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Introduction
The purpose of the present review of literature
and research is to examine the numerous bene-
fits the arts provide as enhancements for teach-
ing and learning provided for both educators
and students in PK-12 school settings. The rela-
tionship between exposure to the arts and stu-
dent achievement within the academic disci-
plines such as mathematics, English/language
arts, science, and social studies has, until
recently, received mixed reviews (Winner &
Hetland, 2000, Gullatt, 2007). Writings related
to this topic have been typically theoretical in
nature with little empirical support.

Over the past 10 years prominent theorists and
practitioners such as Catterall, Eisner, and
Gardner have begun to argue that the arts are
integral to the education of the “whole child”
(Catterall, 1998; Eisner, 1998; Gardner, 1999a).
These noted theorists have recognized and sup-
ported the lifelong benefits that the arts have
provided students as they became adults. If
research and best practice identify benefits to
the academic curriculum provided by the arts
which can enhance academic gain, then why
are the arts so often blatantly overlooked as a
ready medium of assistance for teaching and
learning in schools across America?

The recent slowdown noted in the U. S. econo-
my, which among other things has been attrib-
uted to high oil prices, stagnant housing mar-
kets, taxpayer revolts, and skyrocketing costs of
the operation of both public and private institu-
tions, has resulted in educational budget cuts
causing the redistribution of remaining funds.
These economic conditions have both immedi-
ately and seriously impacted, in a negative way,
the attentiveness of many school and school
system leaders toward the arts as a means of
increasing the opportunities for student learn-
ing. In spite of what is actually happening in
educational circles, past and more recent
research call for serious consideration about
curricular offerings prior to reducing programs
in the arts due to the positive teaching and
learning effects provided (Goldsmith, 2003).

Presently, there is a sharpening of focus by both
national and state educational policy planners
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to aggressively address school and school dis-
trict accountability associated with student aca-
demic success. Efforts by school district offi-
cials to positively impact student academic
achievement are being better coordinated with
more stringent methods utilized to determine
student academic success. As a result, those
making curriculum decisions about ways to
enhance student academic gain will find the
arts to be a research-based mechanism with
which to provide assistance and enhancement
for achieving increased student academic suc-
cess, not an area to receive either an indirect or
direct cut in funding (Goldsmith, 2003; Finch,
2004). This article will provide major talking
points for both educational policy and curricu-
lum leaders either searching for rationales to (a)
continue or to prepare for providing a function-
al, productive arts program supporting the
school educational mission of student success
and/or (b) address ways to enhance the present
school district teaching and learning environ-
ment through the arts. Implications for PK-12
educational professionals are also provided
from summarized research addressing best
practice in the area of arts integration into the
PK-12 curriculum.

Development of the Arts in Schools
In order to appreciate the role of the arts in the
present PK-12 academic curriculum, one must
note the role that the arts have played in the his-
tory of education. Darby and Catterall (1994)
cite two chronological events that led to mod-
ern thinking about the arts in education. First,
researchers began their perspective with Horace
Mann in the late 1800s, stating that Mann
demanded that visual arts and music be taught
in the common schools in Massachusetts as an
aid to the curriculum and an enhancement to
learning. His theory and recognition as a
researcher gained the first major entrance of the
arts into curricular offerings within a state.
Second, they noted that Dewey posited the cor-
relation between instruction in the arts and cog-
nition to be positive, which had a profound
effect on curriculum decisions of the time in
many locations.

In addition, Bresler (1995) noted that the roots
of integration of the arts into the curriculum
could be traced back as far as Dewey with his

views on progressive education. Bresler further
stated that during the 1930s and the 1940s,
behaviorism was introduced and gained popu-
larity within American school systems. Bresler
continued by stating that Vygotsky challenged
this belief and insisted that students construct-
ed cognitive knowledge through the active
process of learning, and that the arts were inte-
gral to that process. Regardless of the philo-
sophical disposition of the previous
researchers, though, the arts were considered by
each noted educational expert to serve a posi-
tive role in assisting with the teaching and
learning process.

Arts Programs in Other Countries
School leaders in Europe and Asia have suc-
cessfully infused the arts (especially music) into
their educational institutions (Kelstrom, 1998).
Japanese students receive instruction in choral
and instrumental music starting with the ele-
mentary grades and continuing through the sec-
ondary years. Educational leaders in the
Netherlands have mandated that both art and
music be integral parts of the standard curricu-
lum since 1968. Hungarian students are
involved with a planned and sequential music
program for vocal and instrumental training
twice a week for the first eight years of school-
ing. Students in secondary schools may also
elect to participate in a music program daily,
and these same students can even receive train-
ing on a different musical instrument each year.
According to Kelstrom, these three countries
have been ranked at the top of an international
list of seventeen countries for scientific achieve-
ment by secondary students. 

Universities in England contain Departments of
Art Education, Drama, and Theater which are
usually housed within their Colleges of
Education. Pre-service teachers are required to
enroll in content classes within these
Departments as part of their core curriculum for
graduation. Teachers in England use this medi-
um to teach history and to advance both inter-
personal and intrapersonal communication,
while in the United States, the arts are typically
connected with those who are particularly gift-
ed in aesthetics (Catterall, 1998). The inverse is
true of this U.S. paradigm in foreign countries
such as China and Germany (Perrin, 1994).
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Using this medium, skills taught through the
arts are transferred to skills in other academic
areas. The second, arts-injected (or infused),
included those arts activities that are integrated
into the general curriculum in order to enhance
a particular study with no requirement of spe-
cific content studied. Arts-included was the
third type of integration. This notion involved
arts instruction being offered alongside other
subjects with or without integration into these
subjects. Arts-expansion was the fourth
approach. Through this process, the arts were
taken outside the school setting. Students
explored the arts at museums, performances, or
concerts. The fifth, arts-professional, was
designed to train students who are seriously
preparing for careers in arts. 

The arts-extra approach, the sixth of Davis’
approaches, referred to the use of the arts in an
ancillary role. Students who participated in
extra-curricular arts activities such as school
plays or piano lessons were involved in the arts-
extra approach. The seventh, aesthetic educa-
tion model, referred to the type of instruction
where the arts were viewed as ways of knowing
and where students were encouraged to con-
struct their knowledge. Davis further stated that
the previously mentioned seven roles may exist
alone or in combination with one another in the
teaching or curriculum approach to learning.
He also cited that the eighth role, arts-cultura,
was based on the premise that the arts connect
the cultures of the world. This last model
implied that students can be empowered to cre-
ate their own meaning of content through the
arts. This model further encouraged risk-taking,
critical thinking, and diligence.

J. Davis (1999) also noted that the arts helped to
emphasize what must or is mandated to be
learned in schools. He supported the notion
that the arts should be used as a means of mak-
ing meaning of all that is learned. The arts may
also be used as a response to what has already
been learned and to help to synthesize what
had been taught in schools. Finally, the
researcher stated that in order for interdiscipli-
nary instruction with the arts to be successful,
discipline experts must share in the interest of
the arts as a means of communication and of the
traditions in the arts.

Educational leaders in these countries require
that arts programs be offered to all children. The
assumption is that students can become profi-
cient in the arts just as they can become profi-
cient in other disciplines, thus enhancing their
life-long skills and creative ability. Perrin fur-
ther noted that because the arts are not widely
offered to American students, many potential
artists remain unidentified.

Thought Processing and the Arts
Arts-integrated programs are associated with
academic gains across the curriculum as reflect-
ed in standardized test scores. Further, these
programs appear to have a more powerful effect
on the achievement of struggling students than
more conventional arts education programs tar-
geting the more advanced student (Rabkin &
Redmond, 2004). Recent developments in cog-
nitive science and neuroscience help explain
the power of the arts as enhancing teaching and
learning in numerous ways. These develop-
ments have shown that the mind is embodied
and that the brain and body make up a single,
fully integrated cognitive system. Scientists
have found that most thought occurs on a level
well below conscious control and awareness
and that it involves the processing of a continu-
al stream of sensory information. Abstract
thought is consistently represented through
metaphors that are associated with physical
experiences and emotions. As an example,
numbers are spoken of as going up and down or
of ideas flowing from person to person
(Damasio, 2003). Physical sensation and emo-
tion are essential components of the mind, as
integral to thought and learning as logic is. In
fact, some researchers note that logic may not be
possible without sensation and emotion (Lakoff
& Johnson, 1999). It is ironic, then, that the arts
are frequently dismissed as merely emotional,
not cognitive. Thus, the very emotional and per-
sonal content of the arts are part of what causes
the arts to become cognitively powerful (Rabkin
& Redmond, 2006).

The Infusion of the Arts into the Present
American Curriculum
J. Davis (1999) discussed eight ways that the arts
are included in present U.S. school settings.
The first, arts-based, involved the arts as a
required core subject in the school curriculum.
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M. Davis (1999) noted that because the arts are
typically taught as separate subjects providing
regular classroom teachers with planning times
as a special teacher provides arts instruction, lit-
tle collaboration exists between teachers of the
arts and the traditional classroom teacher.
Because arts teachers and classroom teachers
are not usually afforded the time to collaborate,
arts-integrated instruction is difficult to plan
and implement to the fullest. Without this type
of integration, students may view school as a
place where they learn isolated, unrelated con-
tent facts and miss the opportunity for infusion
of the arts into the learning process.

Discrete Arts Programs
Eisner (1998) proposed a three-tiered system of
outcomes concerning arts education. First, the
arts-based outcomes of art education were used
to assess the arts curriculum taught in an arts
program. Second, arts-related outcomes of arts
education consisted of those aesthetic features
that students transferred outside of the school
day within their own environment. Third,
ancillary outcomes of arts education were those
outcomes that affected the general curriculum.
Eisner advocated that the goals of discrete arts
programs should lie within the first two tiers.
He further suggested that to proclaim that ancil-
lary outcomes should be the most important
goal of arts education would lower the worth of
the arts programs in schools. Other researchers
agreed and have noted that the arts should not
be a means to a cognitive end but rather an end
in themselves (Eisner, 1998; Oddleifson, 1994). 

Aprill (2001) concurred with Eisner stating that
the arts should be taught for their own merit.
While he advocated the use of the arts as an
entry point to other subject areas, he stated that
he also realized the danger of inflated claims on
the contribution of the arts to academic achieve-
ment. Aprill acknowledged that if arts programs
are adopted simply for the gains of academic
success, they would be disposed of just as
quickly if the signs of increased test scores are
not visible. 

In Eisner’s opinion, the arts should make a dif-
ference both in school environments of students
as well as in their environments beyond school.
He proposed the following outcomes in a state-
ment describing effective arts programs:

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; and,

3. Arts education should enable students to
understand that there is a connection
between the content and the form that the
arts display and the culture and time in
which the work was created.

Finally, I wish to identify a particularly impor-
tant [fourth] … outcome for arts education. This
pertains to dispositions that are difficult to
assess, let alone measure, but they are disposi-
tions that appear to be cultivated through pro-
grams that engage students in the process of
artistic creation. I speak of dispositional out-
comes such as the following:

• A willingness to imagine possibilities that
are not now, but which might become;

• A desire to explore ambiguity, to be willing
to forestall premature closure in pursuing
resolutions; and,

• The ability to recognize and accept the mul-
tiple perspectives and resolutions that work
in the arts celebrate. (Eisner, 1998, pp. 14-15)

Hatfield (1998) stated that the arts disciplines
provided necessary skills that all children
should acquire. The knowledge gained from
arts programs included the analysis of differing
means of communication within cultures and
time periods. Hatfield further suggested that
arts programs in all schools should have a clear,
substantial focus that would include the incul-
cation of higher order thinking skills and com-
plex problem solving routines. He also support-
ed providing resources to encourage profession-
al development of faculty and educational plan-
ners to properly align the curriculum for all stu-
dents so that the inclusion of the arts will
enhance teaching and learning to the maxi-
mum. Day (1998) cautions, however, that in
order to provide the quality arts programs nec-
essary for the needs identified by Hatfield to be
met; only qualified arts teachers should be
employed.

Enchancing Student Learning Through Arts Integration
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this approach used the arts as a “spice” or an
“extra” for their curriculum. This style of inte-
gration offered little or no outside support from
arts experts. This approach was likened to a
craft-like approach where a quick arts activity
was used as filler for a particular content area.
Second, the co-equal cognitive integration
approach also involved the arts being integrated
with other aspects of the curriculum. However,
with this approach, students were required to
use higher order thinking skills and aesthetic
qualities to gain further understanding of a par-
ticular academic concept. An example of the co-
equal cognitive integration approach would
include studying composers and music that
paralleled historical events.

Bresler’s third approach was called the affective
approach. Through this approach students were
immersed in the arts while the arts compli-
mented the classroom curriculum. Background
music, reactions to music and art pieces, and
the arts as self-expression were three examples
of this type of integration. The fourth approach
was social integration. This approach and the
subservient approach were the two most com-
mon approaches used in PK-12 schools. The
social integration was performance-based. This
approach complemented the curriculum only
insofar as it is used as a vehicle to increase par-
ticipation in parental involvement activities.
School plays and performances were examples
of this particular integration style.

Catterall (1998) suggested that educators should
consider the involvement of the arts in schools
as two-fold. First, learning through the arts
would involve activities such as the dramatiza-
tion of stories or historical events and the use of
paintings to investigate different aspects of time
periods. In contrast, learning in the arts would
include specific skills acquired through arts
classes such as music, visual arts, or drama.
Clinard and Foster (1998) provided evidence of
these two aspects of art education as they
described the involvement of Montana’s
Framework for Aesthetic Literacy. These stan-
dards included the goal that students will learn
to perceive and analyze information while
working toward connecting arts to cultures and
to other content areas. The arts also were
viewed as instrumental in enhancing student

Role of the Arts in American Education
Learning through the arts, such as the use of
drama to re-enact historical events or the use of
paintings to introduce and analyze life in his-
torical periods, allows students to learn beyond
the rote recall of information (Catterall, 1998).
In order to teach for true understanding, the
researcher stated that teachers should consider
activities that allow students to appreciate and
apply (both in and out of the classroom) newly
acquired information. The curriculum should
be designed to enable students to apply what
has been taught. Through this application, high-
er order thinking skills, risk taking, and creativ-
ity are enhanced. Utilizing the arts and report-
ing around historical themes, for example, were
useful activities that enabled students to apply
the historical content they had acquired in con-
structive, meaningful, and multi-sensory ways.

Some educators view integration of the arts into
the curriculum as simple activities that may be
used as extras or time fillers. This misrepresen-
tation or simplistic view of the arts tends to triv-
ialize the importance of the process. Students
should be immersed in meaningful ways with
the arts throughout their school day (Collins &
Chandler, 1993). According to the researchers,
arts projects should be an extension of student
understanding of the curriculum content, not
merely a “color sheet” for early finishers.

While the arts should be recognized as subjects
that can stand alone and be important in their
own rights, one researcher stated that parents
and educators should also embrace the concept
that the arts can enhance the true understand-
ing of a content area, thus assisting with student
learning (Oddleifson, 1994). Aprill (2001) also
noted that the arts may be used as highly moti-
vating entry points for content area instruction.
He described the arts as a symbol system for
other subject areas. He also suggested that it was
essential that art teachers and content teachers
be given time to plan together to ensure that the
integration of the arts into the classroom was
successful and meaningful for students.

The Arts Integrated Into the Classroom
Setting
Bresler (1995) proposed four styles of arts inte-
gration in classrooms. First, she defined the
subservient approach. Educators who endorse
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communication while increasing student abili-
ty to interact and to reflect.

Reardon (2005) reported that public school
teachers and administrators in Dallas, TX are
boosting student achievement by directly inte-
grating arts into the school curriculum. Since
Texas educational policymakers adopted a
statewide curriculum in 1998, Dallas fourth
graders in the James S. Hogg Elementary School
have spent several weeks each fall studying
19th century pioneer lives in the American
Southwest. Their understanding of this dynam-
ic era initially came from classroom discussions
and library books. But now the school is team-
ing up with local artists and cultural institu-
tions to make this history theme more arts-
enriched. Students are involved in group and
individual projects to help them understand
deeper the meanings of culture, tradition, and
historical significance. They noted that learning
is more fun and their Texas state test scores in
social studies are rising.

Reardon further quotes Larry Groppel,
Superintendent of the school district:

In Texas there’s almost as much pressure
for teachers to boost test scores as there is
for coaches to win football games. Here in
Dallas there’s probably more. If anyone
wants to criticize [our arts program] as
fluff, they should look at the test scores. (p.
5)

Initial analysis of standardized tests adminis-
tered throughout the district show that students
in the above program achieved a 10-point gain
over a control group that achieved only a 3-
point gain on the same material.

The Arts and Mathematics
In a project titled “Escher’s World,” named after
M. C. Escher, a Dutch printmaker and master
visual mathematician, mathematics and visual-
spatial activities were integrated while mathe-
matics and the visual arts kept their respective
identities (Cossentino & Shaffer, 1999). During
this project, high school students explored sym-
metry and composition from both a mathemati-
cal and an aesthetic perspective. Upon comple-
tion of this project, students were able to
describe works of art in a meaningful way. In
addition, the spatial skills of students were

enhanced as documented by authentic test
scores.

Besides the relationship between spatial and
logical mathematical intelligences, there is also
a strong relationship between spatial and musi-
cal intelligences. Hetland (2000) explored the
Mozart Effect to determine the specific connec-
tions between these two intelligences. She stat-
ed that the Mozart Effect resulted in the ability
of students to visually rotate a picture or symbol
of an object. Hetland’s research supported other
findings that this effect was not limited exclu-
sively to Mozart but to other composers as well.
However, not all types of music enhanced this
effect. The particular properties of music that
enhanced the spatial skills of participants in
this study are still being explored.

The Arts and Language Arts Instruction
Smith and Herring (1996) described literature
activities that provided multiple entry points
for a variety of students. They argued that in
order to make literature meaningful, students
must be given aesthetic opportunities to
respond to the printed text. Smith and Herring
further shared five activities designed to create
an active learning environment. First, students
used expressive writing to respond to the
themes in a novel. Next, students engaged in
creative movement to maneuver through the
setting of the story. Third, students were
encouraged to use visual arts to illustrate their
feelings or knowledge of the book. Fourth, stu-
dents used exploratory music to respond to a
segment of the text. Through this activity stu-
dents selected a portion of the text to share.
Once they had made their selections, the stu-
dents chose music that would reflect the mood
of the passage. Then, the students played the
music or provided sound effects in the back-
ground while the passage was read orally. The
fifth activity involved the use of informal
drama. This was a type of improvisation theater
in which pairs of students re-created dialogue
from the text. While Smith and Herring did not
provide quantitative data to defend their proj-
ect, they did provide comments from students
after the activities. Each of the responses from
the students indicated that their comprehen-
sion of the text was increased and that their
motivation for reading was enhanced.
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are convincing enough in their role. Teachers
assisted with this strategy by providing ques-
tions that helped students reflect on their per-
formances and plan for improvement on future
performances. Students employed the use of
visualizing as they planned for dramatic reen-
actments of a particular part of the text. Because
visualization was an effective strategy to store
information for retrieval, this process inevitably
aided in comprehension.

Eisner (1992) stated that while detachment and
distance allowed most people to think objec-
tively and not become emotionally involved
with decisions in their day-to-day occupations,
these two characteristics contributed little to
furthering the education of students. The
researchers further noted that much of the cur-
riculum presently taught for accountability pur-
poses in U. S. schools tended to lend itself to
these characteristics. Eisner supported the
notion that students were not asked to become
emotionally involved in their learning. They
were left distant and remote from the isolated
facts they were asked to recall to authenticate
mastery of the curriculum. Instead, Eisner sug-
gested that the more intelligences students were
required to use for learning, the deeper their
understanding of the content presented.

Dramatic Arts Integrated Into Academic
Disciplines
The arts as a medium to enhance teaching and
learning has been studied in relation to disci-
pline-based subjects such as language, history,
science, civics, and mathematics (Day, 1998;
Hamblen, 1997). Drama, because of its require-
ment for active student involvement, encour-
ages risk-taking while allowing students the
opportunity to transform themselves into char-
acters representative of the material they have
read (DuPont, 1992; Hamblen, 1997). This
teaching strategy activity enabled students to
claim ownership of the newly processed infor-
mation in addition to becoming a tool for appli-
cation for the new knowledge to other areas.
Researchers have also noted that drama encour-
aged the use of skill of writing, speaking, and
performing as well (Martin, 1998). The art of
drama lies within the process as opposed to the
product. It is through the process that students

Morado, Koening, and Wilson (1999) reported
on the successes of a series of mini-performanc-
es with early grade students that featured dra-
matic recreations of literature using drama,
music, and movement. These mini-performanc-
es were primarily used with at-risk kinder-
garten, first, and second grade students.
Because these performances were geared
toward spatial, bodily-kinesthetic, and musical
intelligences, many students who had not
enjoyed much success with the written word
could find an entry point in one of these intelli-
gences, thus increasing the desire of the stu-
dents to read more. The results of the mini-per-
formances were positive. Students who were
not successful in the linguistic area suddenly
felt successful, as they had recreated a story
through dramatics. In some cases, students who
had participated in these mini-performances
built stronger working relationships with their
instructors, which led to a more productive
school experience. 

Edwards and Craig (1990) stated that drama was
an effective learning tool as students became
actively engaged in a learning project. This
research team investigated the success of an
after-school drama program in which the
teacher employed not only dramatics but also
visual artwork techniques as well. The after-
school teacher, who was a more traditional
classroom teacher, began instruction in this
drama program in a more teacher-directed fash-
ion. What the teacher soon began to realize,
however, was that the students needed to be
more empowered in their dramatic activities.
Once students were encouraged to visualize
through illustrations, their stories and scripts
became more elaborate. As the teacher allowed
students to use more of their authentic ideas, as
opposed to commercially constructed dramatic
activities, it was noticeable that students
became more engaged and focused on their
learning.

Drama also can be used to enhance intraperson-
al intelligence. McMaster (1998) described
drama as a way to develop metacognitive strate-
gies. While students are dramatizing a particu-
lar narrative, they are continually analyzing and
evaluating their work to decide whether they
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become actively involved. Researchers also
note that drama is not outgrown. This form of
art should be embraced by those of all ages, not
just those in the PK-12 arena (Warren, 1993).

Readers Theater is an example of a dramatic
technique used to facilitate reading instruction.
Through the reenactment of a selected story,
students not only became familiar with the plot,
setting, characters and other story elements, but
also the fluency of the story. Students who were
instructed using this technique scored signifi-
cantly higher on tests of reading fluency than
those that did not receive instruction in this
technique (Martinez, Roser, & Strecker, 1998).

Heller (1995) also stated that dramatic activities
provided students with authentic opportunities
to apply what they had learned and to integrate
this knowledge with other subject areas within
their curriculum. The researcher further noted
that students learned best by a multi-sensory
approach to learning. Dramatizing afforded stu-
dents opportunities to see, hear, and create
learning opportunities. Dramatic activities also
enhanced critical thinking skills of students. As
Heller stated, “Drama activities help transform
school from a place where we tell students what
to think to a place where we help them experi-
ence thinking” (Heller, 1995, p. 13).

Heller further suggested that in order to create
and execute dramatic performances, students
must learn a concept in more detail. In order for
these performances to, indeed, enhance instruc-
tion; the teacher must be familiar with the steps
of the dramatic process, which are elaborated
upon as follows. First, the teacher reinforces to
students the importance of learning and show-
ing what they know as they transfer content into
drama. This requires the students to conduct
extensive research. The teacher is then respon-
sible for setting time and space limits while
allowing students to initiate dramatic work
within those limits. Once students have com-
pleted their performance, the class is debriefed.
The debriefing is necessary to ensure that all
students have learned from the dramatization.
Since the teacher is charged with the direction
of dramatic presentations, efforts may be taken
to focus student learning toward any and all
mandated curriculum elements.

Music to Enhance Classroom Instruction
Page (1995) suggested that music was necessary
to strengthen memory and to increase attention
spans. Because the sense of hearing is one of the
first senses developed in children, babies actu-
ally begin to hear sounds (primarily high notes)
in the womb. Although low sounds such as the
heartbeat of the mother and low notes are not
heard, they are felt by the baby and provide a
steady rhythm. Page further stated that the act of
listening is of the utmost importance in the
school setting. Students who employed active
listening gained more knowledge than those
students who did not employ such strategies.
Students who have been exposed to learning
through music are more attentive listeners, thus
more successful students.

Page (1995) recognized the rhythms prevalent
through the disciplines. Rhythm existed in
reading, mathematics, problem solving, and
intrinsically within students as they monitored
their own comprehension and attention spans.
Music aided in the flow of these rhythms.
Teachers who recognized the existence and the
importance of rhythms in the everyday class-
room lives of their students could plan their
instruction accordingly to take advantage of
these cycles. By using the concept of entertain-
ment, which is the ability of one rhythm to imi-
tate another rhythm, teachers could use music
to smooth transitions in the classroom.
Additionally, Page cited examples from actual
school settings of using music to create a class-
room of learners who are unified in a rhythm
and who are learning at a faster pace.

Visual Arts and Classroom Instruction
Gee (2000) stated that because the arts are con-
sidered communication systems, students are
able to construct new knowledge and use the
arts to express it. Just as spoken and written lan-
guage is made up of parts of speech, the lan-
guage of the visual arts consists of a vocabulary
known as the elements. These include line, tex-
ture, shape, space, and color.

Another component to the language of the visu-
al arts is the principle of design. The principles
of design include the following: (a) balance, (b)
rhythm, (c) repetition, (d) pattern, (e) contrast,
(f) theme, (g) variation, and (h) unity. Gee con-
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cate the material through an alternative sign
system that makes sense to them. In order for
students to use these signs effectively, they
must be used in the classroom as well as rein-
forced in the arts-disciplined based instruction.
Researchers alike, support the belief that knowl-
edge can be gained in more than one way
(Godfrey, 1992; Aprill, 2001; Gullatt, 2007). As
the ability to learn is derived from multiple
sources, students increase the capability to
broadly sort through various strategies to pick
the one best serving their immediate needs. The
application for this multiple-source solution
technique may pay big dividends for students
on state and federal high stakes testing agendas
now popular in most regions of the country
(Damasio, 2003).

Chilcoat (1991) described how the dramatic
sign system can be infused into the history
classroom. He wrote that students were given a
selected historical time period to thoroughly
research. The participant students were then
asked to create a panorama to illustrate the time
period. The audience was given a questionnaire
to complete as the presentation was made.
Participants were then required to dramatize
events from their panorama. Chilcoat further
noted that students were motivated to learn
more about history because it became meaning-
ful to them through this project. Students tend-
ed to remember the information from these
projects more than they did information from
tests and standard classroom teacher lectures.

In a research summary authored by Clinard and
Foster (1998), one student observed that when
he studied for a test, he memorized material and
forgot it as soon as the test was over. Yet, when
he constructed a project the knowledge
remained with him. Warren (1993) also stated
that during dramatic experiences, children are
constantly called upon to solve problems and to
create new plans for solutions. Through the dra-
matic communication system, student ideas
were valued as much as teacher ideas. Students
and teachers were regarded as equals.

Edmiston (1993) cited that reflection was anoth-
er important educational asset embedded with-
in the dramatic arts. Reflection allowed stu-
dents to examine and to evaluate what they

tinues by noting that students should be
exposed to this new language and encouraged
to explore and experiment with these elements
and principles of design in activities throughout
the curriculum. Thus, the arts enhance instruc-
tion by allowing students to ask questions,
explore for answers, and generate new ques-
tions from recent learning experiences. Finally,
according to Gee, visual stimulation is one more
way to enhance the thinking and creative learn-
ing process of students.

Arts to Construct Meaning
Students naturally depend on the arts to con-
struct meaning of the world around them
(Berghoff, 1998). From early childhood experi-
ences, students have dramatized, drawn,
danced, or sung about new material presented
to them. While the arts are valued in the early
childhood classroom, they are not as treasured
in schools beyond that point (Martin, 1998).
Schools may have arts programs in place for
upper grades, but students in these grades were
generally not taught that the skills learned
through these programs can be transferred into
the classroom as a tool to assist them to con-
struct meaning of unfamiliar material (Reardon,
2005; Gullatt, 2007).

Catterall (1998) has further suggested that stu-
dents construct meaning for themselves by cre-
ating representations. He stated that the tradi-
tional representations in schools are verbal or
visual. For example, students may write a
report and draw a diagram to accompany it.
Cossentino and Shaffer (1999) support the
notion that students should be given the free-
dom to choose the routes to their destination of
meaning, thereby enhancing their reasoning
and problem solving capability.

Berghoff (1998) further discussed the use of
additional representations for the arts to be used
by students in the classroom. These were called
multiple sign systems. These systems are rooted
in the arts. They are modes of communication
other than the traditional spoken or written
word. These sign systems included visual arts,
music drama, language, and mathematics.
Berghoff also suggested that students may be
able to construct meaning from new informa-
tion if they are given the freedom to communi-
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have produced. Meaning may be enhanced as
students are then given time to alter their scripts
or drama to meet their needs.

Researchers note that literature comes to life in
more exciting ways through the arts (Gardner,
1999a; Day 1998). When students use the visu-
al arts, dramatic reenactments, and group dis-
cussion, the text becomes more meaningful to
them (Hoyt, 1992). The role of the teacher in
Hoyt’s research was to assist the students with
finding the communication system that best
met their needs while introducing them to alter-
native forms of communication systems.
Researchers also state that in order to make
sense of the written word, students must be
encouraged to actively interact with it
(Grainger, 1998).

In the constructivist classroom, the arts take on
the role of both discovery and expression
(Eisner, 1992). Most adults regard the arts as
expressive forms. However, the arts as tools for
discovery should not be underestimated.
Through the arts, students are able to journey
through the aesthetic world to discover new
information. This form of learning allows stu-
dents the opportunity to expand their imagina-
tions and creativity while gaining new informa-
tion.

Because living and functioning in the world is a
complex activity, students should be encour-
aged to participate in the process from multiple
perspectives (Martin, 1998). The arts can also
assist students with new ways to view and
appreciate opportunities for interaction within
the world around them. The arts can enable stu-
dents to comprehend that there are many ways
of problem solving. If one perspective does not
meet a particular need for comprehension, stu-
dents realize that they can approach the com-
prehension problem from another direction uti-
lizing the arts (Damasio, 2003).

The Arts and Diversity/Multiculturalism
Hatton (2003) examined the position of cultural
theory and multiculturalism in British art edu-
cation. She found that it is not enough to
acknowledge cultural pluralism or multicultur-
alism as a defining model if no contact is ever
made between the artistic theories and practice
of non-western cultures and those of the

European. She also stated that throughout
much of British art education, it is evident that
multiculturalism, both in artistic theory and in
practice, has largely remained apart from the
major curriculum policies and their implemen-
tation.

de Silva and Villas-Boas (2006) report that there
were significant differences between pre- and
post-tests in an experiment focusing on devel-
opment of student attitudes regarding respect
towards different ethnic/cultural groups. The
results revealed that stereotypical and other
negative influences stemming from the broader
community could be better neutralized with an
aggressive arts-based approach. Student atti-
tudes toward diversity can be enlarged through
drawing and photographic enriched lessons
accompanying peer presentations about civic
issues.

Stinespring & Kennedy (2006) write that now
and in the future, arts educators need to know
what role the arts have played in minority
groups in order to develop a personally mean-
ingful arts education program. These
researchers also state that it is not enough sim-
ply to add an occasional work by, say, a black
artist to the curriculum. It is important to
include works by women, blacks, Hispanics,
Native Americans, and Asians, to point out the
ethnicity of the artists, and to discuss the
unique experiences these people have had. It is
not necessary to be so aggressive as to adopt all
the current ideological language (e.g., referring
to those artists as the “oppressed peoples”), but
providing insight into the inequities and injus-
tices of minority experiences can be very useful
in explaining the perspective of these groups.

Communication Systems within Academic
Disciplines
Berghoff (1998) suggested that students should
be able to communicate through the use of the
multiple symbol systems within the language
arts context. This involves the use of dramatics,
music, and visual arts within reading and writ-
ing. Students are able to use the drawing of pic-
tures for prompts for writing. As one researcher
noted, this transference from one communica-
tion system to another is called transmediation
(Hoyt, 1992). Hence, those students who are
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instruction. Middle school students comment-
ed on their experiences with diversified instruc-
tion based on Gardner’s theory of multiple intel-
ligences (Gardner, 1983).

In some instances, students described success
stories in math and reading as a result of visual-
spatial activities that accompanied their lessons
(Strahan, Summey, & Bowles, 1996). These
researchers noted that the participating stu-
dents noted that their math journals guided
them to a true understanding of the math con-
cepts presented through lecture and the math
textbook. Students involved in the research
were responsible for illustrating and for putting
math concepts into their own words in their
journals. Through these notes, students were
able to commit to memory those skills neces-
sary to be more successful in mathematics.
Similar examples were cited in reading.
Students actually interacted with the text as
they illustrated and wrote response notes to the
passages read. The reading projects involved
several spatial activities such as creating shoe-
boxes that housed particular items symbolic to
the story. These visual activities enhanced stu-
dent reading comprehension. The results of the
post-test indicated that these students gained
almost two Grade Equivalents in reading and
three Grade Equivalents in mathematics
(Strahan, et al, 1996).

Considerations for Attention by Educational
Planners and Policy Makers
As a result of the summary of literature provid-
ed in this article, the following areas are listed
for serious consideration by those charged with
developing and/or directing instructional pro-
grams supporting the arts as an enhancement to
the teaching and learning environment: 

� Funding: As indirect reaction to No Child
Left Behind legislation further tightens the
grip on educational budgets, educational
planners must be mindful to consistently
plan for the arts as an avenue to enhance
teaching and learning. The district and
school budget must be protected for the arts
through conscious and methodological mon-
itoring. Otherwise, past history has shown
that existing funds will be diverted to other
curriculum and support areas that have been
the focus of the movement.

weak in one communication system were able
to express themselves through another. This
connection is empowering and serves to
strengthen the weaker systems. While drama
and visual arts were once saved for the high
achievers, the issue of transmediation illus-
trates the need to integrate all communication
systems within the classroom.

Hanna (1992) stated that humans communicate
in a variety of different formats. These multiple
ways of communication are found in the arts. If
the arts are not provided for students in schools,
they may be denied a preferred mode of com-
munication, hence yielding or stunting their
academic potential. Schools should be con-
cerned with integrating “head, heart, and hand”
(Oddleifson, 1994, p. 448). The arts have the
power to integrate these three. Through this
integration true understanding and meaningful
curriculum will prevail.

Multiple Intelligences and the Arts
Gardner (1999b) stated that humans are unique
in their intelligence. While he argued that no
intelligence exists alone (except in those people
with severe learning disabilities), he acknowl-
edged that people possess strengths in combi-
nations of multiple intelligences. School
instruction caters to the logical-mathematical
and linguistic intelligences ignoring the other
six potential intelligences possessed by stu-
dents. The additional six intelligences are iden-
tified by Gardner as (a) bodily kinesthetic, (b)
musical, (c) spatial, (d) interpersonal, (e) intrap-
ersonal, and (f) naturalistic. Gardner supports
the notion that these intelligences are strongly
rooted in the arts. Based on these intelligences,
he suggested the use of multiple entry points
with which to engage students. These entry
points are designed to be just that, a way to
engage students in making connections across
the curriculum. By involving students in learn-
ing catered to their specific intelligence
strengths, they will become more active partici-
pants in the learning process. The aesthetic
entry point, the narrative entry point, and the
hands-on entry point are housed within the arts
(Gardner, 1999a). Recognizing that students
have different strengths and providing activities
to accommodate those strengths while bridging
to the weaker areas is at the heart of diversified
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� Supplies and Equipment: Budget planners
should note that utilization of the arts to
enhance teaching and learning requires addi-
tional dedicated consumable supplies and
equipment. Dedicated budget lines must be
established to support any newly established
projects for the arts.

� Personnel Certification/Qualification:
Teachers who are expected to provide
instruction utilizing the arts must be profes-
sionally trained and have sufficient content
knowledge in the arts. Too often classrooms
are staffed by less than certified personnel
who are required to teach in fields for which
they are not trained or to utilize instruction-
al methods unknown to them. For example,
in some states a certified elementary teacher
with two or fewer art or music courses found
in the required teacher preparation program
may be expected to teach arts classes or uti-
lize a variety of methodology to incorporate
the arts into a specific subject within the cur-
riculum.

� Time: Schedule planners must be mindful
that the arts must be allowed an appropriate
share of the daily or weekly academic cur-
riculum.

� Professional Development: School and
school district administrators and supervi-
sors must provide professional development
for both those teachers utilizing the arts in
the classroom as well as those coordinating
the arts with other academic subject teachers.
Otherwise, the arts will not be taught utiliz-
ing best practice or may even be viewed as an
“extra” frill which is distinct from other aca-
demic courses.

� Diversity/Multiculturalism: School and dis-
trict administrators should encourage arts
teachers to connect local interests of the com-
munity into the curriculum and to include
works of the culturally disenfranchised and
ethnically astute scholars.

� Preparation Time: Planning and/or prepara-
tion time must be provided for arts teachers
if they are to truly provide instruction by
themselves as single teacher subjects within
the school curriculum. Even more time will

be needed for collaborative planning if the
arts teacher is to coordinate teaching with a
classroom teacher targeting a specific aca-
demic area.

� The Actual Program: Arts programs will dif-
fer in look and funding within and between
schools and school districts. Planning for
uniformity of all programs will cause efforts
to work less efficiently since the needs of stu-
dents and the experiences they bring to the
classroom differ. Teachers, themselves, bring
varying strengths to the classroom. Cookie
cutter planning will stifle the implementa-
tion of creativity and diversity of an arts pro-
gram.

� Funding Assistance: Many external agencies
provide support for worthy causes for
schools and districts. Some districts fund
their arts programs entirely by external dona-
tions or grants solicited by a staff member
whose salary is supplemented by the support
provided externally.

� Evaluation: Caution is advised as academic
score is the only gauge used for the success of
the arts program. Researchers note that at
times, there may be unexplained flux in aca-
demic scores due to circumstances outside
the control of the classroom teacher or school
district leaders. Longitudinally, research has
shown that the arts support and enhance the
academic programs for all students.

Implications for the Profession
Implications for the educational profession are
numerous. Some of the most salient and
research-based considerations distilled from
this research review are provided below.
Findings of researchers in the field point to the
following benefits of arts programs:

� Promotes the concept that teachers are facili-
tators of learning and not dispensers of
knowledge;

�Allows students to more deeply understand
by doing and becoming more involved in the
learning process;

� Enhances higher order thinking and 
learning;
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Teachers should move from the role of dis-
pensers of knowledge into the role of facilitators
of learning. Students are not merely receivers of
the given information, they should be encour-
aged to construct meaning for themselves. The
arts provide students with the tools for this con-
struction of knowledge. The arts encourage stu-
dents to apply their arts-related intelligences to
perceive and organize new information into
concepts that are used to construct meaning.
While the arts should be recognized as subjects
that can stand alone and be important in their
own rights, parents and educators should also
embrace the concept that the arts can enhance
true understanding of a content area.
Researchers also point to the availability of the
arts as a vehicle to promote and encourage
learning about diversity and multiculturalism
throughout the curriculum at all levels.

As program planners and budget experts plan
for future academic programs addressing the
needs of all students, it becomes imperative that
they take into account the volumes of research
findings crediting the arts as a valuable
enhancement vehicle for the teaching learning
environment. The arts do not come without a
price, though. Proper budgeting, professional
development, and planning will provide the
best opportunities for the arts to be incorporat-
ed into the school schedule.
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