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Abstract 

 

This dissertation explores Arts-Based Education, an alternative to the Technical 

Rationalist (Schön, 1983) approach to schooling, which has traditionally prevailed in the 

U.S. public schools. It examines theories of learning and creativity (Dewey, 1938/1997; 

Davis, 2000) that fit well with the rationale for an arts-based integrated curriculum in 

schools.  Through the narrative inquiry research method (Clandinin & Connelly, 1994; 

Craig, 2007), I show the cultivation of arts-based instruction in one elementary school 

and how the attention to teacher professional development helped this campus develop an 

integrated arts-based teaching and learning environment.  In this paper, I provide a 

rationale for Arts-Based Education; give a brief overview of curriculum integration and 

arts-based programs; and present a view of teachers and teaching in an arts-based setting. 
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CHAPTER ONE: INTRODUCTION TO MY RESEARCH TOPIC 

Teachers practice an art (Schwab, 1983, p. 245) 

Before I began writing this chapter, if I had been asked the question “Are you an 

artist?” my first instinct would have been to say, “No. I am a teacher.”  I self-identify 

with being an educator.  However, upon reflection, I realize that the answer to this 

question is actually yes. I am an artist.   As I look back on my life outside as well as 

inside of school, I realize that my whole world has revolved around being involved in 

some sort of creative endeavor.  Many of these have been school-based, but not all.  

Nonetheless, as I journey back to my earliest childhood, it is easy to see that teaching and 

the arts have figured predominantly in shaping who I am.  My own experiences as both a 

student and a teacher, especially those that I have recently had in my doctoral program, 

have led me to research the topic of integrated curricula, particularly focusing on those 

that are arts-based (concerning the visual, dramatic, musical, and literary arts).  I feel that 

teaching and/or learning within an arts-infused curriculum is conducive to creating the 

kinds of self-affirming memories and experiences that will last throughout a person’s life. 

My School Experiences 

My first memory of a school setting was at the Watchung Nursery School in 

Upper Montclair, NJ, when I was three-years-old.  I remember it was winter.  I was 

dressed for snow, and it was cold outside.  My father drove me to school.  I remember 

that this was not typical.  I think my mother usually took me.  Regardless of which parent 

drove that day, my memories of that morning are quite clear.  Sometime during the ride, I 

realized that I did not have my “nappy” (my equivalent of a security blanket) with me.  

When it came time to get out of the car to go into the building, I had a fit, a huge tantrum.  
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I needed that nappy.  There was no way I was going into school without it.  No. Way.  

Well, being a tiny three-year old, it was easy for Dad to help me out of the car and drag-

walk me up to the front door all the while trying to tell me that everything would be all 

right - that I would survive without my nappy for the day.  I was still crying when 

Miriam, my nursery school teacher (who to this day calls me “Cupacake”), said goodbye 

to my dad, spoke soothing words to me, took my hand, and led me to the place where I 

had been playing the day before.  I remember the extreme embarrassment I felt at being 

so upset in front of her, but the feeling of needing my nappy was a great deal stronger.  

However, embarrassment overcame need when I looked down to where Miriam was 

pointing.  There, lying on the puzzle I had been working on the day before, was my 

beloved nappy!  My memory of that event ends there, with the feeling of huge relief 

settling upon me as I realized my safety blanket was with me once again and the feeling 

of being hugely embarrassed at having made such a fuss over it in the first place.  Also, I 

am incredibly grateful that Miriam had dealt with me in a kind, gentle manner, with no 

hint of exasperation or irritation that I was inconsolable over the absence of a piece of 

cloth.  She made going to school a safe place, even when I was not at my best. 

 This story is relevant to me because it shows that an encounter that I experienced 

in school at the tender age of three has stuck with me through adulthood.  Now then, 

imagine the myriads of school-setting encounters children experience throughout their 

lives as they progress through the education system, be it public or private. How 

important it is that the memories they create are positive ones – that the interactions they 

have with their teachers are constructive and confirming. 
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My Personal Arts-Based Narratives 

When I was six or seven, I took art lessons one summer from my next-door 

neighbor, Linda, who was an artist.  I was not particularly gifted in the visual arts, nor did 

I have a passion for drawing. Nonetheless, I remember my individual lessons with Linda 

with pleasure.  While she did focus on technique, what I remember best about my 

sessions with her is how I felt when I was drawing.  I felt calm and at peace.  There was 

no pressure to create a masterpiece.  I loved the feel of the pencils or pastels in my hand. 

I loved the feel of the thick drawing paper of my tablet.  I remember the pride I felt when 

one of my drawings of a farmhouse won a blue ribbon in a local art show.  Most of all, I 

remember being able to lose myself in my work.  I loved the process of creating.  For me, 

it wasn’t the end product that brought me the most joy, but the efforts I put into creating 

it. 

In third grade, I was cast as the lead in the annual school play, a musical based on 

a Chinese folktale. I don’t remember much about the actual play, only that I got to wear a 

fake straw hat and fish in a little make believe stream on stage. Oh yes, and I got to sing. 

I loved to sing.  If the visual arts were not my passion when I was a little girl, music 

certainly was, and still is.  My mother said that I sang before I talked.  When I was a 

baby, she would know I was awake in the mornings because I would sing to myself until 

she or my father came to get me from my crib.  This passion for singing never left me.  In 

fact, when I was six and my babysitter at the time was twelve, she heard me sing 

“Somewhere Over the Rainbow” (a song that would become my signature song over the 

years) as I was swinging on a tire swing in my backyard and vowed that I would sing at 

her wedding when we were “all grown up,” and I did.  The song I sang at her wedding, 
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however, was the Cat Steven’s classic “Morning Has Broken” and my accompanist the 

musical director at Columbia University (though had I known that at the time, I probably 

would not have been able to make it through the song!!).  

Much of my school experiences from elementary through high school were fairly 

traditional and, for the most part, typical for public school.  The courses that stood out for 

me, the ones I enjoyed the most, were the ones where I could be the most creative:  

English, music, and theatre.  I have more memories from being in varsity choir and 

theatre troops for seven years in middle and high school than I do for any other class, 

with the exception of English/Language Arts.  One memorable moment I can recall is the 

time I entered and won third place in a state-wide poetry contest in the eighth grade.  My 

Language Arts teacher had made all of her students enter some kind of writing contest as 

a class requirement.  Since I liked writing poems, I entered a poetry contest.  I had no 

idea my whimsical children’s poem (a la Shell Silverstein) would find me on a trip to 

Dallas where I recited my poem to a roomful of people who laughed in surprised shock at 

the end when my young protagonist actually wound up being eaten by the monster in her 

closet.  I received appreciative applause much to the pride of my father, who had driven 

me and my three younger siblings from Houston so that we all could attend my special 

moment together (my mother, alas, had to stay home, where she was completing a 

counseling degree and had an exam on the day of the awards ceremony, so this was a rare 

occasion when both of my parents could not attend one of their children’s events and 

participate in their success). 

My interest in certain subjects was not due to the personal qualities of the teachers 

I had, either.  I spent four hellish years in high school choir with an abusive director who 
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damaged my self-esteem and wore away my sense of worth on a daily basis.  Even now, I 

have trouble gearing myself up to sing in public, and rarely do.   Nonetheless, it was my 

absolute love and passion for music that kept me reenrolling myself in this teacher’s choir 

class for four years.  The subject matter kept me there, not the teacher, which was 

unfortunate for me and impacted the way I viewed music teachers for decades after this 

experience. 

 In fact, once my family moved to Texas when I was ten, my casual pursuit of the 

visual arts dwindled.  I believe this was because the focus of arts courses in the public 

schools I attended was the product not the process, unlike my experiences in my earlier 

grades.   Where once I would draw just for the sake of drawing, being in a designated art 

classroom in the fifth grade ruined the pressure-free, relaxing nature of the process for 

me.  One project I remember was to make a paper maché clown mask.  I followed the 

teacher’s directions and made the mask. I cut out two holes for the eyes, painted the 

raised nose a bright red, and added two round pink circles for the cheeks. I even crafted a 

pointed hat, which I painted a rich royal blue to complete my mask.  To me, it looked like 

a clown.  I made a “C” on that project.  The teacher told me my clown mask lacked 

creativity.  I was confused and hurt.  Had I not poured every ounce of effort into creating 

my mask?  Did she not see my use of color on the face and hat?  I was ten years old, and 

my joy in my creation was crushed by the teacher’s feedback: “lacks creativity.”  With 

that, I turned away from a pastime that had given me pleasure – creating art for art’s sake 

– and turned my attention to areas where I knew I would excel: music, theatre, and 

writing. 
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In my search for colleges after high school, I remember wanting to go to school in 

an environment that was vastly different from the competitive, numbers-driven, product-

based (then it was grades and GPA, rather than the high stakes testing that is occurring 

now) environment that I had experienced in the Texas public school system.  Thus, I 

researched colleges with alternative programs and found The Evergreen State College in 

Olympia, Washington, where I spent the happiest educational years of my life.  What 

made my Evergreen experiences so special was the integrated curriculum.  Evergreen did 

not hold traditional “classes.” Instead, students enter a year-long themed program of 

study.  For example, my freshman year I was enrolled in a program called “Society, 

Social Change, and the Expressive Arts.”   Twenty students were assigned to one faculty 

per quarter and attended group discussions, or seminars, in a small learning community.  

Often the larger group of sixty would get together for whole group lectures by one or all 

three of the faculty teaching the program, depending on the professors’ areas of expertise.  

In our smaller groups, we read books that followed the program theme and studied 

various art mediums at the same time.   

One quarter during my freshman year, I took a photography class and created a 

portfolio of photographs that complemented our area of focus in seminar.   This led to a 

life long interest and passion for photography.  In another quarter of that first year, I 

studied theatre and was cast as one of the leads in Arthur Miller’s play The Crucible, 

which led to my involvement in and becoming a founding member of the ITOC 

(Independent Theatre on Campus) group the following year.  I sang in and co-directed a 

small chorale group for the third quarter.  All arts activities were integrated into our 

program, with exhibitions and performances part of our non-graded evaluation (The 
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Evergreen State College does not have a letter or numerical grading system.  Students are 

evaluated using portfolios and written narratives).   

I think the most complex, integrated curriculum at Evergreen came my junior 

year, when I enrolled in the “Russia at the Crossroads” program, a year-long study of the 

Russian empire from the 14
th

 Century, the early Kievan Rus days, to the early 20
th

 

Century, the Gorbachev Era.  Pat Krafcik and Tom Rainey, the professors who taught this 

program, had the arts integration so finely-tuned, it was nearly impossible to separate 

them from the rest of the curriculum.   As we studied the history, literature, and 

philosophy of Russia, we concurrently learned about the art, music, culture, and 

linguistics of each time period.  It was a holistic, gestalt approach to the subject.  What I 

did not realize at the time was how much the arts infusion enriched my learning and life.  

When I listen to Mussorgsky’s gorgeous “Pictures at an Exhibition,” I can still see the 

19
th

 Century drawings and paintings of Victor Hartmen, whose death inspired Modest 

Mussorgsky to compose this memorial for his friend, which Pat had showed as she 

played the movements to help us capture the essence of each piece.  This was the first 

time I had truly studied something as a whole, and not just isolated parts.  It made so 

much sense to learn this way that I am continuously amazed that this is not done in all 

school settings. Integrating subjects and themes seems so natural and intuitive to me, 

which brings me to the focus of my research. 

My Teaching Experiences 

 My professional teaching experiences, aka, my life as a classroom teacher, mirror 

my experiences as a student in that I was happiest in the jobs when I could express my 

creative side and felt nurtured by the environment in which I was teaching.  I started my 
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life in the classroom as a substitute teacher at the secondary level.  While the early 

mornings were tough (I am nocturnal by nature), the job itself was fun.  I came in, 

established a rapport with the students, and executed someone else’s lesson plans.  My 

favorite part, of course, was the student interaction.  I was twenty-two at the time and not 

much older than the high schoolers whom I was tasked to look after.  Ironically, in both 

the middle and high schools where I subbed, I was escorted to the principal’s office 

multiple times for being in the hallways without a hall pass.  It was interesting to note the 

security officers’ reactions when the front office affirmed that I was there as a substitute 

faculty member and not a member of the student body.  Apologies abounded.  However, 

that did not excuse their gruff manner and automatic assumption that a student out of 

class was up to no good before they found out I was not a pupil. This experience early on 

in my career made me mindful of how the adults treated the young people in their 

schools.  I made a pact with myself that I would see my own students as individuals and 

not group them in packs as I was erroneously grouped as a very young looking substitute 

teacher. 

 My next teaching position was at an alternative private school for children with 

academic and emotional problems.  I was twenty-four and thrust into a working 

environment with extremely troubled youth, a hostile working environment, and no 

lesson plans or textbooks from which to draw inspiration.  I taught grades 7-12, with the 

middle school students in one class and the high school students in another, and had to 

lesson plan for each individual student.  Somehow I made it work and received the praise 

of the students and their parents alike, and I did it all with no formal training.  Lesson 

planning came naturally to me – it is a creative endeavor.  However, the working 
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conditions of very little pay and absolutely no administrative support wore me down, and 

I resigned after my first year with the school. 

 During my second semester teaching at the alternative school, I was invited by a 

colleague at that school to interview for a part-time position with a local two-year 

college.  I did and was hired to teach Developmental English (remedial grammar and 

composition) in the evenings.  Little did I know that this would be put me on a career 

path that has lasted for fourteen years.  During that time, I went back to school and 

completed a Master’s Degree in Curriculum and Instruction, which provided me with a 

better foundation for working as a classroom teacher in terms of classroom management 

and learning theories.  Nonetheless, I personally feel that although there is a science to 

teaching, much of the acts of teaching are creative.  Thus, my philosophy leans more 

towards teaching as an art than a science.  That said, I certainly do not discount the 

empirical parts of teaching (observing, making hypotheses, and adjusting planning and 

teaching based on empirical findings); however, I strongly believe that teaching is more 

of a fluid, creative, intuitive process, and that this approach to teaching is more effective 

than a numbers based approach, as what is currently the trend in education with the No 

Child Left Behind Act (2002).   

 My experiences with two teaching positions have helped shape my 

preference for teaching environments, for not all teaching conditions are created equal.   

The first was in a privately owned educational clinic founded and run by the elementary 

school teacher at the alternative private school where I worked. She, too, resigned her 

position when I did and went on to start what soon became a very successful educational 

clinic for students with learning disabilities.  When her client load became too heavy for 
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her to handle by herself, this former colleague and now friend hired and trained me as a 

reading therapist.  We worked out of a two-room office for six months before hiring more 

teachers and moving into a larger space with individual tutoring rooms.  This was my 

absolute ideal working environment.  It was my job to assess my students and create 

individualized reading plans for them.  The reading program we used was so successful 

that it was not uncommon for us to take a child who was years behind in reading ability 

and bring him or her up to grade level in a matter of months.  More often than not, once 

the children reached their reading proficiency, they had developed such a close 

relationship with us that they remained under out tutelage for other academic support.  It 

was my rapport with my students, my respect for my employer (in this case, also a 

friend), and an environment that nurtured my creativity that made me love and excel at 

this job. 

The second teaching environment where I flourished as a professional educator 

was in the Developmental Studies department at the two-year college that hired me as an 

adjunct in 1997, which overlapped the time I worked with my friend at the educational 

clinic.   Again, one of the factors for my satisfaction and success in the classroom was 

due to the leadership of the department chair at the time.  This teacher/department chair 

led with what is called a “servant leadership style,” which established “trust, listening, 

and ethical behavior” (Boylan, 2006, p. 7).  She was a leader who was consistent in her 

words and actions, and my relationship with her was one of trust and respect.  I became 

the only adjunct in the department to give faculty workshops and was invited to attend 

college-wide department and discipline committee meetings.  While other adjuncts were 

certainly welcome to participate in department activities, I had the advantage of being 



   CREATING AN INTEGRATED ARTS-INFUSED PROGRAM           

11 

 

available to work during the day, while many adjuncts taught only at night and had a 

different teaching position in the daytime.  Thus, I had the opportunity to be mentored by 

my department chair, which made me feel included in the workings of the department 

and added to the strength of the department.  It also made me feel as though I had a 

personal stake in the college.   I felt connected to what I was doing, and, thus, worked 

harder at my job.   My chair had the full support of the dean, and the faculty (adjunct and 

full-time) had the full support of our chair.  The department was well-managed, and all 

participants shared a similar philosophy about developmental education.   As a result, we 

faculty were satisfied with our jobs.   

When I had the opportunity to apply for a full-time teaching position by another 

campus within the same junior college system, my chair encouraged me to interview, and 

I was hired as a Developmental Reading instructor.  I spent two years teaching within a 

department that did not have the same unity as the one before, and, when an opening 

became available in my former department, I eagerly applied, and was hired back into the 

fold. However, a semester into my new position, the pressures of protecting faculty from 

state imposed initiatives and administrative pressures outside of her control proved too 

much for our chair, who stepped down, and a new one was elected.     

I immediately noticed an abrupt shift in climate within the department due to a 

new management style.  The new chair had a completely different approach to education.  

What had been a faculty and student-centered department quickly became an assessment-

accountability driven one.  I watched the slow erosion of what Schwab (1983) calls 

teacher as curriculum maker under this new administrator. Of Schwab’s (1973) four 

contexts of the curriculum making process, the subject, learner, teacher, and milieu, the 
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teacher is the one who leads in making curricular decisions (Schwab, 1983).   Therefore, 

Schwab (1983) writes, “teachers must be involved in debate, deliberation, and decision 

about what and how to teach” (p. 245).  The teacher should be the “fountainhead” of the 

curriculum making process (Schwab, 1983).  Under this new accountability-based 

system, there was little room for teacher-led decision making, or at least, this is the 

conclusion I have come to based on my experiences with this chair at this college.  The 

freedom I had to create and enact my own lessons suddenly became infringed upon by a 

micromanaging chair.   I found my job becoming increasingly more administrative in 

nature, with the focus on the end product of student “achievement” (test scores and 

grades) instead of the process of how to get them there.  A standardization of the 

curriculum crept into our classrooms. My fellow colleagues and I became discouraged. 

The morale in our department was low, and several full-time instructors resigned.  

This work environment did not support the notion of teacher as curriculum maker 

and supported the notion of teacher as implementer (implementing curriculum from the 

top-down). Aoki (2004) calls “The teacher as implementer…a mere reproducer, a person 

reduced to a technical practitioner...” (pp. 362).  When teachers are reduced to 

implementing a top-down curriculum, such as the one being forced on us, I feel that their 

creativity is being stifled.  A teacher’s lesson plan is very personal.  It is a representation 

of that individual’s teaching style and philosophy.  I became very unhappy in a 

department that had once been my pride and joy.  Sadly, I, too, joined my other 

colleagues who had left their positions with the college after a year of intellectual and 

creative confinement under the new chair. 
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I took a year and a half off to work on a doctoral degree and to recover from such 

stifling working conditions and found myself lucky enough to be hired a third time by yet 

another campus within the same college system as before.  What a difference a change in 

leadership makes!  I am now in a position where I have complete academic and creative 

control over my teaching.  Not only do I have a chair who supports me in my work, but I 

also have the supportive ear of my dean, who encourages me to work on projects related 

to and outside of my department.  I find I am contributing to the whole college 

community and not just my small English for Speakers of Other Languages (ESOL) 

program.  My needs as a human being as well as my needs as teacher are being fulfilled.   

I feel that nurturing the creative spirit, no matter how it manifests itself in an 

individual, is essential for producing happy people. My own experiences as a student and 

as a teacher have convinced me that creativity plays a huge role in forming human 

experiences.  I don’t purport that a person needs to create a work of art or produce a 

masterpiece to find creative fulfillment.  I do believe, however, in the power of the 

creative spirit and the necessity that all persons be allowed to express themselves 

creatively in some manner. Thus, it is vital that this nurturing of creativity be ensconced 

within any educational system, which is how I came to my research topic: . 

When did the arts, which are categorized under the heading of extracurricular 

activities, become regulated to the back seat of the educational bus? What regulates 

certain material to be deemed “necessary” but others “extra?”  Viewing the incredibly 

rich, art-filled hallways of a single elementary school brought many questions to my 

mind.  I wonder – when did art get put on a pedestal?  I want to know who made the 

decision to lock it away in museums, put it high on a shelf, or hang it in the homes of the 
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very rich, unreachable but by only a privileged few.  What happened to arts for arts’ 

sake?  Where have the days of the penny theatre seats gone, when what has now become 

“high culture” was accessible to the masses?  How did this happen?  Why is art 

considered outside the core curriculum of academia when it used to be required as part of 

an “educated person’s” schooling?  All 18
th

 and 19
th

 century gentlemen and women 

would have had to take music or drawing or some form of arts education in order to 

retain their status as an “educated individual.” Yet, somehow, educating children in the 

arts has disappeared from the U.S. public school system.  Learning how to draw, sing, or 

play an instrument has become an “extra,” a luxury that not all children can afford to 

experience.  I find this distressing and, thus, feel compelled to further explore the subject 

of the arts and education. 

In his 1934 text, Art as Experience, John Dewey argued that Art “was not the sole 

possession of a unique class of objects hung in museums, but a living process that 

humans experienced when a certain quality of attentiveness and emotion were part of the 

engagement….Dewey sought to reestablish a connection between art and life”  (Eisner & 

Powell, 2002). I hold that the arts are essential for personal development and should be at 

the center of the curriculum, at its core, and not at its outer edges.   The arts have more to 

offer than adding an element of culture into the classroom. There is an innate sense of 

storytelling within the arts. The focus of arts-based learning is how the student interprets 

what she or he sees, hears, feels, etc, and how an individual can tell his or her personal 

story through any chosen medium.  My interest in this topic has led me to field-based 

research at a truly remarkable elementary school, whose curricular focus is arts-based.  
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There I could see, much as in my own experiences, the effects that combining education 

and the arts had on the students and teachers alike. 
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CHAPTER TWO: LITERATURE REVIEW 

Creative activity could be described as a type of learning process where teacher and 

pupil are located in the same individual (Koestler, 1964, p.1)  

 

The public school system in the United States has been historically dominated by 

a positivistic approach to learning.  Positivism is a philosophy that seeks to apply 

scientific methods for the betterment of mankind and is concerned with measurable 

outcomes and external control (Eisner, 2001; Schön, 1983; Standaert, 1993) This 

approach, also termed Technical Rationalism, was instituted in the 1800s by universities 

seeking to raise the field of Education, a “minor” profession, to the level of the “major” 

professions, such as the Medical, Business, and Legal fields (Schön, 1983).  

Unfortunately, this led to the development of educational methods that educational 

philosopher Paulo Freire (1970) has called the “banking model” of teaching, which is 

passive and teacher-centered, viewing the learner as a receptacle and the teacher as an 

information depositor.  This traditional approach acknowledges only one way of viewing 

knowing:  from a scientific standpoint.  A second, equally valuable way of knowing has 

been left out.  Jerome Bruner (1985), as noted in Eisner, 1998(b), a prominent cognitive 

learning theorist, asserts that there are two ways of knowing: the paradigmatic (which 

supports science-based knowledge) and the narrative (which supports personal 

experience as a way of acquiring knowledge).   It is the latter view of learning that 

appears to be missing from current U.S. public schooling. Thus, it seems that alternate 

approaches to education are needed to correct the imbalance.  Education with an arts-

based focus is one such alternative approach.  In this chapter, I provide a rationale for 
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Arts-Based Education; give a brief overview of Arts-Based Education; and present a view 

of teachers and teaching in an arts-based setting.   

Theoretical Underpinnings of Arts-Based Education 

Arts education and developing the creative spirit supports Freire’s (1970) notions 

of the teacher-as-student and the student-as-teacher, with both parties seeking out reality 

together in the form of thematic investigation.  Freire (1970) emphasizes the need for 

communication. He states, “[w]ithout dialogue there is no communication, and without 

communication, there can be no true education” (p. 93). In other words, education is a 

two-way street with both teacher and student engaged in meaningful communication acts.  

Freire (1970) believes that dialogue is essential for what he calls the “problem posing” (p. 

79) approach to education, which focuses on learners engaging in active acts of cognition 

versus the passive transferal of information that dominates the current educational 

climate. Dialogue allows each party to critically reflect and act upon situations in which 

they find themselves (Dewey (1938) would call this the environment). Freire (1970) was 

concerned with people learning to think and perceive the world critically, much as artists 

do.    

Elliot Eisner (1998a), art educator and curriculum theorist, provides the rationale 

for the present study for why the arts are so important in education.  Eisner (1995) 

defines Arts-Based Education as courses in the visual arts, music, dance, or theatre. 

Maxine Greene (1995) would add that writing and the literary arts be included in this 

definition, which I do so for this chapter.  Eisner (1998a) holds that the arts should not be 

used as a means to an end, i.e., to increase student test scores or academic achievement. 

Instead, arts should be studied for their own sake and the contributions art makes to 
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human lives.  He states, “We do the arts no service when we try to make their case by 

touting their contributions to other fields” (Eisner, 1998a, p.15).  Eisner’s four outcomes 

of the arts in education are as follows: 

1. Students should acquire a feel for what it means to transform their ideas, 

images, and feelings into an art form; 

2. Arts Education should refine the student’s awareness of the aesthetic qualities 

in art and life; 

3. Arts Education should enable students to understand that there is a connection 

between the content and form that the arts display and the culture and time in 

which the work was created. 

4. Dispositional Outcomes of an Arts-Based Education: 

a. A willingness to imagine possibilities that are not now, but will 

become; 

b. A desire to explore ambiguity, to be willing to forestall premature 

closure in pursuing resolutions; 

c. The ability to recognize and accept the multiple perspectives and 

resolutions that work in the arts celebrate (pp. 13-15). 

From a psychological perspective, Arts-Based Education is supported by Developmental-

Constructivist and Humanistic approaches to learning, as will be explained further in this 

chapter. Moreover, literature on the four P’s of creativity - Press, Process, Personality, 

and Product - (Davis, 2000) resonate with Eisner’s (1998a) rationale for Arts-Based 

Education as an organic, exploratory method for discovery learning and creative thinking 
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and teaching – sadly the converse of the type of learning environment that can be found 

frequently in public school settings due to the current focus on high stakes testing.  

  Arts-Based Education: Learning Theories and Creativity  

Dewey and the Creative Press 

Before delving into the worlds of developmental psychology and theories of 

Creativity, it is important to pay tribute to John Dewey, whose educational philosophy 

forms the basic principles for an arts-based curriculum.  Dewey (1938/1997), whose ideas 

about education led to the Progressive movement in the late Nineteenth and early 

Twentieth centuries, was primarily concerned with the notion of the child-centered 

school. He believed that learning is experiential: that humans learn from their experiences 

and from interacting with their environment.  He held that schools should focus on the 

interests of the learner.  His theory explains unwanted student behavior as individuals 

reacting to a uniform, restrictive environment because “enforced quiet and acquiescence 

prevent pupils from disclosing their true natures” (p. 62).  Participants must, then, be 

involved in forming the purposes that direct learning (p. 67).  Studies must be connected 

to the every day life of the learner. Not only will this enrich the quality of the learning 

experience, but it will also lessen the tendency of the individual to act out against the 

learning environment.  Engaged learners will not feel the need to engage in off-task 

behavior.  According to Dewey (1938/1997), schools are social settings in which all 

participants work together in a democratic community; Subject matter cannot be learned 

in isolation; Experiences can be “educative” and “mis-educative;” – that the experiences 

students have in school can be harmful as well as helpful in their development.  An 

example of a “mis-educative” learning experience is high stakes testing for the sake of 
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testing without regards to meaningful learning or connecting the material on the tests 

with the learner’s everyday life. Dewey holds that education is an “experiential 

continuum” (p. 28). Experiences build on one another, and educative experiences, 

therefore, should lead to growth.  Dewey (1938/1997) believed that the quality of these 

experiences is pivotal to learning.  Philip Jackson (1998), in his text John Dewey and the 

Lessons of Art, writes: 

Dewy invites us to think of experience differently. He asks us to abandon the 

conception of looking upon experiences as something that happens exclusively 

within us, that is, as an essential psychological concept. In its place he would 

substitute a conception far more inclusive, one that embraces what is being 

experienced as well as the experiencer…Experience… is transactional. It is not 

just what registers on our consciousness as we make our way through the world 

but includes the objects and events that compose that world. When we are fully 

immersed in experience, its components so interpenetrate one another that we lose 

all sense of separation between self, object, and event. (p. 3) 

Thus, the learning environment, or what creative theorists call the Creative Press 

(Davis, 2000), is key to effective learning.  The learning environment must be one that 

supports, stimulates, and encourages learners in their pursuit of knowledge. With regards 

to creativity development and the school setting, Parnes (1965) and Torrance (1966) 

echoed Dewey’s (1938/1997) caution against the repressive nature of educational 

environments, which, subsequently, represses creative growth. One of the suppositions in 

Parnes’ (1965) theorizing is that “the individual’s creative ability is frequently so 

repressed by his education and experiences that he cannot even recognize his full 
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potential, let alone realize it.”  He indicates that education and educators should provide a 

creative climate and “help develop the attitudes and abilities that will enable students to 

meet any future problems creatively and inventively” (Parnes, 1965, p. 92).  Torrance 

(1966) examines the power of cultural influences in the nurture of creative development.  

He postulates that how creative abilities develop and function is “strongly influenced by 

the way the environment responds to a person’s curiosity and needs” (p. 168). Torrance 

(1966) offered the following criticisms of the public education system in the U.S. in 

regards to stifling the creative process. His critiques, current then and current now, 

highlight five current educational practices (italics added) and the consequences of each 

practice. Those damaging practices are as follows: 1.) Success Orientation, where schools 

prepare only for success, “is detrimental to creative growth because creative learning 

involves experimenting, taking risks, making mistakes, and correcting them” (p. 169). 

Children should be given safe environments in which to experiment, without the added 

stress of the fear of failure; 2.) Peer Orientation relates to a culture in which students are 

more concerned about what their classmates think about them above all else, including 

parents, teachers, and other authority figures (p. 169).  Peer pressure contributes to the 

suppression of creativity as “[o]riginal ideas are common targets of pressures to 

conform.” (p.169). Some kids are so concerned about “fitting in” that they “give up all 

efforts to learn and to think” (p. 170); 3.) Sanctions Against Questioning and Exploring 

provides a climate where children learn to be afraid of asking questions, which is 

necessary for inquiry and excitement in the learning process (p. 170); 4.) Misplaced 

Emphasis on Sex Roles allows for the stereotyping of gender traits and behavior, such as 

promoting sensitivity and receptiveness in girls while praising and encouraging 
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independence in boys.  Torrance (1966) forewarned, “Creativity, by its very nature, 

requires both sensitivity and independent thinking” (p. 170); and 5.) Divergency Equated 

with Abnormality thinking equates “genius” with “madness’ (p.170).  Teachers should 

not discount the child/adult who diverges from behavioral norms and look for signs of 

creative potential.  Torrance’s (1966; 1993) work strongly suggests that the current 

educational climate of the No Child Left Behind Act (2002) is not conducive to 

stimulating and nurturing creative thought.  The NCLB Act’s goal to bring all children up 

to equal levels of achievement has been implemented in a manner that stifles natural 

developmental learning experiences. For example, high stakes testing and teaching to a 

test isolate the subject content from a real life context; thereby, neutralizing and possibly 

negating its importance.  By way of contrast, an Arts-Based Education can provide 

quality experiences that can nurture an individual’s growth, promote learning, and 

enhance creativity by providing meaningful learning experiences that connect the subject 

area material to the learner’s everyday experiences. 

Piaget and Bruner and the Creative Process and Product 

Developmental psychology views learning as holistic and contextual.  Learning is 

acquired by viewing the whole and not just the parts. Traditional learning theory, which 

breaks up the whole into smaller pieces to be learned, is the antithesis to a developmental 

approach to learning.  Students must be aware of the bigger picture, the whole, before the 

smaller pieces become meaningful. This can be likened to a puzzle. Learners must first be 

shown the finished picture of the puzzle or else they will struggle with constructing 

meaning from the individual puzzle pieces.   
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According to the constructivist view, humans construct their own reality.  In an 

educational setting, therefore, constructivists would say that learning material out-of-

context from that larger reality (context) lessens its meaning.  Learners must have a 

vested interest in the material that they are studying. Learning, therefore, must be made 

meaningful and contextual, according to a Developmental-Constructivist approach to 

education. Learning through the arts addresses the individual’s need for personal 

relevance in the curriculum. 

 The work of Jean Piaget, one of several prominent constructivist learning 

theorists, views intelligence as experience.  A developmental psychologist, Piaget’s 

(1952) hierarchical stages of learning show how intelligence increases at varying levels 

as humans interact with their environment.  He postulates that thinking develops, and that 

enables people to learn meaningfully. His theory that as intelligence develops, knowledge 

is acquired is the opposite view of traditional learning theory (technical rationalism), 

which holds that knowledge is acquired, and then intelligence develops.  Piaget’s (1952) 

four stages of intelligence development (each with a series of sub-stages) are universal 

and invariant.  As people progress through these stages, so do their thinking abilities.  

Piaget believes that humans are intrinsically motivated.  Applied to a school setting, an 

affective component of Piaget’s theory, which is also echoed in the works of John, 

specifically in his 1938 text Experience and Education, is that children must have a sense 

of competence when learning new tasks in order to achieve success. Cultivating student 

accomplishment is an innate function of an arts-infused curriculum and imperative for the 

development of creativity.  For example, creativity theories stress the importance of 

allowing an individual to fail at a task without being considered a failure (Davis, 2000). 
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Students who are allowed to fail without penalty develop a strong sense of self 

confidence, which allows them to try new things and take creative approaches to solving 

problems.  This ties back to Freire’s (1970) “problem solving” approach to education, 

which endeavors to develop critical thinkers.  Creative people are risk takers.  Risk takers 

try new things, and, therefore, may look at the world from new and interesting 

perspectives. 

 Arts-Based Education is designed to provide meaningful “educative” experiences 

and to support learners through their educational journey. In addition, Arts-Based 

learning supports a developmental approach to intelligence. For example, a child in 

Piaget’s pre-operational stage is given an assignment to draw a picture of himself and his 

family.  Because this child is in an egocentric stage of development, he will represent 

himself as the largest figure in his drawing. While this is technically not correct (the child 

figure should be drawn smaller than the adult figures), it is developmentally appropriate 

for the child’s learning stage. Educators with knowledge of developmental psychology 

will not chastise the child for his “incorrect” representation of self.  They will be aware 

that, as the child progresses to a higher stage of development, his figural proportions will 

correct themselves.   

Leading U.S. educational theorist Jerome Bruner’s contribution to learning theory 

is another example of how Arts-Based learning connects well with a developmental 

knowledge of how people learn. Bruner believes that humans can learn anything as long 

as the materials are organized appropriately (Eisner, 1998b). Bruner’s (1966) theory of 

child development holds that that there are three modes of representation, or stages, that 

children progress through as they learn.  The first stage is enactive representation.  This 
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is an action stage when people learn by doing hands-on activities.  This stage can be seen 

at the preschool level, as children too young to read or write learn by doing.  Some of 

these activities include making objects with play-dough; dressing up to play house; 

building with Tinker Toys, blocks, Legos, and so forth.  The second learning stage is 

iconic representation, an image stage.  During this stage, people learn by representing 

ideas visually, or drawing. Often, kindergarten teachers will tell their students to “draw a 

picture” of something, or they will use story and picture books to help their students learn 

a concept. Children begin to record their experiences visually (drawing, etc.).  The third, 

and most advanced stage, is symbolic representation.  Learners at this level are able to 

use symbols to represent something.  A school example is learning to read and write.  

Students start to learn that the letters of the alphabet are written representations of 

sounds, and that combining those sound-pictures can make words, i.e.: “c” + “a” + “t” = 

cat.  

Learning through the arts follows the same progression as Bruner’s (1966) stages: 

students learn by first creating art by hand (sculpture, paper-maché) or by movement 

(dancing, learning an instrument); then their art becomes more visually-oriented as they 

master drawing lines, learn about colors, and study a variety of painting and drawing 

techniques. Finally, more advanced artist-learners can use symbolism in their work to add 

even more depth to the message of their art.  This is the highest of Bruner’s stages, 

incorporating the use of metaphor, which is a sophisticated method of communication 

and shows a high level of cognition. 

 Bruner further adds to constructivist theory his two “forms of knowing”: the 

paradigmatic and the narrative, the latter fitting in with the constructivist position. The 
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paradigmatic form represents the traditional, scientifically-based approach to learning, 

which 

seeks precision through the singular...tries to achieve what is definite and does 

this through denotation.  It cherishes certainty, it embraces causality, and it 

defines meaning in terms of verification. (Eisner, 1998b, p.12) 

The narrative form of knowing, on the other hand, resonates with the justification given 

for arts-based learning.  This form 

prizes the metaphorical, emphasizes connotation, exploits ambiguity to convey 

meanings that are suggested by it, and speaks of intention of purpose or agency 

rather than cause.  What narrative provides is believability or “truth-likeness,” 

rather than truth in a verified scientific sense. (Eisner, 1998b, p.11) 

It is this sense of narrative that Constructivists hold dear: the notions that human beings 

construct their own reality and interpret it according to their unfolding experiences and 

truths.  The core of an arts-based curriculum is the idea that learners must deal with the 

context in which they live, and from within that context, learning occurs.  

It is easy to see how Bruner’s (1966) three stages of learning and the Piagetian 

idea about cultivating a sense of competence fit in nicely with the notion of the creative 

process. They occur in a natural progression when learning, just as creativity does. 

Graham Wallas (1926, as quoted in Belkin, 1990, and Davis, 2000) outlines four phases 

(italics added) in the creative process that mesh nicely with the philosophy of 

Constructivism and developmental psychology.  The first step is preparation. This 

involves thinking about the problem and gathering the materials and information needed 

to perform the task/solve the problem.  The second step is incubation. Creative thoughts 
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and ideas need time to develop and grow.  Letting the unconscious mind have this time to 

simmer is an important part of the creative process. The third step is illumination, or the 

“Aha!” or “Eureka” moment.  Suddenly all the parts come together to form a new whole.  

There is a feeling of excitement with this phase.  The fourth, and final, step is 

verification. Here, the learner/explorer double-checks his or her work to test the validity 

of the theory or product.  It is interesting to note, that while many differing theories about 

the creative process exist, several center on a series of steps or stages to be completed, 

and most of these stages are nonlinear in nature.  It is also important to point out that by 

presenting the development of creativity as a process, room is left for making mistakes 

and returning to a previous step in the process to correct an error.  Allowing room for 

failure helps develop a sense of competence and self-confidence in the individual.  Public 

schools often are too centered on the end product, and make little allowances for the 

process, or journey, that led to that product.  A failed product does not always mean that 

the process was flawed.  In fact, failed products may be important steps on the road to 

discovery.   

Maslow and the Creative Personality 

Learners should be allowed to learn within the context of their daily lives, be 

provided with educators who are aware that learning is developmental, and have a safe 

and supportive learning environment that adapts to their needs instead of forcing them to 

adapt to it (which is how the current system works). Fostering a nurturing learning 

environment is at the core of an Arts-Based learning approach. It also supports a final 

educational philosophy, Humanism, which mirrors the goals for Arts-Based Education 

and the development of creativity.  Humanist theory states that people are inherently 
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good and intrinsically motivated.  It holds that an individual’s behavior is determined by 

his or her perceptions of self, and that people need to develop a positive sense of self in 

order to succeed.  Humanism values individual growth and enlightenment.  Like the 

Progressive and Developmental-Constructivist views, Humanist theory believes that 

people learn best within the context of their day-to-day lives. This approach to learning is 

to develop the innate potential of every person.  Abraham Maslow (1968), a major figure 

in Humanist theory, developed a Hierarchy of Needs that is applicable to all human 

beings.  One of the goals, if not the goal, of education is to help individuals reach 

Maslow’s highest stage, Self-actualization.  At this stage, a person has reached his or her 

greatest potential.  Maslow states that in order to become self-actualized, a person’s 

environment must contain conditions that allow individuals to reach their highest 

potential. In a school setting, this means that children must be free to make mistakes 

without repercussions. It means that children should be allowed to experiment, to have a 

voice in what is being taught and how it is being taught, and to feel safe in the classroom. 

Gary Davis (2000), in his text Creativity is Forever, holds that the creative 

individual, then, is one who is self-actualized: “a fully-functioning, mentally healthy, 

forward-growing human being who is using his or her talents to become what he or she is 

capable of becoming” (p. 54).  His premise suggests that people are born with creative 

traits that can be nurtured.  Sternberg and Lubart (1993) believe that individuals share 

certain personality attributes, which can be nurtured in the school setting.  These 

attributes are: 

• Tolerance of ambiguity 

• Willingness to surmount obstacles and persevere 

• Willingness to grow 
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• Sensible risk-taking 

• Belief in oneself  

(Sternberg & Lubart, 1993, p. 230)   

 

Belkin’s (1990) personal definition states that creative people see connections; do 

something; and make a contribution to society.  A creative person thinks metaphorically 

(Davis, 2000) and makes connections between ideas (Davis, 2000; Michalko, 2001). A 

person cannot fully reach his or her creative potential unless he or she has the tools to 

become self-actualized. This applies to the school setting in that students’ individuality 

must be allowed to flourish in order to realize their creative potential.  Teachers and 

administrators must recognize the creative, individual character traits of their students 

and educate them accordingly.   

Curriculum Integration and Arts-Based Education 

 Within the realm of Arts-Based Education is the underlying notion of integrated 

curricula.  While the terms integrated curriculum and interdisciplinary curriculum can be 

used interchangeably, I will use the term integrated curriculum to maintain consistency 

throughout this paper.  The definition I will use to define integrated curriculum is: “a 

curriculum approach that consciously applies methodology and language from more than 

one discipline to examine a central theme, issue, problem, topic, or experience” ( Jacobs, 

1997, p. 8, as cited in Toren, Maiselman, & Inbar, 2008).  According to Michael J. 

Parsons (1998), the change toward integrated learning “seems to be driven by a renewed 

desire to make school learning more meaningful” (p. 103).  In shades of Dewey and 

Piaget, Pamela Harrell (2010) provides the rationale for implementing an integrated 

curriculum.  She writes: 
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Learning is not an additive affair in which concepts are laid down one by one; 

rather it is a developmental process, characterized by complex and synergistic 

advances in which interactions between the learner and the environment enable 

intellectual restructuring and transformation as they relate to the growth and 

development of the individual (p. 146). 

Like art-based education, Progressivism (which touts the importance of a student-

centered educational system) and Constructivism (which emphasizes that humans 

construct their own reality and, therefore, educational experiences must be directly 

related to the daily lives of the learners) form the theoretical basis for integrated 

curriculum (Ellis & Touts, 2001).  Integrated learning develops over time; cannot be done 

alone; and demands change (Synder, 2001).  Supporters of integrated curriculum, similar 

to supporters of art-based education, claim that it improves higher order thinking skills; it 

provides real world applications where learning is less fragmented; it improves mastery 

of content; it improves motivation to learn; and “it positively shapes learner’s overall 

approach to knowledge through a heightened sense of initiative and autonomy and 

improves their perspective by teaching them to adopt multiple points of view on issues” 

(Ellis & Fouts, 2001, p. 24).   Freyberger (1985) says that integration “provides more 

meaningful experiences than can be achieved through a separate study of narrowly 

defined subjects” (p.7). Therefore, it seems quite natural to pair integrated curriculum 

with arts-based learning.   

A Brief Look at Arts-Based Education Programs 

 What do arts-based programs look like?  Robin Rooney (2004) divides arts-based 

programs into three types: community level, whole school implementation, and arts-based 
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teaching and learning activities at the classroom level (italics added).  I have chosen to 

adopt Dr. Rooney’s descriptions when discussing arts-based programs because the 

research site for this paper uses all three, as will be expanded upon in chapter five. 

 The community level programs involve community art organizations partnering 

with schools.  These organizations work with the schools to connect them with local 

artists. Examples of community level programs are the Chicago Arts Partnerships in 

Education (CAPE) and the A Plus Schools Program at the University of North Carolina at 

Greensboro. Both programs partner community organizations with public schools and 

artists and art organizations to integrate the arts into the curriculum (http://aplus-

schools.uncg.edu/aplusinpractice.shtml; http://www.capeweb.org/about.html).  Rooney 

(2004) also mentions that community level arts-based programs such as The Community 

Arts Training (CAT) Institute of the St. Louis Regional Arts Commission; The Center for 

the Study of Art and Community in Minneapolis; and The Grammy Worksite Music 

Mentoring program can be effective in serving at-risk students (p.3).  Community level 

art programs strengthen relationships between schools and the local community. 

Whole School Implementation means that an entire school is engaged in arts-

based teaching and learning activities.  SPECTRA + (Schools, Parents, Educators, 

Children, Teachers Rediscover the Arts) is a whole school arts program in one 

Southwestern Ohio elementary school that incorporates the arts into the core curriculum.  

Its five components include arts instruction, arts integration, artists-in-residence, (teacher) 

professional development, and evaluation advocacy. Students make art; observe art and 

the creative process; critique art; learn art in a historical context; study art in cultural 

contexts; and learn about artistic material (Luftig, 2000, pp. 209-212).   Students are fully 
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immersed in the arts as part of their daily subjects (math, science, language arts, and 

social studies), and “(t)hey also participate in a class in each of four art disciplines—

visual art, music, dance, and drama—every week, taught by a certified arts instructor” 

(http://www.americansforthearts.org/public_awareness/spotlights/case_studies/001.asp). 

 Georgiana Short (2001) wrote about a Title I elementary school in an inner city that 

studied Georges Seurat’s painting “Sunday Afternoon on the Island of La Grande Jatte” 

as part of a whole-school reform initiative: Transforming Education Through the Arts 

Challenge Grant, “placing art at the core of the curriculum” (p. 6). Another example of a 

school-wide program occurred in a Pacific Northwest public school for grades 6-12.  

There faculty designed and taught a five month whole-school curriculum based on an 

exhibit of modern American Art, In The American Grain: a time period covering 1920-

1950.  These two schools showed that “[a]cademic subjects…can be taught with art 

works as central and unifying curricular focus” (Barrett, 2003, p. 39).  Arts programs 

with a whole school implementation approach can improve the educational climate for 

students, teachers, administrators, and staff. 

Arts-based Teaching and Learning Activities on the Classroom Level engage 

students in arts activities with the help of the classroom teacher and the art teacher 

working collaboratively or with an “artist in residence” or visiting artist working with the 

classroom teacher to bring quality art experiences to students.  One such example is the 

Writers in the Schools program in Houston, Texas, which partners schools with 

professional writers, playwrights, and poets to lead weekly creative writing workshops 

over the course of a school year 

(http://www.witshouston.org/schoolprograms?gclid=CMaJtO7ej6ICFRcMDQod4DABb
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w).   Also illustrative is the South Carolina Arts Commission’s Arts in the Basic 

Curriculum (ABC) grant that has “implemented an Artist-in-Residence Program model. 

Schools and districts contracted professional artists to assist arts educators and classroom 

teachers in planning, developing, and implementing standards-based arts education” 

(http://www.southcarolinaarts.com/grants/aie/abc.shtml; Roony, 2004, p. 6).  This type of 

arts-based program is designed to bring teachers and artists together to enrich the quality 

of instruction and their students’ lives. 

Overall, Rooney (2004) found that these three types of programs “improve 

relationships and, therefore, cooperation among partners,...classroom and school 

climate,…and teacher quality” (p. 4).  His review of the literature also found that students 

who engaged in arts-based learning also experienced positive effects regarding their 

affective and cognitive development (pp. 8-9). Thus, further exploration into the 

contributions of arts-based teaching and learning and student achievement is warranted. 
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Contributions of Arts-Based Education and Student Learning 

While Eisner (1998a) explicitly warns against using the arts to increase academic 

achievement in other subjects, I believe it is important to provide a small sampling of 

studies that show the positive influence of arts-based learning on student learning.  I do 

so not to prove that there is a strong correlation between the arts and academic 

achievement, but to show at the very least that “all learners can benefit from the flexible 

and multi-layered approach to teaching and learning that is characteristic of the best art 

teaching” (Hickman, 2005, p. 147).  

In terms of academic achievement, the literature seems to suggest that students 

who are engaged in arts-based learning do experience higher academic results than 

students who are not.  Caldwell and Moore (1991) found that third grade students in Utah 

who drew pictures as a planning activity for writing found that the quality of the writing 

in the drawing group was significantly higher than the control group, which used 

discussion as the planning activity.  Smithrim and Upitis (2005) describe a three-year 

study of over 6,000 elementary school students (grades 1-6) in Canada along with their 

parents, principals, and teachers to determine if there were any affects of a school-wide 

arts-based approach on student achievement and attitudes.  In this Learning Through the 

Arts (LTTA) model, professional artists worked directly with students after developing 

curricula with teachers.  Results from quantitative test score results showed that grade six 

LTTA students (ages 10 – 12 years old) “scored significantly higher on tests of 

computation and estimation than students in the…control schools” (Smithrim & Upitis, 

2005, p. 116).  The overall conclusion from this study found that “Involvement in the arts 

in the LTTA schools did not come at the expense of achievement in mathematics and 
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language” (p. 121).  In fact, this has been echoed in previous studies of Arts-Based 

Education and student achievement.  For example, in his 1995 address to the Council of 

Elementary Principals meeting in Boston, Eric Oddleifson, chairman of the Center for 

Arts in the Basic Curriculum (CABC), cited that students who studied arts and music 

scored significantly higher than the national average on the Scholastic Aptitude Test 

(SAT).  Burger and Winner’s (2000) meta-analysis of visual arts instruction studies 

between 1968-1983 also shows a correlation between an integrated reading-arts 

curriculum and improved reading skills.  While these studies show a possible link 

between the arts and higher student achievement, what stood out the most about this 

literature was the link between arts-based learning and student motivation. 

Perhaps it is an increase in motivation that gives students engaged in arts-based 

learning an extra boost in academic achievement.  Increases in interest, motivation, self-

esteem, and a willingness to try new things (Rooney, 2004) are consistent with 

developmental learning and creativity theories.  Richard Luftig (2000) investigated the 

SPECTRA+ arts infusion program on creative thinking, academic achievement, affective 

functioning, and arts appreciation of 615 children in grades two, four, and five in four 

schools in two school districts in Southwestern Ohio.  The results of this experimental 

design showed: 

There was a strong indication in the data that creative thinking, as measured by 

the Torrance Tests of Creative Thinking, was facilitated by involvement in the 

arts…the SPECTRA+ program yielded promising results in terms of academic 

achievement, creativity, self-esteem, and appreciation for the arts. (Luftig, 2000, 

pp. 222 -225)    
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Along with higher achievement scores in mathematics (computation and estimation), 

Smithrim and Upitis (2005) also document an increase in student engagement in learning 

at school for students Learning Through the Arts. Peter Gamwell (2005) found that active 

engagement in the arts allowed his 8
th

 grade students to “explore their ideas in novel and 

creative ways” (pp. 367-368).  His students “reported that the emotional engagement with 

the material greatly affected their interest in the learning,” (p. 369) and that they would 

“remember the learning material that they experienced through the arts activities” (p. 

370).  This is consistent with Vygotsky’s (1965/1986) “zone of proximal development” – 

that the task children are trying to do is engaging and challenging enough to stimulate 

interest yet the space where they learn is not so difficult that they give up on the task.  

Mirroring the teachings of Dewey and Piaget, Vygotsky is aware that children must 

experience a sense of competence when trying new tasks.  Thus, it makes sense that when 

students feel safe in a learning environment, they are more likely to succeed.  Charles 

Fowler (1996/2001), whose book “Strong Arts, Strong Schools” appears to be a staple in 

the literature of Arts-Based Education, puts it best: 

Students who are involved in the arts are more motivated, more engaged, 

more sensitive, and more focused, creative, and responsible.  They 

perform better in all aspects of school, including academic achievement. 

(p. 7) 

Why, then, are the arts not at the central core of the United States public school 

curriculum?  
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This chapter has, so far, examined only half of the teaching/learning continuum: 

the students.  However, regardless of the benefits and advantages students incur as a 

result of engaging in arts-based learning, arts-based instruction would not be possible 

without the full cooperation and engagement of the teachers.  Therefore, it is imperative 

to shift attention to the educators who make Arts-Based Education possible. 

Teachers and Teaching in Integrated Arts-Based Settings 

…the principle that development of experience comes through interaction means that 

education is essentially a social process. It is absurd to exclude the teacher from the 

membership in this group. (Dewey, 1938/1997, p. 58) 

 

 Arts-Based Education, or any school reform program, must have the support of 

teachers and administrators to be successful, including the positivistic, high-stakes testing 

mandated backdrop of the No Child Left Behind Act (2002).  In fact, the NCLB Act 

(2002) includes language for providing high quality teacher in public schools.   However, 

in an era of accountability and top down reform, many times the teacher is left out of the 

equation.  Throwing teachers into an arts-based, or any, new teaching environment 

without first preparing them will create what Dewey (1938/1997) calls a “miseducative” 

experience.  Administrators cannot expect teachers to thrive in any new setting without 

adequate preparation.  Art educator Charles Fowler notes, “There is nothing that makes 

elementary teachers more insecure than having to teach something they know little or 

nothing about” (p. 170).  Currently teacher education is driven by outcomes (Cochran-

Smith, 2005) - the antithesis of Arts-Based Education, which is education that is 

development from within verses development from without (Dewey, 1938/ 1997). 

Examining teachers within arts-based settings provides some insight into what makes a 

successful teaching environment for arts-based programs. 
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Arts-Based Professional Development 

The Developmental-Constructivist and Humanistic approaches to learning and 

theories of Creativity apply to teachers as well.  Just as with students, “experience does 

not occur in a vacuum. There are sources outside an individual which give rise to 

experience” (Dewey, 1938/1997, p. 40).  Teachers, therefore, possess the same needs to 

be creative, express their individuality, develop a personal voice, and feel a sense of 

competence in the tasks that they do the same as their students.  Arts-based teaching and 

learning can provide teachers with opportunities for growth, as educators and as 

individuals.  It is conducive for providing stimulating, positive teaching experiences and 

professional development.  It would make sense, then, that a successfully integrated arts-

based curriculum at the school level would be one in which the teachers themselves have 

been similarly educated – also within an integrated curriculum. Teacher education 

programs that are interdisciplinary in nature would make the transfer for teaching within 

such an integrated curriculum easier.  This idea is reflected in the following studies of 

teacher professional development.  

Are there special skills teachers need in order to teach within an arts-based 

curriculum?  Artist and art educator Elliot Eisner (2002) has identified five skills that 

teachers should have in order to successfully provide arts-based instruction.   

1. Teachers need to be able to engage and harness their student’s 

imagination. 

2. Teachers need some technical skills/knowledge of the materials in order 

to create the art. 
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3. Teachers need the ability to read the quality of student work and be able 

to constructively communicate with the students about their work. 

4. Teachers need to be able to model what the students are supposed to 

learn. 

5. Teachers need to make connections between old and current works and 

these works with the outside world. (Eisner, 2002, pp. 53-55) 

Broken down, these five teacher skills are not beyond the realm of possibility if teachers 

receive some introduction and training in the arts.  Does this mean that teachers must be 

skilled artists themselves?  No; however, basic skills building on the teacher’s part is 

required.  This skills building can take on many shapes and forms. 

 There are many programs around the United States that make instruction in the 

arts available to educators.  These include the Tennessee Arts Academy in Nashville, 

which “offers classroom teachers hands-on workshops in theatre, music, and the visual 

arts (Fowler, 1996/2001, p. 174).  Its two-week residential summer program serves over 

2,000 teachers.  Another example includes Oklahoma public schools, which have artists 

in the schools and in-service programs for teachers.  In addition, performance centers 

around the country including The Kentucky Center for the Arts, The Lincoln Center 

Institute in New York City, and the Kennedy Center in Washington, D.C. hold in-service 

workshops for educators.  Many city museums, the Museum of Fine Arts in Houston and 

the Los Angeles County Museum, for example, have teacher education programs 

(Fowler, 1996/2001, p. 175).  Concerning the type of professional development in the 

arts, a review of the literature shows that in-service professional development is more 
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effective than preservice training ( Fowler, 1996/2001; Luftig, 2000; Patterson, 2002; 

Short, 2001). 

 Oreck (2004) conducted a study that examined teachers who had access to 

professional development that was arts-based.  His research looked at using the arts in 

teaching from the teachers’ point-of-view.  He noted that teachers’ lack of confidence in 

teaching with the arts was due to a lack of specific training or prior arts instruction.  

However, what motivated teachers to use the arts was “a desire to increase their own 

enjoyment in teaching, and to enhance their own creativity” (p. 137). With regards to 

students, the teachers’ beliefs echoed that of the literature: that the arts increase intrinsic 

motivation and enjoyment in learning.  They also observed increased thinking and 

problem solving skills, memory, and discipline. Most agreed that the arts enhanced the 

academic curriculum and expressed their belief in the positive value of the arts, that arts 

instruction provided both instructional and social benefits (pp. 137-138). 

 Patteson (2002) wrote about a case study that traced the development of one 

Canadian elementary school teacher’s participation in a four-year professional 

development program: Teacher as Artist (TAA).  In the TAA program, this teacher 

initially found herself out of her element as she participated in various personal art-

making workshops, including pinhole photography and guitar playing.  However, as she 

became more confident in her own artistic abilities, she was able to bring her newfound 

joy of the arts to her students. This study found that support from colleagues, principals, 

and other organizational leaders was instrumental in promoting teacher confidence and 

school reform.  It noted the importance of the arts to connect teachers and students with 

“experiences of their common humanity” (Patteson, 2002, p. 280).  When teachers 
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experience the struggle of trying to learn a new skill, they can identify and empathize 

with their students, who experience this on a daily basis in the classroom. 

English teacher Melinda Orzulack (2006) writes of her own personal experiences 

taking a “Teaching Nonfiction through Theatre Arts” course.  This integrated course 

showed her that “theatre exercises can help students access conceptual information, 

understand dense readings, review vocabulary, and tackle controversial issues” (p. 79).  

She found that classroom cohesion and physical space are two key elements for arts 

integration. Classroom cohesion refers to the mutual cooperation and empathy of those in 

the classroom: “of physical, mental, and emotional risk taking” (p. 81).  Physical space is 

the literal space and layout of the learning environment (classroom).  Orzulack’s (2006) 

own experiences in the immersion program allowed her to “anticipate some of the 

insecurities and questions that students might have during the [classroom] activity” (p. 

81); thus, further building empathy for her students. 

In Andrews’ (2006) teacher education study of an arts partnership between a 

Canadian University’s faculty of education and a local area elementary school, pre-

service teachers improved their knowledgebase in the arts; experienced an increase in 

their confidence levels and teaching effectiveness; and felt they were more comfortable 

engaging in arts activities as a result of taking a partnership course with the university.  

Andrews (2006) says of this partnership, “In arts education, partnerships are 

recommended as an effective approach to developing both teachers’ personal arts 

learning and their instructional expertise” (p. 446).  What these pre-service teachers 

found most helpful were their influence of the arts specialist teachers; their peer learning 

experiences; and the integration of theory and practice.   
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  However, despite the positive benefits teachers receive from arts-based 

professional development, many inhibitors prevent schools and teachers from embracing 

an arts-based program.  First, the faculty and the administration of a school must be 

willing participants to enact an arts-based curriculum (Barrett, 2003; Fowler, 2001; 

Luftig, 2000).  There must be teacher support and teacher leadership.  As Schwab (1983) 

emphasizes, the teacher must be the “fountainhead” – the curriculum maker – and must 

not work within a curriculum than has been imposed from above.  Unfortunately, a lack 

of adequate professional development in or knowledge of the arts (Harrell, 2010; Smilan 

& Miraglia, 2009); supervisor and administrative support (Andrews, 2006;Eisner, 1998b; 

Oreck, 2004); of materials (Fowler, 1996/2001; Oreck, 2004); of time to devote to the 

arts in the classroom (Fowler, 1996/2001; Harrell, 2010; Oreck, 2004); and a lack of 

funding for arts supplies and arts-related field trips (Andrews, 2006; Oreck, 2004;) are all 

hindrances to teaching the arts.  Funding for more arts-based professional development 

and the pressures of teaching mandated curricula just exacerbate the problem.  

Integrated Arts-Based Curriculum: Building a School Community 

A 1976 article begins with: 

Teachers of the arts in public schools today are being challenged by a 

variety of circumstances – the move toward accountability, the interest in 

management by objectives, the tightening of the budget belt, the trend 

toward interdisciplinary studies, and the strong-as-ever emphasis on the 

“basics.” (Wenner, 1976, p.28) 

This was written over thirty years ago and, yet, in 2010, educators are facing the same 

issues. As related to integrated arts-based curricula, Wenner’s (1976) article brings up a 
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very important issue regarding arts integration: the arts specialist/teacher. He addresses 

the fears of art specialists who are suspicious or hostile to “the concept of relating their 

art to another art or to any other area of the curriculum” (p. 30) because it dilutes their 

subject (whether it be music, theatre, painting, etc.  However, citing studies of schools 

that were a part of Project IMPACT (Interdisciplinary Model Program in the Arts for 

Children and Teachers), funded by the Department of Education, Wenner (1976) found 

that the art specialists working within these arts-integrated programs found that there was 

no dilution of material. Instead, they discovered that their own learning horizons were 

broadened and ceased to fear the unknown (a characteristic of creative individuals).  

Furthermore, these arts professionals found their personal knowledge strengthened and 

not weakened by integrating the arts into the core curriculum.  Over three decades later, 

the virtues of the Project IMPACT model of arts-integration are still extolled by other 

researchers, especially with regard to teacher professional development in the arts (Craig, 

Kirk, & Markello, under review).   

Smilan and Miraglia (2009) further address the misconception in K-12 education 

that “anyone who enjoys the visual arts is capable of teaching the visual arts” (p. 39). 

They feel strongly that the “professional responsible for art-based learning in an art 

integration initiative must be educated in the art of teaching art” (p.39). Wenner (1976) 

also broaches the topic of the arts specialist as a curriculum developer (teacher as 

curriculum maker), coordinator (liaison with community arts partners), and change agent 

(school reform), three pillars of Arts-Based Education.  Krug & Cohen-Evron (2000) take 

up the call for art teachers playing a leadership role in core curriculum, as well.  When 

this occurs it is necessary for teachers to work in teams, forming “interpersonal 
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relationships within the school and community based on mutual trust, respect, and care” 

(p. 258).  The building of teams of professionals is essential for arts-integration into the 

core curriculum.  Smilan and Miraglia (2009) note that “powerful learning partnerships 

require collaboration moving beyond territorial concerns toward true sharing of 

expertise” (p.42).  These partnerships do not only consist of teachers, but of 

administrators and community arts partners, as well.  Mishook and Korhaber’s (2006) 

examination of Virginia schools and the arts found that at one school,  

The principal’s emphasis on integration as part of the school’s mission, 

combined with strong professional development opportunities and a 

county supportive of arts integration, has created an atmosphere where 

strong, coequal arts can take place. (p. 7)   

Their study found that the schools most successful in maintaining a core, coequal arts-

based curriculum were ones where the arts were included in the school’s mission, and 

there was strong administrative support and experienced staff to maintain that mission 

even under the pressures of a high stakes testing environment. Scott (1994) agrees: 

When teachers are not in partnership with decision makers, curriculum 

and staff development do not benefit from teachers’ ongoing experiences 

with students and their own analysis of their needs and of the adjustment 

needed for successful staff development and program implementation. (pp. 

157-158) 

In order for arts-integration to take place, teacher inclusion is key.  Curriculum change 

should be related to organizational structure and school administration, and there must be 

a meaningful role in staff development decision making for teachers. 
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Time is a huge constraint in an integrated arts curriculum/program. Eisner (2002) 

states, “An integrated curriculum makes more, not fewer, demands upon the teacher” (p. 

155).  Teachers need the time to set up the learning activity and then give the students the 

time they need to learn.  If this involves creating an artwork, then students need to be 

taught the technical skills involved in creating that piece of art, which means the teacher 

needs to be well-versed in the making and teaching of that art. In addition, teachers must 

be able to communicate how the art fits in with the content-area subject.  Arts integration 

is a tricky balance given the current rationally organized, “efficacy” based school system 

facing educators today. 

Maxine Greene (1995) sees the integration of the arts as an “emancipatory 

pedagogy” that frees both educators and students alike from the constraints of what she 

calls the “main text” (p.135) – the world that has been imposed on them, whether it be 

cultural, economic, social, academic, etc.. Being freed from the superimposed ways of 

knowing allows room for divergent thinking and the acceptance of a myriad of 

possibilities.  The unheard have a voice in this space, and what can be imagined can exist.  

Dewey (1938/1997), addressing the issue of morality in education, asks: 

What avail is it to win prescribed amounts of information about geography and 

history, to win ability to read and write, if in the process, the individual loses his 

soul: loses his appreciation of things worth while, of the value to which these 

things are relative; if he loses desire to apply what he has learned and, above all, 

loses the ability to extract meaning from future experiences as they occur? (p. 49) 

Michael Parsons (1998) says “the arts are cognitive….a matter of active thinking…and 

they are unique…they make meanings available that are not otherwise accessible” (p. 
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105).  He suggests that “we need a model of thinking that takes better account of the 

connections of art with the contexts of students’ purposes, both personal and collective, 

which is to say, with their lifeworld” (p. 105). Arts-Based Education has the opportunity 

to create meaningful, educative experiences that nurture the entire individual and have 

the potential to bring about positive change in an educational system for everyone 

involved.   

.   
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CHAPTER THREE: METHODOLOGY 

The narrative is present at all times, in all places, in all societies; the history of narrative 

begins with the history if mankind; there does not exist, and never has existed a people 

without narratives (Barthes, as cited in Polkinghome, 1988, p. 14, as cited in Lyons, 

2007, p. 603) 

 

As a researcher,  I am aware that many who study schools have not taught in the 

classroom and much of their experience is derived from readings and observations, and 

that “they are spectators, not insiders” (Atkin, 1994, p. 107).   My personal teaching 

experience has been fourteen years at the community college level, with one year of 

teaching grades 7-12 in a private school before that. Despite differences in educational 

context, I empathize with the public school teacher who has had his or her classroom 

invaded by those using predetermined theoretical frameworks to make sense of teachers’ 

realities.  I keep this in mind whenever I am in a school setting.  My mantra is that I am a 

“participant observer,” not there to make judgments, but present as a learner myself, 

alongside the teacher, albeit in a different way.  It is with this sensitivity that I 

approached my work with an arts-based elementary school, Armstrong Academy, in the 

fourth largest urban center in the U.S.  My rationale for using Narrative Inquiry and the 

Story Constellations approach for this research study is that examining the personal 

stories of teachers and students regarding their own creative processes provides vivid 

exemplars of how one school has nurtured creative teaching and learning through its arts-

based program that can be shared with others.  
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Narrative Inquiry 

The nature of my research is qualitative, with narrative inquiry (i.e., Clandinin & 

Connelly, 1994; Conle, 2000; Craig, 2004) being my preferred methodology.  Narrative 

inquiry is both a method and a form (Clandinin & Connelly, 1994; Lyons, 2007; Pinnegar 

& Daynes, 2007); it involves “rigorous inquiry into personal and collective human 

experience and underlying school and societal conditions” (Craig, 2004, p.1241).  It is 

open-ended and seeks to collect stories of personal experience, shape those stories, and 

retell them in order to understand people and events (Clandinin & Connelly, 1994; Conle, 

2000).  Narrative inquirers delve into the relationships between the researcher and the 

participants. With regards to these relationships, Craig and Huber (1994) say 

“connections such as these offer richness and depth and allow insights that would not 

otherwise be possible” (p. 255).  As a research method, narrative inquiry, I feel, provides 

a counterbalance in educational research to the quantitative approach, which has 

historically dominated the field of education.  The latter technical rationalist approach “to 

research and evaluation, with its associated emphasis on deficit and blame…offer(s) scant 

support to…teachers in their face to face work with students” (Craig & Huber, 1994, 

p.262).  Thus, a research methodology whose focus is on people and their relationships 

makes sense when studying teachers and their students in an educational setting. 

Narrative inquiry is contextually based (Clandinin & Connelly, 1998; Craig, 

2003; Elbaz-Luwisch, 2007).   It stems from what John Dewey (1938) termed experience. 

Phillip Jackson (1998) writes: 

Dewey invites us to think of experience differently.  He asks us to 

abandon the convention of looking upon experience as something that 
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happens exclusively within us, that is, as an essential psychological 

concept. In its place, he would substitute a conception far more inclusive, 

one that embraces what is being experienced as well as the experiencer.  

(p. 3) 

Dewey (1938) discusses the quality of experience.  He notes that “any experience that is 

miseducative…has the effect of arresting or disturbing the growth of further experiences 

(p. 25).  Therefore, he emphasizes the need of the individual to have experiences that are 

enjoyable and valuable to the future development of the person.  Regarding education, 

Dewey acknowledges the challenging of selecting “the kind of present experiences that 

live fruitfully and creatively in subsequent experience” (p. 28).  This notion of the 

“experiential continuum” (p. 33) – that experiences build from one another – recognizes 

that “experience does not occur in a vacuum. There are sources outside an individual 

which give rise to experience (p. 40).  Narrative Inquirers take into account these sources. 

The common places of education as defined by Schwab (1973) as the teacher, the learner, 

the subject matter, and the milieu, the latter two serving as the outside sources to which 

Dewey refers. 

Narrative inquiry is rooted in the lives and places of the people involved, the 

landscapes (Craig, 2003) where people interact with one another.  Clandinin and 

Connelly’s (1995) metaphor of the professional knowledge landscape is based on the 

intersection in teachers’ lives where theory and practice meet.  These landscapes are born 

where the teachers’ personal practical knowledge (the knowledge and experiences the 

individual brings with them) and their professional working environment (the school) 

connect to outside forces such as educational theory and public policy (Clandinin & 



   CREATING AN INTEGRATED ARTS-INFUSED PROGRAM           

50 

 

Connelly, 1996).  Clandinin and Connelly (1995/1996) are concerned with the 

epistemological dilemmas teachers face when the abstract -- what they should do (theory) 

-- varies from the concrete -- what they actually do (practice).  When the two bump up 

against one another, frictions often occur, and these frictions are the substance of 

narrative landscape inquiries (see Craig, 2003; Clandinin & Connelly, 1995).  To help 

navigate their professional knowledge landscapes and to connect them with their own 

personal practical knowledge, teachers create knowledge communities, “a 

conceptualization nested in the notion of [teachers] working in professional knowledge 

contexts and coming to know professional context knowledge in situations” (Craig, 1995, 

p. 156). In knowledge communities, teachers are able to tell their own stories and come to 

form a collective story about themselves and the work they do on a daily basis.  It is 

within these educational landscapes that narrative inquirists immerse themselves. 

 Narrative inquirers see “schools as places where stacked and interconnected sets 

of individual and group narratives are in constant dynamic interaction with each other” 

(Conle, 1997, p. 207).  Because of the constant interactions and the fact that this type of 

research involves human relationships, narrative inquiry is a “messy” experiential 

research (Clandinin & Connelly, 1994).  What makes it even more “messy” is the fact 

that narrative inquiries are temporal (Clandinin & Connelly, 1990; Craig & Huber, 1994; 

Lyons, 2007) in the Deweyan sense, existing in the past, present, and future, and are 

further compounded by the fact that this kind of storytelling is also a “reconstruction of 

experience” and allows for “multiple possible narratives and/or narrative threads” 

(Clandinin & Connelly, 1990, p. 245). According to Clandinin and Connelly (1990), 

narrative inquiry  
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draws on classroom observation and participant observation of the 

practical, along with bringing forward of personal experience in the forms 

of stories, interviews, rules, principles, images, and metaphors. (p. 245) 

This methodology, then, is well-suited for experiential-based research in education, 

especially with regards to school reform, which would not be possible without the direct 

participation and cooperation of teachers because one can legitimately argue that school 

change does not exist without the willing and active participation of teachers. 

Many qualitative researchers have used narrative inquiry to write about teachers, 

teaching, teacher education, and school reform. Narrative researchers Michael Connelly, 

Jean Clandinin, and Cheryl J. Craig have spent their professional careers studying 

teachers and teaching in order to understand the storied lives of those in the profession.  

Freema Elba-Luwisch (2007) endorses the use of narrative inquiry to further the 

professional development of K-12 teachers.  She believes that 

[o]nce we view curriculum as developed and shaped by teacher’s narratives, it 

becomes possible to ask questions about the conditions and constraints under 

which teachers tell their stories. (pp. 263-264) 

Narrative inquirer Carola Conle (1997) understands that teachers “walk within a 

constantly changing landscape” and each of their students’ lives “is an individual strand 

in larger social and cultural change processes (p. 210). She writes, “As narrativists we 

count on individual stories as exemplars of other similar, but never identical, stories” 

(Conle, 1997, p. 210).  These narrative inquirists realize that by studying the individual 

lives of teachers and their students they might gain a better understanding of the larger 

picture of the educational landscape as a whole. 



   CREATING AN INTEGRATED ARTS-INFUSED PROGRAM           

52 

 

Story Constellations 

 Clandinin and Connelly (1996) tell of two pairings of educational stories, teacher-

stories-stories of teachers, which are stories told by teachers and stories that are told 

about teachers, and school- stories - stories of schools, which are stories given to schools 

and stories that are told about schools, that seek to bring the personal knowledge of 

teachers to the forefront and to show how that knowledge is shaped by their professional 

knowledge landscape.  Craig (2007) adds two more partnered pairings to Clandinin and 

Connelly’s (1996) educational stories: community stories- stories of community, which 

are stories that are told about communities and the stories given to the community, and 

reform stories- stories of reform, which are “stories educators tell about the human 

experience of how reform stories become lived in school contexts” and “stories given to 

schools to shape the stories of school and teachers” (p. 177).  These pairings add to what 

Craig refers to as the story constellations approach, a fluid form of narrative inquiry.   

 The story constellation approach is based on personal practical knowledge; 

teacher practical knowledge; and teachers’ knowledge communities, which are “safe 

places within which teachers negotiate meaning for their stories of experience on their 

professional knowledge landscape” (Craig, 2007, p. 175).  In this narrative approach,  

school landscapes are viewed as being composed of in-classroom and out-

of-school shaping forces and are influenced by in-school and out-of-

school shaping forces, all of which created epistemological disturbances in 

teachers’ personal practical knowing. (Craig, 2007, p. 175) 

Story constellations allow for inside-school and outside-of-school factors as influencing 

what teachers know and affecting their personal and professional lives.   As these 
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influencing factors shift and change, so do the teachers’ stories and knowledge.  Thus, 

teachers’ narratives of experience, as they relate to one another, are constantly in flux, 

creating multiple paths and story lines, and, thus, multiple meanings in the context of 

their school reform landscapes.   Craig (2007) uses the term “nested stories” to describe 

how the different narratives of the people involved in her studies bump up against each 

other.  Like the Russian Matryushka nesting dolls, these relational narratives are multi-

layered – individual yet touching one another in a shared space.   

 The story constellations approach is one where the practical knowledge of 

teachers rises to the vanguard of the educational landscape, what Schwab (1983) calls 

“the fountain head of [curricular] decision” making (p. 214).  The researcher is not there 

to impose a predisposed point-of-view upon the participants.  In fact, the boundary 

between the researcher and the researched oftentimes blur enough to become almost 

indistinguishable, with all parties working together and developing context-based 

relationships.  The purpose of this form of inquiry into narrative is not to provide 

generalizable results that can be factory-stamped on other like institutions.  Narrative 

inquiry is situational.  However, the stories from these shifting narratives can be used to 

shine a light on the myriad complexities of teachers’ lives as they navigate their way 

through school reform movements.  The story constellations approach breaks down the 

walls of the institutions and humanizes those working within and without.  This approach 

can also be used to literally illustrate (in graphic form) how the teacher stories-stories of 

teachers; school stories-stories of schools; community-stories-stories of community; and 

reform stories-stories of reform intersect with teachers’ personal practical knowledge and 

teachers’ professional knowledge landscapes.   
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As messy and temporal as narrative inquiry can be, there is a rhyme and a reason 

to the methodology.  Important in narrative inquiry is the “retelling of stories that allow 

for growth and change” (Clandinin & Connelly, 1994, p. 418).  The tasks for restorying a 

narrative inquiry are three-fold, with the researcher primarily using three interpretative 

tools to make sense of experiences refined within context.  First, the inquirer seeks to 

broaden the event (research milieu) by widening the situation and placing it within a 

broader context, looking at the big picture.  Second, the narrative researcher concentrates 

on a specific event in a stage called burrowing:  focusing on the events “emotional, 

moral, and aesthetic qualities” in order to ask “why the event is associated with these 

feelings and what their origins might be” (Connelly & Clandinin, 1990, p. 11).  This task 

focuses on the points of view of the participants.  Finally, the third tool requires the 

researcher to restory the event by returning 

to present and future considerations and ask[ing] what the meaning of the event is 

and how he or she might create a new story of self which changes the meaning of 

the event, its description, and its significance for the larger life story the person is 

trying to live. (Connelly & Clandinin, 1990, p. 11) 

Craig (2007) adds, “restorying makes the turbulence, tensions, and epistemological 

dilemmas that invariably appear in teachers’ lives visible” (p. 180).  What Clandinin and 

Connelly (1996) term the sacred or secret lives of teachers become visible.  That is – it 

offers a window into what teachers know and what they do in the classroom and how 

their knowledge and actions are affected by the school context, or landscape.  There is a 

fourth tool often used in narrative research, fictionalization.  Narrative researchers will 
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use this tool to shift the circumstances to protect the identities of the teachers and schools 

involved.   

My study employs three of these interpretative tasks, beginning with my placing 

of a single elementary school’s arts-based curriculum within the broader landscape of 

state mandated testing; then focusing in on the particular school context as an exemplar 

of arts-based teaching and learning; and, finally, to restory the experiences of the teachers 

and students in order to create new meanings.  I utilize the fourth tool, fictionalization, 

where necessary.   

Research Questions 

While narrative inquirers do not typically specify research questions, I am 

primarily concerned with the broad questions of What does an integrated arts-based 

program look like?  How is it enacted? and How are teachers affected by teaching within 

an arts-infused curriculum? In this study, my focus is on Armstrong Academy’s 

approach arts-based teaching and how that approach adheres to a philosophy of 

creativity, that it is universal, active, qualitative, and developmental.  I seek to show that 

Armstrong Academy nurtures the creative process and personalities of its teachers and 

students and to restory their experiences as they fit it with the larger educational 

landscape of arts-based school reform.   
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Research Site: Arts-Based Exemplar 

Data Collection 

 In the spring of 2008, I was part of a research team who endeavored to 

create digital story as an exemplar of arts-based teaching and learning, which could 

communicate what those at Armstrong Academy had learned to others.  While my 

research in this school site is ongoing, the field texts (data)  I gathered during my initial 

visits were collected mainly by sitting in the back of the art teacher’s classroom listening 

to round-table discussions between teachers of different grade levels (sometimes whole 

teams) regarding their personal practices of Arts-Based Education.  The topic of these 

group focus sessions was arts-based learning and how the teachers’ lives had been 

affected by enacting an arts-infused curriculum and how their students’ lives 

subsequently were affected by this immersion in the arts.  I took field notes (Connelly & 

Clandinin, 1990) -- in journal form-- of these conversations with the first, third, and 

Fourth Grade teams, which occurred on three days over a period of six weeks in April 

and May 2008.  The conversations were videotaped. I obtained the transcripts from the 

video taped sessions and coded 287 pages according to major themes that arose from the 

narratives.  As I read the transcripts, I literally highlighted themes using colored 

highlighters.  I then jotted notes regarding the location of the themes in each transcript, 

with page numbers, and color-coded these notes, as well for easier reference.  I then 

cross-referenced my field notes with the transcripts, using both to compile the 

information I needed to tell the stories of the teachers at this school.  Six major themes 

appeared:  1) teachers and arts integration through professional development; 2) student 
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learning through the arts; 3) arts and the academic subjects; 4) community arts partners; 

5) administrative support; and 6) challenges facing arts-based programs. 

I feel that examining the teachers’ experiences as they immersed themselves in a 

brand-new learning environment (their own, not their students’) gives a greater 

understanding of why the arts-infused curriculum is so successful at Armstrong 

Academy. At the same time, I developed a greater understanding of the development of 

the creative process in the teachers who are teaching in this school by examining their 

professional development and teaching experiences.  In addition, I was the primary 

photographer on this project, and it is the pictures from the students at the elementary 

school that truly illustrate the transformative power of an arts-based learning 

environment.  My goal for this research is to explore how Armstrong Academy nurtures 

the creative process in teachers through Arts-Based professional development and 

teaching, and show how this contributes to an environment conducive to the creative 

press for their students. 

Background of Research Site: Stories of School 

Armstrong Academy – a school pseudonym – is a Title I urban elementary school 

in the largest minority school district in a Southwestern state. It is peopled by students 

who are 48 percent African American; 46 percent Hispanic; 4 percent Asian; and 2 

percent White. 81 percent of students receive a free or reduced lunch. 50 of the 600 

students are magnet school students, who are bussed in, while the other 550 are from the 

local neighborhood, which is approximately 5 – 8 years old (personal communication, 

May 18, 2008). The majority of students live in neighboring apartment complexes with 

known gang activity. The mobility rate of students is very high, around 70-80 percent, 
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oftentimes with a turnover of almost entire grade levels of students from one year to the 

next (Personal communication, March 1, 2008). This is not the typical setting for what, in 

my opinion, is one of the most promising public elementary schools that I have ever 

encountered, especially under the No Child Left Behind Act (2002).   

The story given to Armstrong Academy revolves around three educational pillars: 

it is an International Baccalaureate School with a global curricular focus; it has a school-

wide arts-infused curriculum --- visual, dramatic, and musical arts are integrated with the 

core academic subjects; and it encompasses a Balanced Literacy Program (reading, 

writing, and word study workshops).  In addition, the school works collaboratively with 

three city-based arts partners: The Museum of Fine Arts, The Alley Theater, and Writers 

in the Schools.  These creative partners provide numerous opportunities to educate 

students in the arts within and outside of their school setting. In the initial three-month 

period that I observed in the school, I felt an overwhelming sense of awe at the 

astounding journeys and accomplishments of both the students and teachers alike as they 

embraced and excelled within an arts-based curriculum.   

Armstrong Academy: Building a Story Constellation 

 

I began my inquiry with the information I had been given about Armstrong 

Academy: the stories of school-school stories in the story constellation (see figure 3.1).  

Because the stories of students - student stories emerge from the teacher stories, I have 

enlarged the circles of the teacher stories to symbolically encompass those of their 

students.  It is this addition of the stories of students – student stories that adds another 

dimension to Craig’s (2007) story constellation approach.  Through my inquiry at this 

elementary school, I will add the stories of teachers-teacher stories as they relate to the 
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teachers’ experiences with arts-based professional development.  I also seek to touch 

upon the stories of community – community stories as the teachers and students interact 

with community-based arts partners, primarily The Museum of Fine Arts and The Alley 

Theatre.  

 

 

   

  Fig. 3.1. Armstrong Academy: Stories Given/ 

Stories of School - School Stories 
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In addition to utilizing story constellations to illustrate the journeys of the teachers 

and students at Armstrong Academy, I use actual photographs of student work and the 

Armstrong Academy learning environment to help tell these stories.  I obtained 

permission to photograph both in the school and in the Museum of Fine Arts. I hope these 

photos will add depth to the stories given and told. 
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CHAPTER FOUR: ARMSTRONG ACADEMY 

Art is amazing…it really lends itself to developing who you are and being able to 

understand how you fit with everyone else (Bernadette Lohle, artist-specialist, Armstrong 

Academy, personal communication, April 10, 2008) 

 

 The teachers, administration, and staff of Armstrong Academy are staunch 

believers in fostering an interdisciplinary approach that is heavily laden with the arts.  

They, like Schwab (1983), believe that the teacher is at the forefront of the curriculum 

making process.  Therefore, before the students are exposed to the arts in the classroom, 

the teachers must complete an “arts boot-camp,” in their words, before the school-year 

begins.  The purpose of focusing intensely on arts-based instruction is to throw teachers 

into their own art learning and creative process. Those leading the charge believe strongly 

that teacher learners, just like their student counterparts, must be allowed to experiment 

in a safe environment.  This echoes the Deweyan and Piagetian beliefs that it is 

imperative that students have a sense of self-competence when approaching new tasks, 

regardless of their age.  This gives the teachers the experience of the creative process (of 

art making) that their students, in turn, will go through while providing a physical 

environment that is conducive to the creative press.  It builds a sense of empathy and 

understanding and shared experience.  I believe that this is a primary reason why the 

teachers are so successful in eliciting creative work (product) from their students.  This 

chapter focuses on the journey of fourteen Armstrong Academy teachers as they 

immersed themselves in arts-based teaching and learning and, in the process, built a truly 

integrated arts program. 
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The Armstrong Academy Teachers 

 The pivotal team members at Armstrong Academy are the art teacher, Bernadette 

Lohle, and the music teacher, Craig Richardson (all participants’ names are pseudonyms).  

Bernadette had worked in the same school district doing arts-based teaching on a 

different campus.  When Armstrong Academy was built in 2003 as an International 

Baccalaureate world school and part of a grants package with the (then) A+ Challenge 

(now Annenberg Challenge), Bernadette came on board as the art teacher/specialist.  She 

recruited Craig from upstate New York.  The partnership of these two teachers combined 

with the support of their principal, Geraldine, has created a community of teachers and a 

cohort of K-4 students.  The first focus session was with Bernadette and Craig, as they 

introduced our research team to the school and its philosophy of learning through the arts. 

Bernadette: Artist-Teacher 

Bernadette is a self-described reluctant learner with behavioral problems who 

grew up on the East Coast of the U.S.  She has an arts-based background, which was, for 

her, the key to understanding her world.  She started out as a high school art teacher, but 

left to teach elementary school as a challenge. Since then, she has taught all grades from 

Pre-K through twelve.  The art on the walls in Bernadette’s art classroom contains her 

own creative endeavors as well as those of her students. Bernadette views herself first as 

an artist and then as a teacher.  She describes her personal experiences: 

…I’m a kiddo who couldn’t read. I was a non-reader and…when I was 

growing up, there was no such thing as dyslexia. You were just stupid. 

That’s what you were called, “stupid and slow.”  (personal 

communication, April 1, 2008) 
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Figure 4.1: Bernadette’s Art Studio. Student Art. 

Bernadette credits her success in school to her parents, who “raised me to believe in 

myself,” and, as a result, she was able to create “all these different avenues to understand 

what you [teachers/adults] wanted me to learn in your world, not in my world” (personal 

communication, April 10, 2008).  Because of her own school experiences, Bernadette 

seems to have empathy for her students and is conscious of creating learning experiences 

that will appeal to all kinds of learners.    

 Bernadette took us on a tour of her classroom, pointing out the integration of the 

academic subjects into each art piece exhibited on her classroom, known as the art studio 

or studio, walls (see figures 4.1 and 4.2).  A large banner prominently displayed on one of 

the walls pronounces, “Art is Forgiving” (see figure 4.3) – a mantra of the students and 

the teachers when they are in this space or working with art in their classrooms. 

Bernadette explains the meaning behind her banner and how it relates to her methodology 

for using art in the classroom: 
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Figure 4.2: Bernadette’s Art Studio Display. Student Work. 

Figure 4.3:  Art is Forgiving Banner.  

Bernadette’s Art Studio. 

Art is always forgiving, and the only one that has to be – the only person 

who has to realize that is them, because if they don’t forgive themselves, 

then they can’t move on through the process… You learn from your 

mistakes, and you have to see your mistakes in order to know what you’re 

thinking….  So one of the other things we have in here is…the word “I  

can’t” is buried in the very beginning.  No one can use the word “I can’t.”  If it’s used, I 

back off, and I leave them [students] alone cause they’re unapproachable, cause they 

don’t believe in themselves.  (personal communication, April 10, 2008) 



   CREATING AN INTEGRATED ARTS-INFUSED PROGRAM           

65 

 

This teaching approach is consistent with developmental learning and creativity theories 

that tout the necessity for learners to feel comfortable making mistakes.  By creating a 

safe zone in her studio for learners to experiment, Bernadette is allowing students (and 

teachers) the freedom to express themselves without fear of repercussions.  This, in turn, 

builds self-confidence, which is a recurring theme in the focus sessions with the teachers 

as they told their own and their students’ stories of achieving personal and academic 

success through the arts.   

Craig: Musician-Teacher 

Craig also hailed from upstate New York, the son of two teachers.  He has played 

the piano since the age of five.  When he was fourteen, Craig toured professionally in the 

summer throughout high school, and then joined a Dixieland band as a saxophone player. 

He said he led two lives at that time, high school and the band.  He taught high school 

band for a Jesuit Boys school after graduating from college with a music teaching degree.  

He had negative experiences with the students not practicing, so, disheartened by that 

experience, he moved to the elementary school level where for the next eight years he 

taught interdisciplinary studies without truly knowing what that was.  In his Master’s 

program, Craig and another classmate basically created a degree in Interdisciplinary 

Studies.  It was while he was in this program that he snuck into an African drumming 

class, and, noticed by the professor, who saw him sitting in the balcony, was invited to sit 

in with the class.  Craig was in the process of developing a music curriculum for special 

education students at the time, and this was the spark he needed to develop the program, 

which ended up being his thesis. The next year he moved to Texas and started teaching at 

Armstrong Academy.   
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Motivated to use world music in his teaching by his experiences in graduate 

school, Craig created a Drum Corps as part of the music program, through which even 

some of the toughest kids flourish (personal communication, April 10, 2008). 

The Drum Corps is made up of third and fourth grade students who are invited to audition 

based on their grades and/or behavior.  During one year, Craig was sitting in on a faculty 

meeting where the teachers were discussing a fourth grade student. The teachers were 

talking about how the student was shutting down both emotionally and academically with 

regards to reading and writing.  Not having seen such behavior from this student in his 

music class, Craig spoke about her character and performance, and, more specifically, 

how she was one of his elite drum corps members, a natural leader. Being aware that 

children respond to contextual situations, both teachers agreed to speak with this student 

to let her know how much her efforts in Drum Corps were being noticed and appreciated.  

Using the Drum Corp as an authentic, positive reinforcement tool, the student spent more 

time working on her reading. True to theories of learning and creativity, this student 

showed more enthusiasm in Drum Corps and took a stronger leadership role, and, in 

addition, her attitude and academic performance improved considerably in her grade level 

teacher’s class. As her concept of self improved through her creative outlet in Drum 

Corps, so did her academic work.  On this point, all of her teachers—including her 

administrators—agree. 
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Building an Integrated Arts-Based Program 

During the three days of focus group sessions, teams of teachers spoke about their 

experiences coming to teach in Armstrong Academy’s unique arts-based setting. These 

first, third, and fourth grade teachers consist of experienced and novice teachers who 

graduated from college teacher education programs and alternative certification 

programs.  They are women who are as diverse in background as their students.  All of 

the Armstrong Academy teachers who spoke during these sessions did have one thing in 

common: they did not have a background in teaching with or through the arts.  The 

teacher sessions were conducted as casual conversations with the teachers grouped 

around one of the tables in Bernadette’s art studio (classroom), with Bernadette and Craig 

acting as focus group facilitators. The First Grade team is the largest of the teams with 

five members: Leslie, Dolores, Natalie, and Anna, who graduated from an alternative 

certification program, have been teaching at Armstrong Academy since it opened.  Maura 

was hired later. There are four teachers on the Third Grade team:  Kimberly, who is in 

her second year at Armstrong Academy; Jordan, who is teaching third grade for the first 

time after teaching second grade the previous year; Charlotte, a first year teacher; and 

Sonia, who started as a teacher’s aide and now teaches in the bilingual program, has been 

with the school all five years.  The Fourth Grade team consists of three established 

teachers, Karen, Tamara, and Stacy.  Sitting around the table, these educators recalled 

their initial introduction to Bernadette’s art immersion “boot camp” and their orientation 

to art in and outside of the classroom. 
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First grade. 

The First Grade teachers relive their very first experiences working together in an 

arts-based setting.  Elaine, providing the initial opening for the conversation, starts off 

with the very first school year: 

And we all came with….our own ideal of what was going to transpire and 

take place. The arts were going to be playing a role in integrating the 

academics. And you all [the teachers] were going to have the opportunity 

to be able to play in creative learning. So…some of you took pottery 

classes, did dancing, did the Museum of Fine Arts…You guys 

are…veteran museum goers. (personal communication, April 10, 2008) 

The teachers came in knowing that the arts would play a part in their teaching, but they 

did not know exactly what that looked like.  They share an example of one of their very 

first collaborative experiences, with the innovative international dance phenomenon 

known as STOMP.  Off-Broadway STOMP performances showed audiences that the 

human body and everyday objects, such as chairs, garbage can lids, and brooms, can be 

used as musical instruments. 

The STOMP project at Armstrong Academy stemmed from a dance/rhythm 

workshop that the teachers attended as part of their arts immersion professional 

development.  After teaching the patterns of clapping hands and stomping feet to their 

students, it blossomed into a (now) grade-wide phenomenon.  Here the First Grade team 

discusses how this dance workshop evolved into a practical, educational practice (some 

parts of the conversation have been omitted for clarity -- these breaks are indicated by 

ellipses): 
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Bernadette:      But all the time, you guys… you were awesome.  You 

teamed up...  And coming out of your classrooms and not 

working in isolation.  And everybody sharing with the 

whole school…  But going to all the arts workshops, you  

guys have always jumped on board.  And then taking it  

from the museum experience or the Alley Theater or the  

STOMP, and then bringing it into your classroom like –and  

you took the STOMP, and you went crazy, remember? 

  Leslie:   Yes. 

Bernadette:   I mean, all we started hearing was – all these dances, all 

that kind of cool stuff. 

  Leslie:   In the hallway. 

Bernadette:      In the hallway, right.  And then it’s turned into what calms 

them down in the afternoon.   

  Leslie:   In the afternoon for bus dismissal. 

Bernadette:     So tell us what you did with it?  How did you play with  

that? 

The conversation continued: 

Leslie:             Well we started out – of course we have our class, but now 

we would stomp, stomp, clap, clap, and they would repeat.   

And they just loved it, you know.  And then get a little bit  

more and more difficult with the patterns and – like that  

one we’re trying to teach them now, and its (Clapping).And  
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they are just really in tune, and they wanted to learn it so  

bad.  And it keeps them quiet.  It keeps them calm during  

their bus dismissal, so it works out really well. 

Bernadette:      And it’s also teaching them how to coordinate their moves  

to make sound and rhythm.  It’s also teaching them  

sequence.  So simple with just playing STOMP…You have  

all these different diverse sounds coming out.  And then  

when you’re doing that one – a bunch of days where it was  

dual. 

  Leslie:   Yeah, I remember that. 

Bernadette goes on to describe how the students sit on opposite sides of the hallway 

during bus dismissal.  The students sitting on each side are responsible for performing 

one particular rhythm set. One side is stomping and clapping one rhythmic pattern while 

the other side simultaneously keeps another complimentary pattern in play.  She marvels 

at the difficulty of the cognitive task of “keeping that [a rhythmic pattern] in isolation and 

being able to think that through.” A third teacher, Maura, jumps in with her thoughts of 

why the STOMP activity was so successful with the students. She observes: 

Maura:             It makes the kids listen, too.  They want to participate, so 

they’re going to listen, so they won’t get that beat wrong  

cause when that beat [is] wrong you can tell.  It keeps them 

on their toes.  We totally use it during bus dismissal. 

(personal communication, April 10, 2008) 
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The teachers’ excitement over an activity they brought into their classrooms from one of 

their arts-based professional development is palpable.  They first taught the STOMP 

activity in the classroom, and then used it outside of the classroom as an attention-getting, 

calming technique during bus dismissal.  In addition to working as a behavior 

management strategy, the STOMP activity also teaches listening, sequencing, and 

patterning skills.  Moreover, the STOMP exercise was not a static endeavor.  The 

teachers and students were able to change the rhythm of the dance to create new patterns 

and sequences with endless possible variations. This is a clear example of how 

participating in art is a fluid cognitive practice.   

 Third grade. 

 The three Third Grade teachers have a mix of teaching backgrounds and varied 

years of experience in the field.  Kimberly, a second year teacher, grew up in a 

Montessori-based public school system. She had previously taught for one year in a 

traditional school before coming to her current position.  There, she “was frustrated 

because there wasn’t an opportunity or the acceptance” that she found at Armstrong 

Academy (personal communication, April 10, 2008).  Kimberly has a lot to say when 

asked about her experiences teaching through the arts. First she addresses the inherent 

fear of the unknown that some students have and how studying the arts can help temper 

that fear: 

What I found with the art that’s so great – I have several struggling 

students in my class.  I’ve got some little babies, and their initial reaction 

whenever you talk about a new topic is to say, “I can’t do this.”  And with 

art, whether it’s with the song – we do a lot of music in our class, a lot of 
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drama, and a lot of art.  Whenever we start it off with that kind of project, 

it throws them off balance.  They don’t know what to expect at that point, 

and so they’re more willing to jump in, and to let themselves be successful 

as opposed to shutting down at the first point.  (personal communication, 

April 10, 2008) 

Then she addresses the benefits of integrating the arts with the academic subjects: 

And it also does a lot of things socially with them.  Like, the academics 

are great and, you know, I was able to teach a concept on angles – obtuse 

and acute and right angles very quickly.  In about 30 minutes I had all of 

my kids knowing it, because we did it with motion, and then we did it with 

art – looking into a picture.  It would have taken a week for me to get 

those same concepts done with paper and pencil. (personal 

communication, April 10, 2008) 

Finally, she notes the social outcomes that teaching through the arts had on her students 

during a factory model assignment, where students had to work together as an assembly 

line: 

But socially – for instance this project we did last year…we used a factory 

model, and we had them work as a group.  Each person was responsible 

for one piece of the picture, and it passed around the classroom.  And there 

was only a certain amount of time that it stopped at each one.  And what 

we found….really we were just trying to get them to understand what a 

factory is, but what we found is they started helping each other out.  Like, 

they noticed that one child was struggling, and so the person next to them 
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was helping them and showing them when they were ahead.  And it was 

such – and then you have this wonderful piece of art at the end of the 

project the class worked on together.  And definitely community and team 

building is something that we need to focus on with our students here.  

    (personal communication, April 10, 2008) 

Because the local population of students that feeds into Armstrong Academy is so 

transient, many teachers face the challenge of having students come in and out of their 

classrooms on a regular basis.  Kimberly tells the story of two children who recently 

came into her classroom from non-arts-based schools and how different their responses to 

a creative writing activity were from the students who had been in her arts-based 

classroom longer: 

I think the biggest success, or the biggest eye-opening experience 

for me happened just recently.  We had the Writers in the School 

going….Well there are two students that are pretty much new to it.  

It was one child the second week, and another child the first week. 

And it was this thing where they [the students] were supposed to 

pick the silliest answer possible, and the rest of my class picked the 

silliest answer possible.  “What do you use a guitar for?”  And 

they’re, like, “Brushing your teeth.”  And then, “What do you 

breath?”  “The moon light.”  And then the two other children were 

so very literal.  I mean, it was, like, “What do you use a guitar 

for?”  “To play music.”  What do you do?  And it was – you could 

see where – because of the writing that they’ve [the Armstrong 
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Academy students] been doing throughout, their minds were just 

so much more open, and they were ready to express.  And they felt 

comfortable expressing all of these thoughts and being kids. 

(personal communication, April 10, 2008) 

Kimberly then contrasts her students’ experiences when learning through the arts with the 

students they become when they are forced into a more traditional, teach to the test 

setting. She observes: 

And they are generally on when the art happens.  Its when you put that 

paper and pencil in front of them with a multiple choice question that all 

of these wonderful ideas that these students have – they freeze up, and 

they can’t express it….[later in the conversation] And, you know, we even 

had it – we were in a conference talking about TAKS and I said, “You 

know, I feel like if we could get more real literature in…every child we 

have can figure out the main idea of the textbook assuming they can find it 

in the TAKS passage.  And that’s what’s frustrating to the kids.  They can 

do it in a real book, but then you put them in that format and its so 

frustrating for them that – oh, it – and its frustrating as a teacher. 

 (personal communication, April 10, 2008) 

In essence, when faced with a non-creative form of learning, Kimberly’s students freeze 

and become unimaginative, much like the new students coming in to her classroom for 

the first time.  The high stakes, teach-to-the-test approach is the foreign method of 

learning for the Armstrong Academy students.  However, Kimberly does note that, while 
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it may not be the preferred, natural method of learning for these students, they can and do 

succeed on standardized tests. Here is a story of one such student: 

I have a child in my class who was a retainee – came from another school 

– was a discipline problem in the other school.  And…failed [in the other 

school].  She got one question from commended on TAKS this year, and 

I’m expecting the same out of math.  But at the beginning of the year I 

said, “You have such star quality.”  “You are just – you shine when you 

just – when we would read out loud.”  We’d read poetry out loud, and she 

always read it like – I mean, she was the poet.  So we put her in that 

performance [third grade recital], and she got so much praise.  And, I 

mean, her confidence was through the roof.  And you could see her 

walking down the hall, like, “Look at me.”  And it has just changed her 

whole perspective.  She is not an “A” student.  But they have to have that 

chance to shine.  (personal communication, April 10, 2008)  

“They have to have that chance to shine” seems to be the motto that this teacher sees as a 

key to student success. Using her own classroom as an exemplar of arts-based teaching 

and learning, Kimberly has provided evidence that integrating the arts into the academic 

curriculum has a positive impact on a student’s developmental, instructional, and social 

growth. Kimberly’s stories are not in isolation.  Her colleagues tell similar tales of 

student confidence and success at this arts-rich institution. 

  

 

 



   CREATING AN INTEGRATED ARTS-INFUSED PROGRAM           

76 

 

Sonia has been teaching at Armstrong Academy since it opened in 2003.  Like 

fellow Third Grade teacher, Kimberly, Sonia has noticed a difference in the writing of her 

bilingual  third graders as they participated in one of the school’s arts-partners programs, 

The Writers in the Schools: 

The writing is getting there…for my class, one of our biggest 

problems was getting ideas out.  And we’ve gotten the ideas…their 

stories are great and they have such amazing voice.  And they’re 

just not scared to express it.  Every child is trying to get into that 

author’s chair by the end of the day…  [T]he thing is that when 

you allow the children to express themselves and to be as creative 

as they can be, they become so much stronger.  The self-esteem 

just goes from here to here.   

She tells the story of a specific student and how he was affected by the Writers in the 

Schools program: 

I had a child that was just down here about…—the way he felt 

about himself, his grades portrayed it -- family like – “You know, 

you get what you get and that’s. You know, what can we do about 

it?  And he’s leaving me,…and he will be going into an English 

classroom [from a bilingual  Spanish classroom], and he is strong.  

And he knows he’s smart, and he knows that he can just express 

himself.  And that’s what it’s all about.   
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She acknowledges the effect writing within the arts has had on her students with a hint of 

frustration that not all children have the opportunity to experience what her students do 

because of Armstrong Academy’s arts-infused curriculum: 

Through the arts, these children become stronger individuals.  

They grow strong.  And if everybody could just see that – They 

just become – they know that in – within themselves they are 

somebody, and that they count.  (personal communication, April 

10, 2008) 

Sonia continues with an autobiographical narrative of how her personal upbringing 

helped create the person and teacher she is now: 

I have that relationship…with the students. That’s why I work with 

bilingual babies, being bilingual myself.  My grandmother raised 

me.  I explain to them, you know, “She let me have the blue in my 

hair, and wear three pairs of socks.”  And she never said, “That 

looks kind of ….you’re looking like Rainbow Bright today.”  You 

know, she never did...  And I tell them…I’m not saying come like 

that tomorrow, because we can’t.  What I’m saying is, “On paper, 

you can do whatever you want to do, and no one is going to judge 

it cause it’s yours.” And once you give them that freedom they – 

and they can use…whatever I have, you know, whether its glitter, 

paint, chalks, and we just make a mess.  And, you know what, 

messes can be cleaned up.  And there’s still paint on floor that 

didn’t get cleaned up.   (personal communication, April 10, 2008) 
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Figure 4.4: Mosaic Art. Sonia’s third grade bilingual 

classroom. 

Sonia stresses the need for children to be able to be themselves at school and believes that 

art gives her students an outlet for personal expression.  Because personal expression was 

valued in her childhood home, Sonia is open to providing her students a structured, yet 

non-traditional learning experience, and her classroom reflects this attitude.   

Walking into Sonia’s bilingual classroom was like walking into what looks like 

controlled chaos. On the day I visited, the children were engaged in making intricate 

mosaic art works using tiny pieces of colored paper (see figure 4.4).  The students had 

mapped out their color scheme and design before cutting out the paper. Sonia explained 

that she encourages students to conserve their materials partly because the school 

emphasizes recycling and cutting down on waste and partly because of budgeting 

concerns: school supplies and arts materials are expensive.  Thus, in order to save paper, 

students had to write down their colors first before cutting up the paper for their mosaics. 

Because this is a bilingual  classroom, the students labeled their colors in Spanish. 
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Figure 4.5:  Mosaic Tiles. Students in Sonia’s third grade bilingual 

classroom. 

Some students were working at desks that had been pushed together to make giant tables 

that ran the length and width of the room Other students were on the floor with their work 

spread out around them (see figure 4.5).  The tables and floors were strewn with paper 

and Elmer’s glue bottles.  Some children were talking as they glued their paper tiles to 

their mosaic design while other worked silently by themselves.  However, the striking 

similarity between all the students in the room was that every single child was engaged in 

his or her work.  While Sonia showed me her room and talked about the project they were 

working on, her students remained on task, enjoying what they were doing enough not to 

be distracted by my intrusion into their space (or, so used to having an audience for their 

work that a stranger’s visit does not faze them).   
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My experience in Sonia’s classroom led me to wonder about what Armstrong Academy’s 

administrators -- principal, Geraldine, and Vice Principal, Gloria -- thought regarding the 

unconventional classroom arrangements of some of these teachers.  Fortunately, my 

questions were answered during the same focus session with the Third Grade teachers. 

Kimberly had this to say about her schools’ administrative support: 

They [speaking of the principal and vice principal] get to know … 

our classrooms – not everybody has an administration that’s quite 

so friendly with this.  Like, you know, my kids work better on the 

floor.  I took the legs off the tables.  They’re down on the floor.  

[Geraldine] walked into my room –  goes [asks of the students], 

“Do you all like it?”  They said, “Yes.”  She goes, “Okay.”  And 

she walked out.  You know, they’re [Geraldine and Gloria] used to 

coming into the classroom and seeing art everywhere and children 

all over the place.  And they said, “I don’t necessarily know what’s 

going on, but they [the students] seem to, so good job.”   (personal 

communication, April 10, 2008) 

Sonia, too, added her thoughts on the support she receives from the principal, vice 

principal, and the two art specialists: 

She’s [Geraldine] walked into my room and, oh, my goodness – 

one day she walked in, and I don’t even remember what we were 

doing and she said, “Well you’ll never know what you’re going to 

get in [Sonia’s] room.”  She saw that we were doing something, 
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and she walked right out.  And that’s the – having them back you 

up, and also being able to come to experts [Bernadette and Craig] 

and say, “Hey, we’re stuck here.”  “Where do we go from here?”  

“We’re dealing with this, can you help me.”  [to Bernadette and 

Craig] “You’re always so full of wonderful ideas.”  (personal 

communication, April 10, 2008) 

These two educators appear to have a genuine like and respect for their administrators, 

and through these narratives, it seems as though the like and respect are mutual.  The 

Armstrong Academy teachers have an administration that allows them the freedom to 

educate their students as they see fit.  As long as the students appear to be engaged and 

learning, it does not bother principal Geraldine or vice principal Gloria that their teachers 

take the legs off of tables or let their students sit on the floor and do their work.  This 

trust between administrators and teachers is one of the crucial elements that allows the 

school to function as well as it does.  Without the support and trust of their 

administration, it would be difficult for the teachers to teach “outside of the box” as these 

teachers do on a daily basis.  The Armstrong Academy teachers get double the support 

with Bernadette and Craig also providing their expertise and assistance as the teachers 

become more comfortable asking for help with integrating the arts in their classrooms.  

They have formed a solid learning community in which everyone benefits. 
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Fourth grade. 

The idea of seeing teaching through a different lens is another theme that echoes 

throughout the focus group sessions.  In the following conversation, Fourth Grade 

teachers Karen and Tamara discuss what teaching through the arts has taught them 

professionally. 

Tamara:  But when you open us up to new things [i.e. arts-based  

teaching and learning], we can see it a little better. 

Karen:   Right. 

Tamara:  We have a different appreciation for it. 

Karen:   It’s [referring to her own teaching style] going to change 

for me because I was brought up in the classroom. And I 

was taught through my college and through my student 

teaching when I did that. The kids were in rows. They had 

their work, and they were quiet, and they were doing their 

work.  And when I came here [to Armstrong Academy], 

and it’s art and “let’s do this,” and the kids are all talking. 

And I’m like, “Oh, my gosh, what have I got myself into?” 

because I liked the quiet classroom, and that’s not what this 

is…..They (the students) can focus, but it’s not the quiet 

classroom. They feel free to discuss what they’re doing 

with the other students. And I’m louder, too.  So, it’s 

opened me up a little bit. (personal communication, April 

10, 2010) 
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Stacy, another Fourth Grade teacher, recalls: 

I look back at growing up, and art wasn’t a staple in my 

household. It was sports and academics, and just coming to 

this school and being opened up to a new perspective and a 

whole new way of teaching was very empowering for me 

and the students….you do, you get a whole new look. 

(personal communication, April 18, 2010). 

Bernadette and Karen comment on arts-based teaching and learning: 

Bernadette: And plus the collaboration, you know, being able to come 

together and play with one another, that I love.  Which is 

very different than most schools, you know.  I’ve been in a 

lot of schools through my lifetime.  And some – I’ve been 

to a lot of places in my lifetime.  But, yeah, when I think 

about the ones that have been most rewarding for me, it’s 

the ones where the arts have infused into other areas that 

I’ve learned from.  That makes – because, really, you know 

the arts are always isolated, you know, because when we 

have classes, you guys [the teachers] are off. 

You know, in high school, you have arts, which you never 

collaborate with – and I think in high school it would work 

really, really well in stopping some of the drop out rate 

with teen collaborating.  The junior high – I had my 

classroom. I had my thing.  No one talked to one another.  



   CREATING AN INTEGRATED ARTS-INFUSED PROGRAM           

84 

 

And I would say the best years of my teaching have been 

my latter, because I’ve been able to be part of the team as 

opposed to part of my own world.  And I think that’s been 

really powerful. 

Karen:   Well it’s great you said that about the drop out rate.  I was 

reading an article the other day, and it said that in schools 

where arts are… [present] the drop out rate is significantly 

lower – significantly.  (personal communication, April 18, 

2010). 

These teachers seem to appreciate how the arts have added a new dimension to their 

teaching.  Karen, Tamara, and Stacy all express how teaching through the arts has 

changed their professional practice.  Karen had to adjust to teaching in a non-traditional 

manner.  Instead of student sitting in orderly rows silently doing their work, the 

Armstrong classroom is louder and busier, and she had to adapt to the students instead of 

the other way around.  Tamar and Stacy expressed being open to new things and gaining 

appreciation from the new perspective teaching through the arts brings to their teaching.  

While the subject is not completely brought to fruition, Karen and Bernadette touch on 

the idea that collaborating through the arts brings a sense of empowerment and reward to 

the teachers and students alike. 

 Tamara and Karen also tell a story of their first visit to the Museum of Fine Arts 

with their students in 2005.  They recall what it was like to first study the artist Thorton 

Dial, an African-American folk artist, and his work, and then how their own view of that 

art changed as they viewed it again through the eyes of their students.  
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Tamara:   We were able to use some of his works and sculptures and 

were able to take the students on a field trip there so that 

they could also experience the grandiose sculptures that 

were in the Museum of Fine Arts.  And we came back.  As 

a culminating experience we were able to make our own 

collages that represent the students and their feelings and 

thoughts.  And the work that came out of that was just 

amazing….but when we were in the Museum of Fine Arts, 

there were several children that were able to see Thornton 

Dial’s artwork as amazing works of art, where – as I’m a 

little older and I would look at the sculptures and just think 

that, you know, “Wow, he put a lot of stuff together.”  We 

just thought it was junk.  They’re sitting around, they’re, 

like, this is junk, and he’s making a lot of money. 

Bernadette:  Tamara called me and she said, “Bernadette, what were you 

thinking?  That was all a bunch of trash put together in a 

pile.” 

  Tamara:   That’s what it looked like, and then – 

  Bernadette:   And most of what he collected was junk. 

Tamara:   But remember when we went to hear his story and how it 

empowered us, and we were, like, oh, my goodness.  And 

then to bring the kids back and have that experience. 
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The teachers observe that having background knowledge about the artist changed the way 

they viewed his art.  Having this prior knowledge helped to put Thorton Dial’s artwork in 

context for them and enhanced their understanding of the so-called “junk.”  They, then, 

were able to better understand the learning process – how being given information about 

an artist and his work beforehand really helped them learn about and appreciate his work 

with fresh insight.  Their conversation about this museum visit continued: 

Karen:   And what was good for the students is before we went, we 

studied Thornton Dial and watched videos on Thornton 

Dial.  And so they knew about his past before we went to – 

I think it was better than just going and seeing this artist’s 

work that they had no knowledge about his background.  

Because his background is what made him who he was.  

And so that helped them before they went to see his 

artwork.  But what we got back from them as far as their art 

was absolutely phenomenal. 

Tamara:   And they were—even during the field trip itself, they were 

just in awe of how it was all put together.  And they were 

so, like, into it.  But it was really cool.  And I got, like, a 

comment from a child saying it was his first time in an art 

museum.  And that just made me, as a teacher, want to just 

come back and get into it even more – delve into the arts… 
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Karen:   Well, and that’s the thing about having this in our school, 

because most of our children don’t have the opportunity to 

visit a place like that or learn the things they’re learning.   

   (Personal communication, April 10, 2008) 

 

This story is an excellent exemplar of the process involved in integrating the arts and 

working with a community arts partner (The Museum of Fine Arts).  The teachers first 

viewed and studied Thorton Dial and his works with their students.  With this particular 

artist, the teachers were learning alongside their students, so his art was new to all of 

them.  Next, they took a field trip to the museum to see an exhibit of Dial’s works in 

person.  The teachers first formed their own opinions about the art, not being impressed 

at first.  However, after watching and listening to their students’ reactions to the artist and 

his art, their opinions changed as they re-viewed the art through their students’ eyes.  It 

seemed, also, as though their enthusiasm for the arts was renewed each time they saw a 

child respond to a piece of art.  Finally, the students were able to return to their school 

and create their own works of art after being inspired by their visit to the museum. 

The Community Arts Partners: A Museum Story 

 On April 15, 2008 I had the opportunity to accompany the Fourth Grade team and 

their students to the very same Museum of Fine Arts (MFA) that had inspired the Fourth 

Grade teachers three years earlier.  These students had just completed a unit on natural 

habitats, and the museum visit was the culmination of this unit. We (two graduate 

students, one videographer, our university faculty researcher, and I) met the students at 

the museum at 10:00 a.m. to see what working with community arts partners looked like.  
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The students were first taken into a room with colored mats on the floor.  They were met 

by two staff members from the Alley Theatre, another of the Armstrong Academy’s arts 

partners.  Projected on a large screen on one wall was a painting by the Surrealist Artist 

Magritte, The Kiss (Le Baiser).  The Alley Theatre duo facilitated the first activity of the 

day, a human “Tableau.”  Viewing the painting on the screen, students were instructed to 

study the parts of the painting and then choose a part of the image to physically depict 

with their bodies on the mat.  With these instructions give, the Alley theatre team stepped 

back and let the kids take over.  The Armstrong Academy students quickly went to work 

-- some becoming the clouds in the sky; some forming parts of the dove; while others lay 

on the mats, emulating the waves of the water (see figure 4.6).  The students literally 

“became” the painting.  They created a second Tableau with another painting, this time 

one with more intricate parts, with the students negotiating the various pieces of the 

image.  The Alley Theatre partners whispered to us how incredible it was that this group 

did not have to be told which parts of the painting to become: they just took over and 

worked as a group without assistance from the adults in the room.  After a concluding 

theatre circle activity, an MFA staff member took over from the Alley Theatre team, and 

we were led through the halls of the museum to attend several arts lectures on the 

paintings from the Tableau exercise and a few more pieces from the museum’s collection 

that depicted various natural habitats. 
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Figure 4.6: Tableau. Armstrong Academy students at the 

Museum of Fine Arts. 

  

 

 

 

 

 

 

 

 

 

 

 

One of my personal observations is how attentively these students listened to the 

museum guide’s lecture.  Sitting cross legged on the floor, the children alternately 

glanced from the speaker to the painting, seemingly taking it all in (see figure 4.7).  A 

question and answer session before and after each painting viewed gave the students an 

opportunity to interact with the pieces verbally, as well.  As we walked from hall to hall, I 

was surprised to see several kids whisper shout to each other as they recognized other 

works of art in the museum, which, Craig explained to me, they knew from poster 

reproductions that hung on the walls at their school.  It was interesting – their reaction 

was akin to what one might do when faced with a celebrity or rock star.  The kids greeted 

the works of art with a gleeful familiarity and a bit of awe.  
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Figure 4.7: Arts Lecture. The Kiss (La Baiser) 

by R. Magritte. 

 

 

 

 

 

 

 

 

 

 

 

 

The culminating activity to this museum field trip was for the students to create 

their own work of art based on the habitat they studied in class.  The group that I 

shadowed had studied the frozen arctic tundra.  We walked into room that was obviously 

an art classroom.  There, a local artist and MFA employee, had photographs of real 

animals that inhabit the tundra displayed on tables and at the front of the room for the 

students to see (see figure 4.8).  She then showed them an example of a sculpture scene 

she had prepared for them to create that day.  Students had the choice of creating arctic 

foxes, rabbits, or polar bears and their habitats out of a sculpting product that was not 

clay (see figures 4.9 and 4.10).  Not wanting to use up materials and trying to retain my 

“observer” status, I was, inevitably, pulled into this activity by the students who wanted 

me to draw tiny claws on baby polar bears, show them how to makes eyes, or just share  
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their pieces with me.  Some invited me to help them work on their sculptures, worried 

that I was being left out of the fun. I was touched that these children wanted me, a virtual 

stranger, to be able to play and join them in their experiences.  Finally, with masterpieces 

in hand, it was time to bus back to campus, where other buses would be waiting to ferry 

the students back to their home lives.   

 

Figure 4.8: Polar Bears. Tundra Project, MFA. 
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Figure 4.9:  Bears and Bunnies; Armstrong Academy student 

working on her Tundra Project; MFA. 

Figure 4.10:  Natural Arctic Habitat. Completed Tundra Project; MFA. 
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Arts-Based Learning and Meeting State Objectives 

One of the strengths of Armstrong Academy is its integrated curriculum. This was 

expressed by the teachers, even if they did not expressly state it using that term. The 

teachers call it “learning” or “playing” through the arts; however, they are essentially 

expressing their understanding that their curriculum combines the Texas Essential 

Knowledge and Skills and International Baccalaureate objectives with an infused arts 

program using thematic units.  Craig explains how the school successfully executes its 

multidimensional educational goals while preparing students for the state required grade-

level testing: 

I guess the easiest way to describe it would be we focus more on a thematic idea.  

So we have these six themes throughout the year, and each one lasts about six 

weeks.  And underneath that theme there’s a kind of a central idea.  For example, 

what the second grade is doing is how – the overall question is how we share the 

planet.  The central idea is that habitats provide living things with all they need to 

survive.  And then that’s an inquiry into – and then they have all of their TEKS, 

and all the benchmarks are underneath all of that.  So everything will relate back 

to it in math, science, and social studies will relate back to this.  So whatever – if 

their – I mean, if their mathematic benchmark is some kind of a sorting …in 

dividing…so everything will go back into that…And then what we do is we then 

give them our full experiences to enhance whatever they’re doing.  And they’re 

all deliberately aligned to impact that achievement.  So we have worked with our 

partners, which are the Museum of Fine Arts, the Ally Theater, and Writer’s in 

Schools. (Personal communication, May 9, 2010) 



   CREATING AN INTEGRATED ARTS-INFUSED PROGRAM           

94 

 

The thematic curriculum is ideal for an integrated curriculum.  While focusing on a single 

theme, the teachers are able to design lessons that accommodate a multitude of learning 

modalities through the arts while providing the core academic knowledge at the same 

time.  Craig speaks of providing students with “full experiences” in the Deweyan sense 

that school should allow students to have quality learning experiences.  Through the 

integration of the arts and the academic subjects, Craig feels that they are better able to 

meet state benchmarks. 

Bernadette, then, offers additional information about the how the community arts 

partners contribute to the curriculum development: 

We [Craig and Bernadette] asked to have a think tank one night – a think 

tank session – and invited all the Houston partnerships together.  And we 

just threw out some ideas and started building on the relationship of who’s 

ready to come in and take the next step and develop curriculum not from 

the top down but from the bottom up, and let all the players be part of the 

creation, the classroom teachers, the art partners from Writer’s from the 

School worked with the Ally Theater, working with the Museum of Fine 

Arts, working with this benchmark targets, working with the criteria that 

we need from the State…Yeah, everyone coming in and just working 

together to develop a unit of study that would impact the achievement of 

the student as well as impact the learning of everyone, so that we’re 

learning from the artist.  We’re learning from the teachers.  Everyone’s in 

this learning modality. 
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However, as much as the Armstrong Academy teachers in the focus sessions love 

teaching through the arts, the reality of also teaching under a high stakes testing 

environment does enter the conversation.  They acknowledge that test preparation for the 

TAKS (Texas Assessment of Knowledge and Skills) test is still a necessity in their 

school.  Craig observes that one of the Fourth Grade team, Stacy, uses an arts analogy 

with her students, likening the test preparation activities to a rehearsal. Stacy explains: 

Well then that’s part of the rigor, I think, that – the training that they’re 

getting through the arts is part – partly responsible, I think, for their 

success on TAKS, because they are able to focus and give in.  And we 

could be doing practice tests and – but I’ll tell them this is a practice test, 

and they’re just not in the zone.  They’re, like, “whatever, practice, okay.  

I’m done.”  But when it comes down to the day where it is focus time, all 

the training that they’ve been through with looking at art and music, 

they’re able to focus and do it. (personal communication, April 10, 2008) 

Craig follows up on Stacy’s thoughts: 

 They’re [students] so used to doing performances, and this [the TAKS] is  

where it really counts. And these [test preparation] are just rehearsals, and 

we can make mistakes here – like practice tests...So, we’re [the school] on, 

and it all comes together, and we perform [take the test] on this one day. 

But don’t ask me to perform for 180 days. (personal conversation, April 

10, 2008). 

Sonia, from the Third Grade, uses art as an incentive during TAKS time.  She says: 
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I’ve had great success with standardized testing, and I think the reason – I 

think the reason behind that is – is because this [incorporating the arts] is 

my reward.  We don’t do any of it [art] unless you do well Monday 

through Thursday, and then Friday’s play day.  And I’ve done it for all of 

these years.  And that’s just kind of my – you know, we get to play.  And 

the only way you can – and we’re community, so can’t leave anyone 

behind…. So they all try really hard to be able to get their art time. 

(personal communication, April 10, 2008) 

This school has learned to work within a high stakes testing environment. Some teachers 

treat it as another performance, hoping that their students, who are so used to performing, 

can let go of the test anxiety and perform well on the standardized exams.  Others use it 

as a reward for preparing for the exam.  As Craig notes, teachers at this campus do not 

want to focus on high stakes testing for the entire school year, so they have adapted their 

teaching practices to make the test fit into their program instead of the opposite, and it 

works for them.  They keep track of student learning by displaying TAKS scores by 

grade level on the walls of the faculty lounge (see figure 4.11), monitor academic goals 

(see figure 4.12), and chart strength and weaknesses of each grade level there, as well 

(see figure 4.13).  The commitment and attention to the arts-infused program and the state 

knowledge requirements co-exist. 
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Figure 4.11:  TAKS Results. Students 

Passing all Tests Taken: 2004 – 2007. 

Figure 4.13:  Strengths and 

Weaknesses. First Grade. 

Figure 4.12:  Academic Goals. Fourth Grade. 
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Integrated, Contextual Arts-Based Learning 

Student art is prominently displayed on every wall in every hallway at Armstrong 

Academy.  I especially observed assignments directly related to the children’s lives.  For 

example, the theme of one First Grade Language Arts assignment was “Our Family 

Traditions” and nearby walls displayed 

student essays about the topic along with their 

drawings of the tradition showing how the 

students celebrated it at home (4.14). Another 

Social Studies project assigned students to 

research an issue related to their 

neighborhood.  Students created multi-media  

projects that included Poster-board art (see figure 4.15); skits; a Smart-Board 

presentation; and written research papers.  Topics from this assignment ranged from 

“Living without Drugs” and “Child Abuse” to “Stranger Danger” and “Homelessness in 

America.”  This was a fourth-grade project.  While principals in other area schools may 

have shied away from controversial topics such as these, 

the principal and teachers of this school are aware of the 

daily reality of their students’ lives and trust their 

students to choose topics that are meaningful to them, in 

true constructivist fashion. 

Figure 4.14:  Our Family Traditions 

Figure 4.15:  Stranger Danger. Poster- 

board Art. 
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One of the strongest examples of integrating the arts with the academic subjects is the 

story of how Kindergarten students simultaneously learned the science of the body, the 

geometry of nature, and color theory as they created self-portraits in an art lesson.  

Narrated by Bernadette in an individual session during one of my site visits, she gives a 

specific, extended example of how the integrated curriculum works. She first introduces 

the assignment and walks us through the learning process the children took while creating 

these extraordinary pictures (see figures 4.16 and 4.17): 

But you can see how well they observe, and this is some thing that no one 

believes children can do.  I’ll bring you over here, and these are actual 

pieces of kindergarten students, and they’re doing portraits.  And they’re 

learning about textures in the world, and they’re learning about the 

importance of all their senses – their eyes, their nose, their mouth, their 

ears.  So we’re working on an art piece, but while we’re doing it, we’re 

also exploring the science of the human body. 

Bernadette begins with the five senses and why they are important for understanding the 

world and creating art. She uses the metaphor of the human eye as a camera lens to help 

the students understand how an eye works and what it looks like. She explains that the 

parts of the face have different functions and to pay attention to what they do: 

When they leave me, they know that the lens in their eye is the black spot 

that they see, and without that they cannot see their world.  So we sit there 

for a while, and we look at things with our eyes closed.  And they realize 

that their sense of touch really plays a big role, and that their ears become 

really an important role for them to understand what’s going on.  Who’s 



   CREATING AN INTEGRATED ARTS-INFUSED PROGRAM           

100 

 

sitting next to them?  So silence becomes a really important role to 

figuring out where things sit in space.  And then we open our eyes, and we 

start talking about all the relevant parts of our eyes.  That’s it’s not just an 

eye, but there are certain things that help keep our eyes clean, like our 

eyelashes. You know, that they catch the dirt.  That the nose…we smell.  

Without our mouth, we can’t taste, and we can’t speak.  We can’t hear 

without our ears…. So when they’re [students] drawing, we start with our 

eyes, because that’s what we’re using mostly to learn to look and see, and 

our ears. 

She continues to explain the rationale for why the students do not simply start out with 

drawing a giant oval on a blank page to start off their self-portraits: 

…a face is not created by making an oval, because everybody’s face is 

different.  And we all look different.  And we slowly build our face. 

Because all of us look different, Bernadette then segues into a lesson that mixes color 

theory with cultural diversity as the students add skin tones to their faces: 

…And then learning that we are all not a color out of the crayon box.  For 

instance, if they look at me, and they say, “Oh, I’m White.”  Then we 

compare.  I say, “All right, am I the color of this paper?”  “Am I white like 

the paper?”  “Oh, no, no, no.”  “Well pick a color you would use for me.”  

“Well naturally they pick out pink.”  “But I’m not pink.”  And then we 

talk about someone who’s African American, and their skin tones are 

lighter or darker.  “Well what color are they?”  And they pick out brown 
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or they pick out black.”  Or someone who is Asian or someone who’s 

Hispanic.   

 

 

 

 

 

 

 

 

 

 

 

She continues with the lesson on skin tone, seamlessly teaching color theory at the same 

time: 

So we start looking at each other’s skin and start matching up colors, and 

we talk about how everyone has a unique color that everybody has and 

that’s yellow.  So when they begin these drawings, everybody’s face is 

yellow.  And they’re, like, “Ah, we’re all alike.”  And I’m, like, “Yeah, 

with that tone you are all alike.”  “But now we’re going to become more 

individual.”  And they start looking at “Well my skin has a little more red 

in it, or my skin has a little more brown in it.”  “Your skin has pink, but 

Figure 4.16:  Self-Portraits. Kindergarten. 
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then it gets lighter.”  So we start playing with three colors where they’re 

working with yellow, brown, and pink.  And it’s the way you layer it. 

And so everything is layered, and our skins are layers of color.  And so 

when they start doing it, it’s amazing how all of the sudden they realize, 

“Oh, yeah, that’s right.”  And also then we go out with this piece.   

Once the student’s faces are drawn, Bernadette takes the students outdoors to study the 

colors of the outside world so that they can complete the rest of their picture, the 

foreground and background: 

They’re learning about their world, and that everything is different.  First 

they want to color and take green, and they want to just – grass is just one 

solid color.  “No.”  So we go out, and we sit outside in grass.  And they 

start picking the grass, and they say, “Oh, its lines.”  “Yeah, and what are 

the lines doing.”  “Well some of them are sleeping.”  “Some of them are 

standing.”  “Some of them are leaning.”  And that it has a different feel 

than the bushes. 

In addition to paying attention to color, Bernadette then adds a lesson on texture: 

The bushes are more rounded and oval, and they have more color.  I see 

yellows.  We start talking about them.  And then what they start doing is 

realizing that grass has texture, and that the road is a different color and 

it’s not black its gray.  “Well how do you make gray if all I have is 

black?”  “Well you mix it with white.”  “Well mix it first with black and 

white on top.”  “Well it doesn’t work as well.”  So there’s a system of 

laying colors down so that they look the way you want.  So you’re the one 



   CREATING AN INTEGRATED ARTS-INFUSED PROGRAM           

103 

 

who takes control over that [giving the power of creative control to the 

students]. 

 

 

 

 

 

 

 

 

 

 

Finally, she adds one more lesson on lines and geometry: 

The difference between trees and the arms, and – if it’s not all apple trees.  

And we start talking about it.  We look at the pine trees and the palm trees 

and the oak trees and the pecan trees, because what happens is they go 

realize everything is different.  And everything brings beauty to what 

we’re surrounded by. So what happens is…We play with line.  We play 

with line directions, line families are straight.  Then from there we get into 

shape, and that shape is never defined unless theirs lines.  And it only 

becomes a line when it’s given the passageway of the line closing and 

capturing inner space and outer space… And then from there we start 

playing with the fact that not all shapes are geometric.  Most geometric 

  Figure 4.17:  Self-Portrait. Kindergarten 
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shapes are manmade.  And that organic shapes are made in nature.  And 

when you’re talking about art, you’re looking and you’re describing and 

seeing, and you’re hearing what you see differently than someone else.  

Then what we do is we start just exploring. 

I conclude this story with a telling statement from Bernadette about why integrating the 

arts and the academic subjects is such a strong combination: 

So these are really cool… kindergarten pieces that most people think… 

this [knowledge of color theory, texture, and geometry] is something they 

don’t have, and they can’t do.  And that’s only because the arts aren’t 

available to them.  (personal communication, April 10, 2008) 

In one art lesson, this art specialist covered the five senses; the functions of the parts of 

the face; color theory; texture; and geometry. Furthermore, she did so in the context of 

the children’s own lives, skin tone, for example, while at the same time modeling 

observation and critical thinking skills.  In a traditional classroom, most of these subjects 

would have been taught in isolation, as separate skills.  As this exemplar illustrates, an 

integrated, arts-based curriculum covers more materials in a shorter amount of time 

without sacrificing depth within a contextual learning construct. 
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Armstrong Academy students are given plenty of opportunities to showcase their 

success inside and outside of the classroom.  Student art work is not only displayed in the 

school’s hallways (see figure 4.18), but each year, the Fourth Grade students are invited 

to create a work of art that is framed and displayed in an exhibition at the Museum of 

Fine Arts (see figures 4.19 and 4.20). The lower grades look forward to the year when 

their art will be displayed at the museum.  In the meantime, each year, Armstrong 

Academy holds its own school-wide arts exhibition that is open to the families of the 

children.  During this celebration of creativity, students showcase a piece of art of which 

they are particularly proud, and they teach the concept behind the piece (the art the 

children create is related to a curricular theme) to a mixed audience of parents, teachers, 

community members, and their peers (see figure 4.21).  Together, Bernadette and Craig, 

with the full support of their principal, vice principal, and fellow educators, have helped 

create a school context where both teacher and student creativity flourish.   

Figure 4.18:  Student Art. Armstrong Academy Hallway. 
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Figure 4.19:  Student Art One. Museum of Fine Arts Exhibition.  

Figure 4.20:  Student Art Two. Museum of Fine Arts Exhibition.  
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  To end this chapter, I have included several quotes elicited from the teachers 

regarding their work at the arts-based campus, which, I feel, speak more for themselves 

than any commentary I could make about them.  These were taken from the end-of the-

year (spring 2008) portfolios teachers assemble as visual representations of the work they 

do. These portfolios were also a creative endeavor that educators at this school put 

together to reflect their professional accomplishments throughout the year. Here is what 

Armstrong Academy teachers had to say about teaching in an arts-based school: 

A bilingual First-grade teacher wrote: 

It has been a really great experience teaching through the arts. I learned 

that art makes teaching more interesting…and students enjoy the learning 

activities.  My goal for next year is to participate in more art workshops 

which will give me more techniques to apply in my lessons…I thought 

that I would never be an art person; I started to change that opinion of me. 

Another teacher remarked: 

I have enjoyed incorporating art in several subject areas. It has truly 

enhanced my students’ learning. I look forward to using art as a way of 

teaching in all subject areas next year.  I would like to work more closely 

with the art teacher.  I would also like to collaborate more with others on 

my grade level team to get their ideas.  We seem to be more creative when 

we plan together. 

 Yet another stated: 

Next year I really do want to incorporate more art into my lessons.  I 

believe one way to achieve this is to plan with other teachers in order to 
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combine creative ideas as well as work closely with the art teacher…I 

firmly believe that including more art means increasing learning.  

Finally, an additional Armstrong Academy educator observed: 

The students really enjoy the hands-on approach to learning.  Also, 

collaborating with the team to do more art infusion could help us as 

educators to step out of our normal comfort zone. 

What these Armstrong teachers have shared about their experiences teaching within an 

arts-based curriculum certainly reflects the literature on learning and creativity and bodes 

well for the further creation of schools with similar arts-based approaches to teaching, 

learning, and curriculum. 

 

 

Figure 4.21:  Showing Work. School-

wide Arts Exhibition, 2008.  
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Chapter Five: New Conceptualizations and Conclusions 

And because art is removed in elementary schools - most elementary schools don’t have 

artists as teachers – and they don’t have arts, music, and dance, they lose that sense of 

creativity in how they learn- How they learn best (Bernadette Lohle, artist-specialist, 

Armstrong Academy, personal communication, April 10, 2008) 

 

 

This chapter focuses on the six major themes that appeared after I read and 

searched for narrative themes in the transcribed conversations of teachers as they spoke 

about their teaching and learning experiences at Armstrong Academy. The storied themes 

cohered around:  1) teachers and arts integration through professional development; 2) 

student learning through the arts; 3) the arts and the academic subjects; 4) community arts 

partners; 5) administrative support; and 6) challenges of teaching through the arts.  These 

six themes, I will argue, were present in the teacher narratives from the focus group 

sessions.  A discussion of each theme will provide more information as to what an 

integrated arts-based program looks like; how it is put into action; and how teachers are 

affected by teaching within an arts-infused curriculum. Following this I will provide a 

story constellation for Armstrong Academy and extrapolate what I believe are the reasons 

behind the success of its arts-based program and consider ways that other schools and 

school districts can also enact such a program and the importance for more schools to 

integrate the arts into the academic curriculum. 

Six Storied Themes of Arts-Based Teaching and Learning 

Theme One: Teachers and Arts Integration through Professional 

Development/Stories of Teachers -Teacher Stories 

 The first theme that arose in the teacher focus group conversations was the idea of 

teachers and arts integration through professional development.  I found that the 
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Armstrong Academy teachers engaged in two types of professional development.  The 

first type involved activities outside the classroom, with teachers engaging in workshops 

and/or subject-specific classes. As they shared their experiences, the teachers fondly 

referred to this as a “boot camp,” which, to me, implied a sustained, rigorous workout in 

the arts. Before returning to work in the fall, the Armstrong Academy teachers spent two 

weeks of their summer break involved in an intensive arts immersion program designed 

by the art teacher-specialists, Bernadette and Craig.  Teachers took pottery and 

rhythm/dance classes.  They went on special field trips to the Museum of Fine Arts 

(without their students) to familiarize themselves with the museum’s collection and 

collaborate with museum personnel regarding arts-based integration. Some teachers, like 

their students, had never been to a museum before and approached the experience with 

fresh eyes.  When discussing how they felt about their experiences with the arts, these 

teachers mentioned it “open [ed] us up to new things” and arts-based teaching and 

learning gave them “a different appreciation for it.” Others commented that teaching 

within an arts-infused program “opened [them] up to a new perspective and a whole new 

way of teaching [which] was very empowering,” and their arts-based professional 

development made them “want to come back and get into it even more…to delve into the 

arts.”  (personal communication, April 10, 2010; April 18, 2010).  Arts-integration seems 

to have changed the way these teachers viewed their personal worlds and has given them 

a renewed sense of self-confidence in their teaching.  

The second type of professional development included teaming with the 

community arts partners, which began outside of the classroom (to be explained further in 

Theme Three) and then made its way inside of the classroom in the form of “on the job” 
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training when the arts partners (Writers in the Schools and Artists-in-Residence) worked 

in teachers’ classrooms for year-long writing workshops. Thus, the arts immersion in 

which Armstrong Academy teachers engaged is crucial to developing the school’s arts-

infused curriculum, which incorporates all three types of arts-based programs: the 

community level, with three local arts partners teaming with the school; arts-based 

teaching and learning, with the arts specialists working with classroom teachers to 

develop curriculum; and whole school implementation, with the entire campus engaged in 

arts-based teaching and learning. 

All of the Armstrong Academy teachers in the focus group discussions had a 

positive reaction to their arts-based professional development, using emotive language 

such as “fun,” “play,” “fresh,” “empowering,” “powerful,” and “love” to describe their 

feelings about learning and teaching through the arts.  Multiple times teachers mentioned 

the sense of fun and “play” they experienced with the arts activities.  Some felt more 

connected to each other and the school by participating in an arts-based teaching and 

learning program.  Others expressed appreciation for being allowed to think “outside of 

the box” and viewing the world through a different lens. While still others noted that their 

own teaching style had changed from what might be found in a more traditional setting 

(i.e. quiet classroom with students sitting in rows) to a more relaxed, louder (but still 

productive) learning environment.  These teachers have adapted to the creative press, a 

learning environment that fosters critical thinking and creativity.  They also are 

demonstrating characteristics of creative people by being willing to take risks and 

surmount obstacles and have developed a positive sense of self through their professional 

development in the arts and believe in their own art making abilities.  In fact, several 
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teachers expressed in their personally and collectively crafted portfolios that they plan to 

actively seek out more art workshops so that they could incorporate more art techniques 

into their lessons in the future.  It appears, then, that teaching and learning through the 

arts has benefited these educators both professionally and personally. 

Themes Two and Three: Student Learning through the Arts/the Arts and the 

Academic Subjects/Stories of School- School Stories and Stories of Students -Student 

Stories 

 Armstrong Academy has made a commitment to student learning, and its 

philosophy centers around learning through the arts and the arts and the academic 

subjects to honor this commitment.  Armstrong Academy is not a typical public school 

despite its Title I status.  The story given to this school does not match the school-stories 

that the teachers tell of their campus.  Although 81 percent of the student body comes 

from a low socio-economic neighborhood of gang infested apartment complexes and the 

attrition rate is high due to the heavy student body turnover, the teachers and 

administrators have reached beyond their school’s low-socio economic designation and 

have established a solid foundation of learning centered on an arts-based curriculum.   

 Bernadette, Craig, and the other Armstrong Academy teachers have created a 

“free to fail” culture within this school that allows students to lose some of the anxiety 

learning within a standards-based curriculum can cause.  This arts-based program 

cultivates the Creative Press, a learning environment that supports and stimulates students 

as they pursue knowledge while connecting this knowledge to their everyday lives. This 

approach has also freed students to express themselves and to take risks they may not 

have had an opportunity to take in a different learning environment.  Teachers tell 
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student-stories of children who blossomed in an arts-based environment, who may have 

been pegged as trouble(d) students in a less encouraging school setting, and who might 

have followed a completely different educational path were it not for a curriculum 

infused with the arts.  One of the most striking stories was of the Fourth Grade student 

who thrived in Craig’s Drum Corps, yet was struggling in reading and writing, which 

caused her to emotionally and academically shut down.  If it had not been for the joint 

intervention of Craig and the Fourth Grade team, this child would most certainly have 

slipped through the cracks, becoming yet another casualty of an overworked school 

system.  However, because Armstrong Academy teachers work in tandem with the artist-

specialists, this child’s juxtaposing stories were told during a faculty meeting, and her 

teachers were able to play on her strengths (her musical and leadership skills) and 

literally save this child from failing the fourth grade.  Smaller, but no less important are 

other positive changes that teachers noticed in their students: “they can focus,” one 

Fourth Grade teacher mentioned. “They want to participate, so they’re going to listen,” 

added a First Grade teacher.  Kimberly, who teaches third grade, praises the results of 

students who worked with the Writer in the Schools: “because of the writing that they’ve 

been doing throughout, their minds were just so much more open…and they felt 

comfortable expressing all of these thoughts and being kids.” (Personal communication, 

April 10, 2010).   Students are encouraged to explore topics that have personal meaning; 

they are respected as individuals, which builds self-confidence, and results in higher 

academic achievement and extraordinary works of art.   

 The academic subjects are so thoroughly integrated with the arts that the two 

cannot be separated.  For example, in Language Arts, instead of using the more 
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traditional prewriting activity of brainstorming (creating lists of words and phrases about 

a topic to generate ideas for writing), students first draw a picture related to the writing 

topic and then use the picture from which to write (see Figure 5.1).  Teachers note that 

student writing became deeper and more creative after enacting this arts-based method in 

their classes.  

 

 

 

 

 

 

 

 

 

 

 

One teacher also stated that it was easier to teach certain math concepts, angles, for 

instance, by looking at a picture instead of teaching it with paper and pencil (see figure 

5.2). The Kindergarten class created their own self portraits after multiple art lessons on 

color and color layering (skin tones), lines (grass, bushes, trees), texture (grass, road, 

hair), and manmade geometric shapes versus organic shapes found in nature (trees, 

bushes, clouds) (see figure 5.3). Art teacher Bernadette also seamlessly incorporated   

Figure 5.1:  Expand Your Mind with Expanded Sentences.  
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Figure 5.4: Living Museum: Where We Are in 

Place and Time. 

Figure 5.5:  Animal Symmetry  

Figure 5.2:  Angle Art.  

Figure 5.3:  Kindergarten Self-Portraits  
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math and science into this lesson.  During my site visits, I noticed historical time line 

assignments using photographs depicting events from history and from current time 

(using photos of the students themselves) hanging on the walls (see figure 5.4).  There 

was art from math lessons on symmetry, with students creating a symmetrical replication 

of half a photograph of an animal or insect and student   definitions of “symmetry” posted 

next to their drawings (see figure 5.5).  There were mobiles of the planets hanging 

outside a Kindergarten science classroom (see figure 5.6) and sculptures from an 

electricity lesson displayed on a table in the Third Grade hallway (see figure 5.7).  Multi-

media posters from the Fourth Grade showed the deep layered research these students did 

on topics related to their neighborhoods.  Evidence of integrated arts-infused curricula 

was everywhere.   

Figure 5.6:  Our Solar System. 

Kindergarten Mobiles. 

Figure 5.7:  Electricity Sculptures. Third Grade 
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Theme Four: Community Arts Partners/Stories of Community - Community Stories 

Initially, Bernadette, Craig, teachers, and the arts partners met on campus to 

brainstorm ideas of how to form a partnership that would successfully bring the arts into 

the classroom. Because this collaboration was new to both the teachers and community 

arts partners alike, there were no restrictions in the form of precedents as to how such 

partnerships might work. Therefore, representatives from The Alley Theatre, the Museum 

of Fine Arts, and Writers in the Schools jointly collaborated with the teachers and arts-

specialists to create a specialized arts-infused curriculum uniquely tailored to the school 

and its needs.   

The Writers in the Schools partner provided artist/writers-in-residence who 

teamed with the classroom teachers to teach creative writing and writing strategies.  Not 

only did teachers see improvement in their students’ writing, but they appreciated the 

support of the artists/writers and the contribution they brought to their classrooms.  In 

addition, the Writers in the Schools program brought the community into Armstrong 

Academy in the form of local artists (see Figure 5.8).   

Figure 5.8:  Student’s Favorite Poetry Selections. A Tribute to the  

Writers in the Schools’ local artist (writer) in residence. 
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Students were able to see professions (writer/journalist/author/poet) that are not usually 

depicted in mainstream media.  They were exposed to artistic careers instead of the more 

traditional (doctor/lawyer/police officer) occupations most children encounter in 

elementary school.  This community partner opened up a whole new career choice venue 

for students.  

The Alley Theatre and the Museum of Fine Arts created a joint partnership to 

enhance the museum-going experience for Armstrong Academy’s students and teachers.  

Students were given opportunities to experience the dramatic arts mixed with the visual 

arts. The Tableau activity is actually a kind of performance art, where students physically 

embody a painting.  Another benefit of these partnerships is that it introduced these 

students to the museum and the theatre early on in their schooling.  Oftentimes, residents 

of low-income neighborhoods do not have the chance to visit institutions of culture, may 

not be aware that they exist, or might not see the relevance to their own lives.  Bringing 

the students to the museum and allowing them to interact with the art is an immeasurable 

cultural opportunity.  Not to mention that having the students see original pieces of art 

that they have seen in reproductions on their school walls or in their academic classes 

makes the art more real to them.  Thematic arts-based projects culminating with field 

trips to the museum or the theatre connect the art to students’ everyday lives in addition 

to exposing them to places and opportunities outside of their neighborhoods. 
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Theme Five:  Administrative Support 

 Armstrong Academy’s arts-based program is as successful as it is in part because 

of administrative support. The principal and assistant principal are openly supportive of 

their teachers.  This is hugely empowering for the teachers.  In their narratives, several 

teachers expressed their appreciation for these two administrators. They were 

characterized as being “arts and kid friendly.”  The administration allows teachers to 

teach as they see fit (supporting the Creative Personality), design curriculum that works 

for their teaching style and is beneficial to their students (supporting the Creative Process 

and Product), and create a classroom environment that reflects the personal learning and 

teaching preferences of students and teachers alike (supporting the Creative Press).  How 

many teachers can say that their principal encourages taking the legs off of school tables 

or allowing students to sit on the floor while doing their assignments?  Armstrong 

Academy classrooms are loud, dynamic, busy places.   

Evaluating teachers using traditional tools, for example, in-class observations, 

which tend to focus on the lecture/lesson cycle format, may not work within such a 

classroom.  Teachers are able to show their professional achievement in the form of 

teaching portfolios, which highlight their accomplishments both individually and by 

grade-level, and have their professional evaluation based, in part, on these self-created 

works of art.  These visual and narrative portfolios probably contain more evaluative 

information than a single day classroom visit, which many administrators in other schools 

may only have time to do for their faculty if formal faculty observations are performed at 

all. Thus, arts-infused programs that incorporate professional teaching portfolios into 

teacher assessments provide administrators with valuable information not only about their 
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faculty, but also about the school curriculum and the strengths/weaknesses of their 

program. 

The Armstrong Academy teachers appreciate the fact that they can approach their 

administrators for help.  They are not afraid of asking for assistance or materials and 

know that Geraldine and Gloria will keep an open mind when hearing new ideas or 

suggestions for improving student learning through the arts.  In addition, they have added 

support from Bernadette and Craig, who make themselves available to answer questions 

and provide assistance with arts-based curricular strategies and techniques.  

Administrative support is a necessity for creating and maintaining a strong arts-based 

program. 

Theme Six: Challenges of Teaching through the Arts 

Time, commitment, and funding are three major challenges to arts-based 

programs. Allowing teachers the time to learn the various skills they need in order to 

successfully implement an arts-infused curriculum is a necessity.  Even though 

Armstrong Academy was committed to providing arts-based professional development 

for its teachers, it still took time and effort to set up the training and workshops.  School 

districts and administrations must be willing to provide teachers with the necessary 

training and professional development so that they feel comfortable teaching through the 

arts.  In addition, schools must be willing to pay for the additional teacher education and 

any supplies and materials the teachers will need to access for their integrated arts 

lessons.  Armstrong Academy aggressively sought out grants and outside sources of 

funding to maintain its integrated arts program (the same grant allowed this research 

study to take place).  For other schools, funding will be an obstacle to overcome.   
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Perhaps one of the most difficult challenges of building an integrated arts-based 

program is the people involved. Both educators and administrators, like those at 

Armstrong Academy, must be willing to embrace a change in the way they approach 

teaching and learning.  At first, many may not want to participate in or be open to an arts-

based approach.  These individuals will need the support of their district, peers, and 

community.  Just as Bernadette and Craig did, art specialists will need to come out of 

their art classrooms and join their fellow teachers as curriculum makers.  Greater 

collaboration across the school strata will be essential for building and maintaining a 

school-wide arts-infused curriculum. 

Armstrong Academy: A Story Constellation 

 A larger picture of how the Armstrong Academy teachers have successfully 

embraced and integrated the arts into their school’s curriculum can be depicted in a story 

constellation.  The story constellation approach seeks to illustrate how teachers’ personal 

and practical knowledge intersect with their professional knowledge landscapes. Story 

constellations provide a visual representation of how teacher practical knowledge and 

teacher professional knowledge interconnect with teacher stories-stories of teachers; 

school stories-stories of schools; community-stories-stories of community; and reform 

stories-stories of reform.  The newest story pairing that I bring to the story constellation 

approach is stories of students – student stories.  As the teachers tell their narratives 

regarding their experiences with arts-based learning, the stories of their students emerge 

and join the narrative landscape of the school. The story constellation for Armstrong 

Academy (see figure 5.9) illustrates how the teachers are affected by and connected to the 

competing but not always conflicting kinds of school reform on this campus: (1) the state 
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mandated testing of the No Child Left behind Act (2002) and (2) the school-wide Arts-

Based program.  This story constellation provides a graphic view of how the teachers and 

administrators have managed to infuse the arts into the academic curriculum while 

maintaining compliance with the state mandated curriculum. 

The central figures, artist-specialists Bernadette and Craig, act as the central glue 

to help stabilize and connect the grade level teachers to the arts-based program.  The 

teachers, then, have the support and confidence to experiment within this arts-infused 

curriculum and enhance it.  Through professional development inside and outside of the 

school, these teachers encounter experiences that enhance their personal and professional 

lives.  The linked circles illustrate that the teachers have created their own learning 

community where they share professional knowledge that centers upon the arts. Craig 

(2007) calls these joined places, where teachers now have a common vocabulary to 

describe their personal practical knowing through the arts, knowledge communities. 

Armstrong Academy’s arts-based program permeates the campus and seeps out into the 

local community, connecting the schools’ teachers and students with the arts partners.  

Notice that the state mandated reform stays within the schools’ walls while the arts-based 

reform flows into the community.  In fact, the school’s arts-based teaching and learning 

approach was so successful that it attracted the attention of the school district’s 

Superintendent, who was so enthralled by the school’s success that she renamed the 

school after herself – an action that speaks volumes about the accomplishments of the 

teachers and students of Armstrong Academy. 



   CREATING AN INTEGRATED ARTS-INFUSED PROGRAM           

123 

 

First 

Grade  Third 

Grade  

Fourth

Grade  

Bernadette 

and Craig 

Stories of School/ 

School Stories 

Stories of Community/ 

Community Stories 

 

Figure 5.9: Armstrong 

Academy Story Constellation 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

  

  

 

 

                           

First Story of 

Reform/  

Reform Stories (1) 

 

Second Story of  

Reform/Reform 

Stories (2) 

 

School District 

     Context 

   

      Teachers 

  



   CREATING AN INTEGRATED ARTS-INFUSED PROGRAM           

124 

 

Arts-Based Education: Conclusions 

 Revisiting the queries that initially drove my research, at the beginning of my 

study I was interested in exploring: What does an integrated arts-based program look 

like?  How is it enacted? And -- returning to Dewey (1938) and the notion of connecting 

life and art and educative experiences -- How are teachers affected by teaching within an 

arts-infused curriculum? Examining one elementary school site, Armstrong Academy, 

provided me with a stellar exemplar of what an integrated, school-wide arts-based 

program can be.  First, I will discuss what the arts experience, at least for this particular 

school, appears to be.  I will then follow that with a discussion on the kind of professional 

development that needs to occur in order to create such an arts experience.  Realizing that 

this combination of arts-infused teaching and learning and arts-based professional 

development may be unique to this particular campus, I will speculate upon why studying 

this school can contribute to the larger issue of Arts-Based Education and school reform 

and how Arts-Based Education can be enacted by other teachers/schools/districts.   

The Arts Experience  

The arts experience encompasses several aspects.  First are the arts themselves: 

the actual areas of the visual, performance, and literary arts. Second are the theories of 

learning and development that are naturally inherent in arts-based activities.  Third are 

the tenants of creativity that explain the driving forces behind a creative act.  Finally, I 

hope to show that there is intrinsic educational value in integrating the arts into the public 

school curricula. 

Elliot Eisner (1995) defines the arts to include the visual arts, music, dance, or 

theatre, and Maxine Greene (1995) adds writing and the literary arts to this definition.  It 
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stands to reason, then, that an ideal, complete arts-based program would include 

instruction in all six of these arts.  However, unless a school is a designated arts school 

(for example, Julliard in New York City or the High School for the Performing and 

Visual Arts [HSPVA] in Houston, Texas), it is highly unusual for a public school, even 

one with an arts-infused curriculum to encompass all of the arts, and Julliard and the 

HSPVA are no exceptions, leaving out writing and the literary arts from their dedicated 

arts-based curricula. Indeed, although Armstrong Academy has a strong arts-focus, the 

visual and literary arts are more prominent at this campus than are music, dance, and 

theatre.  Perhaps this is because of the nature of their community arts partnerships, with 

The Museum of Fine Arts and the Writers in the Schools being the primary arts partners 

who work with the school.  Nonetheless, Armstrong Academy’s teachers do make an 

effort to add the dramatic arts in the form of the Art Tableaus I witnessed at the Museum 

of Fine Arts field trip and poetry readings, which I experienced during the end-of-the-

year Art exhibition I was invited to by artist-specialist Bernadette and principal 

Geraldine. In addition, in some of the recorded teacher focus group discussions, teachers 

alluded to past Christmas performances, where, apparently, the students performed in 

costume on the school’s stage (located 

in the school’s cafeteria, which 

doubles as a theatre/auditorium; see 

figure 5.10).   

Figure 5.10:  Armstrong Academy Stage 
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As for music, Craig acknowledged in a passing discussion as we toured his music room 

that he wished he was able to offer the students choir and band courses in addition to the 

solid drum corps he has established at Armstrong Academy.  He cites funding shortages 

as the main reason why these musical areas do not exist at the school.  In fact, for all of 

its focus on the arts, Armstrong Academy has the same number of art teachers that most 

public schools seem to have – two:  an art teacher and a music teacher.  School districts 

usually staff theatre teachers at the middle and high school levels.  Then there is the art of 

dance, oft forgotten in the public school system.  In Texas, the closest subject to dance is 

cheerleading at the high school and, sometimes, middle school levels.  I saw no evidence 

or mention of dance activities during my visits to Armstrong Academy. This makes me 

wonder what further talents these students could be hiding without access to these other 

artistic outlets. Nonetheless, students at Armstrong Academy are exposed to a substantial 

variety of art forms and activities, and these experiences are designed to be rich and 

memorable and, as Dewey (1938) would put it, “educative.”  They interact with the arts 

on a regular basis. Their arts experiences are directly tied into their academic classes and 

to their daily lives.  The students I interacted with seemed to take their arts-based 

instruction for granted.  Had I not been aware of schools with non arts-based programs 

and privy to all the hard work that went into creating this particular arts-intensive 

curriculum, I would not have thought twice at the art laden hallways and self confident 

elementary schoolers who welcomed me into their worlds for the brief six week period I 

was in their school. 
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The way the arts-based program at Armstrong Academy is enacted supports 

theories of learning and human development.  Both education philosopher John Dewey’s 

and developmental psychologist Jean Piaget’s theories center upon the individual’s 

interaction with the environment. In education, this translates to the student and the 

classroom/school.  Both theorists state the importance of a continuum of learning 

experiences – that these experiences build upon one another and lead to growth.  Both 

also agree that the learning material must be connected to the learners’ daily lives. In 

addition, they both stress the importance of being allowed to fail without repercussions. 

Jerome Bruner’s narrative way of knowing --which holds that humans construct their 

own reality and interpret that reality based on their personal knowledge and ideas of what 

is true in accordance with their own experiences – is also prevalent in the lessons the 

teachers create for their students, allowing them to tell their own stories as they 

participate in assignments, as the Kindergarteners did for their self-portraits and the 

Fourth Graders did for their neighborhood research projects. This Developmental-

Constructivist approach to learning creates space for what creative theorists call the 

Creative Press. The Creative Press is a learning environment that supports, stimulates, 

and encourages learners in their pursuit of knowledge. I submit that Armstrong Academy 

has successfully cultivated a learning environment conducive to the Creative Press. 

Fourth Grade teacher Sonia’s classroom of controlled chaos is a perfect example 

of the Creative Press. Sitting on the floor with tiny pieces of paper strewn around them, 

her students were comfortably creating their paper tile mosaics as if this were the most 

natural classroom setting, and, for them, it was.  A classroom should be a comfortable, 

safe place to learn, and not all students feel comfortable in the same way.  Some prefer to 
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sit at desks or tables in the traditional way, and some prefer to sit on the floor.  At 

Armstrong Academy, the students seating arrangements are not in question as long as the 

students are engaged in authentic learning.  The same goes for Bernadette’s art 

classroom.  Here, students are free to make mistakes as they experiment with art. The 

“Art is Forgiving” banner flies high above their heads, a constant reminder that they may 

fail in certain attempts at doing a task but that this does not make them failures.  Students 

at this school are offered experiences designed to promote growth and to bolster self-

esteem.  Their assignments are tied to their daily lives, such as the Fourth Grade’s Social 

Studies research projects that explored local themes of homelessness, drug abuse, and 

child abuse, or the First Grade “My Family Traditions” writing assignment that 

incorporated drawings of the traditions as the children practiced them at home.   

The Creative Press forms the setting for the other three P’s of creativity: Process, 

Product, and Personality.  By allowing students and teachers a safe environment in which 

to experiment and make mistakes while playing with arts-based activities, Armstrong 

Academy has allowed room for the creative Process to flourish.  For students, this means 

allowing them to progress through an arts-based assignment at a natural progression for 

their developmental stage (i.e. teaching addition before multiplication in math or simple 

sentences before compound sentences in grammar, etc.) by giving them the proper 

materials with which to do the assignment (preparation); allowing them time to think 

about their work (incubation); providing them with ample time to absorb the assignment 

and create their new works of art (“eureka” moment); and, finally, giving them multiple 

opportunities to self-correct their work without a sense of shame for being wrong in the 

first place (verification with a sense of self-confidence).  For the teachers, this means 
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initiating them into the arts-based activity they will be teaching in their classrooms; 

giving them time to work with the materials and think about the art and how they can 

incorporate it into their personal classrooms; and providing them with enough time to 

create their own pieces of art while allowing them a safe space in which to make mistakes 

as they figure out how to master their lessons in art.  The creative process is a 

developmental one with individuals progressing through a set of non-linear stages on 

their journeys to complete the final Creative Product, the third “P” of creativity.  In this 

arts-based school, I believe that the products are not simply the tangible art that the 

students and teachers create during their various arts-based activities, but that there are 

unseen, but equally, if not more, valuable ones.  The products of the Armstrong Academy 

students are their art works and, I would also say, their improved academic progress and 

individual self esteem.  The products of the teachers, then, are not only the academic 

success of their students but also their own professional growth and increased practical 

knowledge about teaching through the arts.   These intrinsic, intangible results of 

teaching and learning within an arts-infused curriculum support the fourth “P’ of 

Creativity, the Creative Personality.  A creative person is one who is not afraid to take 

risks, one who is confident enough in his or her self not to shy away from failure.  

Creative individuals see the world through a different lens and think “outside of the box.”   

They think metaphorically and are able to make connections between ideas.  The teachers 

at Armstrong Academy nurture their students’ creative personalities by designing 

curricula that attend to these skills and characteristics.  Before they can do that, however, 

their own creative personalities must be addressed.  It takes a special kind of professional 
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development, then, to build a program that supports a Constructivist-Developmental 

approach to learning and theories of Creativity. 

Arts-Based Professional Development 

 The most important factors for successful professional development in the arts 

appear to be three-fold.  First, teachers must be immersed in rigorous arts-based learning 

themselves so that they can experience the creative process of making their own art.  

Second, the professional development must be sustained over the long term.  Finally, 

teachers must have the support, financial and otherwise, of their administrations as they 

pursue arts-based teaching and learning. 

 The Armstrong Academy teachers had access to a variety of professional 

development opportunities, which led to the success of this school.  These teachers began 

their arts-based learning before the school year began.  They participated in a two week 

rigorous arts program where they immersed themselves in arts activities.  This allowed 

them to experience the very same process that their students would go through in their 

classes.  The teachers became the students, which gave them a sense of empathy for the 

children who would become their students during the school year.  In addition, the 

workshops, museum visits, and art making gave the teachers time to bond with one 

another.  I hold that the nature of the art making activities was conducive to building 

community by creating safe places for the teachers to experiment with art and grow as 

artists themselves in a group setting.  They were able to explore their “inner artist” and, at 

the same time, grew closer to one another due to their shared experience of art making.  I 

believe that teachers formed natural learning communities as a result. Once they gained 

self-confidence working with the arts themselves, the collaboration with the artist-
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specialists at their school and the community arts partners then allowed the teachers to 

incorporate their new knowledge into their classrooms, creating arts-infused lessons in 

their academic subjects.  Not only did this provide their students with a richer curriculum, 

but it also energized these teachers as they began to own their lessons.  Instead of 

teaching a curriculum imposed on them from a higher authority, they were empowered to 

make curriculum: to create their own lesson plans specifically tailored to their students’ 

needs and interests, which is a creative endeavor in itself.  In the process, they came to 

see themselves as curriculum makers and, in turn, others were able to view these teachers 

as makers of the curriculum, as well (Craig & Ross, 2008).   The arts-based professional 

development put both “play” and “artistry” back into their work and allowed them to see 

their profession with new eyes, through a different lens -- one of Elliot Eisner’s (1998a) 

outcomes of an arts education. 

 Another important characteristic of arts-based professional development is that it 

should be long-term and sustainable.  The Armstrong Academy teachers have access to 

year-round professional development.  Some of their learning occurs in dedicated art 

workshops during the summer and throughout the school year, and some comes in the 

form of on-the-job-training when the local arts partners come and work with them in the 

classrooms.  They also have further learning opportunities when working with the artist-

specialists in their school. Bernadette and Craig make themselves available to help the 

teachers incorporate more art activities into their classrooms.  Once the teachers become 

more comfortable with using art in their classrooms, they appear to crave more 

professional development, which creates a cycle of learning.   Seeking professional 
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development in the arts becomes teacher driven, which is a testament to the strength of 

this arts-based program. 

 However rosy this view of arts-based teacher professional development appears, 

none of it would be possible without the continued support of the administration. A 

school’s administration and school district must be willing to make a financial and time 

commitment to arts-based professional development for its teachers.  This could be in the 

form of special funding from the school district or through the active seeking of grants by 

the school’s administration and/or faculty, as was the case for Armstrong Academy.  

Teachers must also be given time off or compensation for attending workshops, creating 

arts based lesson plans, and continuing their professional development in the arts.   

Because this kind of professional development is long-term and involves lesson specific 

materials for the art making, schools must include a section in their budgets to 

accommodate this, and the professional development must become part of the culture of 

the school, as well. 

Arts-Based Education: Contributions to the Field 

The social purpose of this study was to explore arts-based teaching and learning 

as it was enacted by one urban elementary school in the Southern United States.  By 

listening to teachers’ narratives, the stories of what an integrated arts-based program 

looked like, how one can be built, and how teaching within such a program affected the 

teachers involved in the study emerged.  Through the focus group discussions, teachers 

were able to share what arts-based teaching and learning meant to them. They spoke of 

their personal and professional growth while participating in arts-based teaching and 

marveled at their students’ personal and academic growth while learning through an arts-
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rich curriculum.  The knowledge contribution this study makes is what is needed to build 

a strong, sustainable integrated arts-based program and why such a program is beneficial 

to those who work and learn within it. 

What makes Armstrong Academy’s arts-based program unique is due largely in 

part to the passionate dedication of art specialist, Bernadette, with, at times, the more 

silent support of music teacher, Craig, and the personal and shared stories of experience 

they bring to the work. The arts-based professional development that is available to the 

Armstrong Academy teachers is exceptional because Bernadette made it her personal 

mission to build her idea of an ideal arts-based school and, with input from principal 

Geraldine, was instrumental in recruiting teachers that she thought would be valuable 

additions to the school, such as Craig, who could join them in living shared stories of 

arts-based practice.  She made this school her personal project and, by force of 

personality, almost willed it into being and was extraordinarily lucky that she had the full 

support of Geraldine, who also strongly believed in Bernadette’s vision for the school.  

Bernadette and Craig took great pride in helping design the arts-infused curriculum of 

this school before the physical campus was even built.  In this case, the arts-based 

professional development was woven into the school’s design. This school was lucky to 

have such driven individuals acting as the glue to connect the arts parts of the curriculum 

together with the academic subjects.  In other schools, a lone person or persons with the 

single purpose of building an arts-infused program may not be available to commit his or 

her entire soul to one campus, as Bernadette has done.  However, despite Bernadette’s 

overwhelming contributions to this particular school and the sheer force of her 

personality/determination, there are several identifying factors that make Armstrong 
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Academy’s arts-based curriculum possible in other schools.  Of course, the distinctive 

combination of teacher personalities and levels of commitment will be different 

elsewhere, but, I believe, that certain elements of Armstrong Academy’s arts-infused 

curriculum can be enacted at another campus. 

From this study, I postulate that there are four features that must be present in 

order to create an integrated arts-based program such as the one at Armstrong Academy. 

These four pillars are:  

1. The notion of teachers as curriculum makers:  teachers must be at the 

forefront of the curriculum making process. It is imperative that 

teachers take control of curriculum planning. When teachers feel they 

have a personal stake in the way their lessons are created and enacted, 

they become more interested in their subject and find more meaning 

than being forced to teach a curriculum imposed from above.  The 

Armstrong Academy teachers embraced their arts-based curriculum 

because it allowed them to grow as artists and teachers.  They took even 

more pride in their work after seeing how arts-based learning positively 

impacted their students’ learning. 

2. A school reform mission/philosophy that promotes rigorous, sustained, 

long-term arts-based professional development: this involves the full 

support of the school-district and administration.  Schools must be 

willing to provide the emotional and financial support for building an 

arts-infused program.  They must provide teachers professional 

development that is rigorous and sustained.  One shot workshops will 
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not be sufficient to help teachers build the arts skills they need to teach 

within an integrated arts-based curriculum.   Long-term professional 

development is necessary and should include courses in multiple areas 

in the arts, such as music, dance, painting, pottery, art appreciation, and 

so forth. 

3. A partnership with community arts institutions:  community arts 

partners must make a commitment to work with the teachers and the 

school and vice versa.  This means that the arts partners should come 

into the school and work with the classroom teacher.  The classroom 

teacher must be present during the arts partners’ visit.  There should be 

a true collaboration and sharing between the visiting artist and the 

teacher as they co-create a curriculum that is best suited to the course.  

This partnership should be long-term and sustained throughout the 

school year with weekly or semi-monthly visits by the community arts 

partners.  Also, opportunities to take the students into the local 

community to the arts partners’ own institutions (museums, theatre, 

dance studio, art gallery, etc.) should also be made available to the 

schools. 

4. A school-wide integrated arts program and a dedicated arts-specialist – 

the arts must be infused throughout the academic subjects.  The arts 

must not be regulated to one room in the school. Instead, a concerted 

effort must be made by the faculty and art-specialists to design a 

curriculum that encompasses the arts.  This will take time, so 
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administrators need to be patient while the arts-infused curriculum is 

being created.  For schools wishing to build their own arts-based 

programs, perhaps building the program one or two grade level(s) at a 

time, starting with the lowest level and working up to the top would be 

an easier way to begin. Integrating one level at a time will give the arts 

specialists time to work with teams of teachers for a specific grade level 

and slowly integrate that grade over a predetermined amount of time 

without being overwhelmed by doing this for the entire school all at 

once. 

These four pillars that sustain an integrated, school-wide arts-infused program are 

reflected in the reform stories and teacher stories of Armstrong Academy.  Other schools 

and school districts wishing to enact a similar program must be willing to provide their 

teachers with the personal and professional support that they need in order build a 

successful, sustainable arts-based program such as this one.  Whole school reform will 

take time. It will not happen overnight, or, even, over the course of one year.  Arts-based 

learning is an investment in people, and I strongly believe that the end results are worth 

the investment.  Teaching and learning through the arts becomes an integral part of the 

students’, teachers’, and administrators’ stories of self.  Once a commitment to the arts is 

internalized, this creates a self-perpetuating flourishing of arts interaction within a school, 

carried out by the people on that campus. Creating an integrated arts-based curriculum 

not only creates more confident teachers and successful students but it also builds 

community within a school, which makes the school stronger, as the Armstrong Academy 

narratives suggest.   
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Personal Reflections 

 I began my research at this school as a graduate student accompanying my 

advisor to a field site as part of an information gathering assignment for a digital story on 

arts-based teaching and learning.  I had no idea at the time that this school-based research 

experience would influence me so profoundly that it would become the focus of my 

dissertation research. As I reflect on my personal experiences with the arts in school, I 

realize that studying this school and researching the various aspects of Arts-Based 

Education has made me more aware of myself as an artist and as a teacher.  As I delved 

into the Armstrong Academy teachers’ narratives, I became aware that, while I admired 

and applauded what these teachers did for their art (and here I used the term “art” to 

mean “teaching,” for I truly believe that teaching is a creative art form), I was unable to 

fully empathize with and understand them, not having experienced arts-based 

professional development myself.  Thus, I decided to take my own personal journey 

through the arts to gain a better idea of theories of creativity and learning that I was 

writing about, with surprising and pleasing results. 

 Photography has always been a passion of mine, and I am thrilled to have been 

able to incorporate it into this research study. However, photography is an art medium 

within my comfort zone, and I wanted to feel what it was like to leave that comfort zone 

to create using a different art medium to mirror what the Armstrong Academy teachers 

did.  Therefore, inspired by these teachers who willingly shared their art making 

experiences with me, I decided to participate in a few art workshops that were beyond my 

areas of expertise in landscape photography, music, and theatre.  Due to my less- than- 
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desirable experience with the visual arts in elementary school, I am still very self 

conscious about my poor visual and spatial skills.  I have to admit that my brain has a 

hard time visualizing things that do not already exist, and I am not gifted with spectacular 

eye-hand coordination. Nonetheless, I enrolled in two painting classes, with the intent of 

trying to learn a new skill. I went to each class determined to make the most out of the 

experience, to enjoy the process of painting, and to lose some of my inhibitions regarding 

the final product.  Of course, I thoroughly enjoyed the process of painting the first 

painting of a full moon and cherry blossoms, but I was hypercritical of the end result (see 

figure 5.11), not quite being able to get over my “perfectionist” personality and my self-

esteem lowering experience from grade school.  The next painting I did was of a tree-

filled winter forest with a mountainous background (see figure 5.12).   

 

 

 

 

 

 

 

 

 

In this class, we learned more about perspective and textures.  This time I was more 

confident in the way I held my brush and put paint on the canvas, and, I think, my 

confidence allowed me to experiment with this piece instead of trying to make it look 

Figure 5.11:  Full Moon and Cherry Blossoms 
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exactly like the instructor’s model, as I did with my first one.  I feel that this is a better 

product than my first painting.  I began to empathize with the Armstrong Academy 

teachers and their narratives of arts-based learning as I visualized having to take my 

newfound painting knowledge and incorporate it into my own classroom teaching.   

 

 

 

 

 

 

 

 

 

 

 

My next personal foray into art making came in the forms of pottery painting and 

glass fusion, both new skills for me.  Once again, I immersed myself in the creation of the 

pieces, a little more confident in my abilities to “make art” than I was before I started my 

dissertation research.  I am very proud of the little bowl (see figure 5.13), flower pot (see 

figure 5.14), and fused glass tile (see figure 5.15) I created at a local art studio. My small 

experiments with art making while I was writing this were inspired by the Armstrong 

Academy teachers. I felt I would gain a better understanding of what they experienced by 

going through a similar, if not exactly the same, process.   

Figure 5.12:  Winter Scene 
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Figure 5.13:  Small Bowl 

Figure 5.14:  Flower Pot 

Figure 5.15:  Fused Glass Tile 
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What I discovered is that making art is fun, especially when making mistakes and 

creating an imperfect final product is allowed.  My self confidence improved with each 

art piece I made.  It did not matter that I was not a Picasso or Georgia O’Keefe.  My goal 

was not to become a brilliant visual artist but to participate in the creative process in 

order to simulate the shared experiences of the Armstrong Academy teachers.  My sense 

of confidence transferred from one art setting to the next, and spilled over into my 

photography, as I ventured out of my landscape/architecture niche and into 

photographing people and objects in a creative manner.  I can imagine, then, the teachers 

and students who have a foundation of self-confidence built from their personal stories of 

arts experiences that spill over into their professional and academic lives because they 

had the opportunity to teach and learn within an arts-infused curriculum.  The intrinsic 

value of studying through the arts makes it a worthy endeavor to integrate them with the 

academic subjects, and, using Armstrong Academy as an exemplar, I hope more schools 

will consider incorporating the arts into their curricula.  The question then arises as to 

why the arts play a less- than- prominent role in the United States’ public school system.   

On the Broader Educational Landscape of Arts-Based Education 

and School Reform 

It is easy to blame a lack of arts education on funding.  As states try to increase 

student test scores and close the gap between student achievement as dictated by the No 

Child Left Behind Act (2002), perhaps school districts are reprioritizing where their 

money goes and funneling it out of seemingly extra-curricular subjects, such as art and 

music, and into the “core”/tested subjects of English, math, and science.  However, this is 

a surface story maintaining the status quo.  There is money to be procured for the arts, as 
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the grant funded Armstrong Academy illustrates, but it takes determination and effort to 

go after it.  Thus, maybe funding is not the primary reason for relegating the arts to the 

back of the educational bus.  Perhaps the sacred, underlying story is student achievement 

that exceeds the measures currently available.  It is hard to quantify a qualitative subject 

such as the visual arts.  In an educational climate that reifies quantifiable evidence of 

student achievement, it might be hard to gamble on something as qualitative as 

achievement through the arts. Can, therefore, an arts-based program thrive in an era of 

accountability and high-stakes testing?  My thoughts are, yes, it can.   

Armstrong Academy is a strong exemplar that an integrated arts-based curriculum 

can coexist in a high stakes testing environment.  The teacher narratives shine a light on 

this subject.  Kimberly’s third grader, who was a discipline problem and failed the state’s 

mandatory assessment at her other school, tested one point away from commendable on 

the same Language Arts assessment exam at Armstrong Academy, and her teacher thinks 

she will excel on the math assessment as well.  What happened to this student’s story?  

The test did not change, but the child’s learning environment did.  As Kimberly put it, 

this student was given a chance “to shine,” and she rose to the occasion.  Third Grade 

teacher Sonia echoes this sentiment.  She believes that “when you allow the children to 

express themselves and to be as creative as they can be, they become so much stronger.” 

(personal communication, April 10, 2008).  The theme of student success and self-esteem 

is threaded throughout the teachers’ narratives.  One of the reasons for this increased 

academic success and self-esteem is because of the nature of Armstrong Academy’s 

student assessment.  Yes, due to state law, all of the students have to be tested for certain 

basic skills. However, this does not automatically mean that this must be the only 
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assessment of student learning.  I think that schools have forgotten this in their aim to 

meet federal and state requirements for student achievement.  In my professional opinion, 

the reason why students and teachers have not buckled under the high stakes testing 

environment is because they view the state assessments as only one form of measuring 

student achievement not the only form.  Students have ample opportunities to 

demonstrate what they’ve learned throughout their integrated arts lessons.  For example, 

Third Grade Language Arts teachers were able to see the progression of their students 

through the writing process as the students first drew a picture related to the topic they 

were going to write about, next wrote words, then sentences, and finally wrote their 

stories.  Bernadette says that the arts-curricula are “all deliberately aligned to impact that 

(state mandated) achievement”  (Personal communication, May 9, 2010).  At the end of 

each school year, the school holds an arts exhibition where members of the community – 

parents, grandparents, siblings, and other interested parties – are invited to a showcase of 

student art.  Students read poetry, put on skits, explain their visual art, give Drum Corps 

performances, and other demonstrations of their learning.  To me, there should be a 

balance of student assessments in public schools.  Quantitative measures, such as 

standardized tests, do provide valuable information about student learning. However, 

there are additional methods for assessing student achievement, such as performance-

based assessment, which are intrinsic to arts-based learning.   

Acknowledging that not all school reform results in positive effects, I believe that 

changing the focus of education is one of the primary steps towards school reform that is 

beneficial to both students and teachers, and that this focus change must be enacted by 

the teachers themselves instead of being forced on them from a higher authority (i.e. 
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school board, state mandate, principal, etc.).  Teachers are often the last people involved 

when it comes to introducing and enacting new programs/educational reform in schools.  

I find this extremely ironic as any hope for success of an arts-based program being 

successful depends solely on the teacher, as is illustrated in the multitude of stories 

unearthed at Armstrong Academy.   

I also think that the focus on teaching to a test has led to tunnel vision when it 

comes to the purpose of an education system.  It also reflects back to the age old 

question: what is the purpose of education?  Is it to educate individuals so that they can 

join the workforce upon graduation? Is it to create citizens who are able to function in a 

democratic society? Is it to educate the whole individual for the sake of reaching that 

person’s full potential?  While the aim of this study is not to find a definitive answer to 

these queries, I am of the mind that Arts-Based Education provides the kind of learning 

environment that can address all of these questions without forcing or advocating for a 

particular theory.  My belief is that an arts-based curriculum equips students with critical 

thinking and problem solving skills, nurturing their ability to “think outside the box.”  

These skills are conducive for transitioning to the workplace, succeeding in higher 

education, or being a contributing member of society, regardless of the curriculum 

orientation at the time they are in school. 

Students and teachers, alike, have become disconnected from what educational 

theorist John Dewey (1897) believed about school: that it is a social construct. The 

connection between the public school system and the surrounding community needs to be 

of paramount concern for educators and community leaders.  Schools and society are 

organically linked.  Therefore, in order to create a productive society of citizens who 
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actively participate in the democracy in which they live, interact with one another in the 

workplace, and grow into their full potential through education (if these, indeed, are some 

of the primary purposes of an education system), public schools should not be segregated 

from their surrounding local communities.  I think it is important to note that student 

populations and communities such as Armstrong Academy’s students and its surrounding 

neighborhoods are typically associated with underachievement and failing or dropping 

out of school. Nonetheless, the arts-based curriculum at this school worked with these 

students who are considered to be high at risk for school failure.  I think this is in part 

because the school made a concerted effort to bring the local neighborhood into the 

school, which supports Dewey’s (1938) notion that students should see on a daily basis 

the connection that their learning has to do with the “real world” outside the classroom 

walls. Learning should be made meaningful and relevant.  Arts-based curricula seek to do 

just this. Arts-based programs are intrinsically designed to connect schools and society.  

The Armstrong Academy students and teachers interact with local arts partners in and 

outside of their classrooms on a regular basis.  They are exposed to more than what is 

contained within their school’s walls.  Other schools can also incorporate a community 

partnership with local artists and art institutions to bring the outside world closer to the 

lived experiences of the students and teachers through art.  However, none of the above 

changes can be made without the express leadership of the teachers themselves, for it is 

their personal practical knowledge that drives the curriculum.  In an age of 

accountability, Arts-Based Education offers hope for retaining teachers who may feel 

unfulfilled by the current focus on top down curriculum implementation and high stakes 
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testing.  Schools must put the responsibility of teaching and curriculum design back in 

the hands of the teachers.  Only then can true arts-based reform occur. 

Implications for Future Research 

 My study was conducted at the elementary school level and did not follow the 

students to middle school or beyond.  Armstrong Academy does not feed into a middle 

school that has a focus on the arts.  Therefore, it would be prudent to investigate what 

happens to students matriculating from arts-based schools into non arts-based schools.  

Does their sense of self-confidence and academic success rate continue into the higher 

grades?  Such an inquiry could provide further justification for incorporating the arts into 

the public school curriculum.  Also, it would be interesting to study teacher attrition in 

schools with integrated arts-based programs.  Is there a lower attrition rate in schools that 

infuse the arts into their curricula?  Do teachers feel a sense of empowerment and 

increase in personal practical knowledge from teaching through the arts?  Can an arts-

infused program such as Armstrong Academy’s be enacted elsewhere?  Another avenue 

of research could look into how Arts-Based Education works with students and schools 

that are considered “under performing” or “high risk” within neighborhood contexts.  

Does a local community’s/neighborhood’s involvement affect student/school 

performance? Exploring these questions could add more dimension to the field of 

integrated, Arts-Based Education. I think that some longevity studies/inquiries into these 

areas could be conducted using both qualitative and quantitative methods to provide more 

information about creative teaching and learning within arts-integrated programs. 
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Final Reflections 

If learners are allowed to learn within the context of their daily lives and are 

facilitated by educators who are aware of the developmental stages of learning, this will 

enable them to learn within a safe and supportive environment that adapts to their needs 

instead of feeling forced to adapt to the learning environment, which is how the current 

system of education works.  Fostering a creative, nurturing learning environment is at the 

core of an arts-based approach to schooling.  Arts-based learning programs create 

learning conditions conducive to allowing people to progress through Maslow’s hierarchy 

of needs in order to reach the highest stage of self-actualization.  Working within 

Armstrong Academy’s arts-infused curriculum has given teachers and students 

opportunities to grow both personally and professionally/academically while building a 

sense of community and shared stories among both groups. 

 Arts-Based Education innately follows the tenets of the learning theories of 

Developmental-Constructivism, Humanism, and Creativity and is particularly suited to 

providing experiential, meaningfully relevant, safe learning experiences that help develop 

an individual’s positive concept of self.  It offers an alternative to the positivistic 

approach to education that has, in my opinion, become even more stifling under the 

oftentimes oppressive school atmosphere prompted by the No Child Left Behind Act 

(2002).  An arts-based approach to education includes the narrative way of knowing in 

the public school system and supports the creative growth of the whole individual for 

both teachers and students, as is illustrated by the impressive works of art of the 

Armstrong Academy students and the spoken and written testimonials of its teachers.   
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Imagine the myriads of school-setting encounters children experience throughout 

their lives as they progress through the education system, be it public or private. How 

important it is that the memories they create be positive ones – that the interactions they 

have with their teachers are constructive and confirming.  The art-filled hallways of 

Armstrong Academy are a testament to the hard work of all who have invested their 

passions and energies into creating such a learning environment. It’s stirring: an entire 

school of self-confident children who know they are good at something and are not afraid 

to take risks or share themselves with outsiders.  The same applies to the teachers.  What 

a difference it makes for educators to know that their voices are heard – to know that they 

have the support not only from their administrators, but from each other, the parents, and 

the community.  Armstrong Academy gives me hope – hope that someday, every child in 

the United States public school system can have an enriching, nurturing learning 

environment with the arts at the curricular core.  It takes work to build such a program, 

but once built, it is easily maintained by those who have the vision to see that no one – 

teacher or student -- is ever left behind. 
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Afterward: An Update on Armstrong Academy, Fall 2010 

  Two years after my visit to Armstrong Academy, I discovered that the school has 

undergone some dramatic changes, some for the better and some for the worse.  Much to 

my dismay, both arts-specialist Bernadette and music-specialist Craig no longer work at 

the school. Bernadette retired after a long career in the public school system.  Craig, in 

search of more money, became an administrator within the same school district.  

Assistant Principal Gloria now serves as principal as former principal Geraldine moved 

next door to become the principal of the new arts-based Early Childhood/Pre-K school, 

which is located on Armstrong Academy’s campus.  In fact, it also appears that few of 

the original teachers from the focus group discussions still teach at Armstrong Academy, 

with at least one of them moving to the new EC/P-K campus.  Former bilingual  Fourth 

Grade teacher Sonia is now the arts-specialist at the new school.  While the loss of these 

prominent figures from the campus could have been devastating on the school’s arts-

based emphasis, I was pleased to discover that the campus has retained its integrated arts 

focus and has even expanded its arts program.  The Drum Corps, which was Craig’s 

personal passion, has been replaced by a choir, led by music teacher Nancy. According to 

the school’s website, the choir continues to promote the school’s partnership with the 

local community, having staged a special performance for veterans from the armed forces 

to celebrate Veteran’s Day. Six students from Armstrong Academy’s choir were invited 

to join their school district’s Children’s Honor Choir at the state’s Music Educators 

Association held in another city.  The district’s Curriculum Superintendent said, "They 

sang like angels; intonation, diction, dynamics, and stage presence combined for an 
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altogether fabulous concert." (Armstrong Academy school website, accessed October 11, 

2010). 

 In addition to maintaining the school’s arts-based curriculum, new rooms have 

been dedicated to the integration of the arts, and each of these learning spaces has a 

dedicated teacher-specialist designing and enacting the curricula.  These spaces include: 

 

A Visual Literacy Arts Studio Exploration, which contains all the 

necessary materials for instruction and presentation, replica pieces for 

display and study.  It is a place where students can study and appreciate 

artworks from a range of cultures and media; become keen observers of 

their environment by identifying principles of art and design found in the 

world around them; choose appropriate materials and use prior knowledge 

to communicate their ideas effectively; and provide and accept 

constructive criticism of their own work and that of others. 

 

A Culture Exploration Studio, which contains geo-political, relief and 

topographic maps and globes, posters of international locales, artifacts, 

works of art, archeological dig site, native dress from representative world 

cultures, and historical time lines featuring well-known figures and events 

from various cultures; where students can study and appreciate artworks 

from a range of cultures; become keen observers of their environment by 

identifying principles of art and design found in diverse culture; and study 

and respond to different styles of music from different cultures. 
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A Music Connections Room that provides all the necessary materials for 

Instruction and presentation; replica pieces for display and study; and 

instruments for student use. In music class, students will sing a repertoire 

of songs on their own and with others displaying confidence, expression 

and an awareness of musical elements such as pitch and rhythm; play 

increasingly complex musical pieces using a range of instruments 

demonstrating style, expression, and an understanding of melodic 

direction, tempo, and dynamics; have an opportunity to perform solo and 

as part of an ensemble for an audience, following directions from a 

conductor ; create compositions that communicate specific ideas or 

moods; identify and describe various musical elements such as rhythmic 

patterns, melodic patterns and form; and distinguish between a range of 

instrumental sounds and have the opportunity to respond to different styles 

of music from different times and cultures. 

 

A Math/Science Fabrication Studio that contains an assortment of 

materials and equipment for design and fabrication of subject-related 

projects. 

 

An Integration Linguistics Lab that provides all necessary materials for 

instruction and presentations and multimedia equipment for teaching 

French. 
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Composition & Rhetoric Performance Lab, which provides all 

necessary materials for instruction and presentation; multimedia 

equipment; and a presentation area where students can adapt drama 

productions; explore some of the basic elements of drama, such as role, 

plot, situation and space; use voice, body and gesture; reflect on personal 

works as well as others; explain the way a story was communicated; and 

recognize theatrical conventions from other cultures and periods. 

 

Wellness and Kinetic Movement Space, which holds all necessary 

materials for instruction; teaches study and growth of the individual in 

respect to emotions, self-concept and moral values; emphasizes the study 

of the growing interaction of the individual within his/her family, learning 

community and society, and the world at large; and incorporates the study 

of the human body and its care and fitness. 

(adapted from the Armstrong Academy school 

website, accessed October 11, 2010) 

 

These additions to the school’s already strong arts-program are heartening.  Losing its 

original arts-specialists, one arts-dedicated administrator, and almost all of the artist-

teachers could have destroyed any chance that Armstrong Academy had in maintaining 

its specialized arts-infused teaching and learning program. Instead, the school’s 

philosophy of integrating the arts with the academic subjects and providing professional 

development to new teams of teachers has survived. In fact, teachers appear to have even 
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more support with integrating the arts in the forms of the designated arts-specialists.  

Each type of art represented on campus has dedicated personnel to provide support for 

the arts-based program.  Armstrong Academy, I am pleased to see, is still a strong 

exemplar of arts-based teaching and learning—when viewed from a distance-- and  

continues the stories of arts-based practice for other schools and teachers interested in 

integrating the arts into their curricula. 

 



   CREATING AN INTEGRATED ARTS-INFUSED PROGRAM           

154 

 

References Cited 

A Plus Schools Program. The University of North Carolina at Greensboro. Retrieved  

 June 8, 2010. http://aplus-schools.uncg.edu/aplusinpractice.shtml 

 

Americans for the Arts.  The arts make the education difference. Retrieved June 8, 2010. 
http://www.americansforthearts.org/public_awareness/spotlights/case_studies/001.asp 

 

Andrews, B. W. (2006). Re-play: re-assessing the effectiveness of an arts partnership in 

 teacher education. International Review of Education, 52(5), 443-459. 

 

Aoki, T.T. (2004). Curriculum in a new key: the collected works of Ted T. Aoki (studies  

 in curriculum theory). (Pinar, W.F  & Irwin, R.T. Eds.).  USA: Routledge. 

 

Arts in Basic Curriculum Advancement (ABC) Grants. Retrieved June 8, 2010. 

 Granthttp://www.southcarolinaarts.com/grants/aie/abc.shtml 

 

Atkin, J. M. (1994). Teacher research to change policy. In S. Hollingsworth and H.  

Hockett (Eds.), Teacher research and educational reform (103-120), 93rd 

Yearbook of the  National Society for the Study of Education, Part I. Chicago, IL: 

University of ChicagoPress. 

 

Barrett, T. (2003). Unifying the curriculum with an art exhibition: in the American grain.  

 Journal of Aesthetic Education, 37(3), 21-40. 

 

Belkin, A. (1990). What is creativity? And what is it not?  Music Educators Journal,  

 76(9), 29-32. 

 

Boylan, H.R. & Saxon, D.P. (2006).  Affirmation and discovery: Learning from  

successful community college developmental programs in Texas.  Research 

contracted by The Texas Association of Community Colleges, retrieved November 

20, 2007, from http://www.ncde.appstate.edu/researchreserves.htm. 

Bruner, J. S. (1966). Toward a Theory of Instruction, Cambridge, Mass.: Belkapp Press. 

 

Burger, K. & Winner, E. (2000). Instruction in visual art: can it help children learn to  

read? Journal of Aesthetic Education, 34(3/4), 277-293. 

 

Caldwell, H. & Moore, B.H. (1991). The art of writing: drawing as preparation for  

 narrative writing in the primary grades. Studies in Art Education, 32(4), 207-219. 

 

Chicago Arts Partnerships in Education. Retrieved June 8, 2010. 

http://www.capeweb.org/about.html 

 

 



   CREATING AN INTEGRATED ARTS-INFUSED PROGRAM           

155 

 

 

Clandinin, D.J. & Connelly, M.F. (1994).  Personal experience methods. In Denzin, N.K.  

& Lincoln, Y.S. (Eds.), Handbook of Qualitative Research (413-427). 1000 Oaks, 

CA: Sage Publishing. 

 

Clandinin, D. J., & Connelly, F. M. (1995). Teachers' Professional Knowledge 

Landscapes. New York: Teachers College Press. 

 

Clandinin, D.J & Connelly, M.F. (1996). Teachers’ professional knowledge landscape:  

teacher-stories-stories of teachers – school stories – stories of schools. 

Educational Researcher, 25(5), 2-14. 

 

Clandinin, D.J. & Connelly, M.F. (1998).  Stories to live by: Narrative understandings of  

 school reform. Curriculum inquiry, 28(2, 149-164. 

 

Cochran-Smith, M. (2005). Presidential address:  the new teacher education: for better or  

 for worse? Educational Researcher, 34(7), 3-17. 

 

Conle, C. (1997). Images of change in narrative inquiry. Teachers and Teaching: theory  

 and practice, 3(2), 205-219. 

 

Conle, C. (2000).  Narrative inquiry: research tool and medium for professional 

development. European Journal of Teacher Education, 23(1), 49-63. 

 

Connelly, M.F. & Clandinin, J.D. (1990). Stories of experience and narrative inquiry.  

 Educational Researcher, 19(5), pp. 2-14. 

 

Craig, C. J. (1995) Knowledge communities: a way of making sense of how beginning  

teachers come to know in the professional knowledge contexts. Curriculum 

Inquiry, 25(2), 151-175. 

 

Craig, C.J. (2003).  Narrative inquiries of school reform: storied lives, storied landscapes,  

 storied metaphors. Greenwich, CT: Information Age Publishing. 

 

Craig, C.J. (2004).  The dragon in school backyards: the influence of mandated testing on 

school contexts and educators’ narrative knowing.  Teachers College Record, 

106(6), 1229- 1257. 

 

Craig, C.J. (2007). Story constellations: a narrative approach to contextualizing teachers’  

 knowledge of school reform. Teacher and Teacher Education, 3, 173-188. 

 

 

 

 

 



   CREATING AN INTEGRATED ARTS-INFUSED PROGRAM           

156 

 

Craig, C.J & Huber, J. (1994). Relational reverberations: shaping and reshaping narrative  

 inquiries in the midst of storied lives and contexts.  In N.K. Denzin and 

Y.S. Lincoln (eds.), Handbook of qualitative research (251-279). Thousand 

Oaks, CA: Sage Publications. 

 

Craig, C.J. & Ross, V.  (2008) Cultivating the image of teachers as curriculum makers.  

In F. M. Connelly, M. F. He, and JoAnn Phillion (eds.), The sage handbook of 

curriculum and instruction (282-305). Thousand Oaks, CA: Sage Publications. 

 

Craig, C., Kirk, E., & Markello, C. (under review). Intense and sustained professional  

 development in arts integration: a literature review. Educational Researcher. 

 

Davis, G. A. (2000), (4
th

 ed.). Creativity is forever. Dubuque, IA: Kendall/Hunt  

 Publishing Company. 

 

Dewey, J (1897). My pedagogic creed. School Journal, 54, 77-80. 

 

Dewey, J. (1938/1997). Experience and education. New York: Touchstone. 

 

Eisner, E. (1998a). Does experience in the arts boost academic achievement? Art  

 Education. 51(1), 7-15.  

 

Eisner, E. (1998b).  The kind of schools we need. Portsmouth, NH: Heinemann. 

 

Eisner E. (2001). What does it mean to say a school is doing well?  Phi Delta Kappan, 5, 

  367-372. 

 

Eisner, E. (2002). The arts and the creation of mind. New Haven: Yale University Press. 

 

Eisner, E. & Powell, K. (2000).  Art in science?  Curriculum Inquiry. 32(2), 131-159  

 

Elba-Luwisch, F. (2007). Studying teacher’s lives and experiences. In D. Jean Clandinin  

(ed.), Handbook of narrative inquiry (357-383). Thousand Oaks, CA: Sage 

Publications. 

 

Ellis, A.K. & Fouts, J.T. (2001). Interdisciplinary curriculum: the research base.  

Music Educators Journal, 87(5), 22-26 + 68. 

 

Fowler, C. (1996/2001). Strong arts, strong schools: the promising potential and  

shortsighted disregard of the arts in American schooling. New York, NY: Oxford 

University Press. 

 

Freire, P. (1970). Pedagogy of the oppressed, 30th anniversary edition. New York:  

 Continuum International Publishing Group. 

 



   CREATING AN INTEGRATED ARTS-INFUSED PROGRAM           

157 

 

 

Gamwell, P. (2005). Intermediate students’ experiences with an arts-based unit: an action  

 research. Canadian Journal of Education, 28(3), 359-383 

 

Greene, M. (1995). Releasing the imagination: essays on education, the arts, and social  

 change. San Francisco, CA: Jossey-Boss. 

 

Harrell, P. E. (2010). Teaching and integrated science curriculum: linking teacher  

knowledge and teaching assignments. Issues in Teacher Education, 19(1), 145-

165. 

 

Hickman, R. (2005). Why we make art and why it is taught. Portland, OR: Intellect  

 Books. 

 

Jackson, P.W. (1998). John Dewey and the lessons of art. New Haven: Yale University  

 Press. 

 

Koestler, Arthur. (1964). The Act of Creation. New York: Macmillan. 

 

Krug, D. H. & Cohen-Evron, N. (2000). Curriculum integration positions and practices in  

art education. Studies in Art Education, 41(3), 258-275. 

 

Luftig, L.R. (2000). An investigation of an arts infusion program on creative thinking,  

academic achievement, affective functioning, and arts appreciation of children at 

three grade levels. Studies in Art Education, 41(3), 208-227. 

 

Lyons, N. (2007) Narrative inquiry: What possible future influence on policy and  

practice? in Clandinin, D. J. (Ed.), Handbook of narrative inquiry: Mapping a  

 methodology (pp. 600-631). Thousand Oaks: CA: Sage Publications, Inc. 

 

Maslow, A. H. (1968). Toward a psychology of being. (3rd ed). New York, NY:  

John Wiley and Sons. 

 

Michalko, M. (2001).  Cracking creativity: the secrets of creative genius. Berkeley, CA:  

 Ten Speed Press.  

 

Mishook, J. J. & Kornhaber, M.L (2006). Arts integration in an era of accountability.  

Arts Education Policy Review, 107(4), 3-11. 

 

Oddliefson, E. (1995). Boston public schools as arts-integrated learning organizations:  

developing a high standard of culture for all. An Address to the Council of 

Elementary Principals Meeting, Boston, MA: Boston Public Schools. 

 

Oliva, P.F. (2005). Developing the curriculum (6
th

 ed.). Boston, MA: Pearson Education,  

 Inc. 



   CREATING AN INTEGRATED ARTS-INFUSED PROGRAM           

158 

 

 

Orzulak, M.M (2006. Reviving empathy and imagination: arts integration enlivens  

 teaching and learning. English Journal, 96(1), 79-83. 

 

Parnes, S. J. The nurture of creative talent (1965).  Music Educators Journal. 51(6),   

32-33, 92-95. 

 

Parsons, M. J. (1998). Integrated curriculum and our paradigm of cognition in the arts.  

Studies in Art Education, 39(2), 103-166. 

 

Patteson, A. (2002). Amazing grace and powerful medicine: a case study of an  

elementary teacher and the arts. Canadian Journal of Education, 27(2/3), 269-

289. 

 

Piaget, J. (1952). Origins of intelligence in children. New York: International  

 Universities Press.     

 

Pinnegar, S. & Daynes, G. J. ( 2007).  Locating narrative inquiry historically: thematics 

in the turn to narrative. In D. Jean Clandinin (ed.), Handbook of narrative inquiry 

(1-34). Thousand Oaks, CA: Sage Publications. 

 

Project IMPACT. http://www.projectimpact.org. Retrieved July 23, 2010. 

 

Rooney, R. (2004). Arts-based teaching and learning: review of the literature. VSA Arts  

 Washington D.C., Rockville, MD: WESTAT, 1-25. 

                                                                                                                                                 

Schön, D. (1983). The reflective practitioner: how professionals think in action. USA:  

 Basic Books, Inc.  

 

Schwab, J. (1973).  The practical 3: translation into curriculum. The School Review,  

 18(4), pp. 501-522. 

 

Schwab, J. (1983). The practical 4: something for the curriculum professors to do.   

 Curriculum Inquiry, 13(3), pp. 239-265. 

 

Scott, B.F. (1994). Integrating curriculum implementation and staff development.  

The Clearing House, 67(3), 157-160. 

 

Short, G. (2001). Arts-based school reform: a whole school studies one painting.  

Art Education, 54(3), 6-11. 

 

Similan, C. & Miraglia, K.M. (2009). Art teachers as leaders of authentic integration.  

Art Education, 62(6), 39-45. 

 

 



   CREATING AN INTEGRATED ARTS-INFUSED PROGRAM           

159 

 

Smithrim, K. & Upitis, R. (2005). Learning through the arts: lessons of engagement.  

 Canadian Journal of Education, 28(1/2), 109-127. 

 

Snyder, S. (2001). Connection, correlation, and integration. Music Educators Journal, 

87(5), 32-39 + 70. 

 

Standaert, R. (1993). Technical rationality in education management: a survey covering  

 England, France, and Germany. European Journal of Education, 28(2), 159-175. 

 

Sternberg, R.J. & Lubart, T.I.. (1993). Investing in creativity.  Psychological Inquiry,  

 4(3), pp. 299-232. 

 

Toren, Z. Maiselman, D., & Inbar, S. (2008). Curriculum integration: art, literature, and  

technology in pre-service kindergarten teacher training. Early Childhood 

Education Journal, 35, 327-333. 

 

Torrance, E.P. (1966). Nurture of creative talents.  Theory into Practice, 5(4), 168- 

  202. 

  

Torrance, E.P. (1993).  Understanding Creativity: Where to Start?  

 Psychological Inquiry, 4(3), 232-234. 

 

U.S. Department of Education, Office of Elementary and Secondary Education (2002).  

 No child left behind: a desktop reference, Washington, D.C. 

 

 

Vygotsky, L. S. (1965/1986). Thought and language  Kozulin, K. (Ed.). Cambridge, MA:  

 MIT Press. 

 

Wenner, G. C. (1976). Arts in the mainstream of education. Music EducatorsJjournal,  

62(8), 28-36. 

 

Writers in the Schools: Houston, Texas. Retrieved June 8, 2010. 
http://www.witshouston.org/schoolprograms?gclid=CMaJtO7ej6ICFRcMDQod4DABbw 

 


	1
	2

