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Executive Summary 

Introduction 

Performing Arts Workshop and evaluators identified five program goals of the Artists-in-

Schools (AIS) program to be evaluated over the three years of the Arts in Education Model 

Development and Dissemination (AEMDD) grant:  

1. Improve student critical thinking in the arts. 

2. Use the arts to positively impact general academic performance. 

3. Identify curricular and pedagogical problems in teaching at-risk youth so that methods 

of staff development and student academic performance can be improved. 

4. Use affective dimensions of the arts to develop pro-social behavior. 

5. Institutionalize arts and arts education in school settings to increase sustainability 

These goals were evaluated with a quasi-experimental, mixed-method research design. Data 

collection methods included student, teacher and residency artist surveys, focus groups with 

teachers and residency artists, review of student test scores and attendance records and 

observations of residency periods. 

Strengths and promising practices 

The following findings around Performing Arts Workshop’s strengths and promising practices 

are drawn from focus groups with teachers and artists and surveys of teachers, artists and 

students during the third year of the evaluation.  

• Teachers, residency artists and school administrators all report that Artists-in-Schools 

fills a gap in their general curriculum. It is widely held that arts education is valuable 

for its own sake; Artists-in-Schools provides arts education in districts that have 

removed the arts from regular curriculum to make room for language arts and math 
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requirements. Additionally, teachers feel that theater and creative movement 

residencies give their students the opportunity to have physical exercise during the 

day. This is particularly important in districts and schools that have removed physical 

education and limited outdoor recess time from regular curriculum. 

• Teachers whose classrooms participate in Artists-in-Schools gain comfort in using 

performing arts activities in their regular curriculum. This is particularly true with 

theater residencies.  

• Students who receive Artists-in-Schools show gains in comfort expressing new ideas, 

learning information quickly and retaining new information. 

• Artists-in-Schools evens-out disadvantages for at-risk students. Students who may not 

achieve at the same level as their peers academically can excel in performing arts, 

improving their confidence.  

• Teachers noted that the residency gives students opportunities and tools to focus their 

energy productively.  

Achievements 

The following achievements of the Artists-in-Schools program include programming 

accomplishments and positive evaluation results. 

• Our findings from Year 2 of the AEMDD grant period were presented at both the AERA 

Annual Conference in San Francisco and the UNESCO World Conference on Arts 

Education in Lisbon, allowing us to disseminate the effectiveness of our program and 

the important work that is being done by the AEMDD grant in American education. 

Performing Arts Workshop has also been accepted to present at the International 

NETWORK conference on Building Bridges through Arts Integration and Partnerships in 

Oakland, California in October, 2007. 

• In Year 2 of the AEMDD grant period, Performing Arts Workshop created Lessons from 

the Workshop: A Guide to Best Practices in Performing Arts Education. The purpose of 

this guide is to inform residency artists and classroom teachers how to incorporate 

residency programs in a school setting and how to continue teaching in and through 
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the arts once a residency has ended. Over 800 copies of the guide have been 

distributed to artists, educators, administrators, arts education researchers and other 

AEMDD grantees. It is also available at www.performingartsworkshop.org. 

• Outcomes and deliverables of the AEMDD grant have supported continued funding for 

the Artists-in-Schools program. 

• Performing Arts Workshop was able to provide the Artists-in-Schools program to 900 

students in 49 classrooms in four schools over the course of the AEMDD grant period. 

The number of direct service hours per residency was also increased during the grant 

period. 

Challenges and Areas for Improvement 

The following challenges and areas for improvement for the Artists-in-Schools program are 

drawn from reports by teachers and artists and from residency observations.  

• Students who received the Artists-in-Schools program did not show measurable gains in 

academic performance compared with their comparison-group peers. In addition, 

where improvement in academic performance is noted, it is challenging to attribute 

the gain directly to Artists-in-Schools. Teachers and artists expressed the opinion that 

the residencies are too infrequent to have much impact in this area. 

• Planning sessions among artists and teachers do not provide enough time or structure 

to facilitate adequate sharing of information. The roles of teachers and artists during 

the residencies are often unclear. Teachers do not share broad themes they will be 

teaching that the residencies could also incorporate. 

• Artists expressed challenges in getting teacher involvement during the residencies. 

Levels of participation varied greatly by teacher; some teachers participated in the 

lessons with their students, some practiced the lessons with their classes throughout 

the week, some assisted the artist in helping the students improve performances, 

some assisted in classroom management and student discipline, others graded papers 

while occasionally, observing the residency. This challenge stems from varying 
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intrinsic and extrinsic teacher investment levels. It is important for residency artists to 

foster strong investment from teachers and from school administrators.  

• There are many institutional barriers to performing arts education. Schools and 

teachers are under pressure to focus most or all of their time on math and language 

arts for achievement in prescribed assessments. Many schools in San Francisco are 

overcrowded; there is not enough physical space to hold a performing arts lesson in 

which the students are expected to move around in space. 

Recommendations 

The following recommendations for Performing Arts Workshop were prepared by evaluators at 

the Improve Group in consideration of the achievements, strengths and challenges of the 

Artists-in-School program. 

• Increase the number of direct service hours per residency. The evaluation found 

that Artists-in-Schools residencies are not frequent enough to have a measurable 

impact on student academic performance, an area of great importance to educators, 

administrators and the Department of Education. This recommendation can be 

accomplished by making each residency period longer or by holding residency periods 

more than once per week. The latter suggestion was echoed by teachers and residency 

artists in focus groups. 

• Develop planning session scripts for artists to follow during planning sessions. 

Teachers and artists reported that the initial planning sessions were useful only for 

figuring out logistics of the program. The planning session scripts should also include 

sections in which the artist discusses their teaching goals, their expectations of 

student and teacher participation, and a general timeline of their lesson plans 

throughout the school year. The artist should also ask the teacher what their 

expectations are for classroom management roles and what some key topics are that 

the students will be learning about in the general curriculum. 

• Develop mid- and post-residency scripts for meetings among artists and teachers at 

the end of the school year. These scripts should include discussion of how well the 

artists’ teaching goals were met, how the performing arts enhanced the teaching goals 
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of the regular curriculum, and how the classroom teachers can incorporate performing 

arts teaching methods in their regular curriculum.   

• Help residency artists communicate or demonstrate the arts as a profession of 

creativity to their students. Many students who had participated in the Artists-in-

Schools program did not report that they had met or worked with an artist on their 

post-test surveys. This recommendation could be accomplished through the 

development of standardized curriculum plans in which artists clearly discuss their 

profession to students during their first session. 
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Constellations and Navigation 

A Forward by Richard Siegesmund, University of Georgia. 

It is not easy to capture lightning in a bottle. The learning that takes place in and through the 

arts is complex. There are multiple variables and multiple outcomes. Judith Burton, Robert 

Horowitz, and Hal Abeles (1999) refer to learning through artistic instruction as a 

“constellation of capacities and dispositions which are layered and unified.” How can an 

empirical study capture this? How do numbers reflect the spirit and engagement of children—

or the moment of insight when a teacher grasps a strategy, heretofore unrecognized, for 

engaging a child in learning? How can one count, measure, and quantify these interactions? 

The cumulative report of the three-year Arts in Education Model Development and 

Dissemination grant awarded to the Performing Arts Workshop (the Workshop) of San 

Francisco takes up this challenge. The Workshop has never assumed that the answer to what a 

child learns through participation in its teaching artist program would be simple or reduced to 

a single variable.  

Complexity is not a friend of facileness. Advocates for the arts want — or profess to have — 

“proof” that learning in the arts offers a wide range of elixirs for whatever may ail you. Art 

advocates want silver bullets: clear, punchy statistics that make for a good headline and a 

persuasive sound bite. Too often, that is what we seek from scientific research, but science is 

not always so cooperative. 

Instructional Outcomes: Perception, Conception, Expression, Reflection 

and Revision 

For over forty years, the Workshop has attempted to navigate towards transformative learning 

via the constellations of learning through the arts. It has done so by providing performing arts 

residencies in K-12 school settings and after-school programs throughout the Bay Area. The 

Workshop emphasizes work with at-risk and non-English speaking students. Non-certified 

teaching-artists lead instruction that concentrates on improvisation. Residencies do not end in 

a "show." During each class period, the teaching-artist poses specific problems and constraints 
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that students respond to as they make, critique, and revise performances. In their 

improvisations, students create a solution to a scenario based on their life experiences or 

related to their work in other content areas.  

As an example of one elementary class, the Workshop instructor arrived at the school to 

discover that students had just witnessed incubated eggs hatching in their classroom. 

Although she had prepared a lesson for the day, the instructor quickly realized the teachable 

moment and improvised a new lesson that would build on the children’s excitement. She 

divided the class into groups of four and asked each group to develop a performance around 

their observations. Working quickly, each group then performed in front of the other students 

who served as a thoughtful and critical audience. Initially, each improvisation was virtually 

identical. Every child curled his/her body into a ball and then leapt into the air while 

thrusting out arms and legs. The instructor gently noted how remarkably similar everyone's 

first performance was. She then asked the students to reshape their improvisations into 

something more original. To help them, the instructor introduced a variable to the problem: 

there would be no curling of bodies into small balls or thrusting limbs. Almost immediately, 

the students' responses became more imaginative and infused with details based on prior 

observations of the incubator. An exciting range of creative interpretations emerged. One 

group performed a dance built on their observation that the chicks were blind at birth and 

bumped into the incubator walls. 

 As these new non-stereotypical improvisations appeared, the teaching-artist asked the 

students to act as critics and analyze each performance. She asked the students: "Did you see 

what happened?" She wanted to know if the students were alert to specific details that 

supported or detracted from the performance. "Was it believable?" she said. The children 

answered by offering evidence to support their judgments. Through the student's praise and 

concern, the instructor was able to swiftly identify strengths and weaknesses in the narrative 

flow of the work, thus highlighting the performers improved creative solution. Pointing out 

strengths, the instructor challenged other students to extend and build on these new ideas in 

new improvisations. 

Through this method of working in small groups, roles change quickly between being a 

performer "on stage" and a critical member of the audience. In both roles of "performer" and 
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"audience," students discuss and incorporate the best work of others. There are only a few 

tools and props to work with, often only a simple hand drum. That is because the 

instructional method centers on how children can use a special kind of prop—their bodies—

and shape it into a variety of fluid forms that express meaning both individually and in 

relationship to others. 

In this particular lesson, the process of the curriculum began in a close observation of chicks 

hatching (perception). Students then reflected on what was important and what was worth 

communicating in that experience (conception). Next, students gave expressive form to that 

thinking (expression). Following individual performances, the students considered the success 

of what they have done (reflection). From this reflective exercise, students revised their work 

in order to improve it (revision).  

The curriculum's on-going concern is with the generation of selections and justifications for 

choice. Through exercises, students recognize alternative outcomes—not just within the 

performance work, but within their own lives (Boal, 1992). In this way, the arts classroom 

becomes a space for personal transformation: a place to recreate one's self (Eisner, 2002). 

Challenges to quasi-experimental research 

As much as we would like to pretend otherwise, schools are highly resistant to quasi-

experimental research methods. Schools are not meticulously controlled laboratories where 

the introduction of an independent variable is the undisputed agent of any difference 

between the treatment and control sample. A curriculum is not the same as aspirin. Unlike 

the administration of medicine, in education, it matters how the curriculum is delivered: 

whether you use a glass or a plastic cup. It matters how the child receives the curriculum: 

whether the child engages or resists the treatment. Perhaps most significantly, the presence 

of one disruptive child can substantially alter how other children in that classroom receive 

and process the curriculum. This last factor can be particularly telling when dealing with 

random assignment of children to groups and the mainstreaming of classrooms. It is 

exacerbated when conducting research in schools that are predominately servicing children 

who are eligible for Title I benefits — the population that the Workshop focuses on.  
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Learning in the arts is also resistant to quasi-experimental methods because the learning 

outcomes are not neatly compartmentalized. In profound ways, learning in the arts challenges 

common assumptions about the purpose of education. The arts remind us that the ultimate 

goal of education is not a quest for successfully regurgitating short answers at the end of the 

semester, but the development of a desire to continue to learn for the rest of our lives. 

Teaching is transformative when students give evidence that they have taken as their own the 

learning acquired in the classroom. Students show this transformative quality when they 

pursue, of their own volition, continued learning in the non-school hours (Heath & Roach, 

1999). It is easy to test — and teach for — the acquisition of defined skills. It is much more 

difficult to instill the enthusiasm to explore, question, edit, and revise. As Elliot Eisner (2002) 

has observed even if a child can pass a state mandated literacy test, can we call the child 

literate if he or she does not want to read? For this reason, the Workshop has devoted a 

considerable portion of its evaluation trying to understand changes in a child’s affective 

perception of education and learning.  

Challenges to evidence of success 

This cumulative report shows mixed success over the three-year grant program. Strong 

positive results from the second year counter neutral or even negative findings in the third 

year. Clearly, navigating a course through arts-based learning is not a linear process. It is not 

even a zigzag. Particularly when dealing with students with multiple needs, it is not 

unreasonable to expect that the course to navigate will entail some looping: there may well 

be moments of taking one step back before proceeding two steps forward. 

Figure 13, on page 63 of this report, which reports the number of hours that the classroom 

teachers incorporated the arts into their teaching beyond the Workshop experience, is 

particularly telling. This reveals that the comparison groups were receiving approximately 

two more hours a week of creative writing than the treatment groups. This underscores an 

important confounding factor when attempting to construct quasi-experimental studies in the 

arts. Increasingly, trained general classroom teachers bring arts-based instructional strategies 

into their classroom practice. Just because these classroom teachers are not “teaching-

artists” or “arts specialists” does not mean that a child’s experience in these classrooms is 

devoid of the arts. On the contrary, the children in classrooms where the teacher embraces 
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and practices arts-based integrated instruction may be having more substantial engagement 

with the arts than the children whose experience with the arts is limited to a 40-minute arts 

lesson one-day week. Indeed, the Workshop has been training general classroom teachers in 

its methods for over forty years. In a random assignment, it is very possible that the teacher 

in a comparison group could well be one who has adopted many of the Workshop’s methods 

into his or her own teaching. I would offer that this would go a long way to explain the 

inconclusive outcomes of Year 3 of this evaluation.  

When considering the significant strides that students experienced in Year 2, balanced against 

the rich arts infused curriculum that the comparison group was receiving in Year 3, the 

cumulative report suggests positive directions for engaging students in learning through the 

arts. The cumulative report may not offer a silver bullet, but it provides compelling evidence 

to stay the course in bringing arts instruction into schools. At the same time, the report 

reminds us to be alert to constellations and of the importance of navigating wisely. 
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Introduction 

Performing Arts Workshop history 

One of the oldest nonprofit arts education organizations in San Francisco, Performing Arts 

Workshop (the Workshop) was established in 1965 to provide a creative outlet for inner-city 

teenagers. With the schools and community centers as her laboratory, Workshop founder 

Gloria Unti developed a teaching method based on the conviction that the creative process is 

a dynamic vehicle for learning, problem-solving, and communication. Based originally at the 

Telegraph Hill Community Center, and later, at the Buchanan Street YMCA, Gloria led a group 

of youth – chiefly gang members, high-school dropouts and youth on probation – in creating a 

vibrant dramatic workshop. These youth explored the creative process through 

improvisational dance and theatre, channeling their ideas and experiences into highly-

charged satires and social commentary. By 1968, enrollment in the “Teen Workshop” reached 

over 600 students and performances drew an audience of nearly 10,000 in a single year.  

Having experienced first-hand that art can transform the lives of young people, Gloria and the 

Workshop staff began testing, developing, and refining a teaching methodology aimed at 

reaching “at-risk” youth. In 1974 the Workshop launched its flagship program, Artists-in-

Schools (AIS); becoming one of the first nonprofit arts organizations in San Francisco to place 

trained artists in public schools. This program was followed in 1975 by the Professional 

Development program with workshops and on-site training to school teachers, principals and 

artists; and in 2003 the Artists-in-Community program was created to offer tailored arts 

instruction in after-school programs, homeless shelters, housing facilities, and schools for at-

risk youth outside of the school setting. 

How the Artists-in-Schools program works 

This evaluation presents the outcomes of the Performing Arts Workshop Artists-in-Schools 

(AIS) program. The AIS program offers public schools weekly artist residencies lasting between 

8 and 30 weeks in theatre arts, creative writing, creative movement, music and world dance. 

Each AIS residency consists of 7 to 29 hours of sequential instruction, in which the artist visits 

each class once per week for one hour (one-half hour for pre-kindergarten and kindergarten 
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classes). Depending on the duration of the AIS residency, an additional one to two hours is 

reserved for meetings between the classroom teacher and the Workshop artist to discuss roles, 

responsibilities and degree of integration with classroom curriculum. 

Typically, a Workshop artist spends the day at a school site teaching several classes, ranging 

from pre-kindergarten to 12h grade. The AIS residencies emphasize problem-solving and 

critical-thinking while engaging in the creative process. In 2006, the Workshop employed 26 

artists who provided AIS residencies to 183 classrooms from pre-Kindergarten to 12h grade in 

20 schools in 7 school districts.  

The Artists-in-Schools curriculum 

Expanding upon the work of education expert Elliot Eisner (1994, 2002), pedagogical research 

had identified five components of the Workshop’s curriculum. These five components are: 

Perception, Conception, Expression, Reflection and Revision.  

1. Students’ experience begins with perception of a problem. 

2. Students respond to the problem with their own feelings forming a mental conception.  

3. Using the tools of art, the students give form to conception through expression.  

4. Through reflection, students use language to analyze the critical thinking they have 

engaged in. Students make judgments and consider the reasons behind their actions.  

5. The outcome of instruction is the revision of the original problem and the 

development of skill for reentering artistic inquiry.  

It is important to understand the overlap in all five components, and that it would be 

impossible to structure an effective class in which a piece does not exist or each piece occurs 

separately. The teacher continually moves back and forth and through these approaches.  

Teaching artists integrate the Workshop’s methodology into the design of their individual 

curricula. The strength of the methodology is in its flexibility to a wide variety of curricula 

and lesson plans. The Workshop’s pedagogical philosophy focuses on the execution of the 

material, rather than the content of the material. The Workshop’s goal in adhering to this 
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methodology is to create classrooms that are energized and dynamic, where students’ 

individual voices are developed and honed, where artistic choices are made and risks taken, 

where there is an opportunity for all kinds of learners to excel and experience the rush of 

self-expression and the satisfaction of hard work. It is a framework that can be applied to all 

grade levels, to all disciplines, and to all populations.  

What makes Artists-in-Schools unique 

The classroom-based workshop is a departure from the normal classroom regimen and an 

arena for students to build their critical thinking as well as listening and problem solving 

skills. According to focus groups and interviews conducted midway through Artists-In-Schools 

residencies, teachers and artists describe their students as being able to experience and 

develop their own creativity through the program. Artists come into schools 3-4 times per 

month for up to 15 weeks.  

Artists develop flexible lesson plans based on facilitated brainstorming from Performing Arts 

Workshop professional development trainings and their own expertise. When asked to 

describe their roles in the program, one artist responded, “One of my key roles is to…create a 

safe space for the students where they feel free to explore and take creative risks.” After 

teachers lead their students to a space within the school designated for the session, artists go 

through a series of activities to engage students in different art forms from poetry to theater 

to dance. One teacher states, “We don’t have physical education, so it’s a great way for them 

[the students] to have a chance to move and use their bodies in a very safe environment and 

a very safe way.”  

The AIS program provides a structured experience in which strong emphasis is placed on the 

creative process and the creative product. Students have an opportunity to solve problems in 

structured, creative ways. The artists help students stay within established behavioral 

standards, beginning each lesson with a warm-up that explains the concepts to be addressed 

that day. Then they follow it up with activities that demonstrate the application of the 

concepts.  

Teaching artists use multiple methods to be responsive to students’ needs. The varying 

moods, behaviors and abilities of students demands quick adaptations of lessons. The artists 
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try different activities, styles and tones to meet their needs. Students get the chance to be 

active and learn about their bodies and how physical activity can complement learning.  

Participating students have the opportunity to feel successful and self-confident in a way 

they may not otherwise. In particular, students who perform poorly in a traditional academic 

setting are given a different ways to succeed. This in turn builds self-confidence. 

The AIS class period is distinct from the rest of the week. Each AIS residency period starts by 

bringing students physically and mentally into a new space; this occurs sometimes in a 

different location, such as a gym or auditorium, but more often within their regular classroom. 

Students engage with each other, their teacher and the artist in ways they do not normally 

interact. Participation is not mandatory, but students are encouraged to participate, take 

risks and expand comfort levels. While more traditional teaching methods are sometimes used, 

many of the concepts are demonstrated and even acted out through improvisation. 

Teaching artists introduce new concepts that can be integrated into the curriculum. Each 

concept is presented, discussed, demonstrated and practiced. Some concepts include: 

continuous flow, patterns, obstacles, brainstorming, pacing, character development and 

creative space. Teachers are encouraged to integrate the new concepts into their 

conventional methods of teaching, and artists and teachers may spend their planning time 

brainstorming ways to bring the concepts into broader classroom lessons. 

The AIS program allows students to experience the arts in ways they do not elsewhere. 

Students engage creatively in ways that are new to them. They learn about the arts from 

different cultural perspectives and how the arts are physical as well as visual, and that there 

is power in their own creative expression and ideas.  

Arts in Education Model Development and Dissemination (AEMDD) 

grant 

The U.S. Department of Education awards Arts in Education Model Development and 

Dissemination (AEMDD) grants annually to multiple organizations that are demonstrably 

committed to enhancing and disseminating arts education at the elementary or middle school 

level. The awards range from $225,000 to $275,000 per grantee and total between $7.2 and 
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$13.9 million annually (since 2002). The program invests in educational organizations and 

partnerships that have an existing set of strategies for teaching in and through the arts which 

can be implemented, expanded, documented, evaluated and disseminated (U.S. Department 

of Education, MDD Grants Program-Arts in Education).  

The principal goals of the program are to provide funds that allow organizations to continue 

their efforts to strengthen and integrate arts into core curricula and to improve students’ 

academic performance in the arts (creating, performing, etc.) and in general coursework. The 

funded projects aim to improve or expand upon existing arts education and to be replicable 

for use in other settings. All programs are routinely assessed to document the results and 

benefits of the efforts.  

GRANTEES 

Many types of organizations are eligible to receive funding from the AEMDD grant; however, 

each organization must be or at least partner with a local educational agency (LEA). Among 

the eligible applicants are non-profit organizations, state or local governments, public or 

private agencies, community- or faith-based organizations or higher education institutions. A 

typical project would result from the joint efforts of a non-profit arts education organization 

and a school district.  

Awards are given to organizations around the U.S. that have a unique approach to integrating 

arts into the curriculum and are given special consideration when the projects are designed to 

reach at-risk or otherwise disadvantaged populations. Many of the programs emphasize 

teacher professional development in the form of intensive training seminars or sessions and 

artist-in-schools residencies for youth who otherwise do not have access to arts education. 

Some programs focus on a particular population (for example students at-risk of failing) while 

others focus on certain artistic mediums (theater, storytelling, etc. or even film production). 

Specific program goals range from helping students achieve success on standardized tests to 

training a core group of art educators within schools.  

Long Beach United School District and Dramatic Results is an example of a unique partnership 

currently receiving funding for its Math in a Basket (MIAB) program. The program integrates 

visual arts and basketry with math concepts in order to broaden exposure to the arts and 
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ultimately to improve academic achievement of low-income students in 3rd through 5th grade 

in the district. So far the results of the program have been very positive. 

IMPACTS 

Grantee program impacts are measured annually as a required piece of the AEMDD grant. 

Although numerous programs have measured positive outcomes due to the assistance from the 

grant, some examples of programs that have measurable impacts include the following: 

• Arts Impact (award period: 2002-2005), part of the Puget Sound Education Service 

District in the state of Washington, sought to improve teachers’ understanding and 

confidence in arts education through summer workshops and thereby improve 

students’ exposure to arts in the curriculum. An evaluation of the overall project 

impacts found that teacher understanding, confidence, teaching ability in the arts and 

teaching ability overall improved dramatically over the three year period (Arts Impact 

2005, p.13). Student knowledge and achievements in the arts reflected the marked 

improvements in teaching. 

• The Opening Minds through the Arts Project (OMA Project) in Tuscan, Arizona. The 

program uses brain-based teaching techniques in the arts to impact at-risk students’ 

academic performance. The use of music is intended to make the learning experience 

more significant as children can easily assimilate music into various subjects. Initial 

findings are promising and indicate that OMA Project schools are showing greater 

improvement in standardized test scores than control schools (especially in reading 

and writing). Teachers at the treatment schools are also integrating the concepts into 

their curriculums (http://www.omaproject.org/evaluation.htm). 

• Arts Allies in Basic Learning and Excellence (Arts ABLE) in St. Paul, Minnesota (award 

period: 2003-2006). The funding allowed the program to continue and expand its 

initial study which demonstrated the success of Arts ABLE in raising standardized test 

scores and reducing the number of students categorized as “below average” 

(http://thecenter.spps.org/artsable.html).  
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The Artists-in-Schools program funding 

In 2003, Performing Arts Workshop received an Arts in Education Model Development and 

Dissemination Grant (AEMDD) from the United States Department of Education. The purpose 

of the AEMDD program is to support the enhancement, expansion, documentation, evaluation 

and dissemination of innovative, cohesive models that are based on research and have 

demonstrated that they effectively:  

• integrate standards-based arts education into the core elementary and middle school 

curricula;  

• strengthen standards-based arts instruction in these grades; and  

• improve students' academic performance, including their skills in creating, performing 

and responding to the arts.  

Projects funded through the AEMDD program are intended to increase the amount of 

information on effective models for arts education that is nationally available and that 

integrates the arts with standards-based education programs.1 The AIS program is funded by 

the AEMDD grant program for three years. The number of classrooms and students served 

through all three years of AEMDD program funding is presented in Table 1 below, along with 

the numbers of students evaluated as comparison-group classrooms. 

Table 1: Classes served by AEMDD-funded AIS residencies, 2003-06 

 
E.R. 
Taylor 

John Muir 
Monte 
Verde 

Rudsdale 
Academy 

Totals 

Grade levels served K-5 K-5 K-2 n/a n/a 

Classrooms/students holding residencies 3/81 8/131 2/41 0/0 13/253 

20
05

-0
6 

Sc
ho

ol
 

Ye
ar

 

Classrooms/students in comparison-group  3/67 3/43 2/39 0/0 8/149 

Grade levels served 1-3 1-3 2 8 n/a 

20
04

-0
5 

Sc
ho

ol
 

Ye
ar

 

Classrooms/students holding residencies  3/60 8/120 2/40 2/46 15/266 

                                                 
1 http://www.ed.gov/programs/artsedmodel/faqgeneral.html 
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E.R. Monte Rudsdale 
 John Muir Totals 

Taylor Verde Academy 

Classrooms/students in comparison group  3/76 3/55 2/40 2/76 10/77 

Grade levels served K-5 K-5 n/a 8 n/a 

Classrooms/students holding residencies  10/200 8/120  0/0 3/60 21/380 

20
03

-0
4 

Sc
ho

ol
 

Ye
ar

 

Classrooms/students in comparison group  3/60 3/54  0/0 3/60 9/174 

 

The Artists-In-Schools program evaluation 

The Performing Arts Workshop (Workshop) partnered with the Improve Group to conduct a 

program evaluation of the Artists-in-School program. Performance monitoring of the AIS 

program consisted of two basic components: a data collection component, and a processing 

and analysis component. In order to develop the performance indicators, the evaluator and 

the Workshop proceeded through four steps:  

1. The program’s goals and objectives were identified (intended accomplishments).  

2. Given the program goals and objectives, the evaluator and the Workshop determined 

what kinds of measures would be most suitable as performance indicators.  

3. The appropriateness and workability of performance indicators was assessed through 

pilot surveys during the first year of a three year evaluation.  

4. The program indicators were refined by considering how accurately and directly the 

proposed indicator represented the aspect of performance being examined.  

The evaluator also considered how responsive the measurement scale is to what may be small 

but real changes in actual performance. Decisions regarding the experimental design 

complemented these decisions regarding the quality and usefulness of the collected 

information.  
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THE ARTISTS-IN-SCHOOLS LOGIC MODEL 

Performing Arts Workshop administrative staff, residency artists, school staff and evaluation 

staff worked together to prepare a logic model for describing and evaluating the Artists-in-

Schools program. The logic model was prepared in 2003, at the onset of the AIS evaluation 

and is designed to guide the evaluation activities throughout the three-year AEMDD grant 

period. The logic model appears in Table 2 on the following two pages. 
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Table 2: Artists-in-Schools Logic Model 
Goals Objectives Measures of Success 

Improve student critical thinking 
in the arts. 

Develop standardized and responsive lesson plans in 
dance, theatre, music and creative writing for 
dissemination to moderate-service and intensive-service 
program sites. 

Build student vocabulary in dance, theatre, music and 
creative writing. 

Improve students’ ability to understand, analyze, discuss 
and create dance, theatre, music and creative writing. 

Teachers with AIS are more likely to incorporate the arts into 
lesson plans than comparison-group teachers; artists develop 
lesson plans that present thinking in the arts as measured by 
teacher surveys, student report cards and records and 
classroom observations. 

Students with AIS show growth in critical thinking in the arts 
as measured by teacher, artist and student surveys and 
teacher and artist focus groups. 

Use the arts to positively impact 
general academic performance. 

Develop standardized and responsive lesson plans for 
using the arts to teach across the curriculum, 
particularly within the disciplines of language arts, social 
studies, science, and math for dissemination to 
moderate-service and intensive-service program sites. 

Show greater student attention, quality, elaboration and 
fluency in their academic work. 

Improve students’ pre-linguistic learning. 

Artists are consulted about using arts across the curriculum 
and teachers incorporate the arts into their lesson plans as 
measured by teacher and artist surveys and focus groups and 
classroom observations. 

Students in intensive and moderate service classrooms show 
greater academic gains than comparison-group students as 
measured by teacher surveys and student report cards and 
records. 

Students in intensive- and moderate-service classrooms show 
greater gains in pre-linguistic learning than comparison group 
students as measured by student report cards and records. 

Identify curricular and 
pedagogical problems in teaching 
at-risk youth so that methods of 
staff development and student 
academic performance can be 
improved. 

Identify methods that teachers and artists use to teach 
at-risk students. 

Determine which methods of teaching at-risk students 
are best practices in terms of effectiveness, 
dissemination and implementation. 

Review challenges in implementing best practices and in 
program fidelity and identify strategies for addressing 
challenges.  

Teachers in intensive- and moderate-service classrooms show 
greater confidence in serving at-risk youth than their 
comparison group peers as measured by teacher surveys, 
focus groups and classroom observations. 

Teachers and artists will identify strategies for using the arts 
to teach at-risk youth as measured by teacher and artist 
focus groups and classroom observations.  

The arts will be well-integrated into classrooms receiving 
intensive and moderate services as measured by teacher 
surveys and classroom observations. 
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Goals Objectives Measures of Success 

Use affective dimensions of the 
arts to develop pro-social 
behavior. 

Improve student behavior in the classroom. 

Increase student motivation and intended positive 
behavior including leadership and self-efficacy. 

Improve learning environment in intensive and moderate 
service classrooms through increased use of affective 
dimensions of the arts.  

Students in intensive- and moderate-service classrooms will 
demonstrate better behavior than comparison-group students 
as measured by teacher surveys, student records and 
classroom observations. 

Students report that the arts help them improve their 
classroom behavior as measured by student surveys. 

The classroom environment will improve as measured by 
teacher surveys and focus groups, student records and 
classroom observations. 

Institutionalize arts and arts 
education in school settings to 
increase sustainability. 

Determine how the arts and arts education are 
integrated and incorporated into the curriculum and 
identify strategies for increasing arts integration. 

Build commitment to and integration of the arts into 
standard practices of area schools. 

Arts integration over time will increase as measured by 
teacher and artist focus groups and surveys and classroom 
observations. 
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DATA COLLECTION METHODOLOGY 

The evaluator used a pre-test/post-test research design with two treatment groups (moderate 

and intensive) and a comparison group. Random assignment was achieved through the school 

districts; each district has a random assignment practice for assigning students to classrooms 

and the treatment classification occurs at the classroom level.  

The Improve Group designed and implemented specialized data collection instruments to 

measure program success in the goals described in the logic model. Data collection 

instruments for Year 3 of this study were refined from the instruments created and piloted in 

Year 1 and used in each year of the grant. During the instrument design process for Year 3, 

the Improve Group made adjustments to survey items based on the quality of responses 

received in Years 1 and 2. Pre- and post-test surveys for teachers, artists and students in 

grades K-5 were administered in October 2005 (prior to the AIS program residencies) and May 

2006 (after the residencies concluded) to measure changes in student, teacher and artist 

attitudes and behaviors towards using the arts in school. Perceived outcomes and program 

implementation were measured through observations, focus groups and interviews with artists 

and teachers. Students in grades K-1 were not surveyed due to age; the other measures were 

used to measure changes in attitudes and behaviors of these young students.  

The pre-test administered to teachers consisted of three sections. The first section consisted 

of indicators of the social and academic behaviors of each teacher’s students as a group; the 

second section measured each teacher’s attitudes towards the AIS program and the frequency 

and comfort levels with which they incorporate arts activities into their lesson plans; the 

third section measured the teacher’s assessment of each of their individual student’s 

academic and social behaviors. The pre-test administered to the students consisted of three 

sections. The first section measured the student’s attitudes towards arts activities and their 

school; the second section measured the student’s assessment of his or her academic 

behaviors; the third section measured the frequency with which the student has engaged in 

arts activities. In Year 3, the post-test surveys for both teachers and students differed slightly. 

Some questions had a change from future expectations to past reflections. A few qualitative, 

reflective questions were added in the post-test. Post-test surveys were administered in May 

2006.  
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Each residency artist completed a survey in May 2006 with the same survey items as the third 

section of the teachers’ survey, assessing each individual student participating in the 

residency. Focus groups, interviews and observations were also conducted in May 2006. 

Evaluation staff conducted and facilitated the interviews and focus groups; both evaluation 

and program staff performed the residency observations in order to have evaluative and 

artistic perspectives on what was going on in the classroom. Table 3 below describes the data 

collection instruments designed and used in Year 3 of the AEMDD grant period. All data 

collection instruments from Year 3 are included as attachment A in this report.  

Table 1: Year 3 data collection instruments 
Instrument  Respondents Measures 

Teacher Pre-test survey treatment-group and comparison-
group teachers 

Teacher opinions of the AIS 
program, teacher observations of 
student attitudes, behaviors and 
achievement 

Teacher post-test survey treatment-group and comparison-
group teachers 

Teacher opinions of the AIS 
program, teacher observations of 
student attitudes, behaviors and 
achievement 

Student pre-test survey treatment-group and comparison-
group students 

Student opinions of school and arts 
activities 

Student post-test survey treatment-group and comparison-
group students 

Student opinions of school and arts 
activities 

Artist survey resident artists 
Artist observations of students 
attitudes, behaviors and 
achievement 

Teacher focus group/ interview 
protocol treatment-group teachers Teacher opinions of the effects of 

the AIS program 

Artist focus group protocol resident artists Artist opinions of the effects of the 
AIS program 

Artist case notes resident artists Artist observations of individual 
students 

Residency observation protocol program and evaluation staff Observations of individual class 
periods 

 

The evaluators also examined standardized test score data at the classroom level as a 

measure of academic achievement. Standardized tests and scores are not designed for direct 

use in an arts education evaluation; so this information is merely presented for the different 

treatment levels, instead of rigorously analyzed. 
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STATISTICAL METHODOLOGY 

The pre-test and post-test surveys use two complimentary measurement scales: a Likert scale 

and a Semantic Differential (SD) scale. When responding to Likert items, respondents specify 

their level of agreement to a sentence or phrase. Likert scales are perceived as ordinal data, 

because we cannot assume that the respondent perceives adjacent levels as being equidistant. 

The SD scale deals with emotions and feelings. It is based on the assumption that people think 

dichotomously or in terms of polar opposites, such as good or bad. The student portion of the 

teachers’ pre-test and post-test surveys uses a Likert scale with five response categories. The 

social and academic behaviors section of the teachers’ pre-test and post-test surveys used a 

four-point Likert Scale. The students’ (grades 2-5) pre-test and post-test surveys used a 

three-point SD scale.  

Both Likert and SD scales presume the existence of an underlying continuous variable whose 

values can capture the full range of respondents’ attitudes and opinions. If it were possible to 

measure the underlying variable directly, the measurement scale would be an interval scale. 

Since we cannot measure the underlying variable directly, the level of scaling obtained from 

the Likert scale is purely ordinal in nature. In other words, the Likert and SD scales do not 

correspond to infinite characteristic differences. A limitation of our evaluation, common to 

research using surveys, is that the statistical methods we used rely on the assumptions of 

equal distance between the ordered alternatives, and the ability of the Likert scale to 

measure the true mean of the sample item. After the surveys were completed, each item was 

analyzed separately. We reported means and standard deviations for each survey item by 

group (intensive, moderate and comparison) and used two-sample t-tests and other 

parametric methods to evaluate the null hypotheses that the means of treatment and 

comparison groups would be the same after the program intervention.  

We conducted an analysis of covariance (ANCOVA) and a gain-score analysis. ANCOVA was 

used to evaluate the effects of the Artist-In-Schools program when applied to individuals with 

the same pre-test scores. A basic ANCOVA with a pre-test/post-test randomized experimental 

design was used, which means that the pre-program measure is the same as the post-program 

measure. The pre-test is called a covariate because of the way it is used in the data analysis; 
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covariates are variables controlled for in the study. The pre-test is co-varied with the post-

test in order to control for variability in the population.  

The AIS program evaluators used ANCOVA to control for the variability effects of the pre-test. 

The pre-test is usually the best choice for a covariate because it should be highly correlated 

with the post-test, and therefore, when you remove it, you are removing extraneous 

variability from the post-test. ANCOVA removes a source of variability that comes from 

differences among subjects that are relatively stable over time. Much of the variability among 

subjects’ post-test scores is due to stable individual differences as measured by the subjects’ 

pre-test scores. The existence of these individual differences implies that a positive 

correlation is expected when the same individual is observed in two different experimental 

conditions. Therefore, if the AIS program has an effect, so that changes between the pre-test 

and post-test score significantly differ between treatment and comparison group, the relative 

end position of each participant may be similar. In other words, a participant’s standing in 

the distribution of pre-test scores may be similar to the participant’s standing in the 

distribution of post-test scores but the size of the change is the dependent variable. By 

finding the correlation between the pre-test and post-test scores, we were able to determine 

the amount of explained variability in post-test scores. This correlation was used to reduce 

the variability of the distribution of the post-test scores.  

We found that the pre-test scores in Year 3 were not equivalent for the treatment and 

comparison groups. The mean pre-test score for the comparison group was higher than the 

mean pre-test scores for the treatment groups (both moderate and intensive). We can allow 

the possibility that program interventions would have proved more effective, if only the three 

groups of subjects had started out on an equal footing. The analysis of covariance permits you 

to examine the “what-if” scenario: What would have happened if the treatment and 

comparison groups had started out with equivalent mean pre-test scores? Or more generally: 

What would have happened if the several (two or more) groups had started out with 

equivalent mean levels of the covariate (pretest score). The adjusted mean scores represent 

the case where the treatment and comparison groups have the same mean pretest level.  
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Across all groups (comparison and treatment conditions) we discovered that higher initial pre-

test scores corresponded to smaller gains. Therefore, it appears that growth on this scale is 

curvilinear (see Figure 1 below).  

Figure 1: Relationship between Gain and Pre-test 
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The log-convexity of Gain on Pre-test is equivalent to the log-concavity of Post-test on Pre-

test (see Figure 2 below). It is obvious that if individual growth tends to be leveling off, or 

approaching an asymptote, then the amount a student will gain in a given period of time is 

negatively related to the how high he or she scores on the pre-test. The treatment groups 

(both moderate and intensive), by starting out on the average slightly lower, may be 

expected to gain a little more, even if the program has no effect. We estimated how much 

more the treatment groups would be expected to grow by using the data on the performance 

of the comparison participants. We estimated a semi-log least-squares regression equation 

relating Gain to Pre-test for these students. Since these are comparison groups, the 

relationship is based on the natural growth without any program intervention. Therefore, the 

regression line provides a summary of the natural relationship between Gain and Pre-test.  
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Figure 2: Relationship between Pre-test and Post-test 
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We estimated how much more the treatment groups could be expected to grow by using the 

data we collected on the performance of the comparison participants. We computed a semi-

log least-squares regression equation relating Gain to Pre-test for these students. Since these 

are comparison groups, the relationship is based on the natural growth without any program 

intervention. Therefore, the regression line provides a summary of the natural relationship 

between Gain and Pre-test. On the basis of this regression, we are able to obtain a predicted 

mean gain for a treatment group with a specified pre-test level. In particular, we estimated 

the mean gain that moderate treatment and intensive treatment would have had without the 

program. We suggest that the residuals, defined as the difference between the predicted 

mean gain and the actual mean gain, are attributable to the program. We used a Student’s t-

test to determine the statistical significance of the difference between the actual and 

predicted mean values. Our findings using these statistical tests are presented in the 

following section. 
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Findings 

The Workshop’s Artists-in-Schools evaluation findings are presented for each of the five goal 

areas. Each goal is introduced with the theoretical basis of the effect of the arts, followed by 

a presentation of quantitative and qualitative data collected to measure that goal and an 

analysis of program effect. Findings are presented by what we heard, what we observed and 

what was reported for each goal.  

Critical Thinking in the Arts 

What is critical thinking in the arts? 

Through an extended formative evaluation process that was conducted in the late 1990s, the 

Workshop identified critical thinking as a core educational objective of its method (Eisner, 

1994, 2002). Developing critical thinking skills, particularly in qualitative reasoning, enables 

students to utilize more reflective forms of decision-making and art production. This theory 

of critical thinking in art-making, promised to serve as a useful lens for logically analyzing the 

Workshop's curricular practice (Unti, 1990). 

Eisner’s original theory of critical thinking in the arts begins with three dimensions: 

perception, conception and expression. Through its own reflective practice and dialogue, the 

Workshop, with its content specialist Richard Siegesmund, developed two additional factors 

to Eisner's original model: reflection and re-vision. Together, these five stages represent a 

cycle of artistic inquiry (Siegesmund, 2000). Completing this cycle is the basis of the Artists-

in-Schools curriculum (see Figure 3). The completion of this cycle is about the generation of 

new possibilities rather than about refinement, aesthetic symmetry, or a sense of summative 

completion.  
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Figure 3: A curriculum of artistic inquiry 

 
 
 

The Artists-in-Schools program model of critical thinking in the arts 

The Workshop's curriculum encourages brainstorming of multiple solutions to a given problem 

(Eisner, 2002). Students reflect on a set of possibilities and are actively encouraged to bring 

their analysis into language. During analysis, students select, elaborate and extend the 

solution they feel to be most appropriate. Expression of thought is likely to first occur 

somatically before it manifests itself linguistically. 

Working from this theoretical base, the Workshop applies the five dimensions of critical 

thinking in the arts (perception, conception, expression, reflection and re-vision) to 

assessment, and articulates stages in the development of critical thinking. Skills within each 

dimension could be assessed through observable behaviors. Professional development of 

teaching artists focuses on students' ability to engage somatic thinking, interpret pre-

linguistic thinking into language and apply linguistic knowledge to critically examine somatic 

performance. With this training, the Workshop's teaching artists are able to evaluate a 

student's ability to think critically in the arts and conceptualize the sequence of their 

instruction.  
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Impact of the Artists-in-Schools program on critical thinking in the arts 

FINDINGS FROM RESIDENCY OBSERVATIONS, YEAR 3 

Artists took on numerous roles during the session including performer/modeler of activity, 

coach/motivator and director/choreographer. They also varied the tempo of the sessions by 

beginning with a warm-up, executing a high-energy activity and finishing with a cool down or 

relaxation exercise to prepare students to return to their classroom. Most students smiled, 

eagerly participated in the activities and cooperated with one another either in pairs or as a 

group to build on one another’s ideas. In some sessions, artists used brainstorming to develop 

concepts while in others artists instructed students to improvise performances.  

Many sessions involved critical reflection in which artists and students reviewed and reflected 

on other students’ performances and provided constructive feedback. The students with 

subsequent turns were then required to incorporate the feedback into their own performance. 

Although sessions did not specifically address culture, artists consistently emphasized the 

importance of creative decision making and problem solving as well as the importance of 

being committed to one’s own choice. Artists discussed the requisite of avoiding stereotypical 

responses by describing ways to make performances (such as movement) more interesting. 

Students received positive reinforcement for creative and atypical decisions. 

FINDINGS FROM TEACHER AND ARTIST FOCUS GROUPS, YEAR 3  

According to interviews and focus groups, both teachers and artists reported that students 

enjoy expressing themselves artistically and especially excel in movement activities. Students 

acknowledge when other students do high quality work and express a desire to achieve a 

higher quality in their own work. Artists observed noticeable improvements in many of the 

students’ abilities in a particular art form through the period of residency. One artist says, 

“There’s definitely a progression. It does not happen in a day. It takes time.” Some teachers 

noticed improvements in artistic concepts and vocabulary.  

During the AIS session, artists tailor their lessons to the students’ and teachers’ needs to 

inspire and encourage teachers to incorporate the performing arts lessons or teaching 

methods into their curriculum. Although there is limited time and resources for other art-
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related activities throughout the typical school week, some teachers incorporate visual and 

language art into the curriculum through writing, vocabulary and focusing activities. A few 

teachers reported that they did bring some concepts and activities directly into their 

classroom following the AIS sessions especially in transition times. 

Artists note an improvement in some of the student groups’ focus and other basic skills during 

the residency sessions. Teachers indicated factors such as the time of day and infrequency of 

artist visits that make it difficult to attribute any increase in focus in the classroom directly 

to the AIS program. 

FINDINGS FROM ARTISTS’ CASE NOTES, YEAR 3  

Case notes that teaching artists complete throughout their residencies show that the AIS 

program teaches students differences between movement for its own sake and the practical 

aspects of the performing arts. A creative movement artist noted that one of her 1st grade 

students learned the difference between mechanical movement and creative movement and 

how movement becomes art. This student was able to move towards more subtle variations in 

tempo and qualities. A creative movement artist noted that another 1st grade student’s 

attention span progressed over the months of the residency and that she had become 

increasingly independent and creative. “As we move towards quality and tempo variations, I 

believe that she is seeing this class as a learning dance class, not as a fun interlude”. 

The AIS program also teaches students problem solving skills in the performing arts. A theater 

artist observes about a 4th grade student – “She is getting better at working her choices on 

stage. She is getting more comfortable with the problem solving aspect…She really looks at 

things different now that she has been taking the class. She has much more confidence than 

ever before”. 

FINDINGS FROM TEACHER OBSERVATIONS OF STUDENTS, YEAR 3  

Although artists were not asked to observe growth over time in students’ critical thinking, 

they generally scored students lower than teachers at the time of post-test. 

As shown in Table 4, students in moderate treatment-group classrooms had higher adjusted 

mean post-test (AMP) scores than their comparison-group peers and students in intensive 
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treatment-group classrooms had very slightly lower AMP scores in most areas of critical 

thinking. Both levels of treatment-group students showed higher adjusted mean post-test 

scores in the area of “Approaches problems creatively” and particularly in “Finds positive 

ways to deal with difficult situations.”  

The residuals of teacher observations of student critical thinking scales suggest that the AIS 

program had a mixed impact. The residuals are small in comparison to the standard deviation 

for many of the items and in these cases the residual is more likely due to random variation 

than any programmatic effect. 

Table 4: Teacher observations of student (K-5) critical thinking 
Survey Item Treatment Level Adjusted Mean Post-test Residual 

Comparison 3.27  

Moderate 3.68 .15 Approaches problems creatively 

Intensive 3.38 -.02 

Comparison 3.55**  

Moderate 4.15** .25 
Finds positive ways to deal with 
difficult situations 

Intensive 3.56** -.15 

Comparison 3.80***  

Moderate 4.48*** .57 Appreciates the work of others 

Intensive 3.76*** -.06 

Comparison 3.25*  

Moderate 3.53* .13 
Considers the pros and cons of 
ideas 

Intensive 3.24* -.12 

Comparison 3.79  

Moderate 3.85 .04 Uses the arts to express ideas 

Intensive 3.52 -.28 

Comparison 3.54  

Moderate 3.60 .01 Applies lessons to other tasks 

Intensive 3.53 -.03 

Comparison 3.77  

Moderate 3.83 -.06 Finds ways to be creative 

Intensive 3.77 -.05 
 
NOTE: Based on mean responses by teachers in both comparison- and treatment-group classrooms and artists 
on a 1-5 scale with 1=never, 2=rarely, 3=sometimes, 4=often, and 5=always. Green or light gray shading 
indicates positive effects of the AIS program and red or dark gray shading indicated negative or null effects. 
*denotes statistical significance at the 10% level 
**denotes statistical significance at the 5% level 
***denotes statistical significance at the 1% level 
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FINDINGS FROM STUDENT SURVEYS, YEAR 3 

As shown in Table 5, students in treatment-group classrooms had higher AMP scores than their 

comparison-group peers in the attitude of feeling comfortable talking aloud in class, but had 

lower or mixed AMP scores in other attitudes toward arts in school.  

The residuals of student attitudes toward art in school suggest that the AIS program had a 

mixed impact. However the residuals are so small in comparison to the standard deviation 

that the residual is likely due to random variation rather than any programmatic effect. 

Table 5: Student (2-5) attitudes toward arts in school 
Survey Item Treatment Level Adjusted Mean Post-test Residual 

Comparison 1.88  

Moderate 2.02 0.03 
I feel comfortable talking aloud 
in class 

Intensive 2.04 0.18 

Comparison 2.52  

Moderate 2.49 -0.04 I know what art is 

Intensive 2.65 0.13 

Comparison 2.39  

Moderate 2.37 -0.05 I like to imagine things 

Intensive 2.46 0.00 

Comparison 2.63  

Moderate 2.52 -0.09 
I want to do and see more art in 
school 

Intensive 2.68 0.04 

Comparison 2.36  

Moderate 2.34 -0.03 
I like to create my own games 
and stories 

Intensive 2.35 0.00 

 
NOTE: Based on mean responses by students in both treatment-group and comparison classrooms on a 1-3 scale 
with 1=not at all, 2=a little and 3=a lot. Green or light gray shading indicates positive effects of the AIS 
program and red or dark gray shading indicated negative or null effects. 

 

As shown in Table 6, students in treatment-group classrooms had higher AMP scores than their 

comparison-group peers in the attitude of “Watching plays or people acting”. However, 

treatment-group students’ AMPs were equal to or less than their comparison-group peers’ in 

all other attitudes toward observing art. Again, the small residual size suggests that the 

residual is due to random variation rather than any programmatic effect. 
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Table 6: Student (2-5) attitudes toward observing art 
Survey Item Treatment Level Adjusted Mean Post-test Residual 

What do you think of…? 

Comparison 2.51  

Moderate 2.52 0.01 Watching plays or people acting 

Intensive 2.59 0.08 

Comparison 2.55  

Moderate 2.60 0.03 
Watching people play music or 
dance 

Intensive 2.45 -0.14 

Comparison 2.38  

Moderate 2.38 0.00 Looking at art 

Intensive 2.38 0.05 

Comparison 2.62**  

Moderate 2.27** -0.36 Reading stories 

Intensive 2.33** -0.30 

 
NOTE: Based on mean responses by students in both comparison- and treatment-group classrooms on a 1-3 
scale with 1=I don’t like this, 2=this is ok and 3=I like this a lot. Green or light gray shading indicates positive 
effects of the AIS program and red or dark gray shading indicated negative or null effects. 
**denotes statistical significance at the 5% level 

 

As shown in Table 7, students in treatment-group classrooms had slightly lower AMP scores 

than their comparison-group peers in their attitudes toward discussing and experiencing art, 

but the differences between AMP scores are not statistically significant with the exception of 

the item “going to cultural events or fairs.” The residuals of student attitudes toward 

discussing and experiencing art suggest that the AIS program may have had a negative impact. 

The residuals are so small in comparison to the standard deviation that it is more likely that 

the residual is due to random variation than any programmatic effect. 

Table 7: Student (2-5) attitudes toward discussing and experiencing art 
Survey Item Treatment Level Adjusted Mean Post-test Residual 

What do you think of…? 

Comparison 2.61*  

Moderate 2.64* 0.06 Going to cultural events or fairs 

Intensive 2.40* -0.18 

Comparison 2.56  

Moderate 2.52 -0.03 
Going to art galleries or 
museums 

Intensive 2.33 -0.28 
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Survey Item Treatment Level Adjusted Mean Post-test Residual 

Comparison 2.50  

Moderate 2.45 -0.06 
Going to science, history or 
other museums 

Intensive 2.32 -0.20 

Comparison 2.25  

Moderate 2.18 -0.07 Talking about plays 

Intensive 2.14 -0.08 

Comparison 2.31  

Moderate 2.23 -0.19 Talking about music or dance 

Intensive 2.18 0.01 

 
NOTE: Based on mean responses by students in both comparison- and treatment-group classrooms on a 1-3 
scale with 1=I don’t like this, 2=this is ok and 3=I like this a lot. Green or light gray shading indicates positive 
effects of the AIS program and red or dark gray shading indicated negative or null effects. 
*denotes statistical significance at the 10% level. 

 

As shown in Table 8, students in treatment-group classrooms had generally lower AMP scores 

than their comparison-group peers in their attitudes toward creating art, but the differences 

between the AMP scores are not statistically significant and with residuals small in comparison 

to standard deviation, suggesting either no impact or an impact that was not detected with 

our instruments. 

Table 8: Student (2-5) attitudes toward creating art 
Survey Item Treatment Level Adjusted Mean Post-test Residual 

What do you think of…? 

Comparison 2.19  

Moderate 2.23 0.04 Writing stories 

Intensive 2.04 -0.12 

Comparison 2.23  

Moderate 2.29 0.04 Making up new plays 

Intensive 2.08 -0.13 

Comparison 2.77  

Moderate 2.63 -0.13 Painting, sculpting or drawing 

Intensive 2.66 -0.08 

Comparison 2.26  

Moderate 2.18 -0.08 
Making up new songs or dance 
moves 

Intensive 2.02 -0.22 
NOTE: Based on mean responses by students in both comparison- and treatment-group classrooms on a 1-3 
scale with 1=I don’t like this, 2=this is ok and 3=I like this a lot. Green or light gray shading indicates positive 
effects of the AIS program and red or dark gray shading indicated negative or null effects. 

Prepared by:               Critical Thinking in the Arts - 25 

 



Artists-in-Schools (AIS) Final Report                             February 2007 
2003 AEMDD Grant 
 
 
 
 
 

As shown in Table 9, students in moderate treatment-group classrooms had higher AMP scores 

than their comparison-group peers and students in intensive treatment-group classrooms had 

very slightly lower scores in most areas of attitudes toward performance and sharing. Both 

levels of treatment-group students showed higher AMP scores in the area of “Showing other 

people my paintings, sculptures or drawings.” The residuals for many items are small in 

comparison to the standard deviation that it is more likely that the residual is due to random 

variation than any programmatic effect. 

Table 9: Student (2-5) attitudes toward performance and sharing 
Survey Item Treatment Level Adjusted Mean Post-test Residual 

What do you think of…? 

Comparison 2.21  

Moderate 2.47 0.27 
Showing other people my 
paintings, sculptures or drawings 

Intensive 2.21 0.02 

Comparison 2.04**  

Moderate 2.23** 0.20 
Singing, playing an instrument or 
dancing in front of other people 

Intensive 1.86** -0.16 

Comparison 2.35**  

Moderate 2.48** 0.15 Telling stories 

Intensive 2.14** -0.18 

Comparison 2.25  

Moderate 2.27 0.02 Acting or performing in plays 

Intensive 2.06 -0.18 

 
NOTE: Based on mean responses by students in both comparison- and treatment-group classrooms on a 1-3 
scale with 1=I don’t like this, 2=this is ok and 3=I like this a lot. Green or light gray shading indicates positive 
effects of the AIS program and red or dark gray shading indicated negative or null effects. 
**denotes statistical significance at the 5% level 

 

Tracking the effects of the Artists-in-Schools program on critical 

thinking 

As shown in Table 10, treatment-group students on average showed improved appreciation of 

the work of others over their comparison-group peers. However, the groups in Year 3 were 

not true comparisons to each other at the beginning of the 2005-05 school year, which slightly 

skews these results for Year 3. 
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Table 10: Trends in teacher observations of student (K-5) critical thinking 

Survey Item Treatment Level 
Average Adjusted Mean 
Post-test (Yr 1 – Yr 3) 

Adjusted Mean Post-test Change 
Over Time 

Comparison -•- 3.81 

Moderate -•- 4.25 Appreciates the work 
of others 

Intensive -•- 4.06 

1
2
3
4
5

Year 1 Year 2 Year 3

 
 

NOTE: Based on mean responses by teachers in both treatment-group and comparison classrooms on a 1-5 scale 
with 1=never, 2=rarely, 3=sometimes, 4=often and 5=always. 
 
 
 

As shown in Table 11, the AIS program did not have a significant impact on students’ general 

attitudes toward school, although moderate and intensive treatment-group students showed 

higher average AMPs in liking to imagine things. 

Table 11: Trends in student (2-5) attitudes toward arts in school 

Survey Item Treatment Level 
Average Adjusted Mean 
Post-test (Yr 1 – Yr 3) 

Adjusted Mean Post-test Change 
Over Time 

Comparison -•- 2.62 

Moderate -•- 2.62 I know what art is 

Intensive -•- 2.71 

1

2

3

Year 1 Year 2 Year 3

 

Comparison -•- 2.37 

Moderate -•- 2.22 
I like to create my own 
games and stories 

Intensive -•- 2.23 

1

2

3

Year 1 Year 2 Year 3
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Average Adjusted Mean Adjusted Mean Post-test Change 
Survey Item Treatment Level 

Post-test (Yr 1 – Yr 3) Over Time 

Comparison -•- 2.40 

Moderate -•- 2.42 I like to imagine things 

Intensive -•- 2.50 

1

2

3

Year 1 Year 2 Year 3

 

 
NOTE: Based on mean responses by students in both treatment-group and comparison classrooms on a 1-3 scale 
with 1=not at all, 2=a little and 3=a lot. 

 

As shown in Table 12, students participating in the AIS program had improved attitudes in 

observing, creating and performing art in general, with particular improvement in Year 2 (the 

2004-05 school year) of the AEMDD grant. Students and moderate and intensive treatment-

group classrooms showed significant improvement in watching and talking about plays and 

showing other people their visual arts and crafts. 

Table 12: Trends in student (2-5) attitudes towards observing, creating and 
performing art 

Survey Item Treatment Level 
Average Adjusted Mean 
Post-test (Yr 1 – Yr 3) 

Adjusted Mean Post-test Change 
Over Time 

What do you think of…? 

Comparison -•- 2.42 

Moderate -•- 2.64 
Watching plays or 
people acting 
 

Intensive -•- 2.71 

1

2

3

Year 1 Year 2 Year 3

 

Comparison -•- 2.07 

Moderate -•- 2.20 
 
Talking about plays  

Intensive -•- 2.25 

1

2

3

Year 1 Year 2 Year 3
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Average Adjusted Mean Adjusted Mean Post-test Change 
Survey Item Treatment Level 

Post-test (Yr 1 – Yr 3) Over Time 

Comparison -•- 2.21 

Moderate -•- 2.28 Writing stories  

Intensive -•- 2.24 

1

2

3

Year 1 Year 2 Year 3

 

Comparison -•- 2.22 

Moderate -•- 2.26 Acting or performing 
in plays 

Intensive -•- 2.24 

1

2

3

Year 1 Year 2 Year 3

 

Comparison -•- 2.19 

Moderate -•- 2.38 
Showing other people 
my paintings, 
sculptures or drawings 

Intensive -•- 2.35 

1

2

3

Year 1 Year 2 Year 3

 
 

NOTE: Based on mean responses by students in both comparison- and treatment-group classrooms on a 1-3 
scale with 1=I don’t like this, 2=this is ok and 3=I like this a lot. 
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Arts and Academic Performance 

Multiple studies have shown that arts education has a strong impact on academic achievement, 

particularly in the areas of mathematics and skills associated with reading and language. A 

direct correlation has been found between arts education and achievement on both verbal 

and math SAT test scores (Ruppert). In their study on the school-based arts education 

program Arts for Academic Achievement (AAA), Ingram and Riedel found that arts integration 

improved student learning in the areas of reading and mathematics (Ingram and Riedel). 

A number of studies found that arts education, particularly music education, have an impact 

on achievement in mathematics (Vaughn, Catterall, Catterall and Waldorg, Smithrim, et. al.). 

Research has shown that education in music can improve spatial-temporal reasoning (the 

ability to understand relationships between objects), which is an important skill for 

achievement in both math and science (Weinberger, Graziano et. al., Hetland). 

Improvements in the areas of reading and language development are also linked to arts 

education (Goodman, Moore and Caldwell). Reading and recall, active reading, and use of 

complex language are all specific areas where arts education has been found to have an 

impact (Paige, Willhelm, Heath and Roach). The link between dramatic arts and reading and 

language development is especially documented (Catterall et. al., Seidel). One evaluation 

found that students who participated in a dramatic arts program improved in both reading 

comprehension assessments and Iowa Basic Test scores (Parks and Rose). 

Basic learning skills 

In addition to enhancing the development core academic skills, arts education has also been 

found to have an impact on general skills believed to be critical for both learning and life, 

including thinking, social and motivational skills. Education in the arts has been shown to 

develop students’ thinking skills including reasoning and creative thinking (Tishman et. al., 

Minton, Burton et. al.). 

Some art activities are found to help students develop social skills, including self-confidence, 

self-control, and cooperation. A number of studies found that participation in arts education 

can increase a student’s sense of self worth and self esteem (Kennedy, Ross, and Kassab). 
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Some studies have found that involvement in the arts can impact a student’s confidence in 

their ability to be academically successful (Burton et. al., Horn). Participation in arts 

education has also been found to help students improve in the areas of classroom behavior 

and relationships with their teachers (Baum and Steven, Oreck et. al., De la Cruz, Burton et. 

al.). A study conducted by Gervais found emphasized that problem-solving drama had an 

impact on moral value development amongst a group of junior high students and concluded 

that process drama can be an effective tool for moral education (Burton et. al.; Gervais, 

2006). 

Education in the arts has also been found to help students become more engaged in school 

and motivated to learn and be successful  (Barry et. al., Wilhelm, Wolf, Kinder and Harland). 

One study found that involvement in arts programs can decrease student drop-out rates 

(Catterall et. al.). A research initiative of the U.S. Department of Justice, called the 

YouthARTS Development Project, found that involving at-risk youth in arts programs helped 

the students to be more cooperative and improved their attitudes towards school (Clawson 

and Coolbaugh). 

In a study comparing youth involved in arts programs outside of school to a national sample, 

youth involved in arts were found to be:  

• Four times more likely to be recognized for academic achievement 

• Elected to class office within their schools three times as often 

• Four times more likely to participate in a math and science fair 

• Three times more likely to win an award for school attendance 

• Four times more likely to win an award for writing an essay or poem (Heath et.al.) 

Workforce preparation 

Arts education may even have an effect beyond classroom learning and academic success. 

One study discusses the role of arts education on workforce preparation (Psilos). The authors 

identify that the emerging economy requires workers to have a number of intangible skills 
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(such as flexibility, problem-solving skills, and interpersonal skills) in addition to academic 

skills. They argue that arts education is a cost-effective way to help students build these skills.  

Academic performance as an indicator for arts program success 

Traditionally, curricula have been concerned with subject content, not the context in which 

content is delivered. The Workshop's method is heavily weighted to context, or learning 

environments. While the Workshop does not make a specific claim that the content 

knowledge it teaches transfers to content knowledge in other subject areas, the Workshop 

does claim that the learning environment it creates is a productive intellectual setting in 

which other content can be taught. 

Recent research addresses the distinctive learning environments for teaching in the arts 

(Heath & Roach, 1999; Siegesmund, 1999, 2000; Soep, 2002). Heath suggests that these 

learning environments foster the development of skills in imaginative actuality, or the ability 

to turn ideas into reality. Siegesmund suggests that arts-based learning environments are 

critical to developing the cognitive skill of reasoned perception, the ability to use the arts to 

understand relationships and meaning. Both Heath and Siegesmund observe that arts 

instruction alone is no guarantee that cognitive skills are being developed; it is an arts-based 

learning environment, based on the curriculum and pedagogy of the instructor that can be 

transferred to any academic subject to promote cognitive skill development. Heath suggests 

common characteristics of an affective arts-based learning environment: 

• Authentic problems. The person who poses the problem does not have immediate 

access to its answer, encouraging the development of distinctive cognitive problem-

solving skills. 

• Asserting possibility and planning (what-if inference). Learning in the arts is rich in 

imaginative projection, envisioning possibility and suggesting ways things could be 

different from how they presently are. The arts demand active concrete planning to 

move from the present to the hypothetical future. This is the essence of arts-based 

critical pedagogy (Boal, 1992).  
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• Practice talking. Students generally have limited opportunities to talk in a 

conventional classroom. An arts classroom can be filled with dialogue, including adult-

to-student, student-to-student, and self-monitored internal dialogues.  

The high quality of adult-to-student communication is a distinguishing feature in an arts-

based learning environment. Students have access to adults in a way that is different from 

other classroom settings. When problems are authentic (as defined above), students are 

respected for having important ideas that add to the instructional content. In all arts lessons 

based on authentic problems students can be expected to fall short of a strong solution with 

their first response. Editing is a critical component to the Workshop's method. This is 

accomplished through reflection and revision. Editing is a habit of mind that can be extended 

to other content areas. 

Heath and Soep (1998) observe three additional characteristics of communication in an arts-

based learning environment, which combine to create effective critique: 

• Face-to-face improvisation. Talking is a dialogue, in real time in which the 

participating parties are aware of trying to move to a new understanding.  

• Mutual reciprocity. There is no hierarchical privilege to the dialogue. If one party 

attempts to discredit the comments of another, the process shuts down.  

• An orientation to future production. Talk is not about critical judgments of 

preference; it is directed to helping the maker fully realize his or her expressive goals.  

Heath and Soep are not the first researchers to pay attention to forms of talk in the classroom. 

Two decades earlier, Schwab articulated a theory of curriculum and pedagogy for developing 

critical thinking skills that emphasized guided discussion. Siegesmund applies Schwab's theory 

of pedagogy to the arts. He identifies five skills that educators can use to foster discussion 

and support an arts-based learning environment: 

• Command of the content of the art form. This is necessary for prompt delivery of 

content to address students’ authentic problems. 
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• Honor student responses. Students are asked to reveal something about themselves 

through a creative work. This kind of personal engagement is necessary for higher-

order learning in the humanities.  

• Connect to students. An arts-based learning environment recognizes that the students’ 

attention must be held with a clear learning objective and engaging activities. 

• Embody emotional engagement with inquiry. In an arts-based learning environment, 

the teacher models problem solving as a means of engaging through the arts.  

• Situate students to change perspectives of their own creative work. These are real-

time exercises in literally changing one’s outlook. 

Attention to these affective skills is critical when teaching at-risk youth. As the research of 

Heath, Soep, and Siegesmund show, the language that teachers use to understand, create and 

explain an engaging learning environment is complex. It is a hallmark of expert instruction in 

the arts, and it characterizes the Workshop’s learning environments. 

Impact of the Artists-in-Schools program on academic performance 

FINDINGS FROM RESIDENCY OBSERVATIONS, YEAR 3  

Artists made a noticeable effort to retain student focus in transitioning the students into the 

residency period and back into their normal school day through warm up, relaxation and cool 

down activities. 

FINDINGS FROM TEACHER AND ARTIST FOCUS GROUPS 

According to interviews and focus groups, teachers acknowledge the difficulty in attributing 

improvements in academic performance directly to the AIS program; however, teachers 

noticed an improvement in students’ general ability to focus and follow steps and directions. 

Some teachers noticed improvement in language and writing skills especially among students 

learning English. Several teachers believe that AIS creates other internal changes that are 

difficult to quantify. For example, the sessions are an opportunity to release energy and relax 

and thus promote happiness.  
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Teachers cited the infrequency of artist visits and insufficiency of time and resources to 

incorporate arts into their curriculum for the inability to attribute measurable changes to the 

artistic experience. Both teachers and artists desired more time for planning and reflection 

on sessions and collaboration on how to bring art into the classroom. According to artists, 

currently planning sessions “mostly focus on schedule, logistics…and classroom management” 

and include minimal, if any, discussion of how to incorporate the arts into the regular 

curriculum. Some teachers indicated that they had no time to incorporate the artist concepts 

as they are constantly working towards achieving testing standards. With agreement from 

others, one teacher stated, “This year it seems like I don’t have time to do anything but the 

mandated curriculum. I feel much more pressured for time.” 

FINDINGS FROM ARTISTS’ CASE NOTES, YEAR 3  

Teaching artists use special techniques in teaching the performing arts that also help young 

ELL students better learn the English language. As a creative artist says about her 1st grade 

class, “All the students are just learning English so we are going over body parts, levels and 

simple floor patterns. I believe this class is a fun and interactive way to learn English without 

pressuring them”. 

FINDINGS FROM TEACHER OBSERVATIONS OF STUDENTS, YEAR 3  

Although artists were not asked to observe growth over time in students’ learning attitudes 

and behaviors, they generally scored their students lower than teachers did at the end of the 

AIS program. 

As shown in Table 13, students in moderate treatment-group classrooms had higher AMPs 

scores than their comparison-group peers and students in intensive treatment-group 

classrooms had very slightly lower scores in most areas of learning attitudes and behaviors, 

except in the area of “Feels comfortable expressing ideas.” Both levels of treatment-group 

students showed higher AMP scores in the area of “Shows perseverance,” but the differences 

between the AMP scores are not statistically significant.  
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The residuals of teacher observations of student critical thinking suggest that the AIS program 

had a mixed impact. However the residuals are relatively small, suggesting random variation 

may contribute as much as programmatic effect. 

Table 13: Teacher and artist observations of student (K-5) learning attitudes and 
behaviors 
Survey Item Treatment Level Adjusted Mean Post-test Residual 

Comparison 3.81  

Moderate 3.90 0.16 Shows perseverance 

Intensive 3.88 0.15 

Comparison 4.07  

Moderate 4.36 0.44 Stays on task 

Intensive 3.88 -0.10 

Comparison 4.07***  

Moderate 4.46*** 0.33 Expresses interest in the arts 

Intensive 3.69*** -0.34 

Comparison 3.59  

Moderate 3.47 -0.15 
Feels comfortable expressing 
new ideas 

Intensive 3.76 0.18 

Comparison 4.15  

Moderate 4.18 0.02 Is enthusiastic about learning 

Intensive 3.97 -0.20 

Comparison 3.84  

Moderate 4.00 0.16 
Volunteers to answer questions 
during class 

Intensive 3.82 -0.01 

Comparison 3.30*  

Moderate 3.36* 0.02 Assumes a leadership position 

Intensive 3.09* -0.22 

Comparison 4.34***  

Moderate 4.19*** -0.15 Is eager to try new things 

Intensive 3.84*** -0.52 

 
NOTE: Based on mean responses by teachers in both comparison- and treatment-group classrooms and artists 
on a 1-5 scale with 1=never, 2=rarely, 3=sometimes, 4=often, and 5=always. Green or light gray shading 
indicates positive effects of the AIS program and red or dark gray shading indicated negative or null effects. 
*denotes statistical significance at the 10% level 
***denotes statistical significance at the 1% level 

 

Prepared by:         Arts and Academic Performance - 36 

 



Artists-in-Schools (AIS) Final Report                             February 2007 
2003 AEMDD Grant 
 
 
 
 
 

FINDINGS FROM STUDENT, TEACHER AND ARTIST SURVEYS 

As shown in Table 14, students in moderate and intensive treatment-group classrooms had 

higher AMP scores than their comparison-group peers in the area of enjoying their classes, but 

mixed or lower AMP scores in other reported attitudes toward school.  

The residuals of student attitudes toward school suggest that the AIS program had a mixed 

impact, with residuals so small in comparison to the standard deviation that it is more likely 

that the residual is due to random variation than any programmatic effect. 

Table 14: Student (2-5) attitudes toward school 
Survey Item Treatment Level Adjusted Mean Post-test Residual 

Comparison 2.47  

Moderate 2.55 0.10 I enjoy my classes 

Intensive 2.46 0.01 

Comparison 1.98  

Moderate 2.15 -0.26 I enjoy my homework 

Intensive 1.94 0.25 

Comparison 2.74  

Moderate 2.76 -0.01 I do the best work I can in school 

Intensive 2.73 -0.04 

Comparison 2.81  

Moderate 2.80 -0.01 I learn a lot in my classes 

Intensive 2.69 -0.14 

Comparison 2.65  

Moderate 2.61 -0.09 
I learn a lot by doing my 
homework 

Intensive 2.62 -0.07 
 
NOTE: Based on mean responses by students in both treatment-group and comparison classrooms on a 1-3 scale 
with 1=not at all, 2=a little and 3=a lot. Green or light gray shading indicates positive effects of the AIS 
program and red or dark gray shading indicated negative or null effects. 
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As shown in Figure 4, while all teachers agreed that their students generally displayed 

positive academic attitudes towards the end of the AIS program, teachers of moderate and 

intensive treatment-group classrooms observed less improvement than comparison-group 

teachers or decline in most areas of academic attitudes. Teachers of moderate treatment-

group classrooms observed greater improvement than comparison-group teachers did in the 

area of “In general my students are motivated to learn.” 

Figure 4: Teacher observations of classroom (K-5) academic attitudes 
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NOTE: Columns indicate change in student response from pre-test to post-test; square dots indicate student 
post-test mean responses.  
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As shown in Figure 5, teachers of treatment-group classrooms observed greater gains in their 

students’ academic behaviors than teachers of comparison group classrooms did over the 

course of the AIS residency. In particular, teachers of moderate treatment-group classrooms 

showed large gains in their students being comfortable expressing new ideas, learning 

information quickly and retaining information for a long period of time. 

Figure 5: Teacher observations of student (K-5) academic behaviors 
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NOTE: Columns indicate change in student response from pre-test to post-test; square dots indicate student 
post-test mean responses. 

 

FINDINGS FROM SCHOOL DATA, YEAR 3 

We collected California Standardized Test (CST) data from the elementary schools for 

students in grades 2 and above. Students in Kindergarten and 1st grade do not take the CST. 

As shown in Figure 6 and 7 below, comparison group students in 4th and 5th grade 

outperformed their moderate and intensive treatment-group peers. As has been shown in 

previous sections, the comparison-group students were likely not a true comparison to their 

treatment-group peers at the start of the program; and so differences in standardized test 

performance cannot be attributed to participation in the AIS program. 
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Figure 6: CST scores at E.R. Taylor Elementary 

ELA

Math

Far Below Basic         Below Basic           Basic              Proficient            Advanced

Comparison Intensive
 

NOTE: Based on test scores for three intensive treatment-group and one comparison-group classroom of 4th 
and 5th grades.  

 

Figure 7: CST scores at John Muir Elementary 

ELA

Math

Science

Far Below Basic         Below Basic           Basic              Proficient            Advanced

Comparison Moderate Intensive
 

NOTE: Based on test scores for three intensive treatment-group, four moderate treatment-group and three 
comparison-group classrooms of 2nd through 5th grades.  
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We also collected data on a theme test that is conducted six times throughout the year at one 

of the elementary schools. This test measures student language arts (ELA) including average 

fluency, reading comprehension, checking skills, spelling and vocabulary and math skills. This 

data shows the students’ performance at the end of the school year. As shown in Figure 7, 

intensive treatment-group students performed slightly better than their comparison-group 

peers in math and about the same in ELA. As has been shown in previous sections, the 

comparison-group students were likely not a true comparison to their treatment-group peers 

at the start of the program; and so differences in standardized test performance cannot be 

attributed to participation in the AIS program. 

Figure 8: Local Assessment scores at Monte Verde Elementary 

0% 10% 20% 30% 40% 50% 60% 70% 80% 90% 100%

ELA

Math

Percent Accurate

Comparison Intensive
 

NOTE: Based on test scores for two intensive treatment-group and one comparison-group classroom of 1st and 
2nd grades. English Language Arts (ELA) is a composite of scores related to Words Correct, Orthographic 
Features Correct and Accuracy Percent.  
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Tracking the effects of the Artists-in-Schools program on academic 

performance  

As shown in Table 15, treatment-group teachers observed stronger improvement in their 

students’ learning attitudes and behaviors than comparison-group teachers, particularly in 

their students expressing interest in the arts. 

Table 15: Trends in teacher observations of student (K-5) learning attitudes and 
behaviors 

Survey Item Treatment Level 
Average Adjusted Mean 
Post-test 

Adjusted Mean Post-test Change 
Over Time 

Comparison -•- 3.96 

Moderate -•- 4.12 
Is enthusiastic about 
learning 

Intensive -•- 4.11 

1
2
3
4
5

Year 1 Year 2 Year 3

 

Comparison -•- 3.73 

Moderate -•- 3.94 
Volunteers to answer 
questions during class 

Intensive -•- 3.95 

1
2
3
4
5

Year 1 Year 2 Year 3

 

Comparison -•- 3.80 

Moderate -•- 4.36 
Expresses interest in 
the arts 

Intensive -•- 4.16 

1
2
3
4
5

Year 1 Year 2 Year 3

 

 
NOTE: Based on mean responses by teachers in both comparison- and treatment-group classrooms and artists 
on a 1-5 scale with 1=never, 2=rarely, 3=sometimes, 4=often, and 5=always.  

 

 

Prepared by:         Arts and Academic Performance - 42 

 



Artists-in-Schools (AIS) Final Report                             February 2007 
2003 AEMDD Grant 
 
 
 
 
 

As shown in Table 16 the AIS program did not have a significant impact on how much students 

report they enjoy their classes. 

Table 16: Trends in student (2-5) attitudes towards school 

Survey Item Treatment Level 
Average Adjusted Mean 
Post-test 

Adjusted Mean Post-test Change 
Over Time 

Comparison -•- 2.60 

Moderate -•- 2.52 I enjoy my classes 

Intensive -•- 2.57 

1

2

3

Year 1 Year 2 Year 3

 
 
NOTE: Based on mean responses by students in both treatment-group and comparison classrooms on a 1-3 scale 
with 1=not at all, 2=a little and 3=a lot.  

 

As shown in Table 17, students in moderate and intensive treatment-group classrooms showed 

more improvement in enthusiasm and expressiveness towards class topics than their 

comparison-group peers. The AIS program did not have a significant impact on other student 

academic attitudes and behaviors. 

Table 17: Trends in teacher observations of classroom (K-5) academic attitudes 
and behaviors 

Survey Item Treatment Level 
Mean change from 
pre-test to post-test 

Pre-test to post-test growth over time 

In general, my students… 

Comparison -•- 0.18 

Moderate -•- 0.14 Are attentive 

Intensive -•- 0.20 

1
2
3
4

Pre Post Pre Post Pre Post

Year 1 Year 2 Year 3
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Mean change from 
Survey Item Treatment Level Pre-test to post-test growth over time 

pre-test to post-test 

Comparison -•- 0.01 

Moderate -•- 0.32 
Are enthusiastic 
about class 
topics 

Intensive -•- 0.08 

1
2

3
4

Pre Post Pre Post Pre Post

Year 1 Year 2 Year 3

 

Comparison -•- 0.14 

Moderate -•- 0.23 
Are motivated 
to learn 

Intensive -•- -0.14 

1

2
3

4

Pre Post Pre Post Pre Post

Year 1 Year 2 Year 3

 

Comparison -•- 0.09 

Moderate -•- 0.37 
Are expressive 
about class 
topics 

Intensive -•- 0.13 

1
2
3
4

Pre Post Pre Post Pre Post

Year 1 Year 2 Year 3

 

Comparison -•- 0.34 

Moderate -•- 0.34 
Participate in 
class discussions 

Intensive -•- 0.18 

1

2
3

4

Pre Post Pre Post Pre Post

Year 1 Year 2 Year 3

 
 
NOTE: Based on mean responses by teachers in both comparison- and treatment-group classrooms on a 1-4 
scale with 1=strongly disagree, 2=disagree, 3=somewhat agree and 4=strongly agree. 
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Changing the Pedagogy for Teaching At-Risk Youth 

Closing the achievement gap 

Research in arts education has paid special attention to the impact on disadvantaged students, 

including students from lower socioeconomic standing, students considered “at-risk” of 

academic failure, and students involved in the juvenile justice system (Clawson and 

Coolbaugh, Kennedy, Boldt and Brooks, Rabkin and Redmond, Catterall et.al.). Some evidence 

indicates that arts education may be especially important for disadvantaged students, for it 

helps to narrow the gap in academic outcomes. 

In their study on the school-based arts education program Arts for Academic Achievement, 

Ingram and Riedel found that, in some cases, disadvantaged students, such as ELL learners 

and students participating in the free-and-reduced lunch program, especially benefited from 

the program (2003). 

Changing traditional pedagogy  

An essential feature to the Workshop's approach to pedagogy is its emphasis on somatic, pre-

linguistic thinking. The Workshop's curricular approach is to develop thinking skills 

independent from the arts disciplines while creating a rich culture for other forms of learning 

to take place. This is particularly important for reaching at-risk youth. Somatic thinking 

challenges classic pedagogy and curricular approaches. Current cognitive science argues that 

thinking and feeling are inseparable (Lakoff & Johnson, 1999; Damasio, 1999), while the 

classic dualism between thinking and feeling hampers our ability to effectively teach all 

children.  

Another essential component to working with at-risk youth is attention to relationships in the 

classroom. To teach qualitative reasoning, the teacher must be acutely aware of the 

relationship with the student. All Workshop teachers address Eisner's dimensions of limitations 

and provisions provided by each medium and classroom norms that form the ambiance of 

expert pedagogy. 

Each medium offers unique possibilities for manipulation and exploration. At the same time 

each medium has limitations. A good teacher manages these in planning a curriculum. The 
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possibilities and limitations offer the teacher opportunities to vary instruction and approach 

to educational objectives.  

The teacher assumes numerous metaphorical roles in an arts classroom. These include the 

teacher as: observer, questioner, challenger, inquisitor, commentator, pathfinder, 

transmitter, negotiator and enthusiast. Teachers shift between and combine these 

metaphoric roles in interactions with students in order to maximize the opportunities for 

students to articulate their own problems and generate their own solutions. 

Classroom norms are the attitudes that guide the teacher's conduct of curriculum. Teachers 

must have command of their content, honor student responses, foster connection within the 

classroom through caring and personally embody the conduct of artistic investigation 

(Schwab). The physical environment plays a role in upholding classroom norms; teachers can 

consciously and positively change the atmosphere of the learning environment by re-situating 

their students.  

Impact of the Artists-in-schools program on pedagogy of teaching at-risk 

students 

FINDINGS FROM TEACHER AND ARTIST FOCUS GROUPS, YEAR 3 

There is an incongruence of opinion among artists and teachers on whether artists should be 

made aware of which students have behavioral problems or special needs in the classroom or 

not. Artists typically feel that it is important to enter the classroom and create a lesson 

without any bias towards the behavior history or academic abilities of the students. One artist 

stated, “We should just know them as human beings who are interested in getting to 

creatively express themselves. Other than that there is nothing (about the students’ 

background) I could know that would help or not help my teaching.” Artists strive to create a 

safe environment in which all students can freely participate and express themselves. One 

teacher indicated that the artist’s respectful demeanor towards the students helped keep the 

students in her class with behavior problems engaged in the session. Another cited the unique 

format of the sessions as a positive influence for keeping students on equal ground. Other 

teachers identified a need to address behavior concerns and expectations of the at-risk 

students at the beginning of the residency program in their planning meetings with artists and 
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indicated that that communication and cooperation between the artist and the teacher was 

essential for managing challenging students. 

This incongruence brought up a programming discussion around how much artists should be 

informed about student and classroom behavior issues or special needs. Some of the questions 

being asked in this discussion include: 

• Should students receive equal attention and expectations from artists regardless of 

behavior problems or special needs? 

• Given that artists are teaching residents and not employees of the school district, how 

much is it their responsibility to understand the needs and problems of individual 

students in each classroom? 

• Is it necessary or appropriate to adjust the role of a teaching artist either towards an 

active partner of the school and district or towards an arts specialist? 

These and similar questions are being discussed and decided on by Performing Arts Workshop 

program staff as they plan current and future residencies.  

FINDINGS FROM ARTISTS’ CASE NOTES, YEAR 3  

One aspect of the AIS residency is a focus on building onto skills with an end result in mind. 

This teaches at-risk youth that perseverance and hard work can help them reach long-term 

goals. A theater artist observes a 5th grade student throughout the year, “This student has 

been on his own roller coaster but he has stuck it out. He sees it’s harder than it looks and it 

takes doing. He has learned strategies that will help him as he goes into (middle school). He 

has a sense of himself and his confidence when he listens and taps into it”. Artists also find 

that their AIS class is the only time in which some of the students are able to focus and 

behave. A theater artist notes about a 4th grade student: “I have no trouble with him but his 

teacher has lots. He wants to do more and is ready for something like this… He understands 

more than he lets on. I think he often doesn’t try because he has been labeled a certain way. 

He sees this class as a way he can succeed”. 
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FINDINGS FROM STUDENT, TEACHER AND ARTIST SURVEYS, YEAR 3 

As shown in Figure 9, teachers of moderate and intensive treatment-group classrooms 

reported increased comfort levels in using arts activities in their classrooms over the course 

of the AIS program. Teachers of intensive treatment-group classrooms particularly showed 

growth in their comfort in using Theater in the classroom, compared with moderate 

treatment-group and comparison-group teachers. In contrast, comparison-group teachers 

showed decline in their comfort level of using theater and creative writing in the classroom. 

Figure 9: Teachers’ level of comfort for using the arts in their classroom (K-5),  
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NOTE: Columns indicate change in teacher response from pre-test to post-test; square dots indicate student 
post-test mean responses. 
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As shown in Figure 10, teachers participating in the AIS program had high expectations for 

ease in incorporating the curriculum and program in their classroom. Unfortunately, these 

expectations fell flat. In particular, during the post-test survey most teachers disagreed with 

the statements “There is enough time with the artist to develop and implement effective 

lessons” and “AIS teaches me how to incorporate the arts into my lessons.” This indicates a 

need for more planning and reflection time between artists and teachers. 

Figure 10: Incorporation of AIS in the curriculum (treatment-group teachers K-5) 
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BEST PRACTICES IN USING THE ARTS TO TEACH AT-RISK YOUTH 

In Year 2 of the AEMDD grant program, the Workshop, in collaboration with artists, teachers, 

evaluators, academic researchers and designers, created a best practices guide, titled 

“Lessons from the Workshop: A Guide to Best Practices in Performing Arts Education.” The 

guide is designed to show educators and artists effective methods of teaching in and through 

the arts. The guide includes sections on defining roles in the classroom, creating positive 

learning environments, providing structured improvisational teaching, and methods for 

teaching at-risk youth. 

The purpose of this guide is to inform residency artists and classroom teachers how to 

incorporate residency programs in a school setting and how to continue teaching in and 

through the arts once a residency has ended. Over 800 copies of the guide have been 

distributed to artists, educators, administrators, arts education researchers and other AEMDD 

grantees. It is also available at www.performingartsworkshop.org. 

Tracking the effects of the Artists-in-Schools program on pedagogy of 

teaching at-risk students  

As shown in Table 18, teachers of moderate and intensive treatment-group classrooms 

reported more improved comfort than did comparison-group teachers in using performing arts 

activities in their classroom.  

Table 18: Trends in teachers’ level of comfort for using the arts in their classroom 
(K-5) 

Survey Item Treatment Level 
Mean change 
from pre-test to 
post-test 

Pre-test to post-test growth over time 

How comfortable do you feel using the following arts activities with your students? 

Comparison -•- 0.06 

Moderate -•- 0.20 Dance/Movement 

Intensive -•- -0.07 

1
2

3
4

Pre Post Pre Post Pre Post

Year 1 Year 2 Year 3
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Mean change 
Survey Item Treatment Level from pre-test to Pre-test to post-test growth over time 

post-test 

Comparison -•- -0.11 

Moderate -•- 0.11 Theater 

Intensive -•- 0.05 

1
2

3
4

Pre Post Pre Post Pre Post

Year 1 Year 2 Year 3

 

Comparison -•- -0.23 

Moderate -•- 0.43 Music  

Intensive -•- -0.17 

1
2

3
4

Pre Post Pre Post Pre Post

Year 1 Year 2 Year 3

 

Comparison -•- -0.1 

Moderate -•- 0.5 Creative writing 

Intensive -•- 0.3 

1
2

3
4

Pre Post Pre Post Pre Post

Year 1 Year 2 Year 3

 
 
NOTE: Based on mean responses by teachers in both comparison- and treatment-group classrooms on a 1-4 
scale with 1=Very uncomfortable, 2=Somewhat uncomfortable, 3=Somewhat comfortable and 4=Very 
comfortable.  
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Affective Dimensions of the Arts and Pro-social Behavior 

Using affective dimensions of the arts to develop pro-social behavior 

It is often difficult for new teachers or artists to fully anticipate the depth of hostility or the 

breadth of ambivalence that at-risk students may exhibit. The advantage that arts educators 

have in dealing with these attitudes is that they have different tools for enticing students into 

learning than other subject area teachers (Dewey). In challenging classrooms, Workshop arts 

educators may spend considerable time calming waters and casting lures before substantial 

learning begins. In this sense, pro-social behavior is the foundation of instruction. The 

Workshop's rubric for learning tracks levels of non-social behavior. As might well be expected 

when non-social or anti-social behavior remains high, learning within the arts and other 

content areas remains low. However, once non-social behavior subsides, learning capacity 

increases.  

There is a significant correlation between a student's improvement in the skills of qualitative 

reasoning and the overall formal assessments of the student's pro-social behavior 

(Siegesmund). Unfortunately, many students sabotage their own efforts in school because of 

stigma around success. Sustaining pro-social behavior over time is not a quick fix, but requires 

longitudinal interventions. Educators cannot look for quick results from learning assessments 

in the arts (Eisner). The subjective nature of the arts makes it difficult to determine the 

impact the arts have had on an individual; sometimes there are unanticipated outcomes that 

arise after several years. 

Impact of the Artists-in-Schools program on pro-social behavior 

FINDINGS FROM RESIDENCY OBSERVATIONS, YEAR 3 

Classroom observers reported that classroom environment, student behavior and teacher 

participation and involvement in disciplinary action varied dramatically from session to 

session. Teachers reported a range of activities from participating fully with students, 

assisting the artist in modeling activities or helping students, acting as a disciplinarian, 

passively observing the session, or being completely immersed in their own work. While a few 

of the sessions were quite unproductive due to recurring disruptive behavior by a few 
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students, most classrooms were comprised of students who were attentive, focused and 

responsive to the artist and the activities. Students listened to instructions and eagerly 

volunteered for activities by raising their hands. The artist created a safe space where 

students contributed by brainstorming and were encouraged in performing by their peers. 

Students worked together either in groups or pairs and ultimately performed in front of the 

class. Observers noted several shy students who seemed to be engaging in and enjoying the 

activities. Most students responded well to feedback from artists and fellow students.  

In particularly difficult situations where silly behavior, constant disruptions, and off-point 

chatter dominated the session, artists attempted to match the energy and harness the chaos 

in order to redirect the students towards positive action. One artist with a very disruptive and 

unruly class attempted to turn the “chaotic experience” into a positive learning experience 

by directing students to be aware of their actions and general disrespect for others while 

reminding them of their previously demonstrated ability to be more focused and respectful. 

Some artists found this process very challenging due to limited support from the teacher.  

FINDINGS FROM TEACHER AND ARTIST FOCUS GROUPS, YEAR 3 

According to interviews and focus groups, the AIS program had a positive impact on students’ 

self-confidence and willingness to take risks. Teachers indicated that artists modified the 

activities to help ensure students were comfortable with their bodies and thus teachers 

noticed that many students seemed slightly less self-conscious. While improvements 

throughout the year in behavior and focus cannot be solely attributed to the AIS program due 

to limited exposure, some changes were apparent. One teacher described how during times of 

intensive art exposure, “kids are their most focused, most pleasant to each other, most 

cooperative…it is the most enjoyable time for them and they are the most at ease with each 

other. It’s a shame we can’t find more time to do it.” 

Teachers described situations where initially shy or academically-challenged students 

developed into very engaged and talented students who thrived in front of audiences during 

the AIS sessions. A teacher stated, “Some of the children who are more shy feel more at ease 

performing in front of each other.” One kindergarten teacher described one particular 

student who adversely reacted to most classroom stresses but in the AIS session he eagerly 

volunteered and freely performed in front of his pupils regardless of how he was received.  
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Teachers indicated that student focus following the AIS session depended largely on time of 

day. Groups with sessions first thing in the morning and immediately subsequent to lunch 

demonstrated the greatest improvement in focus in their subsequent regular classroom 

setting. Artists indicated that although there was progress in many groups, students’ behavior 

in the AIS sessions varied from week to week and depended on factors like weather and 

students’ sugar intake on that particular day. With particularly difficult groups, much session 

time and artist energy was spent on behavior. Several teachers helped enforce classroom 

behavior when the artist needed assistance.  

FINDINGS FROM ARTISTS’ CASE NOTES, YEAR 3  

The AIS program provides students with opportunities to become leaders in the classroom and 

to focus their creative energies into positive venues. At the end of the AIS program period, 

one of the artists observed that a 5th grade student had gained a leadership role through her 

artistic efforts. “Sandra has become a silent leader for her class. She has shown the other 

girls they can have a voice, even if it is not as loud as the boys’ voices”. 

FINDINGS FROM TEACHER AND ARTIST OBSERVATIONS OF STUDENTS, YEAR 3 

As shown in Table 19, students in moderate and intensive treatment-group classrooms had 

much higher AMP scores than their comparison-group peers in the areas of getting along with 

teachers and classmates. However, treatment-group students declined in feeling successful 

and had mixed change in being respectful of others’ ideas. 

The residuals of teacher observations of student pro-social behaviors suggest that the AIS 

program had a positive impact, with small residuals suggesting as much random variation as 

programmatic effect. The exception is in the areas of “gets along well with classmates”, 

where there is a large positive effect for both moderate and intensive groups, and “feels 

successful” where there is a large positive effect for intensive groups.  

Although artists were not asked to observe growth over time in students’ pro-social behaviors, 

they generally scored students lower than teachers did. 
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Table 19: Teacher and artist observations of student pro-social behaviors (K-5) 
Survey Item Treatment Level Adjusted Mean Post-test Residual 

Comparison 4.05  

Moderate 4.61 0.60 Gets along well with classmates 

Intensive 4.14 1.46 

Comparison 4.32  

Moderate 4.65 0.31 Gets along well with teachers 

Intensive 4.24 0.07 

Comparison 4.18*  

Moderate 4.65* 0.47 Is respectful of others’ ideas 

Intensive 4.07* 0.07 

Comparison 4.05  

Moderate 3.94 -0.32 Feels successful 

Intensive 3.97 1.24 
 
NOTE: Based on mean responses by teachers in both comparison- and treatment-group classrooms and artists 
on a 1-5 scale with 1=never, 2=rarely, 3=sometimes, 4=often, and 5=always. Green or light gray shading 
indicates positive effects of the AIS program and red or dark gray shading indicated negative or null effects. 
*denotes statistical significance at the 10% level 

 

FINDINGS FROM STUDENT AND TEACHER SURVEYS, YEAR 3 

As shown in Table 20, students in treatment-group classrooms had higher AMP scores than 

their comparison-group peers in the area of liking their school, but lower AMP scores in the 

area of being happy when they are in school. The residuals of student attitudes toward school 

suggest that the AIS program had a mostly positive impact, with small residuals suggesting the 

effect is due as much to random variation as to programmatic effect. 

Table 20: Student attitudes toward school 
Survey Item Treatment Level Adjusted Mean Post-test Residual 

Comparison 2.55  

Moderate 2.61 0.05 I like my school 

Intensive 2.65 0.09 

Comparison 2.61  

Moderate 2.57 -0.01 I am happy when I am at school 

Intensive 2.56 0.02 
 
NOTE: Based on mean responses by students in both treatment-group and comparison classrooms on a 1-3 scale 
with 1=not at all, 2=a little and 3=a lot. Green or light gray shading indicates positive effects of the AIS 
program and red or dark gray shading indicated negative or null effects. 
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As shown in Figure 11, while all teachers agreed that their students generally displayed 

improved pro-social behaviors towards the end of the AIS program, teachers of moderate and 

intensive treatment-group classrooms generally observed less improvement than comparison-

group teachers in most areas of pro-social behavior. Teachers of moderate treatment-group 

classrooms observed greater improvement than comparison-group teachers did in the areas of 

“Express interest in the arts” and “Treat each other nicely.” 

Figure 11: Teacher observations of classroom pro-social behaviors (K-5) 

In general, my students… 

C
om

pa
ri

so
n

M
od

er
at

e

In
te

ns
iv

e

C
om

pa
ri

so
n

M
od

er
at

e

In
te

ns
iv

e

C
om

pa
ri

so
n

M
od

er
at

e

In
te

ns
iv

e

C
om

pa
ri

so
n

M
od

er
at

e

In
te

ns
iv

e

Are respectful of me Express

interest in the

arts

Treat each

other nicely

Are

cooperative

Strongly 

agree

Somewhat 

agree

Somewhat

 disagree

Strongly 

disagree

 
 
NOTE: Columns indicate change in student response from pre-test to post-test; square dots indicate student post-

test mean responses. 
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As shown in Figure 12, while all teachers agreed that their students generally displayed an 

improvement related to non-social behaviors towards the end of the AIS program, teachers of 

moderate treatment-group classrooms showed larger improvement in the areas of non-social 

behaviors compared with intensive treatment and comparison-group classrooms. 

Figure 12: Teacher observations of student non-social behaviors (K-5) 
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NOTE: Columns indicate change in student response from pre-test to post-test; square dots indicate student 
post-test mean responses. 

 

FINDINGS FROM SCHOOL DATA 

In the second year of the AEMDD grant period, analysis was conducted on attendance rates of 

students in Kindergarten through 5th grade in the three elementary schools. Analysis was 

conducted of absent and tardy rates for all treatment-group and comparison-group classrooms. 

Attendance rates at all schools appeared to not have a regular pattern over the course of the 

2004-05 school year. Both treatment-group and comparison-group classrooms showed spikes 

and valleys in attendance throughout the school year. Analysis of attendance data suggests 

that the AIS residency program does not affect attendance rates at the elementary level. 
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Since no correlation was found between the AIS residency program and attendance during the 

second year of this evaluation, attendance rates were not analyzed in Year 3. 

Tracking the effects of the Artists-in-Schools program on pro-social 

behavior  

As shown in Table 21 below, students of moderate and intensive treatment-group classrooms 

showed greater improvement in each year of the AEMDD grant period than did their 

comparison-group peers in pro-social behaviors. 

Table 21: Trends in teacher observations of student pro-social behaviors (K-5) 

Survey Item Treatment Level 
Average Adjusted Mean 
Pre-test 

Adjusted Mean Post-test Change 
Over Time 

Comparison -•- 4.23 

Moderate -•- 4.55 
Gets along well with 
teachers 

Intensive -•- 4.47 

1
2
3
4
5

Year 1 Year 2 Year 3

 

Comparison -•- 4.06 

Moderate -•- 4.35 
Is respectful of others’ 
ideas 

Intensive -•- 4.20 

1
2
3
4
5

Year 1 Year 2 Year 3

 
 
NOTE: Based on mean responses by teachers in both comparison- and treatment-group classrooms and artists 
on a 1-5 scale with 1=never, 2=rarely, 3=sometimes, 4=often, and 5=always.  
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As shown in Table 22, students in moderate and intensive treatment-group classrooms 

reported improved attitudes in their school compared to their comparison-group peers. 

Table 22: Trends in student attitudes toward school 

Survey Item Treatment Level 
Average Adjusted Mean 
Pre-test 

Adjusted Mean Post-test Change 
Over Time 

Comparison -•- 2.51 

Moderate -•- 2.59 
I am happy when I am 
at school 

Intensive -•- 2.59 

1

2

3

Year 1 Year 2 Year 3

 

Comparison -•- 2.59 

Moderate -•- 2.61 I like my school 

Intensive -•- 2.68 

1

2

3

Year 1 Year 2 Year 3

 
 
NOTE: Based on mean responses by students in both treatment-group and comparison classrooms on a 1-3 scale 
with 1=not at all, 2=a little and 3=a lot.  
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As shown in Table 23, the AIS program had a strong impact on intensive treatment-group 

students’ respect of their teacher and cooperation compared to their comparison-group and 

moderate treatment-group peers, as reported by their teachers. 

Table 23: Trends in teacher observations of classroom pro-social behaviors (K-5) 

Survey Item Treatment Level 
Mean change 
from pre-test to 
post-test 

Pre-test to post-test growth over time 

In general, my students… 

Comparison -•- 0.06 

Moderate -•- -0.08 
Are respectful of 
me 

Intensive -•- 0.31 

1
2

3
4

Pre Post Pre Post Pre Post

Year 1 Year 2 Year 3

 

Comparison -•- 0.26 

Moderate -•- -0.06 Are cooperative 

Intensive -•- 0.43 

1

2
3

4

Pre Post Pre Post Pre Post

Year 1 Year 2 Year 3

 

 
NOTE: Based on mean responses by teachers in both comparison- and treatment-group classrooms on a 1-4 
scale with 1=strongly disagree, 2=disagree, 3=somewhat agree and 4=strongly agree.  
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Institutionalizing the Arts in School Settings 

Comprehensive arts education 

A number of studies have found a strong connection between arts education and positive 

school environments or cultures and impacts on the greater community. Comprehensive 

education reforms which systematically integrate arts into education are found to change 

teaching and learning processes and also improve school relationships with parents and the 

greater community (Nelson). Associations have also been found between arts integration and 

teacher satisfaction (Burton et. al.). A few studies have found that integrated arts programs 

in the schools have increased parent participation (Siedel, Moskowitz). 

Institutionalizing the arts and arts education 

There are five dimensions of a strong model for program replication: Appropriate Assessment 

Development, Artist Development, Teacher Development, Curriculum Development, and 

Administrative Development. The Workshop works with these dimensions to engage and 

inform teaching artists, classroom teachers, school administration, other arts organizations 

working with at-risk youth and the broader public. It also links its programs to the structured 

standards already developed in California.  

The California Visual and Performing Arts (VAPA) Standards 

Grounded in developmental psychology, visual and performing arts standards often focus on 

task proficiency, while the Workshop's focus on thinking skills. For example, under artistic 

perception the eighth-grade California VAPA Dance Standards call for students to demonstrate 

a "capacity for centering/shifting body weight and tension/release in performing movement 

for artistic intent (California Department of Education, 2001)." The VAPA standards are 

prescriptive. In contrast, the Workshop's assessment criteria identify multiple sensory 

elements in approaching a problem and select between alternative choices. The Workshop 

would demonstrate this VAPA Standard in students by demonstrating multiple strategies for 

containing and releasing body weight and making selections of those that most effectively 

communicate the students’ intents.  
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Similarly, in the dimension of expression, the Workshop expects students to articulate sensory 

qualities through an arts medium and explore problem resolution in their work. The VAPA 

standards call for students to "create, memorize, and perform dance studies demonstrating 

technical expertise and artistic expression." The Workshop's criterion is open to a variety of 

ways in which a student can create meaning. The VAPA Standard is a clear, external tool for 

measurement. Since the Workshop's criteria offer the teacher more insight into factors that 

underlie artistic expression, they help the teacher determine the next step: how to develop 

the capacity of artistic expression in their students.  

The Workshop's criteria-based assessment does not pre-judge students’ learning in the arts. In 

contrast, the VAPA Standards have clear conceptions of what students should know and when 

they should know it. It is not until the 4th grade that the California VAPA Standards call for 

students to discuss how dance communicates a mood. Not until the 5th grade that students 

are expected to discuss how members of an audience are emotionally affected by a 

performance. Not until the 6th grade do students discuss how it feels to perform for an 

audience. Performing Arts Workshop's curriculum introduces all these aspects as early as pre-

kindergarten.  

Impact of the Artists-in-Schools program on arts institutionalization 

FINDINGS FROM TEACHER AND ARTIST FOCUS GROUPS, YEAR 3 

According to interviews and focus groups, incorporating arts into the classroom is particularly 

difficult largely due to limited time and resources, and seems to be getting more difficult 

each year. However, some grades have outside funding or programs that involve art and music 

but they usually are not provided by the school or the district. As the district puts emphasis 

almost entirely on math and language arts, teachers are not encouraged to spend any time on, 

and must contribute their own resources to any art-related activities. Many teachers do not 

feel weekly AIS sessions are enough to replace not only arts in the curriculum but also 

physical education and social studies. Artists expressed concern for the future of the program 

as funding ends this year. The artists felt essentially that “we’re doing something they [the 

students] should be doing everyday.” 
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FINDINGS FROM ARTISTS’ CASE NOTES, YEAR 3  

The progress of students and whole classrooms in artistic expression and accomplishment is 

greatly benefited by the involvement of teachers in the lessons themselves and in how much 

teachers incorporate the arts into their regular lesson plans. One artist observed “I can really 

feel the difference in the input of each child with such an involved and positively excited 

teacher”. 

FINDINGS FROM STUDENT, TEACHER AND ARTIST SURVEYS, YEAR 3 

As shown in Table 24, students in treatment-group classrooms had lower AMP scores than 

their comparison-group peers in most reports of encounters with art. Treatment-group 

students did however have higher AMP scores in reporting they had visited an art gallery or 

museum. The residuals are so small in comparison to the standard deviation that it is more 

likely that the residual is due to random variation than any programmatic effect. 

Table 24: Student (2-5) reports of encounters with art 
Survey Item Treatment Level Adjusted Mean Post-test Residual 

During this school year, have you…? 

Comparison 1.44  

Moderate 1.61 0.20 Visited an art gallery or museum 

Intensive 1.53 0.08 

Comparison 1.94  

Moderate 1.89 -0.04 Seen a play or musical 

Intensive 1.95 0.02 

Comparison 1.53**  

Moderate 1.60** -0.01 
Worked on a science/art fair 
project 

Intensive 1.38** -0.15 

Comparison 1.95  

Moderate 1.84 -0.13 Worked with an artist 

Intensive 1.89 -0.05 

Comparison 1.98*  

Moderate 1.83* -0.17 Met or talked to an artist 

Intensive 1.86* -0.10 
NOTE: Based on mean responses by students in comparison- and treatment-group classrooms on a 1-2 scale 
with 1=no and 2=yes. Green or light gray shading indicates positive effects, red or dark gray shading indicates 
negative or null effects. 
*denotes statistical significance at the 10% level 
**denotes statistical significance at the 5% level 
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As shown in Figure 13, teachers of treatment-group classrooms reported a much higher rate of 

use of Dance/Movement and Theater at the end of the program than at the beginning, while 

comparison-group teachers reported a decline in use of these arts activities in their classroom. 

Conversely, teachers participating in the AIS program reported decline in their use of music 

and creative writing, while comparison-group teachers reported a growth in these areas. 

Figure 13: Number of hours teachers use the arts in their classrooms 

About how many hours per week are the following arts activities used in your lesson 
plans? 
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NOTE: Based on mean responses by teachers in both comparison- and treatment-group classrooms on a 1-4 
scale with 1=I don’t use this, 2=less than one hour, 3=1-3 hours and 4=more than 3 hours. Columns indicate 
change in student response from pre-test to post-test; square dots indicate student post-test mean responses. 
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As shown in Figure 14, teachers of treatment-group classrooms reported that 

Dance/movement and Theater are used more often and that Music and Creative Writing 

activities are used less often in other classrooms at the end of the AIS program than at the 

beginning. Comparison-group teachers reported that the performing arts activities are offered 

more frequently or the same amount at the end of the AIS program. 

Figure 14: Hours per week that the arts are offered in other classrooms 

About how many hours per week do students at your school do the following activities in 
other classes at school? 
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NOTE: Based on mean responses by teachers in both comparison- and treatment-group classrooms on a 1-4 
scale with 1=this is not offered, 2=less than one hour, 3=1-3 hours and 4=more than 3 hours. Columns indicate 
change in student response from pre-test to post-test; square dots indicate student post-test mean responses. 
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Tracking the effects of the Artists-in-Schools program on arts 

institutionalization 

As shown in Table 25, the AIS program did not have a significant impact on student reports of 

encounters with art, except for in Year 2 of the AEMDD grant period. 

Table 25: Trends in student reports of encounters with art (2-5) 

Survey Item Treatment Level 
Average Adjusted Mean 
Post-test 

Adjusted Mean Post-test Change 
Over Time 

During this school year, have you…? 

Comparison -•- 1.75 

Moderate -•- 1.80 
Met or talked to an 
artist 

Intensive -•- 1.83 

1

1.5

2

Year 1 Year 2 Year 3

Comparison -•- 1.84 

Moderate -•- 1.80 Worked with an artist 

Intensive -•- 1.81 

1

1.5

2

Year 1 Year 2 Year 3

 
NOTE: Based on mean responses by students in both comparison- and treatment-group classrooms on a 1-2 scale 
with 1=no and 2=yes.  
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Conclusion 

Residency models are unique to other arts education models such as teacher specialist models 

or teacher training models. In a residency model, such as the Artists-in-Schools program, 

working artists who have training in teaching are brought into a school to provide structured 

lessons in the art forms they practice. Artists, as outsiders in the classroom, have ways of 

seeing and thinking about the world that are often not part of the typical curriculum. Their 

work is in the imaginative, kinesthetic, musical, aesthetic, visual and emotional terrains. 

Artists can be fiercely intellectual, but they are not interested in answers or solutions as 

much as they are interested in asking questions. They are invested in grey areas, in silences 

and ellipses, and in the places where standard language fails. The arts are an integral way of 

communicating to each other what is incommunicable in any other form. Art can inspire ideas 

and even be ideas. There is limited space in the standard curriculum in which students can 

develop an artistic sensibility, or where students who innately have that sensibility can really 

shine. This is a serious loss both for the students and for society as a whole.  

Recommendations for Performing Arts Workshop and other external 

arts education programs 

Increase the number of direct service hours per residency. The evaluation found that 

Artists-in-Schools residencies are not frequent enough to have a measurable impact on 

student academic performance, an area of great importance to educators, administrators and 

the Department of Education. This recommendation can be accomplished by making each 

residency period longer or by holding residency periods more than once per week. The latter 

suggestion was echoed by teachers and residency artists in focus groups. 

Develop planning session scripts for artists to follow during planning sessions. Teachers and 

artists reported that the initial planning sessions were useful only for figuring out logistics of 

the program. The planning session scripts should also include sections in which the artist 

discusses their teaching goals, their expectations of student and teacher participation, and a 

general timeline of their lesson plans throughout the school year. The artist should also ask 
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the teacher what their expectations are for classroom management roles and what some key 

topics are that the students will be learning about in the general curriculum. 

Develop mid- and post-residency scripts for meetings among artists and teachers at the mid-

point and the end of the school year. These scripts should include discussion of how well the 

artists’ teaching goals were met, how the performing arts enhanced the teaching goals of the 

regular curriculum, and how the classroom teachers can incorporate performing arts teaching 

methods in their regular curriculum.   

Help residency artists communicate or demonstrate the arts as a profession of creativity to 

their students. Many students who had participated in the Artists-in-Schools program did not 

report that they had met or worked with an artist on their post-test surveys. This 

recommendation could be accomplished through the development of standardized curriculum 

plans in which artists clearly discuss their profession to students during their first session. 

Recommendations for schools and school districts 

Share teaching goals with the resident artist. Most performing arts lesson plans can be easily 

adapted to relate to specific topics in language arts, literature, history and social studies.  

Support the Artists-in-Schools program more frequently or for longer timeframes. Teacher 

observations and survey data supports that the AIS program has stronger positive impacts the 

more students experience it. 

Recommendations for the Department of Education 

Consider including assessment criteria, as used by Performing Arts Workshop in VAPA or other 

arts education standards. Prescriptive standards, such as California’s VAPA standards, set a 

minimum bar of achievement in creativity, expression and artistic skill and underestimate the 

potential for a child’s learning in the arts.
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Attachment A: Data Collection Instruments 

The data collection instruments that were revised and used in Year 3 of the AEMDD grant 

evaluation are presented in the following pages. The data collection methodology and 

instruments for this evaluation were initially designed in Year 1. To create the instruments, 

the Improve Group reviewed surveys that had been used by Performing Arts Workshop for 

previous studies, consulted a design team and consulted teachers and administrators from the 

three schools initially participating in the AIS program. After a pilot test at the beginning of 

the 2003-04 school year (in Year 1), the instruments were refined to improve participant 

understanding of specific questions. In Years 2 and 3 the instruments were further refined to 

elicit more informative responses from participants. For descriptions of data collection 

instrument used in Years 1 and 2, please see the AIS First Year Annual Evaluation Report and 

the AIS Second Year Annual Evaluation Report available at www.performingartsworkshop.com. 

The data collection instruments used in Year 3 and presented here are: 

• Student (2-5) pre-test survey 

• Student (2-5) post-test survey 

• Teacher pre-test Survey 

• Teacher post-test survey 

• Artist survey 

• Teacher focus group protocol 

• Artist focus group protocol 

• Residency observation protocol 

• Case note protocol 

 

http://www.performingartsworkshop.com/
http://www.performingartsworkshop.com/
http://www.performingartsworkshop.com/
http://www.performingartsworkshop.com/
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Attachment B: Informed Consent Forms 

Beginning in Year 2 of the AEMDD grant period, Performing Arts Workshop and the 

evaluators were required to obtain IRB approval for the evaluation plan. In order to 

achieve this goal, the evaluators developed informed consent forms for artists, teachers 

and students who were participating in the evaluation. These consent forms were revised 

in Year 3 for clarity. The consent forms displayed here are: 

• Parental permission/student assent – comparison 

• Parental permission/student assent – treatment 

• Teacher assent – comparison, grades K-1 

• Teacher assent – comparison, grades 2-5 

• Teacher assent – treatment, grades K-1 

• Teacher assent – treatment, grades 2-5 

• Artist assent 
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