their
decisions to select the methods they are using. For data collection purposesetrshr
guestion was stated as, “What categories of arts instruction and reasatedimg them

emerge through content analysis of teacher interviews?”



Research question 2. Though Bresler and others indicated that most artsonstvast
not what they would characterize as true or authentic arts integrationutiesdbave confirmed
the finding that true arts integration is seldom in use. Thus, this study focused omgrovidi
further evidence of the extent of usage of various categories of angiimstrby teachers who
were identified as employing some form of arts instruction. The questiowalsaaddressed was,
“How many elementary teachers are using each of the types of atistiostimodels?”

Data to answer this question were gathered through a survey that gave ex@frepleh
type of arts instruction identified in interviews and asked teacher to respand/asther or not
they were using each type. In this study, the formal statement of thisogueas, “In a survey
of teachers identified as implementing arts instruction in elementary schdwlt percentage of
teachers in Grades K-5 report implementing each of the types of ansiiost?”

Research question 3. Research consistently indicated that the geneiae pfaats
instruction resulted in a number of types of impact on educational outcomes. However, since
various models of arts instruction existed and occurred in classrooms, it watimhpmr
determine if certain types led to a greater perceived impact so that tpexfiessional
development can put greater emphasis on teaching these specific typgesnstrarction. The
guestion that addressed this problem was, “Do any arts instruction modelsrgsedter
perceived impact in terms of educational outcomes such as achievement, motivation, and
engagement in learning?”

Data to answer this question were collected through a Likert-scale portios sdrne
survey employed to gather data for research question 2. This part of the steceydrious
impacts of arts instruction and the degree to which these impacts were mogxdria this study,
the formal statement of this question was, “In a Likert-scale survey giveaddrs who

9



employ the arts in classroom instruction, are there significant diffesein teacher-reported
perception of impacts on educational outcomes according to the type wfséruction they use?”

Research question 4. It seemed possible that the impact that arts insteuabtanto
achieve could be affected not only by the type of arts instruction employed,dby dlse
background of the teacher and the environment in which it is implemented. Reseativdite
confirmed that professional development was essential for successfategtation to occur
(Appel, 2006; Burton et al., 1999; Catterall & Waldorf, 1999; Hefferen, 2005; Ingram &
Seashore, 2003; Perpich Center for Arts Education [PCAE], n.d.); thereforey$aabbehave
had more professional development should achieve greater impact. It also sepoadthiat
teachers with more teaching experience would reap better results. AE® piéén reported that
lower income schools with and without an arts focus begin to practice a more suibdevele
of arts instruction as testing pressures mount and as teachers are encouealeiistration to
teach to the test (Mishook & Kornhaber, 2006). At the same time, some researchesli@or
idea that impact could be greater at low-income schools because artsiorsstrategies
allowed teachers to engage students that otherwise would be unmotivated to leanessirayld
multiple intelligences and creating a more meaningful learning envimun(@atterall & Waldorf,
1999; Deasy, 2003; Dupont, 1992; Purnell & Gray, as cited in Kosky & CRai¥8; Page, 1983;
Pellegrini & Galda, 1982). Therefore, a relevant question was, “Do anydatton as teacher
experience, grade level, school socio-economic status (as indicateceldy dldksification), or
amount of professional development in arts instruction methods result in greagveuk
impact on educational outcomes?”

In the survey that teachers completed, they were also asked for backgroundidata suc
grade level they teach, type of school they teach in, and how long they have been inmpdement

10



arts instruction. For the purposes of the study, this question was formally stdtiédraeach
type of arts instruction model being used, do any teacher background or implemeataticn f
correlate significantly with teacher perceptions of the impact ofr@staiction on educational
outcomes?”

Research question 5. Research indicated that arts instruction can also iaget te
motivation and practice. However, as with impact on educational outcomes, nolrésesarc
explored the perceived impact on teacher satisfaction according to type iosauction model
they are using. The question that arose is similar to the one posed for fEacketion of
impact on educational outcomes stated in research question 3: “Do any artgiorstnodels
result in greater perceived impact in terms of teacher satisfaction?”

Data to answer this question were also collected through a Likert-scaden md the
same survey employed to gather data for other research questions. Toishmsurvey listed
various indicators of satisfaction with arts instruction and asked teachers tierttie degree to
which they experienced the satisfaction. In this study, the formal statefrterg question was,
“In a Likert-scale survey given to teachers who employ the arts in classngtruction, are
there significant differences in teacher-reported perception ofesditsf with arts instruction
according to the type of arts instruction they use?”

Research question 6. Similar to research question 4, it was likely that thaptet of
arts instruction on teacher satisfaction was affected not only by thatftgpes instruction, but
also by the environment in which it was implemented. Therefore, the question posedd$ere
“Do any factors such as teacher experience or school socio-economsc(ataindicated by Title

1 classification) result in greater teacher satisfaction?”
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The same background data (e.g., type of school, and length of time implementing arts
instruction) were used to address this research question. For the purposes of thesstudy, thi
guestion was formally stated as, “For each type of arts instruction model bethglasany
teacher background or implementation factors correlate significantijt@ather satisfaction

with arts instruction?”

Definitions of Terms

The following are definitions for key words found throughout the study. These were
included here to help the reader gain a more complete and focused understandingidy.the st

Arts instruction. This term denotes any instructional use of the arts in gsecdan or
school setting. Types of arts instruction include arts integration, isoldsegctivities, and arts
education focused on dance, music, theatre, and/or visual art.

Arts integration. In this paper, this term will follow the definition createthiy
Southeast Center for Education in the Arts and noted on their website
(http://www.utc.edu/Outreach/SCEA/artsintegration.php). Arts intexgras instruction
combining two or more content areas, wherein the arts [dance, music, theatre, artjisual
constitute one or more of the integrated areas. The integration is based on srelegedor
concepts, and instruction in each content area has depth and integrity reflesteldolled
assessments, standards, and objectives

Arts education. In this paper, this term will follow a modified version of the deimfor
comprehensive arts educatioreated by the Southeast Center for Education in the Arts
(http://www.utc.edu/Outreach/SCEA/dbae.php). Arts education is a conceptuzhetppaught

as an essential component of general education and as a foundation for sgestiadizén
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dance, music, theatre, and/or visual art with a goal to develop students’ aoiliiederstand
and appreciate the arts.

Arts instruction models. The terms with, about/in and through the arts are ofteo used t
describe levels or models of arts instruction. Educators can teach with tfaauisand in the
arts, or through the arts.

e With-This is the lowest level of integration in which teachers might adyl aids

routines or centers (Cornett, 2007)

e About/In-These terms are often combined. Teachers plan lesgonghe arts and
students become increasingly, mindfully involvedhe arts (Cornett, 2007). Catterall
(1998) posited that learning in the arts would incorporate specific skills learned
through arts classes in music, visual arts, drama, and dance.

e Through-Arts disciplines and other subjects receive equal priority and lessams tea
elements of both. Immersive activities such as dramatizing a historicalav&ory
and studying paintings to explore certain characteristics of time pevimagd also
exemplify this category (Catterall, 1998).

Arts instruction levels. Russell-Bowie (2009) developed the following téwmisvels of

arts instruction.

e Service connections-Arts materials and resources are used to achiesasuic
other subjects (Russell-Bowie, 2009).

e Symmetric correlations-Common materials, resources, or conceptedreitisin at
least one arts discipline and one general subject area so that authentic outeomes a

achieved in both subjects (Russell-Bowie, 2009).
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e Syntegration-The deepest level of arts integration where an overarebing ts
developed that covers many subjects including arts disciplines and general core
subjects allowing deep, meaningful study of the theme and meeting authentic,
relevant outcomes in all subjects involved while also developing general skills like

observation, collaboration, and problem solving (Russell-Bowie, 2009).

Chapter Summary

The literature presented above describing background in arts instructidy sheavs
that efforts are being made to provide quality arts instruction opportunitigsidenss, thus
improving their overall education. Legislative enactments and organizati@wgiee arts
instruction as being a significant part of a balanced education. The purpose ofitheat
ultimately to provide research evidence that will serve students with mar@ngéul,
purposeful learning opportunities in the day-to-day classroom environment. zgdgostyles
of arts instruction, along with various impacts of arts instruction were woveugthout
literature. If certain models of arts instruction employed in the classtaornbe linked to
particular perceived benefits and impacts, a more strategic plan can beéniad for the
direction of arts related professional development for teachers and fundartsforstruction
can be justified, therefore enriching day-to-day learning for studentstlitigs six research
guestions sought to uncover the perceived benefits of various models of arts instruction
employed in the classroom setting to inform educators, policymakers, andtaketrosders of
how teaching practice can be refined to best serve our students. Key tedesrae at the end

of the chapter to help the reader more clearly understand the study.
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CHAPTER II

REVIEW OF LITERATURE

Overview of Literature

Scholarship on arts instruction has grown exponentially in recent years. Althouggt bud
constraints and high-stakes testing have threatened the position of the drt®is, sots
education has been recognized as a promising tool for transforming and regtsdizool
culture, providing the necessary learning opportunities for raising up innovatetggartt
citizens (President's Committee on the Arts and the Humanities [PCAH]) 2Several
categories of arts instruction literature are informative when developsegnch on the impact
of various models of arts instruction. These include the history of arts in e cetckground
on arts instruction types, standards, and theoretical rationales; proposed anedetyples of
impact of arts instruction; and discussions of the current climate for drtgciien and the new
emphasis on accountability.

The chapter begins with a brief history of arts instruction, followed by a disoussthe
current status of the arts in our nation’s schools and how educational accourdadilty
weakening economy has impeded the progress of including quality arts exgeirenc
classrooms. The following section highlights and differentiates amongtioeis categories of
arts instruction found throughout the literature.

A subsequent section provides an extensive look at the primary impacts of autgiorstr
as indicated by major bodies of research literature over the past decadkaptes concludes
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with theory and frameworks fundamental to arts instruction and a summary afatiguis of the
literature for the proposed study.

In 2007, Burnaford completed an extensive review of literature that included si@sma
of large-scale longitudinal research projects, meta-analyses, sitegitudies, dissertation
studies, and research on the arts and teacher development. Gullat also publishedia 2&a0@
focusing on the benefits of arts as enhancements for teaching and learningkirlthed®ting.
These two reviews, along with numerous other studies have been helpful in collecting
information for the current snapshot of the field that focuses on arts instructiened¢mentary

level.

History of Arts Instruction in American Education

Over the past century, the state of arts in education has fluctuated with vanosi®for
arts instruction gaining precedence at different times. The literegfers to a number of
theoretical and conceptual frameworks that can be linked to arts instructtso highlights
individuals who have played a predominant role in building the foundation for arts instruction.

Arts instruction as a part of educational reform dates back to the late 180@’s whe
educational reformer Horace Mann advocated for public school instruction in visuahdrt
music in Massachusetts schools as an avenue of enrichment for students. Tthiass#redirst
significant inclusion of the arts into state curriculum (Gullat, 2007). Latengiearly 1900’s,
John Dewey, a progressive educator, pressed for the arts to play a centrallfgleneral
education by encouraging more of a democratic process in curriculum that mauttei
elements such as creativity, problem solving and cooperative learning (Johy &elve

Progressive Education, n.d.). Continuing this Progressive Reform Movement was £ewey’
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student and collaborator, William Kilpatrick, who, in 1918, developed and published a document
entitled, “The Project Method” (Beineke, 2009). In this problem-based, student-cenathed m

of instruction, the curriculum design was based on students’ interests. Pn@eetguthentic,
thematic, reflective and meaningful to students.

Dewey and Kilpatrick promoted changes in curriculum structure that led to marne of
interdisciplinary curriculum where subjects such as history and the saeiates fused to
became social studies (Ellis & Fouts, 2001). Interdisciplinary teachoh¢earning maintained
the integrity of academics in specific subject areas yet allowenlthes to flow seamlessly,
complementing one another. Burnaford (2007) pointed to a significant reportieiitie
Correlated Curriculumissued by the National Council of Teachers of English in 1936 which
endorsed interdisciplinary and integrated learning opportunities. Arts integséarted to take
root as a more innovative exploration of interdisciplinary education arose. Tla&ati
Endowment for the Arts (NEA), established by Congress as a public agency in 196&jedivoc
for artists in schools initiatives in the 1960’s which became a precursor to timeaes
integration in schools (Burnaford, 2007).

Also occurring in the 1960’s and 1970’s was rising public concern for creating
meaningful learning experiences for students rather than exclusivelsisgyachievement
(Bresler, 1995) as well as the “arts as a discipline” movement which prorhetadd as equal
to other subjects. In the early 1960's, art educator Manuel Barkan began toat@ngteory for
arts education which reflected some of the concepts of the Progressive MavEmsetiieory
promoted the idea of integration with other subjects, focused on real-life themeseasedsthe
importance of equally implementing the productive, historical and critical idgréarts
instruction (The National Arts Education Consortium, n.d.).
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Ellis and Fouts (2001) cited constructivist learning as a more recent theorjobasis
interdisciplinary curriculum including arts integration, which followed thmesatudent-focused
learning principles present in progressive and interdisciplinary educatiomalQerthis theory
was the idea that meaningful learning is active and occurs as eachqmrstncts his/her own
reality through direct personal or shared experience. Gardner’s muitiglegences theory
(Gardner, 1983) connects to constructivist learning and is an underlying elemest of art
instruction today, frequently cited in arts integration research.

Gardner’s theory posits that humans possess unique capacities for learnihg 280d).
Cornett (1999) notes that four of Gardner’s intelligences are directlyedatsd including:
bodily-kinesthetic (dance/drama), musical, verbal (literary arts) andlgpatial (visual art).
The other three intelligences, logical, interpersonal and intrapersonalpatsectto arts
instruction in that these intelligences are essential in problem solvindyaralieon, and
reflection (Cornett, 1999). As teachers reflect on their pedagogical practight of Gardner’s
conceptual framework, they adopt new methods of instruction that meet students’ undgue nee
Integrating the arts into education actually provides students the opportunity to éammm
and understanding in various ways and to structure learning around student’s individual
capacities, which is the basis of teaching to multiple intelligences.

Also significant in the history of arts instruction was the development optszibased
arts education (DBAE) in the mid-1980’s which emerged from the “arts asiplidist
movement. This movement added the domain of aesthetics to Barkan’s previous three arts
domains, making this approach to arts instruction even more dynamic, rigorous and

comprehensive.

18



In 1996, The National Arts Education Consortium (NAEC) applied DBAE in their
Transforming Education Through the Arts Challenge (TETAC), creattfdse the advancement
of education in the arts with general school reform” (p. 4). TETAC'’s first pnograaluation
uncovered the need for further development of the theoretical basis for DBAE wsutteden
a new method for advancing arts instruction entitled, Comprehensive Arts BAUEAE).

CAE preserved all foundational elements of DBAE but also set new standarddshat
instruction must be integrated with other core subjects around enduring ideas andcemust us
constructivist or inquiry-based methods to differentiate for all students. TEpféw@d to be a
great success, enriching teaching and learning in multiple ways. Evaloatmiuded that CAE
was indeed effective and could be adapted to diverse educational settings. Suchltast®ric
instruction reform efforts have played a vital role in transforming the irabgds education to

be recognized as essential instead of merely an add-on.

The Era of Educational Accountability and Implications for Arts Instru ction

Within the past two decades, there has been a surge of interest in the potentiarsr the
to enhance the general K-12 curriculum. The National Standards for the Arts
(http://artsedge.kennedy-center.org/teach/standards/introductionerfrefisas an impetus for a
movement toward quality arts education. A document created by the ConsortiutoobNarts
Education Associations in 1994 presented the basic arts learning outcomes thahigrtan
students should meet. These standards were based on the principle that “Artsreianafits
the student because it cultivates the whole child, gradually building many kintesadyiwhile
developing intuition, reasoning, imagination, and dexterity into unique forms of exjressl

communication” (National Standards for Arts Education, n.d., para. 7). To date,etchstat
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developed arts standards following the national guidelines. The state of3eameandates that
music and visual arts be taught every year for grades K-8; howevergmeréendication of how
much time should be spent on each subject and no state assessments currefiotltreegst arts
disciplines (Arts Education Partnership, n.d.). Ambiguous and loosely structuredrgpscseich
as these may have contributed to the lack of focus on arts-based methods of teaohneg in s
schools.

In recent years, educators have re-evaluated their pedagogicalgwy astithey explore
ways to better prepare students for a future that will require expertis& @etury Skills
(Partnership for ZLCentury Skills, 2010) such as critical thinking and problem solving,
communication, collaboration, and creativity and innovation. Research continualigtesltthat
such skills are inherent in quality arts instruction (Cornett, 2007). The Phimns2 1
Century Skills (P21) is a leading organization that advocated for integrafirg@tury skills
into the core subject areas, the arts being one of these core subject argastrigrship
combined educational leaders, the business community, and policymakers who athategic
collaborated with the U.S. Department of Education to develop innovative tools and resmurces
guide educators in this pursuit. The Partnership recently releasédC@atlry Arts Skills Map
(http://www.p21.0rg/) providing evidence of the strategic and powerful role theaarts
potentially play in teaching not only 2tentury skills, but also other essential knowledge and
skills. The dedicated work of organizations such as PartnershipSf@eitury Skills may help
to reverse the trend of marginalizing the arts in education. Such organizatipfesach&o
increased arts funding as policymakers begin to recognize that artstiostrsi@ primary means
to enhance and enrich learning opportunities for our students. The PartnershibGenfiry
Skills stated:
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The arts are uniquely situated to provide links from school-based learning to thames
are essential to every child’s understanding of the modern world...inculcatng]
lessons for participation in a democracy, as they balance the preservatieasofvith

the challenging of old ways and the development of new visions. (Partnership for 21

Century Skills, 2010, p.1)

Thus, many educators attempt to integrate the arts throughout generalicaoulum to
enhance learning. However, arts integration is much like the integratiorhobtegy. Both are
difficult to justify as curricular investments, since neither can presentefutable body of
evidence of their impact on educational outcomes.

Leading theorists and experts in arts instruction asserted that our natiypr&dies
testing and accountability movement have caused a reduction of arts in@udasagachers are
pressured to focus solely on tested subject areas such as math, readinghaadBisieer, 2000;
Oreck, 2006; Winner & Hetland, 2000). Statistical data showed this to be true. Smith (2009)
reported findings from a 2006 national survey by the Center on Educational Policy whith note
that from 2001 to 2006, language arts and math instruction time increased by 44\pleileent
time in other subjects decreased. Furthermore, a 2008 analysis revealed the¢ritopsichool
districts reduced class time for elementary music and art by 35 perearar £2005) pointed out
that many policymakers and the public have formed misconceptions about the aadlgnd s
“subjects whose educational value is misunderstood are often marginalize@unritb@um” (p.
8). Eisner stressed the need for arts in education, especially at a timedwbatiomal policies
focus on “display and achievement of uniformity...diminish[ing] the opportunities for
imagination to flourish...consider[ing] metaphor and ambiguity to be problematic”.(p. 8)

Budget cuts due to a weakening economy and classroom time constraints due to
excessive educational mandates can cause classroom arts instructioagprade poorly

implemented, overlooked or altogether ignored. Many teachers who see the valse of art

21



instruction attempt to integrate the arts with other core subjects to oiflenss a deep,
comprehensive learning experience. Unfortunately, even when teachers havetgutizhs,
some arts integration efforts may result in surface-level learningevitae subject-specific
outcomes are actually attained (Bresler, 1995; Russell-Bowie, 2009). Ressdrave explored
not merelyif the arts were being integrated, but preciselywthey were being implemented
(Bresler, 1995; Mishook & Kornhaber, 2006; Oreck, 2006; Russell-Bowie, 2009ii%j@001).
Is the nature of integration the quality that leads to higher level thinkohgrasrerstanding?
Mishook & Kornhaber (2006) discovered that in five out of eight schools, arts integration
was viewed as teaching tested content through the arts which “createdesbatet a
subservient relationship between the arts and tested areas of the cufr{pul@min their study,
only schools with a strong arts focus and mission continued to teach the arts iqualco-e
manner when faced with testing pressures. Art education proponents express tuatdf the
arts are implemented only if linked to academic improvement, then they mayg puschly be
dismissed if academic improvement is not evident (Winner & Hetland, 2000). Theythed
the arts must be respected for the value they can add to a child’s education in am$elf/tse
apart from other core curriculum. Studies have shown that interdisciplinamynigés effective
and the arts have much to offer in complementing other curriculum (Popovich, 2006). The
National Standards for the Arts asserted that “forging these kinds of comsastone of the
things that the arts do best [therefore] they can and should be taught in ways thetttbenme
both to each other and to other subjects (National Art Education Association, 1994, p.9).
However an appropriate balance must be achieved when integrating thevaaisteon integrity

and equal attention for each included subject area.
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Arecent report by the President’'s Committee on the Arts and Humanitie$H(FXOAL)
made a compelling case for high quality arts instruction in America's sglioclising on the
promising outcomes of quality arts integration programs in particular. lindexcted the
consistent and multiple ways that arts integration has been proven to lowerrmksgiphblems,
raise achievement and increase graduation rates. Based on an in-depttofe@esearch, the
report found that in schools nationwide, the arts existed as a “complex patchwork witts pdcke
visionary activity flourishing in some locations and inequities in accesssteducation
increasing in others” (PCAH, 2011, p. v). The report asserted that all stucpetsialy those in
underserved schools, deserve quality arts instruction as part of a comprehensitierednda
called for development and expansion in the field of art integration through proféssiona

development.

Categories of Implementation of Arts Instruction in Schools

Although arts instruction spanned all levels and subjects of learning, the methodhn whic
the arts are employed varied greatly from school to school and teacher to. iéAtleesome
schools included the arts through specific programs, others strived to integrate ihi® ahe
general academic curriculum, and others taught the arts as altagdttielual disciplines. The
National Arts Standards offered basic entry points for the study of the fouargrarts
disciplines including drama/theater, dance, music and visual arts. Each of Hugseds was
taught by various types of instructors including specialist teachems,ajefassroom teachers,
and external arts providers (Burton, Horowitz, & Abeles, 1999).

A frequent discussion in the literature was the method in which the arts weiéyactua

integrated into general education classrooms. Numerous proposed levels or apes of
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integration were found in the literature. Many differing perspectivesezkas to what arts
integration actually looked like in its truest form. For example, educators mightee
integration is occurring when they do a craft activity that ties into alstadies theme or fills
extra classroom time. However, researchers asserted that this dhadiobwent of the arts has
failed to accomplish what authentic arts integration should accomplish (B280&;, as cited in
Russell-Bowie, 2007). Arts integration in its truest form immerses stustemsaningful ways
across subjects, extends understanding of curriculum content, and challenges studaent
emotional and academic level (Gullat, 2008; Russell-Bowie, 2009).

Successful arts integration experiences might involve external teachstg awho
collaborate with classroom teachers to integrate an arts disciplineemignadj content-area
curriculum or specialist arts teachers who are part of the school facultyoakdiigently with
teachers to plan interdisciplinary curriculum (Burnaford, 2007). In order for stutterteet the
National Standards for Arts Education, the Consortium of National Arts Edosdsociations
noted that where generalist teachers provide arts instruction, they should necessarily have
adequate training in the arts discipline being employed (Consortium, 2001).

Burnaford’s (2007) recent review of the literature on arts integration peesermiverse
range of purposes and roles of arts integrative teaching. In this revievaf@dr(2007) first
discussed the term arts integration, and pointed to its elusive, constantly evaidrajten
controversial nature. To illuminate the reader’s understanding of artsaitivegBurnaford
(2007) offered three different lenses through which one can view this pedagogitiaeprac
Based on a synthesis of the literature, she separated arts integration extatbgeries
including 1) integration learning “through” and “with” the arts 2) integrat®a aurricular
connections process 3) and integration as collaborative engagement (p. 12). $irdggmtion
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as learning “through” and “with” the arts deals with the topic of transfenoivledge and skills
between arts and other subjects. Burnaford (2007) cited multiple studies thge entiee

debate of the difficulty of measuring transfer and discusses the questiontahwhkl be

studied regarding the exchange of transfer between arts skills and content asdlgdat skills

and content (Bamford, 2006, as cited in Burnaford, 2007; Bradley, 2002; Catterall, 2002; Ingram
2003; Myers & Scripp, 2007, as cited in Burnaford, 2007). Next, arts integration as alaurric
connections process focuses on developing curriculum around a shared concept or big idea to
facilitate forming valuable connections in learning, leading to unity and caitypie

curriculum design. Finally, Burnaford posited that arts integration is comrdefilyed as a
“process of collaboration” (p. 14), hence the category arts integration alsaralive

engagement. Collaboration takes multiple forms depending on the specific goalspsdpur

for integration. Burnaford (2007) described various forms of collaboration including
collaboration through arts partnerships involving the community, collaboration between i
school arts specialists and regular classroom teachers, or collabooélgrasnong classroom
teachers. In order for arts integration to fully engage and benefit stucksgarch clearly
demonstrated that conditions must allow for adequate planning time for all winvalxesd in
teaching arts integration experiences, whether this be parents or commembers, art

teachers, content teachers or outside arts experts (Aprill, 2001).

In the field of arts instruction, the terms with, aboutma through the arts have been
used for many years when referring to methods or levels of arts integhatemtegration as
teaching with and about the arts was first introduced in 1997 by well-known arts agdvyacate
Remer at an annual conference about employing the arts as teachingGoooétt( 2007). Later,
arts integration was further divided into with, about/ in and through the arts. kisgracialist
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and arts integration expert, Claudia Cornett, used these terms to illugsateegration
processes in her work on integrating arts and literacy curriculum (Cornett, 28GFgse terms
are widely recognized, it is important to understand what each means.

1. With the arts — This is the lowest level of integration in which teachaght add daily
arts routines or centers (Cornett, 2007). Examples of this would be when students paint or
illustrate a picture to represent part of a story or when students pantomepesteent a
vocabulary word.

2. About/in the arts — These terms are often combined. Teachers plan lessonseabout t
arts and student become increasingly, mindfully involved in the arts (Cornett, 20@@)alCat
(1998) posited that learning in the arts would incorporate specific skills learoedharts
classes in music, visual arts, drama, and dance.

3. Through the arts — Units are planned employing arts as learning tools arehterts c
(Cornett, 2007). Arts disciplines and other subjects receive equal prioritgssuhs teach
elements of both. Immersive activities such as dramatizing a historesal @vstory and
studying paintings to explore certain characteristics of time periods wisoléxemplify this
category (Catterall, 1998).

Learning about/ in and through the arts denoted the highest levels of artsimtegrat
(Catterall, 1998). Researchers and practitioners agreed that each afpbexsehes can be
valuable to employ; therefore educators must carefully consider educabaisabgd purposes
when considering which to implement.

Empirical research in arts instruction revealed the development of varioutssrabde
teaching with, about/in and through the arts. Bresler (1995) conducted a thre#pegraphic
study of arts education in three elementary schools. She defined four differenthpprimaarts
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integration which emerged from this study: subservient, co-equal cognifeetj\ad, and social.
The subservient approach, in which teachers use the arts to enhance other suijests, is
commonly-observed in classrooms. Teachers with minimal arts experamose this approach
in a time efficient manner. Teachers who have students learn a rap to amdi@ratath concept
better would be using the subservient approach. The co-equal cognitive, oregratéut
approach, although least commonly employed, is advocated by scholarly leéBxix
Mansilla, 2005; Mishook & Kornhaber, 2006; Russell-Bowie, 2009; Souto-Manning & James,
2008).This approach requires discipline-specific knowledge and skills and encourages highe
order cognitive skills and aesthetic qualities. The affective appreaxften seen in K-2
classrooms and involves a change of mood and creativity. In this approach, the agd aseaus
tool for self-expression and can build self-esteem. The social approacts @mtammunity
building through the arts. School programs are a major element of this approatchftdos
schools and educators deliver a mixed bag of these four approaches to artsomshowiever,
typically one style will dominate an educational setting.

More recent research (Russell-Bowie, 2009) suggested three modelsmtegregion
that can be implemented in the primary school curriculum including service conngctions
symmetric correlations, and syntegration. In his study, Russell-Bowi8)p0oihted to a
concern often noted in the literature that arts integration efforts canprtiduce surface-level
learning conditions and outcomes. He proposed three distinct models of arts wrettpatiif
implemented with fidelity, can lead to achievement in both subject-specificcaadig
outcomes.

The first level, service connections, is comparable to Bresler’s subdanaelel of arts
integration. Many practitioners and researchers would not agree that thief@eslents true arts
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integration, but Russell-Bowie noted that in his study he referred to the terimtegration in a
broad sense. Here, arts materials and resources are used to achieve outconresuinjextte
For example, when children created a song with motions to remember the stefsttdrthe
writing process, they were using musical and bodily-kinesthetic intetlegewhich helped them
to achieve literacy outcomes but no authentic musical outcomes.

The next two levels, symmetric correlation and syntegration, are similaesteBs co-
equal cognitive level of arts instruction. The lesser of the two levels, syioarelation,
occurs when common materials, resources, or concepts are employed wéhst ahk arts
discipline and one general subject area so that both subjects result in authentiesutcom
allowing each subject to preserve its own integrity. For example, a teadtdrhave students
dramatize a story to achieve literacy outcomes and additionally developcsgeaifia-based
outcomes to go along with this learning experience such as analyzingtetsanastories and
using this knowledge to create a more believable character.

Syntegration (Russell-Bowie, 2007) is the deepest level of arts integratdaesults in
greater outcomes being achieved in each subject area or art form than wouldhbevseteen
achieved had the subject or art form been taught in isolation or loosely connéet&esis of
syntegration is to develop a broad theme that spans subjects allowing the themeptorbd ex
deeply and meaningfully. Along with meeting authentic, relevant outcomesadbrsubject,
syntegration also develops general skills such as observation, collaboration, aeh @aling.
Like Bresler’s (1995) co-equal cognitive model, syntegration produced deemendeand
critical thinking “as children are encouraged to apply, compare, analyze, Syettend evaluate
ideas and concepts across the subjects” (Russell-Bowie, 2007, p. 8). RussellZBO®)e (
warned that when creating a syntegrated theme, educators should be diligent tdecnowge
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experiences and activities that have authentic outcomes and integrity \@ithisubject thus
enhancing and encouraging deeper learning instead of merely choosing an lzet&itse it

includes other subjects.

Types of Impact of Arts Instruction

In today's high-stakes testing, high-pressure education environment, mamyfigubds
and educators question the true merit of the arts. What do they have to offer? Wty shoul
valuable school time be spent on arts integrated experiences that often regugthywgamount
of time? The No Child Left Behind Act (NCLB) of 2001, with its emphasis on congestirdent
achievement through standardized testing measures, has led to much researckanothe ar
achievement and arts instruction. Educators must implement research-laasiedpmto their
classrooms and arts funding is often dependent upon this solid research basis.

The following presents the various types of impacts found from arts instructioicgsact
including both arts education and arts integration. Although this study is directed tova
arts instruction takes place in the regular education classroom, it is ngt¢ess=e the full
picture of the potential impact of any arts instruction practice becauselofdatwedge, skills
and attitudes one can gain from such practices.

Impact #1: Student achievement. A growing body of scholarly literaturestagijthat
arts-integrated teaching can potentially improve achievement. Hetldnd/ianer (2000)
contributed substantially to the study of the impact of arts on academic acbrgvertheir
Reviewing Education and the Arts Project (REAP) in which they compiled anuesyzed 188
noteworthy reports from 1950-1999. Their project uncovered three areas whesaeaauasal

link was found between education in an art form and achievement in non-arts acadamig)ar
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listening to music and spatial-temporal reasoning, 2) learniptay music and spatial reasoning,
and 3) drama and verbal skills.

The Arts Education Partnership published notable large-scale reseaucheshts on the
arts and student achieveme@ititical Links: Learning in the Arts and Student Academic and
Social Developmer{Deasy, 2003), a 2002 compendium of research in arts education, contained
summaries of 64 carefully-selected arts education studies in dance, nralthasts, music, and
visual arts. These meta-analyses were frequently cited in schdiarfgure on arts integration
and strongly linked the arts to student learning and achievement. A compilationintithgs
indicated that enhanced academic achievement is often more prevalent among siitidlent
special needs and learning disabilities, low-income students, and Englistabarigrarner
(ELL) students as opposed to regular education students.

The majority of research on arts integration and achievement focused on achiamement
different aspects of literacy. Podlozny (2000) created seven meta-araigsiesind
relationships between drama and reading achievement, reading readeldasgorage
development and writing achievement. A literature review compiling six stodi&keader’s
Theater concluded that in all studies, statistically significant ga@ne evident in reading rate,
story retell, reading expression, phrasing, fluidity, and reading compreh&¥glcutt, 2007).
Other research findings included the positive impact of the visual arts on thegyeridicess in
elementary age students (Andrzejczak, Trainin,& Poldberg, 2005), the behefigana on
narrative writing for early elementary students (Moore & Caldwell, 1988)solated word
writing for kindergarten students (Pellegrini,1980). Students taught throughisansitipproach
excelled in literacy skills, showed greater retention of knowledge, dpkgr learning, and
showed improved grades (Kosky & Curtis, 2008; Manning & James, 2008).
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There was also research suggesting that arts integration produced gieatiaedfects
in low socio-economic status (SES) populations, English Language Learngjs d&dl
remedial learners. In fact, various studies presented noteworthy findingghtraelementary
remedial readers were offered reading instruction integrated with dfaegaadtually showed
greater benefits than the higher level readers, although all studentsdattteiome degree
(DuPont, 1992; Page, 1983; Pellegrini & Galda, 1982; & Parks & Rose, 1997). ELL students
were shown to grow in vocabulary understanding because of the visual/kinesithegctons
(Ingram, 2007).

Research data from longitudinal arts programs presented a convincing avayeoice
that the arts can improve academic achievement. For example, thersBhyesgo Arts
Partnership in Education [CAPE] (Catterall & Waldorf, 1999) teachet/adrsnership study
noted emerging positive trends in lowa Test of Basic Skills [ITBSkscdn a 1998-1999
evaluation analyzing 52 test scores of CAPE and comparison schools, the followingsindi
were presented:

e Sizeable gains were found amoriydgsaders in reading and math.

e Moderate gains were found amor§@aders in reading and math.

¢ Overall strong and significant achievement effects were found at therdkemy level.

The Arts for Academic Achievement 2004-2006 evaluation results showestutiants
gained knowledge in non-arts areas in content and skill (Ingram & Meath, 20€ighificant
positive relationship was found in achievement in four different grade levels:

e Improved & and &' grade scores on NALT reading test from spring ‘04-spring ‘05

e Improved ' grade student scores on MCA reading test in spring ‘05

e Improved & grade reading scores on MBST in spring ‘05
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Wilson, Corbett, and Noblit (as cited in Nelson, 2001) conducted an intensive evaluation
of the first four pilot years of the North Carolina A+ (Arts Plus) SchoolsrBrnogThere were
many positive findings from this evaluation which led to the sustainability ansh&rpeof the
A+ Program. In the area of achievement, evaluators found that schools show#dar
accountability tests in math and reading comparable to other schools throughaoatetnEhes
was cause for celebration and recognition because these schools, unlike other nbaedst s
did not narrow the curriculum. In addition, the A+ schools had a largely minority population as
compared to other schools throughout North Carolina. It should be noted that although there is a
large body of research that supports arts integration’s positive impact ontstadievement,
the majority of studies reveal mixed results.

Impact #2: Student motivation. A significant area of impact found within artgratten
research was on student motivation and engagement. Larger-scale studies agamtument
overarching themes regarding motivation. For example, evaluation findings fromsthed
years of the Arts for Academic Achievement program in Minneapolis strenglyorted the arts
as a student motivator based on several indicators (Ingram & Meath, 2007). Esdmator
that students:

e Were more engaged in instruction

e Learned new ways to express themselves

¢ Developed empathy, perseverance, diligence, patience, and willingnessawtry

things

e Developed pride in themselves and their work

Similarly, an evaluation of the CAPE studies (Catterall & Waldorf, 1999 drtbet

students overall had very positive attitudes about arts-integrated instruction. Wérea gurvey,
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94% of elementary school students stated that they enjoyed the arts-intezgsoed.|An
evaluation of the North Carolina A+ Schools program (Nelson, 2001) indicated that student
were more engaged in the curriculum and showed improvement in attitude, attendance, and
behavior. A recent action research study (Kosky & Curtis, 2008) that was plaetBénedum
Five Year Teacher Education Program (one of the most successful schoo$itynpartnerships
in the USA) revealed that when the arts were integrated into the social studmdwmurin a &'
grade classroom, student motivation and participation increased. The reseattrierted
increased motivation to student choice and ownership which are key components of arts
integration.

Deasy (2003) pointed out themes concerning the role of motivation in the Critical Links
studies. For example, students’ self-concepts improved in many of the studies wtenrtke
themselves successful in an artistic endeavor. Another recurring findmthat children were
overall more engaged when learning through an artistic activity asexppmsther curricular
activities. Many studies of at-risk students showed that students becdms astic for school
again once they were involved in arts experiences.

Smaller-scale studies presented findings indicating that students whoivesréhg
opportunity to learn through the arts were ultimately set up for success due tagheofavays
that they could make meaning when learning. Incorporating drama into curriptdwed to
highly motivate students in different ways. When reading instruction was changedrporate
drama into elementary classroom settings, the entire classroom wasrtreatsbind even at-risk
reading students became more avid readers and desired to read for meaning,stves in a
whole new light as they were allowed to move and express themselves asipairtreding
(Wolf, 1998). High school students involved in dramatizing Shakespeare plays with a
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professional theater company became motivated to take risks in their le&witel,(1999).
Drama allowed them to makes sense of the plays by working together. Stadémsrth was
enhanced because each individual knew that they played an important role in the tadk at ha
Manning and James (2008) found that when first graders in an urban school were taught
through a multi-arts approach, they not only developed greater literacy skills aned-etere
knowledge, but they were encouraged because they possessed true choice and owneiship in the
learning. Elementary students involved in artist-in-residence prograinatagrated arts lessons
reported that this type of learning allowed for multiple perspectivestetta safe environment
for risk-taking, and made learning enjoyable overall (Lynch, 2007). Mason(2088B) found
that among other benefits of arts integration, the arts increased studeggreaghamong
special education students. Focus group interview data revealed that when staedents
provided voice, choice and access in learning they “hone[d] the critical cafmaigcision-
making that will enable them to be active and independent members of society” (p.44). By
leveling the playing field the arts allowed all students to find succesarinitg.
Impact #3: Collaboration, critical thinking, and creativity. To prepare stutiestscceed
in the 2£' century, it is increasingly important that students be taught how to think tyitical
creatively and to collaborate effectively (Partnership fét@é&ntury Skills, 2010; Wagner, 2008).
Research has often implied that arts education develops such knowledgendialistades in
children. In a 2-year study of over 2000 students in public schools, grades 4-8, exsearch
discovered a significant relationship between “rich in-school arts pregrachcreative,
cognitive, and personal competencies needed for academic success” (Baltoh999, p. 36).
When comparing high-arts groups to low-arts groups, the high-arts groups tsssaaphe low-
arts groups in creativity, fluency, originality, elaboration and resistamclosure, all key
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elements of arts programs. In addition, classrooms that focused on integratingmaugsual
arts into the curriculum motivated students by enhancing creativity and kegkéthinking
(Youm, 2007). One of the outcomes for the Arts for Academic Achievement prograspoaed
by principals and long-term teachers, was that arts instruction improvereadems as well as
skills in working together, developing community, collaborating and suspending asswsnpti
(Ingram, 2007).

The Critical Links studies revealed limited, but significant findings onitegration’s
impact on creativity. Bradley (2002) summarized the seven dance studies fourtotah IGnks,
commenting that, based on these studies, “Dance is effective as a meansogiinigtetee
aspects of creative thinking: fluency, originality, and abstractness” (p. E8)tzbt and Boswell
(1995) found that boys with behavior disorders demonstrated all three creatiatyl@snvhen
creative movement is integrated with poetry. Moga, Burger, Hetland, and W20 (
conducted a comprehensive search for studies that explored the link betweenlpandt
creative thinking resulting in a meta-analysis of eight studies. Thelaton studies showed a
significant association between arts study and standard measuregioé ¢heéaking. The quasi-
experimental studies discovered positive effects on creativity scoresdrasgdrpretations of
the participants’ drawings.

Finally, Seidel’'s (1999) report on dramatizing Shakespeare made a strongrahse f
ability of the arts to substantially develop critical thinking, creativity, @thboration. Students
involved in this project learned about working in creative communities where theeestrasg
sense of unity because each participant shared a common interest and worked through the

challenges of making sense of the plays. One student commented that througlgtam fiiey
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“learn[ed] to suspend judgment and foster open communication” which allowed each person t
see other viewpoints and perspectives (p. 86).

Arts instruction also encourages and builds collaboration and communication $idls. T
is an area which is not often emphasized enough in education but is vital to developing the whole
child and preparing children for the future workforce. Wolf (1999) describedtayaal
gualitative study in which elementary students worked together to creatgiaalaspera. The
students were persistent in working toward a solution and their collaboration gretvredn
this type of teaching and learning “students operate in a more cohesive wagtiognwbat
they say to others’ turns, their own earlier comments, and to issues that have long-runni
history for the group” (p. 94). Ingram (2007) reported similar findings abouétrtedor
Academic Achievement program, stating that teachers and principaldsgtefigved that arts
integration improved peer relations and skills in working together, developed comiamuhity
helped students to focus on collaborating and suspending assumptions. Severatesaalien
studies indicated that when creative drama and imaginative play were tedtieigta K-1 regular
and special education students’ classrooms, learning, social skills such e msdlution,
cooperation and collaboration were greatly enhanced (De La Cruz, 1995; Fink, 19¢girPelle
1984).

Impact #4: Teacher practice/motivation. Arts integration is often i@ssdand discussed
in terms of student impact and achievement. Aside from these apparentshémafd is a
growing body of scholarly literature that demonstrates that teaahemositively impacted as
well. Arts integration enhanced teaching by adding depth to the curriculum awahglteachers
greater freedom in their instructional practice (Mason, Steedly, & Thorn2908). The Perpich
Center’s Quality Teaching through the Arts (QTA) program, for exampleled to a 70%
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increase in teacher confidence in their use of standards to improve studerdgraehie(PCAE,
n.d.). Teachers involved in QTA frequently collaborated to assess student |eahitagmap out
the curriculum according to standards. As a whole, teachers contended that sarderd Is
increasing because students better understand teacher expectations, d¢geisirand criteria
for good work.

Teachers who are involved in quality arts programs often begin to value the artsnghore
to change their teaching in response to these changing values. As part ofeat\wbsdy, Burton
et al. (1999) administered a teacher perception scale and teacher inventosigsngéaacher
attitudes and practice toward arts integration. They found that teachers whd woakes-rich
schools were more innovative in their teaching, showed a higher degree of intédrestwork
and more readily took part in professional development. The North Carolina A+ sclogybnpr
found success with arts integration. In a four-year evaluation summary of tharpribgvas
guoted: “The arts were key to the sustained changes in teaching approach and in the
organizational structure of the schools” (Nelson, 2001, p. 2). These schools shiftedoir@wf m
a product approach to learning to a process approach to learning which resuttied itest
scores without having narrowed the curriculum.

Catterall & Waldorf (1999) summarized findings from CAPE that not only lggted
impact on teachers, but also on the school culture as a whole. As the pilot program was
implemented, teachers who weren’t involved began to see positive effects on saindehis
school and, in turn, begged to become part of the program as well. As time passed, teachers
began to value the arts to a greater degree. Many teachers took it upon themskérethéir a
teaching to fit with CAPE principles. Teacher and student surveys reubalethe “school
climate, quality of relationships with parents, professional developmentianstral practices
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and relationships with the community were all higher in CAPE schools as opposed to nén-CAP
schools” (p. 50). The Transforming Education Through the Arts ChallengeiisibArts
Education Consortium, n.d.) also transformed school environments by building teacher
collaboration, providing greater opportunities for interdisciplinary ingtnctreating new
methods for teaching where collaboration with students was more prominent throbghout t
learning process, and changing overall attitudes about the significaneeanfdlin instruction.

Findings from the Arts for Academic Achievement (AAA) program imiéapolis
(Ingram & Seashore, 2003) noted that the arts initiatives sparked tehahgean two main
areas: learning and leadership. The two most significant outcomes in leaementhet
instruction became more child-focused and teachers expanded their toolkit otimsatuc
strategies through collaborative arts professional development. In ¢hefdeadership, teachers
began to take initiative to develop learning activities and strategies dnéd @id in student
understanding of challenging curriculum areas. Collaborative teactstnpartnerships provided
guality instruction and assessed the impact of their work through action reseacers
involved in the AAA program noted that arts integration changed their practmigibg them a
chance to see new capacities in students, built confidence in teaching bthstigrgpthe
connection between the arts and the curriculum and caused them to value planningciiwhrefle
time more. Principals involved in this same study noted that arts integratiodg@ means to
accomplish school goals, leveled the playing field for all students andegeoleers more variety
in their teaching.

The impact of the arts on teacher motivation is a compelling area that |etid® its
further research. Before students can become motivated and engaged in leaghiags teast
be motivated and engaged in their teaching approach. Even the currently limited aimount
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research on the arts and teacher motivation and practice provides a basipifoiotnsdly
positive effects that teaching in and through the arts, when implementeidzeecan have on

students, teachers, schools and learning environments as a whole.

Dissenting Opinions on Arts Instruction Impact

Despite the evidence from numerous studies, some researchers taketissue w
findings of arts instruction’s impact on educational achievement and other oatdeisreer
(1999) challenged earlier research on the topic calling it weak and not soundlythsssed.
examined research studies from 1986 to 1996 that claimed that arts instruction cadsadcac
achievement scores to increase and also strengthened academic peeofmemy these
studies he documented one publication that indicated that arts courses impactsditesh a
Maryland Student Assessment Program in '93-'94. Eisner noted that the intornmathe report
was “impossible to evaluate” with conclusions that were “entirely unsuppolpbies research
they are presumably based upon” because the relevant and necessary informationtise
report (p. 143).

Another study (Murfree, 1995, as cited in Eisner) reported significantly hvghleal and
math SAT scores for students who studied in the arts over four years as opposes watlthos
arts experience. Eisner argued that essential information was missilugfree's work and in
order to show true causation, one would need to know if the group that elected to take the arts
courses bestowed different personal features from those who did not elect to tekarags.

Eisner further highlighted false or confounded reporting in an arts progudsn(kuftig,
1994, as cited in Eisner). The study took place across several school distridtsrtied arts

instruction positively affected reading and math performance in the @résedf-esteem, locus
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of control, creative thinking, appreciation of the arts, and academic achievemeis4y.
However, this study only showed academic achievement results in one schoalatisitric
furthermore, the differences found were statistically non-signifiaachivhat Eisner deemed
“educationally trivial” (p. 144).

Developmental psychologists Hetland and Winner (2000) were also frequesdlyncit
the literature for their vehement position that the arts should not be justified ohkgioakility
to improve academic achievement, as this would deny the arts of their fundgmembse.
Hetland and Winner (2000) examined arts in educational research with d egiécnd
guestioned the integrity and rigor of studies claiming causal relationshipsdmearts and
academic achievement. They also questioned the interpretations that seanehrers make of
findings from such studies.

In a recent article, Hetland and Winner (2008) referred back to a previouslisaitdn(

& Winner, 2000) on arts and academic achievement in which eight of 10 examined meta-
analyses showed no causal relationships between studying the arts and sooietorrarts
achievement. These findings led the researchers to conclude thatfolairassfer of arts to
academic improvement “are not well-grounded in scientific evidence” (p. 1andeind

Winner posited that vast amounts of research in psychology deem that transdeniaflérom

one subject to another is very hard to prove and “there has not been a plausible thelyy for w
such transfer might occur” (p. 1).

In the same article, Hetland and Winner (2008) condemned a rep@uchgnal, Housen,
Rawlinson, and Yenawine for their misleading interpretation of three stuzbes dsual
Thinking Strategies (VTS) where they make claims thateperiences impact test performance.
In one experimental study of Visual Thinking Strategies8ra2d 4" graders, Buchenal et al.
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made special note that afté? raders test scores rose 23%, it was obvious that a correlation
existed between arts instruction and test scores and that this occurree loédALS. Hetland
and Winner argued with the reliability of this statement, noting that theteejpgoores were not
standardized test scores, but scores assessing the use of visual thinldgegestvehen observing
art and non-art objects. Therefore, the study never provided solid evidence $headSes
improvement in standardized tests. Buchenal et al. referred to another stidhg ploat arts
integration impacts students’ critical thinking and measurable acadehigvament. However,
Hetland and Winner highlighted the fact that this study would have had to compamtestof
the arts group to test scores of the control group to determine any differeacbsgevement and
to be able to state that arts instruction contributes to academic achieviemert test scores
were reported in the study.

In the final study that Buchenal et al. used to support the idea that artstiostiemds to
academic achievement on tests scores, researchers tested the indp&bafstudent reasoning
about art in the classroom, in the museum, and on achievement tests (Adams, Foutz, Luke, &
Stein, 2007, as cited in Hetland & Winner, 2008) Hetland and Winner stressed that although
growth was seen in student reasoning about art in the classroom and museus) setting
standardized test scores showed no differences between the experimental groups.

Arts advocates such as Winner, Hetland, and Eisner caused educators and kelgcyma
to reflect on and perhaps re-evaluate the ways in which arts in educatiobitrallyaviewed
and the means by which they are justified. Eisner (1999) boldly stated, “The corerpvatiie
such rationales for arts education is that they leave the arts vulnerablecthenfyeld or
educational practice that claims that it can achieve the same aiersafadtbetter” (p. 4). In an
educational arena obsessed with test scores, such arts advocates boldly dtendtfordic
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value of the arts. Their findings make a case for continued quality reseatuh lmemefits and
impacts of arts instruction aside from a sole focus on academic achrevéneealso important
to determine whether or not the type of arts instruction being implemented akayam

difference in the kind of impact the arts are able to achieve on educational outcomes.

Summary of Literature

Though many types and examples of arts instruction are evident in the lgetiague is
little conclusive evidence on the impact of any arts instruction methods on educatitmoahes.
Several types of outcomes have been proposed, including those on achievement, student
motivation/attendance, collaboration, critical thinking and creativity and teaubtevation and
methods. Several authors have proposed that more of the benefits of arts instruction are
achievable when arts instruction is implemented through an integrative, ivergrategy.
More research is clearly needed to explore this possibility. Althoughnidsniable that arts
instruction can be beneficial, in order for the arts to assume the curricul@mposiother core
academic subjects, researchers must continue to build a theoretical badis iftstruction that
would deem the arts irreplaceable.

In light of increased accountability and less funding for arts educatiorcritggl that
the models of instruction that are actually being implemented in average sgdteais be
further explored so that impacts and benefits for each model can be clearlyudibtag Only
then, can certain models be justified as a focus for intensive professional develdpmee
arts integration can better prepare students for tHe@itury, educators must be efficiently and

properly trained to employ arts integration with confidence.
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CHAPTER IlI

METHODOLOGY

Overview of Methodology

The purpose of the study was to determine the ways in which teachers in a large
southeastern school district used arts instruction in their classrooms angetoeyadence of its
various perceived impacts. Research questions for the study were:

1. What categories of arts instruction and reasons for selecting themestiierugh
content analysis of teacher interviews and what arts disciplines anergasing?

2. In a survey of teachers identified as implementing arts instructionnreatary
schools, what percentage of teachers in Grades K-5 report implementing each of
the types of arts instruction?

3. In a Likert-scale survey given to teachers who employ the arts inamassr
instruction, are there significant differences in teacher-reportedgien of impacts
on educational outcomes according to the type of arts instruction they use?

4. For each type of arts instruction model being used, do any teacher background or
implementation factors correlate significantly with teacher permepf the impact
of arts instruction on educational outcomes?

5. In a Likert-scale survey given to teachers who employ the arts inaassr
instruction, are there significant differences in teacher-reportedpianc of
satisfaction with arts instruction according to the type of arts ingirutttey use?
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6. For each type of arts instruction model being used, do any teacher background or
implementation factors correlate significantly with teacher setigfn with arts
instruction?

This chapter provides a description of the methods used to carry out the studydt begi

with an overview of the study design, followed by a description of the study setting a
participants. Tables within this section are included to provide visuals to bettenskeate the
target population and how it was sampled. A third section describes the desigmvaéwtnd
survey measures that will be used in the study. The next section highlights Edsexpdetail
the steps used to carry out the study. A subsequent section on data collection &l analy
illustrates how interview and survey data were gathered and analyzedgleadiudy findings.

A section on study limitations and assumptions is followed by a final summargtbbds.

Study Design

This study used a mixed-methods approach to address the study’s six resestrchgjue
First, a baseline survey was sent via e-mail to determine which teagt@tedeemploying arts
instruction and would also agree to participate in an interview. Next, qualitateveveee
gathered through teacher interviews to identify examples and categdbarts instruction
strategies in use and to determine teacher motivations for choosing theciptmdss (dance,
music, drama/theatre, visual art) and strategies they were implemérttia phase was followed
by quantitative data collected through a survey of teachers who were ateasfcurrently
implementing arts instruction strategies in various ways. Descriptivesasalvere done to

determine numbers of teachers using each type of arts instruction, andatiooaktiesign was
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used to determine factors that resulted in greatest reported perceived imphataioral

outcomes and teacher satisfaction for various type of arts instruction.

Setting, Participants, and Sampling

Setting. The study took place in a large southern school district with apprayimate
42,000 students and 2,344 regular education teachers. The district included 78 total sa¢hools, wi
46 elementary schools, 21 middle schools and 17 high schools. Six of the district’s schools
consisted of multiple levels. Although known as an urban system the district contdinedsa
mixture of rural, urban, and suburban school settings. Only elementary schools, gEadese<
included in this study. Approximately thirty-three total schools were septed. The district's
remaining thirteen elementary schools were not included in the study be@alsrddrom
these schools did not volunteer to participate. Characteristics of elemeti@oissocluded in

this study are shown in Table 3.1.

Table 3.1

Characteristics of Schools Included in the Study

# Schools #Teachers
Urban 10 38
Suburban 17 47
Rural 6 35
Title 1 16 N/A
Small (under 300) 5 14
Medium (300-600) 18 67
Large (over 600) 10 39

Many schools within the district received arts education grant funding throoghlalts
organization that began as a whole-schools arts initiative in 1999. In 2008-2009, 13 schools in

the county were adopted by this local arts organization, receiving continuedsanudés
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development in the arts and further funding for arts integrated projects or setstearning
experiences. These schools had previously been chosen through a competitise pemtes
chosen school was required to create an arts-based learning plan formbelir Sarrently, this
organization distributes over $150,000 in grant funding per year serving over 300,000 students
by providing arts-based learning experiences. During the 2009-2010 school year, the
organization created specialized grants which were awarded to a cert&ierrairachools who
applied with a specific arts project idea in mind. Through these grants, lost eollaborated

with teachers to offer a unique arts education experience for students.

Participants. Teachers in Grades K-5 were included in the study. Theipagyim
potential participant population was identified by two individuals: the Directbmaivations for
the school district office and the Director of Communication and Art Educationddocal arts
organization. These individuals identified full time elementary school ¢esefho met one of
the following criteria:

e They had received a specialized arts grant in 2009-2010.

e They were in a school that had received professional development in artsimstruct

and had been adopted by the local arts organization.

e They had received professional development in arts instruction and were actively

engaged in arts instruction activities.

A total of 22 schools containing teachers who met the above criteria wenrgyinitia
targeted for participation in the study. Seventeen of the 22 schools were schbbbtbeen
either adopted by the local arts organization or schools where teachers haatirggecialized
arts grants. Five schools were identified by the Director of Innovationsd@chool district

office and the Director of Communication and Art Education for the local arts pegiam as
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employing teachers that had attended arts professional development or weisdwrigrm of
arts-related instruction in the classroom. Eleven additional schools that diidntdf any of the
categories listed above were also included in the study because teawhetsefe eleven

schools responded to the baseline survey e-mail agreeing to participate udyh&lse initial

22 schools plus the additional 11 schools equaled a total of 33 elementary schools réegresente
the study.

Sampling for the interviews was based primarily on teacher's currel# lgnzel taught
and school socioeconomic level (as indicated by school Title | classifit&ti@ssure that the
sample was representative of teachers in various teaching settingautdahfiuence the ways
they might implement arts instruction. Several measures were taken ityideatrately those
teachers within the local arts agency adopted schools or specialized boais scho were
doing arts instruction in the classroom. First, the Director of Innovations fortibelstistrict
office and the Director of Communication and Art Education for the local anengdentified
all teachers among these schools who they knew were implementing auistios.

Next, a survey was e-mailed to the teachers at those schools asking the Istisio,que
“Do you do arts instruction in the classroom and would you be willing to partigipateesearch
study on arts instruction in the classroom?” A spreadsheet was kept of ladirseeato
responded, indicating that they did or did not use arts instruction. When this method of gatherin
participants did not produce a large enough population, e-mails were sent to atitatgme
school teachers in the county and were subsequently re-sent every few days feeksoAiter
two weeks, 120 participants were gathered. Drawing from the final groupcbetsavho did
agree to participate, a stratified random sample of 40 teachers wasTthkesample was
stratified by teacher grade level and school socioeconomic status.riple size of 40 was
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derived from Morse’s (1994) recommendation for 30-50 participants as a mirsampie size
for ethnographic research design studies such as this. Teacher gedslane school Title |
status were organized in a table. Every sixth person was systematiwcalnas part of the
sample for a total of 40 teachers. The interview sampling method is shown in Tablas&@.da
this selection method, a total of 40 teachers were chosen as interviewees anteIs¥hivbe

online survey.

Table 3.2

Interview Sampling Method

Title | Population Title I Interview Non-Title | Non-Title |
Sample Population Interview Sample
Grade K 10 2 9 3
Grade 1 9 3 10 3
Grade 2 11 4 10 4
Grade 3 10 4 8 3
Grade 4 11 4 11 4
Grade 5 11 3 10 3
Totals 62 20 58 20

Materials and Instruments

The researcher designed three kinds of instruments: a baseline contagtasurve
interview protocol, and a final survey. Each was designed by the researcherdaie o dly
content area experts for the purposes of the study.

Baseline survey. To contact potential study participants, teacher aachesmail
addresses were obtained through the school system's website and e-marlydidizseline
survey was sent to all participants asking, “Do you implement arts instructy@ui classroom
to any degree?,” “Would you be willing to participate in a study on artsigtgin,” and “Would

you be willing to participate in an interview about arts instruction youlaireg?” Participants
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were asked to respond indicating if they were willing to participateifirste overall study, then
in the interview as well. They were also asked to include a phone number and thegtadent
level taught. The researcher recorded responses in a chart listindieifppat names, e-mail
addresses, phone numbers, school names, and consensus to interview.

Interview protocol. An interview protocol (see Appendix A) was developed tinabia
information necessary to address research question 4, “What do teacherssregppotrant
factors that shaped their initial and ongoing motivation to implement the artectiest model
they are using?” The protocol was developed by the researcher and vahdaiggth {pilot
interviews with three content area teachers who were not included in the atyalg sSix
structured, but primarily open-ended questions were constructed. Interviews grgualgative
data needed to form more distinct categories of the arts disciplines andftgoessinstruction
being implemented in regular education classrooms. Interviews also distsasber
motivations for using arts instruction, perceived impact of the arts on students dsideex
types of professional development teachers received in arts instructismfbnmation aided
the researcher in developing a more focused and informative final survey.

A sampling of 40 participants was given a semi-standardized interview diomses
designed by the researcher. Interview questions were field-testeddoygsdveral practice
interviews with teachers who were not included in the sample to determinlegmetetded
information would be obtained. Interviews were conducted face-to-face or by phongigadty di
tape recorded to help insure validity. Data allowed the researcher to idexéfories of arts
instruction to include in the survey.

Likert-scale survey. An on-line, Likert-scale survey (see pastialey as example in
Appendix B) was developed to address types of arts instruction models currendyaimdus
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amount and type of professional development in arts instruction. The survey alsodnclude
demographic questions concerning number of years in service teaching, yehdBtle | status

and frequency of using arts instruction in the classroom. Subsequent questions inquirdteabout
arts discipline taught, type of arts instruction implemented and teacheptp@nseof its impact.

One section of questions was intended to capture perceptions of the impactstiartson on
various factors such as academic achievement in arts and other content heaas; aed

attention, student engagement, creativity, cooperation, etc. A final sectiofiedetetacher
perceptions of their satisfaction with arts instruction strategies theywseng.

The survey was reviewed by content experts to establish content validity fotetheed
purposes. It was also field-tested to establish its clarity and usefditnagathering the desired
information. Finally, after data were gathered, reliability was medsamd confirmed through a
Cronbach alpha analysis of internal consistency in each of the two sectiogatkieaed teacher

perceptions.

Study Procedures

To carry out this study, the researcher first obtapethission from the UTC institutional
review board. A baseline survey was e-mailed to all study participarggurpose of the survey
was to determine which teachers were doing some form of arts instruction lassream. All
teachers who reported implementing arts instruction in the classroom wemecedgossible
interview candidates. Prior to beginning the actual study interviews, drgiew protocol and
interview questions were field tested with a small group of teachers whaatgpart of the

study population.
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A stratified random sample of teachers was selected to participateimetvéew portion
of the study. Approximately 2-4 teachers were drawn at random from estdhlgvel including
grades K, 1, 2, 3, 4, and 5. The individuals in the interview sample were contacted via phone or
e-mail and asked to participate in a semi-standardized (Berg, 2007pftazetor telephone
interview with the researcher. Substitutes were made for any teachesspuniding or not
agreeing to participate by selecting another teacher from the spreaslsbh@aught the same
grade level at a school of the same socioeconomic status. Interviews werctaged with
permission in order to guarantee accuracy during data analysis. Durimeingrthe researcher
sought to understand themes in teacher motivations for employing the given tyfse of a
instruction. A content analysis was conducted to attempt to derive more defiegolriest for
arts instruction which were used in developing the final survey.

Next, teachers were contacted via email and requested to complete an osloveafer
the survey created through a reputable online survey company. Teachergtomomngilthe
anonymous survey was considered their informed consent to participate in tlotparstudy.

In order to increase the response rate, the Director of Communications and Aatidduc
at the local arts organization also contacted participants via e-mail agocauparticipation and
noting the importance of their input. Participants were sent numerous remindergtetedhe
survey in the allotted time frame. Participants were given two weeks to tentipé survey.
However, after two weeks, the response rate was still low, so an additional tlkewaegiven
for survey completion and several follow-up e-mails were sent. At the end Gfuhiaeek time
frame, 99 out of the 120 (83% response rate) total participants had completed the survéy and da

were analyzed.
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Data Collection and Analysis Methods

Data were collected and analyzed to address each of the six researdngdi@sthe
study. Data from interviews with a sample of teachers employing airisatisn were used to
address research question 1, and Likert-scale survey data from thgentpef teachers were
analyzed to address research questions 2 through 6. Once arts instructionesategyeriormed
based on interview data, they were added to the survey. Descriptive analyiséisal
regressions, various one-way analysis of variance (ANOVA) procedungdéHViersma, &
Jurs, 2003), and Spearman's Rho correlations were conducted for each arts instregioyn cat
using statistical software.

Analysis for research question 1. To address research question 1 (What catdgote
instruction and reasons for selecting them emerge through content analyaehef te
interviews?), interview data were transcribed and a content analysgowasising a constant-
comparison technique to determine more detailed categories of artstiastheyond the
broader categories of isolated arts activities and arts integratemmt@nt analysis was
performed to determine common themes in teacher motivations to use various gi&s of
instruction strategies.

Analysis for research question 2. Data analysis for research question 2 (VWkatame of
teachers in grades K-5 report implementing each of the types of arts insfP)icised
descriptive statistics. Percentages and cross-tabulations weratgdrte identify numbers of
teachers using each types of arts instruction model.

Analysis for research question 3. Data for research question 3 (Are thereaignif
differences in teacher-reported perception of impacts on educational outcmoesa to the
type of arts instruction they use?) were analyzed using a one-way ANGQIé&drmine the
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relationship between the independent variable, type of arts instruction model, anpletiheee
variable, participant scores of teacher perception of arts instruction’stioypaducational
outcomes. From this analysis, it was determined if certain arts integraigisiwere
associated with higher perceived impact.

Analysis for research question 4. For research question 4 (Do any teaclygobadlor
implementation factors correlate significantly with teacher permepf the impact of arts
instruction on educational outcomes?), a logistic regression was done along wiitls afse
Spearman’s rho correlations. For each of the models used, these resultsdrndecate
relationships between the dependent variable of teacher perception of impact aridwiegfol
factors as independent variables: socioeconomic status of school (Titlet),orears of
teaching, frequency of using the arts, days of professional development in autsiorst

Analysis for research question 5. Similar to research question 3, data fochepssstions
5 (Are there significant differences in teacher-reported perceptiotisfhstion with arts
instruction according to the type of arts instruction they use?) were amhalyirg) a one-way
ANOVA. This evaluated the relationship between the dependent variable ofstirestuction
model and the independent variable of levels of teacher satisfaction with dsimg#uction in
the classroom. From this analysis, it was determined if certain aigsatiten models were
associated with higher perceived satisfaction.

Analysis for research question 6. Research question 6 (Do any teacher background or
implementation factors correlate significantly with teacher setigfn with arts instruction?)
parallels research question 4 and was analyzed using a logistic ayassiSpearman’s rho
correlations. For each of the models used, these results indicated the relaibesiieen the
dependent variable of teacher satisfaction and the following factors as indepenidbits/ia
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socio-economic status of school (Title I or not), years of teaching, freqoénsing the arts,

days of professional development in arts instruction.

Study Limitations and Assumptions

Limitations. The present study had certain limitations that need to be takeatcount
when considering the study and its contributions to the literature of the fiel@.t8acesearcher
developed the survey and interview questions, there may have been a degree ofigubjdicti
these instruments. However, precautions were taken to lessen subjectivityrigyddside
content-area experts review both interview protocol and the survey instrumeidri§ithere
was subjectivity with interview data analysis. Finally, the results sfdhidy were generalizable
only to elementary school populations in school districts with similar demographics

Assumptions. The accuracy of data and conclusions that may be drawn fromahem
based on several assumptions. It was assumed that participants responded havestyso
assumed that participants who were interviewed openly shared authenticreogsevigh arts
instruction. The fact that participants agreed to be interviewed and thatentguestions did

not address sensitive matters made forthright and honest discussions myre likel

Summary of Study Methodology

The purpose of the study, investigating arts instruction model correldateteacher
satisfaction and educational outcomes, required two commonly-acceptedhesetrods,
interviews and surveys. To address the six research questions, interviewdemdiica subset
of the population provided a rich understanding of both arts instruction methods used in ordinary
classroom settings and the decisions to employ such practices. Survey eiatlrizom all
participants revealed to the researcher the degree to which given tautions models were
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being used in the school district and what perceived impacts connected most fyequesith
model of arts instruction as well as whether or not any other factors a&titaubigher degrees
of perceived impact per model. As in any research study, field testinglhelpasure
instruments were reliable and clear. Data analysis for interviews hesedrnstant-comparison
technique and the one-way ANOVAs technique, logistic regressions and Spealman’s
correlations were used for statistical analyses of survey data. Theduoktgy section also
described limitations and assumptions important to consider for a realistiofvggudy findings

and conclusions.
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CHAPTER IV

RESULTS

Introduction to Results

The purpose of this study was to determine the ways in which K-5 teachersge a la
southeastern school district employed arts instruction in their classroonsgattiér evidence
of its various perceived impacts. The hypothesis was that certain modeksiogatiction
implementation would result in greater perceived impact on students and teacheres8iis
may help determine the most beneficial direction for professional developi@nin(arts
instruction for the school district. Both qualitative and quantitative data weretedll® gather
the required evidence. Research questions for the study were:

1. What categories of arts instruction and reasons for selecting themesthierugh
content analysis of teacher interviews?

2. In a survey of teachers identified as implementing arts instructionnreatary
schools, what percentage of teachers in Grades K-5 report implementing dech of t
types of arts instruction?

3. In a Likert-scale survey given to teachers who employ the arts inaassr
instruction, are there significant differences in teacher-reportegern of impacts

on educational outcomes according to the type of arts instruction they use?
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4. For each type of arts instruction model being used, do any teacher background or
implementation factors correlate significantly with teacher permepf the impact
of arts instruction on educational outcomes?

5. In a Likert-scale survey given to teachers who employ the arts inaassr
instruction, are there significant differences in teacher-reportedpianc of
satisfaction with arts instruction according to the type of arts ingirutttey use?

6. For each type of arts instruction model being used, do any teacher background or
implementation factors correlate significantly with teacher setigfn with arts

instruction?

Summary of Methods

A mixed-methods approach was used to address the study's six research questions.
Specifically, an embedded design (Creswell & Clark, 2007) was selectpdraprate for this
study. In this design, qualitative data were first gathered to createtamast for use in
gathering quantitative data. The result was that qualitative data frowiemte addressed
research question 1, and quantitative data from surveys addressed the remainmgsquest

First, a baseline survey was distributed to K-5 teachers in the county throught@-mai
gather participants for the study. From these respondents, a graderbaife@drandom sample
of teachers was done to select participants for the interview portion of tlyelstedviews were
conducted face to face or by phone to determine categories of arts instruatiom thee
classroom and to further ascertain teachers' motivations for usingia osotiel of arts
instruction. Interviews also revealed the various impacts that teachergeabem those arts

instruction models, both on students and teachers. Interview data were suiojectetent
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analysis using a constant-comparison technique (Creswell & Clark, 20@&Qo@es of arts
instruction models being implemented in the county were formed and a list wpsecbod
impacts that teachers noticed from the type of arts instruction they weemenrging. The list
of perceived impacts and the categories of arts instruction were used to ¢ahstardine
survey.

Next, the quantitative data phase was implemented with an online survey. The link to the
survey was sent to all teachers who had reported using the arts in the classtaamo dad
initially volunteered to participate in the study. The online survey was caddigt99 teachers
and revealed demographic data about teacher participants as well as how niearyg teae
using each model of arts instruction, what impacts they perceived occurrinthiarse of arts
instruction and their satisfaction with the use of the arts in the classrodisti&tiasoftware was

used for statistical data analysis to address research questions 2-6.

Results of Preliminary Analyses

The survey participants in this study included 99 Hamilton County K-5 gradeagjene
classroom teachers. Tables were created with descriptive ssagistiancluded frequencies and
percentages of teachers’ years of experience, whether or not theyatadfitie | school, how
many days of professional development in arts instruction they had attendddavic
disciplines (drama, visual arts, music and dance) they incorporated, and how frgetngsntl
incorporated the arts. Descriptive statistics for interview data were gagrgdring data into a

spreadsheet and performing calculations.
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Descriptive data on interviewees. Interview participants included 40 gelasstoom
elementary school teachers chosen from a grade-level stratified raaduie sTeachers were
chosen from each grade level and included six Kindergarten®' sisadle, seven"2grade, seven
3 grade, six % grade, and eightsgrade teachers. Twenty-six schools out of the 46 elementary
schools in the county were represented with 21 teachers serving at adhivelland 19 serving
at a non-Title | school.

A random sample of teachers from each grade level was collected asgpotenti
interviewees. These teachers were e-mailed or called once again e fagiement to
interview. If teachers did not respond in the allotted time frame, other teacher chosen from
the participant spreadsheet. In the end, 40 teachers participated in the inteociess pr

Descriptive data on survey participants. Although 120 teachers origigadigdato
participate in the study through e-mail response or phone call, only 102 completedelye sur
Three teachers had to be excluded from the survey portion of the study due to incomplete
answers, leaving 99 total survey participants for a usable response ra%.of 8

Descriptive data were calculated for survey participants. The @edygaled that a
representative number of teachers participated from Title | schools anidtl@oihschools (57%
versus 42% respectivelyjable 4.1 shows the number of years teachers had taught. About half

the participants had more than 10 years’ experience in the field of teaching.
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Table 4.1

Years of Overall Teaching Experience for Teachers Surveyed

Years Frequency Percent
Oto5 30 30.3
6 to 10 20 20.2
11 to 15 19 19.2
16 to 20 14 14.1
More than 20 16 16.2
Total 99 100.0

Table 4.2 shows the amounts of professional development participants had in arts
instruction over the past five years. Nearly half of the teachers rdd@i2alays, and less than a

third received more than 5 days.

Table 4.2

Number of Days of Professional Development (PD) for Survey
Participants in the Past Five Years

Amount of PD Frequency Percent

0-1 days 31 31.3
2 days 17 17.2
3 days 12 12.1
4 days 7 7.1
5 days 4 4

More than 5 days 28 28.3
Total 99 100

Table 4.3 indicates the frequencies and percentages of teachers usingeaclartigp
discipline in the classroom including dance, drama/theater, music and visukl Hréssurvey,
teachers selected all disciplines that they generally employ daergghool year so these
categories were not mutually exclusive. Most teachers reported usinghaonrene discipline.

The overwhelming majority of teachers incorporated visual arts to some eatentetl by
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music, drama/theater, and dance. Dance was the only discipline utilizess ltlgda half of

teachers.

Table 4.3

Number of Teachers Using Each Art Discipline in the Classroom

Dance Drama/Theater Music Visual Arts
Frequency 37 58 65 76
Percentage 37.4 58.6 65.7 76.8

Table 4.4 presents how often teachers reported using the arts in the classroom. One
participant did not respond to this survey question. The table shows that over thieg-dburt
teachers reported using the arts continuously or at least once a weekl Ausniedr of teachers

incorporated the arts once a month or less.

Table 4.4
Amount of Time Teachers Spend Incorporating the Arts in the Classroom

Scale Frequency Percent
Once each school year 3 3
Twice each school year 4 4
Once a month 4 4
Once a week 37 37.4
Continuously 50 50.5
Total 98 99

Summary data on Likert scale responses. A Likert scale surveydwasistered to
assess the degree of perceived impact and teacher satisfaction résuttimgrious models of
arts instruction. Eleven questions addressed perceived impact and seven cdenebse

satisfaction. Each question allowed for a response on the following scateorigi$pAgree,
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4=Agree, 3=Unsure, 2=Disagree, 1=Strongly Disagree. Overall respmegaesented in Tables
4.5 and 4.6. A Cronbach analysis of internal consistency indicated high reliab#it®{7).

Table 4.5 shows results of questions on teachers’ perceived impact of antgiorson
students. The means for each question ranged from 4.00 to 4.48, indicating a consistent trend of
agreement or strong agreement that teachers felt that arts instruaampacting the students
in various ways irrespective of the model they were using. The low standardahesiaiws that
scores were not very far spread from the mean, but were close to the meéorettieeemean
was a good indicator of the average score. Very few teachers eitiggredsar strongly
disagreed that students were being impacted in various ways. Question 2, “Delyaitsfe
instruction motivates students and is engaging for them?” presented the highest aim
teachers who strongly agreed. This perception of impact was prevalent in imseagievell as in
survey data.

Table 4.6 shows results of questions dealing with teacher satisfaction wighausi
instruction in the classroom. Again, teachers reported consistent setrsfaith their teaching
and use of the arts no matter what model they were using. The means for eaoh qaegéd
from 4.23 to 4.69. The standard deviations were low showing that the mean was a good indicator
of the average score. Survey question 17, “Do you plan to continue using arts-based imethods
your classroom?” received the highest level of strongly agree ansa@ralmost three fourths

of participants.
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Table 4.5

Summary Data: Likert-Scale Survey of Perceived Impacts of Arts Instructiondemfst
Reported by %

ltem Strongly Agree Unsure Disagree Strongly Mean (SD)
Agree disagree
1. Critical Thinking 49 41 3 1 5 4.29 (.972)
2. Motivation/Engagement 63 29 3 0 4 4.48 (.896)
3. Confidence/ Self-esteem 40 45 10 1 3 4.19 (.888)
4. Success 41 a7 6 3 2 4.23 (.855)
5. Focus/ Attention 49 41 7 1 1 4.37 (.750)
6. Comprehension 45 45 5 2 2 4.30 (.826)
7. Observation Skills 33 52 9 3 2 4.12 (.848)
8. Collaboration 40 42 13 2 2 4.17 (.881)
9. Creativity 39 54 2 2 2 4.27 (.780)
10. Retention 52 43 2 0 2 4.44 (.732)
11. Overall Behavior 36 36 20 5 2 4.00 (.979)
Table 4.6

Summary Data: Likert-Scale Survey of Teacher Satisfaction with Using Arischistr
Reported by %

Item Strongly Agree Unsure Disagree StronglyMean (SD)
Agree Disagree

12. Motivation 49 43 3 1 2 4.39 (.782)
13. Confidence 41 48 6 1 2 4.28 (.797)
14. Worth Time 58 34 5 0 2 4.51 (.692)
15. Impact on Students 54 40 2 0 2 4.47 (.735)
16. Professional Develop. 40 43 14 0 1 4.23 (.771)
17. Continue Using Arts 71 24 1 0 2 4.65 (.705)
18. More Innovative 60 33 3 0 2 4.52 (.749)

Results for Research Question 1
Overview of interview data analysis. To address research question 1 @#gures of

arts instruction and reasons for selecting them emerge through contgsisanfaieacher
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interviews?), interview data were summarized and analyzed using a ¢awstgrarison
technique (Creswell & Clark, 2007). The purpose of using this technique was to deterare
detailed categories of arts instruction beyond the broader categosetatdd arts activities and
arts integration. Content analysis was also done to determine common themdsein teac
motivations to use various types of arts instruction strategies. Findingsnienview data are
discussed here in terms of themes discovered in types of arts integratiaiestyat@tivations
for adopting these strategies, types of perceived impact, and types of pridedsivelopment
that teachers perceived to be helpful.

Introduction to findings on types of arts instruction. Interview data resdhht the types
of arts instruction teachers implemented fell into three main categbyiaffective-arts
resources used to alter mood in classroom or provide brain break for students 2) sstdated-
materials/resources used to reach non-arts outcome 3) integrativaighsin conjunction with
other subjects meeting goals and objectives in both areas. Many teacheesirdabithey
employed a combination of two or three of the categories throughout the year, dgmentheir
instructional goals, time and resources, or level of expertise in a part@dgnline or in
integration methods. However, teachers typically focused on one categoey idaty-to-day
classroom planning, routines, and instruction.

The categories formed from interview data closely aligned with thosepstyformed
by other researchers who conducted thorough experiential studies. Theieateged in this

study are described in Table 4.7.
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Table 4.7

Categories of Arts Instruction Revealed by Content Analysis of Teacherdatervi

Category Name

Category Description
for Survey

Examples

Affective Use of the
Arts (adapted from
Bresler, 1995)

| use the arts to alter t

mood in the classroom

or to provide an
energizer or “brain
break” for students.

1) Playing background music when students

enter the classroom or are taking a test or

writing

2) Leading students through movements/dance
to refocus or energize them

Isolated Arts

| use arts materials an

tl) Teaching a song to reinforce a skill or con

Instruction resources to achieve @ such as the water cycle or perimeter
non-arts outcome.  |2) lllustrating or painting scene from a story
show understanding
3) Using Readers' Theater to work on fluency
4) Acting out or putting motions to a vocabulary
word
Integrated Arts | teach the arts within |1) Study artists of historical era to learn more
Instruction other subjects meeting about artist and era, then creating origing

objectives in both the
arts disciplineand othe
core subject area.

piece to reflect that era

2) In a solar system unit, teach dance
skills/concepts to help students appreciate
the art and understand rotation/revolution,
then have students use what they've learned
to show how the sun, moon, earth, planets
move

3) Students learn drama technique tableau, then
use tableau to depict Bill of Rights or a
certain moment during Civil Rights
Movement

The level of arts instruction teachers described relied in part upon the schiogl@ett

teacher background. Trends in interview data revealed that school settingprefiessional

development in the arts was encouraged allowed teachers to become menteaskiltonfident

with arts integration strategies, causing arts instruction to occur ateawitdespread integrative

level. In addition, teachers with personal background in the arts such as trainirigge ool

even high school tended to gravitate toward integrative arts-based instruction, aveibased
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instruction wasn't part of the school philosophy. Teachers who reported attkrodingrama-
based workshops all described employing integrative levels of arts instructiopmyidgthe
knowledge and skills they learned through the workshops. These teachers dlyecifica
commented on the value of this instructional approach to teaching and learning.

Types of arts instruction: First category. The first categiffgctive Use of the Arts, was
documented in 15 out of the 40 interviews. This category indicates one way teaelddtseus
arts in the classroom that was not directly tied to instruction. However, feseaealed it did
remain an important component of a well-balanced classroom environment (Erlauer,t2803). |
one of the most basic methods of incorporating the arts. Twelve teachers reayitegl plusic
in the classroom for a variety of emotional or behavioral purposes. Other inteegigondents
indicated briefly that they also used these methods in the classroom, but didd&rctns as
actual instruction; instead they focused on sharing the more instructicataldrelethods of arts
implementation.

In the affective category, teachers used music to get studentsoatt&mti example,
some teachers sang when they needed students to focus, others played alkeatainsGme
reported playing a simple tambourine tune. Primary teachers (K-2) maistrefiorted using
music in this way. A 32-year veteran teacher commented, “Of all thethergsare to get kids
attention, music or singing works best.” She used music at the end of the day taredke s
kids had everything they needed to go home, singing a song that listed and repeétid al
items they needed to pack.

Besides using music for attention, teachers also used music to setrarnedd in the
classroom. For example, teachers played music as students enteresstio®irido set a positive,
calm tone for the day. Classical music was used to help students focus dutiakjngstOne
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teacher played a Mozart CD every time the kids took a test. “When they hear thet iMogzic,
they know it's time to focus, and they do,” stated a seasdhgrhde teacher. Several teachers
played what they called “thinking music” during Writing Workshop (#Hetr & Portalupi, 20001)
to trigger brain activity and to serve as a calming element, inspiringssudedo their best
writing and thinking. Overall, in the affective category, music was incorgoraith the purpose
of enhancing the classroom environment.

In this study, the affective category also included altering the mood ofatssroom by
helping students focus or regroup through dance and movement. Teachers believed that
dance/movement provided stress relief for students and/or stimulated themnoetedrning,
thus allowing them to maintain better focus. Teachers reported leadingtsttidteugh a series
of movement exercises when students needed to calm down after becoming ovgitgee,
conversely, when students needed to re-energize after sitting in theiloseateftain period of
time or concentrating on a particular task for lengthy amounts of time. Fehetsaeported
being trained in “Braindance” techniques, which claimed to promote brain balahce a
concentration, especially among younger students (Creative Dance CenteQthetg learned
the movements at school-wide meetings or staff development sessions. Jeduhbad no
direct training in brain-based movement methods reported using fun, silly songhaed da
combinations such as early childhood educator and musician Dr. Jean's poptyafadance
(Feldman, J., n.d.). All of these elements lightened the atmosphere in the classdbetped
teachers and students alike feel more comfortable and ready to move forvdehwming.

Types of arts integration: Second category. The second category,dgataténstruction,
was the most commonly implemented of the three categories. Teacheesimgingction fell
into this category taught with arts materials and/or resources to enhaupp@ment other
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subjects without an authentic focus on the arts discipline involved. In the isolatetstutstion
examples, no direct teaching of arts content and/or objectives were describentént io
other areas became more engaging, memorable, and understandable becauds aidlieods
used which engaged multiple intelligences. Teachers shared examptdatetlisirts instruction
spanning all content areas and arts disciplines.

Music and dance were the most frequently mentioned disciplines where isolated a
instruction occurred. Many teachers, especially primary teachees] cglimusic to aid retention
of concepts in all subject areas from phonics rules and literacy skills in gaguthe water
cycle in science to area and perimeter in math. Some teachers noted ihoaceassible music
is for all subject areas, especially with the aid of technology. Songs or riygneswvailable
online or on CD for nearly every subject possible and published curriculum often included song
to connect with content. Some teachers noted that when they couldn't find a song todit a topi
they either created one or had the students create one. Teachers added movement®r da
songs to reach students who learn kinesthetically and to make learning evengagregenin
the isolated category of arts instruction, this is the only way that dancemydsyed.

Teachers emphasized students' high degree of retention when they learrtbthgdme
song and/or movement. Students could be seen during test time whispering the words to a song
or silently doing the motion to help retrieve the information and also in the hallveaytbe
playground reciting the song and movements for pure entertainment. Music waallgspeci
important for meeting the needs of students who struggle academicallytorglish Language
Learners (ELL), as noted by most teachers. Five teachers whosetiostfelt primarily into the

isolated arts instruction category briefly mentioned spending minimal timengpout musical
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elements such as rhyme, alliteration, or repetition. However, these weadispunplanned
moments.

In addition to music, theater/drama was a discipline frequently employedigolated
fashion in the classroom by K-5 teachers. A majority of teachers usddmleEheater (Avi,
2009). From the descriptions teachers shared, this well-known instructional method was
implemented at various levels, some involving more direct instruction than othdrs.isolated
category, teachers reported that the goal of Readers' Theater wagdging fluency
development while at times simultaneously enhancing understanding of contenttéduers
simply read over the script with students and then had students practice individuakynal
groups to improve reading rate and expression. Students were also reminded ofappropri
audience and stage manners if they had the opportunity to present their Reaebes O
others. Interviews revealed that students weren't given instruction on ititeyphe text
dramatically. It is this dramatic interpretation that would classégders' Theater as integrative,
taking this instructional method to the next level of learning about the artglitisen
concordance with other academic content.

Teachers reported literacy centers were a popular component of Ki®afassn the
study's school district. Teachers must plan a 90 minute literacy block and redritersicy
centers during this time. Readers' Theater or puppet presentatioremegsrg the centers
teachers mentioned in interviews and among the methods by which teachers atedrads
into the curriculum. Since there was such a focus on literacy centers, sohexdeaported that
if they were going to facilitate an arts-based activity during the schgpitdead to be done

during center time. Centers were primarily independent or small-group orierdetdet@with a
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puppet center allowed for creative use of puppets to review vocabulary ternel stoees, but
no direct drama instruction occurred.

In the area of drama/theater, three teachers described holiday playgsneformed
during the year memorizing lines and making simple masks or props. A common rdsponse
teachers was that they would remind students to speak clearly and in the cham@iceeiand to
practice appropriate audience manners. Overall when used in isolation, REaelatst was
very loosely structured. “At this age, it would inhibit their creativity [teegnstruction on
drama technique],” commented & grade teacher who has background in drama through her
own school experiences. Teachers suggested that Readers' Theaereffi@sgent, engaging,
effective method to reach students. Many teachers using such arts-refderd ceported seeing
increased student confidence, reading ability, and enthusiasm for reading.

In the study's school system, few elementary schools were fortunate enough to have
regular visual arts teachers. The eleven elementary schools includedtndy&vith visual arts
teachers for 2010-2011 had obtained them either through school-system funding, PTA funding,
or funding from a local arts organization through grant opportunities. These schoolsitiver
magnet schools or schools with a higher socioeconomic status where parertisifinan
contributions made it possible to employ a visual arts teacher. Grant recippcddy used
funding for artists-in-residence who came for a limited amount of time thoatighe year to
work on a particular integrated project.

Several teachers spoke of the conviction that is was their responsibility tolteactutal
arts in the classroom to provide students with visual arts learning expsrimsssl on state
standards. These teachers noted that a well-rounded education simply should incligigthe vi
arts. TheCooper Billof 2008 documented that all public Tennessee schools, K-8, should include
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visual arts and music in instruction either through arts and music curriculaseslar
integration into other core academic subjects. It seemed that many teaereedtempting to
do this; however, interviews revealed that teachers' views of quality visuakpeasences
varied significantly.

The majority of teachers who reported incorporating visual arts in theamassr
described students painting or drawing to represent understanding of curriculunous ways.
However, these teachers did not provide instruction on the artistic standards andeshjéatp
examples of the most basic levels of instruction included students using a tracing Book i
center to help them illustrate a personal story and students following arteatd@ by-step
instructions on how to draw an owl after readidgl Moon(Yolen, 1987). Although students
were using art materials, they were not necessarily engaging in aptbaewould help
strengthen important skills. Claudia Cornett (2007) cautioned that experiencesshese
result in a “series of look-alike products that show kids can follow directions” but do not
represent “authentic art” or engage students in higher order thinking (p. 157). Studerdre
encouraged to create look-alike art, “lose faith in their abilities taeceetl (p. 157).
Nonetheless, these teachers seemed to be satisfied with the motivatibageatctivities
generated in students.

Another form of isolated instruction reported by several teachers progstggely from
the most basic level of incorporating visual arts in the classroom. Studentsngaged in a
creative process, but still with no specific visual art instruction. For exxamaplpart of Writing
Workshop (Fletcher & Portalupi, 2001), students illustrated story ideas before theywréuoey
to help expand and enrich the writing process. Drawing before, during or aftegwrés used
to show understanding or to reflect visually. For example, students creatispbnded to a
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story with an illustration or watercolor painting, created an advertisieimea book, or created a
poster with text and illustrations to teach about a state. Aside from drasiidgnts also
produced visually appealing displays such as a backdrop for a Readers' pedatarance or a
themed frame for a writing project. One teacher described using coiwstrp@per to create a
model of a fish and another had students create a landscape out of construction paper; howeve
neither teacher discussed artistic elements in these projects. Bothdatedwibed the projects
as very engaging and helpful with teaching basic understanding of sciets;ehgasever, no
arts learning occurred. Another teacher noted that when studentsebibastered about drawing,
she might teach a mini-lesson on using shading or shapes to help them draw adrgure m
accurately. These activities may have resulted in students makingrieadw®nnections with
the arts, but no intentional connections were planned or expected. Finally, upperatgment
grade teachers reported using interesting pictures to help spark greatwiiting assignments,
but no time was spent discussing the art piece. Teachers believed theesastre effective
in helping students to develop understanding, retain information or engage moseineadil
learning.

Types of arts integration: Third category. The third category sfiastruction, Integrated
Arts Instruction, was least implemented. Teachers that clearly daatedsthis level of arts
instruction easily provided two to three solid examples of how they combine aderaedt-
area objectives in units throughout the school year to establish more authentic @nd deep
learning experiences for students. A variety of research literatanaisyy the past decade
indicated that arts integration exists in various forms and aiugalevels (Bresler, 1995; Cornett,
2007; Center for Applied Research and Educational Improvement, 2011; Russedl-B009).
Arts integration expert, Claudia Cornett, asserted, “Arts integration is nohodel nor is it one
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prescribed program.” (p. 10). She continued, “A single model for arts integratismaband
should not exist” (p. 13). She did, however, provide 10 building blocks for meaningful arts
integration, based on the characteristics she had observed from integratechprogiranwide.
Using a combination of Cornett’s definition for arts integration along witlléfi@ition
provided by the Southeast Center for Education in the Arts
(http://www.utc.edu/Outreach/SCEA/artsintegration.php) it was detedwihéch teachers were
authentically operating at an integrative level and which were not. Cornegdlefts
integration as “the meaningful use of arts processes and content to introduce, develog, or
closure to lessons in any academic area” (p. 13) The SCEA definesegtatioh as
“instruction combining two or more content areas, wherein the arts constitute onesayfriroy
integrated areas. The integration is based on shared or related conceptsruaihmst each
content area has depth and integrity reflected by embedded assessmentsissiamdia
objectives” (http://www.utc.edu/Outreach/SCEA/artsintegration.php). Agragho was new in
her knowledge of an arts discipline might not be integrating at the highestliregkachers
interviewed in the study provided examples of integration that ranged in intensitgveio
integration constituted one primary category in this study because teativangeve integrating
on any level demonstrated instruction in which children actually had the opportunity to
participate in an equal balance of arts and other content area learningmecg®that focused on
the authentic learning process, creating meaning and making connectioslamipdines.
Based on interview data, visual and theater arts were integrated more afteartbe
and music. All elementary schools in the study had a related arts mubiertea¢here was
potential for opportunities for music integration, but surprisingly, none were rdpovigving
the music teacher. The highest levels of integration involved collaboratiwadreteaching
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artists and dedicated classroom teachers. There was a vast diffexemeerbthe isolated arts
lessons or activities and lessons that reached the level of true integratignoflaam teachers
who operated on the integrative level of arts instruction described their methHuatstasally
occurring throughout the week rather than existing as an isolated actiglgmented a few
times a school year.

Teaching artists collaborated with classroom teachers in the disciplidesnad/theater,
visual arts, and dance and these reported sessions produced the most integraptte|enale
of integration illustrated throughout all interviews. A third grade teaweftara background in
dance and drama enthusiastically recounted her rich experience planningteachoog with a
dance specialist three years earlier. Planning sessions lastedoattatae hours over a span of
three days. The classroom teacher and dance specialist began byngestawdards in dance,
science, and literature, deciding how they could address standards meaningfiiéyibject
areas and then writing a unit plan.

The teacher began the unit by reading aloud quality literature on the tdbe sdlar
system, familiarizing students with the concept through visuals and telxé indantime, the
artist met with teacher and students three times a week, teachingdrasgcskills such as
tumbling and rolling. Students and the classroom teacher remained actively invallved i
process. The classroom teacher then began teaching lessons on rotation and revihetion of
earth. She stated, “At first, the students didn't know what we were preparin{pthént by day
three, the connections started to form and they could see how dance related &r gyesteoh.”
The teacher reported seeing the light bulbs turn on as students linked dance concepiseto sc
concepts. The teacher continued to implement the process each year regdgeizalue of the
process and its immense benefits to the students.
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One 4" grade teacher described a unit on indentured servants which integrated literacy,
visual arts and social studies content. The unit was developed through collabosatnregby
the 4" grade teachers, the school visual arts teacher and a stained glassspesaliers
discussed learning goals based on standards and began forming an arts-bassdwoutd
leave a lasting impression on the students. The unit was introduced with ang aetot@ied on
an informative and engaging picture book about a well-known historical indenturadtséditve
teacher read the book without pictures first. Then, she showed the pictures, laatBngsst
through a visual arts questioning process and discussing the importance of aisuiad) & he
students had already gained a deeper understanding of and greater ampfecitdite content in
social studies and visual arts. Students formed collaborative groups and suhtharizeok in
their own words. They created an illustration to depict one important part of the ba®k. Thi
illustration became the foundation for their integrative art project. Thergtudisited a glass-
blowing shop to learn how glass was created, formed and used during colonial tinmethelhe
stained glass artist began teaching students the process of crestimgd glass version of their
illustration. Each group's stained glass piece was fused together toacceditborative work of
art that retold the story of the indentured servant. It was then proudly displayiddoenjoy
and discuss in the school hallway for the years to come.

Other methods of integration involved analyzing visual art pieces or musicas pmeost
often to introduce a unit or concept in the area of social studies or science to buildadlagr
the topic. Students at one school took a field study to a local arts museum to discussaa art pi
reflecting the Great Depression. They focused on the emotions of people duringgthe ti
develop a more personal and authentic understanding of what they would be stuzhohgrd
using art pieces in this way consistently reported that it strengthened stingimer order
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thinking skills and caused them to be more observant. Other teachers focused on the skills of
analysis and critical thinking by incorporating music into a unit and analljzicg of a song
relevant to a particular time period. For example, students studied thedyhenkee Doodle”
during a unit on the American Revolution and discussed how the words and musicalst@ment
the song reflected the time. These methods of integration generated an intéresopic and
developed within students an appreciation for the art piece and the study of the artsah ge

Drama was one of the more consistently integrated disciplines. Seveharteac
participated in a yearly local arts organization's professional developme&rdahing behavior
and curriculum through drama. Ten teachers in the study voluntarily attended thiesteopsr
and were so impressed by the methods and strategies they learned that ¢ipeytal teaching
content through drama in the classroom. Four teachers actually receivaddepaahing
throughout the school year in their classrooms from a drama specialist who heipéd the
connect drama to the curriculum more rigorously and to sharpen their skillshintedcama
techniques effectively.

Teachers described introducing drama at the beginning of the year by testadengs
the skills necessary to engage in drama effectively. An important comporiarg dfama
integration is “explicitly teaching students to actively concentfatais, and control their bodies
and voices” (Cornett, 2007, p. 219). The teachers employing drama all describgd a ver
structured and purposeful daily routine and process involving the Actors' Ritual sthéeats
signed a contract with their bodies showing they agreed to be in control of their bodies, voi
imagination, concentration and cooperation (Layne, 2011). They further engagtvditiesc
called Concentration Circle and Cooperation Challenges that focused on building student
concentration and cooperation skills, being in control of body, mind, voice, imagination (Layne
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2011). Two teachers, both in Title | schools, reported the decline in discipling &ftere
implementing these drama techniques and discussed how drama had become their batavior pla

Teachers explained that once students began to take ownership of the behayiandkill
concepts, teachers could begin drama integration throughout the curriculum. A popular and
useful technique called tableau, or living pictures, followed the skills buildstguction. In
tableau, students created pictures with their bodies to represent conters awsdeae from a
story, a feeling, or one of the Bills of Rights. Teachers reported integtatoleau daily as a
form of formative or summative assessment for vocabulary terms or coircaptssubject area
while at the same time improving student understanding of drama. This technaakoied
students to tap into the visual side of the arts as students viewed and discussed oné anothers
living pictures, critiquing what they were showing, and sharing how they could chrenge t
tableau to more accurately communicate an idea through their living pictuggavié] the kids
an opportunity to discuss and be creative,” commented a third grade teacher whoyregularl
integrated drama. Teachers mentioned integrating tableau espduarally units where abstract
concepts were involved such as the concept of cells or the Civil War.

Other teachers shared lessons or units that took drama integration a steplieattiers
facilitated role play by having students draw on all they had previously learnediadeater and
drama to re-enact historical events such as the Dred Scott case. Onetiedcrama into a
year-end unit on puppetry dealing with the Bill of Rights where students createalthe
puppets and planned a presentation on the Bill of Rights integrating all they thiadigise
learned about character development, voice and body. All teachers who reglartgd t
professional development to learn how to integrate drama also reported emghieg@gnethods
daily.
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For obvious reasons, teachers at arts-based or museum magnet schools heported t
deepest levels of integration. Their integrative lessons involved resources sigits &s local
museums to study art pieces, coaching by teaching artists or collabaatheng experiences
with the artists, professional development on techniques such as Art Semirtarsngac of
some school's philosophy and expectation. Even teachers in these schools, hopoated, ae
decrease in funding and opportunity for ongoing learning in the arts. Instead bf a¥adable
resources for continued growth in arts-based instruction, teachers had to semeioa past
arts learning experiences, collaborative book clubs with other teachers perd@mally funded
professional development opportunities. Few teachers had the time or finasmiates to
attend training outside of the typical school hours or to personally fund professiorapdeset
that might enhance their teaching.

Introduction to findings on teacher motivation for using arts instruction. In respmnse
the question, “What motivated you to make arts-based methods part of your peddgegy?”
majority of teachers reported multiple motivations for including arts indlmecalum. Many
teachers spoke of their personal backgrounds in the arts prior to beginning tlegirieaehers
who developed a love for the arts at an early age held close to the philosophy that students
deserve quality exposure to the arts. On the other hand, some teachers repdttey biegfan to
realize that the arts were an asset to classroom instruction only aftegstheir teaching career
when they were afforded the opportunity to receive training in arts-basadtiwstrthrough
quality professional development. Nearly all teachers shared that they hacedbhsearous
student impacts such as emotional or academic benefits that convinced them titattbeea
necessary in teaching and reaching students. Still other teacheredéepatitheir job became
more fun and satisfying when they committed to including the arts in instructionif eéveas a
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challenge to plan and prepare for lessons involving the arts. The basic themhgstedchers
chose to include the arts are described below.

Theme 1 rationale for using arts instruction: Personal background. Teachsyaaper
backgrounds prior to their teaching careers largely factored in to their ongsesigrnsafor arts-
based instruction. Those with a history of arts-based learning autonydtiaaied classroom
instruction around the arts, always seeking ways to help children learn content gmsugh
disciplines. Thirteen of the 40 teachers attributed their current use ofshe positive personal
arts experiences in K-12 school or college. Participating in memorabkxpdasences in K-12
school or in an intensive, interesting arts education class in college thatbielief that arts have
value and are crucial in a well-balanced education. As a seasoned teacherasfish a
background noted, “It is a part of who | am.” She grew up involved in music and received a
voice scholarship for a college education in music. Incorporating music inttagseoom was
second nature to her and she realized the impact of music on students.

Another teacher shared about her need for visual learning as a student. Shd thelieve
visual learning was a method that truly reached children. Therefore, she eaplias visual
arts in her classroom. She reported that her motivation to employ the arts dteotragly from
the fact that she was a visual learner but because our world today is shifting ee¢owand a
visual approach to learning. “Because of technology and constant activity, kids aoninléhe
traditional way anymore. We have to find innovative ways to engage children. Tiakaiits do
that,” stated the fifth grade veteran teacher.

A teacher at a museum magnet school shared how her college teacheripreparat
program instilled within her the love for the arts. This fourth grade teacher kande sense
to me. So, in my own classroom, | started trying different teaching methodstteedids up
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and moving, engaged. The more kids do with the information they learn, it becomes their
knowledge.” Another veteran teacher credited certain K-12 teachers forngdpen to teach in
a way that helped students to experience the connection between content aridvibrédetder
most influential teachers, she reported, “... were the ones that allowed me to tioklear to
the world of music, movement, and art. | want to be that kind of teacher.”

Four teachers either attended arts magnet K-12 schools or received tail@gg in
theater or music and expressed a passion about using these skills to help learniiogit®foe
children and to build confidence in their abilities. A former theater teadh@transitioned to
general classroom teaching explained that in her drama training, shedyeasimportant
concept applicable to classroom teaching. She noted, “drama took away ‘you'rertegtsma
fastest, best'...it leveled the playing field and everyone was succéxfaina was a key
component of her classroom instruction. Another teacher expressed how selegal cmlrses
left an impression on her to rethink how to teach art to children, linking the arts intwlcun.
Each year, she taught an integrative unit on biographies and artists wheresdeatart about
various artists and had the opportunity to engage in and practice different technicaieiraf p
and illustrating. This teacher noted, “Students need to learn that all subjectsIhav&/igaal
art has value and is enriching and has such a history.”

Theme 2 rationale for using arts instruction: Positive impact on students. Thsthigh
reported motivator teachers reported for employing the arts was theexbsapacts of arts
instruction on students and the ability of the arts to meet diverse needs anu)lebyjies.
Teachers often referenced multiple intelligences or brain-basedethasrresearch-based proof
that arts-based teaching methods are worthwhile. In three schools, peacrgrs had learning
styles wheels displayed on the wall showing the different types of “snpatgie can have. Two
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of these teachers specifically discussed this concept with the studentslop gevsonal
awareness of theirs and others unique smarts. The charts also reminded teachéo
incorporate each of the smarts weekly to reach all students in some way.e¥dést when
they're learning with their whole body,” said a 15 year teacher. Teadmsistently commented
that the arts developed different areas of the brain, were stimulatingrtoritieand provided a
chance for all students to be successful at something. Many teachers yieee itasincorporate
more music into the classroom curriculum because of research on the strosgnedfigEctcan
have on learning. “I know children can learn things well if you set it to music,” noteidacieer
who tries to find more integrative ways to include music in the classroom each yi#h grade,
veteran teacher reported that she became highly motivated to integrats teelgrin her
teaching career after seeing her husband, a drama integration expert,jtvatkidents
integrating drama into a unit on China. She was amazed at the ways thatduethel@iontent to
students authentically and how this actively engaged the kids. “Kids learnaredtfivays and
I'm the one putting them in a box by saying 'Fill out this workbook."”

Remarkably, nearly every teacher interviewed observed improvement in fatus a
interest from students struggling with Attention Deficit Disorder, Ehglianguage Learners and
other special needs children who otherwise might struggle in a traditiorabcassetting. A
2" grade teacher had previously worked in special education where she integrateithe a
instruction daily. She enthusiastically reported, “The arts are what ralkesus tick.” After
moving from special education to the regular education classroom she found that even those
students whose “brain was working without deficits were equally affegtéuebarts” showing
improved retention, focus, and motivation to learn. When asked what motivated her to use the
arts in the classroom, & 4rade teacher well-trained in arts integration summed it up poignantly,
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“The kids period. The kids being interested in finding their way and learning. dflehaned this
way, I'd have been way smarter than | am now.”

Teachers often commented on the simple yet undeniable emotional benefits of
incorporating the arts at any level. Over half of the teachers reporteétdhats made learning
more fun and high-interest. Teachers reported that the arts helped both them ardetiie ®©
relax, that it made teaching easier, and that it was a good alternatixtbtmleteaching.
Students developed a sense of pride from both the process of arts-based learning adddhe pr
that they might create as part of an arts experience. ®gea2le teacher described a significant
moment culminating the process of Readers' Theater where students présesteigpt to peers.
She commented about the final performance, “They get this overwhelmingyfeeldh, I've
accomplished something," a moment of awe at the culmination of the expérience

Theme 3 rationale for using arts instruction: Professional development opportunities
Other teachers began including the arts in classroom instruction afteirtenoigiced to arts
disciplines throughout arts-based learning opportunities. Teachers rdpartedg more about
the arts through workshops, colleagues, or personal ambition to find lasticgyefitrategies
for motivating and engaging children. As they learned more about methods for intogptira
arts and the potential proven benefits of the arts, teachers gained an &ppracépassion for
changing their teaching styles to include arts disciplines.

Support from local arts organizations contributed to some teachers' decisiogmto be
and/or continue arts instruction by providing what several teachers assastétevonly means
of quality arts-based professional development in the county over the past seaesal y
Teachers seemed to benefit most greatly from artist residenciess.réstdencies “help link
curriculum to the arts in depth and teach not only the students but also the teachghdifhiey
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meet our individual needs and make arts integration much more doable,” explained a Titl
school teacher whose principal highly valued the arts. A teacher at a schoeténed grant
funding from a local organization began to notice a change in culture throughout the duofiool w
artists began collaborating with teachers. She stated, “I saw [thesejrgedelielop stronger
confidence in teaching with the arts and a more creative side and thought, | waatgarbef
this.” Teachers who had previously viewed themselves as inartistiowegeereadily
incorporating arts lessons because of the professional development expehegdead
received, whether it was a workshop or artist residency. This sameridanhever, noted that
once the level of funding decreased, a decline was evident in arts-basedpmaidhe span
of five years. This particular school has since closed, and the teacher now waré&thar
school, still passionate about integrating the arts in any way possible.

Drama based workshops taught by returning teaching artists were oféangtiarough
local arts organizations. Several teachers attended these workshops and aaemogy te
curriculum through drama. One teacher in particular expressed that her motivatmneiment
the arts began when she attended her first drama workshop. Moving from aidenhll T
classroom to a general education classroom, she wasn't aware how difgsribam
management would be. She was surprised to find that the first drama workshops focusad more
teaching drama as behavior management rather than immediatelyt tytogcurriculum. The
premise behind this approach to drama instruction was that children first have tghidtau
to act before they can use drama effectively in classroom arts integratistedd¢her was
impressed by the strategies and skills she learned and took them back to hevnléssregin
implementing them. She noted that her behavior problems had almost disappeateyafter
integrated drama techniques for the past year. Subsequent workshops tahghd teae to
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integrate drama into curriculum once the behavior was dealt with. This teaqhmessed that
although she still has much to learn about drama integration, she is able toerdagrat
moderate level and she loves the way the kids respond to this method of learning.

Theme 4 rationale for using arts instruction: Limited opportunity. A fourth theme
concerning teacher motivation to teach with the arts was the lack oflatesdrepportunities
available for students outside of the regular classroom and teachers’ stnorajicns that
children deserved and needed to have quality arts exposure in the classrobersisho
strongly believe all students deserve arts instruction as part of a balancatdadwere diligent
in seeking as many ways as possible to include the arts in instruction. Althbsigiinoals in this
county employed a music teacher, visual arts teachers were rarelyetpleachers
commented that they felt arts instruction is their responsibility when to®lklacks a visual arts
teacher. However, often teachers weren't supported in implementing setbgdractices.
Teachers expressed dismay that administrators sometimes conveybdytliadin’t want to see
children drawing or doing art in the classroom. One primary grade teacher cmdpft# is sad
when 29 graders can barely cut with scissors,” pointing to the fact that visuabalésare not
being used frequently. Another primary grade teacher similarly noted, “Firoe skits are
going out the window. We really see a need for visual arts, but we're not allowed.to do i

Teachers asserted that in order for all children to be and feel succesisfalraally
reach each individual, the arts must be included in education. It is where childrenrdéscove
hidden passion and confidence themselves. “Some kids are served through physitaheduca
the academic kids can do well in math or reading but the others need somethMitletad.it,
| knew | wasn't giving my kids a well-rounded education,” asserted agieatio strongly
believed in arts integration. All teachers in the study communicated a gealueeor the arts
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and some expressed frustration due to strict, confining mandates that center atmgndrtds
lack of opportunity for quality professional development in arts-related pedagogy.

Introduction to findings on professional development. In response to the question, “What
professional development experiences have you received in arts educatiernviéwntata
revealed that 13 teachers had never received professional development ineartedcsng and
learning. Five teachers reported that their only training was in collegelasses. The county
had provided no training in this area. The remaining 22 teachers, represeatmajority, had
received some type of arts-oriented professional development in the pastise

Most of these teachers received training while teaching in the county am@ffeeded
this opportunity through local arts-based organizations. These training exgsriacluded
drama integration workshops which most teachers attended consecutive yearseawagkn
long institute from a local organization offering instruction in all discipliaesl training
through school-based artist-in-residence experiences. Seven of the teackiemnsg training
each described various other types of professional development they hagatadici through
individual school funding, through their own expenses or initiative, or as part of teacher
collaboration efforts within the school setting. Teachers who were part aboddtive school-
wide staff development experiences typically taught in arts-focused schHtmsgh there were
a few teachers who taught in the regular public school setting under aocadsd
administration that provided school-wide arts-based training.

The county's local arts organizations greatly contributed to teacher expenigh the
arts. It was common to hear teachers praise local organizationssfeaarting opportunities. A
teacher who attended voluntary drama workshops for several consecutivaatedrs‘Seachers
are treated like professionals. Every workshop I've been to has been full ofl ttéimggse in the
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classroom immediately. I've never been to a [arts integration] workshop #rat gr@at.” The
majority of teachers who had received training actually reported implergeziéments of that
training. This indicates that professional development was meaningful actwefffor them.
The few fortunate enough to attend extensive training implemented arts-k@asatglen a
much more integrative level.

However, the lack of opportunity for some teachers in quality arts instruciiomg
cannot be ignored. Some teachers expressed their dissatisfaction with thef@oniotylacing
a higher degree of importance on the arts. Regarding the arts, one teactest,d6baven't had
professional development on it and I've been here for four years. | think thied sgeaabout
the lack of priority the arts has.”

Introduction to findings on types of perceived impact. In response to the question, “What
kinds of impacts do you see on students from implementing arts instruction methogis/®wnt
data revealed eleven key impacts that were included in the survey portiorstfdireSome of
these impacts are closely related and are grouped together in the firegiaged below.

Types of perceived impact: Improved behavior, focus and atteieorteachers reported
improved behavior, focus and attentiveness as the primary perceived impact of incaypoea
arts. More specifically, teachers noted that students with hyperactsutgys€alm down and
concentrate when involved in learning centers including painting or drawing, wieimdea
through music, or when participating in drama. Teachers reported that stuthentypically lost
focus during reading groups when reading from the textbook, were complegatyegihand
enthused when practicing reading with a Readers' Theater. One teachedrdgdrher arts

integrated units gave students an authentic purpose which led to increased focus thtbaghout
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unit as they made connections and anxiously awaited each step of the learningiprbegss
unit.

Six teachers who incorporated drama behavior techniques pointed out that discipline
issues decreased or faded altogether when these techniques were intgale8®dents learned
the skills of cooperation, concentration and overall self-control that actors masbhae
successful. A8 grade Title | school teacher shared a revealing moment when another teac
observed her incorporating drama with her class, including some special neletssstThe
observing teacher said of one special needs child, “How can | get him to foctmatiKeThe
teacher noted in her interview, “That is when it really clicked that drama w&sng....it levels
the playing field.”

Types of perceived impact: Increased confidence and self-esteem. Tiveorobst
emphasized and closely related perceived impacts of arts instruction on studentsreased
confidence and self-esteem. Drama and visual arts were most often linke@&s@alcr
confidence and self-esteem. Several teachers shared stories of studentsggle st
academically, particularly with reading, who begin to excel and shine when idvolae
Readers' Theater. This approach to teaching reading motivated stodezdp practicing and to
read with expression and fluency. Students became eager to perform Rdeses’ scripts in
front of classmates whereas typically they would have shied away fromgeadiloud. One
student who struggled with a speech impediment and severe panic attacks, inaoreased i
confidence and motivation when given the opportunity to dramatize stories in clag&. Her
grade teacher noted, “[Drama] allows students to go out of their comfort zone and take on

characters and personalities they normally wouldn't be.”
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Teachers using the drama technique of tableau noted how students became more
confident in discussing their thoughts and opinions about a topic when involved in creating a
tableau with a group. Other teachers observed students who struggled acaglentigadire
naturally artistic and were able to express themselves and show understaradigg visual arts
lessons. Students who were known to struggle in the classroom academicallydratteivison
and kudos from peers when they had the chance to showcase a talent in any oflitteighes.
Teachers noted that students find their passion and discover individual strengtherdaadvtagén
exposed to the arts. “I've seen children who would typically be afraid to tilyiagyecause
they thought it had to be a certain way gain confidence that they can atjeéasto something
creative.”

Types of perceived impact: Respect and appreciation for others, cooperation, and
collaboration. Along with self-confidence, numerous teachers reported thatstiaésarteach
students to look outside of themselves and develop a genuine respect and appreciahiersfor ot
as well as a cooperative, collaborative attitude. Teachers agreedshastuction exposed
students' talents and helped them to realize that everyone has strengtlesantdifieas. Several
teachers commented on hearing students complimenting and encouraging one dresther w
involved in arts-based activities. One teacher fondly recalled hearingnstwdenplimenting
each other’s color choices for horizon as they sat around a table working on and discussing
visual arts project. She commented, “The arts give them opportunities to shaopithieins or
encourage one another and learn from each other’s ideas.” The consensus armerg\weasc
that as students are exposed to unusual arts disciplines they develop an open minchaod tole

for various forms of expression.
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Several teachers indicated that engaging children in arts-based |leamnargtgs a more
cooperative, collaborative learning environment. A fifth grade teacher ashmonly integrates
drama stated, “It creates a great camaraderie. They reallytoegork in teams and respect one
another.” Drama was the discipline most frequently linked to cooperativabaortive
classroom environments. Teachers who integrated drama taught the skapefation and
expected students to work as a team to create tableau or put on a performaneeréhaught
that everyone must do his or her part to make the team successful. One fifth grlaeleaean
arts-focused school noted, “They realize the choices they make impact the whple@gd not
just themselves.”

Types of perceived impact: Academic impact, critical thinking and aitetd detalil.
Although most of the perceived impacts mentioned were not directly academic| teaaars
did point to this area of improvement. Teachers observed that students' criicalctiskills
improved when guided in analyzing and discussing visual art or problem solving irstia arti
process. Strategies such as art seminar were consistently tied to idhgricieal thinking in
interview illustrations. In art seminar, students examined a piece obetand engaged in a
discussion sharing thoughts and feelings about the art piece. They learned howé¢areaga
discussion and spend time noticing details of an art piece instead of seeiagét \zltie.
Teachers noted that such arts-based instructional methods raised the thaariced students
and provided an intellectual challenge for them.

Teachers noted that including any of the arts disciplines in instruction inrangies
way provided a clearer, deeper understanding of academic contentidreagh few teachers
mentioned seeing remarkable academic gains due to arts instructiongichaeyort that reading
skills improved, writing improved, and scores on science and social studiesn@stgad.
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Several teachers pointed to improved writing when visual arts methods werettastgiaients in
congruence with writing. Because they learned how to visualize better, stbdeatse more
detailed not only in illustrations but also in words, adding greater description t@ shatevere
once very basic. One teacher noticed slightly improved standardized testiscuieace and
social studies when the arts were integrated into units. However, she notedhlzatsvit
instruction, immediate academic gains may not be apparent. “You track studerdgioge/ear
period who consistently received arts integrated instruction and then yobdlgly see greater
gains.” She told a story of a former student who, six years after learrong\&estward
Expansion through an arts integrated unit, revisited this teacher to tell her hawrttieattic
experience helped her in high school testing. The student told her, “I gotliuaddrstood it
and could write about the impact of Westward Expansion on the Indians.’””

Interview data indicated that students become more observant and attentive thiough a
instruction. In the school system, there seemed to be a focus on examining and@gnalyai
art pieces to specifically enhance observation and higher order thinkirsg SkeMeral teachers
were using questioning techniques with visual art pieces to help students lezn tloespiece
and capture all that was happening within and, in turn, to ask their own questions, digging in to
the intricacies of the art and the meaning behind it. There also seemedterbplasis on
teaching visual arts skills to strengthen writing. At one school a visistl @tlaborated with the
teacher to instruct students on how to illustrate more effectively to showngear story. The
teacher reported that as students were able to better visualize theg atatiillustrate their

thinking; their writing also became more sophisticated, improving in detail aniy.cla

90



Types of perceived impact: Increased recall/retention. Teachersapizat students
seemed to develop a clearer understanding of content and retain informationadibyeneen
arts instruction was implemented. Although all disciplines were linked toti@teo some
degree in this study, recall and retention were most commonly linked to music and movement
Teachers who primarily incorporated music into classroom learning alionedtthat they felt
students retained and recalled information more easily. Several teaw@rgned that students
relied on songs to help them recall information during testing time. “Duritiggescan see
them going through the motions or mouthing the words to a song we learned,” nBtgrheet
teacher who frequently connected music to content. Teachers noted seeing stutfents
playground or in the hallway singing a song connected to curriculum. “All studemtstse
retain more information when they connect the information to an arts expetistaced a
grade teacher. Several teachers shared that although it was often aehaliecorporate the
arts in instruction; the results gained from those experiences were invalDabl8' grade Title
| school teacher asserted,

We are so pressed to cover so much content it is difficult...I feel like I'm havinstify |

working these things in but then | have to step back and say, look, where am | more

successful at relating these concepts? Through visual arts, drama, andudesitssare
retaining information...they're learning it.

Types of perceived impact: Increased creativity. A general theroegaimterviews was
that exposure to arts instruction fostered a true sense of creativity, gllstvgents to realize
that they really were creative and providing an outlet for this creativitptoish. Drama and
visual arts were most closely linked to increased creativity from tepehgpectives. One

teacher who regularly integrates the visual arts and drama pointed to thafalctdugh these

rich, varied methods of instruction, students weren't forced to respond to content in aguiescri
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cookie-cutter fashion, but instead, they were encouraged to stretch their mindsanthé

tools to react to information in a variety of ways.” Teachers who made aeg-learning part of
their pedagogy took the time to teach students about different ways to show srogaédioity.

They helped students to realize that everyone learned differently and was stimevttheir

learning in a unique way. Students began to open their minds and think outside of the'box. A 4
grade teacher who employed integrative arts instruction on a daily basis natauk il L asked
every kid in here if they're creative, they would say, 'Yes' and they canxgingkes of ways

they are creative so they understand that creativity isn't just one veaghdr illustrations of
enhanced creativity dealt with the process involved in arts instruction ratherfars @n the
product.

Types of perceived impact: Overall engagement and motivation to learn. Wovercimto ea
theme of arts instruction's perceived impact on students, was the theme ofresTgaayed
motivation. There was an overwhelming consensus among all teachetsdieatswere more
engaged and motivated when arts-based methods were used. The arts seemedhe infus
classroom with a contagious energy and zest for learning for both students aedstemfresh
avenue for expression and meaning-making. The arts provided multiple modesinflead an
authentic purpose. When teachers took the time to employ the arts in the clasi$ectwely,
“We can find what it is [students] are good at,” remarked Srgrdde teacher, which in turn,
motivated students to do their best.

Introduction to findings for types of perceived teacher impact. In response to the
interview question, “What kinds of impacts do you see on yourself or other teacheashérs
were eager to share the ways they were personally or professionadigtad through use of the
arts in the classroom. The answers to this question seemed to parallel thrs éam#neequestion,
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“What has motivated you to teach using arts-based methods?” Many tesintydysstated that
it made them happier overall to teach with the arts because it was fun, stimylatpaseful,
and allowed them a creative outlet. Effective teachers want to make |leateirggiing and fun
for students. The majority of teachers in this study reported that this wtjasthe arts do for
learning in their classrooms. “I have more of a love of teaching everygeause it gives me a
purpose, something that | enjoy doing. | didn't have the true love of learning fontid the
arts,” stated agrade teacher who integrates the arts regularly. Teachers spoke oftreper
satisfaction experienced from seeing students respond positively to tutstias. “It's really
cool to see a kid shine who might typically struggle in the classroom... it's regardin
commented a veteran teacher who often taught inclusion classrooms with spisatmtgren.
Just as the arts allowed children to be more creative, teachers who includesl ithehatruction
also felt more creative and enriched in choosing to teach this way. “It opengthjorbe more
creative which makes my job more enjoyable,” remarkefl year teacher.

Several teachers discussed the challenge of attempting to teachenatitst a challenge
that might inhibit some teachers from implementing this approach to learmmgrdstraints
during the schooldays, skepticism from administration that the arts are wdethavid/or lack
of knowledge or skills in an art form were all obstacles teachers reportedatt@temploying
the arts a challenge, at least at the more integrative level. Some ipredssseemed to feel that
the arts had a reputation for being implemented in a manner which lacked rigorshed wa
valuable instructional time. Forming habits of teaching in a more isolated fasitiothevarts
could lead to ineffective approaches and a lack of rigorous learning in thachdsrdent areas.
However, teachers who shared examples of arts integration seemed to haeethvery
focused, rigorous, engaging classrooms. Gflgrade teacher asserted, “[This skepticism]
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challenges me to make sure that the way I'm integrating the arts sutiberlearning and is not
just for play.” Another teacher confessed that she would like to give moredtitine &rts in her
classroom, but it took a great deal of time in planning and preparation to do this. Thisfidache
a more pressed impact of arts-based teaching and admittedly did not haveath@ atodin of
colleagues or professional development to make this process feasible f@aaly alr
overwhelmed teacher.

Teachers who had attended training for arts instruction reported that theg gai
confidence as effective teachers through the training and successful impligomeoit what they
had learned, knowing they were implementing proven methods to reach the childeamg “Se
them feel confident and successful makes me feel confident knowing that Wgntideiright
thing,” stated a's grade teacher who integrates the arts. Particularly impacted in thef area
confidence were teachers who taught behavior through drama and established@classr
atmosphere based on cooperation, respect and self-control. These teachersesdmmine
tremendous impact drama has had on their ability to teach well. As the tesehegven a new
lens through which to view and implement learning, they were inspired and eages toipas
to students. Teachers reported that where they may have normally felinstuek with their
instructional methods or felt helpless in reaching challenging students,siwofdsievelopment
helped them to begin transforming their thinking about the various ways the arts gade en
students in and of themselves as well as in connection with other curriculum.

The commitment to arts-based teaching has challenged many teachergtgecont
learning and growing professionally, finding innovative methods through actplaties to help
students excel. One teacher reported of arts-based instruction that atitieergieachers
complained about it at times, when they started planning, they became motivated. “B\feen w

94



planning, they end up planning more artistically and wanting to integrate it evenlmor
encourages more of an openness, more of an open-mind, and leads teachers to be able to discuss
and talk more,” commented a teacher in an arts magnet school. Teachelsdagts-based
instruction as promoting life-long learning in themselves and studentsgrade teacher stated,
“There is so much that we take for granted that is a learning opportunityn$pises me to
always be looking for real-world ways to connect learning.” Similarly, ge2% veteran teacher
remarked, “arts integration is a way to keep my teaching current andweffecti

Summary of findings on research question 1. Interviews conducted for this study helpe
to delineate the various ways arts instruction was being employed in K-®olassand the
perceived impacts from arts instruction on both teachers and students. Vaetbodsrfor
including the arts in classroom instruction were illustrated representundeaange from a very
basic level where arts were used to enhance learning in other content a®asré in-depth
level where mutual learning and understanding existed between arts discplchether content
areas. Despite the model of arts instruction used, teachers reported bigloiesatisfaction as
well as multiple perceived positive impacts on the students. Teachers whmarereducated in
arts instruction were more likely to integrate the arts. Teachersessqu apparent conflict
between the conviction to teach with the arts and the challenges of findingé¢hasdipport and
resources to be able to do it effectively. Overall, teachers were proud tohshaests-based
routines, lessons and ideas, but reported desiring more opportunity for arts-béssesiqural

development and felt that the arts aren't given the place they deserveaticgduc
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Results for Research Question 2

Data from the online survey addressed the research question, “In a surveheiftea
identified as implementing arts instruction in elementary schools, whanpsgeeof teachers in
Grades K-5 report implementing each of the types of arts instruction?8 Gdiesgories were
derived using the process described previously for Research Question 1. Respoadeasked
to select the type of arts instruction they used and were permitteddbreele than one
category. Respondents then provided illustrative examples of how they employad thehe
classroom. This information helped the researcher to determine if congexasteel between
the written example of arts instruction and the reported model.

Seven categories were created in order to calculate the combinations rdtantgion
models teachers reported implementing in classroom. The categoried) (Epoesent least
immersive to most immersive levels of arts instruction. These were:

1. Affective — Teachers use the arts to alter the mood in the classroom. Examples
playing music when students enter the room, during writing time or test daweng
students through dance/movement to energize or calm them.

2. Isolated — Teachers use arts materials/resources to achieve asnaut@rte.
Examples: teaching a song to reinforce concept such as water cycletaioes in
math, illustrating or painting a scene from a story to show understanding, acting out
or putting motions to a vocabulary work, using Readers' Theater to work on fluency.

3. Combination of affective and isolated

4. Integrative — Teachers teach the arts within other subjects meetingwsgentboth

the arts discipline and the other core subject area. One example: studyartist
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historical era to learn more about artist and era, then create an origmakarto
reflect that era.

5. Combination of affective and integrative

6. Combination of isolated and integrative

7. Combination of affective, isolated and integrative

For all respondents, illustrative examples that he/she reported were drtalgpafirm
whether or not he/she had accurately identified the category(ies)yatkialy implemented. On
rare occasions, the category that a respondent marked did not demonstrate thartgpe of
instruction that the respondent described in the essay portion of the survey. tagessd¢he
researcher changed the respondent's selected category to reflecidaisialewritten description
of arts instruction.

Using statistical software, frequencies and percentages were taddaiaeach of these
categories. Table 4.8 shows the frequencies and percentages for eachfraddehstruction
employed in the general classroom setting. Although few teachers repoliéide highest level
of arts integration (Category 4, integrative), over a third of the teachersmm@ementing the
integrative category in combination with another category. Nearly twdstof participants
implemented lower levels of arts instruction that did not reach the integrativeAbuat a third
of teachers implemented isolated arts instruction, the next to lowest lemstrattion which

does not involve actually teaching about the arts discipline.
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Table 4.8

Frequencies and Percentages of Categories of Arts Instruction Implemented by Kié&Jeac

Categories Frequencies Percentages
1. affective 3 3

2. isolated 33 33.3

3. affective+isolated 27 27.3

4. integrative 9 9.1

5. affective+integrative 1 1

6. isolated+integrative 6 6.1

7. affective+isolated+integrative 20 20.2
Total 99 100

Results for Research Questions 3 and 5

One-way ANOVAs were conducted to address research questions 3 and 5. An alpha level
of .05 was used for all statistical tests. Research question 3 asks, “lrrtasciéde survey given
to teachers who employ the arts in classroom instruction, are there sigrdift@rences in
teacher-reported perception of impacts on educational outcomes according to thatige of
instruction they use?” The independent variable, the arts instruction models, dnebvea
categories listed in Table 4.9. The dependent variable was the score lfof leaeher perceived
impact. The results for the ANOVA were non-significant, F(6, 92)=1.233, p=.297.

A follow-up test was conducted limiting the number of arts instruction models, or
independent variables, included in analysis. Descriptive data showed that thgeeesta arts
instruction were used by very few teachers and therefore, could be elimnmuateifther data
analysis. These categories were 1) affective, 2) affective grattee, 3) isolated + integrative. A
second one-way ANOVA was conducted using only the categories of arts institheti more

than a few teachers used: 1) isolated 2) isolated + affective 3) affedtokated + integrative

98



4) integrative, to compare perceived impacts for each of these models. The tiedghefs
dropped to 89. The results for the ANOVA indicated a non-significant finding ofipedce
impact in relation to any of the predominantly-used arts instruction models fercthmditions,
F(3, 85)=1.135, p=.340.

A one-way ANOVA was also conducted to answer Research Question 5, “Inrea Like
scale survey given to teachers who employ the arts in classroom istyacé there significant
differences in teacher-reported perception of satisfaction with antsafish according to the
type of arts instruction they use?” First, an ANOVA was run with all viasatf arts instruction
models included as listed in Table 4.8. The dependent variable was the scorehfer teyaorted
satisfaction with using arts instruction. The independent variable, the artsiios model,
included seven categories: 1) affective, 2) isolated, 3) affective + dofgtentegrative, 5)
affective + integrative, 6) isolated + integrative, 7) affective + isotatelegrative. The results
for the ANOVA indicated a non-significant effect, F(6, 91) = 1.564, p = .167. A follow-up
ANOVA was run with limited independent variables. Of the seven arts models,dases had a
total of only 10 participants within them so these were removed and ANOVA was run on the
remaining four groups with the largest number of participants: 2) isoBjtedfective + isolated,
4) integrative, 7) affective + isolated + integrative. The dependent vamnatd the score for
teacher reported satisfaction with using arts instruction. The resutteefNOVA also revealed

a non-significant satisfaction effect, F (3, 85) =1.891, p = .137.

Results for Research Questions 4 and 6
A series of statistical analyses were conducted to address resear@ngukstor each

type of arts instruction model being used, do any teacher background or implemeatation f
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correlate significantly with teacher perceptions of the impact ofr@staiction on educational
outcomes?” and research question 6, “For each type of arts instruction model bejrapusey
teacher background or implementation factors correlate significantijt@ather satisfaction
with using arts instruction?”

A logistic regression for all subjects was performed considering the dageratiable,
Perceived Impact, and independent variables: Years of Experience stales, Frequency of
Use and Days of Professional Development. For the purposes of the logisties$iayr
participants were divided into two groups: those exhibiting less perceived impldesa
satisfaction (scores less than 3 represented low impact and satisfactitm)ssndxhibiting
greater perceived impact and greater satisfaction (scores great& tdpresented high
perceived impact and satisfaction). The only independent variable selestdinys of
Professional Development. The regression model correctly classified 76tG&aafses on the
independent variable Perceived Impact with 23 being assigned to the low value ofederce
Impact and 75 in the high Perceived Impact. Observed responses for these categerdes
and 56 respectively. The two coefficients for constant and Professionabpenazit were .608
and .276. Significance levels were .021 and .054. No further dependent variables entered the
logistic regression using stepwise regression. No further logistiesgigns were done as the
procedure added little to the analysis.

Next, correlation coefficients were computed for various groupings of thmstrsction
models to determine if any background factors (Days Professional Develpditle | Status,
Frequency of Use, Years of Experience) correlated to sum of perceiebdrt@apact (sum of
impact) or sum of perceived teacher satisfaction (sum of satisfactiohgfgien arts
instruction models. First, arts instruction models were divided into the followngpgr models
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1-3, models 4-7, and all models. Models 1-3 (affective, isolated, and combination avaffect
and isolated) were the basic levels of arts instruction, models 4-7 (integraffective and
integrative, isolated and integrative, combination of affective, isolatethtegtative) all
involved arts integration. Since data were ordinal in nature for all groupings'&pesrho
correlations were conducted. Results are reported below for each individual groupin
Table 4.9 shows the Spearman’s rho correlation coefficients for the relgpidretivieen
perceptions of impact and satisfaction and various background factors for angtimstmodels
1-3. However, results do seem to indicate that the more frequently a teachan asts
instruction model, the greater their satisfaction. Also, an important relaifponas found
between sum of impact and sum of satisfaction (r (61) = .811, p < .01), indicatingcsiatisf

and perceived impact were strongly positively related.

Table 4.9

Spearman’s rho Correlations for Arts Instruction Models 1-3 (N=63)

Sum of Impact Sum of Satisfaction
Years Experience 0.14 0.12
Title | Status -0.17 -0.04
Frequency of Use 0.16 0.23
Days of Professional Development 0.18 0.07

Table 4.10 shows Spearman’s correlation coefficients for the relationshipebetwes
of impact and satisfaction and various background factors for arts instructiots etieOnly
the frequency of use was significant with moderate correlations. Casrelatiue for frequency
of use and sum of impact was p (33) =.492, p < .01, while the correlation for the frequency of
use and sum of satisfaction was p (32) = .526, p < .01. Results revealed that the mae teache

use a certain arts instruction model, the higher the degree of perceiveatsatistad impact.
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Table 4.10

Spearman’s rho Correlations for Arts Instruction Models 4-7 (N=35 or 36)

Sum of Impact Sum of Satisfaction
Years Experience 0.99 0.03
Title | Status -0.13 -0.17
Frequency of Use 492%* .526**
Days of Prof. Devel. 0.07 -0.08

**p<.01, two-tailed

Table 4.11 presents correlation coefficients for the relationship betweewckadrtand
factors and sum of impact and sum of satisfaction for all arts instructionsnédeduency of
use showed low-to-moderate significance with satisfaction and impace Was an overall
positive relationship between the frequency with which teachers used thestittstion model
and the sum of perceived impact, p (96) = .296, p <.01 as well as with the sum of satisfaction p
(95) = .325, p < .01. In addition, results indicated on a modest level that the more days of
professional development teachers received, the higher the impact treetsfaistruction had
on students, p (34) =. 206, p <.01. An important relationship was found between sum of

perceived impact and sum of satisfaction for all arts instruction models, p (887,90 < .01.

Table 4.11

Spearman’s rho Correlations for All Arts Instruction Models (N=97 or 98)

Sum of Impact Sum of Satisfaction

Years Experience 0.17 0.13
Title | Status -0.16 -0.08
Frequency of Use 0.30** 0.33**
Days of PD 0.21* 0.10

*p <.05, two-tailed. *p < .01, two-tailed.
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Spearman’s rho correlation coefficients were also calculated foelétenship between
the arts instruction model and the sum of impact and sum of satisfaction. Corredbtioresi
statistical significance. The results suggest that the higher the trmtrawdel on the
integration scale from 1-7, the more optimistic were teacher perceptipesceived impact and
satisfaction, based on the analysis of data accompanying the correl@bamtation values for
the sum of perceived impact and new categories [where the arts instruatidels mere ordered
in rank order of integration] models gr€97) = .268,p <.01. Values for the sum of satisfaction
and all arts instruction models gr€96) = .356 < .01. Therefore, as teachers used a
progressively more integrative approach to arts instruction, the degree o¥@elogpact and

satisfaction increased.

Summary of Results
Findings from the study did not support the hypothesis that a certain model of autsiorst
resulted in greater perceived impact or teacher satisfaction, but they did produdetetésting
conclusions, primarily from interview data. Interview data revealed taelhées employed the
arts in their classrooms in three primary ways:
1. Affective, i.e., the arts help to enhance the classroom environment
2. lIsolated, i.e., arts materials and resources were used tqo#etin other academic
areas
3. Integrative, i.e., arts skills and objectives were taught in conpmetith skills and
objectives from other subjects so that learning occurred in badls arel the subjects

complemented one another
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Interview data further disclosed four themes in teacher motivation for iit@intinued
use of the arts in the classroom. First, some teachers chose to employ leeause of personal
background which developed their intrinsic passion for the arts. Second, teachers became
motivated to begin including the arts in the classroom when they learned thestema:fialue
of the arts through professional development and gained the confidence, knowledgdsatad sKil
teach in this way. Third, the majority of teachers indicated that sdenmpact arts-based
methods had on students inspired them to continue these methods of instruction. Finadhg teach
felt it was their duty to include the arts in their classrooms. Due, in part, teaded funding for
arts-based learning opportunities students were often otherwise denied whitadmes
considered essential elements of a well-balanced education.

Several teachers received no training in arts instruction over the pastdige ey
reported that professional development opportunities were waning in the county due to
decreasing funding. However, local arts organizations did provide opportunities fartetr
grow in knowledge of arts-based teaching approaches. Teachers whodrépgegeative
approaches to arts instruction also reported attending or being involved in ongaingglear
through artist residencies or intensive workshops or institutes funded by Iscalgamizations.
Teachers in arts-focused schools reported a more collaborative environmatitanethese
teachers reported actually integrating as opposed to employing hesdscdéarts instruction
found in more traditional schools. Those teachers attending intensive workshops efgch w
primarily drama-based also integrated the arts despite the school clinatever, these
teachers reported the challenging nature of integrating when admivessapport, time and

resources were often lacking.
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Analysis of data showed that all arts disciplines and models resulted in higivpdr
impact on both students and teachers. The most notable finding was that teactiatsifeth
they and students became more motivated and engaged in teaching and learning stbadedrt
methods of instruction. Although constant-comparison analysis of interview dasdectne
distinct connections between a certain arts instruction model and perceivetl inpas
frequently reported that music helped recall and retention and students became more
collaborative and cooperative when drama was incorporated into classroom lelglianiggother
perceived impacts were evidenced as well. Student confidence appeared to hasedrasea
students were given opportunities to show strengths in otherwise overlooked@aehsrs also
reported student academic in the areas of testing, critical thinking, aniibatterdetail. Student
behavior, focus and attention improved. Teachers said their jobs were mormdimgvsacause of
the progress they saw students making and because of how the arts contributed to a more
dynamic classroom environment. They also said their work became more purpodeful a
learning became more meaningful and authentic with arts instruction.

Survey data analysis first revealed demographics for the population of 99 seacher
Frequencies and percentages showed that nearly as many teacherswer@itte | school as
from non-Title | schools, one half of teachers had 0-2 days of professional degstaprfive
years, the arts discipline most used was visual arts followed by music, drdrdarece, and
over three-quarters of teachers use the arts continuously or once a week.datatla@alysis
revealed models of arts instruction that were most prevalent. Teachepti@ssrof their given
category helped to identify if the selected category aligned with Wwagatwere actually doing.
Although most teachers provided consistent and authentic answers, discrepaneiesind
with some selected models and actual descriptions. In these cases, theeepézred these
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teachers in the category that fit their written description. It resuisgddur additional
combinations of categories were created beyond the initial three becausteadeys
combined approaches depending on their instructional goals. Categories vaffiectile 2)
isolated 3) affective + isolated 4) integrative 5) affective + integr#®) isolated + integrative 7)
affective + isolated + integrative. Over one-third of teachers impledentombination of
integrative instruction and another model. Two-thirds of teachers reportegthsilower levels
of instruction, affective and isolated.

Preliminary data analysis showed no difference in perceived impactobietre
satisfaction in connection to using certain arts instruction models. Means of 4re@)Aagd
above were consistently reported for both impact and satisfaction. Teaclev#hale, agreed
or strongly agreed that they observed all impacts listed in the survey, wesatisfied with the
arts instruction model(s) they were using, and planned to continue using auimstn some
form.

The statistical analysis for research questions 3-6 included ANOV&titogegression
and Spearman’s rho correlation coefficients. Although the majority of findugge non-
significant, some noticeable relationships and correlations existed includiniiepos
relationship between frequency using an arts instruction model and perceivetlangpac
satisfaction as well as a correlation between more integrative modwts aistruction and
impact and satisfaction. ANOVAs done for research question 3 and 5 to see ifrarnedal of
arts instruction resulted in higher impact or satisfaction produced non-signigsailts.

For research questions 4 and 6, a logistic regression was conducted with the dependent
variables being impact and satisfaction and independent variables being FreafudseyYears
Experience, Title | Status, and Days Professional Development. Findingsnsebstantial and

106



therefore, not pursued with further analyses, but did display that days of professiona
development was the most important variable.

Finally, Spearman’s rho correlation coefficients were computed forrofsgaestions 4
and 6 to determine if any background factors correlated to impact or sairsfactany arts
instruction models. Arts instruction models were divided into three groups includingsriedel
(the non-integrative levels), models 4-7 (integrative models), and all modetsla@ion
coefficients done for models 1-3 indicated no significant correlation; howeversregsgtested
that the more frequently a model was used, the higher the perceived satisédstipan
important relationship was found between impact and satisfaction. Correlatiinients for
models 4-7 revealed that frequency of use was significantly and modemtehaied with
perceived impact and satisfaction. Correlation coefficients for aliresttsiction models showed
a modest indication that the more professional development teachers had, thénhigher t
perceived impact. Frequency of use showed an overall positive relationship aodnwmadrate
significance with satisfaction and perceived impact. Again, an importatioredhip was found
between perceived impact and satisfaction. In summary, correlationgieelierevealed that
the more frequently a teacher uses an arts instruction model, the greateceheegempact and
satisfaction.

Finally, an additional correlation was done between arts instruction model and sum of
perceived impact and sum of satisfaction. Although unrelated to the researobnguésis
correlation was nonetheless informative, showing statistical signiécamd suggesting that as
the arts instruction model utilized increased from the most basic level to thentegsitive

level, higher perceived impacts and satisfaction were observed.
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CHAPTER V

DISCUSSION

Overview of Study Methods and Findings

The purpose of this study was to explore the variety of ways in which K-5 general
classroom teachers are employing the arts in their daily instrudiimmekamining whether
certain models of arts instruction can be linked to greater perceived impagtientstor greater
satisfaction for teachers. It was intended that findings from this study wouldphe e
ascertaining the most beneficial direction for school district-level gsafaal development in
the area of arts instruction for a large, local school district. The hypstlasithat integrative
levels of arts instruction would result in greater perceived impact and tesatiséaction than
other basic arts-based methods. If findings indicated that this was true, theyhetpubuild a

case for providing quality professional development in integrative approgchgs education.
Research questions for the study were:

1. What categories of arts instruction and reasons for selecting themgectimeugh

content analysis of teacher interviews?

2. In asurvey of teachers identified as implementing arts instruction ireetany
schools, what percentage of teachers in Grades K-5 report implementing dech of t

types of arts instruction.
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3. In a Likert-scale survey given to teachers who employ the arts sraxes
instruction, are there significant differences in teacher-reportedgien of impacts

on educational outcomes according to the type of arts instruction they use?

4. For each type of arts instruction model being used, do any teacher background or
implementation factors correlate significantly with teacher pemmepnf the impact

of arts instruction on educational outcomes?

5. In a Likert-scale survey given to teachers who employ the arts imadass
instruction, are there significant differences in teacher-reportedpianc of

satisfaction with arts instruction according to the type of arts ingirutttey use?

6. For each type of arts instruction model being used, do any teacher background or
implementation factors correlate significantly with teacher setigfn with arts

instruction?

First, qualitative data were collected through interviews to answercbsgaestion 1. A
random sample of 40 elementary school teachers was interviewed. Data frotewgavere
analyzed to categorize arts instruction models that teachers werdyaotp&menting in
general K-5 classrooms and to present trends in teacher motivations for dexidocayporate
certain arts-based methods. Interviews also provided rich illustrations of ibesvaerceived
impacts of arts instruction on students and teachers. Quantitative data frormarsoney
were used to address research questions 2-6.

Interview data revealed several themes of arts instruction's perceipgadtion teachers
and students. The most often reported perceived impact was increased engagement and

motivation to learn. Teachers were eager to share how teaching with and tin@agis resulted
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in greater overall satisfaction for themselves, giving them purpose and me&ingng more
meaningful and enjoyable, providing a creative outlet. Overall, no matter whichstrtgtion
model teachers were using, they were very satisfied with their use of #irésclassroom and
were optimistic about the student impacts they observed.

Based on survey data of 99 teachers, seven categories were formed foeshed s
instruction teachers were using. The seven categories included the threg pataegories along
with combinations of each category because many teachers reported usriganarne
category. The following categories resulted, ascending in order fretriheaersive to most-
immersive: 1) affective 2) isolated 3) combination of affective and isbitentegrative 5)
combination of affective and integrative 6) combination of isolated and integrative 7)
combination of affective, isolated and integrative.

Findings failed to support the hypothesis that a more integrative approach to arts
instruction resulted in greater perceived impact and teacher satisfdnterview data
uncovered three main categories of arts instruction that generabolastgachers were using
including: 1) affective 2) isolated 3) integrative. The majority of teacimeorporated the
affective and isolated styles, but few reached the level of integrative trmtruiieachers shared
numerous motivations for incorporating the arts including personal background irsthe art
powerful perceived benefits for students academically, socially and eraldfica conviction
that students deserve the arts for a well-rounded education; and professional developm
experiences that transformed their teaching philosophy.

ANOVA results for research questions 3 and 5 revealed that there were naaignifi
differences in teacher reported perceptions of impact on students or tegurezet perception
of satisfaction with arts instruction according to the type of arts ingirugtodel used. Logistic
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regression results for research questions 4 and 6 showed no significant effeetnbe
background factors (Title | Status, Day of Professional Development,dfregof Use, Years.
Teaching) and perceived impact and/or satisfaction but that professional dexatieyas most
predictive. Spearman’s rho correlation results addressing researdongidsind 6 indicated
that for arts instruction models 1-3 (the non-integration models) there wergtinticstlly
significant correlations; however, results did show that the more frequaethglzer used a
certain model, the greater their perceived satisfaction. An importanonslap was found
between sum of perceived impact and sum of satisfaction. Correlation resultsifgds #-7 (the
integrative models) showed significance suggesting that the more freqeawctigts used these
models, the greater the perceived impact on students and teacher satisfactedati@h results
for all models 1-7 again showed that frequency of use was significant, on a toederate
level with an overall positive relationship between frequency of use and suntefpdrimpact
and satisfaction, while also showing a modest relationship between days of pnaflessi
development and perceived impact on students. An additional Spearman’s rho oarrelati
showed a statistically significant relationship between arts instructionl mod@erceived
impact indicating that as the arts instruction category increased in iraagthe level of

perceived impact on students and teachers also increased.

Overview of Discussion
This chapter discussion begins with an interpretation of the primary study finNiexis
a section on study limitations is presented, followed by implications for pra¢tie chapter

concludes with a discussion of directions for future research on arts instruction.
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Interpretation of Results

Qualitative findings from the study were quite informative as to how teacheends
perceive the arts in the general elementary classroom. Interviewadated a vivid picture of
the climate of arts education in K-5 general education classrooms in this schewl. 9&the
120 teachers who initially volunteered to participate in the study, 99 teachetyact
participated. This is a high response rate from a sample, which indicatesseathegness to
give input on arts instruction. However, only 36 participants reported using the regsaiive
methods of arts instruction. This suggests that, though teachers were végdsaiik arts
instruction, some may not have realized the benefits that integrative amistioa might be
able to provide.

A variety of uses for arts instruction were described in the study’s 40ievst The
three primary models of arts instruction were 1) affective 2) isolatede®)rative. The affective
approach served to alter the mood in the classroom through music and/or movement. The
isolated approach used the arts as an avenue for teaching other subjects sunheecives
have students learn a song about the water cycle to easily recall thespiide=integrative
approach equally balanced arts and non-arts teaching and learning, makingi@esneboth
areas and building critical thinking and creativity. An example of integratits instruction
reported in the study was students learning drama techniques that taught thesxtbeceme a
more believable character and how to experience and represent the emotion®asdiaat
character. After learning how to embody a character, students crqaipget show to teach
about a specific event in the Civil War, making this concept more tangibleittangs and

creating meaning throughout the process.
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Both interview and survey data showed that the most common form of arts instruction
employed was the isolated approach. This finding supported past experisetathethat
highlighted the emphasis on the subservient role of the arts in the classroom duzutd vari
factors including high-stakes testing (Bresler, 1995; Mishook & Kornhaber, 2006). Mos
interview respondents in this study repeatedly described arts-basetieadindat enhanced the
non-arts curriculum but didn't seem to promote higher order thinking or the creativespasce
experts agree the arts can do when taught with integrity (Youm, 2007).

Interview data helped identify contributing factors as to why the isolatel®inmay be
the one most often employed. One factor was lack of teacher background knowledgé end ski
an arts discipline. As research literature indicated, teachers mushideth knowledge and
skill for successful arts integration to occur (Bresler, 1995; Cornett, 2007). FFuotieeideep
engagement in arts integration requires “explicit teaching of arts corarepskills that form the
language of each art” (Cornett, 2007, p. 66). Teachers who reported attending naopidfess
development in arts instruction and who had little personal background in the aresdrésoine
surface-level arts activities that may have seemed to engage stodectstain degree but
didn't teach about the art discipline. Although teachers in this study perceivetuiteits
experienced success through even such isolated approaches, teachers nmaglhestently
been missing opportunities to take students to a level of rigor and fulfillment thahaait
meaningful learning, arts-based methods can provide. For example, teachers witenkdad a
drama integration workshops all reported using drama effectively to teachdredwmthat all
students could participate in drama integration. Teachers even emphasiztadiats who
typically exhibited unacceptable behavior became more attentive ande@ég@n because of
drama instruction. Teachers who hadn't received training in drama may havamkdethat an
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unruly class simply can't do drama. This misconception was evidenced in one\wntghas
the Title | school primary teacher declared, “When | have a clagskligicapable of handling
drama [l will do it].” This teacher clearly wasn't aware of the hé&nef drama integration and
needed training to transform her view of drama instruction. As a whole, teagbersdseager
and willing to participate in professional development that ties arts contemti@r content
area to provide a more comprehensive, engaging approach to learmmgh there were more
opportunities to learn how to integrate the arts across the curriculum,” stateptaad teacher
who was just beginning to learn about arts integration.

Time and scheduling was another factor that appeared to cause teachers temtnjolem
isolated or affective arts approaches as opposed to integrating theodaited activity ideas can
be obtained without a considerable amount of time spent planning or researching. tHaut®ve
integration requires greater time investment and collaboration. Teactlieegea that although
they desired to implement the arts on a more integrative level, they felelatitn't have the
time. “I feel like with all we’re mandated to do, there really isn’t enougle tio teach the arts,”
admitted one "8 grade teacher who incorporates the arts in an isolated manner. Another teach
spoke of her strong belief in arts integration based on research showing trés thd to high
achievement. She also shared the dilemma of “not being able to figure out how toestuct
time so we can integrative the arts effectively.” Time seemed to Qatadlly contributing
factor as to why teachers resorted to isolated or affective actarigapproaches only. “I
include visual arts in my literacy centers because it is the only time hasewe're mandated
to have a 90-minute literacy block, and centers are part of this,” statédrade veteran teacher
whose students engaged in isolated visual arts activities during centerdankei® in some
schools were confined to a rigid, mandated daily schedule requiring them to usstiomsl
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time based on a certain format that inhibited them from being able to structudathel a way
that would allow them to integrate the arts.

A third reason that teachers employed the arts on a basic level was duektofa lac
support from administration. The extent of this issue was first observed throughdaseley
e-mail responses from teachers throughout the county. This e-mail receeredting and
unexpected responses from teachers who communicated that although theyibealres
education for students, they weren't allowed to practice arts-basedtins@lmethods in their
school and were watched very closely by administration; therefore, they no Usegkethe arts
in instruction and could not participate in the study. Teacher interview quotes sdppte
sentiment. “It can be challenging when you have to justify [use of the arthioiatration at
times because a lot of times they see it as play, not rigor and instructiee.tbhahallenge
myself to find ways to incorporate it that further their learning and not jushjoyraent,”
explained a primary grade teacher. Another teacher spoke of beinigexditoy the principal for
allowing students to illustrate during Writing Workshop (Fletcher & Rgrta2001) time. This
teacher was using a strategy she had recently learned on how to conneatini¢uiirwriting to
improve thought and detail development. It seemed that there was a disconneat betwee
administrators and teachers in the potential of the arts to enhance classtwaoation. Even at
an arts magnet school, on8 grade teacher explained how the emphasis on the arts shifted when
administration changed. “We used to be mandated to have arts integration in eaociass
Lots of teachers really integrated then. Now, it's more rare to see imdrgrhat a testing-
saturated educational atmosphere, these findings do not seem surprising.

Conversely, some teachers who reported integrating the arts spoke highly of their
administration's support of ongoing school-wide learning of arts integratiall teachers.
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Teachers moving beyond the surface level arts approaches taught at stisvelthere seemed
to be a school-wide mission to make the arts integral to instruction. Indeed, thesgdinpi
support must be in place for teachers to feel empowered and encouraged to mzdsedrts-
teaching part of their pedagogy. Only a handful of schools seemed to have stramgteative
support for arts in general classrooms. “I don't feel like it's given the rfodeserves. Without a
school focus, teachers who might not push the envelope won't do it" noted a vBtgradet
teacher. Throughout teacher interviews, a sense of limited autonomysforsaiiction was
clearly evident in many situations.

The driving forces for successful arts integration in the schools was eithertdummor
devoted, arts-focused principals or local arts organizations who advocated-fassmds
experiences for students. Teachers who attended in-depth focused artg thmough local arts
organizations or school-wide training were the ones most often found integratingkamgl rts
knowledge and skills to other academic content and skills, hitting on standards and olf@ctives
both disciplines, and deepening the overall learning experience. An interestidgvas that
teachers who reported attending professional development to learn how to integreteldio
reported employing drama integration methods daily, clearly demongttaé@rpotential benefit
and quality of the drama integration training. Teachers who worked with sniastesidence
also reported doing full-scale integration, resulting in rich, meaningfulitepexperiences for
student and offering teachers a chance to enhance their personal understantirigaxftang
and learning processes.

Thus, there seemed to be an undeniable link between the primary type of professional
development offered in the school system through the local arts organizations and thleesee
most arts integration was occurring. Yearly intensive workshops offeredbloglaarts
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organization brought in drama specialists with the purpose of teaching behavior andwarr

through drama. Some teachers reported having artists come into their clagsrcoath them

through the process of integrating drama. The focus was on the process as opposed tacthe produ
It was revealing that teachers attending such workshops were allyagtuiag the strategies and
methods they learned. Several of these teachers expressed renewed conficlesseom
management and overall instruction and a belief that drama integration enleamoedyland
contributed to a dynamic, collaborative, classroom atmosphere for students arelibems

These findings clearly help to validate the professional development thabdyaingplace in

the county and also help to provide further direction for future arts-based trairiimg school

district.

Although it seemed that the arts weren't necessarily a high prioritysindbnty, the
preponderance of data suggests that most teachers in the study remaineeddedarat
enthusiastic about the model of arts instruction they employed, from the mastioasl to the
more integrative model. Descriptive data analysis showed that three-fourtlasioérs were
using the arts continuously or at least once a week. A small percentagehefseady
incorporated the arts once a month or less. However, teachers overall were yettisked
with the methods they employed and felt that students were imdeedted in a variety of ways,
even at the most basic level of arts implementation. Likert-scale sunansrag4.00 and higher
(out of a possible 5.00) clearly demonstrated the optimism teachers felt abats thenafiting
students and themselves in multiple ways. The highest mean of perceived inpactesponse
to the question, “Do you feel the arts engage and motivate students?” In arerrstudent
motivation seems to be declining and students are becoming apathetic to leascimggl
(PCAH, 2011), engaging instructional methods are absolutely necessahygist score in the
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satisfaction section was in response to the question, “Do you plan to continue sing art
instruction in the classroom?” Three-fourths of participants indicated Agi®@eangly Agree.

An apparent commitment to arts instruction signifies that teachers bletvbese methods are
meeting both student needs and their own personal needs. These results present a dichotomous
picture. Perhaps some teachers are becoming complacent in doing what tleystaneed to

or simply don't have the training to understand the differences that an integpgireach to arts
instruction can make for students, teachers and schools. On the other hand, tdachees w
integrating seem to be determined to continue teaching through the arts becausalitesthe

power it has to transform student learning. These teachers could and should begeddoura

provide the leadership and enthusiasm needed to advance the arts in schools.

From the data, it appears that, unfortunately, a large number of students are not being
served with an appropriate arts education that meets federal and ststeralasds. Preparing
students for standardized testing is an increasingly high priority, andathtgstis such as the
arts are being undermined and often eliminated (Mishook & Kornhaber, 2007), which was
apparent from teacher comments about feeling too threatened to incorporasedharts.

Although all schools employed music teachers, few employed visual artsreedahe
teachers mentioned arts standards in the reports of how they used the arts. Agdfeanal
teachers reported collaboration with the visual arts or music teachemgiatatlearning more
effectively. Even in the classrooms where teachers were including$hte abome degree,
standards weren’t necessarily being addressed, based on the many desofiptsun$ace-level
arts approach to arts instruction which focused primarily on the non-arts staAdidnoisgh the
affective and isolated arts teaching methods did serve a purpose, it seergetdikiehportant
elements of instruction that lead to deep and authentic learning were not beirsgedidfbe
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Cooper Bill(2008) specifically documents the responsibility of educators to teach music and
visual arts standards on a weekly basis and this study provides evidence that trosésimioig

in many school settings. This is cause for concern in the field of education arglsahbol
system in particular. Educational laws are being ignored as are essesmtsalar student growth

and development.

Study Limitations and Assumptions

The study has certain limitations that should be considered when discussing itsfinding
and contributions. The study is limited to conclusions about general classroomtalgrsehool
teachers in school districts with similar demographics. In addition, tharcbse assumes that
participants’ responses were truthful and accurately expressed. Thénstoiged interviews
and survey data but no direct classroom observations; therefore, findings & toritie data
from interviews and surveys from those teachers agreeing to padicigae study. Although
participants provided examples of the types of arts instruction they implemenkte survey as
well as in interviews, observations would be more reliable data about what ityamtaarring
in the area of arts instruction in K-5 general education classrooms. Since #relrese
developed the survey and interview protocol and analyzed the data, there is aflegree
subjectivity in each of these areas. However, outside experts reviewed theadeterview

protocol and were consulted about the data analysis to reduce subjectivity.

Implications for Practice

Keeping in mind limitations of the study, findings lead to four important impdicatfor
practice concerning the arts and elementary education. First, based orhresigace, it
stands to reason that arts integration should be more strongly considered amotignadiuca
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leaders and policymakers and widely used by educators as alhebased instructional practice.
Schools districts must begin considering the possibility that arts intagiatn bring positive
and even transformative changes to classrooms and schools. Second, it is distatistaget
and federal statutes dealing with the arts are being overlooked and many stdeats ar
receiving standards-based instruction in visual arts in the state of Teen8shool systems
clearly need to re-structure the ways that the arts art included in aumii¢olimeet state and
federal guidelines and to amply serve students. However, teachers mst adeguate training
in any instructional practice before they can begin to effectively anideoify implement that
practice. Therefore, the third and most profound implication for future practitat ischool
districts should begin to provide ongoing, quality professional development for edunatoe
area of arts integration. How should professional development in the arts be etractdr
disseminated? The fourth implication for practice suggests using the eataablirces that can
be offered through teacher trainers and teaching artists to organizeveffgofessional
development.

First implication: Potential to meet needs. The present study findingsnhte the fact
that that the arts are reaching both students and teachers in remarkable weaditibaal, non-
arts approaches to teaching may not be. The 2011 President’s Committee dgs &melAr
Humanities Report made note of rising school dropout rates that signify an unetstadent
population, and went on to say that even students who are graduating are often taeking
and critical thinking skills needed for success in post-secondary education andkfoecgbr
(PCAH, 2011, vi.) At the same time, statistical evidence from a recent ragsearch study
(Rabkin, Reynolds, Hedberg, & Shelby, 2011) indicated that the arts in education halw broa
declined over the past three decades, particularly among African Amandatispanic children.
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It seems plausible that these trends may be linked as education is becomirsnigigrea
dehumanized in some areas and widely directed toward standardized testingrfetng body
of research warrants the capacity of quality arts integration to adtieesnounting issues in
education, ultimately transforming learning, motivating students and teacitere/hen taught
with integrity, preparing students with tools to be more collaborative, innovateagjwe, and
successful in the 2lcentury. Recent research literature (Rabkin et al., 2011) examining tgachin
methods and learning theory in American schools, contributed findings on threeyprimar
elements of good teaching: 1) good teaching is student-centered 2) good teacbgrgtive 3)
good teaching is social. These three elements are all key components ofagtsiittegration.

School districts should take advantage of the multitude of scholarly documents that have
been developed to aid educators and educational leaders, policymakers, tedastsngradt
administrators in taking steps toward quality arts instruction (Center fure@ipResearch and
Educational Improvement, 2011; Consortium, 2002; Partnership ToE@atury Skills, 2010;
PCAH, 2011). The present study includes educators who are invested in artsamstousbme
degree. Obviously, these teachers believe in the arts-based teaching rieth@ids employing
just as other educators advocate for various other methods of instruction thatthbg
employing. However, interviews from the study, backed up by years of res@akide
extensive and persuasive evidence that the arts are indeed meeting studsattrercheeds that
are not otherwise being met by traditional teaching methods in schools nationwjdetsssuch
as TETAC (NAEC, 1996) illustrated how arts integration enhanced teaching amddea
drastically. Similar large-scale research projects on arts integgabbvide a strong case for the
tremendous benefits the arts can have on student motivation, collaboration, britlaagtand
creativity, academic advancement, and various other areas.
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An administration that overlooks and/or devalues the arts also has a considerable
responsibility to reconsider the role the arts could play in meeting cormsipléent needs. It is
unsettling to many observers to find that great numbers of students, particularlynthose
disadvantaged areas may not be receiving the balanced, comprehensive educé#tiew tiead
and deserve (Rabkin et al., 2011). The numerous student success stories froewmtarthis
study describe the increase in student confidence and ability due to artsiorstindtreveal the
positive changes that can happen in ordinary classrooms when the arts are ermiptbiged.
study, all arts disciplines were linked to recall and retention of informatiearhe degree. This
is because the arts involve “heads, hands, and hearts” (Cornett, 2007, p. 29) and make learning
multi-sensory and relevant. The arts provide a way to differentiate aridimae®eds of students
on all learning levels, first by engaging and motivating, and then by leadhgnss through the
dynamic, creative, and authentic process that leads to real-world lesrmrepare them for life
outside of school.

Before teachers can motivate students, they must first be motivated to wakleinto t
classroom with the goal of facilitating innovative learning expernbeachers in this study
reported being happier and more passionate about their jobs when they began implehgenting t
arts in the classroom. In any school, the administration's attitude playsfecaig role in
forming school culture and influencing the school-wide vision. In schools wheretsach
reported receiving support from administration in arts-based pedagogy, tesebered
enthused and empowered to pursue this type of teaching and learning. Howeverra@rskhi f
basic approaches to arts instruction to an integrative approach requires a cthiaageing
philosophy and vision that educational leaders must embrace in order for tloetrafisimmpact
students.
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Second implication: Attention to state law. Educational leaders and policgsmakist
address state law on standards-based visual arts and music instruction. Evenadenstudies
such as the present study clearly show that the arts are indeed beinglmadjinachool
systems, and that educators, overall, are not being prepared or encouragedhe aitsvas an
important element to classroom instruction and life-long learning. In this, shedgnajority of
arts integration was taking place in specifically arts-focused schoolshwsa tew schools
where principals highly valued the arts. Just as the PCAH reported (2011)stbensiderable
inequity in arts education in American schools. Statistical data confirarettime of the arts in
education over the past three decades (Rabkin et al., 2011; Smith, 2009). Despitahhetfeet
arts are recognized as core academic subjects in federal and statelsidheg are not being
held to the same level of importance as non-arts subjects such as reading andrinagah, pe
because they are presently not a tested part of the curriculum; hences ghprevalence of the
isolated approach to arts instruction that most teachers seem to be using-yeamteacher at a
non-Title I, non-arts school testified to this fact, stating, "There is too mmugnasis on reading
and math without really connecting kids to what is going on in the world." Another tegicher
taught at an arts-focused school for nine years after teaching at asieaohaol posited,

When you're teaching at a school that believes in integrating the argsmtich better

place to work. It's a place where you enjoy going to work every day andckiegbli're

living life and not putting it off. | don't like the feeling [in some schools] thatevgbt to
teach children so that in 10-15 years they can go out and live life when life is\imappe
right now.

Furthermore, although Tennessee law now mandates that visual and music arts be a

regular part of weekly instruction, this study highlights the fact that refardents are not

receiving quality visual arts instruction weekly, nor are teacher bemgtt to incorporate the
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visual arts standards on a deep, meaningful level. Educational leaders anugkadicsyare
clearly ignoring state law and doing a great disservice to students wimisaneg benefits of
visual and musical arts instruction. All students deserve to be served with a&bengive
education including the nationally recognized core subject of the arts.

Documents such as the*2Century Skills map developed by the highly-regarded
Partnership for ZLCentury Skills project provide concrete and practical examples of how the
arts can be connected to curriculum to promotéCantury Skills in students which will build
“work habits that cultivate curiosity, imagination, creativity, and evaluaiais” (Partnership
for 21% Century Skills, 2010, p. 2). How, then, do the arts continue to be overlooked and
disregarded? Arts instruction proponents feel that educational leaders neeavatuate the
purpose of education, examine who we, as educators are truly serving, and boldlindeterm
what our goals should be. Additionally, arts proponents posit that educators who have been
trained and realize the magnitude of the arts to impact students and teachersstegetbtthe
forefront and invite others to learn and grow in the arts. Even the present sheafitsdg
clearly reveals that the educational system is not meeting requireioresiisdents and needs to
begin re-examining what constitutes a well-balanced, comprehensive educdight of the
rich array of research in arts-based instruction.

Third implication: Quality professional development. Another implicatiorpfactice is
that ongoing, quality professional development is an essential component of sueréessf
integration programs. Teachers in this study consistently expressed a fonrhggrning
opportunities in the arts. Lack of professional development offered by the county in art
instruction of any sort was apparent. Interviews revealed that limitedaas a concern for
teachers who want to employ more of the arts in their classrooms but arel pre#se demands
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of the already-loaded curriculum. Statistical data from the study sutgésihe more integrative
styles of arts instruction lead to a higher level of perceived impact asttbtesatisfaction.
Teachers would profit from an understanding of the interdisciplinary methatwoéuld allow
them to connect arts learning to non-arts content and result in mutual benefits irebsth ar
The Consortium of National Arts Education Associations (CNAEA, 2002) listed ongoing
professional development as one of the enabling conditions for the challengingdrdlimg
work of interdisciplinary instruction to occur. Cornett (2009) promoted the eftigiand
relevance of arts integration. She attested that an integrative approazhtkel time dilemma
that teachers face by "connecting big ideas through creative inquiry aboutantgprestions”
(p- 9) and eliminating the "isolated facts and outdated information” (p.9). She fffthmaed

that arts integration is an approach "more consistent witle@dtury living and working
conditions that demand multitasking and group problem solving to create innovative solutions"
(p. 9). Providing practical professional development for teachers that will badditeg
knowledge and skills to ultimately prepare students for tflee@ftury should be a strict priority
for school districts of any size or socioeconomic status.

Fourth implication: Use teacher trainers and teaching artists. Simfakdevelopment
could take advantage of teacher trainers and teaching artists. lrnsat¢eeorganize
professional development as an ongoing and relevant activity, thus orchestnataigable
pedagogy. The arts, in many cases, are not being taught with integritgestrithve developed a
reputation for engaging students, but not rigorously teaching them. As ressaeatedly
confirmed, not only quality professional development, but also school-wide collaboration is
necessary in order for teachers to integrate the arts sustainably, copfatehéffectively.
Collaboration was a noticeable aspect of the arts integration effortsingaarthe study's
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school district along with many other notable arts integration programexiséed nationwide.
Those teachers who discussed collaborating with teaching artists ocadshgpecialists
described using more in-depth approaches to teaching the arts. The first two o PZDAH)
recommendations for actions to advance arts education are: to 1) build collaboratran a
different approaches to the arts such as arts specialists, classroberdeand project-based
teaching artists, and 2) develop the field of arts integration strenggheaicher preparation
programs and strengthening and expanding professional development (p. vii). Howeeer, it is
reality, as teachers illustrated in this study, that funding has dedr@asethe years for arts
instruction, and the resources may be limited for school districts. The taskaird) effective
arts integration reform will be a challenging process that will not happen ghenar will it
occur without total commitment and dedication from all stakeholders involved. The PCAH
report stressed the reality that “Any significant advancements imetdenfill require
unprecedented unity of purpose and the coordinating acts of local, state andgfiedenrainent
agencies, educational and professional associations and the arts communityp (291 The
study reported here demonstrated the essential role of local arts atigasizaproviding
connections to quality arts professional development for teachers. Thidesttifigs to the
positive strides that can be made in advancing the arts, even through theo&ffaltadual
teachers and local arts organizations. When educators are committed to andarsepaovided
with exceptional training, quality arts integration can begin to take root.

Those educators equipped with the arts-based kills and knowledge must share their
passions and learning experiences, knowing that students — as well as teacberftimately
benefiting. Teacher trainers are a cost-efficient resource that kpato fgffuse quality arts
integration throughout the school district. In this study, teachers who attemnelesive
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workshops and revisited those workshops each year seemed to be more confident with
integration and shared an enthusiasm for arts-based teaching. Teachdrs wilismg to be life-
long learners, and administrators must be willing to be instructional leabdersiake an effort
to advocate for teacher training opportunities in arts integration whenevdslpoBs&search
also shows that when integration is a school-wide focus, administration must be/prioact
promoting a collaborative, interactive environment so that integration psogpes not become
stagnant or deteriorate (Strand, 2006). Teachers should be made awareufitienof ways
the arts can be incorporated in an integrated fashion and draw on the resouaresabaitable
to enable them to begin integrating.

This study also provides evidence, supported by past research literatulesathang
artists can play a key role in successful arts integration experieeeehers in this study who
collaborated with teaching artists were able to integrate in a deep,davaseer because of the
complementary knowledge, skills and attitudes that both the teacher and treoattibuted to
the overall learning experience. A recent three year researchesttitligyd, Teaching Artists and
the Future of Education, (Rabkin et al., 2011), looked at how teaching artists in sckoésl;'e
challenged and engaged students cognitively, socially and emotionally” Researchers found
that teaching artists brought innovative pedagogy and curriculum into schools tathe tha
teaching strategies implemented by teaching artists alignbdwat experts agree are the
principles of good teaching and learning. The artists helped teachers to Iddk ofithe school
walls and consider new perspectives to teaching and learning, thus seraiogtalyst for
change. The teaching artists in the study noted that integrating was&gonore important to
their work than teaching the arts standards because integration connectedethéomec
previously fragmented curriculum which is not conducive to deep, authentic leaxpagences.
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They also highlighted the fact that arts standards were only a starting pongtfoction and
must be chosen carefully in planning and used to design meaningful learning thatbignect
ideas and concepts across subjects, utilizing higher order cognitive gkifessdtonal
development on arts integration needs to focus on planning strategic arts-basetidinstnd

teaching artists are an integral part of this work.

Implications for Future Research

Future studies concerning arts instruction should focus on directly observing seauthe
students in the teaching and learning process. In this study, although teestecirserviewed
and also provided written descriptions of the various ways they employed the aés in t
classroom, nothing is more revealing than direct observation. The surviey mérthis study
revealed discrepancies between the type of arts model teachers theygheéte using and the
type they actually seemed to be using based on their written descriptions. Fagarehrers
exploring how teachers are using the arts in the classroom should plan to obséess téac
possible, to gain a more realistic and vivid understanding of what is actuallyingdnrthe
classroom. The study could also be lengthened so that researchers couldtieletthebserve
not only what students and teachers are doing with the arts but also how thesesgrackiee
change in the participants and the classroom environment. Spending a longer periodvihtime
teachers and students will yield greater potential for valid and relislkselinterviewing
students and teaching artists would also provide a clearer picture of thesbeihafis processes
on everyone involved.

This study did not explore the variance in the benefits of different arts disspkuture

studies could explore the impacts observed from each individual arts discipline doiaat@n
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of disciplines. The drama training that was described in this study motivated padepre
teachers to take drama integration into the classroom and resulted in n@myegaebenefits for
students and teachers. Where effective professional development sucloesutsscase studies
exploring the design of the professional development and the reasons it proved effecatd/e
shed light on how to go about incorporating future quality training in school systems.

Since drama integration training was offered yearly in the school systén stady,
several teachers described how they teach behavior and curriculum throughTdrannend
was that drama integration leveled the playing field for students and decrehaedbe
problems. In today's schools, negative, unmotivated behavior seems to be an increaging probl
More studies on the effects of drama integration on student behavior could play anntptata
in classroom management. Researchers could conduct an experimental stunydotie
differences in number of discipline referrals among teachers who don'tieteigama and
teachers who do integrate drama.

The population for this study was limited. Selecting a larger population might lead to
more revealing findings. The population could also be expanded to middle school and even high
school to determine the relative perceived contribution at other educational Ténelvould
help leaders and policymakers understand where to place emphasis in professido@ndene
If middle and high school levels also report high perceived impacts fronmsirisction, arts
training needs to be at all levels. If not, emphasis should be on the elementary level

Finally, a sought after area of research would include studies that showarabsaween
arts-based pedagogy and student academic achievement. However,icuit thfEhow the
connection between arts and academic achievement because of countless intiEwmngg
Isolating the many variables that could factor into student achievemeattandstruction is
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extremely challenging; however, studies carefully designed to exatts integration and

academic achievement would be invaluable to the field of education and the arts.

Summary of Discussion

This study was conducted to determine if any one arts instruction model or a cambinat
of models resulted in greater perceived impact and teacher satisfacsiboven through teacher
perceptions. Findings did not support the initial hypothesis that an integrative dpireais
instruction resulted in higher levels of perceived impact and teacher saiisf&onetheless,
the study provided insight into how the arts are being employed, the types ofSimipserved,
and the overall status of the arts in a large southern school system. The studytelaowe arts
are indeed enhancing the learning environment for both students and teachers froivicaral
classroom to a school-wide level; therefore school districts should stronglgdeopsifessional
development on arts integration for creating school environments that areadedemically,
socially and culturally.

These findings support the conclusions of numerous past studies on the arts in education
which found that the arts motivate, build confidence in, and address the needs of struggling
students as well as increasing retention and recall, building collaboragaéyerearning
environments, and supporting overall academic achievement. The more common isolated
approaches to arts instruction are not meeting state and federal standapgigdorgpstudents
with a well-rounded education. However, teachers continue implementing thedsapgiroach
due to time constraints, lack of knowledge, and lack of administrative support. Tttese fa

must be addressed through quality professional development in arts integration. atsieg te
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trainers within a school system and teaching artists could provide a costréfhied effective
approach to professional development.

Teachers in this study were typical of the many educators and observergewho ar
committed to an arts emphasis; they regarded the arts as valuable, if noale$seatwell-
balanced education. The message from this study is that administratorsoesaceat
educational policymakers who ignore the numerous potential benefits of integhatiags are

doing so to the detriment of students, teachers, and education, in general.
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APPENDIX A

INTERVIEW PROTOCOL

Teacher Name: Subject Area (if applicable):
School: Date:
Grade Level:

NOTE: The following format is designed for an interview of approximately 20-30 eénut
However, if an interviewee indicated a desire to supply more detail, the imterwiell show
willingness to engage in a longer discussion. This would supply additional informatiohus)d, t
provide a more complete illustration of each participant’s experiencesngtimstruction. The
interviewer will read the following remarks to the teacher partigigati the interview:

Thank you so much for agreeing to help me carry out a dissertation study on arts instruction in
the general education classroom. | will ask you to answer some questions on the ways in which
you implement the arts in your classroom and your motivation for choosing this type of pedagogy.

Please feel free to be open and honest with your answers. All comments will badipt str
confidential. Your name will not be included in the interview data. Do you have any questions
before we begin?

Interview Questions:

1. What arts disciplines do you incorporate into your teaching out of music, visyalaarte
and drama? Why don't you use the other disciplines?

2. Please describe ways you use the arts in the classroom. Can you providees@auifles of
some arts based instruction or projects that you have done?

3. What motivated you to make arts-based methods part of your pedagogy?

1. What professional development experiences have you received in arts@tcati

2. What kinds of impact on students do you see from arts instruction in your classroom?
3. What kinds of impacts do you see on yourself from the arts instruction you have used?

Conclude the interview with the following remarks:

Do you have any other comments you would like to share? Would you like a sumntagy of t
results of this study? It will probably be available next Fall.

Thank you for taking the time to talk with me today! If you have anything else you would like to
share later, please feel free to contact me.
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APPENDIX B
ARTS INSTRUCTION SURVEY

Directions: Thank you for your time in completing the following survey. Its purpose is to
explore types of arts instruction teachers are using in the classroom and hperteye the
impact of arts implementation. It will take about 10 minutes to complete the 2% surestions.
All guestions require an answer. The survey includes these four sectionghg) teackground
2) types of arts instruction that you implement 3) impacts of arts instrumtistudents and

4) on teachers. Please click the button that indicates your choice for eatbnqoietype your
answer in the given essay box.

Section 1:Teacher Background

1. How many years have you been teaching?
15 6-10 10-15 16-20 more than 20

1. What grade level do you teach?
K 1 2 3 4 5
2. What is the total amount of professional development (PD) have you had in arts

instruction over the past 5 years?
0-No PD %tolday 2days 3days 4days 5days More than 5 days

3. Is your school a Title | school?
Yes No
4. What art(s) disciplines do you most frequently use in the classroom? *You mayendica

more than one.
Dance Drama/Theater Music Visual Arts

5. How often do you incorporate the arts into classroom instruction?
__Continuously, nearly every day
___About once a week
___About once a month
___About twice each school year
___About once each school year
__Other: Please specify

142



Section 2:

7. Types of Arts Instruction — Read the descriptions below. Then, indicate paabf tyts
instruction you employ most often in your classroom.

____luse arts materials and resources to achieve a non-arts outcome. (eagelantp,) math,
science). Examples: 1) teaching a song to reinforce concepts like waeeorcskills like times
tables. 2) illustrating or painting a scene from a story to show understandiong)out or
putting motions to a vocabulary word, using reader's theater to work on fluency

| use the arts to alter the mood in the classroom or to provide a brain break fosstudent
Examples: 1) playing music when students enter the room or are writing or daiesig?)
leading students through dance/movements to refocus or energize them

____lteach the arts within other subjects meeting objectives in both the eippiredsand the

core subject area. Examples: 1) Study artists of a certain histoadal learn more about that
era, then creating original art piece that would reflect that era. @3nsy/stem unit, first

teaching dance skills/concepts, then have students dance to show earth, moon, sum@lanets
3) teaching students drama skills and having students do tableau to demonstratendaig st
certain moments during Civil Rights movement.

| use a combination of the above approaches.

8. If you use a combination of the above approaches, please describe the combiaymun t
use.

9. Please describe one or more specific examples of arts-based acdiptiegcts that you do
in your classroom.

Section 3:Impact of Arts Instruction on Education Outcomes — Click the button that inglicate
your degree of agreement with each of the following statements:

Strongly Disagree  Disagree Unsure Agree Strongly Agree
1 2 3 4 5

10. The arts instruction | use increases students critical thinking skills.

11. My students have become more engaged and motivated because of arts instruction
12. Arts instruction has increased student confidence in learning and seffreste

13. All students can experience success because of the arts instruction mettagoiate.
14. Students that may not typically be able to focus in class, have become nmdiree attes
focused when the arts art incorporated into instruction.

15. Students have a clearer, deeper understanding of academic content whrgoidtethe
arts into classroom instruction.
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16. Students are more observant and attentive to detail due to the arts-basedlmsthods
17. The classroom atmosphere has become more collaborative and supportive with arts
instruction.

18. The arts instruction methods | use increase student creativity.

19. When | incorporate the arts into classroom instruction, students retain indformate
readily.

20. | see improved behavior due the arts-based methods | use in my classroom.

Section 4:Satisfaction with Arts Instruction — Click the button that indicates youregegfr
agreement with each of the following statements:

Strongly Disagree  Disagree Unsure Agree Strongly Agree
1 2 3 4 5

21. The arts instruction methods I've been using motivate me as a teacher.

22. My confidence as an effective teacher has grown since I've includetsthmeiastruction.
23. | feel the time I've invested in learning arts instruction and teacltingt Wwas been worth it.
24. I'm pleased with the impact arts instruction has had on my students.

25. lintend to continue seeking professional development on arts instruction.

26. | plan to continue using arts instruction activities in my classroom.

27. |feel that | am teaching in a more innovative way by tying adgnstruction.
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