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ABSTRACT 

This study is based on the Arts Integration Program, a 

series of lesson outlines utilizing fine arts experiences (dance, 

music, theatre, and visual arts) to teach core curriculum 

subjects. The study took place over two years in six schools, 

combing qualitative and quantitative research methods to 

determine: if learning actually took place concurrently with the 

program's lessons; how the classroom learning environment 

was affected; and what teachers who use the Arts Integration 

Program lessons for the fIrst time report about the experience? 

The study was continued into a second phase based on 

results of the first. In the development of an Arts Integration 

Program teacher-mentor model, two teachers from the first 

year of the study worked with new teachers in their schools 

who were beginning to use the program. This second phase of 

the study asked: What is involved in establishing a successful 

teacher-mentor model with the Arts Integration Program? 

And, How do the lessons effect the classroom learning 

environment? 

Lesson outlines and arts integration techniques are 

described and results from the Content Area Tests and the 

Perceived Self-efficacy, Attitude, and Unguistic Domain 
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Questionnaire from both phases of the study are presented. 

The evolution of the Arts Integration Program Teacher-mentor 

Model is also described. The process of implementing the 

program in each school was documented through teacher 

journals, observations, interviews, and videotapes. 

The aesthetic reaction that Vygotsky (1971) wrote about 

seems to be present in these children. Their teachers each 

report having a more cohesive and supportive classroom 

environment as a result of the thea:tre lessons. "T'hey all noted 

improvement in the childrens' communication, expressive and 

receptive, skills. There is also evidence of transfer into other 

academic areas. 

The study showed the more successful Arts Integration 

Program Teacher-mentor model to be: 

1. At least a one-year. 

2. Concentrating on one, or two, arts areas. 

3. With teacher observing teacher. 

4. Regular meeting to plan and discuss. 

5. Videotape and review for teachers and students. 

Plans for future implementation of the Arts Integration 

Program and ideas for further study are presented. 
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CHAPTER 1 

STATEMENT OF PROBLEM AND INTRODUCTION 

Art education is generally undervalued in U.S. schools. 

This trend has been reported for over twenty years. (Lewis, 

1978) Especially in times of economic strain, art education 

programs are not favored. Carol Sterling, director of the 

American Council on the Arts is quoted in a recent New York 

Times article, 

Arts education is very much at risk of being eliminated if 

we are not more vigilant. We must demonstrate that 

where children do arts, they are doing critical thinking 

and problem-solving and learning about civilization. 

Unless we categorize this in terms' people understand, 

arts will always be considered a frill. (Chira, 1993) 

Rationale for the Study 

Theory and practice both support the incorporation of 

arts education into the school curriculum at all ages. Much has 

been written about the importance of art in education 

(Hamblin, 1988, 1993, Read, 1958; Smith, 1987), and about the 

importance of art education (Dobbs, 1987; Greer, 1984; Smith, 

1987). Evidence from research shows that arts education 
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should not only be offered concurrently, but should be freely 

integrated into the culture of the school. (Read, 1958; Lewis, 

1978; Bruner, 1986; Gardner, 1991). The arts are "the most 

magnificent ways to teach critical thinking and cultural 

understanding" (Eisner, 1987a, p. 35). 

Yet, there is a dearth of research on the effects of using 

the arts to teach core curriculum subjects. Although there is 

much intuitive support for this idea, more research seems 

necessary in order to determine if the arts are indeed 

efficacious tools for the classroom and mediators for learning. 

Priorities for the funding of education are criteria-based. In 

order to provide specific data for the setting of educational 

priorities, the Arizona Art Education Research Institute-has 

funded several research programs. A goal of this research was 

to quantify the effects of arts integration on student learning in 

the core curriculum. Two years of this Arts Integration 

Program study were partially funded by the Institute. 

Purpose of Study 

The purpose of this descriptive, quasi-experimental study 

is to identify the effects of the changes in the learning 

environment related to experiencing the Arts Integration 

Program on student acquisition of academic concepts in four 

fourth grade classrooms in southern Arizona, and on the 

participating students' and teachers' perceived self-efficacy 

and attitudes about school and the arts. 
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Based on the general hypotheses that a program of 

integration of fine art experiences into the learning 

environment would enhance that environment and promote 

learning through art activities, it could be expected that the 

Arts Integration Program lesson activities would (1) bring 

about short-term gains in students' knowledge of core 

curriculum, (2) improve students' perceived self-efficacy and 

attitudes about school and about art, and (3) improve teachers' 

self-efficacy and attitudes about the integration of fine arts 

activities in their classroom. 

Phase One Research Questions 

The following questions provided direction for the first 

phase of the study: 

1. Can students learn core curriculum concepts in math, 

science, social studies and language arts from the Arts 

Integration Program's lessons as measured by content-based 

testing? 

2. Does the Arts Integration Program have a measurable 

effect on participating fourth grade students' perceived self

efficacy, attitudes and linguistic domain in terms of art and 

scholastic activities that are different from those of similar 

students who do not participate in the program? 

3. Do teachers who participate in the Arts Integration 

Program report or demonstrate change in their attitudes and 



15 

perceived self-efficacy with regard to integrating the arts into 

their classroom? 

Phase Two Research Questions 

Study of the Arts Integration Program continued into a 

second year, based on strong teacher acceptance shown in the 

first phase. A longer study was designed, concentrating on the 

teachers' experiences learning to use the arts integration 

techniques. A teacher-mentor model was proposed. A 

teacher-mentor, with some experience and support, would, in 

tum, provide support for two new teachers who wanted to use 

the Arts Integration Program's lessons. The second year of the 

study was guided by these questions: 

4. What is involved in establishing a successful teacher-

mentor model with the Arts Integration Program? 

5. In what way or ways, if any, do the Arts Integration 

Program lessons affect the classroom learning environment? 

6. What changes, if any, are reflected in the perceived self-

efficacy, attitude scores, and linguistic domain related to the 

arts of students who participate in the Arts Integration 

Program for one school year? 

Definition of Terms 

Arts Integration: Arts integration refers to the inclusion 

of art activities across the curriculum involving children in 

aesthetic processes in an holistic approach to learning from the 
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environment in ways that are developmentally appropriate. 

Regular classroom teachers use these techniques to integrate 

fine arts experiences into their own curriculum. 

The Arts Integration Program (AlP): Created by the Arts 

Education Department of the Tucson-Pima Arts Council, this 

program supports teachers who wish to utilize fine arts 
i 

experiences to facilitate learning in their classrooms. lesson 

outlines, in-service training, and in-class demonstrations by 

experts are provided as part of the program, used in over 70 

schools in southern Arizona. The Arts Integration Program 

features K -8 lesson plans and units in four arts disciplines, 

music, dance, theatre, and visual arts. 

Perceived Self-Efficacy: This construct, chosen for this 

study as indicative of the effect that the Arts Integration 

Program might have on the classroom learning environment, 

comes from Bandura's work on individuals' judgments of their 

own capabilities to organize and execute courses of action 

required to attain designated goals, types of performance or 

judgments of what one can do with whatever skills one 

possesses. (Bandura, 1986) Perceived self-efficacy has been 

found to be related to individual success in school. Children 

who perceive themselves as being competent seem to have a 

better chance of doing well in school than children who see 

themselves as being unable to do well (p.119). 
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This chapter, Chapter 1, has presented the problem and 

the studies conducted. Chapter 2 includes a review of related 

literature in three categories. Those categories are: 

1. Aesthetic Response 

2. Art Education Research 

3. Art Education 

Research design and methodology to be used in phase one 

and phase two of this study are described in Chapter 3. A 

description of the program, the participants and the qualitative 

and quantitative instruments for both phases is also included 

in Chapter 3. 

Data collected from tests, questionnaires, interviews, and 

observations from phase one are summarized and the results 

presented in Chapter 4. Data collected from journals, 

questionnaires, interviews, videotapes and observations from 

phase two are summarized and presented in Chapter s. The 

statistical analyses of the results of the pre- and posttests for 

both phases of the study are reviewed. Also presented are a 

summation and examples from the qualitative data from the 

linguistic domain analysis, teacher interviews, videotapes, and 

teacher journals. Chapter 6 concludes with discussion of the 

findings and the possible significance of the study. 

Recommendations for further study are also found in this 

chapter. 
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CHAPTER 2 

REVIEW OF THE LITERATURE 

The study examines the effects of a program that is based 

on the integration of fine art activities with academic subjects 

in the regular c1assroom--The Arts Integration Program. 

Chapter 2 examines related literature. Studies relating to the 

Arts Integration Program will be described. This chapter will 

1. Describe Vygotsky's concepts of mediation, activity, 

and aesthetic response, and discuss his psychology of art 

and its relationship to education. 

2. Examine some current research in art education, 

art integration, and instrumentalization. 

3. Summarize more recent writings relating to art 

and education and literature on current trends in art 

education. 

Mediation 

The title of this dissertation, Art as Mediation for 

Learning: The Arts Integration Program, suggests that art can 

mediate learning. This idea is based in part on the concept of 

mediation put forward byVygotsky (1978). The interaction of 

the human with the environment through the use of tools or 

signs is the fundamental basis for mediation. Art, it is 
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suggested, provides mediating signs for the emotional aspects 

of life. 

In examining the child's use of external signs, Lee wrote 

that, according to Vygotsky, "action and speech are, for the 

very young child, undifferentiated parts of the same 

psychological function. .•. Gradual differentiation and 

internaJization of speech allow language to become a mediator 

for the perceptual field" (p. 80). Lee further touches on the 

role of emotion as this use of mediators evolves in the child: 

With the help of words, the child begins to 

master his attention. .. allowing the child to shift 

his attention from the ongoing situation. Instead 

of a preoccupation with the outcome of an interaction, 

the emotional thrust can now be shifted to the nature 

of solution. (p. 80) 

Developmentally, according to Vygotsky (1986), external 

objects are signaled to and manipulated. Then, signification 

occurs and the growing human is able to manipulate these 

objects internally. "The process of concept formation ..• is not 

a quantitative overgrowth of the lower associative activity, but 

a qualitatively new type .•. characterized by the immediacy of 

intellectual processes, this new activity is mediated by signs" 

(Vygotsky, 1986, p. 109). Vygotskyattempted to show that 

the child incorporates cultural tools through language, and that 

the child's affective and cognitive psychological processes are, 



therefore, ultimately determined by his social cultural 

surroundings. (Van der Veer & Valsiner, 1991, p. 358) 
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According to Kozulin (1990) an activity that is generative 

of higher mental processes is a socially meaningful mediated 

activity. Sources of mediation can be material tools, symbolic 

systems, or the behavior of another human being. Activities 

such as dance, music, visual arts, and theatre are rich sources 

of mediation. Vygotsky, Kozulin wrote, paid particular 

attention to semiotic mediators, "from simple signs to complex 

semiotic systems such as works of literature ••. " (p. 114) 

Activity systems as a basic unit for analysis of human 

behavior has been a major contribution of Soviet psychology. 

(Cole & Engestrom, 1993). Activity systems are "historically 

conditioned systems of relations among individuals and their 

proximal, culturally organized environments" (p.9). Pea 

( 1993) emphasizes a focus on intelligence as activity that is 

dynamic - not static. He views intelligence as "in activity ..• 

rather than in agents or tools." (p.79). "Persons are situated 

in the physical, artifactual, and social worlds and continually 

use and redesign them to achieve the activities they desire' (p. 

80). His recommendation for the redesign of education based 

on distributed intelligence calls for a reorientation of the 

educational emphasis "from individual, tool-free cognition to 

facilitating individual's responsive and novel uses of resources 

for creative and intelligent activity alone and in collaboration" 

(p.81). 
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Moll (1990) discusses the implications of mediation for 

education, citing the importance of activity-based as opposed to 

skills-based learning. In a Vygotskian classroom, he proposes, 

for example, that 

Reading and writing occurs in many ways, 

usually integrated as part of a broader activity .•. 

The topics and activities are very often of the 

children's own choosing. Each of these activities 

also represents a social situation where teachers 

can assess children's performance, the type of 

help they need; and whether the children are 

taking over the activity, making it their own. 

(p.9) 

The children acquire awareness and mastery of cultural 

tools and therefore "the capacity, the means for 'higher order' 

intellectual activity. Thus Vygotskian theory posits a strong, 

dialectic connection between external (i.e., social ... ) practical 

activity mediated by cultural tools, such as speech and writing, 

and individual's intellectual activity" (p.12). 

Aesthetic Response 

"At the intersection of Nature and Industry stands Art." 

(Eisenstein, 1949, p. 46) Eisenstein, the great early film 

director and associate of Vygotsky's, shared his view that art 

affords a transition between passive nature, "being," and active 

industry, "doing." Vygotsky obseIVed that art reflected "a 
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transformation of unconsdous processes into such behavioral 

and cognitive manifestations that have social form and 

meaning" (Kozulin, 1990, p. 44). 

Art, as a mediating mechanism, transforms human feeling 

into what Vygotsky called aesthetic response (Vygotsky, 1971). 

As tools of society these aesthetic responses are analogous to 

both the material tools and the semiotic devices of the artist. 

In Vygotsky's concept of cognition, art, such as literature and 

music, can provide a vehicle for the emotional aspects of life. 

Other human artifacts such as numbers and tools can carry 

factual knowledge about the environment. 

In The Psychology of Art (Vygotsky, 1971), written in the 

years 1915-1922, he began to lay the sodohistorical 

foundations of his later work. This seminal work had its 

origins in earlier writings, theatre reviews, and articles. 

Kozulin (1990) translates from the conclusion ofVygotsky's 

original dissertation, "The amalgamation of feeling occurs 

outside us with the help of social affect which is objectivized 

and materialized in the artistic devices which become the tools 

of sodety" (Kozulin, 1990, p. 45-46). 

The Psychology of Art and Education 

Vygotsky's analysis of the relationship of art and 

education divides the practical considerations of art into two 

essential parts, criticism and constructive activity. "First 

criticism as a fundamental social force, which opens the way to 
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rut, evaluates it and serves as a transitional mechanism 

between art and society" (Vygotsky, 1971, p. 253). The task of 

criticism has two parts: that dealing with the "preparation of 

the spectator or reader for the perception of the work of art" 

(p.254). And, that concerned with aesthetics, "conserving the 

effects of art as art, •.. the conservation of an artistic 

impression" (p. 255). 

Constructive activity is the second aspect of art related to 

education, according to Vygotsky. He developed this idea 

further in his article entitled, Imagination and Creativity in 

Childhood (Vygotsky, 1990) (written in 1930), in which he 

returned to these early ideas about the psychology of art. 

Vygotsky distinguished two basic forms of mental construction; 

reproductive activity, and combinatory or creative activity. 

Reproductive activity is "closely connected with memory, is 

essence consisting of a person's reproducing or retrieving 

traces of previous impressions" (p. 84). Balancing this 

reproductive activity is creative activity, "closely related to the 

human ability to deal with change" (p. 85). 

Basic processes such as perception, eidetic memory and 

arousal/habituation responses are transformed in the context 

of education to become the higher psychological functions. This 

transformation occurs "within the child's social interactions and 

through the use of culturally determined tools and symbols" 

(Diaz, Neal, & Amaya-Williams, 1990, p. 127). 
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Vygotsky posited two kinds of cognitive experience that 

support the child's psychological development. The child 

acquires everyday, or spontaneous concepts, as well as 

scientific, or schooled concepts. Each prepares the child for 

more effective encounters with the other. Vygotsky "saw 

instruction as fundamentally different from spontaneous 

learning in evetyday contexts. .. The structure of school 

learning provides the kind of cultural [sodal] experience in 

which the higher psychological processes, such as voluntary 

attention and logical memory, are formed" (Panofsky, John

Steiner & Blackwell, 1991, p. 251). 

Vygotsky wrote, "Imagination is a necessary, integral 

aspect of realistic thinking. . .. The process of invention or 

artistic creativity demands a substantial partiCipation by both 

realistic thinking and imagination. The two act as a unity" 

(1987, p. 349). Therefore, it would seem that pedagogy tnat 

recognizes this dual sociocultural context of the learner is the 

best preparation for the future. Cultural tools, such as language, 

gesture, art, and music, are first used by the child to mediate 

interpersonal and external interactions (Vygotsky, 1978). With 

practice and experience, these tools are internalized to mediate 

intrapersonal interactions. These processes promote the 

development of self-regulation and the construction of 

meaning, transcending disciplinary boundaries. 

Fine arts activities in the classroom, such as the Arts 

Integration Program lessons, allow children to manipulate 
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information in a way that is connected with their emotional 

needs. Fine arts activities, by their nature, allow performance 

to precede mastery, freeing students to engage concepts on 

their own terms and a their own level. Through critical and 

constructive activity the child exercises his or her appreciation 

for cultural expression, memory, and creativity. In the 

educational context everyday concepts and schooled, or 

academic, concepts are mediated by art. 

Art Education 

The concept of art education as we know it today can be 

traced back to England in the 18th Century where it was the 

domain of artists only. The arts have been accepted as a 

fundamental part of basic education provided by government 

since the establishment of the Royal Academy of Art in London 

in 1768 (Ashwin, 1975). The relationship between art and 

education, however, has yet to be functionally defined to 

everyone's satisfaction. Much has been written since about 

that relationship (e.g., Bruner, 1986; Dewey, 1934; Oddliefson, 

1994; Read, 1958; Vygotsky, 1971). Most who have written 

support art education in one way or another for both its 

intrinsic (Eisner, 1976) and instrumental (Hamblen, 1993) 

value to the individual and to society. 

In Education Through Art, British educator Herbert Read 

wrote, "Art should be the basis for education" (1958, p. 1) 

Science and art, Read explains, are different methods for 
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perception and imagination, explanation and representation. 

Read proposes "the integration of all biologically useful 

faculties in a single organic activity" (p.1.) That activity would 

be education, "the fostering of growth .•• made apparent in 

expression-audible or visible signs and symbols" (p. 1). He 

takes the broadest definition of the utility of art. "The aim of 

education is the creation of artists-of people efficient in the 

various modes of expression" (p. 11). 

A strong movement in the field of art education is known 

as discipline-based art education (Greer, 1984). Discipline

based art education calls for the establishment of an art 

education department in each school, much as there would be 

an English department or an history department. The art 

department would provide a curriculum of art history, art 

criticism, studio art, and aesthetics (Greer, 1984) and would 

strive to be democratic and integrated into the school's 

program (Ecker, 1966; Smith, 1987; Villernain, 1966). 

Based on work in the areas of cognitive and 

developmental psychology (Eisner, 1987b), discipline-based art 

education has strong proponents in the field of art education. 

However, the state of education financing in this COUiltry makes 

the establishment of independent departments of art education 

very unlikely. This doesn't make art education any less 

important. As discussed above, art in education provides the 

mediation for learning and affective development. However, 

classroom teachers will continue to bear the responsibility for 
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art in the curriculum, without spedalists for the most part, for 

some time. It is the teachers, not the administrators, or the 

policy-makers, who will implement any program or curriculum 

in the classroom. The classroom teacher will continue to need 

support and encouragement to provide fine arts experiences in 

the classroom context. 

There has been major institutional support for the re

emphasizing of arts in the reform of education: The J. Paul 

Getty Trust supports research and writing on disdpline-based 

arts education (Greer, 1984). The John D. and Catherine T. 

MacArthur Foundation supports the creation of arts-integrated 

schools (Sautter, 1994). The National Endowment for the Arts 

(Fowler & McMullan, 1991), the American Council for the Arts 

(Remer, 1990), the National Arts Education Research Center 

(Leonard, 1991), the Center for Arts in the Basic Curriculum 

(Oddliefson, 1990), the National School Boards Association 

(1992), and the President'S Committee on the Arts and 

Humanities (Williams, 1991) have all advocated for the greater 

inclusion of the arts in education, be it discipline-based, arts 

integration, artists in reSidence, or viSiting artists' programs. 

Yet, many school boards, prindpals, teachers, and parents are 

not persuaded to make the suggested changes. 

Several authors have presented arguments for the 

further inclusion of art in the classroom. For example, Kirby 

and Kuykendall (1991) characterized a classroom as a studio in 

their chapter entitled "Thinking like an artist" (p. 81-98). 
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The point is not to do superfidally artsy things in 

mathematics, science, English, social studies, et al, ..• 

[The challenge is] to engage the artist's processes of 

thinking and, .•• dig beneath the activity level to the 

mental operations that activity develops. The question 

then becomes: How can I help students develop those 

powerful ways of thinking within the framework of my 

own subject? (p. 92) 

A strong case for music in schools (Miller & Coen, 1994) 

emphasized the disdpline and cooperative learning associated 

with music performance. They concluded, "No matter what it 

may do for the intellect," they state, "a student's education is 

impaired if it does not also touch the soul, and music can be the 

key ... " (p. 461). 

Art Education Research 

Perhaps the hesitancy on the part of schools to institute 

changes to support art education is due to a lack of research on 

the effects of art education on learning. Although there is a 

pattern of positive evaluation of the connection between arts 

and learning, Sautter (1994) reports, "This body of research 

does not demonstrate firm, cause-and-effect conclusions about 

the effectiveness of the arts in stimulating learning" (p. 433). 

In addition, difficulty in defining the term "art" makes the 

subject somewhat slippery. Gehlbach (1990) argues that the 

relative under-representation of fine arts in curricula and 
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research studies is due to the lack of an agreed upon definition 

of art (Gehlbach, 1990). However, his suggestion that art as 

visual communication be adopted as the universal definition is 

somewhat restrictive. (Another, broader definition of art is put 

forward by Suzanne K. langer, in Mind: An Essay on Human 

Feeling (1967). "The artist's most elementary problem is the 

symbolic transformation of subjectively known realities into 

objective semblances that are immediately recognized as their 

expression in sensory appearances" (p. 157)). 

A monograph, published by the Kentucky Alliance for 

Arts Education (Mclaughlin, 1990) entitled Building a Case for 

Art Education, included an annotated bibliography of recent 

research. Eighty-eight sources were cited dating from 1966, 

including reports of qUalitative and quantitative research on 

dimensions of art and other variables; journal articles based on 

research on the arts and art education; writings of well-known 

education and arts researchers; and evaluation of arts projects 

and programs. 

Some of this research dealt with issues similar to those in 

the present study. For example, Michel and Farrell (1973) 

showed a relationship between music performance skills and 

self-esteem among boys who were identified as having 

learning and behavior problems. Also, Myers (1983) took an 

anthropologist's look at an improvisational drama program. 

Factors that emerged from that study of the students' ability to 
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create and improvise were: cognitive and social development, 

regional context, school culture and the role of the teacher. 

Fine art experience encourages the development of 

perceptual skills and conventions, flexibility, and literacy 

(Eisner, 1987). Evidence supports the benefits of creative arts 

experiences in the general school curriculum (Gardner, 1982). 

Gardner identifies seven distinct human intelligences, most of 

which are ignored by much current educational practice: logic, 

interpersonal, intrapersonal, musical, verbal, spatial, and 

kinetic. Many of these intelligences are the direct or indirect 

domain of the arts (Gardner, 1983). 

A few small studies support the inclusion of art education 

in the curriculum. For example, in a 1980 study it was shown 

that experience with the arts helps students improve their self

esteem and interpersonal relationships (Raising student 

expectations,1980). Other earlier research showed that arts 

education contributes to academic competence and personal 

creativity for students with learning disabilities (Smith, 1980). 

A study in an inner-city school showed that contact with the 

arts helped to develop basic academic skills, such as perception 

and the ability to deal with abstractions, for disadvantaged and 

minority students (Webb, 1982). 

Few researchers are looking at a..-ts integration as 

exemplified by the Arts Integration Program. However, there 

have been studies that support the general hypothesis of this 

study. Hamblen (1993) has reviewed research that supports 
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art education for instrumental outcomes. Instrumental 

outcomes are defined as results that are beyond the direct 

skills and knowledge acquired. Hamblen noted that a number 

of researchers found increased reading scores in an arts 

curriculum, and that certain interventions showed 

improvement in eye-hand coordination, attention span, and 

self-perception. In addition, Hamblen noted qualitative studies 

that have documented effective programs for students that 

require active involvement in concrete activities. 

Chapter 2 has reviewed literature related to the present 

study in the areas of the Vygotskian concepts of mediation and 

aesthetic response, and the psychology of art, examined some 

current research in art education, art integration, and 

summarized more recent writings relating to art and education 

and literature on current trends in art education. Chapter 3, to 

follow, will explain the research design and methodology used 

in both phases of this study. Chapter 4 presents the results 

from the first phase of the study. Chapter 5 presents the 

results of the second phase of the study. Chapter 6 discusses 

possible implications of the findings. 

, 
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CHAPTER 3 

RESEARCH DESIGN AND METHODOLOGY 

Chapter 3 describes the research design and procedures 

used during this descriptive and quaSi-experimental study of 

the Arts Integration Program in two phases (AlP I and AlP II). 

The purpose of this chapter is to 

1. Describe the Arts Integration Program and the 

lesson outlines used. 

2. Describe the participants, their schools, and their 

teachers. 

3. Describe the instruments used in each stage and 

explain the qualitative and quantitative techniques used 

to gather data and the time line for the study, 

4. Explain the methods used for analysis of data 

collected. 

In order to examine a question about the effects on the 

classroom learning environment of a series of lesson plans 

involving students in fine arts experiences, a systemic 

approach is appropriate. Bronfenbrenner (1977) called for 

such a methodology of experimental ecology for the study of 

human development. An experiment performed to analyze a 

system as well as for hypothesis testing that studies the 
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accommodation between person and the surrounding 

environment would find that "divergence due to experimental 

intervention may not only affect differences in average 

response but in the total pattern of relationships and in 

underlying processes that they are presumed to reflect" (p.17). 

Another way to look at the qualitative/quantitative debate, 

suggested by Salomon (1991), is as a systemic/analytic 

dichotomy. A systemic study is a big picture look at a 

phenomenon that may use a combination of quantitative and 

qualitative research methods as needed. Its corollary is the 

analytic study, which attempts a smaller, more focused and 

testable, picture. An analytic study may use either qualitative 

or quantitative investigative methods of study as well. 

Research methods used are determined by the question asked. 

The author acknowledges that more things are going on 

in the system of redprocal subsystems that are physically and 

sodally perceived in the classroom than can be measured. This 

holism was an important part of Vygotsky's work in Mind in 

Society (1978). "Vygotsky argued against reducing the 

phenomenon of interest into separate elements studied in 

isolation" (Moll, 1991, p. 6). Moll suggests that we pursue the 

study of whole activities, based on what Vygotsky called 

dialectical study. "A psychology that decomposes verbal 

thinking into its elements in an attempt to explain its 

characteristics will search in vain for the unity that is 

characteristic of the whole" (Vygotsky, 1987, p. 45). In 



reconstruction, he continued, the investigator "is left with no 

alternative but to search for external, mechanical forces of 

interaction between elements" (p. 45). 
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For this study, the classroom system, consisting of the 

interacting teacher, physical environment, students and their 

perceived self-efficacy, attitudes, and linguistic domain in an 

atmosphere special to the micro-culture of each class will 

represent that complex system of variables that we wish to 

consider, and out of which make meaning. 

The Arts Integration Program 

One of the most successful programs offered by the 

Tucson-Pima Arts Council, the Teaching Essential Skills Through 

Arts Integration Program, has been used in over 70 classrooms 

in southern Arizona for four years. Lesson plan books have 

been prepared and refined in four arts disciplines: music, 

dance, theatre art, and visual a..rts. The lessons are designed to 

provide methods for teachers to integrate fine art activities 

with traditional school subjects such as math, science, social 

studies, and language arts. 

The Arts Integration Program was begun four years ago 

in response to ascertained needs in southern Arizona schools 

(Arizona Commission on the Arts, 1988). Those needs were 

1) A lack of training in the arts expressed by a 

majority of K-8 teachers in self-contained 

classrooms. 



2) The reduction in support for arts specialists in 

school districts in southern Arizona. 
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3) A related scarcity of art supplies or equipment for K-8 

students (Arizona Commission on the Arts, 1988) 

Arts specialists from the Tucson-Pima Arts Council, art 

educators, teachers, and arts administrators developed four 

Arts Integration manuals that contain lesson plans combining 

music, dance, visual arts and theatre with core curriculum 

subjects. The manuals contain lessons and units designed to be 

used by classroom teachers. The manuals contain descriptions 

of the lesson plans, lists of materials needed, suggested 

procedures for integration, and objectives. 

The Tucson-Pima Arts Council also provided training, 

classroom demonstration lessons and other support. Prior to 

the start of the research semester, the participating teachers 

were given a two-day workshop in arts integration techniques 

based on the Arts Integration Program lessons conducted by 

the artists and art educators who were the authors of the 

lesson plans. These artist/authors visited each class at least 

twice during the semester to demonstrate a lesson for the 

teachers. 

Before the start of the spring semester in the first year of 

this study, the four fourth grade teachers who volunteered to 

participate in the Arts Integration Program were given the 

lesson plan books. Subsequently, they each attended six to 

eight hours of in-service training with the arts specialists who 
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introduced them to the lessons and activities and gave them 

experience with some of the materials and techniques. The 

arts sped.alists in each area then visited the teachers' 

classrooms during the semester and demonstrated lessons that 

they and the teachers had chosen. 

Using these lessons involved a change in the usual 

classroom learning environment for all of these teachers. 

Subject matter that might have been approached as discrete 

and separate bits of information was integrated through the 

medium of fine arts experience with activity, feeling and 

emotion that are a part of art experience. In the Mayan math 

lesson, for example, musical activities help to teach different 

number-based systems, as well as social studies and history. 

The gravity lesson involves the students in dance and 

movement to demonstrate concepts from physics. Lessons 

based on role playing and mime have the objective of exploring 

human relationships. A unit on heraldry includes activities 

involving design, literacy and history. 

The Arts Integration Program's lesson plans are 

published as four booklets by the Tucson-Pima Arts Council. 

They consist of a series of related lesson outlines in each of 

four arts disciplines: dance, music, theatre, and visual arts. 

Each lesson ha.s specified essential skills emphases that include 

academic as well as artistic goals. Teacher guidelines briefly 

explain the object of the lesson. The process of the lesson or 

activity takes up most of the two or three page lesson outline. 
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Phase One 

Phase one of this two-year study combined qUalitative 

and quantitative research methods to answer three questions: 

1. Can students learn core curriculum concepts in math, 

science, social studies and language arts from the Arts 

Integration Program's lessons as measured by content-based 

testing? 

2. Does the Arts Integration Program have a measurable 

effect on participating fourth grade students' perceived self

efficacy, attitudes and linguistic domain in terms of art and 

scholastic activities that are different from those of similar 

students who do not participate in the program? 

3. Do teachers who participate in the Arts Integration 

Program report or demonstrate change in their attitudes and 

perceived self-efficacy with regard to integrating the arts into 

their classroom? 

The initial research direction was to attempt to quantify 

the effects of certain Arts Integration Program lessons in 

language arts, math, science, sodal studies and physical 

education using each of the four disciplines (dance, theatre, 

visual arts, and music). Students were tested in core 

curriculum concept knowledge during a one-semester long 

application of the program. The instruments used consisted of 

content-area tests administered before and after each of eight 

target lessons. Examples of these tests, which were created 



with input from the authors of the lessons, are found in 

AppendixA. 

38 

The target lessons were chosen from the most successful 

lessons in each arts discipline. Over the four years since 

beginning the program, teacher evaluations had shown certain 

lessons to be more effective than others. The eight target 

lessons, with a brief description,were 

1. Mayan math and music: This lesson outline 

involved an exploration of the music of the Maya and its 

relationship to counting, astrology, religion and culture. 

A complete description of this lesson follows this section. 

2. Making your own musical instruments: The 

purpose of this activity was to gain an understanding of 

the physics of music through making one's own rhythm 

instrument. 

3. Say it like you're ... : This exercise gave the 

children experience in role-playing using the voice and . 
the body as tools to convey a meaning. 

4. Parent/child themes: Meaningful role-playing was 

based on the students' home experiences. 

S. Pollution1ess sculpture: This activity investigated 

the relationship between use and waste through art. 

6. Heraldry: Learning and applying principles of 

design and symbol that teach about medieval life. 



7. Gravity: Through dance and movement, the 

children increased their awareness of the physical 

world. 
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S. Energy: This movement lesson helped the students 

understand how their body works. 

For example, the Mayan Math and Music lesson is one of 

35 lesson outlines contained in the Tucson-Pima Arts Council's 

Arts-In-Education pilot program booklet entitled "Music" 

(Ashcroft, 1990), a part of the Arts Integration Program. The 

booklet was written for teachers and discusses in the 

introduction the teacher's role in creating an environment 

where children can be comfortable responding with their 

voices and instruments. The lesson outlines are written for 

certain grades or groups of grades, for example, some are for K-

1, others for 2-4, 5, etc. The Mayan Math and music lesson is 

written for grade 4. 

The lesson outline begins with an estimate of the time 

needed for each lesson, 30 minutes in this case. The space 

requirements for the lesson are also given along with the 

materials needed and objectives. The Mayan Math and Music 

lesson outline has no spedal space requirements; it can easily 

take place in a classroom. The materials required are standard 

classroom instruments, such as rhythm sticks, triangles, 

maracas, a piano, etc., and 29 small stones and 17 small sticks. 

The objectives for the lesson are, in math: 

Use nonstandard units of measurement; read and 



write numbers representative of objects grouped by 

100's, 10's and 1 IS; interpret word problems by using 

role playing, pictures, and models. In social studies, 

describe and compare ancient and modern civilizations. 

In music, identify patterns. (1990, p. 103) 

40 

The lesson outline gives the teacher a brief introduction 

to the Mayans' music and mathematics and begins with a 

demonstration of the Mayan method of number representation 

using the sticks and stones mentioned above. The students use 

this system to generate larger integers and do sums. 

Next, a rhythmic pattern associated with a Mayan song is 

introduced. Children clap the pattern to learn it and add their 

instruments as it is mastered. The children are then asked to 

reflect on the song and determine its rhythmic components. 

Using Mayan Math, as introduced above, they count the 

number of measures and notes. When the words and melody 

are introduced with a phonetic pronunciation guide the 

children learn to sign the Mayan song. The lesson suggests a 

musical introduction and a coda that can be created with the 

rhythm instruments. 

At the conclusion of the lesson outline is a discussion and 

evaluation section which proposes several follow-up activities 

based on this lesson. Teachers can choose from these activities 

those which best fit into their classroom. For example, students 

may do more math based on the Mayan system, investigate the 
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Mayan calendar, write a poem about the Maya, or create new 

rhythmic patterns. 

In addition to the Content Area Tests, the students' 

perceived self-efficacy, attitudes, and linguistic domains were 

measured at the beginning and end of the semester. The 

Perceived Self-Efficacy, Attitude And linguistic Domain 

Questionnaire was administered at the beginning and end of 

the semester. This questionnaire is found in Appendix B. 

Teachers were observed using the lessons in their 

classroom with their students. Structured interviews were 

conducted at the beginning and end of the semester with each 

of the teachers (Spradley, 1979). Teachers were asked about 

their experience as teachers and with the arts in general, also, 

they were asked if they had any particular arts experience that 

they thought would be useful in this program. Finally, they 

were asked how they saw the role of art in education. 

Participants 

A total of 140 fourth graders and six teachers in five 

schools in southern Arizona participated in the first phase of 

this study (See Table 1). Teachers participated in the Arts 

Integration Program voluntarily. Students represented a 

heterogeneous range of abilities as measured on the Iowa Test 

of Basic Skills-Verbal reports (lTBS) scores from which are 

available on all schools in this study. Table 1 shows the 

cumulative scores for all fourth graders in each school and 



gives the average for each district. The individual averages 

show a normal distribution of scores within each class. 

TABLE 1. AlP I School and District ITBS Scores 

School 

A 

District avg. 

B 

District avg. 

C 

District avg. 

D 

District avg. 

District and School 
Fourth Grade ITBS Scores 

R 
..5. T 

34%* 41% 

59% 58% 

51% 62% 

45% 48% 

60% 56% 

35% 38% 

48% 46% 

48% 47% 

Math 

40% 

57% 

62% 

47% 

47% 

42% 

40% 

42% 

*33% of national scores were lower, 66% were higher. 

Source: Tucson Citizen, January 15, 1994 
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Table 1 shows average test scores (Reading scores, 1994) 

for reading in the four experimental schools as representative 

of the range of the 85 schools in the four school districts 

partidpating. School A had low scores in reading, language, 

and math, while its district had the highest averages of the four 



districts shown. School C had the highest indivisual school 

scores in a district that had the lowest averages overall. 

Fourth graders were chosen for this study for three 

reasons: 

1. According to records of teacher surveys taken by 
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the Tucson-Pima Arts Council over the first three years of 

the program, the Arts Integration Program lesson plans 

have been successful when used with children in this age 

group (9-11 years). 

2. Students of this age are generally verbal and able 

to deal with questionnaires more easily than younger 

students. 

3. In the experience of the investigators, the 

program~s developers, and the participating teachers, 

children of this age group are more enthusiastic about 

school, more cooperative, and more likely to participate 

than older children. 

Schools 

Schools were chosen from those whose principals and 

teachers expressed an interest in participating in this special 

Arts Integration Program research study. Each school is in a 

different school district. The schools represent the socio

economic range of this large metropolitan area in southern 

Arizona. Table 2, below, gives the total enrollment and the 

percentage for each school, the percentage of supported or free 
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lunches for each district and district size. School D is the 

smallest school, located in a small school district in a rural area 

outside the main population center. School B is located in an 

upper middle class urban residential neighborhood. School B is 

in one of the largest school districts in the u.S. School A is in a 

less affluent urban residential neighborhood. School A had just 

been completely re-staffed by its district. Ninety percent of 

the students in School A qualify for the free or supported lunch 

program. School C is bi-lingual Spanish and the school is 

committed to a back-to-basics program. One of the two 

comparison classes, Class E, was located in School B, as is a 

participating class (Class B). The second comparison class was 

located in a fifth school. Due to an administrative problem no 

post test data was taken at this site. 

Table 2 gives the enrollment, percentage of students in 

the supported or free lunch program, the percentage of 

supported or free lunch in each school's district, the number of 

schools in each school's district and the number of teachers in 

that district 



45 

TABLE 2. AlP I: School Demographics 

S!;:hQQl 

A 

B 

C 

D 

School Size, Lunch Program Participants and 
Number of Teachers in District 

NYmb~rQf LYD~h District NYmb~rof NYmb~rQf 
S11ldents prQl:ram pen:enta~e SChQQlS Thachers 

* 
480 90% 28% 11 790 

481 48% 44% 60 3400 

600 59% 56% 12 792 

165 33% 47% 2 128 

* % of students who qualify for free or supported lunch 

Table 2 shows the relative socio-economic status of the 

four schools in this study based on the percentage of children 

who qualify for free or supported school lunch programs. 

School A had the highest percentage--90%, while its district 

had the lowest--28%. School C had the lowest percentage 

qualified--33%. Table 2 also shows the relative size of the four 

schools and their districts (Reading Scores, 1994). District B, 

with 60 schools, is one of the largest in the country, while 

District D has only two schools. 
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Teachers 

Participating teachers, all new to the Arts Integration 

Program, had a variety of backgrounds, lengths of service, and 

experience in the arts. Four teachers agreed to participate in 

the arts Integration Program for one semester. Two additional 

teachers agreed to allow us to use their fourth grade classes for 

comparison testing with the Perceived Self-Efficacy, Attitude, 

and linguistic Domain Questionnaire, and to be interviewed 

themselves at the beginning and end of the semester. One of 

the comparison class teachers was in the same school as one of 

the participating fourth grades, and the other initial 

comparison class was in another school that did not have the 

program. The extent of teaching experience and professional 

development in this group of educators varied from none to 

twelve years. Each teacher had his or her own particular 

relationship to art. For example: Teacher A was a practicing 

visual artist; Teacher C, a museum goer; and, Teacher D was 

someone who reported enjoying art as relaxation. Participating 

teachers were asked to implement the Arts Integration 

Program's lesson plans in their classes, specifically, the targ~t 

lessons chosen for testing. They were also asked to allow the 

investigators time to work with their class, to assist with the 

content area testing, to keep journal records of their experience 

with the program, and to participate in the pre- and post

semester interviews. 
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Table 3 shows the teacher's length of service, and their 

report of arts experience and interests based on interviews. 

TABLE 3. AlP I: Teacher Experience 

IeachersL Years Qf 
Art Interests & EX12erience School ...,. . 

l/A 10+ years Painting, music, carving 

2/B 1st year Photography, architecture 

3/C 12 years Crafts, music appreciation 

4/D 10+ years Crafts, sewing 

SIB 
10+ years Music listener (control) 

Table 3 shows the experience and interests of the 

teachers from the four experimental or patrtidpating dasses 

and the control class. 

Content Area Tests 

The first research question asked in year one of this 

study was: Can students learn core curriculum concepts in 

math, science, soda! studies and language arts from the Arts 

Integration Program's lessons as measured by content-based 

testing? 
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In order to answer this non-comparison, gain score-based 

question, a Content Area pre- and post-test for each target 

lesson was created. The researcher, with input from the 

designers of the lesson plans, used questions based on the 

stated educational objectives of the Arts Integration Program 

lessons. Five to eight questions were asked in each Content 

Area Test (sample Content Area Tests are found in Appendix 

A). 

These tests were intended to determine if the academic 

subject matter contained in the lesson activity was carried 

tbrough to the children. For example, before and after the 

target lesson entitled Mayan math and music, which uses music 

to demonstrate the Mayan counting system and leads to a 

lesson in Mayan culture, students were asked to take a short 

test. This Content Area Test conSisting of math and social 

studies questions about base ten and base twenty numbering 

systems, and other related aspects of Mayan culture, was given 

the day before the lesson by the researcher. The same test was 

given the day after the lesson was completed. These tests were 

designed to determine whether the Arts Integration Program's 

lesson activities, in this case, counting in the Mayan system, 

clapping in a typical Mayan rhythm and learning a Mayan song, 

provided the children with a learning experience in math and 

sodal studies that could be evaluated. 
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Perceive Self-efficacy, Attitude, and Linguistic Domain 
Questionnaire 

The second research question asked in year one of this 

study was: Does the Arts Integration Program have a 

measurable effect on participating fourth grade students' 

perceived se1f-efficacy, attitudes and linguistic domain related 

to art and scholastic activities different from similar students 

who do not participate in the program? 

In order to answer this question, the Perceive SeIf

efficacy, Attitude, and linguistic Domain QJ.lestionnaire (Betts & 

Hicks, 1992) was adapted from Salomon's (1991) instruments, 

which were developed for the study of the Writing Partner II, 

a computer-based composition class for middle school students. 

The Perceive Se1f-efficacy, Attitude, and linguistic Domain 

QJ,1estionnaire (see Appendix C) consists of 39 items presented 

in a variety of graphic designs intended to engage the students' 

interest in the task of recording in their responses. The 

questionnaire has been designed to obtain information about 

each student's perceived se1f-efficacy (how well they thought 

they did in school subjects and the arts) and their attitudes 

about the arts and about school (whether they liked or looked 

forward to certain activities). The questionnaire also generated 

word lists to determine the linguistic domain in which the arts 

reside for each class. In pilot tests of the questionnaire, 

reliability has been high (alpha = .89). The questionnaire asks 

the students to report: 
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1. The degree to which they are confident about their 

abilities in four arts areas: dance, theatre arts, music and 

visual arts. 

2. Their attitudes about art in general and the four art 

areas: dance, theatre arts, music and visual arts. 

3. Their feelings of self-efficacy in terms of core-

curriculum areas in school: math, science, physical 

education, social studies, and ianguage arts. 

4. Their experience in, and expectations for instruction 

in the arts both in and out of school. 

5. The language they use to describe the arts as a 

linguistic domain. 

6. The language they use to express concepts about 

the importance of learning about the arts. 

The administration of the Perceive Self-efficacy, Attitude, 

and linguistic Domain Questionnaire by the investigators took 

approximately fifty minutes of class time. The questionnaire 

consists of three major portions: a linguistic domain 

assessment, a series of likert-scaled questions, and a class 

brainstorming activity similar to focus group research. 

Linguistic Domain. The first question, "What are the 

arts?" was on a top page by itself on the Perceive Self-efficacy, 

Attitude, and linguistic Domain QJ.1estionnaire. It was 

administered without discussion and before the main 

questionnaire forms were revealed. This initial definition 
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query was chosen based on the questions raised by Gehlbach 

(1990) about the problem of there being no agreed upon 

definition of art. The rest of the Perceive Self-efficacy, 

Attitude, and Linguistic Domain Questionnaire reflected the 

Arts Integration Program's emphasis on music, dance, visual 

arts, and theatre ailS as defining the arts. When the students 

finished their definitions, before going on with the remainder 

of the Perceive Self-efficacy, Attitude, and linguistic Domain 

Qllestionnaire, these sheets were collected This data gathered 

at the beginning and end of the semester was used to analyze 

the students' linguistic domain related to arts and education 

and any change in that domain over the course of the semester. 

Children organize objects in their world according to 

categories that are held by their culture to be useful or 

important. "Children approach the learning of categories and 

category items with biases, predispositions, and assumptions 

that restrict the range of possibilities and often lead them to 

fast learning" (Markman, 1989, p. 232). language that these 

children used to describe the arts may show something of how 

the arts fits into this fourth grade culture. Further data related 

to linguistic domain were collected in the brainstorming, or 

focus group, activity, discussed below. 

Brainstorming. The last question on the Perceived Self

efficacy, Attitude, and Linguistic Domain Questionnaire 

involved a brainstorming activity based on students' 
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perceptions of the importance of art. Groups of three to five 

children were asked to focus on the question "Why is it 

important to learn about the arts?" This question is taken from 

the 1978 First National Assessment of Art survey of attitudes 

about art. (Education Commision of the States, 1978) In the 

brainstorming process, a recorder, chosen from each group, 

wrote down the group's suggestions without editing on a large 

sheet of paper. Each group's results were then posted in front 

of the room and shared with the entire class. In the last step, 

each individual was asked to select from entire class's product 

what seemed most important to him or her. 

This activity is not a test of memory but, rather, an 

indication of attitudes and perceptions held. This question 

addresses attitudes toward art by providing students with a 

way to access inert knowledge (things that are known but not 

recalled in a given setting, a common problem for children as 

well as adults). The idea lists generated by the small groups 

served as memory support for the individual students, 

enabling them to provide reasons for learning about art that 

are important to them rather than limiting their answers to 

what they can remember at the time. The lists of reasons for 

learning about art generated by the class, as well as the 

individual students' choices, were considered data relating to 

the Arts Integration Program. 
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Perceived Self-efficacy & Attitude. The major 

portion of the Perceive Self-efficacy, Attitude, and linguistic 

Domain Questionnaire consisted of scaled response questions 

about the student's experiences with the arts in and out of 

school, their belief in the usefulness of the arts in learning 

about school subjects, and their perceived self-efficacy and 

attitudes about art and school. One section of the 

questionnaire, for example, offered a range of happy-to-sad 

faces to choose from. These were easily translated to a likert 

scale for scoring. Another section asked students to use an 

applause meter to show how well they report that they do in 

various topics. QJ,testions were chosen for both negative and 

affirmative responses on important topics. Some questions 

were also included to determine the mindfulness of the 

students in responding to the questionnaire tasks. 

The Perceived Self-Efficacy, Attitude, and Linguistic 

Domain QJ,testionnaire pretests were administered in January 

1993. The 150 or so students in the four experimental and two 

control groups had an average age of 9.57 years, with a 

standard deviation of .54. The oldest was eleven at the time of 

the testing and the youngest children were nine. 

Some of the questions were aimed at understanding the 

role of art in the students lives. For example, in QJlestions 3 

and 4 in Figure 1 below: 



FIGURE 1. Questionnaire Items 3 and 4 

3. Have you ever taken these classes outside 
of school? 

a. acting classes 
h. music classes 
c. dance classes 
d. drawing classes 
e. art classes 

YES NO 

4. Do the arts help you learn ... 

YES NO 
a. math ----- -----
h. science ----- -----
c. reading and writing ----- -----
d. social studies ----- -----
e. P.E. 

~ ... ~-- -.~--~~ 
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Students were asked in Qj1estion 5 how important they 

thought the Arts were to their future. Question 6 asked about 

the importance of learning about other cultures. These 

questions offered the students a choice of one or two thumbs 

up or thwnbs down symbols that translate to a likert scale. 

Figure 2, below, shows the actual question from the Perceived 

Self-Efficacy, Attitude, and Linguistic Domain Questionnaire. 
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FIGURE 2. QJlestionnaire Item 5 

5. How important are THE ARTS for your future? 

most im&rtant . 

a. ~ A b. ~ 
least important 

c. ~V dV e.Q9 
(circle one) 

Figure 3. QJlestionnaire Item 6 

6. How important is learning about THE ARTS of other 
cultures in understanding those cultures? 

most &rtaDt . least important 

a. ~ b. ~ c. ~ V d V e. Q Q 
-<circle one) 

QJlestion 10 (in Figure 4, below) asked students to rate 

how much they had learned about the Arts outside of school on 

a 5 point scale that ranges from everything to nothing. 



FIGURE 4. Questionnaire Item 10 

10. How much have you learned about THE ARTS 
outside of school up until today? 

D 8111!rythlng 

D a lot 

Dsome 
D notnu:h 

D nothing 

S6 

A complete copy of the Perceived Self-efficacy, Attitude, 

and Linguistic Domain Questionnaire is found in Appendix C. 

Control Group. For the Perceived Self-efficacy, 

Attitude, and linguistic Domain Questionnaires, two classes of 

similar fourth graders were initially recruited as comparison 

groups. These teachers were asked to cooperate with the study 

by allowing their children to take the questionnaire and 

themselves ~o be interviewed at the beginning and end of the 

semester. One comparison class was loca.ted in a school that 

also had a participating class. The other comparison class was 

located in another school that did not. (This second class was 

unable to participate in the entire program of study, therefore 
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the comparison class, or control group, consisted of one class.) 

The activities of the comparison classes were not specified but 

did not include the Arts Integration Program. Other arts 

activities did take place in the comparison classes, but no 

extraordinary program was in use. 

Teacher Interviews 

The third research question of the initial phase of this 

study was: Do teachers who participate in the Arts Integration 

Program report or demonstrate change in their attitudes and 

perceived self-efficacy with regard to integrating the arts into 

their classroom? 

The ultimate focus of the Arts Integration Program is on 

teachers and on their ability to integrate fine arts experiences 

into their classrooms. In order to answer this research 

question and in order to better understand the results of the 

Perceived Self-efficacy, Attitude, and linguistic Domain 

Questionnaire and the Content Area Tests with the fourth 

graders, structured interviews (Weller & Romney, 1988) were 

conducted with the participating and the comparison teachers 

before and after the semester. Teachers were asked to keep 

journals recording their experiences with the Arts Integration 

Program lessons. Observations of the teachers' use of the 

lessons were scheduled. In addition, regular communications 

by letter and phone during the semester between the teachers, 

the investigators, and the arts administrators about their 



ongoing experiences with the program in the classroom were 

recorded. 
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The structured interviews consisted of a series of 

questions addressed to each teacher. In addition to 

biographical and job history information, the teacher intexview 

protocol asked about the following areas: 

1. Their concept of the arts 

2. The role of art in education 

3. The importance of art education 

4. The usefulness of the arts in teaching core 

curriculum subjects. 

5. How well did the Arts Integration Program 

experience fit each teacher's expectations for 

themselves and their students? 

Probes based on the initial interview, teacher journals, 

and other contacts during the semester were incorporated into 

the:final interview. 

Procedure 

The coordination of people and lessons in this study was 

complex. Of course, highest priority was given to the teachers' 

preferences. First, the eight target lessons never fit totally into 

a what anyone teacher might ordinarily have been 

concentrating on with his or her class. Second, was the decision 

to have the demonstration lesson in each arts discipline (i.e., 

music, theatre, visual arts, and dance) take place between the 
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two target lessons scheduled in that art disdpline. This 

investigator, with an associate and a research assistant, 

acconunodated classroom and individual schedules and changes 

during the semester. The five schools in four school districts 

are separated by twenty or more miles in some cases. In Table 

4, below, the procedure is graphically presented, showing the 

sequence of pretest and posttest for each target lesson in the 

partidpating classes. 

TABLE 4. AlP I: Procedure--Content Area Testing 

AlP I Procedure 
Content Area Tests 

Experimental Group 
(classes A,B,C, & D) 

(no comparison 
groups) 

day 1 day 2 day 3 
Pre- target Post-
test-------> lesson -----> test 

(Energy) 

*Two tests in each of the four arts disdplines, 
music, dance, theatre, and visual arts. 

Each class was given the Content Area Test for the target 

lesson in each arts diSCipline the day before and a day or so 

after the target lesson was taught. Each class followed eight 

Arts Integration Program target lesson outlines, two from each 

arts discipline. 
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Table 5, below, shows the sequence of pretest and 

posttest for the Perceived Self-Efficacy, Attitude, and linguistic 

Domain Questionnaire in all classes including the comparison 

class. 

TABLE 5. AIP I: Procedure-Questionnaire 

AlP I Procedure 
Perceived Self-Efficacy, Attitude, and linguistic Domain 

Questionnaire 

January 

Experimental Groups 
(classes A,B,C,& D) 

Questionnaire----------> [AlP] ------------>Questionnaire 
pretest [lessons] posttest 

Comparison Group 
(classes E & F) 

Questionnaire---------> [no AIP]---------->Questionnaire 
pretest [lessons] posttest 

Data Collection 

Data was collected in the following manner by the 

researcher and two assistants, both doctoral students in the 

Department of Language, Reading and Culture, College of 

Education: 
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1. Curriculum-based content area testing was done 

with students in the participating classes before and 

shortly after each of eight Arts Integration Program 

target lessons. These tests are referred to as the Content 

Area tests. This investigator and! or a research associate 

administered the pretest on the day before the Arts 

Integration Program target lesson was given. The 

posttest was administered on the following day, 

sometimes by the classroom teachers. 

2. Perceived self-efficacy, attitude, and linguistic 

domain questionnaires, based on student concepts of the 

arts and their role in school were administered to the 

experimental and non-partidpating comparison classes 

before and after the Arts Integration Program semester 

by this investigator and an assodate. 

3. Interviews were conducted before and after the 

semester by this investigator with each teacher. The 

teachers in the comparison classes were inteIViewed at 

the start of the semester. 

4. Communications and some journal entries that were 

made by the partidpating teachers were collected by this 

investigator after the semester. 

s. Observations of classroom activities were made and 

recorded by this investigator, research assodates, visiting 

artists, and Tucson-Pima Arts Council staff during the 

course of the semester. 
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Time Line 

This first year of the research program focused on one 

Spring semester of Arts Integration Program intervention. Fall 

semester provided time to prepare the study, the program. was 

implemented in the classroom during the second semester, and 

summer was the time for analysis. The study was designed by 

the researcher in collaboration with the Tucson-Pima Arts 

Council basd on a grant from the Arizona Arts Education 

Research Institute. The January meetings induded the 

researchers, the teachers, the Tucson Pima-Arts Council Arts 

Education staff, and the art specialists who had developed the 

lesson plans. Table 6, below, shows the chronology of the 

Phase One semester-long study, including the planning and 

preparation. 
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TABLE 6. AlP I: Time Line 

AlP I: Phase One 

September, -Planning, researc.h design, development, and 
December piloting of instruments. 

-Scheduling 

January -Initial meeting of the participants 
-Initial teacher interviews conducted. 
-Teachers receive two-day in-service training with 

the staff and arts specialists. 
-Pre-test Perceived Self-efficacy, Attitude, and 

linguistic Domain Questionnaire administered 
(schools A, B, C, D, U & P). 

March, April -Eight target lessons taught. 
-Classroom Observations begun-Content area pre-

tests in each class within two days of each 
target lesson. (Schools A, B, C & D). 

-Arts Specialist classroom demonstration lessons. 

April, May -Perceived self-efficacy, attitude, and linguistic 
domain questionnaire posttests. (all schools). 

May -Final teacher interviews. 
-Teacher journals and classroom observation data 

collected. 

June, August -Data analysis and dissemination. 
-Planning for Year Two 

Data Analysis 

Data collected for Phase One of this study were both 

qualitative and quantitative based on the research questions 

asked. Results were analyzed separately and compared in 
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order to best be able to describe the Arts Integration Program 

intelVention. 

There was no random selection or random assignment in 

this quasi-experimental study. Gain sums and item analysis of 

the Content Area test results were used to show patterns of 

change in student scores. Standard statistical practices were 

followed with regard to the comparative quantitative data from 

the likert-scaled Perceived Self-efficacy, Attitude, and 

linguistic Domain Questionnaire pre- and post-tests. Each of 

the four participating (experimental) classes were compared 

separately to the comparison (control) classes. An ANOYA was 

conducted to determine initial differences. A 2 (group) X 2 

(pretest and posttest questionnaire responses) repeated 

measures analysis of variance was performed. Significant 

treatment interactions were noted and discussed. 

Analysis of Oualitative Data. Qualitative data from 

the Perceived Self-efficacy, Attitude, and Linguistic Domain 

Questionnaire, the inteIViews, and obseIVations were sorted 

and analyzed. Responses to the first question, "What are the 

arts?" fell into six categories: Subject, activity, objects, other 

individuals, self, and affective. These categories reflected the 

ideas expressed by the students and included important 

object! activity distinctions for analysis. Responses to the last 

question, "Why is it important to learn about the arts?" were 

cast into the following eight categories: Cognitive, meta-



cogrdtive, affectlve, acadenrlc, career, Clirectapplication, and 

other, or not-applicable. 
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The categorization and comparison of the results of these 

open-ended questions before and after the Arts Integration 

Program experience permitted a more thorough understanding 

of the impact of this program. The brainstorming activity data 

will be compared for proportional clifferences, looking for 

possible treatment effect in regard to indirect comparison with 

the ANOVA results mentioned above. Data from the open

ended definition of the arts question were coded and analyzed 

for pattern clifferences. Significant changes were compared 

with the other qualitative and quantitative data. Analysis of 

teacher interviews, comments, and journals helped to explain 

clifferences by class over the course of this study and showed 

changes in teacher acceptance of the program and in self

efficacy with regard to the integration of arts into the 

curriculum. 

Phase Two 

Once it was determined that the students were able to 

learn core curriculum material while participating in the Arts 

Integration Program, the focus was shifted to the teachers' 

experiences. The question became one of how best to share 

these arts integration techniques with other teachers. A site

based model of peer mentoring was chosen as the best means 

of instituting teacher change. Teachers from School A and B of 



Phase One of this study were chosen to act as mentors to two 

additional teachers in their school who were new to the Arts 

Integration Program. 

The second year of the study was guided by these 

questions: 

4. What is involved in establishing a successful Mentor-

teacher model with the Arts Integration Program? 

S. In what way or ways, if any, do the Arts Integration 

Program lessons affect the classroom learning environment? 
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6. What changes, if any, are reflected in the perceived self-

efficacy, attitude scores, and linguistic domain related to the 

arts of students who participate in the Arts Integration 

Program for one school year? 

Results of Phase One indicated that teachers might do 

better if they concentrated on fewer of the arts disdplines in 

which the Arts Integration Program was offered. For Phase 

Two it was decided to limit the progrrun to two of either dance, 

music, theatre, or visual arts for this second phase. The 

teachers expressed a wish to work on the lesson outlines in 

theater and music, with that priority. Phase Two began with 

the teachers receiving training and support for the Arts 

Integration Program's theatre lesson outlines. 

The theatre lesson plans are a sequential series of drama 

exercises that lead up to story theatre activities. Their 

emphasis is on (1) basic skills acquisition addressing state 

mandated Essential Skills requirements, such as group 



partldpation, listening, and following directions, and (2) on 

building children's abilities to use theatre as a learning tool. 

The children started by miming simple objects and actions. 
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The lessons.led to the introduction of character and the use of 

voice in role-playing. Later lessons involved story construction 

and improvisation that were based on the other learning that 

was taking place in the classroom. 

Lesson Outlines 

The Arts Integration Progam's lesson outlines used 

during Phase Two were entitled: 

1. Creative Passing 

This first lesson uses group participation in simple 

miming, emphasizing cooperation and action

reaction sequences. 

2. Ball Throwing 

More advanced mime techniques including 

believable tracking of an imaginary ball. 

3. Walking Environments 

Using mime to explore the relationship of the 

environment and human actions. 
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4. Emotions and Feelings 

Expression and recognition of emotions and feelings 

through body language and facial expression. 

s. Mirrors I & II 

A series of activities to develop concentration and 

coordination. A complete description of this lesson 

follows this section. 

6. The Machines 

Using simple complementary body movements, the 

students learn group participation skills. 

7. The Invisible Clay 

Forming imaginary household objects. 

8. Sports 

Using mime to show an activity sequence from 

popular sports. 

9. Say it like you're ... 

Using the voice to express emotions and feelings. 

10. Who is in the chair? 

Characterization of familiar figures. 

11. The Store Keeper Game 

Verbal improvisations and characterizations around 

familiar experiences. 

12. Parent/Child Themes 

Role-playing and critical activities that emphasize 

story structure from familiar contexts. 
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13. Peer Themes 

Role-playing and critical activities that emphasize 

story structure from familiar contexts. 

14. Story Theatre 

A series of activities involving the creation, 

development, organization, and presentation of a 

plot-driven story. 

For example, "Mirrors I & IT" are lessons from the 

Tucson-Pima Arts Council's Arts-In-Education pilot program 

(Fisher, 1990) which contains more than two dozen lesson 

outlines written for teachers. The introduction includes a 

statement of twofold purpose. First, the lessons are to address 

certain mandated essential skills requirements, and second, 

they are to act as building blocks toward the use of theatre as a 

teaching tool. 

The lessons are designed to start with basic skills and 

build upon them to enable the students to do story theatre. 

The introduction states, "Before students can begin to act out 

scenes and create together, they must first practice 

communication, concentration, and cooperation and have some 

training in improvisation and the use of the body as an 

instrument" (Fisher, 1990, p.3). The booklet addresses teacher 

concerns for student behavior, the lesson time requirements, 

and appropriate age groups for each activity. Also offered are 

suggestions for side coaching techniques, creating an ensemble 

in the classroom, and the importance of positive criticism. 
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"The more the Children learn how to positively criticize each 

other at the beginning of the process, the more they will be 

able to evaluate their own work as the activities become more 

complex" (p.6). The lessons are not designed to be initially 

full-period activities. The booklet suggests starting with one 

activity or game per day in a fifteen minute segment until the 

children get accustomed to the process. 

The lesson outlines entitled Mirrors I and IT (lesson 

outlines 3 and 3A in the booklet) have as objectives essential 

skills emphasis in two areas: social studies and theatre skills. 

For social studies the lessons are designed to develop group 

participation skills, ability to follow instructions, ability to 

concentrate and improve eye to body coordination. For theatre, 

the lessons are designed as beginning physical improvisation 

and rhythm exercises helping the students learn to move like 

another person. The Mirrors II lesson outline adds an 

environment, such as a kitchen, to the specific movements the 

children are to mirror, and it requires the creation of 

appropriate behaviors and actions to suit the specific 

environments. Both lesson outlines involve children 

"mirroring" or copying one another's simple movements as if 

in a mirror. 

Teachers used these lessons late in the first semester, and 

they were observed putting the outline to use in the classroom. 

Teacher six demonstrated the Mirror I lesson outline on 

November 29, 1993, with her class. After doing warm up 



exercises with the class, she introduced the lesson and 

described the playing area, designating the playing area and 

the acting area. She then described the role of the audience 

and put the activity in the context of the whole of drama. 
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Mer demonstrating mirroring with one of the students, 

Teacher six then coached the children as they were performing, 

reminding them to "do something people can copy." 

The children enjoyed the activity and were very 

attentive and engaged in their own and other's perfonnances. 

Mer everyone had turns and showed that they understood the 

lesson, Teacher six decided that the Mirrors I lesson had gone 

well enough that they would go on to Mirrors II. She then 

introduced the idea of an environment that would restrain the 

movements to those appropriate to that environment. She 

suggested the bathroom. Her students suggested other 

environments such as watching TV, making a bed, washing 

faces, etc. Mirroring students licked spoons, washed hands, put 

on makeup, talked on the phone, flossed, gargled, fed fish, etc. 

They showed patience while others were making deciSions, and 

no child was ridiculed. At the end of this lesson there was time 

to review a favorite past lesson. Children chose to do the 

passing activity. (Lesson 1, Creative Passing, is the first lesson 

outline in the booklet.) During this activity they showed that 

they could be critical of each other's performances in a positive 

way. 

After this lesson, Teacher six wrote in her journal: 
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What a great lessonl The kids are loving this and 

getting so good at it! . .• Many of therit are getting such 

good mime skills. •• The lesson (warm-ups, a 

demonstration of one student and teacher doing four 

examples, each student mirroring the teacher, and then 

each students mirroring another student and 

i'!lprovising a movement) went so smoothly that we 

finished ahead of schedule. (November 29,1993) 

Participan ts 

The second phase of this study was designed to describe 

the development of the Arts Integration Program Mentor

teacher model, and to further study the effects of these lessons 

on teachers and students. Teachers from Schools A and B who 

participated in Phase One agreed to participate in Phase Two of 

this research program and allowed us to test, videotape, and 

observe the process of establishing a Mentor-teacher model for 

the program. These teachers had shown that they were 

comfortable using the lessons the previous year. They were 

both experienced teachers and one, from School A, had been a 

practicing visual artist. Their task was to work with the added 

teachers who were new to the Arts Integration Program and 

help them use the lesson plans in an integrated manner in their 

classrooms. 

The mentors were both fourth grade teachers. Their 

proteges, a third and fourth grade teacher in each school, had 
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expressed an interest in learning the arts integration 

techniques and were willing to participate in the study. They 

agreed to keep journals, be interviewed, and permit 

videotaping of themselves and their classes carrying out the 

arts integration activities. 

Results of Phase One of this study showed that the 

duration of the program may have been too short (one 

semester), and that using lessons from all four for the 

program's arts disciplines (music, dance, theatre, and visual 

arts) was not the most effective way for teachers to learn to 

use the program's lesson outlines. The second phase of this 

study consisted of a full school-year program. The mentors 

and teachers chose to use Arts Integration lessons from the 

theatre lesson outline book. The Content Area Tests used in 

Phase One were not continued. The Perceived Self-efficacy, 

Attitude, and linguistic Domain Questionnaires from Phase One 

were used at the beginning and end of the school year in Phase 

Two. No comparison, or control, groups were used in the 

second year. 

Schools 

One school in each of two school districts in a large 

southwestern city were involved in Phase Two of this study. 

School A is in a district with eleven schools. School B is in one 

of the largest in the U.S. with 60 schools. 
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Teachers in schools A and B from Phase One participated 

in the second, year-long study of the Arts Integration Program. 

These teachers were volunteers who expressed an interest in 

learning the arts integration techniques. Table 7 compares the 

two schools on the basis of total enrollment, and percentage of 

free or supported lunch program. The last two columns contain 

school district data. This information came from each school 

and district in personal communication. 

TABLE 7. AlP II: School Size, Lunch Program Participants, 
and District Size 

Schoo 
1 

A 

B 

AlP II 
School Size, Lunch Program, and 
Number of Teachers in District 

Number Lunch DiStrict Number 
Qf grQgram l.1ercentage of Schools 

Students * 

480 90% 28% 11 

481 48% 44% 60 

Number 
of 

Teachers 

790 

3400 

* % of students who qualify for free or supported lunch 

Administrators at both schools expressed interest in 

continuing with the Arts Integration Program, and in 

promoting its use in additional classrooms, by committing to 

support the Mentor-teacher model with coverage for the 

participating teacher's out-of-classroom activity related to the 
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program. Both principals, in fact, agreed to provide coverage 

themselves for the teachers to be able to observe one anothers' 

classes. 

Teachers 

Six teachers participated in the Arts Integration Program 

during the second phase. In each school a fourth grade teacher 

mentored a third and a fourth grade teacher. The mentors in 

each school had participated in Phase One during the last 

semester of the preceding year. The four new, or protege, 

teachers volunteered to participate based on their having seen 

the program being used in those classrooms. 

Teachers in School A all had some arts experience. Table 

8 indicates that the mentor, a fourth grade teacher, was 

experienced as a visual artist. The third grade teacher had 

some experience in theatre and worked as a stand up comic. 

The second fourth grade teacher was a more seasoned teacher, 

experienced with using art in her classroom. School A had 

been re-staffed by the district two years previously, so none of 

these teachers had worked together for very long. 

Teachers in School B each had more than 10 years 

teaching experience. The mentor, a fourth grade teacher, had 

been successful with the Arts Integration Program lesson 

outlines during the last semester (Phase One of this study). 

The second fourth grade teacher had taught one the 

comparison classes during Phase One, and, therefore, was 
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The third grade teacher was new to School B and was new to 

the program also. Table 8 presents the results of teacher 

inteIViews. 

TABLE 8. AlP II: Teacher Experience 

AlP II 
Teacher Experience 

Teacher/ 
School Yean Arts Interest & 

Grade Experience Experience 

1/4th A 5 years Music, crafts, theatre 

2/3rd A 4 years Theatre 

3/4th A 10+ years Painting, music, 
Mentor carving 

4/3rd B 6 years Crafts 

S/4th B 10+ years Music appreciator 

6/4th B 10+ years Crafts, sewing 
Mentor 

Students 
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Approximately 180 tbird- and fourth-grade students in 

six classes. Because of attrition, only 116 students participated 

in the entire study, many did not take both the pre- and 
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posttests. Table 9 compares the two schools in terms of their 

4th grade Iowa Test of Basic Skills scores relative to the 

average scores for each district (Reading scores, 1994). It 

shows that in each area tested School A fowth graders had a 

fairly low score, well below the average score for its district. 

School B had a medium score, somewhat above the average for 

its district. 

TABLE 9. AlP II: District and School ITBS scores 

AlP II District and School 4th Grade ITBS Scores 

S~hQQ] B.~ii!.Qing LangYii!.g~ Mruh 

A 34%* 41% 40% 

District avg. 59% 58% 57% 

B 51% 62% 62% 

District avg. 45% 48% 47% 

* 33% of all students taking the test scored lower, 
66% scored higher. 

Source: Tucson Citizen, January 15, 1994 

Table 10, below, shows t.1}e relative class sizes and the 

amount of attrition that took place over the year in each class 

based on the enrollment records and testing results. 
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TABLE 10. AlP II: Class Sizes and Attrition 

School A School B 

~ 1 2 3 :l .5 6 

size 31 30 32 29 32 25 
(N=179) 

# taking pre- & post 15 18 21 18 21 23 
(N=116) 

attrition 48% f40% ~4% 38% 34% 08% 
(total 35%) 

Table 10 above shows the fluidity of the student 

populations in each class. Five of the six classes had attrition 

rates of 34% or more. For example, in the worst case, class one 

had 31 students registered during the semester and only 15 

students (52%) were available to take both the questionnaire 

pretest and posttest. 

The Arts Integration Program Theatre Lessons 

The Arts Integration Program's theatre lessons are a 

sequential series of drama exercises that build to a level where 

the children are engaged in narrative construction and at ease 

in public speaking. The class started by miming simple actions 

and feelings. The next series of lessons introduced the idea of 

character through role-playing. Later lessons involved story 

construction and improvisation. By the time the second 
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semester was underway the children grew to understand their 

mutual dependence and were able to see each other in a 

different light. 

Table 11, below, is a time line for Phase Two of this 

study. It is a graphic representation of the sequence of 

procedures that were followed. 

TABLE 11. AlP II: Time Line 

September -Selection of mentors and teachers for Phase Two 
Mentor-teacher program 

-Selection of Arts Integration Program lessons 
-Pre-service training 
-Initial scheduling of classroom visits and 

meetings. 
-Perceived self-efficacy, attitude, and linguistic 

domain questionnaire pretests given. 

September, -Arts Integration Program, theatre lesson outlines 
May used. 

-Teacher-mentors modeling theatre lessons, 
observing. 

-Teacher meetings 
-Demonstration lessons 
-Teacher journals 

May -Posttest questionnaires given 
-Teacher and Principal interviews 

June, July -Data analysis 
-Dissemination 

This second phase of the Arts Integration Program study 

called for an ethnographic description of the development of an 
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Arts Integration Program Mentor-teacher model. Most of the 

data are qualitative, consisting of interviews, journal entries, 

partidpant observation, video tapes, and questionnaires. The 

data from the questionnaire were analyzed with tile same care 

as in Phase One, but have less robustness as quantitative data. 

Data from individuals and classes from Phase Two were 

compared before and after the Arts Integration Program 

intervention. 

Instruments 

In addition to the qualitative study design, the Perceived 

Self-efficacy, Attitude, and linguistic Domain Questionnaire 

developed in Phase One, described above, was used again at the 

beginning and end of the school year. A copy of that 

questionnaire is found in Appendix C. Results of the first year's 

testing indicated that the longer intervention might show 

better results on this instrument. The Content Area tests from 

Phase One were not used. 

Data Collection 

Observations were made by this investigator and an 

assistant during class time Arts Integration Program lessons 

and during the routine teacher meetings, which were an 

important part of the mentoring process. Teachers and their 

students were also observed by the other teachers and those 

notes became part of the database for this study. Lessons were 
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videotaped and reviewed by the teachers, students, and the 

investigators. In-class demonstration lessons by the author of 

the theatre lesson outlines were videotaped also. Partidpating 

teachers were requested to keep a journal about their 

experiences with the lessons in their classrooms and about the 

teacher-mentor process. Teacher journals were collected in 

December and May. 

Data Analysis 

The focus of this second phase of the study was on the 

development of an effective Mentor-teacher model 

implementation of the Arts Integration Program. Teachers and 

mentors were asked to record and evaluate their experiences 

with the lesson outlines and the mentoring model. They were 

to keep journals throughout the school year. ObselVations in 

the classrooms made by this investigator and an assistant 

during class time recorded the lessons and the mentoring 

process. Teachers and mentors recorded their obselVations in 

each other's classrooms as well as the regular teacher meetings 

held to review, discuss, and plan each of the lessons. These 

data sets were analyzed to discern salient patterns of teacher 

behavior or reaction related to the way in which the Mentor

teacher model was implemented. 

The Perceived Self-efficacy, Attitude, and Linguistic 

Domain Qpestionnaires were compared for teacher and school 

effects of the program. These results were compared to the 
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year's activities. 
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Table 12 summarizes Phase One and Phase Two of the 

Arts Integration Program study. The teachers who participated 

in both Phase One and Phase Two were in Schools A & B. They 

became Mentor-teachers 3 & 6. Teachers C & D from Phase One 

did not continue with the study. Control dass Teacher E 

continued with Phase Two as a protege (Teacher 5). The 

second control class, in School F, did not complete Phase One of 

the study. 

TABLE 12. Participating Teachers 

AlP I & II Participating Teachers 

Phase One Phase Two 

Teacher 1 
School A Teacher 2 

Teacher A--> Mentor-teacher 3 

Teacher 4 
School B Teacher 5 

Teacher B---> Mentor-teacher 6 

School C Teacher C nla 

School D TeacherD nla 

School B (control) Teacher E (Teacher 5) 

School F (control) nla nla 
(data not used) 
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This chapter has presented the research design and 

methodology for both Phase One (AlP I) and Phase Two (AlP 

IT) of this study. Chapter 4, which follows, presents the results 

of the first phase of this study. Chapter 5 presents the results 

of the second phase of this study. Chapter 6 concludes with a 

discussion of the findings. 
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CHAPTER 4 

PHASE ONE FINDINGS 

This chapter contains findings from the first phase of the 

two-year Arts Integration Program study. Results of the 

content area pre- and post-tests, and the Perceived Self

efficacy, Attitude, and linguistic Domain QJlestionnaires from 

year one are presented. The result of a card sorting task 

performed by a random selection of participating students is 

examined. Teacher interviews and classroom observations are 

summarized. Also in Chapter 4 are the statistical analyses of 

the results of the quantified responses. 

Phase One 

This research was initially commissioned to measure the 

effect on short term learning of the Arts Integration Program. 

Tests were given to students about subject matter dealt with in 

the Arts Integration Program lesson outlines. In addition, in 

order to get a fuller picture of the effect of the program on the 

classroom learning environment, a questionnaire was devised 
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to measure student perceived self-efficacy, attitudes, and 

linguistic domain related to art and education. Interviews and 

observations provided additional information about the effect 

of the experience on the teachers. 

Content Area Tests 

An important goal of Phase One of this study was to show 

whether or not the Arts Integration Program lessons actually 

facilitated or allowed the learning of core curriculum subjects. 

The hypothesis was that the learning of the subject matter was 

facilitated by mediation through art activities. This portion of 

the study was anon-comparative gain score measurement. 

Curriculum-based testing of the four partidpating fourth 

grade classes was done a day before and a day or two after 

each of the eight target Arts Integration Program lessons. 

Target lessons had been chosen from the most successful Arts 

Integration Program lessons or units based on the teacher 

reports from the previous three years of the program's 

existence. 

Content Area Tests were created with the arts specialists 

who wrote the lessons in each of the arts diSCiplines. The 

intent was to identify the educational objectives of each of the 

target lessons and devise a test that would show attainment or 

non-attainment of those objectives in the short term. They 

each consisted of from S to 11 true-false and multiple-choice 



86 

questions. Some of the Content Area Tests had open-ended 

questions. (Examples of the content area tests for the Say It 

like You're ... and Gravity lessons are found in Appendices A, 

and B) 

Table 13, below, shows the results of the Content Area 

Tests for each target lesson for each class. The total percentage 

of right and wrong answers on the pretest and the posttest for 

all classes on all lessons is shown at the bottom. There were a 

total of 64% wrong answers and 36% right answers on the 

pretest and that changed to 32% wrong answers and 68% right 

answers on the posttest Class 2 did not use the lesson outline 

entitled Instruments. 
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TABLE 13. AlP II: Content Area Test Scores 

Lesson Class Pretest wrong Pretest right Posttest wrong Posttest right 
Mayan Math 1 224 36 117 147 

2 196 21 112 102 
3 158 50 98 120 
4 246 23 163 86 

Instruments 1 141 75 42 117 
2 0 0 0 0 
3 126 50 93 80 
4 178 37 115 69 

Say It Like ... 1 84 55 52 86 
2 70 40 19 76 
3 41 68 29 75 
4 54 71 58 62 

Parent/Child 1 38 82 31 81 
2 62 47 36 77 
3 36 68 14 87 
4 61 66 37 93 

Sculpture 1 66 88 11 129 
2 57 75 11 121 
3 39 87 30 93 
4 50 88 9 145 

Heraldry 1 111 18 24 110 
2 84 31 23 81 
3 93 22 19 82 
4 125 5 71 108 

Gravity 1 97 76 55 106 
2 73 59 39 93 
3 68 58 35 91 
4 99 51 28 116 

Energy 1 105 91 36 90 
2 99 62 19 135 
3 75 71 47 100 
4 ill .6.3. .5..1 117 

Average 96 55 46 96 
Percentage 64% 36% 32% 68% 
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The Content Area Test scores indicate that, although some 

classes showed greater or lesser change due to initial 

differences or teacher effect, the children who participated 

performed consistently better on the posttests. For example, 

on the Energy lesson, where the children learned elementary 

physics concepts through movement and dance, the four 

partidpating classes (N = 122) got a total of 284 correct 

answers on the seven-question multiple choice pretest 

compared to 442 on the posttest that asked the same questions 

a day or so after the Arts Integration Program energy lesson. 

This is an increase of 36%. 

A typical question from the Gravity Unit, which involved 

the use of dance and movement to experience the scientific 

concepts, asked, Where does gravity originate? The total of 

correct answers for all four classes on the pretest was seven, 

with 90 incorrect answers. After the gravity lesson was taught 

in each class there were 52 correct answers on the posttest, 

with 42 incorrect responses. (Absenteeism accounts for the 

difference in size of the pre- and post-test groups.) 

A few questions, from certain lessons, with certain 

teachers and children, showed no change. In only one case was 

there evidence of a loss in correct responses. This was brought 

to the attention of the teacher and the misunderstanding with 

the children was addressed. Figures 5-12 show the results 

from each Content Area Test for all four partidpating classes. 
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These short tests were given just prior to and shortly after the 

lesson outlines or units were taught. 

Figure 5. Mayan Math Lesson Results 
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Figure 5, above, shows the results of the Mayan Math 

lesson's Content Area Test. This test had eleven multiple

choice items based on counting systems, Mayan culture, and 

musical rhythms. The graph shows that, in each class, the 
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students made measurable gains in their test scores from the 

pretest to the posttest. 

Figure 6. Making Your Own Instrument Lesson Results 
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The Content Area Test scores shown in Fiigure 6 were 

based on a lesson outline in which the students learned to 

make their own musical instruments. Class two did not 

partidpate in this lesson. The test had eight multiple-choice 

questions about the families of musical instruments and 



musical definitions. Students showed a strong gain in test 

scores after the lesson. 

FIGURE 7. Say It like You're. .. Lesson Results 
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The Say It like You're .•. lesson outline was a drama 

activity in which the children used their voices to show 

emotions and feelings. Figure 7 (above) shows the results of 

the five multiple-choice questions dealing with defInitions and 

the role of the actor. There were several fill-in-the-blank 

questions on this test as well. The scores on the multiple-
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choice questions showed only a moderate gain overall. Class 4 

showed a slight negative change in right answers on the 

posttest. These concepts were subsequently reviewed in all 

classes. This test is found in Appendix A. 

, 
FIGURE 8. Parent/Child Themes Lesson Results 
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The Parent/Child lesson outline taught narrative 

structure and involved the children in role-playing based on 

their family experiences. Figure 8 (above) shows the results of 

the Content Area Test for that lesson, which contained five 
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multiple-choice questions. Students were asked about story 

structure and role playing techniques. The classes showed a 

fairly consistent gain in right answers after the Arts 

Integration Programs' theatre lesson outline. 

FIGURE 9. Pollutionless Sculpture Lesson Results 
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Figure 9 shows the results from the Content Area Test for 

the Pollutionless Sculpture lesson outline, which asked six 

multiple-choice questions about environmental issues and 

required the students to use a series of graphs showing 
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recycling data, for instance, to detennine the correct answers. 

Scores were about evenly divided between wrong and right 

answers on the pretest. After the class used this lesson outline, 

there was a marked increase in the number of right answers. 

FIGURE 10. Heraldry Lesson Results 
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Before and after the Heraldry lesson unit, in which they 

made coats-of-arms, students were asked five multiple-choice 

questions about the role of heraldry in history and the design 

elements involved. Figure 10 (above) shows a strong fourfold 



improvement in the number of correct scores of each class 

after the lesson outline was completed. 

FIGURE 11. Gravity Lesson Results 
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The Gravity lesson outline used dance and movement 

experience to teach about gravity. A brief test with six 

multiple-choice questions and three open-ended response 

questions was given before and after this lesson. The questions 

reflected on Figure 11 (above) are about elementary physics 

and planetary motion. Each dass showed a substantial 
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improvement on this test after the lesson. This test is found in 

AppendixB. 

FIGURE 12. Energy Lesson Results 
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The Energy lesson outline used dance and movement to 

teach basic concepts in physics. This test contained seven 

multiple choice questions based on body mechanics. Results 

show that students in the four classes made gains in their 

understanding of these concepts. The scores went from almost 
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equal numbers of wrong and right answers on the pretest to 

more than twice as many right answers as wrong answers on 

the posttest. 

Perceived Self-efficacy, Attitude, and Linguistic 

Domain Questionnaire 

A major part of year one of this study was whether or 

not the Arts Integration Program experience had any effect on 

the classroom learning environment. The hypothesis being 

tested here was that the Arts Integration Program had a 

positive effect on the students' perceived self-efficacy, attitude 

and linguistic domain in regard to art and education. It was 

expected that in the participating classes those values would be 

more improved than those of a control group that did not 

experience the program. This portion of the study was a quasi

experimental design with four experimental classes and one 

control group class. (The design originally called for a second 

control group class, but that class was unable to complete the 

posttests due to an administrative problem with the district.) 

A two (group) X two (pretest and posttest responses to 

questions 5 through 38) repeated measure analysis of variance 

was performed. The repeated measure ANOVA yielded 

significant differences on some questions. Initial differences 

were factored out in the statistical process. 
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The Perceived Self-Efficacy, Attitude, and linguistic 

Domain questionnaire (Betts & Hicks, 1992) was the principle 

instrument in this quasi-experimental portion of the study. 

The questionnaire was based in part on the work of Salomon 

(1991) in his study of the Writing Partner II computer 

program in middle school writing classes. Perceived self

efficacy and attitude were chosen as attributes of the classroom 

learning environment because their affect on children's success 

in school. Perceived self-efficacy is how effective one believes 

one is in a particular area (Bandura, 1986). By attitude is 

meant whether or not the student likes or enjoys a subject or 

activity and about how much. Fourth graders in this study 

responded well to the Ukert scaled questionnaire that 

contained a variety of graphics and means of responding. In 

pilot tests of this questionnaire reliability was high (alpha = 

.89) 

To summarize the results, there was not a statistically 

significant difference in responses between the pretest and the 

posttest, nor was there a significant difference between 

experimental classes, or between the experimental classes and 

the control group with regard to perceived self-efficacy and 

attitude as measured by this instrument. Both groups showed 

high initial mean scores. Students, including the control group, 

still thought (as they had initially) that the arts are important 
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for a person's future and that it is important to learn about the 

arts of other cultures in order to understand those cultures. 

Students were initially about evenly divided as to 

whether the Arts could be helpful in learning social studies, 

science and math, but most started out believing that the Arts 

could be helpful in learning reading and writing, and physical 

education. Their responses revealed that there is little arts 

experience available to these children outside of school. More 

than three times as many students reported not having art, 

dance, music or acting lessons outside of school than those 

reporting such opportunities. 

Data from the Perceived Self-efficacy, Attitude, and 

linguistic Domain Questionnaire showed the students' attitudes 

about the Arts. Asked in Question 5 how important they 

thought the Arts were to their future, on a five-point likert 

scale the initial mean was 4.18 (approximately response "b," or 

one thumb up, toward "most important" on the questionnaire), 

with a standard deviation of 1.01. On Q],1estion 6 students 

indicated that they saw the Arts as being important in learning 

about other cultures. Differences in pretest and posttest scores 

were not SignifICantly different in the experimental or control 

classes. For the most part, perceptions of self-efficacy and 

attitudes remained relatively unchanged across time by the 

Arts Integration Program's lessons with the following 

exceptions. 
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Treatment interactions. Four areas addressed in the 

Perceived Self-efficacy, Attitude, and linguistic Domain 

Questionnaire were (1) students' perceptions of the value of 

learning about the arts, (2) how much they had learned in 

school about the arts, (3) how much they expected to learn 

about the arts outside of school, and (4) students' attitudes 

toward dance and visual arts. On each of these preceding items 

there was a treatment interaction: the control group began 

with more positive scores but did not maintain them over the 

semester, while one or more of the experimental classes began 

with lower scores on those items and those scores surpassed 

the control group score on the posttest. 

Class 1 had the strongest interaction effects and data 

from that class compared with the control group will be dis

cussed first. Specifically, there was a significant interaction 

effect for QJ.testion 7: Interaction effect: F (1,42) = 4.04, P < .05. 

The control group initially believed that it was more important 

for a person to know about the arts than the experimental 

group. However, at by the end of the study the reverse was 

true, the experimental group believed it was more important 

for a person to learn about the arts than the control group. 

Table 14 and Figure 13, below, present the interaction 

effect between the control group and experimental class 1 on 

Question 7, "How important is it for a person to know about the 

arts?" 
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TABLE 14. AlP I: ANNOVA Q.J.1estion 7, Class 1/Control Group 
Pretest and Posttest Means 

Question 7: How important is it for a person to know about the 
arts? 

Control (n=24) Pr~test PQ51test 
Mean 4.16 3.89 

SD 1.01 .88 
SE .23 .20 

Experimental 1 
(n=29) Mean 3.64 4.24 

SO 1.08 .78 
SE .22 .16 

DF Sum of Mean F-Value ~-Value 
Squares Square 

Group 1 .16 .16 .21 .6522 

ERROR 42 32.79 .78 
Repeated 
Measure 1 1.14 1.14 1.14 .2916 

Interaction 1 4.02 4.02 4.04 .0510 

ERROR 42 41.84 1.00 
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FIGURE 13. ANOYA QJlestion 7, Class l/Control Group 
How important is it for a person to know about the arts? 
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QJlestion 32 asked students for a scaled response to the 

statement, "When it's time for dance in school, I feel ... ?" Table 

15 and Figure 14, below, show that there was a statistically 

significant interaction effect between class 1 and the control 

class on this question. F (1,43) = 9.87, p < .01. (QJ1estion 33 

asked about visual arts with a similar result. F (1,42) = 6.69, p 

<. 05. The control group initially held much more positive 

feelings about dance and visual arts in school than the 
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experimental group. However, by the end of the semester-long 

study the reverse was true. The children in the experimental 

class had a much more positive attitude about those two arts 

activities. 

TABLE 15. AlP I: ANOVA Qpestion 32, Class l/Control Group 

Pretest and posttest Means 

Qpestion 32: 
When it's time for dance in school, I fee!. .. ? 

Control (n=24) Pretest PQstte~t 
Mean 3.74 2.84 

SD 1.37 1.50 
SE .31 .34 

Experimental 1 
(n=29) Mean 3.23 4.19 

SD 1.58 1.33 
SE .31 .26 

DF Sum of ~ean F-Value P-Value 
Squares ~quare 

Group 1 3.91 3.91 1.71 .1982 

ERROR 43 98.49 2.29 

Repeated 
Measure 1 .71 .71 .37 .5456 

Interaction 1 18.91 18.91 9.87 .0030 

ERROR 43 82.38 1.92 
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FIGURE 14. AlP I: ANOYA Q)1estion 32, Class 1/Control Group 
Pretest and Posttest Means 

Question 32 
When it's time for dance in school, I feel. .. ? 
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The intriguing thing about these results (Figure 14, 

above) is not that the rise in mean for the experimental group 

was so great (which they were) but that the control group 

means dropped so much. Here, the effect of the Arts 

Integration Program project is clear. 
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All four experimental classes showed an interaction effect 

on question 12, "How much do you expect to learn about the 

arts outside of school1" The control group had lowered 

expectations over the course of the semester about how much 

they would learn about art once school was over and the 

children in the experimental classes reported that their 

expectations had increased during the semester. 

For the most part, the experimental students reported 

that they expected to learn more and had improved attitudes 

about school and about art and better perceptions of self

efficacy by the end of the study although the majority of the 

differences were not statistically significant. Data indicated 

that there were no significant differences between the groups 

with the exception of the interactions discussed above. This is 

perhaps due to the limited intervention of eight lessons and 

four demonstrations in one semester that made up Phase One 

of this study. 

Linguistic domain 

The linguistic domain portions of the Perceived Self

efficacy, Attitude, and Linguistic Domain QJ,1estionnaire 

consisted of the first and last questions, numbers 1 and 39. 

The linguistic domain of each classroom was examined in 

relation to the arts because it contains the seeds of new 

knowledge gained and may indicate change in the children's 
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linguistic environment related to their experience of the Arts 

Integration Program. A linguistic domain is the expression of a 

group's culture, knowledge and interests. To get a picture of 

the children's linguistic domain relating to art they were asked 

at the beginning of the questionnaire to answer Question one, 

"What are the arts?" 

Qpestion one is the only question on the first page of the 

Perceived Self-efficacy, Attitude, and linguistic Domain 

Questionnaire. The Questionnaire protocol calls for it to be 

adrilinistered with as little discussion as possible before the 

students are finished with this question. In this way it was 

hoped to minimize the effect of the language of the questions 

on the children's responses. 

The responses of each child were compared for change in 

the character of the words used. Responses could generally be 

categorized as: objects, subjects, or activities. The change each 

class showed over the course of the Arts Integration Program 

reflects the construction of meaning by children. The first 

question, "What are the arts?" showed not only some 

predictable language use, but also revealed some interesting 

associations and change in word use. 

The children's responses were coded in the following 

categories: 

1. affect 

2. self 
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3. activity/process 

4. other individual 

5. object/thing 

6. subject (i.e., math, Art History) 

The seventy-eight students in the participating classes 

(classes one through four) who filled in both the pre- and post

semester questionnaires showed a strong initial tendency to 

define art as an activity or process (e.g., drawing, lea:""11ing). 

Totals in this category (art as an activity or process) were high 

at the beginning and increased over the semester. Individual 

class scores maintained the same levels in most classes and 

gained in two. Table 16, below, shows the results of this 

question. Class 1 showed a strong, almost 50%, gain by the 

posttest. Conversely, the participating classes showed a 

lessening tendency to classify the arts as objects (e.g., 

paintings). The following chart shows the distribution of 

responses to question one. Class 5 is the comparison class, 

which did not use the Arts Integration Program lesson outlines. 

The last column is a total for the experimental classes 1-4. 
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TABLE 16, AlP I: Question One. What are the Arts? 
Pretest and Posttest Results 

Class 1 Class 2 Class 3 Class 4 Class S Total 1-4 

nre-nost nre-nost nre-nost nre-nost nre-nost nre-nost 

Affect 2 0 2 2 4 0 3 0 1 0 11 2 

Self 0 0 0 1 0 0 1 0 1 0 1 1 

Activity 9 17 7 Q 10 10 5 5 8 8 31 40 u 

Others 1 1 1 1 0 2. 0 1 1 1 2. 5 

Object 7 2. 7 5 5 2. 8 5 5 b 27 14 

Subiect 4 3 0 0 0 5 2 8 0 1 6 16 

The total number of responses in the Object category for 

the four participating classes went from 27 at the beginning of 

the semester to 14 at the end. There was also a weakened 

tendency to use words that fell in the Subject category. 

Responses went from six on the pretest, to 16 on the posttest. 

Class 5, the comparison class, showed little change over the 

semester in any category. For that class, no category showed a 

gain or loss of more than one. 

Brainstorming. The second approach to the children's 

linguistic domain involved a group activity. The last question 

on the perceived self-efficacy, attitude, and linguistic domain 

questionnaire was a brainstorming exercise for the class as a 
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whole. Breaking up into small groups, the students were asked 

to brainstorm their ideas about why it is important for them to 

learn about the arts. This was done in order to survey the 

groups' attitudes about this question in a sodal collaborative 

process of working together and sharing ideas. Each class' 

responses were taken from the posters each group made with 

their ideas. The ideas recorded by the students were 

categorized as follows: 

1. Academic--Iearning about art would help in a school 

subject, such as sdence. 

2. Cognitive-learning about art would help in acquiring a 

cognitive skill such as reading. 

3. Meta-cognitive--it would help in being able to think 

about learning. 

4. Direct application-it would help in doing art things. 

s. Career--learning about art would help in getting a job. 

6. Affective--Iearning about art would increase their 

enjoyment or change their behavior. 

7. Not applicable-items not related to the task. 

Figure 15, AlP I: Brainstorming Pretest, and Figure 16, 

AlP I: Brainstorming Posttest, show the changes that occurred 

in total responses over the semester for all the experimental 

classes and the control group as they collaborated and reflected 
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and finally chose those reasons why it is important to learn 

about the arts. 

FIGURE 15. AlP I: Brainstorming Pretest Results 

QJ.1estion 39 
Why is it important to learn about the arts? 

AlP I Brainstorming Pretest 
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Children used words to describe the importance of 

learning about the arts selected from lists that they generated 

in a small group brainstorming activity. Children showed an 

initial tendency to use words related to the idea of careers, 
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such~, "S0 you can be a writer." " •.• (bel a clothes designer. II 

" •.. be an artist." "To be on television." And, liTo choose your 

own career." Few children made academic associations. 

However, there were many responses in the cognitive, direct 

application, and affective categories. Very few made meta

cognitive associations. On the pretest there were a few 

students who did not respond, but all of those who did were on 

task. 
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FIGURE 16. AlP I: Brainstorming Posttest Results 

Question 39 
Why is it important to learn about the arts? 
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Although there were changes that were specific to 

individual class groups, two noticeable global changes took 

place over the course of the intervention. A comparison of 

Tables 15 and 16 reveals that the number of ideas or responses 

categorized as academic and cognitive each shows a large 

overall increase, while the number of brainstorming ideas 

related to the career category declined. Some exemplars of 
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responses categorized as cognitive are: "So we can use our 

imagination." "So that people can learn new things." "It helps 

you learn about tradition." And, "The arts help you solve 

problems." The control group showed the largest gain in 

number of responses on the posttest, going from 35 to 82, 

however, this includes 21 ideas that fit into no category related 

to the intervention (n.a. = non-applicable). These n.a. answers 

all came from the comparison class. 

Card sorting task 

During the semester a representative sample of the 

participating fourth graders performed a card sorting task 

which yielded a multi-dimensional scaling of the lexical items 

used by this particular culture, fourth graders in Tucson, to 

describe the somewhat contested term, "The arts." Multi

dimensional scaling is a set of mathematical techniques used to 

uncover so-called "hidden relationships" among databases. 

In order to do this task, a set of 32 cards was created, 

each containing a term from the original response data such as, 

BEAUIY, DRAWING (as a verb), DRAWINGS (as a noun). The 

most frequently appearing terms were used as well as some 

which appeared less frequently that were interesting or 

included for balance, such as "WRlTING" and "NOT FUN'. Some 

tenns that appeared frequently, such as "THINGS" and 

"PEOPlE" were left out as being too general to be useful and 
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covered, in essence, in other categories. Sixteen children were 

randomly selected from the four classes to perfonn the sorting 

task. These children were asked to sort the shuffled cards into 

piles based on a system of classification of their own choosing. 

From this resulting proximity data come a graphical 

representation of the psychological closeness of the concepts 

expressed. 

This attempt to characterize the children's categorization 

of this domain is based on the idea that the manner in which 

categories are filled is culturally determined. (Holland & Quinn, 

1987) An assumption is that there will be a pattern of sorted 

lexical items that represents what the childi:"en have learned 

about how this concept, "the arts," is held in their culture. The 

card sorting data described above are grouped by a computer 

program called AnthroPac (Borgatti, 1992). It represents the 

relationships underlying the composite choices made by these 

students. See Figure 17, below: 
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FIGURE 17. Fourth Graders' linguistic Domain: the Arts. 
AIP I: Brainstorming Cardsort data 
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Figure 17, above, is based on the printout of the multi

dimensional scaling computations. The computer has identified 

the groupings of terms that appear together and has cast them 

according to embedded proximity data. This sample of fourth 

graders has consistently grouped certain activities and 

products of their art projects together and consistently kept 

separate and apart other aspects. Most interesting is the 

central grouping of perceptual and cognitive activities around 

the center: MAKING, SEEING, TIllNKING, IDEAS, LEARNING and 

WRITING (inner oval). Pronouns were commonly found in the 
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children's word lists (SOMEBODY, WE, YOU, ME, KIDS), and in 

this card sorting task they appeared together often. Note this 

grouping in the upper right comer of Figure 17. Note also the 

distance that separates them from the term ARTISTS, left, 

center. This term appears to be associated with arts activities 

and products, in the lower left, more directly. Moral qualities 

or affective values, such as FUN, TRUTH, and BEAU1Y are more 

loosely grouped around the perimeter. 

While no pre- and post-intervention comparisons were 

possible with this interesting data, it does help to visualize the 

linguistic environment related to art for these fourth graders. 

Teacher Interviews 

Teachers in the experimental classes were recruited to 

participate in this Arts Integration Program study. Most of 

them were aware of the program, and had volunteered or 

expressed an interest. One very new teacher had actually been 

"volunteered" by his principal. The Tucson-Pima Arts Council 

Education staff coordinated the first meetings with the 

teachers, art specialists, and investigators, to discuss the lesson 

outlines and the design of the study. 

Two of the initial interviews were conducted during a 

two-day in-service and meeting at the Arts Council. The other 

two experimental class teacher interviews were conducted on 

site at the schools within a week of that first meeting. The 
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control class teachers were intelViewed during the following 

week. Exit interviews were conducted with the participating 

teachers at the end of the semester. 

Phase one of this s~dy centered on determining the 

effect of the Arts Integration Program's lesson outlines on 

students' learning and on the classroom learning environment. 

However, one could say that the most important effect of the 

Arts Integration Program is on the teachers. In order to study 

that change, structured interviews with teach participating 

teacher were conducted at the beginning and end of the 

semester. 

Interviews lasted an average of about 30 minutes each, 

and were recorded and transcribed. Teachers were asked 

about their experience and training, their subject preferences, 

and their outside interests. In particular, they were asked 

about their experience in the arts. 

Some had arts training in their background and personal 

interest and experience in an arts discipline. Others had very 

little experience in the arts beyond an appredation and 

interest in how it might help them in the classroom. They were 

asked about their perceived self-efficacy in the arts, and in 

subject areas. In which subjects did they feel the strongest? 

In which did they feel the need of support? 

How the teachers had heard about the Arts Integration 

Program, and some indication of their initial enthusiasm were 
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other areas that were of interest. All the teachers were more 

or less volunteers. One teacher works in a back-to-basics 

school and this put additional pressure on her when it came to 

curriculum changt: in her classroom. These initial teacher 

differences may have had an important effect on the outcomes 

of this study. 

In addition to individual biographical and job history 

information, this interview protocol looked for teachers' 

changes in attitude in the following areas: 

1. The concept of The Arts 

2. The role of art in their classroom 

3. The importance of Art in Education 

4. The usefulness of The Arts in teaching core subjects 

How well the Arts Integration Program experience fit the 

teacher's expectations of themselves and their students was 

also very important. Probes based on the fIrst interview were 

important in getting at this information. Changes in how the 

teachers report the use of the arts in the classroom, its 

usefulness in teaching core subjects, and, more generally, their 

ideas about the role of art in education are important to this 

study. 

The protocol used for the interview used in the 

structured interview was loosely followed, though each area 

was covered to some extent. Areas in which the teachers 

showed an interest, or a reserve, were probed. Special 
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emphasis was given to teacher expectations for the program. 

The questions were modified somewhat for the control group 

teachers who did not participate in the Arts Integration 

Program. 

After the semesterwlong Arts Integration Program, the 

follow-up interviews were videotaped. The teachers were 

asked some of the same questions. Follow up probes were 

based on the initial interview responses. These interviews were 

relatively brief and did not probe deeply into the participants' 

feelings about the subject. On the other hand, the length of the 

study, about three month's separation between pre- and post

testing, allows changes in attitude or se1f-efficacy to show on 

the part of the teachers that might be associated with the Arts 

Integration Program experience. 

It was important to have some idea of where each 

teacher was grounded in terms of the arts. Individual 

differences between the teachers would have an effect on how 

the Arts Integration Program curriculum materials were 

presented because each teacher facilitated learning in his or 

her own way. The length of experience and professional 

development varied from no experience to over 12 years. The 

personal relationship to the arts was different for each teacher. 

Some saw it as a form of relaxation, some as an important 

activity for personal growth. Each had a different experience 

with art and a different degree of perceived selfwefficacy with 
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regard to art. This group of teachers seemed to be most 

confident in their abilities to teach math, science, and social 

studies. 

The teachers' experience with the Arts Integration 

Program's lessons was central to this study. The were co

investigators in this inquiry. At the beginning and end of the 

semester structured interviews were conducted with each of 

the teachers. Each individual's amount of teacher experience, 

areas of strength, arts interests, and areas where they felt they 

needed support were noted. In Table 17, the results are 

summarized. There was a range of teaching experience and a 

variety of self-perceived strengths and areas where they 

reported that they could use support. Each teacher was 

confident in their ability in some academic areas, and needed 

additional support in others. Each teacher had some arts 

interest some were practitioners and had experience and 

training in some area, others considered themselves to be art 

appreciators. At the end of the semester the teachers 

summarized their experience with the Arts Integration 

Program (AlP). The excerpted quotes in the right column sum 

up their judgments about the experience of using the program's 

lesson outlines for the fIrst time. 
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Tea!:h~[ ~ Area~ Qf Needed A1£ 
(School) ~ strength Arts interest sUQQort Experhmce 

1 10+ music & painting & dance, "Gained 
(A) years drama music science confidence. " 

2 none math & photography language "Learned not 
(B) (lst science & arts, to be so fi~id." 

year) architecture English 

3 12 math & crafts & math " ... saw ways to 
(C) years reading music integrate. II 

4 10+ social crafts, sewing science " ... professional 
(D) years studies growth." 

This chapter has presented the findings for Phase One of 

this Arts Integration Program study. Phase One has been 

described, and data from each instrument was presented. The 

teacher interviews were discussed and summarized. 

Chapter 5, which follows, presents the findings for Phase 

Two of this study. Results from the second year include the 

teacher journals, classroom observation, and videotapes of 

classroom activities. Also, the Perceived Self-efficacy, Attitude, 

and linguistic Domain Qpestionnaires are compared. Chapter 6 

contains a discussion of the findings from both Phases One and 

Two. 
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PHASE TWO FINDINGS 
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This chapter contains a description of the program 

findings from the second phase of the Arts Integration Program 

study. In it are presented 

1. A description and chronology of Phase Two of this 

study. 

2. A summary of the teacher interviews. 

3. A summary of the teacher jownals. 

4. A summary of the teacher/mentor meetings. 

S. A summation and examples of the word lists 

produced by the children. 

6. A summary of the linguistic domain analysis. 

7. The results of the scaled perceived self-efficacy 

and attitude questions. 

Teacher interviews and journals were examined based 

on the research questions for this study. Two styles of 

mentoring were compared, and the relative merits of each 

discussed. The notes and observations that recorded the 

events of the second phase were organized and salient patterns 

and changes in patterns are discussed. The final interviews 

with the principals and the teachers are summarized. Finally 
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linguistic Domain Questionnaire are presented. 

Phase Two 
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The second phase of the Arts Integration Program study 

was focused on the development of the Mentor-teacher model. 

The Content Area Tests were dropped and stronger emphasis 

placed on observation, journals, and interviewing of the 

teachers and the activities in their classrooms. 

The purposes of the study had evolved in the second year 

into piloting a Mentor-teacher program to disseminate the Arts 

Integration Program within two of the original experimental 

schools from the first year. In addition, the six partidpating 

teachers chose to focus on the lessons from the Arts Integration 

Program Theatre Arts lesson plan book. It was judged that 

using the same Perceived Self-efficacy, Attitude and linguistic 

Domain QJ.1estionnaires in a whole-school-year program of 

theater arts would better show the effects of the Arts 

Integration Program's theatre lessons on those aspects of the 

classroom learning environment. There was no control class 

during the second year. The Questionnaires were used to 

detect indications of change in the classroom environment. 

Results of the questionnaire added to the largely ethnographic 

or systemic approach taken in Phase Two of this study of the 

Arts Integration Program. 
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Table 18, below, shows that five of the six classes had 

substantial attrition rates over the school year. The percentage 

overall of those who took one but not both the pretest and 

posttest was 35%. This in indicative of the demographic 

mobility of the areas SeIVed by these schools. Notably, class 6 

in School B had only 8% who did not take both. 

TABLE 18. AlP II: Class Sizes & Attrition 

School A School B 
Qass 1 I 3- 4 5. 6. -!.. 

size 31 30 32 29 32 25 
(N=179) 

# taking pre- & post 15 18 21 18 21 23 
(N=116) 

attrition 48% 40% 34% 38% 34% 08% 
(total 35%) 

Phase Two Chronology 

The following is a reconstruction of the sequence of 

program development for the second phase of this study based 

on teacher journals, classroom obSeIVations, minutes from 

meetings, videotapes, and interviews from both schools. 

On September 9, 1993, the fIrst meeting of the staff, the 

two mentor-teachers, and the investigators was held at the 

Tucson-Pima Art Council to discuss the second phase of the 
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Arts Integration Program study. The Mentor-teacher model 

was explained as the focus for the study. On-site peer 

mentoring, it was reasoned, would be an effective way to 

support new teachers in adopting arts integration techniques in 

their classrooms. At that time the plan was to use the lesson 

outlines in theatre and music in three classes in each of two 

schools. The mentor-teachers were to demonstrate the lessons 

for the novice teachers, who would then give the lessons to 

their class within two weeks. All of the teachers were to keep 

journals recording their experiences with the Arts Integration 

Program's lesson outlines and the Mentor-teacher model. Pre

service training was scheduled based on the Arts Integration 

Program's theatre lesson outlines. Cooperation from the school 

principals included coverage for the teachers ·when they 

observed in each other's classes. 

The program began the following month. On October 7, 

1993, a pre-service workshop meeting was held with all the 

teachers to discuss the program further and conduct exercises 

with the teachers from the theatre lesson plan book. Pretests 

for each class were scheduled, and the need for each teacher to 

keep his or her journal recording his or her experience in the 

coming year with the Arts Integration Program and with the 

Mentor-teacher model. 

The Director of Arts Education for the Tucson-Pima Art 

Council who was the author of the theatre lessons, conducted 

the workshop. He introduced the concept of the teachers and 
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students as co-learners in a classroom studio. He emphasized 

the need for cooperation and teamwork in the classrooms, for 

example, and for the teachers to establish a "freeze" signal and 

develop effective side-coaching techniques. 

The mentor-teacher in School B suggested, based on her 

experience the preceding semester, that they limit the program 

to the theatre lessons at fIrst. Everybody agreed to put off the 

music pre-service until later in the year. Visits from the Arts 

Council staff for demonstration lessons were scheduled to suit 

the teacher's plans. Pretesting of the six classes was 

accomplished in the first weeks of school. 

The first Arts Integration Program lesson, entitled 

Creative Passing, was taught at both schools in October 1993. 

Teachers noted their initial nervousness in their journals and 

reflected on how they could have done a better with the 

lessons. 

The mentor-teacher in School A set up a procedure of 

demonstrating each lesson with the novice teachers' classes. 

Teachers in School A did not meet, nor did they get to watch 

the mentor with her own class. These teachers expressed 

satisfaction with the lessons and were pleased with the 

children's reaction. That mentor explained in her journal entry, 

'[I was] nervous to be demonstrating for [other teachers]. Both 

have more experience in teaching and the arts. Maybe it'll be 

good watching me just because I'm not an expert" (11120/93). 
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In School B, the mentor-teacher first presented the 

lessons to her class with the novice teachers observing. Shortly 

thereafter the mentor observed each of the novice teachers 

with their own classes. This seemed to work well for her, as 

she said in her journal, "I felt much more comfortable (not so 

rushed) and better prepared for the lesson. I do think I was 

better planned knowing I would have observers. My plans 

were written out in detail for [the novice teachers] to have a 

copy" (10/27/93). 

At the weekly meeting the lessons and observations were 

discussed and plans were made for future lessons. 

Accommodations needed by the third graders were discussed. 

Teachers at School B were pleased with their students' 

performance and seemed to like their weekly meetings to plan 

and discuss the lessons as well. The School B mentor wrote, 

"I really like looking over the lesson plans, discussing/ 

brainstorming, and planning with other teachers" (11/8/93). 

By mid-November teachers in School B decided that the 

pace was just about right for them and that they would like to 

continue to concentrate on theatre and not include the music 

in-service and lesson outlines this year. All six participating 

teachers, the staff, and the investigators agreed to this change 

and planned the rest of the year's lessons, visits, observations, 

and videotaping for both schools accordingly. Teachers at 

School A dedded at this mid-point to follow the Mentor

teacher model that was being used in School B. They agreed to 
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meet regularly with the mentor and other teachers, to observe 

the mentor with her class, and to invite her to observe them 

working with their own classes. 

The teachers all noted that their students enjoyed the 

activities associated with the lessons. It became apparent to 

them that the lessons were sequential and that the skills 

acquired built upon each other. "I am amazed at how good the 

kids' skills are at this point," a teacher wrote. "I don't 

remember this much development at this lesson last year" 

(Mentor-teacher, School B, 11/17/93). 

Teachers and students saw the importance of the warm

ups and of working together. "Students seem to understand 

the importance of this [warm-up] time and do a good job with 

it" (Teacher, School A, 1/13/94). 

Teachers also noted that reviewing earlier lessons, clear 

teacher instructions, and effective demonstrations made the 

lessons more productive for their students. Teachers were 

soon devising other ideas for integrating the theatre 

experiences into the rest of their curriculum. Students' 

character and story ideas often came from their class readings. 

The teachers often followed up with a written assignment 

based on the theatre activity. Plans were made to use the 

lesson outlines to build to a school-wide culture day 

presentation. 

By the Spring the teachers were reporting seeing the 

influence of the theatre activities across the curriculum. The 
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Mentor-teacher and a protege in School A noted in a meeting 

with their principal that their children showed improved 

cooperation and teamwork compared with children from other 

years. The third teacher in School A mentioned that her 

cbildrens' creative writing was more expressive, as was their 

awareness of other cultures. One teacher from School B wrote, 

"They (the students) would focus choices on characters from 

books we've all read this year" (1/25/93). 

Toward the end of the school year the teachers and 

students were exploring important issues in a rich classroom 

learning environment. The following are additional quotes 

from the teachers' later journal entries: 

"They (the students) felt ~ie expressing their 

feelings and thoughts about issues they had experienced 

or were meaningful to them" (Teacher, School A, April 

1994). 

"Risks were taken in class. Kids were supportive, 

nurturing, and encouraging to one another" (Teacher, 

School A, 5/5/94). 

"The theatre lessons have given them all poise 

and ease in front of a group. rrhey] also strengthened the 

kids as individuals and strengthened the group as a 

whole" (Mentor-teacher, School B, 5/10/94). 

The theater experience had some marked influence on 

individual students also. The teachers noted several 

examples. 



130 

"Really impressed with A., who could hardly get up 

in front of the dass at the beginning, giving such a 

wonderful performance" (Mentor-teacher, School B, 

5/19/94). 

"B .••. became attentive and responsible ..• [She] 

cbanneled [her energy] into very creative scenarios and 

character development" (Teacher, School A, 5/5/94). 

"In the Peer Conflict lesson ... ideas arose from 

problems at recess. We used the exercise to promote 

conflict resolution" (Teacher, School B, March 1994). 

Teachers were nnanimous in agreement at the end of the 

year that it had been worthwhile for them and their students 

to participate in the Arts Integration Program and that they 

had benefited from the Mentor-teacher model they had helped 

to develop. 

Teacher Interviews 

Exit interviews were conducted and videotaped in May of 

the second year with each of the three teachers and the 

principal at each school. Teachers' comments were uniformly 

positive about the Arts Integration Program's theatre lessons. 

The teachers all thought that their classes had benefited 

greatly from the experiences. Teacher One said, "I really 

thought it was a positive experience for the kids, not just 

because it was fun, but I think a lot of learning went on too." 
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They cited, in particular, the increased cohesiveness of 

each class and the supportive environment that doing the 

drama exercises together had helped to create. Teacher Six 

reported, "I watched the kids be so supportive and so positive 

and give feedback in a appropriate way to another child." 

Teacher Three said, "I think it helps them accept each other ... 

it creates a nice class climate where they feel like a family." 

Teachers in both schools reported that their class was 

noticeably better able to appreciate a visiting artist experience 

than other classes they had taught. Two teachers in School B 

mentioned that the visiting artists, a troupe of Native American 

dancers, had remarked favorably about the attentiveness and 

interest shown by their students. Teacher three, in School A, 

said, "We went and saw 'Our Town,' •.• the kids came back and 

talked about, 'Well, I liked how this character did that, but I 

didn't like how they bad that set,' or, 'that other person didn't 

seem realistic.' I mean they sort of evaluated it like critics, and 

they had a knowledge base to back it up." 

The teachers all believed at the end that the Mentor

teacher model was a good way to promulgate the arts 

integration techniques. Teachers in School B each told of the 

benefits they received from the regular meetings where they 

discussed the lessons and their integration into the curriculum. 

Teachers in School A began to hold regular meetings in the 

second semester. They mentioned that these were very helpful 

and seemed like a good idea generally. 
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The logistics of implementing the Arts Integration 

Program Mentor-teacher model had been worked out in each 

school with help from the principal in that school. Both 

supported the teachers and the program and both substituted 

in the classrooms to give the teachers time to visit and observe 

each other's classes. The principal of School B said, "We see a 

lot of improvements in the kids self-confidence and attitude ... 

And kids feeling great about themselves and becoming more 

willing to take risks." The principal of School A said, "[The Arts 

Integration Program] is a great way to really blend basic skills 

through a vehicle that was meaningful and relevant for 

children .... " 

In their exit interviews both principals stated that they 

were very willing to continue with the program. The principal 

of School B also said that he would support his teachers' 

commitment to the program and that he would look for ways to 

support its expansion into three or four more grades next year. 

The principal of School A revealed that he was committing his 

whole school to an arts integration model and that he planned 

to continue with the Arts Integration Program Mentor-teacher 

program with his grade teams. 

Teacher Journals 

Teacher journals for Phase Two were collected in 

December and May of the second year. The teachers each 

recounted in greater or lesser detail their experiences with the 
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Arts Integration Program. What follows is a summary of each 

teacher's journal as submitted. The six teachers who 

collaborated on the second phase of this study kept journals 

more or less regularly throughout the year-long Arts 

Integration Program. They were asked to reflect on their 

experiences and record their impressions as they used the 

lessons with their classes. It was suggested that the 

investigators would be interested in their observations of the 

children's and their own performance. In particular, they were 

asked to comment on the process of developing a Mentor

teacher model with the Arts Integration Program. Some of the 

journal entries consist of observations made of peers using the 

lessons. Some were directly related to the meetings that each 

group held during the year to discuss, plan and critique each 

other and the lessons. One teacher chose to sum up his 

experience at the end of each semester. The journals were 

collected at mid-year and at the end of the school year. 

Teacher One 

This fourth grade teacher in School A commented often 

on how pleased she was with her class' progress in the theatre 

lessons in the early part of the year. "They showed 

improvement after a few pass-arounds" (10/14/93). Her 

students were" ... pretty enthusiastic and [they] worked well 

together" (12/2194). 



134 

She noted that her children had difficulty tracking the 

imagined ball in that lesson. "Some problem with tracking the 

ball" she wrote on 10/21/94 after the Ball Throwing lesson. 

She often mentioned in her journal the positive effect of 

the warm-up exercises on her class, "Warm. up: Students seem 

to understand the importance of this time and do a good job 

with it" (1/13/94). The beginning of the regular teacher 

meetings in January 1994, is noted also. She emphasized 

teamwork. When she asked her students, "What can we learn 

from doing drama?" They responded, "[we can learn] 

teamwork and confidence" (12/2/94). 

Her year was not without problems. She sums up a series 

of lessons based on the Peer/Peer and Parent/Child themes, " .. 

• initial silliness, general enjoyment, requested repeats." She 

mentions several times having to "freeze" her class, which was 

part of the arts integration technique used both for classroom 

management and, ultimately, as a story drama technique 

At the end of the year, she wrote about the effect the 

Arts Integration Program theater lesson had on her students. 

She wrote, 

"They felt safe expressing their feelings and 

thoughts about issues that they had experienced or were 

meaningful to them" (May 1994). 
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Teacher Two 

1bis third grade teacher in School A summarized his 

experiences with the Arts Integration Program at the end of 

each semester. His journal was compiled twice; on January 25, 

1994, and again in May 1994. 

At the end of the first semester he felt that the lessons 

had gone well. "I have had a great deal of success in the lessons 

so far ... my most reserved kids really apply themselves 

during a theatre piece." 

He noted that he needed a "more systematic approach to 

theater." He also looked forward to the meetings with the 

other two teachers (which began in School A in January 1994). 

"Weekly meetings will help." 1bis teacher also noted the 

importance of warm-ups and mentioned the demonstration 

lessons given by the mentor teacher with her fourth grade 

class. After watching the fourth graders, he wrote, " ..• [I] 

appreciate my third graders, who are not quite so cynical and 

world-weary. " 

In May 1994, his journal entry, entitled, Reflections on 

the Theatre Experience, briefly sums up the second semester 

lessons. He noted that he "wanted to be able to incorporate 

theatre with [other] requirements." He reported hearing 

"positive comments on kids' poise, enunciation in their 

performance in a self-written opera." He saw the lessons as an 

"effective method of engaging kids." 
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He also wrote about two specific children in his class. B. 

R., whom he describes as a high energy girl who, "became 

attentive and responsible. She channeled into very creative 

scenarios and character development." He also wrote about J., a 

boy with a learning disability, who was "highly motivated 

doing theatre." 

Teacher two saw "risks [were] taken in class: kids were 

supportive, nurturing, and encouraging." The Arts Integration 

Program, he wrote, "provides a non-threatening bridge .•. an 

opportunity to feel comfortable in front of other people." 

Teacher Three 

This fourth grade teacher was the mentor for School A. 

She had participated in the fIrst phase of this study and used 

lessons from four to the Arts Integration Program's available 

arts disciplines: music, dance, theatre, and visual arts for one 

semester the previous year. 

Teacher three expressed nervousness and low se1f

assurance in her role as mentor. She was "nervous that (the 

TPAC staff person) is observing" (11/1/93). 

[I was] nervous to be demonstrating for fTeacher Two 

and Teacher One]. Both have more experience teaching 

and with arts. Maybe good [they are] watching me just 

because I'm not an expert (11/20/94). 

She expressed belief in the program, however. She wrote 

that she thought Teacher One was, "feeling she has so many 
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'high risk' kids. I think that if she would just give it a try, she 

would see a change in attitude because of the arts program" 

(11/17/94). 

Teacher Three also wrote that she was, "disappointed that 

the music and visual people won't be a part of it (the Arts 

Integration Program) this year" (11/20/94). This is a 

reference to her experience in Phase One with the additional 

Arts Integration Program lessons from dance, visual arts and 

music. 

In December this mentor teacher gave a lesson 

demonstration for the other teachers while she was not well. 

Her entry: "[I was] sick. Judy observing in my room, LTPAC 

staff] also, [I was] nervous. V/ould have stopped the lesson if 

not for the videotape" (12/1/93). 

The following week she wrote about three of her students 

who benefited from another demonstration lesson by Arts 

Council staff. "A. had a problem being teased about stuttering. 

s. apologized and he eventually joined in [the lesson activity]." 

He was "very good at the theatre stuff." 

And, "M. had a problem participating [and] low self

esteem. Maybe if we do some skits in groups she'll feel safe 

enough to try it" (12/8/93). 

From watching the second demonstration lesson in her 

class by Arts Council staff, Teacher Three had an idea for how 

to handle the few non-compliant children in her dass. "Kids 
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(2/28/94). 
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Her entry late in December showed that she had 

identified things that she thought would be helpful to her as a 

teacher and a mentor. 

"I hope [TPAC staff] will come for a classroom visit 

soon, to get the kids excited about the stuff. I plan to 

check in with [Teacher 1 and Teacher 2] and ask them 

how they are dOing, and what they are doing. We have a 

meeting soon" (12/31/93). 

"Meeting with [Teacher Two and Teacher One], to 

start planning regularly" (1/31/94). 

"[The teacher] meetings [are] helpful" (2/7/94). 

"[The teacher] meetings helpful, should have done 

[this] all year. A chance to focus on theatre" (2/28/94). 

Teacher Four 

Teacher Four was a fourth grade teacher in School B who 

had been a comparison class teacher in Phase One of this study. 

She was very motivated to participate in the program, and, in 

fact, was a regular collaborator with Teacher six, the mentor in 

her school [School B]. 

Teacher four reported some nervousness at the beginning 

of the year. She wrote that she felt "some nervousness" after 

watching her mentor's first demonstration lesson. The 

nervousness left her once she had begun the lesson (10/28/93) 
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Mter her second lesson she "felt a lot more confident [with the 

material]" (11/4/93). By the third lesson, she felt more 

relaxed, since her "class really got into this lesson" (11/11/93). 

She noted that the first suggestion for integration of the 

miming techniques came from her students, "Mer [the mime 

lesson] the kids wanted to mime parts of the reading story we 

were doing that week" (10/28/93). Toward the end of the first 

semester she wrote, 

"We are able to use some of the theater activities in 

other subjects. Recently we developed a story. Each one 

had to come up and mime his or her character before he 

or she started to write. Then we discussed how you use 

words to describe the actions" (12/1/93). 

A month into the first semester she noted that "the lesson 

went well. .. Many students were able to use their whole 

body to convey their message" (11/18/93). 

Teacher Four often followed a pattern of warm-ups, 

reviewing, and discussion with her lessons. For example this 

journal entry from early December, "Mirrors lesson. Warm up. 

review activities. Discuss mirrors, improvisation." And, "Warm 

up, review mime, discuss improvisation, voice" (1/20/94). 

She noted the regular opportunities to observe the 

mentor using the lessons in the mentor's class. "Observed 

[mentor] yesterday" (1/20 & 1/25/94). This teacher started at 

the beginning asking the kids to pre-visualized the exercises. 

By the second semester, she asked them to "think of a 
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character for next day's theater" (1/25/94). Also, they spent 

time preparing for the lessons, and "[we] brainstormed 

situations for the next day" (3/17/94). 

By the end of the second semester, her students were 

performing skits in class and for the other students in School B. 

"The skits were great and creative. [Now we are] preparing a 

Navajo skit for assembly" (3/17/94). Her last entry shows 

what went in to the students' presentations. 

Groups planned a problem and a plot. Who, What, 

Where, How, Why and When? Beginning, middle and end. 

Day one--Written plan for a skit. Day two--Rehearse. Day 

three--present to combined fourth grades. Some had 

trouble with stage projection and blocking, most did well. 

[They had never rehearsed on the stage] Students did 

well on storytelling in another class. (4/28/94) 

Teacher Five 

Teacher Five was an experienced third grade teacher. 

This was her first year teaching at School B. She had certain 

expectations for herself and her students. After the first lesson 

she wrote, "In all, we did have fun with it. A few over-reacted. 

[It was Halloween] ... [I need to do] more side coaching, [and] 

demand accuracy now" (10/29/93). 

She noticed that her third graders were having trouble 

with some of the activities. The third graders seemed to show 

less concentration. For example, the ball throwing exercise was 
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"harder for children [than the first lesson], not so much fun. 

But, good for action-reaction practice" (11/4/94). She 

emphasized review and demonstrations for her class. Her 

entries do not mention warm-ups as often as several of the 

other teachers. Just once the first semester, "[we did a] short 

warm-up" (1211193). Later in the year she wrote that they 

did "tongue twisters and warm-ups" before the first voice 

lesson [Say It Like You're ... ]. 

She notes after a classroom demonstration by TP AC staff 

late in the year, "Paul visited [today]. [The] warm-ups [were] 

fun" (5/10/94). Teacher five had some reservations about her 

ability to do some of the lessons. In particular, she was 

concerned about the activities in the lesson outline entitled 

Machines. In that lesson the students use repetitive body 

movements to simulate a machine with several parts. She 

wrote, "Paul [demonstrated the] Machines lesson. They [her 

students] were super. I don't think I could do Machines with 

them." However, she allows that the activity "would be a good 

reference for invention ideas" (12/10/93). 

There were a few lessons that this class had trouble with. 

Teacher Five wrote, 

The class had a difficult time .•. with the "Who's In 

The Chair" lesson. I Observed 4th grades having 

difficulty thinking of a character. I asked my class [third 

grade] to think of one before hand. They did not do well. 

I»scouraging.(1/26/94) 
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They repeated the lesson two weeks later and had 

different results. "This time there was much more enthusiasm 

and they were much improved" (2/10/94). 

After a staff demonstration in February, she wrote, "they 

got bogged down with the repetition. •. [I] want to talk with 

them after Rodeo vacation." Unfortunately, they, "had no time 

to repeat this lesson. Did discuss what we need to do to 

improve it, and I hope to show the video [to the class]" 

(2/23/94). 

She noted the relevance of the later lessons, "Peer 

Themes" and "Parent/Child Themes." "The kids are building on 

our previous lessons. It's been fun seeing them imitate their 

parents" (3/17/94). And, pointedly "In the Peer Conflict lesson 

ideas arose from problems the class was having in the school 

yard. We used the exercise to promote conflict resolution" 

(4/28/94). 

Teacher Six 

The Mentor-teacher for School B, Teacher Six, 

participated in the first phase of this Arts Integration Program 

study the previous year. Her journal was the most complete, 

recording her experiences with her own class, her observations 

of the other two teachers in her school with their classes, and 

minutes of the regular meetings the three teachers held to 

discuss the program. She mentions at the beginning how 
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preparing her lesson for her class with the two other teachers 

in mind is helping her as well. She wrote on several occasions, 

"I think I was better planned knowing that I would 

have observers" (10/27/93). 

"[1] planned in detail, [and] prepared lesson plans 

for [Teachers Four and Five] who were observing" 

(11/11/93). 

She compared this experience, Phase Two, with last year's 

Phase One, "I am more encouraged, not so overwhelmed as last 

year, concentrating on one discipline" (10/27/93). She showed 

her understanding of the nature of the series of theatre lesson 

outlines. "I feel the lessons are sequential, and students must 

meet a level of competence for each lesson in order to build 

their skills" (11/4/93). She also mentioned the warm-ups and 

their importance to the class. 

Her notes from observations of the other two teachers 

with their classes consisted mainly of a series of "I liked ... " 

statements. These tended to be the key elements of the 

program. For example, in the first week, "I liked •.. [Teacher 

Four] having written 'mime' on the board, [her] side coaching, 

action-reaction discussion, and positive reinforcement" 

(10/28/93). And, "I liked ... [Teacher Five's] positive 

introduction and reference to class readings. She required kids 

to start with feeling while they were [still] in the chair" 

(11/18/93). 
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At the meetings with Teachers Four and Five, the 

teachers' observations were discussed. These meetings were 

held approximately every two weeks, sometimes every week, 

"We discussed how we felt about the first lesson, 

wrote in [our] journals, and scheduled lessons, [and] 

observations" (11/1/93). 

"[We] discussed Walking Environments [lesson], and 

the need for warm-ups, We planned the Emotions and 

Feelings [lesson] introduction" (11/15/93). 

In these meetings, the teachers' observations about their 

class were shared. For instance, Teacher Six wrote, "[We] 

discussed [the] Ball Throwing lesson, .•. all [the students] 

seemed to have difficulty with tracking [the imaginary ball] at 

first. The third grade needs more time and practice" 

(11/8/93). Teacher Six wrote about these meetings, "I really 

like looking over the lesson plans, discussion and 

brainstorming, and planning with the other teachers" 

(11/8/93). Teacher Six noted that her children "seemed to be 

doing better than in past years. [Their] mimes [were] done 

very well. I am amazed at how good the kids' skills are at this 

point. I don't remember this much development at this lesson 

last year" (11/17/93). 

She is often looking for ways that the lessons might go 

better. "[The kids had] trouble quieting down after [the] lesson. 

Maybe I need to shorten the lesson" (11/17/93). 
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Adaptation of the lesson outlines by the classroom 

teachers is part of the Arts Integration Program. Teachers are 

encouraged to tailor the lessons to their own class. At the first 

meeting of the second semester, Teacher Six reports that the 

teachers "planned the Sports lesson." They decided to "ask kids 

to go home and think of a sport, and to follow up with a written 

assignment" (1/10/94). 

Teacher Six reports that she "forgot to give homework ... 

[the] kids did fine anyway. We stressed beginnings, middles 

and ends for skits." The student needed to work on story 

structure she noted. After the lesson " ••. students wrote a 

short paragraph about their favorite skit" (1/12/94). 

She mentions "freezing," in her observations, but in a 

context other than classroom management. The children were 

learning to freeze as a tableau technique to cue their audience. 

She wrote, "[Teacher Four] emphasized freezing at the end 

because some of the kids had trouble with structure" 

(1/14/94) • In Teacher Five's class, "[They did] good skits with 

good freezing" (1/15/94). Teacher Six's observations support 

those of Teacher Five about her third grade. After Teacher 

Five's good introduction to the "Say It Like You're ••. " lesson, 

Teacher Six noted "The third graders had ... a little lapse time. 

[Teacher Five] was very positive and reinforcing" (1/20/94). 

All of the teachers had a difficult time with the "Who Is 

In The Chair7" lesson, even after their planning. Teacher Six 

wrote, 
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"What a tough lesson!!! ..• Kids have too many 

characters from too broad a frame. The lesson took one 

hour and fifteen minutes. I never felt like it was 

working. I was exhausted when it was over" (1/25/94). 

She often noted that her children were doing well in 

ways that showed. "The kids were ..• comfortable in 

performance areas, able to readily improvise, and could use 

their body and voice to express themselves" (1/18/94). After 

they repeated a lesson that had been difficult, she wrote, 

"WOW--What a terrific lesson! Great action with 

words. The students chose characters from their 

literature books. [They did] much better today. I feel like 

we are progressing with our skills" (2/9/94). 

The next month she wrote, 

"Kid's oral book reports today. They were all very 

comfortable about getting up in front of [the] group and 

talking ... No one [was] self conscious or nervous .•. 

[their] voices [were] loud and distinct" (3/10/93). 

In describing a storyteller project that her class did, she 

noted one particular student's progress. "Really impressed 

with A., who could hardly get up in front of the class at the 

beginning, giving such a wonderful performance" (4/18/94). 

Teacher Six describes these performances by her 

students as, "Not as good as in class. The kids wanted to use the 

stage, which was too big, and the camera made them nervous" 

(5/4/94). She mentioned that their performances in the 
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"The theatre lessons have given them all poise 

and ease in front of a group, ..• I think it also 

strengthened the kids as individuals and strengthened 

the group as a whole." 

She goes on, 

"I don't think kids can get to the point where they 

can express themselves to a group without feeling that 

the group accepts and supports them. Pach one has to risk 

something by performing and only gotten constructive 

help and positive feedback in return" (5/10/94). 

The teachers' journals were a rich source of information 

about how the program was implemented in each school. For 

the most part they were candid and, from cross comparison 

with the observations and other data, they are accurate. The 

teachers all believed that the Arts Integration Program's 

theatre lessons were valuable and beneficial to the class. They 

also reported that the mentor program as it evolved into its 

final form was successful. Their journal entries make the data 

from the student questionnaires much more useful. The 

teacher and school effects, so obvious in those data, can be seen 

as well in the teachers' initial frustration and lack of 

confidence. 



148 

Teacher Meetings and Mentoring 

Teachers in School A did not meet regularly on their own 

during the first semester. The mentoring system. they used 

initially consisted of the Mentor-teacher (Teacher Three) 

demonstrating the lessons with the protege teachers' classes, 

and the novice teachers observing the mentor with her class. 

The teachers in School B opted to meet regularly to discuss the 

lessons and plan ways to integrate them. The system. they 

used had the novice teachers observing the Mentor-teacher 

(Teacher Six) in her classroom, then being obsenred by the 

mentor in theirs. 

Teachers in School B who met and shared ideas and 

criticism seemed to have more success in implementing the 

lessons with their students. It was noted by this investigator, 

the research assistant, and the artistl author of the lessons that 

the teachers in School B seemed to be getting more from the 

program. Journal entries collected at mid-year reflect this 

difference between the two schools. The mentor model was 

more classroom-based in School B. Observing the teachers with 

their own classes and reviewing the activity afterward was 

reported to be a more successful technique of mentoring. 

Several of the lessons were videotaped [by this investigator] in 

each class The teachers and students reviewed the tapes on 

several occasions as a group and in the individual classes. 

Teachers saw the videotaping as a positive thing for their 

classes. The children benefited from seeing themselves doing 
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the drama exercises and generally behaving well. The teachers 

also benefited from being able to review their own 

performance with the lesson outlines. This videotape viewing 

by the teachers complimented the Mentor-teacher program 

and made it easier for the teachers to notice their own 

performance and make changes as needed. In addition the 

theatre arts specialist from the Tucson-Pima Arts Council also 

was able to review the tapes and meet with the teachers to 

discuss them. 

Linguistic Domain 

Students filled out a questionnaire at the beginning and 

end of the year. Two items on that questionnaire were 

designed to elicit a word list related to the arts. Question one 

asked for an open-ended definition of the arts. QJ,testion 39 

was part of a brainstorming process in which students were 

asked why it is important to learn about the arts. Students' 

responses were categorized and compared. 

Student responses to the first question on the 

questionnaire, (What are the arts?) showed changes over the 

course of the year that reflected their experiences during the 

year and their individual development Many went from a 

conception of art in school as an activity that they enjoyed, a 

"make and take" project, to broader definitions that 

encompassed performance, cooperation, literacy, and learning. 
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The following examples from student responses show some of 

these changes. 

Student (Student spelling has been corrected) 

#219 Pretest, "It is a project and it is fun." 

Posttest, " ..• where you draw and paint." 

#124 Pretest, "Drawing, Painting, ColOring, Making 

things." 

Posttest, "Drama, acting, Dancing, Drawing, 

Writing." 

#315 Pretest, "People who can paint or draw good 

pictures." 

Posttest, "Theatre, and when you dance." 

#504 Pretest, "Tracing, coloring, cubism •.• " 

Posttest, "Mime, color, working together." 

Some students learned that not just what 'famous people' 

did, but also what they did, was part of the arts. For example: 

#316 Pretest, "People who can paint or draw good 

pictures." 

Posttest, "Theater, and when you dance." 

#326 Pretest, "Famous people who paint beautiful 

pictures and get a lot of money." 

Posttest, "Theatre and painting." 

#419 Pretest, "Somebody who writes good, or 

builds things, or makes paper, ... " 

Posttest, "It's something you can draw, a 

picture." 
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famous people who do art." 
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Posttest, "Dancing, speaking, music, acting, 

singing, drawing that we do." 

Many of the posttest responses to this question, when 

compared to the pretests, show results of partidpation in the 

Arts Integration Program theatre lessons. For example: 

#421 Pretest, "Painting a lot of pictures and putting 

them in a museum." 

Posttest, "Your voice, anns, legs, movements. 

Your body moving is the arts." 

#513 Pretest, "There are many kinds of them." 

Posttest, "Using you whole body. It's fun to 

use mime, use your voice." 

#302 Pretest, "It is a fun class. You make things 

and you learn how to build things." 

Posttest, "It is the theatre." 

Over all, the children who completed both the pre-test 

and the posttest in this study showed an expanded view of the 

arts that included their classroom activities and abilities as well 

as cultural icons such as famous painters and paintings. They 

included more performance in their definitions. Certainly, they 

showed that they were more aware of the theatre arts after 

completing the year-long program. Many mentioned the tools 

of acting: body and voice. Many induded mime and movement 

as part of the arts. For example: 
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#506 Posttest, "Dancing, miming, painting, karate. 

Using parts of your body, face, hands, etc." 

#413 Posttest, "Acting, art, mime, movements, 

action." 

The children were very favorable in their reported 

perceptions of the arts. Their enjoyment of the arts started 

high at the beginning of the year and continued to the end. "Mi 

favorita ting in school. Me gusto much el a..rtes [ski" (#329, 

Posttest). 

One class, number six, stood out in its initial skepticism of 

those students' concepts of the arts. Eleven students responded 

with, "I don't know." at the start. As can be seen from Table 

19, this condition changed by the end of the year. 

TABLE 19. AlP II: QJ,1estion One, "What are the arts?" 

"I don't know" Responses 

School A School B 
Qass 1 2- .3. ~ .5 2 

Ans. "I don't know." 1 0 1 2 1 11 
on pretest 
Ans. "I don't know." 0 1 1 0 0 
on posttest 

Brainstorming. As in Phase One, the last question on the 

Perceived Self-efficacy, Attitude, and linguistic Domain 

0 
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Qllestionnaire involved a brainstorming, or focus group activity. 

Students were asked to brainstorm in small groups some 

answers to the question "Why is it important to learn about the 

arts?" The reasons listed by each group were presented to the 

class, and individually the students selected from the lists 

those reasons each thought were most important. The 

responses fell into the following categories: 

1. Academic. The students thought that art was useful 

for succeeding school and for learning school 

subjects 

2. Cognitive. The arts are important for learning in 

general. 

3. Meta-cognitive. The arts were useful in helping to 

learn, or in thinking about learning. 

4. Direct application. Learning about the arts helps a 

person do art better. 

S. Affective. Art is fun or feels good. 

6. Non-applicable. Responses not related to task. 

Figures 18 and 19 (below) show the results of the 

brainstorming activity. Cumulative responses in each categoy 

are shown and each class is identified. Note that this sample 

includes only those students (N = 102) who took both the 

pretest and posttest. As noted previously, attrition was high 

in most of the schools. 
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FIGURE 18. AlP II: Brainstorming Pretest 
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Figure 18 shows that at the beginning of the school year 

the students' responses from all six classes were mostly in the 

cognitive and affective categories. They understood the 

purpose of the arts to be learning, and they liked, or disliked, 

doing art. The graph shows that each class had a unique 

characteristic distribution among the categories. Class Two, for 

example, had most of its responses in the affective category, 

while those of Classes Three, Four, and Five were in the 
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cognitive category. Class One had the majority of its responses 

evenly divided between the affective and direct application 

categories. This would indicate that initially the students in 

Class One liked, or disliked, doing art and felt that the purpose 

of learning about the arts was to do art better. 

Figure 19 shows the results of the brainstorming task at 

the end of the school year. 

FIGURE 19. AlP II: Brainstorming Posttest 
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Figure 19 shows that the students' responses on the 

posttest were more evenly distributed. The patterns changed 

over the course of the school year. At the end the students no 
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longer showed such an affective association for the importance 

of learning about the arts. While there were fewer responses 

in the cognitive category, there were approximately 50% more 

responses categorized as meta-cognitive. And, the number of 

responses in the career category almost tripled. 

Perceived Self-efficacy and Attitude 

Results of the Perceived Self-efficacy, Attitude, and 

Linguistic Domain QJ.testionnaire scaled responses showed very 

dear differences between the two schools in this year-long 

study. Data from School A and B show an interaction effect 

when compared. One school's total scores went up, and the 

other's went down. For example, Figure 20 shows that School 

A started at approximateiy the same level of total perceived 

self-efficacy as School B and finished Significantly lower while 

School B made significant gains. 
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FIGURE 20. AIP il: Total Perceived Self-Efficacy 
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The difference in total attitude value is more striking. 

Table 21, below, shows that School A began significantly higher 

on the attitude scale than School B, yet finished Significantly 

lower. School B gained what School A lost in total attitude 

score. In other words, on the majority of questionnaire items 

related to student attitudes about art and school subjects, 

School B started lower and finished higher than School A. 



FIGURE 21. AlP II: Total Attitude 
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More particularly, School B had an interaction effect with 

School A with regard to the total perceived self-efficacy in art. 

As shown in Figure 22, below, School A began significantly high 

on the perceived self-efficacy in art scale than School B, yet 

finished significantly lower. School B gained what School A lost 

in total perceived self-efficacy in art score. 



FIGURE 22. AIP II: Total Perceived Self-Efficacy-Art 
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And, Significantly for the Arts Integration Program's 

theater lessons, all classes in both schools showed improvement 

on the perceived self-efficacy in all school subjects scores. 

Figure 23, below, shows this graphically. In other words the 

majority of the children felt that they did better in all school 

subjects at the end of the year than they did at the beginning. 



FIGURE 23. AlP II: Perceived Se1f-Efficacy-All Subjects 
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Student attitudes toward art showed a strong interaction 

effect as well. Figure 24, below, shows that starting with lower 

scores in attitude toward art at the beginning of the year, 

School B finished the year with significantly higher scores than 

School A, which had started the year with somewhat higher 

scores on those items. 
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FIGURE 24. AlP II: Total Attitude toward Art 

A closer examination of the individual questions in this 

instrument showed a strong teacher effect consistently within 

each schoo1. Figure 25, below, shows that one teacher in each 

school stood out, one on each end of the scale. Question 29, 

"When its time for theatre, I feel ... " showed a strong 

interaction. Classes Four, Five, and Six showed significant gains 

in their favorable responses to this question. Classes One and 

Three showed small but not statistically significant increases. 

Class Two showed a marked decline in favorable responses 

from mean of almost 4.3 on a scale of five to a score of less that 

3.8, a general trend for this class. 



FIGURE 25. AlP II: QJlestion 29 Interaction 
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On most questions, class six had the strongest 

improvement, starting low and ending higher, often against the 

trend of the other classes. For example, Figure 26 (below) 

shows that on Question six, "How important is learning about 

the arts of other cultures in understanding those cultures?" 

class six and class one showed improvement in attitude scores, 
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while the other classes. which began higher. ended with lower 

scores. 

FIGURE 26. AlP II: Question 6 Interaction 
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Findings from Phase One "and Phase Two are discussed in 

Chapter 6 in relation to the research questions. Ideas about the 



possible significance and implications of the study are also 

included. Suggestions for future research are made. 
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CHAPTER 6 

DISCUSSION 

In this chapter I will discuss the relationship of the Arts 

Integration Program and the Vygoskian theories of education 

and development; review and discuss the findings for each of 

the six research questions; and discuss the implications of the 

Arts Integration Program for learning, for the learning 

environment, and for teachers. 

The goal of the Vygotskian concept of mediated change in 

the classroom as Moll (1990) suggested, is on the 

appropriation and mastery of mediational 

means, such as writing [and physical and oral 

expression, one can add], assessed not only or 

necessarily through independent performance 

after guided practice but by the ability of children 

to participate in qualitatively new collaborative 

activities. 

The role of the adult is not necessarily to 

provide structured cues but through exploratory 

talk and other social mediations such as importing 

everyday activities into the classrooms, to assist 



children in appropriating or taking control of their 

o~l~g.(p. 13) 
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The teachers in this study provided mediation in the 

social context of the classroom by discussing and demonstrating 

the cultural tools particular to each arts diScipline. The 

children were encouraged to bring their o~ knowledge of 

their physical and social everyday world into the classroom. In 

a Vygotskian sense, "making them consciously aware of how 

they are manipulating the literacy process and applying this 

knowledge to reorganizing future experiences or activities" 

(Moll, p. 13). 

For example, the Arts Integration Program's theater 

lessons provided a cultural literacy process whereby children 

could understand the making of meaning because it was based 

on their o~ experiences. The Parent/Child Themes lesson 

outline, which is one of the later lessons building on the earlier 

experiences, calls for the children to create a conversation 

between a parent and child, bringing from their own lives 

typical situations such as bringing home bad grades, wanting a 

pet, or other situations that the children suggest. The lesson 

outline calls for review of previous lessons to reemphasize 

critical identifying characteristics (who, what, where, why, and 

when), story structure (a beginning, middle, and end), mime 

actions and expression of emotions, and context-appropriate 

behavior. The children then pair up and create a scenario 

based on a chosen theme, one playing the parent and the other 



the child, and perfonn it for the class in turn. The class 

watches and criticizes the presentations. 

167 

Teacher one noted in her journal that the class, "felt safe 

expressing their feelings and thoughts about issues that they 

had experienced or were meaningful to them. The more we did 

it the more believable and in depth their presentation became." 

This feeling of safety that all the teachers noted enabled the 

children to benefit from these exercises in a way that was 

somewhat indirectly generalizable to other school situations. 

Teacher five noted that when her class did the next lesson, 

Peer Themes, they were able to work directly on real conflict 

resolution based on incidents in the school yard at recess. 

Teacher two wrote in his journal that even though he 

"hoped to be able to incorporate theatre with other 

requirements ... , the atmosphere created during theatre 

dovetailed perfectly with the idea of personal responsibility we 

are trying to instill in our kids." He saw the mediation 

provided by the theatre lessons very directly. "The theatre 

module provides an excellent and non-threatening bridge 

between these two worlds." 

Vygotsky wrote about the importance of the emotional 

component in child development, what he called the aesthetic 

response, that fine art experiences can provide in the 

classroom. Art activity provides critical and constructive 

experience with culturally determined tools and symbols. This 

combined experience supports the child's psychological 
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development by bridging between everyday and schooled 

concepts, each preparing the child for more effective 

encounters with the other. Cultural tools such as language, 

gesture, art, and music, are first used by the child to mediate 

interpersonal and external interactions. (Vygotsky, 1978) Fine 

arts activities as supported by the Arts Integration Program 

allow performance to precede competence in an atmosphere of 

collaboration and mutual exploration of cultural tools. 

The following section will review the research questions 

and the relevant findings for both phases of this study. 

Phase One 

I. Can students learn core curriculum concepts in math, 

science, social studies and language arts from the Arts 

Integration Program's lessons as measured by content-based 

testing? 

The marked increase in the Content Area Test scores 

after the lessons showed that the children who experienced the 

Arts Integration Program's lessons were able to learn math, 

science, social studies, and language arts academic concepts 

contained in those lessons. The Arts Integration Program can 

therefore be considered efficacious for learning with fourth 

graders. Of course, other factors may have contributed to that 

learning, including the teachers' methods and curricula, among 

other influences. However, the teachers and arts educators 

agreed that the Arts Integration Program lesson outlines are 
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worthwhile and can be considered efficacious for learning with 

fourth graders. 

II. Does the Arts Integration Program have a measurable 

effect on participating fourth grade students' perceived self

efficacy, attitude, and linguistic domain related to art and 

scholastic activities different from similar students who do not 

participate in the program? 

As reported in Chapter 4, the semester-long Arts 

Integration Program of Phase One did not produce significant 

changes in students' perceived self-efficacy or attitudes about 

art and education as measured by the questionnaire except to 

indicate that participation in the program was associated with 

sustained interest in school. The students' linguistic domain 

related to the arts, however, showed a change in focus from a 

career category to one of academic and cognitive associations 

and a deeper understanding of the relationship between art 

and learning. 

III. Do teachers who participate in the Arts Integration 

Program report or demonstrate change in their perceived self

efficacy and attitudes with regard to integrating the arts into 

their classroom? 

The first phase of this study showed that teachers were 

accepting of the Arts Integration Program as designed to help 

them gain arts integration techniques to use in their 
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classrooms. Each of the four teachers in phase one of the study 

reported that they were eager to try the lessons again and to 

further integrate them into their curricula. After an intense 

semester of new lessons and testing in all four arts disciplines 

they reported that they were ready to concentrate on one or 

two of those arts disciplines. On the basis of on comments from 

these teachers, the Arts Integration Program was modified to 

allow new teachers to choose one or two areas to concentrate 

on from the four arts disciplines. 

Phase Two 

IV. What is involved in establishing a successful Mentor

teacher model to disseminate the Arts Integration Program? 

According to the participating teachers, administrators, 

and arts educators in Phase Two, the Mentor-teacher model for 

dissemination of the Arts Integration Program was a success. 

In addition to the lessons, pre-service training, and classroom 

demonstrations provided by the Tucson-Pima Arts Council, the 

salient characteristics of the successful program were: 

1. Concentration on one arts area (theatre) for the 

full year. 

2. Peer-mentoring by the more experienced 

teachers, including classroom visits and 

observation. 

3. Regular planning and review meetings. 



4. Videotaping of classroom lesson activities and 

review for the teachers and the children. 
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Of course, the enthusiastic efforts of the new teachers and 

the mentors, and the support of the school administration was 

essential to the success of this program. In fact, there may well 

have been an Hawthorne effect due to the combination of the 

teach-mentor program classroom visits and the researcher 

observations and videotaping. In any case, the teachers in the 

second phase were good researchers and benefited from the 

reflective thinking required by journal writing. This Mentor

teacher model has evolved from in-class experience and those 

reflections. Teachers from School A adopted the procedure 

used in School B at mid-term because they believed that it 

worked better. School A teachers found that the model worked 

better than what they had been doing, previously. 

Both schools' prindpals are planning to support the 

program in the next school year. In School A, it will be the 

basis for a school-wide commitment to arts integration. 

Teachers in this study will be sharing what they have learned 

with other teachers in their grade units (grades 3, 4, and 5). In 

School B, the two experienced teachers who remain (Teacher 

Four has moved to another school) will be mentoring two first 

grade teachers in a program that involves fifth graders as peer 

mentor/models. 



V. In what way or ways, if any, do the Arts Integration 

Program theatre lessons affect the classroom learning 

environment? 
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During Phase Two, the Arts Integration Program's theatre 

lessons had several beneficial effects on the learning 

environment. Teachers reported that: 

1. Students experienced drama exerdses involving 

communication skills such as mime and 

characterization. 

2. Students integrated their language arts 

activities with the theatre lessons. 

3. Students showed that they could use their new 

skills to construct narrative discourse and showed 

their teachers that they understood other academic 

concepts from the class. 

4. Students' new skills in reception and expression 

mediated the academic and everyday concepts 

they were dealing with in school 

5. Mer doing the exercises together students were 

able to see each other in a different and more 

appreciative light. 

In the second phase, teachers reported and observations 

confirmed a high level of cooperation and peer support among 

the children in the study that they attributed to the Arts 

Integration Program theater lessons. Students were supportive 
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of one another and, therefore, were more able to take risks 

with new material important to learning. 

VI. What changes, if any, are reflected in the perceived self

efficacy, attitude scores, and linguistic domain related to the 

arts of students who participate in the Arts Integration 

Program for one school year? 

In Phase Two, the Perceived Self-efficacy, Attitude and 

linguistic Domain Qpestionnaires, used in Phase One, were 

administered at the beginning and end of the school year. The 

greater length of the study, one academic year compared with 

one semester, resulted in greater effects as measured on the 

Likert-scaled responses. The strong school and teacher effect 

that these data showed are supported by the journals and 

observation records. The linguistic domain analysis showed 

similar change in the frame of reference for the arts and for 

the importance of learning about the arts. 

Students in Phase Two of the Arts Integration Program in 

all six classes showed increased perceived self-efficacy in all 

school subjects at the end of the program. As a group they 

maintained a positive attitude about the arts and learning and 

showed that their expectations for arts experiences in school 

were high. The fact that there were significant teacher and 

school effects, expressed in the interactions reported in Chapter 

5, associated with the implementation of the Mentor-teacher 

model, showed the possible importance of the Mentor-teacher 
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model. The teachers each had their own history and classroom 

culture that may have influenced these results. Also, students 

in each school may have represented sufficiently different 

sodo-cultural populations so as to influence these interactions. 

In summary, Phase One of this study indicated that the 

Arts Integration Program's lesson outlines were useful to the 

four teachers in learning to use arts integration techniques. 

Students were able, through the fme art experiences, to learn 

academic concepts, at least in the short term. Teachers thought 

that the techniques were very useful tools for teaching. 

Finally, students' attitudes about school and the arts seemed to 

be, while not strongly, at least positively affected. 

In Phase Two, the Arts Integration Program Mentor

teacher model was developed and showed positive results in 

the classroom learning environments. The six teachers were 

pleased with the teamwork and mutual support the program 

offered. They reported at the end of the year that they were 

comfortable using the Arts Integration Program's lessons. They 

noticed a change in their classrooms toward a more supportive 

annosphere among the students that they attributed to the 

program. 

Arts Integration and Learning 
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The most important evidence that arts integration 

techniques promote learning is the first-person testimony of 

the teachers who have participated in the Arts Integration 

Program over the last five years. In particular, all eight 

teachers who took part in this study over the past two years 

stated that their students benefited from the activities and 

concepts taught through the Arts Integration Program's lesson 

outlines. Their prindpals supported the program and believed 

that it was making a difference in their schools' performance. 

Evidence gathered in Phase One of this study that showed 

short-term retention of associated academic concepts supports 

these beliefs. Students in Phase One showed that they were 

able to remember non-art, academic concepts that were taught 

in an arts context. Students in Phase Two demonstrated to 

their teachers and others that they were able to transfer the 

skills learned in the Arts Integration Program's theatre lesson 

outlines to language arts, social studies, and science. 

The study showed that the Arts Integration Program was 

a positive addition to the classroom. Future study might 

further investigate the techniques of integrating the arts 

lessons with a wider range of academic concepts. 

Arts Integration and the Learning Environment 

Results of the Perceived Self-efficacy, Attitude, and 

linguistic Domain QJlestionnaire showed that the Arts 

Integration Program had a positive effect on these aspects of 
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the classroom learning environment. In Phase One, there was 

little difference over all, but participating students experienced 

a sustained interest in school compared with the control group. 

They also exhibited a maturing linguistic domain related to the 

arts and learning. In Phase Two, teachers and students 

benefited from a more supportive, cohesive classroom where 

risks could be taken. Their theatre activities had created a 

classroom in which communication skills, both productive and 

receptive, thrived as students gained confidence in public 

performance and learned to be a supportive audience for one 
• 

another. 

Certainly, there were strong indications that the arts have 

a place in the classroom. As the students reported, if they do 

not get arts experience in school, they do not have other access 

to the arts through other channels. The introduction of fine 

arts experiences into the classroom does not have to be an add

on to the teacher's already full schedule. Arts Integration 

Program lesson outlines provided opportunities for aesthetic 

response to occur in a context that induded schooled concepts. 

Children engage the core curriculum through multiple paths, 

allowing for differences in learners. 

Further study in this area might involve observing the 

effects of a school-wide Arts Integration Program, as is being 

instituted in School A. As the techniques are introduced in all 

grades and teachers begin to integrate arts into all areas of the 
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curriculum the effect on the entire school environment may be 

of high research interest. 

Arts Integration and Teachers 

Teachers who participate in the Arts Integration Program 

are volunteers; therefore, they are somewhat intrinsically 

motivated. However, they come to the program with greater or 

lesser degrees of enthusiasm. In particular, the teachers 

involved in this study were not all initially convinced as to its 

value or their own ability to learn new techniques. The 

teachers in both phases of this study, however, came away 

reporting their commitment to the arts integration techniques 

for their classrooms. In a follow-up interview with the two 

teachers of Phase One who did not continue with the study, 

both reported that they continued to use some of the Arts 

Integration Program lesson outlines with their classes. They 

also stated that they were much more aware of the benefit of 

arts integration techniques in general. 

Continuing teachers and teachers new to Phase Two 

stated strongly their belief in the program. They were very 

interested in continuing to use the lesson outlines and 

techniques. Journal entries from Phase Two spoke of 

nervousness and low self-confidence at the beginning that 

quickly went away once the lessons began. 

The Mentor-teacher model implemented in Phase Two 

shows promise as a means of diSSeminating the Arts 
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Integration Program. The Mentor-teachers rose to the 

challenge and, in the end, reported that they had benefited 

professionally from the experience. The protege teachers 

found that the model was very supportive of their efforts. 

There was consensus about important aspects of the model that 

evolved: (in addition to the Arts Integration Program itself) 

inter-classroom observing, regular meetings, a full year of 

concentrating on one or two arts diSCiplines, and videotaping 

and review. 

It may be that the behavior of the children and the 

behavior of the teachers were reciprocally determined. The 

activities were so well received by the children that the 

teacher's initial hesitation·in trying something new was 

overcome. Individual children's occasional shyness at first was 

alleviated by the teachers' willingness to participate by 

demonstrating the activities. 

Further studies might look at the impact of collaborative 

integrated teaching such as this on teacher professionalism and 

the effect on the classroom. For example, Jerome Bruner spoke 

of Four Ways of Knowing, in his address to the American 

Educational Research Association (1994). The Mentor-teacher 

model that evolved during this study had the attributes of 

knowing that he identified in that speech. Those attributes are: 

Agency, Collaboration, Reflection, and Cultural Expression. One 

can see that the Arts Integration Program Mentor-teacher 

model engaged the teachers in new activities. Teachers 
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collaborated on the lessons with the other teachers and with 

their students. Journals and interviews forced them to reflect 

and to express their thoughts and ideas. Finally, lesson outlines 

were designed to allow for great freedom in cultural expression 

for all involved. Bruner provided a possible framework for 

evaluation of a learning environment, and further study of the 

effects of a program such as the Arts Integration Program. 

Future researchers may wish to examine the Arts Integration 

Program using that framework. 



APPENDIX A. Content Area Test: 
Gravity Lesson 

NAME __________ __ T~CHffi ______________ __ 

Content Area Test for Gravity Lesson 
(Dance-A) 

Have you ever studied Gravity before? 
_YFS ~o 

If you an~erect ns, wben dkl you study Gravity? 

Circle One answer for questions 1-6. Jfyou do not know 
the answer, choose,e. 

PLEASE DO NOT GUESS 

1. What pulls us toward the earth when we fam 
a Our bodies 
b. our muscles 
c. gravity 
d. the air around us 
e. I don't know 

2. Where does gravity orginate? 
a underneath us 
b. from the clouds 
c. the center of any clestial body 
d in our imaginations 
e. I don't know 

3. What other c:electiaJ bodies have gravity? 
a none 
b. moon, stars, and planets. 
c. the space shuttle 
d comets 
e. I don't know 

4. How do we keep ourselves from falling to earth? 
a by using earth moving equipment 
b. cables and chains 
c. by maIntaining our center of gravity 
d. by keeping our attention focued 
e. I don't know 

5. Is the Earth the only celestial body with gravity? 
a. Yes 
b.No 
c. I don't know 

6. Do all objects fall to earth with the same quality? 
a Yes 
b. No 
c. I don't know 
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APPENDIX A. Continued 

7. What are some different falling qualities? 

8. What does "centering" mean? 

9. What is a movement's "quality"? 



APPENDIX B. Content Area Test: 
Say It Like You're ... Lesson 

NAME T~CH~~ __________ __ 

Content Area Test for Say It ute 'Yoy;re ... Lesson 
(Theatre Arts) 

Have you ever studied Theater Arts before7 

__ YES ____ .... NO 

If you answered YfS, when did you study Theatre Arts 
before7 

Circle One anwer for questions 1-5. (fyou do not know the answer, choose~. 
PLEASE DO NOT GUESS. 

1. An emotion is: 
a a facial expression. 
b. a feeling. 
c. a way to tell how cold it is outside. 
d acostume. 
e. I don't know. 

2. I believe that an actor's emotions are real when. •. : 
a he seems like he means it. 
b. I can understand what she said. 
c. I like the story. 
d. I read it in the program. 
e. I don't know. 

3. An actor can give a sentence several different meaning by: 
a changing the way she says it. 
b. saying it in another language. 
c. reading it backwards. 
d. mumbling the words. 
e. I don't know. 

4. lkx1y language means: 
a. l>-pelling uut It!tters with yuur arms and legs. 
h. showing emotions without words. 
c. American Sign language. 
d. anatomy. 
e. I don't know. 

5. One way that people dQn.l communicate is by: 
a writing letters. 
b. taiking. 
c. winking. 
d changing their oll. 
e. I don't know. 
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APPENDIX B. Continued 

6. Name five (5) emotions that people can show: 

7. Name at least two important ways to use your voice when you're acting: 

_:...-__ 1 don't know. 

8. What can happen to an actor's voice when they change from one emotion to another? 

____ I don't know 



APPENDIX C. Perceived Self-efficacy, Attitude, and 
Linguistic Domain Questionnaire 

~--------------

What •• THE ARTS? 
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APPENDIX C. Continued 

Name ____________________ __ Dme ____________ _ 

yoor~ __________________ __ Teacher __________ _ 

*******.******** •• *. 
THE ARTS = Music, Dance, Theatre, and Vleual Arts 

.***********fr.t.** ••• 
For CK!eetlona 1 - 4. check eItt. YES or NO for each Ililm. 

1. Haw you ever been l!!: 2. Have you ever been In: 
YES NO YES NO 

a. aplay 
b. a roosIc concert 

a. aplay 
b. a roosIc concert 

c. a dance perIormance 
d. an art exhibit 

c. a dance pertormance 
d. an art exhibit 

3. Have you ever taken these classes outside of school? 4. Do THE ARTS help you learn ... 
YES NO YES NO 

a. acting c!asses a. math 
b. rooslc classes b. science 
c. dance classes 
d. drawing cIasIIes 

c. reading and writing 
d. tIOCIaI studies 

e. art classes e. P.E. 

*.***.************** 

For questlone 15 - 8, ch00a8 1M ...... YOU think Ie beet. 

5. How IlJlIOI1ant are THE ARTS for ~ur 
future? 

6. How ~ is teaming about THE 
ARTS of other cultures In understanding 

those cultures? 

(circle one) 

n-a 1~1IIt IIeIIlmportant 

a~~ b.~ c. ~ Yd. YaVV 
(circle one) 

"'1~1IIt leatlmportant 

7. How important is It for a peniOn to know JL.JL. JL. JL. n n n L~ 
about THE ARTS? a ~ (0EJ II. ~ c. (0EJ \J d. \J .. \) \J 

8. In order to undenlland dlferenl people 
and places, how Importl!nt is it 10 learn 

about their ARTS? 

(circle one) 

... ~ ..... Important 

a&& b.~ c.&1 Yd. 9 .. 99 

C 1993 Tucson Pima Arts Council 
U!ied with pemi5sion 

(circle one) 
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APPENDIX c. Continued 
For au.tlana 8 -1; chooN the __ that YOU think .. beet 

9. How much have you \earned in school about ntE ARTS ~ 10. How much have )00 \earned about THE ARTS 
until today? outside of school up until today? 

11. How much do you ellped to learn in school about THE 12. How much do )'Ou expect to learn about THE 
ARTS this year? ARTS outside of school year? 

APPLAUSE METER 

For gUMllona 13- 22, Om an arrow on the AppI __ M ... tID ShoW your r!!l!O!l'" 

Example 1: 
fby likely is it (hat you wilt be fate \0 schoof? 

Applause Meter 

very 
unlikely 

very 
likely 

13. How Ikelywould you be to choose \0 do some fOll1l 
of art If you had a free hour to spare? 

Applaule Meter 

V':''Sl 
very very 
unlikely likely 

Example 2: 
What do you think of the taele of ice cream? 

Applause Meter 

terrible great 

14. How wei do you think you do in 1IIIIlb? 

Ajljlljusit Meter 

terrible great 
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APPENDIX C. Continued 
15. How well do you think you do In madiog and dog? 16. How well do you think you do In froa' studies? 

Applause Meter Applause Meter 

terrible great terrible great 

17. How well do you think you do In~? 18. How well do you think you do In f...E. ? 
Applause Meter Applause Meter 

terrible great terrible great 

19. How well do you think you do In ~? 20. How well do you think you do In tmaIm? 

Applause Meter Applause Meter 

terrible great terrible great 

21. How well do you think you do In nmk:? 22. How well do you think you do In~? 

Applause Meter Applause Meter 

terrible great terrible great 

23. Generally. I feel I can do wen In most liChooi subjecls. 24. How rooch do you think you will like the art that you 
learn this yeat? 

~one..... ChooMone ........ 



APPENDIX C. Continued 
25. When It 00fI1e6 to school, I can do we" In: 26. lhiII ill question number twenty,slx. 

ChOOMone .new_. CtIOOM one .wNW. 

For qu.tlona 71- 38. ChooM the r.ce that ilion YOUR 'eellnge. 

27. When It's ICC'" Itud!w lime In school I feel: 
(circle one f8ce) 

. '0 to "'" (.:\ ®. a. ~ b. \::d c, 'c:J d. 'd e. 

29. When It's time for IbIIdm in school, I feel: 
(elrole one fac:e) 

'0 9 "'" ~ ®. a ~ b. Y c. \::::;J d. 'd e. 

31. When Its ~ time in school I feel: 
(circle one face) 

S" 9 "'" ~ ®. a ~ b. Y c. \::::;J d. 'd e. 

33. When It's time for vi..," ,rill In school, I feel: 
(cIrcle one face) 

'G" 9 "'" ~ ®. a ~ b. Y c. \::::;J d. 'd e. 

35. When Its IDIIb lime in school I feel: 
(circle one ,_) 

'G" 9 "'" ~ ®. a ~ b.Y c. 'c:J d. 'd e. 

37. How rroch do you lI!eld (1TlISIc, danceI movement, 
theatre, and vtsual arts)? 

(circle one face) 

a ©b.©C. ©d.@e.® 

28. When Its IMdIng end writing time in school I feel: 
(circle one f8ce) 

e9~r.;'\('";\ 
a. ~ b. Y c. \::::;J d. 'd o. '01 

30. When it's time for IIIIl!G in school, I feel: 
(circle one face) 

e 9 ~ r.;'\ ®. a ~b.YC. 'dd.'de. 

32. When it's time for dIrD. in tiChooI, I feel: 
(oIrcie one f_) 

1Y 9 (.";\ r.;'\ ®. 
a, ~b.YC. 'd d. 'de. 

34. When It's time for KIHIaI. I feel: 
(circle one faee) 

e 9 (.";\ ~ ®. 
a ~ b. Y c. \::::;J d. 'd e. 

36. When Its P....E. time in school I feel: 
(circle one face) 

~ 9 (.";\ r.;'\ ®. 
a ~ b.Y c. 'd d. 'c;;J e. 

38. When school is out, I feel: 

(circle one r-) 

~ 9 (.";\ ~ ®. 
a ~ b. Y c. 'd d. 'c;;J e. 

* •••• ;t*******.****** 
STOP! Walt for instructions . 

•• *** ••• *.****'****** 
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39. From the classes' bralnstonn list, choose the items for learning about THE ARTS that you think are Important and writelhern 
below. 
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