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FOREWORD

In 1996, the RSA (Royal Society for the encouragement of Arts,
Manufactures & Commerce) launched The Arts Matter
programme and lecture series. Its ruling hypothesis was that the
arts matter because they are about serious business, central to
civilised living, and not merely entertaining distractions to be
bolted on to the margins of our main concerns and actions.

Furthermore, they matter, individually and collectively, because
of what they are and what they do, which is to carry out a
sustained, detailed and varied exploration of human motivation
and behaviour every bit as important as the different, but
complementary, examination of the natural world carried out
through, and by, the sciences.

The lively and challenging debates set off by The Arts Matter
programme highlighted the urgent need to complement its
advocacy of the arts with a concerted, objective, and authoritative
enquiry into the effects of arts education in schools, and
particularly secondary schools.

As a result, in 1997, the RSA, through The Arts Matter
programme’s Steering Group, brought together a diverse group
of organisations which would be willing to co-fund this research
study commissioned from the National Foundation for
Educational Research (NFER). The sponsors were the Arts
Council of England and the Local Government Association,
together with Arts & Business (formerly ABSA), BT, the Calouste
Gulbenkian Foundation, the Comino Foundation, Crayola Ltd,
NFER, and Powys and Wigan LEAs.

The work was guided by The Arts Matter Steering Group, all of
whom acted as individual experts in their respective fields rather
than as representatives of the organisations for which they
worked. The sponsors and the members of the Steering Group
should be warmly thanked for supporting this most important
study.

The overarching messages from this extensive examination of
the effects of arts education are that the arts, well taught by
enthusiastic, specialist teachers, do generate a range of desirable
learning outcomes for pupils, for the school, employment and
the local community. In the case study schools used in the



research, pupils refer to some carry-over of leaming from arts to
other subjects.

However, in the research study’s larger, more generally
representative sample of schools, there is no evidence of learning
in the arts boosting general academic performance, nor of dance,
drama and music in particular having anything more than a very
limited impact on the generality of pupils. Yet, as with the case
study schools, where the arts are well taught and strong, their
impact on pupils is more marked, though different, across the
arts.

One finding raises especial concern. In many of the schools,
music seems particularly problematic, regarded by pupils as
increasingly exclusive and less engaging as they progress towards
key stage 4 and the GCSE.

The study’s findings are an important contribution to the debate
about the arts in education. They are detailed in the body of this
report, and, quite properly, they, and the research methodology
by which they were obtained, will be examined and discussed
by researchers, and play some part in shaping future enquiries.

But this is not, primarily, a report for researchers. It has important
messages for education and arts policy makers, and practitioners
in both fields. Itis an authoritatively objective voice, in a sphere
of interest and activity frequently driven by conviction and
passion, and ruled by anecdote, and that is to be welcomed and
celebrated. It is also, and excitingly, a report through which we
hear the voices and views of pupils, and not, as is so often the
case, the opinions of those who claim to speak for them. For
that reason, and much more, the full report deserves and demands
to be read by all interested in the arts and in education.

There are no easy solutions to the questions and problems
highlighted in this research report. However, it provides an
objective identification of what the issues are; an analysis of the
key factors shaping those issues; and some examples of ways in
which some teachers and schools are dealing with them
effectively. This report therefore offers a sound basis ot which
to continue the debate about why, and how, we should set out to
ensure a stimulating and worthwhile engagement with the arts
for all children during, and throughout, their statutory schooling.

Professor Eric Bolton CB
Chairman of The Arts Matter Steering Group
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THE STUDY AND ITS CONTEXT

PART ONE: INTRODUCTION 1

INTRODUCTION

1. THE STUDY AND ITS CONTEXT

1.1 BACKGROUND TO THE STUDY

A stock market analyst looking at the current state of arts education in
England and Wales would almost certainly conclude that bullish and
bearish forces are simultaneously affecting the sector. While there are
recent signs of upward factors that are helping create some buoyancy
in the broad area of young people’s engagement in the arts, there are
also downward factors that appear to be depressing the opportunities
for growth in the level, status and quality of proviston in arts education.

On the upside, the Department for Culture, Media and Sport (DCMS)
and its predecessor, the Department of National Heritage (DNH), have
sought to encourage young people’s involvement in the arts (GB.
DNH, 1996). More recently, the DCMS has highlighted the potential
contribution the arts could make towards combating social exclusion
(GB.DCMS, 1999). Various bodies supported by the DCMS have also
been active in promoting young people’s participation and education
in the arts. These include the Arts Council of England (ACE) — most
notably in its capacity as a lottery distributor and its New Audiences
programme, which, with £5 millien annual funding from DCMS, aims
to create new audiences for the arts amongst young people in particular
(ACE, 1998 and 1999)." Asrecently outlined in a joint letter from the

" See also Harland and Kinder (1999) for a review of initiatives by arts organisations aimed at
exiending young people’s access (o the arts and cultural venues.
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Secretaries of State at the DCMS and the Department for Education

1. H 1
— and Employment (DfEE) to Professor Ken Robinson (Chair of the

National Advisory Committee on Creative and Cultural Education
(NACCCE)), the ACE is also active in developing the educational
work of arts organisations and fostering partnerships between them
and schools:

All the cultural organisations funded by DCMS have educational
aims which they are required to deliver in return for subsidv. The
arts organisations that are funded through the Arts Council and the
Regional Arts Boards (RABs) are all required 1o develop educational
aims, in making use of the extra £125 million that we have provided
for the arts over the next three years. As a minimum, we are
ensuring that they will deliver an additional 200,000 education
sessions ... In addition to funding, the Arts Council is pursuing a
wide range of measures to support arts education and develop
better links between schools and arts organisations (GB. DCMS,
2000).

In addition, recent collaboration between ACE and the Qualifications
and Curriculum Authority (QCA) has provided a publication to ‘fielp
schools consolidate and build on their existing arts teaching and
learning’ and to ‘establish partnerships’ (QCA and ACE, 2000).
Initiatives such as artists-in-school residencies and projects continue
to flourish (e.g. Creative Arts Partnerships in Education in Leeds and
Manchester, London Education Arts Partnerships, Devon Artists into
Schools) and as a reflection of this, the amount of research into the
educational activities of artists and arts organisations is relatively
plentiful (e.g. Harland, 1990; Downing, 1996; Hogarth er al., 1997
Sharp and Dust, 1997, Oddie and Allen, 1998; Tambling and Harland,
1998; Turner, 1999).>

The DCMS has also been the major player in the establishment of the
National Foundation for Youth Music — a lottery-funded organisation
setup to address the lack of opportunity for young people to participate
in music outside school hours. In addition, the Department for
Education and Employment (DfEE) has launched the Music Standards
Fund to help protect local education authority (LEA) music services
and has started promoting educational partnerships between schools
and arts organisations (e.g. study support projects (GB. DfEE, 1998c)).
Ostensibly at least, the level of arts provision in a small number of
schools has been boosted through the opportunities to appty for
spectalist arts status (e.g. GB. DfEE, 1999)* and some Education Action
Zones contain additional courses in the arts (e.g. North East Sheffield
includes ‘the development of motivational arts programmes using
leading edge IT in music and the visual arts’ (GB. DIEE, 1998a)).

Though many of these stedies focus on processes rather than outcomes.
* In January 2000 (GB. DCMS, 2000} there were 49 schools with specialist status in the arts.
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The salient characteristics in these factors tend to be the leading role
purpertedly played by the DCMS (see Rogers, 1999), a focus on
agencties external to provision within schools, an emphasis on out-of-
school orextra-curricular developments, areliance on launching short-
term projects and initiatives, and a strong tendency towards policies
that extend selectivity and diversity between schools. The new
Artsmark Award (GB. DCMS, 2000) may be seen as a furtherillustration
of this latter tendency.

1,
INTRODUCTION

Many of the crucial downside factors are well documented in Rogers
(1995): diminishing LEA advisory services in the arts, concerns about
the employment of experienced and specialist arts teachers in schools,
and continuing problems in providing appropriate resources and
accommodation for the arts in school. In addition, the decline in the
arts content of initial training courses for primary teachers has caused
concern (Rogers, 1998). Existing fears about the limited time allocated
to the arts in the primary phase were increased in 1998, when the
Secretary of State for Education and Employment announced a
relaxation in the requirements for the primary school curriculum in
order to allow more time for primary schools to concentrate on literacy
and numeracy. Although primary schools were still required to teach
music, art and physical education (including dance), it was no longer
mandatory upon them to teach the existing detailed programmes of
study in these subjects. For some observers, the DfEE’s preoccupation
with meeting national targets for English and mathematics in 2002
risks undermining the implementation of a broad and balanced
curriculum. Moreover, while the requirements to teach the programmes
of study for art, music and dance at key stages | and 2 have been
reinstated from August 2000, there is, on the face of it, little in the
recent revisions to the National Curriculum to enhance the status of the
arts in the curriculom. Similarly, although task groups on both
creativity and the arts have been set up within QCA, it remains to be
seen whether the Government’s response (GB. DCMS, 2000) to the
NACCCE report (Robinson Report, 1999)* will lead to the
implementation of policies that match the wide-ranging vision and
recommendations set out in the report. Finally, in comparison to the
level of research and evaluation surrounding artists-in-schools projects
or out-of-school arts provision, there have been very few significant
and recent studies of arts education provision in primary and secondary
schools — Ross and Kamba (1997) being the only major exception.

Understandably, in the recent past, such factors have given rise to
concerns about the future place of the arts in the school curriculum.
Such anxieties are provoked still further by suspicions that these upside
and downside pressures, as we have described them here, are not

* It should be emphasised that the remit of the NACCCE report is much wider than our present
concern with arts education.
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entirely unrelated and coincidental. Fears about a kind of hydraulic
theory, whereby out-of-school activities are being pumped up in order
to push down within-school provision are fuelled by a succession of
hints from Government ministers (going back to Kenneth Baker) that
much of the arts curriculum could be met in extra-curricular time or out
of school altogether — implying a negative view of arts education as
hobby or leisure-time activity.

1.
INTRODUCTION

In response to such perceived threats to the arts in the curriculum,
various groups and organisations have been active in making the case
for the arts (Rogers, 1995; SHA 1995; RSA, 1997; Music Education
Council, 1998). Very often, their publications set out the benefits and
outcomes that the arts can achieve and attempt to marshal evidence to
support their ¢laims. In the absence of much research from the UK,
these advocacy publications often draw on studies from abroad,
especially in connection with the so-called ‘Mozart effect’ — the claim
that studying the arts (and music in particular) can have a beneficial
impact on the development of spatial and temporal reasoning — this
area being extended to impacts on general intelligence and general
academic attainment by popular press, and being referred to more
broadly as the ‘transfer effects’ of arts education. However, the
methodological designs and data for many of these studies have been
shown to warrant cautious interpretation (Sharp et al., 1998; Winner
and Hetland, forthcoming, 2000). Furthermore, while there is a
growing body of literature on the ‘transfer effects’ or ‘Mozart effects’
of arts education,” these have not been examined in the UK as part of
a wide-ranging analysis of the whole gamut of possible outcomes, or
in the context of a related inquiry into the structures and practices that
may produce such effects. Consequently, in view of the paucity of
rescarch conducted in this country, the contentious nature of some
overseas studies, along with questions about their cross-cultural
relevance, there is a critical shortage of rigorous and independent
empirical data with which to interrogate the claims made about the
effects of arts education. Asaresult of this, the absence in the literature
of comprehensive and empirically based frameworks for
conceptualising both the effects and the factors associated with effective
provision in the arts is particularly noticeable.

In order to help redress the shortage of such studies and thereby offer
the current debate about arts education in schools some much-needed
empirical evidence, the RSA (Royal Society for the encouragement of
Arts, Manufactures and Commerce) launched an independent research
project as part of its programme called *The Arts Marter’. The main
sponsors of the research were the Arts Council of England and the
Local Government Association, with additional funding provided by

¥ Useful reviews of this Hierature can be found in Sharp ef el {1998) and Winner and Hetland

(forthcorning, 2060).
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1.2

1.3

the Association for Business Sponsorship of the Arts, BT, the Calouste
Gulbenkian Foundation, the Comino Foundation, Crayola Ltd., the
National Foundation for Educational Research (NFER), and Powys
and Wigan LEAs. NFER was commissioned to conduct the research,
which was carried out between the spring of 1997 and the spring of
2000.

The project offered a unique opportunity to investigate both the effects
and effectiveness of arts education in secondary schools within the
same inquiry. This report presents and discusses its results.

AIMS OF THE STUDY

The project was designed to address four aims:

(i} to document and evidence the range of effects and outcomes
attributable to school-based arts education;

(i) to examine the relationship between these effects and the key
factors and processes associated with arts provision in schools;

(iii) to illuminate good practice in schools’ provision of high-quality
educational experiences in the arts; and

{(iv) tostudy the extent to which high levels of institutional involvement
in the arts correlate with the qualities known to be associated with
successful school improvement and school effectiveness.

RESEARCH METHODS

The evidence for the project was collected through four main
programmes of data collection:

* in-depth case studies of arts education in five secondary
schools (section 1.3.1);

* secondary data analysis of information compiled through
NFER's ‘Quantitative Analysis for Self-Evaluation’ (QUASE)
project (section 1.3.2);

* a Year 11 survey of pupils and schools, with related data
(section 1,3.3); and

* interviews with employers and employees (section 1.3.4).

Details of the evidence collected through each of these channels are set
out below. Although the information provided is important in so far as
it sets out the empirical basis of the study, the reader who is less
interested in methodological details may wish to skim the following
pages and proceed to section [ .4,
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1 1.3.1 The case studies

INTRODUCTION This part of the research involved case study fieldwork in five secondary
schools with reputations for good practices in the provision of arts
education. Following an initial period of gathering information on
possible schools, including consultations with advisers, inspectors and
others with local knowledge of the quality of their arts provision, five
schools in different LEAs agreed to participate in this longitudinal
element of the study. These five schools consisted of:

« an all-girls London inner-city school, with high proportions
of ethnic minorities and with high levels of socio-economic
deprivation;

« a small rural and bilingual school in Wales with strong
involvement in the local community;

« agrant-maintained school with city technology college status
in a fairly affluent shire catchment area in the south west of
England; and

* two urban schools — one in the north east of England and
another in the north west — serving mixed industrial
communities on the cutskirts of large conurbations.

The sample provided a variety of institutions and settings (e.g. urban
and rural schools, schools of different sizes, a range of contrasting
socio-economic contexts, and schools in LEAs renowned for their
strong support for the arts). Equally, within each institution, a range
of organisational structures for arts teaching (e.g. faculty versus
departments)® emerged, as well as some interesting variations in the
perceived strengths and public reputations of different artforms.

In the first year of the project (Phase 1, 1997), the research team spent
the equivalent of eight fieldwork days in each of the case study schools.
These days were used to:

» conduct interviews and have informal meetings with
headteachers, heads of department/faculty, arts teachers, and,
in some schools, LEA arts advisory staff and community arts
workers;

* interview eight Year 7 and eight Year 9 pupils in each school
(79 pupils in all);

» informally observe arts subjects being taught, followed by
short post-observation interviews with teachers and pupils;

= conduct short interviews with teachers of subjects other than
the arts; and

o

A departmental structure is based on individual artforms, while a faculty structure groups some or
all of the arts subjects. *12.5 Arts faculty or depantment factors® in Chapter 12 provides further
derail for the reader on this.
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* pilota Year 11 questionnaire with samples of Year 11 pupils
for use later in the project.

The Years 7 and 9 pupil samples were selected by asking teachers of
art, dance, drama and music to nominate pupils who were making good
progress in at least one of the artforms. This sampling strategy was
considered consistent with the emphasis in the case study element of
the project on investigating practices that were deemed to be effective.
In practice, however, it should be noted that pupils who were enthusiastic
and positive about one artform did not necessarily feel the same about
the others.

The staff sample was chosen in consultation with the headteacher ora
member of the senior management team. They defined what the ‘arts’
encompassed within their schools and recommended teacher
representatives of each of the included artforms, as well as appropriate
members of senior management (e.g. deputy heads with responsibility
for the curriculum or pastoral support). In all five schools, at least one
teacher or head of department for art, drama and music was interviewed
— very often two teachers of these subjects were interviewed. In three
schools, dance was included in the ‘arts’ domain and, hence, an
interview was held with the dance teacher. In the fourth school, dance
was not considered to be taught as part of the arts, though one of the
drama teachers interviewed taught some ‘dance-drama’ within drama;
the teacher who taught dance as a component of PE was interviewed
as one of the sample of teachers of non-arts subjects. Inthe fifth school,
dance was nottaught to any significant degree, though one of the drama
teachers reported teaching ‘some basic dance skills™ as part of mime in
drama. The heads of English were interviewed in the three schools
where the headteachers believed that the school’s implementation of
this subject shared affinities with arts-oriented subjects.

In all, 52 full and recorded Phase 1 interviews were conducted with 48
staff interviewees including arts teachers, heads of department, school
senior managers and LEA personne!l. Broken down, this sample
comprised two LEA arts advisers, five headteachers, nine deputies,
three members of staff in other senior positions, 17 heads of department
and 12 teachers of arts subjects. It can be seen that 17 of this sample
held senior management posts in schools, though seven of these had a
background in the teaching of the arts (including English).

During Phase 2 (1998), each of the five case study schools was visited
for a further five days. These days were used:

* tointerview the pupils in the two longitudinal cohorts (from
1997) as they approached the end of Years 8 and 10 (68 pupils
in all);

1.
INTRODUCTION
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+ to observe and video lessons in different arts subjects;
1

INTRODUCTION + tointerview the teachers and a small group of pupils involved
in the observed lessons; and

* tointerview a member of the senior management team about
school provision in the arts.

In Phase 3 (1999), the final fieldwork visits of four days to each of the
five case study schools were conducted.” These four days were used:

»  tointerview the pupils in the two longitudinal cohorts as they
approached the end of Years 9 and 11 (72 pupils in all);

»  to observe and video lessons in different arts subjects;

« tointerview the teachers and a small group of pupils invoived
in the observed lessons; and

» to interview senior personnel to draw together perceptions
central to the aims of the research, especially their views on
a possible correlation between institutional involvement in
the arts, and school improvement and effectiveness.

Across the three phases, atotal of 219 interviews (up to three per pupil)
were conducted with the two cohorts of pupils, half with the lower
cohort (Year 7 to Year 9) and half with the upper cohort (Year 9to Year
11)®. Ranging from 47 in one school to 42 in two other schools,
approximately the same numbers of cohort pupils were interviewed in
each school. The sample was heavily skewed in terms of gender:
interviews with boys (66) amounted to only 30 per cent of the sample.
This was partly due to the inclusion of an all-girls school as one of the
five case study schools, but also due to the fact that all the other schools
nominated more girls than boys as making good progress in at least one
artform, sometimes by as much as two to one. In addition to these one-
to-one interviews with the cohort pupils, a total of 53 pupils were
interviewed as part of the small group interviews conducted after the
observed lessons.

Supplementing the 52 interviews with staff carried out in the initial
visits, 12 additional staff interviews were completed in the final
fieldwork visits. A further 23 interviews were conducted as post-
observation interviews with the teachers concerned. In all, 28 lessons
were observed through video recording (art seven, music six, drama
six, dance five and English four).

T One of the case study schools could not accommodate the final two days of fieldwork in this

Phase, so only the pupil interviews were completed at this school.
It should be noted therefore that two groups of Year 9 pupils were interviewed.

®
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132 Secondary data analysis through QUASE

The NFER’s ‘Quantitative Analysis for Self-Evaluation’ (QUASE)
service provides information to schools about their own performance,
relative to what might be expected in the light of their pupils’ prior
attainment and their social context. The rich database of information
collected about the schools and their GCSE pupils enables investigators
to determine the relationships between GCSE results, other outcomes,
and a range of background variables at the levels of both pupils and
schools. For the purposes of this particular study, the investigation
focused on the possible effects of taking key stage 4 arts-related
courses on general performance in GCSE examinations.’

The three arts-related subject areas whose impact was studied were art,
drama and music. QUASE data from a total of 152 schools with up to
three cohorts of Year ] | pupils taking GCSEs between 1994 and 1996
was analysed; the total number of pupils in the sample involved in the
analysis was 27,607. The sample of schools included cases of all the
main types (e.g. coeducational, single-sex, inner city, rural, selective,
independent), and analyses of the QUASE schools showed that they
were broadly similar to the national distribution in terms of type of
school, type of LEA, region and GCSE performance (Schagen, 1995).

1.3.3 The Year 11 Survey

Aims of the survey

The prime purpose of this survey was to extend the analysis of the
proposition that studying or engaging in the arts has a positive effect
on general academic achievement in GCSEs, a particular example of
what has often been called the ‘Mozart effect’. In the first phase of the
study, this claim was investigated through analysis of the QUASE data
described above.'® Although that analysis had the advantages of a very
large sample of pupils and the opportunity to control for pupils’ prior
attainment, it lacked some important data, most notably pupils’ degree
of involvement in the arts outside of GCSE courses and the social class
classification of individual pupils. This and similar information could
only be collected through a specifically designed survey of Year 11
pupils, supplemented by data from schools on the pupils’ prior
attainment and GCSE results. Consequently, a survey of a sample of
Year 11 students in the 1998 school-leaving cohort was designed to
take place in the second phase of the project.

The interim report on the QUASE analysis (Harland er al., 1998)
suggested that the results might be telling us more about the kind of
pupils who take different GCSE arts subjects than indicating any

Further information can be found on NFER's QUASE service in Chapter 9 (section 9.2.1).
™ The results of the analysis of the QUASE data were first reperted in an interim repor (see Harland
eral., 1998}
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impact of studying arts-related subjects on general GCSE attainment.
This alternative interpretation raised important issues about the place
of the arts in the key stage 4 curriculum and schools’ option systems,
as well as the influences on students’ choices at the end of key stage 3,
including their perceptions of the relevance and status of arts subjects.
The Year 11 Survey offered an opportunity to explore these issues
further. To this end, the student questionnaire included items on the
reasons for choosing or not choosing arts courses at key stage 4 and on
parental support for, and/or interest in, the arts. Additionally, in order
to explore the possible causes for significant variations in the initial
resulis according to which schools the pupils attended, a school
questionnaire was added to the research design.

As well as researching the indirect or spin-off effects associated with
experiences in the arts, another key aim of the survey was to collect
evidence on pupils’ perceptions of the direct outcomes associated with
arts education at secondary school. The early qualitative inquiries in
the five case study schools had led to the identification and illustration
of several main types of perceived effect (Harland et al., 1998). The
Year 11 survey presented the opportunity to examine the extent to
which pupils in a random, larger and more representative sample of
schools would endorse the views on direct effects expressed by pupils
in the case study schools.

The questionnaires and data collection

Ideally, the Year 11 Survey sought to integrate five types of data:
«  Year 11 student questionnaires (see Appendix I);
»  school questionnaires (see Appendix II);
+  prior attainment from secondary school entry (Year 7);
»  key stage 3 national test results; and
¢ GCSE results.

The Year 11 student questionnaire asked pupils to indicate which
GCSE subjects they were taking, which were their favourite subjects,
their reasons for choosing or not choosing any arts subjects, the extent
to which they enjoyed any arts lessons, whether they would have liked
to have taken (other) arts subjects, their perceptions of the effects of
their arts education experiences in the secondary phase, their level of
extra-curricular involvement in the arts, and the extent of their parents’
support for the arts.

The school questionnaire included items on the organisation of the arts
within the school, the availability of specialist facilities, the time and
provision for the arts in key stage 4. and the availability of extra-
curricular activities and instrumental tuition in music.
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The participating schools were also asked to provide key stage 3 and
GCSE results, and, wherever possible, prior attainment test scores
completed at the point of transfer from primary to secondary school.
Researchers visited 18 of the 22 schools to administer the questionnaire.
All (attending) Year 11 students completed the questionnaire, with the
researcher providing students with verbal instructions and answering
any questions that arose during the period of questionnaire
administration. In the remaining four schools, logistical difficulties
meant that the questionnaires had to be administered by post to the full
cohort in each school.

Selecting the sample

An initial sample of 40 schools was drawn through the NFER Field
Research Services. Included in the sampling frame were all
comprehensive and grammar schools in England and Wales, including
grant-maintained (GM) schools and city technology colleges (CTCs).
The sample was run to ensure a range of GCSE results, as well as a
geographical spread (with some clustering to aid in fieldwork
practicalities). Schools involved in current or recently completed
NFER Northern Office projects (including the five case study schools)
were excluded from the sampling frame.

This initial sample of 40 schools was contacted via a letter to the
headteacher, but as responses were slow, a second sample of 18 (drawn
with the same criteria) was also contacted. In addition, follow-up
phone calls were made to schools who had not responded to the initial
letter. Schools agreeing to participate were offered ‘value-added’
feedback on current Year 11 students, and copies of any reports
discussing the results of the research. Headteachers were asked to
complete a pro forma indicating their interest in participating, and were
also asked for details of prior attainment data available for the Year 11
cohort. Participating schools were then contacted and arrangements
made foraresearcher to visit the school to administer the questionnaire.

The outcome of this process was that 18 schools agreed to participate
in the project; many others were interested in the research, but were
unable to participate due to time or other commitments. Questionnaires
were completed by pupils present at the time of the administration,
though (some occasionally high) rates of absence meant that the
sample size was smaller than expected. At this stage, therefore, it was
considered that the involvement of additional schools was necessary to
increase the size of the pupil sample. Four further schools were
contacted, and as pupils were about to stand down for GCSE, it was
agreed that pupils would complete the questionnaire in their own time,
and questionnaires would be posted to us. Unfortunately, low response
rates from these schools were experienced (between one-fifth and one-
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third of the pupil cohort). However, intotal, 2,269 questionnaires were
completed from the 22 schools. All schools also completed the school
questionnaire.

Following the questionnaire administration phase, schools were
contacted and asked to provide GCSE results, key stage 3 test results
and any prior attainment data from intake. A number of difficulties
arose in collecting and processing data fromschools; in particular, data
was slow to be returned, and fewer schools than anticipated were able
to provide us with prior attainment data in a form able to be used in
analyses. Thus, the quantity and quality of information that the schools
were able to provide was less than we were led to believe at the outset.
Intake data (from Year 7 or 8) was available from ten schools. Thus,
just over half the schools were unable to provide us with test data that
was able to be included in the multilevel modelling analyses. Key stage
3 data was available from 21 schools, with GCSE results available
from all 22 schools.

The characteristics and contexts of the 22 schools are described below.
Given the self-selected element of the questionnaire administration, it
would seem likely that the sample would contain more arts-oriented
schools than schools without strengths in the arts. However, the
sample demonstrated some key indicators of representativeness, with
arange of school types and contexts, and similar rates of pupils taking
arts subjects to national figures.

The school sample

All but two of the schools were comprehensive (20 out of 22). The
sample contained four schools with grant-maintained status, one of
which was a grammar school. It also included three all-girls schools
and one all-boys school. As indicated by the number of pupils on roll,
the size of the schools varied from 320 in one to 1,938 in another. The
percentage of pupils eligible for free school meals ranged from 1.4 per
cent in one school to 79.4 per cent in another.

Of the 22 schools, 18 per cent were in rural areas; 27 per cent were
located in small/medium towns; only nine per cent (two schools) were
suburban; 23 per cent were in urban areas and the same percentage
were inner city schools.

Regarding the institutional organisation of arts subjects, about two-
thirds (64 per cent) of the schools had a purely departmental structure,
while approximately one-third (36 percent) adopted a faculty structure.
Further analysis revealed that in half of the full sample of schools, all
the arts subjects constituted individual departments. Of those schools
with a faculty structure, half grouped all the arts subjects in one faculty,
and half had arts subjects in more than one faculty.
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Only one of the 22 schools did not mention any specialist arts facilities
when asked to do so. Whilst 96 per cent of schools mentioned having
specialist music rooms (with 59 per cent having music practice rooms,
two out of 22 having a recording stadio, and three out of 22 having IT
facilities), only four (18 per cent) of the 22 schools mentioned having
specialist drama rooms (though 41 per cent said that they had drama
space as in studio or performing space). In addition, three of the 22
schools listed adance studio; two cited darkrooms and three mentioned
pottery rooms.

1
INTRODUCTION

Table 1.1 shows the percentages of schools offering the Year 11
sample different arts subjects at key stages 3 and 4. At key stage 4,
fewer than a quarter of the schools provided dance and a third did not
offer drama as a separate subject. In at least one school, music at key
stage 4 was taught as part of an expressive arts option rather than as a
separate subject. ‘Other arts’ included references to dance as part of
PE, drama as part of English, textiles and media studies.

Table 1.1  Percentages of schools offering the Year 11 cohort different arts subjects

at key stages 3 and 4

s Qe T RS
Key stage 3 Key stage 4 a%
%o N % N
S b o i P —— ,.,Mﬁ,:ﬂ;,.-_.%
. An ) 20 100 2
Music - 100 22 91 20 G
§  Drama 64 14 68 5
| Dance 32 7 23
w Expressive arts 5 1 - 9

Other arts 3 14

g S i e R R S IR

N =22 schools
Source: NFER 'The Effects and Effectiveness of Arts Education’ Year Il Survey school
questionnaire

Most importantly, 86 per cent of the schools (R=19) reported that it was
not compulsory for pupils to take at least one arts subject at key stage
4; hence, only three of the 22 schools required pupils to study an arts
subject at this stage.

Approximately two-thirds of the schools (64 per cent) described option
systems for key stage 4 that gave pupils access to a maximum of two
arts subjects. However, five of the 22 schools limited their pupils’
access to one art subject. Two schools offered pupils the opportunity
to take more than two arts subjects.

Schools were asked to indicate how much teaching time per week was
allocated to arts subjects. It appeared that within schools the same

13



1.
INTRODUCTION

ARTS EDUCATION IN SECONDARY SCHOOLS

14

amount of teaching time was devoted to the different arts subjects.
Similarly, there were few significant changes in teaching time for the
arts from Year 10 to Year 11. However, there were appreciable
variations in the amount of teaching time for the arts from school to
school. For example, in Year 10 at four schools, pupils experienced
two hours or less per arts subject per week, whilst at three schools,
pupils received two hours 45 minutes to three hours. Most typically,
pupils received two hours 20-25 minutes (seven schools). As mentioned
above, a similar range existed for Year 11.

The item exploring the occurrence of extra-curricular provision in the
arts showed that at key stage 3 most of the schools had a choir or other
singing group (86 per cent) and likewise, an instrumental group (82 per
cent). Drama clubs were nearly as common, provided by 77 per cent
of this sample. In addition, nearly all schools (91 per cent) put on
productions in the form of plays or musicals. Extra-curricularactivities
appeared less often for art and dance, with 64 per cent of the schools
providing a dance club or group and 59 per cent an art club or group.
Only three out of the 22 schools provided creative writing groups,
though eight schools did provide some other form of extra-curricular
arts activity (e.g. worship band, textile groups, one-off projects and
residencies). Provision at key stage 4 was very similar, though two
schools no longer provided choir and singing groups and likewise two
schools no longer had instrumental groups.

Finally, virtually all the schools provided instrumental tuition in
music, predominantly through peripatetic services (cited by two-thirds
of the schools). In two schools, pupils had to pay for their lessons.

The pupil sample
From across the 22 schools, the Year 11 student questionnaire was

completed by 2,269 pupils. Of these, 2,022 pupils had both GCSE data
and completed questionnaires available.

Reflecting the inclusion of three all-girls schools compared to one all-
boys school, the sample of 2,269 pupils was slightly biased towards
girls. Over half of the sample were female (56 per cent), with 44 per
cent male.

With regard to ethnic origin, 86 per cent of the sample were white, with
the remaining 14 per cent of non-whites including pupiis of Black-
African ethnicity (two per cent of the whole sample), Pakistam (two
per cent), Black-Caribbean (two per cent), Indian (one per cent),
Bangladeshi{one percent), mixed race (one percent), Chinese (one per
cent), Black-other (one per cent), and a further two per cent of other
ethnic origins.
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Using the higher of fathers” or mothers’ social class ranking (based on
pupils’ descriptions of their parents’ occupations}, 51 per cent of the
sample were from Social Class groups I and II (i.e. managerial or
professional backgrounds); 18 per cent were from Social Class ITINM
(i.e. skilled non-manual backgrounds); 19 per cent were from Social
Class III M (i.e. skilled manual backgrounds); eight per cent were from
Social Class IV and V (i.e. semt- and unskilled backgrounds); and three
per cent were unclassifiable.

Thus, allowing for the slight bias towards girls and the tendency for the
use of the higher of parents’ occupational rankings to inflate social
class gradings, the sample was broadly representative in terms of
gender, ethnicity and social class. Furthermore, it was drawn from a
random sample of schools, which contained a valuable mixture of
schools of different types, sizes and socio-economtic contexts, as well
as different approaches to the organisation and teaching of the arts.
These points should be bome in mind when considering the results
presented later.

1.34 Interviews with employers and employees

The final data collection element of the study involved interviewing
employers and employees on the relationship between arts education
and the world of work. In all, 20 companies throughout England were
visited. They comprised three banks/building societies, two advertising
agencies, a city council, a large firm of accountants and management
consultants, an insurance firm, arecruitment agency, computer software
developers, a supermarket chain, a large confectionery manufacturer,
aprecision engineering manufacturer, a high street clothes retail chain,
a biotech company, a local newspaper, a firm of surveyors, a theatre,
a museun and an arts centre. Typically, each visit included an
interview with a director or human resources/personnel manager and
interviews with employees under the age of 25. Intotal, 65 interviews
were carried out.

SOME KEY TERMS

Before moving on, it may be helpful to define how we have interpreted
and used certain key terms in the study.

141 ‘The arts’

Wherever possible, we have encouraged the participants in the research,
particularly in the case study schools, to offer us their interpretations
of ‘the arts’. When, for example, initial contacts were made with
advisers and other informed observers in order to seek theirnominations

15
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of schools with good-quality provision in ‘the arts’, their views on what
this term embraced in practice influenced the selection of the schools.
From this perspective, the dominant view was that the arts as practised
in secondary schools included art, music, drama and occasionally
dance. The expressive and creative dimensions to English were not
cited at this stage, neither were video or media education.

In a similar way, senior managers in the schools were also asked to
describe what subjects were incorporated under the umbrellaterm ‘the
arts’ in their school. Again, whereas art, music and drama were
mentioned in all the schools, three also included dance within the arts
and three suggested elements of English — though the teaching of the
latter was seldom organised in connection with, or as part of, an *arts’
programme.

In the light of these interpretations, all of the study’s data collection
methods have embraced art, music, drama and dance, and wherever
possible, the creative and expressive aspects of English (e.g. “literature,
novels and plays’ in the questionnaire for the Year 11 Survey) within
‘the arts’. However, the longitudinal interviews with pupils on the
perceived effects of their arts courses did not focus on English. This
was partly due totime constraints, but also to the difficulties experienced
in disentangling the creative and expressive elements of English from
its more transactional aspects. It was also difficult to collect many
accounts of dance from pupils since few of them experienced this
artform on a regular and sustained basis.

14.2 ‘Effects’

When analysing teachers’ perceptions of ‘effects’, the research team
identified all their references to the effects, desirable outcemes and
achievable aims associated with arts subjects. For the sake of brevity
throughout the report, these terms are denoted through the
interchangeable use of ‘effects’ and ‘outcomes’. Given that teachers,
as providers of arts education, could be said to have anatural and vested
interest in accentuating the positive benefits to be gained through
involvemnent in the arts, their perceptions of the outcomes of arts
education have been treated as ‘claims’ that require empirical
verification. Given this, it made sense to include statements about
achievable aims alongside references to actual outcomes. Although
this approach — namely, turning teachers’ perceptions of effects into
hypotheses —has the disadvantage of underestimating the significance
of a majority of teachers independently citing similar arts-related
outcomes, it offers the crucial advantage of encouraging the search for
valid and rigorous evidence to corroborate or refute teachers’ accounts.
In short, the approach provides the research with a response to the
sceptical reaction of ‘Well, teachers would say that, wouldn't they?’.
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Pupils’ perceptions of ‘effects’ were elicited through more direct and
focused questioning about outcomes. Examples of the questions put
to them included: What have you got out of studying...? (Year 11
questionnaire), What do you think you have learnt in...?, What have
been the effects on you of doing...?, What do you think might be some
of the effects in the future? The last three examples are taken from the
schedules used in the longitudinal cohort interviews.

The effects of arts education, then, given in this report, are the
outcomes of arts lessons that pupils and teachers have identified as
being associated with any effect on themselves, or others,

1.4.3 ‘Effectiveness’

The Oxford dictionary of current English defines ‘effective’ as an
adjective meaning: ‘producing the intended result’. While the research
certainly incorporates analyses of intended effects, it is clear that this
definition does not give a broad enough understanding of effectiveness
for these circumstances. For example, many of the effects of arts
education identified in the following chapters were not necessarily
intended as a primary outcome, but were a secondary by-product of the
educational practices at work in the classroom. Consequently, for our
purposes, ‘effective’ practice is taken to mean provision that results in
the unintended, as well as intended, outcomes described in Part Two.

In order to appreciate the approach taken by the research, it is crucial
to draw a conceptual and key methodological distinction between
‘effective’ practice and such terms as ‘good’ or ‘best” practice. For us,
terms like ‘good’ or ‘best’ practice take the definition one stage further
by implying relative values assigned to the various observed outcomes
and effects. According to this perspective, statements about ‘good
practice’, for example, would not only include assertions about the
efficacy of certain teaching methods, but would also offer implicit or
explicit valuations of the relative desirability of outcomes. Inrecognition
of the enormous, if not insurmountable, epistemological complexity of
providing empirical justifications to the valuing of outcomes, this
research does not seek to make judgements about the relative desirability
of different effects or outcomes of arts education. Instead, it attempts
to examine effective practice without attributing value judgements to
the menits of the observed outcomes.

By way of an illustration, take two contrasting ways of teaching drama:
one emphasises stagecraft skills; the other focuses on social and moral
1ssues. In adopting our approach to ‘effectiveness’, the research would
consider the different intended and unintended outcomes achieved by
the two different views of drama. Emphatically, it would not attempt
to judge whether the outcomes of one, say the stagecraft model, were
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more valuable or important than those of the other, in this case, the
social issues version of drama. To make such a judgement, a view of
‘good practice’ in drama would need to be assumed.

However, it should be recognised that, while less ambaitious than
researching ‘good practice’, empirical studies of effective practice are
still bedevilled by several serious methodological problems. The
difficulties associated with establishing causality and the challenges
inherent in moving beyond perceptual data are but two such problems.

Another difficulty encountered in this study has been caused by the
lack of suitable instruments to assess baseline achievements in the
learning outcomes associated with arts education. For the most part,
this has rendered it impossible to consider effective practice from a
‘value-added’ standpoint. Such an interpretation of effective practice,
for example, is preferred by Wyatt (1996), who cites the definition
used by the Organisation for Economic Cooperation and Development
in an international study of the quality of education: *‘An effective
school is one that promotes the progress of its students ina broad range
of intellectual, social and emotional autcomes, taking into account the
socio-economic status, family background and prior learning.’

This definition not only considers the effects and outcomes of education
in determining its effectiveness, it also makes allowances for the
starting points of the pupils. Measuring the ‘distance travelled’ by the
pupils between the initial starting point and the end of educational
intervention is one way in which attempts have been made to quantify
effectiveness in education. This method aims te determine what the
educational provision has developed in terms of pupil achievement,
over and above what the pupils were expected to achieve without the
intervention. This measure has been termed the ‘value-added’
dimension of education, and allows comparison of the achievements of
pupils starting from different initial levels of prior attainment.

However, owing to the absence of developed instruments for measuring
outcomes in arts education, this research has not sought to gauge
additionality nor to quantify effectiveness. Rather, its aim is toidentify
the range of factors which interviewees perceived to be important and
which appeared through the observational data to be related to accounts
of outcomes. As a consequence of this approach, it is readily
acknowledged that this form of analysis cannot take account of the
extentto which the efficacy of different teachers’ practices is influenced
by pupils’ specific prior attainment in the arts.

Nevertheless, and as we shall see in the chapters within Part Three,
interviewees did comment on the general significance of pupils’ prior
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attainment as part of their perceptions of what constituted the key
factors and processes that engender effects and outcomes considered
to be beneficial or desirable.

1.
INTRODUCTION

The effectiveness of arts education, then, is reported in terms of the
range of factors, perceived and observed, to be important to achieving
the outcomes and effects of arts education.

1.5 STRUCTURE OF THE REPORT

The report is divided into four parts. An overview of the structure and
the main content of the chapters within these four parts is set out below.
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PART TWO: WHAT ARE THE EFFECTS OF ARTS EDUCATION?

{ashads

Chapter . Outline of coments

2 | AModel of Arts Education Outcomes: presents an overall
. model of the outcomes associated with arts education in
. secondary schools. This chapter introduces each of the
¢ main types of outcome that are described in more detail in
. the chapters that make up the rest of Part Two. The various
- effects on pupils are depicted in Chapters 3-9, while the
~ effects on schools, communities and the arts are portrayed
* in Chapter 10. The concluding chapter in this Part (Chapter
11)offers an overarching and comparative discussion of the
different effects set out in the model.

3 . Intrinsic and Immediate Effects: Forms of Enjoyment
. and Therapy: explores what are for many pupils the most
immediate effects of engaging in the arts, namely, a sense ©
- of enjoyment, excitement, fulfilment, stress reduction and

. therapeutic value.
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: 4 - Artform Knowledge and Skills: examines the directeffects
. on the artistic development of the learner in terms of
- enhanced knowledge, understanding, appreciation and skills
. in different artforms, and, perhaps in the arts as a whole.
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5.

Knowledge inthe Social and Cultural Domains: discusses

" the outcomes relating to the broadening of pupil perspectives
. on cultural traditions and diversity, environmental contexts
* and surroundings, and social and moral issues.

* Creativity and Thinking Skills: portrays the effects on the

" development of cognitive processes such as creativity, the
imagination, thinking skills and problem-solving strategies

. Communication and Expressive Skills: explores outcomes

" associated with the enrichments of interactive

communication skills, language competency, interpretative

. andactive listening skills, and the capacity to use expressive
. skills to make statements about themselves and their worlds.

- Personal and Social Development: documents the accounts

. of outcomes relating to the growth in intra- and interpersonal
. awareness and skills, including the sense of self andidentity,
~ self-esteem, self-confidence, teamwork skills, awareness
- of others, and rounded and balanced personalities.

Extrinsic Transfer Effects: examines the evidence on the

~ claims that the effects of arts-related courses transfer to
~ different contexts, in particular that they have a beneficial
~ impact on learning and attainment in other areas of the

10

curriculum, but also that they transfer to the world of work
and influence young people’s engagement in cultural

! activities in thelr ICISUI'C time,

Other Effects on the School, the Community and the
Arts: describes the perceptions that, in addition to the
effects on pupils, arts education in secondary schools also
impacts upon parents and the community, the arts
themselves, and the ethos and culture of the school — with

| regard to the latter, it also explores the view that a school

. that has high levels and quality of provision in the arts is
- more likely to have a strong track record in school
1mprovernem and effectiveness.

| Arts Effects: Overall Perspectlves presents the fmdmgs

- on effects from the Year 11 Survey and draws together the
- results presented in the earlier chapters by comparing the
- weight of evidence attached to the main outcomes and by
. considering how the different effects may relate to each
- other (e.g. how advances in technical skills — deptcted in

Chapter 4 — interface with developments in creativity and

. expressive skills — Chapters 6 and 7 respectively).
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12 ' Perceptlons of Effective Practlces in Arts Educatlon
analyses pupils’, teachers’ and employers’ general
perceptions of the factors and processes associated with
effective provision of arts education in secondary schools,
including factors at the levels of beyond school, whole
school, departments, teachers, curriculum and pupils.

13 - Effective Practicesin Context: extends the analysis offered
~in the previous chapter by portraying some vignettes of
- specific provision and examining the outcomes associated
. withexamples, thereby illustrating how different approaches
" to the same arts subject lead to different patterns of effects.
14 Effectiveness: a Wider Picture: uses the responses from
~ the 22 schools involved in the Year 11 Survey to broaden
the discussion beyond the five case study schools and
explores the factors that appear to influence the take-up of

arts courses at key stage 4.

15  ArtsEffectiveness: OverallPerspectlves offersasynthems
. of the findings relating to the factors and processes
- characteristic of effective arts provision by collating the
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PART TWO: WHAT ARE THE
EFFECTS OF ARTS EDUCATION?

EHATARE 2. A MODEL OF ARTS EDUCATION OUTCOMES

THE EFFECTS
OF

ARTS
EQUCATION?

2.1 INTRODUCTION

This part of the report addresses the first, and probably most important,
aim of the study, namely to document and evidence the range of effects
and outcomes attributable to school-based arts education. It also
considers the fourth aim on the extent to which high levels of institutional
involvement in the arts correlate with the qualities known to be
associated with successful school improvement and schooleffectiveness
(see Chapter 10).

The main source of evidence for this exploration of arts-related effects
has been drawn from the case study schools, in particular from the
longitudinal interviews with the cohort pupils and from their teachers
and school managers. The interviews with employers and employees
also provided material for these chapters. Additionally, Chapter 11
draws on the findings from the Year 11 Survey and Chapter 9 presents
some results of the analyses of the QUASE data, the Year 11 Survey
and the employer/employee interviews.

In the interim report (Harland er al., 1998), we offered a provisional
and tentative typology of the possible effects of school-based arts
education, as seen by teachers and heads of department of arts-oriented
subjects, and members of senior management. The typology was
constructed by carefully trawling through the 52 staff interviews in the
five case study schools and recording all references to claims about the
effects, desirable outcomes and achievable aims associated with arts
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subjects. For the final report, the provisional typology has been
developed and revised in the light of pupils’ accounts of the learning
outcomes to accrue from their experiences of arts-related provision.
Streamlined to better convey its fundamental features, this new mode]
is described and ilfustrated in the following chapters.

As in the interim report, it is important to stress that all the categories
in the model were created on the basis of what was found in the
interview transcripts — that is to say, a bottorn-up or empirically
grounded approach to the framing of the categories was used. Most
certainly, they were not constructed in any a priori manner whereby
the constructs are established in advance by the researchers and laid on
the data like a template, either at the interview stage or in the analysis.
It was the case, however, that many of the categories used to construct
the earlier typology of effects as perceived by teachers (see the interim
report) were then used with some modifications to classify the pupils’
accounts of effects — through such a process, the model presented here
represents an amalgamation of teacher and pupil perspectives.

When considering the model, it 1s also important to bear in mind that
each of the presented categories represents an ideal type that has been
somewhat artificially singled out as a discrete entity. This has been
done in order to assist analyses and inform discussions about policies
and practices in the teaching of the arts. These advantages, however,
are only achieved through a process of fragmentation that inevitably
sacrifices a sense of the holistic nature of an individual’s experiences
in the arts. Consequently, in later analyses, it will be necessary to
inquire how these categories relate to one another, when looked at from
the perspective of individual experiences and biographies. Forexample,
it will be interesting to explore whether arts experiences in their
entirety are greater than the sum of the individual parts or categories
described in the model below. For present purposes, suffice it to
acknowledge that, inreality, several of the categories often overlapped
with each other and that many of the references identified in the
interview material contained allusions to more than one category.

AN OVERVIEW OF THE MODEL

Two broad types of outcome were identified: effects on pupils and
effects on others. The former accounted for the vast majority of
outcomes nominated and described by all interviewees.

The effects on pupils comprised seven main sets of outcomes: (1)
intrinsic and immediate effects; (ii) arts knowledge and skills; (1ii)
knowledge in the social and cultural domains; (iv) creativity and
thinking skills; {(v) communication and expressive skills; (vi) personal
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and social development and (vii) extrinsic transfer effects. Each of
these seven sets of outcome contained further subcategories and these
are described in Chapters 3-9.

The effects on others broad type of cutcome included three main sets
of outcome: (i) on the school (i1) on the community and (iii} art itself
as an outcome. These are discussed in Chapter 10. Thus, in total, ten
main sets of outcomes are discussed in this report.

A diagrammatic outline of the model is set out in Figure 2.1 opposite.
The arrows in the diagram indicate the main directions or flows of
influence. The arrow from ‘Effects on Pupils’ to ‘Effects on Others’
is intended to indicate that the majority of the latter effects were
mediated through pupil involvement in the arts. Thus, for the most
part, they constitute interpersonal second-order or knock-on effects of
pupil’s engagement in arts education rather than any direct non-pupil-
related effects of arts provision.

Asillustrated in the diagram, the effects on pupils are presented in such
a way as to signify a progression from the most immediate and direct
outcome categories (i.e. ‘intrinsic enjoyment’ and ‘arts knowledge and
skilis’) through categories that entail a slight degree of transferability
(i.e. ‘knowledge of the social and cultural domains’, ‘creativity and
thinking skills’ and *communication and expressive skills’ ) to categories
that represent a significant element of transferability (i.e. ‘personal and
social development’ and ‘extrinsic transfer effects’, e.g. to other areas
of the curriculum, leisure activities and employment). In many
respects, the latter two categories may be considered as intrapersonal
second-order or knock-on effects of the top five, with ‘personal and
social development’ outcomes feeding into the ‘extrinsic transfer’
effects.

In suggesting a notion of progression from intrinsic to extrinsic
outcomes —or fromdirect to indirect outcomes — it should be emphasised
that there is no suggestion here that pupils advance in some mechanistic
or linear manner through these levels over the course of their
secondary schooling and beyond. Inreality, the evidence suggests
that learning proceeds as a result of a complex series of cyclical
interactions between the various categories depending on the type
of provision experienced. In diagrammatic terms, these interactions
couldbe drawn to show influences *working back up’ the model as well
as those progressing ‘down’ it. However, before any further discussion
of the model as a whole, each of the seven sets of outcomes associated
with effects on pupils are described in the following chapters (Chapters
3-9).



A MODEL OF ARTS EDUCATION OUTCOMES

A model of arts education outcomes

Figure 2.1
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INTRODUCTION

This chapter explores what to many are the most immediate or obvious
effects of engaging in the arts: personal enjoyment, fulfilment or an
increased sense of well-being. Crucial to pupils’ future motivaticen in
the arts, these intrinsic effects can be subdivided into personal enjoyment
outcomes and therapeutic outcomes.

The first subcategory of this chapter considers the enjoyment outcome,
including the sense of excitement, fulfilment, fun and the adrenaline
rush or ‘buzz’ which can come from involvement in the arts (Harland
and Kinder, 1995). The second subcategory covers perceived outcomes
connected with the arts offering a therapeutic effect, release of tension,
aform of escapismor having acalming influence on pupils’ personality.

Accounts by teachers and pupils are considered for each subcategory,
and, where appropriate, the comments of employers and employees.

THE ENJOYMENT OUTCOME

This subcategory deals with testimonies made about enjoyment as an
outcome of participation in the arts. This was a prevalent theme for
both teachers and pupils, with a great number of comments about the
arts giving rise toenjoyment, happiness, a sense of satisfaction and fun.
Some of their more general comments are presented in section 3.2.1
below. Pupils however, made many more comments about their
enjoyment of their arts education experience, and these are detailed by
artforminsection 3.2.2, and according to different stances onenjoyment,
such as fun and happiness, in sections 3.2.3-3.2.6.
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3.21 Enjoyment from the arts in general

Teacher Perspectives

Numerous responses from teachers across the arts focused on
‘enfoyment’, ‘fun’ and the adrenaline rush or ‘buzz’ that can come from
involvement in the arts. Some teachers talked about a deeper sense of
enrichment here, describing how pupils gain an extra dimension
through their involvement in the arts, often providing a deep sense of
satisfaction and fulfilment:

. another dimension to rheir lives, which isn’t just a factual,

mechanical dimension. [t is something that is a life inside their
head; it’s an imaginative life, a creative life that it gives them
(drama teacher),
So that at the end of a praduction, they are crying, a 1 7-year-old lad
is crying, because something he knows is wonderful in his life, a
major part in a school production, has ended on the Saturday night.
Now, that sort of effect on someone has got to be life-changing and
that is an outcome that [ would want (headteacher).

There was also a recognition by teachers of their own enjoyment and
love for the arts that manifests itself in their teaching. One music
teacher used the pronoun ‘we’ when describing the enjoyment that
comes from creating music: ‘We have a wonderful time; it is ever such
fun making ... creating this music ...’

One head of music cited enjoyment as an important part of the school’s
inclusive attitude to the arts: “... as [ said, it’s an arts for all policy; it's
Just basically “Get involved and enjoy it” and get out what you can get
out of it.’

This category links closely to section three of Chapter 8 on personal
development (8.3 ‘Enhanced self-worth and self-esteem’), in the sense
that teachers suggested that it was often the fact that pupils could be
more successful in the arts than they were in other subjects that
precipitated the experience of enjoyment, that is, a sense of achievement
is part of the enjoyment factor. Enjoyment was also identified as the
common element for children of different abilities in the arts:

A child who is Grade 8 Distinction violin in Year 8, he's going to
get so many more different things out of the classroom lesson than
somebody who may be level 5 statement, but at the end of the day
they should be both enjoying it (head of music).
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Pupil Perspectives

The sheer enjoyment of the arts was an outcome regularly cited by
pupils. Indeed, this was the most frequently mentioned effect of arts
education by the whole sample of pupils. In total, 285 responses
referred to this effect, made by 80 pupils (some pupils made more than
one comment in a particular interview and/or reiterated their view in
more than one year). Several pupils specifically mentioned the
element of fun and the adrenaline rush or *buzz’ that can come from
involvement in the arts.

When asked what they thought learning in the arts was for, many
pupils, particularly those in Years 7 and 8, stated enjoyment, but
offered noreal explanation of theiranswer: ‘they're always enjoyable’,
‘I don’t know, I just enjoy it’. Some older pupils were able to clarify
theirenjoyment of the arts in school, in a few cases perceiving the basis
forenjoyment of arts subjects as different to the experiences offered by
other school subjects:

We always look forward to doing art, music and drama because we
like it better than doing English and maths and science. We look
forward to doing something else to writing (Year 9).

Hinting that for some pupils the arts were not construed as ‘work’, one
pupil said: ‘It gives you more enjoyment {because in] all the other
lessons, it's just solid work” (Year 9).

The perceived absence of a categorically right or wrong answer in the
arts subjects appeared to add to enjoyment:

To me there's loads of different points of art, like there's the
performing arts, the creative arts ... and all of it's a lot of fun. And
I think a lot of people enjoy the arts because there’s no right or
wrong answer. Because inthe sciences everything’s going to be the
same, but in the arts it’s all different because of what you see and
not what others see. You'd hardly ever get two pictures that are
exactly the same, because people have different views (Year 7).

One pupil made the comment that it was the diversity of artforms that
gave him a sense of achievement, and it was this which contributed to
his enjoyment of the arts in school:

Enjoyment and really to get something out of it. You get a lot of
achievement. There are so many different forms that vou can get
achievement in many different ways. | think everybody enjoys the
arts, because there’s something in there for everybody (Year 7).

That this also refers to accessibility to the arts reflects a similarity with
the teachers’ comments.
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3.2.2 Enjoyment by artform

Pupil Perspectives

Comments relating to personal enjoyment varied for the different
artforms, but each received general comments about enjoyment. Most
comments related to art (72), with slightly fewer to music and drama
{51 and 40 respectively). Dance received the least remarks (15), but it
must be remembered here that fewer pupils took this subject. Indeed
as a percentage of those taking dance, 46 per cent (12 out of 26 pupils)
referred to enjoyment from dance, whereas 18 per cent referred to
enjoyment from drama (32 out of 175 pupils). The percentages for art
and music were 21 and 19 respectively. This seems to indicate a far
higher enjoyment outcome for dance than the other artforms (though
the smali numbers involved warrant caution) and that the scores for art,
music and drama are in fact similar. The frequency of comments for
each arts subject also seemed to vary slightiy for the different schools,
and different year groups.

Enjoyment from art

For art, pupils from virtually all year-groups at all five schools made
reference to enjoyment as an outcome. One school elicited noticeably
fewer nominations than the others.

For some pupils, art was their favourite subject, being ‘the most
enjoyable part of the week’ . For others, it was the kinds of activity like
‘drawing things and making things’ that influenced theirenjoyment of
art. Echoing the teachers’ comments on a sense of achievement, one
pupil mentioned the satisfaction of finishing a piece of work:

I get a lot of joy out of finishing a piece of work and like being able
to say that’s good, the composition of the picture is good, and I've
done my best and it’s turned out well (Year 9).

Enjoyment from music

For music, at one school only two pupils made comments referring to
enjoyment as an outcome, whereas between eight and 15 comments
were made at each of the other four schools. The majority of remarks
were made by pupils in Years 7 to 9.

As in art, some pupils referred to specific activities that gave them
enjoyment - ‘I enjoy composing and playing’® — while others referred
to enjoyment of topics or styles of music such as ‘house’. The
opportunity for out-of-school development enhanced enjoyment of
music. Some pupils referred to the enjoyment associated with being
able to play an instrument, which did not necessarily come from school
lessons:
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1 just love plaving music and being able to do something, and I can
just go to my piano and play something (Year 7).

{ enjoy music, but I don’t think that | need to take an exam in it and
take it further to enjov it. [ can just enjoy it at home, enjoy listening
and enjoy playing my piano (Year 9).

These types of comments beg the question as to whether enjoyment
was related to musical ability, despite not wishing to take performance
grades, or if other factors also contributed here.

Enjoyment from drama

The nominations for enjoyment as an outcome ranged from five in one
school to ten in two others. Like art, drama was also specified as a
favourite subject. Some pupils mentioned specific reasons why they
enjoyed drama, including the topics and methods they were studying:

Indramallike what we are doing now, friendship and peer pressure
and different kinds of friendships, what are good friends and bad
friends. I enjoyed doing that (Year 7).

I enjoy improvisation (Year 9).

Several pupils mentioned the opportunities for involvement in drama,
either through participation in the school play, or going to see plays:

1 also enjoy the subject a lot and I enjoy participation in things like
the school plays and things like that (Year 10).

We go to see a lot of plays with drama, so [ just find it enjoyable
(Year 10).

One pupil discussed the potential for enjoyment regardless of aptitude:
‘[1] enjoy it — favourite lesson. You can just be yourself. It doesn’t

matter ifyou're good at it or not, you're just having a good time really’
{Year 10).

Enjoyment from dance

Although far fewer comments were made relating to enjoyment as an
outcome of dance, these accounted for almost half of those pupils
actually taking dance. (Fewer pupils were involved in dance lessons
than in the other arts subjects; only 26 pupils did dance, usually as part
of PE lessons.) Again, several pupils just mentioned that they enjoyed
the subject, although a few were able to justify their answer, one pupil
linking enjoyment of dance to music and choreography/performance:
‘[ quite enjoy it actually. I enjoy the music and so on. I also quite like
seeing large groups of people dancing all the same moves’ (Year 9).
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One comment referred to an increase in enjoyment compared to
primary school: *When we did it at primary school it was really boring,
but it is quite good now, I really enjoy it’ (Year 9).

3.2.3 Enjoyment as ‘buzz’ and ‘excitement’

Pupil Perspectives

While many of the comments on enjoyment were generally to do with
particular activities or having a favourite subject in the arts, discussion
on performance and staging elicited a real ‘buzz’ outcome from the
pupils. In using the term, pupils conveyed a sense of energy and
excitement, over and above the normal response of enjoyment.
Altogether, 17 pupils made 27 comments relating specifically to the
buzz that can come from involvement in the arts. For many of these
pupils, it was the final product or performance which gave themathrill:

You get a real buzz out of doing a concert or something (Year 9,
music).

Inmusic, if you go out on stage and it is all dark, and the lights come
up and you know that you are doing something ... And you come off
and you ... are just tingling all down your back (Year 7, music).

People are looking at you, sometimes they are even paying to see
you, it is just amazing. You see all those eyes upon you, and you are
thinking you should be nervous, but you are not because you know
what you are doing and you just get on with it. Itis great (Year 7,
drama).

With art, when you have just done the last line to your piece it just
looks amazing, and you think ‘I did that!". And it makes you think,
especially if they display it or something, and you think ‘Wow! |
can't believe that people are going to be looking at this’ (Year 7, art).

Some pupils commented that it was the sense of achievement in a
subject that gave them a buzz:

... composing. If you get a couple of bars done that you are really
pleased with, it gives you a buzz (Year 10, music).

That gave me a real buzz because I got an AA (Year 9, drama).

3.24 Enjoyment as ‘fun’

Pupil Perspectives

Thirty-two pupils made a total of 54 comments associated with fun as
an outcome of the arts. While previously art and music had received
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the greatest number of comments for enjoyment, drama as a subject
received the most comments on fun, indicating a different sense of
enjoyment for this subject. Fun in drama was followed by art and
music, while dance only received a handful of references.

Again, specific topics, activities and a sense of achievement contributed
to the fun outcome. One pupil talked about drama not requiring as
much concentration as the more academic subjects, which made it
more fun: ‘It's just more a fun subject and you don’t have to put loads
of concentration into it. You just have to get up there and go for i’
{Year 9, drama).

Interestingly, for music, it was composing and improvising that were
seen as fun, as opposed to the more performance-based comments for
enjoyment in music:

I like working to compose pieces with my friends. That's fun,
because it's really, when you've just got something and you've
made it all up yourselves, that's nice when you've just finished and
everything (Year 9, music).

3.2.5 Enjoyment as ‘happiness’

Pupil Perspectives

Ten pupils made a total of 12 references to an increase in happiness, or
a change in mood as a result of arts education. The majority of these
comments related to art and music. Some pupils simply stated that they
came out of arts lessons feeling happier:

1 go to the next lesson feeling perhaps a little more cheerful than I
did when [ went into the lesson ... so, I think [it has] quite a happy
effect on me (Year 8, art).

When 1 did ‘Joseph’, you could go in in a perfectly bad mood and
you could come out and be really happy (Year 7, music).

Certain pupils seemed to suggest that they could express their feelings
through the arts and that this made them feel better:

I like to do music, because when [ am angry or upset if [ can sitdown
and play music, it makes me feel a bit berter (Year 7, music).

You can draw whatever is on your mind, and if the colours are
bright and colourful, it might make you feel happy. If the colours are
really dark and gloomy, they might make you feel sad (Year 9, art).

Like the perceived reasons forenjoymentand fun, a sense of achievernent
in a finished piece also contributed to happiness for one pupil: *If I think
that the piece | have drawn is good, then [ feel happy and like it (Year
9, art).
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3.3

3.26 Enjoyment as ‘satisfaction’

Pupil Perspectives

Five pupils made a total of ten comments referring to satisfaction as an
outcome of arts education. To most of these pupils it was a sense of
achievement at having completed their own piece of work and being
pleased with it which gave satisfaction. Receiving a good mark also
played a part:

it’s just a good feeling. You can look at a piece of work after it’s
taken six or seven weeks 1o complete and look back and say "I've
done that’. Soit's constructive and vou can feel like you have done
something. It's a building process and it's nice to see something
develop (Year 11, art).

You know it's your own work so you get a lot of satisfaction out of
it when you have finished (Year 11, art).

When you kind of finish, like a dance, and when you've made it all
up and I'm quite pleased with it, or you've done something in music,
made a song or something and it sounds good, and you get a good
mark for it, then it’s quite satisfving (Year 9, music and dance).

Throughout this section (3.2), it seems that enjoyment through a sense
of achievement was more prevalent in Years 10 and 11, whereas the
buzz and excitement of the arts seems to be more concentrated in the
lower year groups.

THE THERAPEUTIC OUTCOME

Closely related to enjoyment outcomes were the accounts which
testified to various therapeutic effects emanating from arts education
experiences. The therapeutic value of the arts was an effect mentioned
by both pupils and teachers as having a calming effect on a pupil’s
temperament, or offering a release of tension and a means of escape
from the real world.

Teacher Perspectives

Interestingly, responses that fitted this subcategory came predominantly
from one school, and from one teacher in particular. This head of
expressive arts saw the arts as having therapeutic value, and a calming
effect, enabling students to go into their ‘own little world’. From the
same school, a deputy head perceived the arts as offering pupils an
escape, albeit a temporary one, from the trials of everyday life:

Youknow, poor housing, unemployment—all those thingsthat these
voung people’s families cope with — and the kids tend to leave that
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at the gate and come in and get on with learning. And it does offer,
in the same sense, that all of those arts subjects are in a sense are
escaping from this into whatever piece of work you are doing. It
offers an opportunity fo put those things behind for a while and look
at things again (deputy head).

Pupil Perspectives

Therapeutic outcomes of the arts were regularly cited by pupils, often
being seen as a release from the stresses of everyday life and,
interestingly, from the stress of other lessons. Commonly, pupils felt
that the arts had made them a calmer person, more able to deal with
criticism and with their own emotions.

In total, 38 pupils made 86 comments which referred to therapeutic
outcomes from the arts. Over a third of these were made by pupils in
Years 10 and 11, which is interesting since most pupils in these years
only took one arts subject. It was the older pupils who made more
comments about the arts as a form of relief or escapism, perhaps as a
result of the increasing pressure from other subjects and assessment
further up the school. Similarly, it was the older pupils again who
tended to make references to the arts as being more relaxing subjects.
Notwithstanding this, comments about the use of arts activities as a
form of relaxation seemed to come from pupils in all year groups, as
did comments referring to the arts having a calming influence on
pupils’ behaviour and personality.

By artform, nearly half of the citations were about art (40), with a
further quarter referring to music (20). The rest were split between
drama (10), the arts in general (9), English (4)and dance (3). However,
this division by artform seemed to vary across the five schools. Atone
school in particular, a large number of references were made to music
having a therapeutic effect, with drama too receiving a higher number
of comments here than at any other school. All three comments about
dance came from pupils at one school, and it was this school which
elicited the highest number of references to art and the most references
to therapeutic effects overall.

Many pupils considered {essons in the arts to be relaxing in themselves
— less hectic or demanding than other subjects:

It's anice relaxing subject is art because the teacher will say we are
doing something on this, and he will just let you get on with it, work
at your own pace, which is really good, whereas in other subjects
you find that they want to push you and pull you, which can get a bit
pressurising and confusing (Year 10, art).
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Comments like these came mainly from older pupils, who in some
cases viewed the arts as less stressful subjects when choosing their
options: ‘Other lessons would be stressful. I needed a lesson that
would help me unwind’ (Year 10, drama).

Pupils often perceived arts lessons, mainly the visual arts, to be more
relaxing than other subjects because they required less concentration
or a different kind of concentration:

It's more enjovable, more relaxing than some of the other subjects,
like maths, because you're not always concentrating so much (Year
9, art).

I think it just gives you time to kind of relax. Like in other subjects
you're like always working, facts and everything; in art you have to
concentrate, but in a different way (Year 10, art).

Arts teaching having a calming influence on pupils’ anger or bad
temper was an effect mentioned in a few cases:

It just like makes you a better person. You know, if someone said
something before, like a comment or a criticism, like you get really
angry, but after you have danced, you are more relaxed and you just
ignore them (Year 7, dance).

1 think art has made me calmer. | used to have a bad temper. When
T used to be really angry, [ used 1o just draw, so that's like calmed
me down {Year 9, ant).

It's made me much more relaxed ... lamnot so hot-headed ... I don’t
lose my temper quickly at all (Year 11, arts in general).

This final pupil made similar remarks about the arts calming her
temper in each of the three years in which she was interviewed, making
atotal of eight comments. Although she made references to art, music
and dance, interestingly, writing poetry also seemed to play an important
part in relieving her anger and frustrations:

When I’'m angry, [ just write about how { feel, and I feel much better
after I've done that, because I think that I've told someone that I've
written it down and out of my system (Year 10, English).

Similarty and by way of anticipating the links this immediate effect has

to the expressive cutcomes (sce Chapter 7), a few pupils said that the
arts allowed a means in which to release their emotions or tension:
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ft's like a release in a way, a good way to sort of let out your
emotions and things like that. I think it’s a good way to unwind and
stuff (Year i1, art).

I think it has helped me to feel calmer in some ways, not being
worried about these sorts of thing, a good way of taking away some
tension (Year 7, drama).

This pupil went on to talk about drama allowing him to take on a
different role, rather than being himself for a while, allowing a form of
escapism. This sense of release or escape was an outcome of the arts
perceived by a number of pupils:

Indrama you kind of forget yourself. Even if you have got troubles
or something like that, you can just be somebody else (Year 7,
drama).

It's quite relaxing. You concentrate on what you're doing when
you're painting and all that, so your mind’s not on your troubles
and everything (Year 9, art).

Often pupils felt that participating in some kind of activity in the arts
was an effective way to relieve the stresses of everyday life, and one
Year 7 pupil mentioned that these skills would be useful in the future
if he had a stressful job:

It’s a way of relaxing. If you're stressed out [you can] just go and
have a good thump on the piano, possibly not very tunefully (Year
11, music).

Well, it’s relaxing for me personally because [ can like draw, so like
when I am just sitting down and [ feel bored or I feel I want to do
something because there's nothing to do, that's the best thing forme
to do, just sit down and draw (Year 9, art).

If you listen to music, or you do music or dance, you won't get
stressed out like with a busy job (Year 7, arts).

This final observation was similar to a comment made by an employee
of a large insurance company, who was asked what in her view arts
education was for: ‘I think arts education can provide an ideal antidote
to the pressures of work and the need to survive. So, it’s the nicer end
of life, as far as [ am concerned and an essential.’
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3.4

CONCLUDING COMMENTS

Numerous responses from teachers and pupils across all of the artforms
focused on the enjoyment that can come from involvement in the arts
at secondary schocl. While teachers comnmented on accessibility and
a concern for enjoyment for all, pupils considered how the arts gave
rise to enjoyment as a ‘buzz’, happiness, fun and a sense of satisfaction
and achievement. Indeed, enjoyment through a sense of achievement
was a prevalent theme amongst pupils’ comments, particularly in the
older year groups. Accessibility was also a concern of the pupils,
however. Comments from both teachers and pupils for art and drama
suggested that enjoyment was not linked to ability, and that art and
drama were to be enjoyed by all. In contrast, enjoyment in music was
more likely to be perceived as related to ability in playing an instrument.
Across the artforms, it would appear that drama elicits the most fun.
Many of the references were about enjoyment as an outcome of
participation in particular activities.

Although not as numerous as the references to enjoyment, a sizeable
proportion of pupils identified therapeutic effects of arts education.
Such outcomes included a release from stress, including the pressures
and routines of other subjects, relaxation, an overall becalming effect
and a means of dealing with tense emotional states like anger. Artand
music were especially linked with these outcomes, though, in these and
other subjects, there were clear indications that the frequencies with
which therapeutic outcomes were registered varied according to the
teacher’s approach to the subject and its mediation (e.g. art attracted
only one mention of a therapeutic effect in one school, compared to 15
in another).

By way of concluding thischapter, three points deserve to be highlighted.
Firstly, it was noticeable that those pupils who expressed theirenjoyment
of arts subjects were more likely to identify other effects. Likewise, it
was apparent that arts subjects in the schools that received high scores
for enjoyment outcomes were frequently the ones to have high scores
for many (though not all} of the other cutcomes (see Chapter 13). To
this extent, enjoyment scores acted as a reasonably good barometer of
overall perceived effectiveness — especially in art and music, though
less so in drama. Whilst recognising that these findings say nothing
about the direction of causality between enjoyment and the achievement
of other outcomes, the results are consistent with the view that
enjoyment — in its various guises — 15 a key factor in accessing the
remaining outcomes described in the following chapters. In view of
this, it appears to be an outcome type that arts teachers can ill afford to
ignore.
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Secondly, other research suggests that the enjoyment outcomes
described above are important foundations on which to build future
engagementinthe arts. Intheirstudy of 14-24-year-olds’ participation
in the arts, Harland et al. (1995) found that ‘getting a buzz’ out of the
arts was one of the most common characteristics associated with those
who displayed high levels of involvement in the arts after leaving
school. Hence, it would seem that establishing memories of the arts as
enjoyable, inspiring and fulfilling experiences while at school is one of
the most effective ways of encouraging participation beyond school.

Thirdly, the evidence presented above on therapeutic outcomes, as
well as some on the enjoyment effects, underline the extent to which
individual arts subjects offer pupils highly significant elements of
variation in the teaching and learning they experience throughout a
school day. For many, the arts provide a vital relief from the dominant
modus operandi of listening and writing. The pupils’ allusions to the
different shifts in physical and psychological functioning offered by
arts subjects represent an important reminder of the need for breadth
and balance in learning processes, as well as in curriculum content.
Moreover, in this regard, it is conspicuous that the individual arts
subjects are not simple surrogates for each other — each artform offers
distinctive variations in learning behaviour and types of therapeutic
outcomes. Looked at from the perspective of Multiple Intelligences
Theory (Gardner, 1993), by facilitating engagement in musical, bodily
kinaesthetic, spatial and active forms of linguistic intelligences, the
individual arts subjects provide many pupils with an essential antidote
to the concentrated diet of logical-mathematical and passive forms of
linguistic intelligences. Certainly, the evidence presented above on
both the enjoyment and therapeutic outcomes suggests that a curriculum
lacking in sufficient access to the individual arts subjects would lead
many pupils toexperience greatertedium, disengagementand ultimately
greater disaffection at school.
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ARTFORM KNOWLEDGE AND SKILLS

4.1

INTRODUCTION

This chapter covers accounts pertaining to developments in pupils’
knowledge, understanding and appreciation of the arts, as well as the
purported development of technical skills and capabilities, in each of
the individual artforms and in the arts as a collective entity. The
chapter is divided into four subcategories, for ease of reading, rather
than being distinct watertight subsets of the overall category. The first
relates to the artistic development of the learner in terms of enhanced
knowledge and understanding of the artform and its context, and those
critical skills needed to discuss artistic products. The second considers
those interpretative skills needed to understand the artistic process.
The third subcategory deals with the increased levels of appreciation
of, and motivation towards, the arts, including awareness of cross-arts.
As such the first three subcategories relate to the development of
critical skills — the first in discussing works of art, the second in
decoding and interpreting products through artistic processes, and the
third in considering the powers of aesthetic judgement and
discrimination. The fourth subcategory looks at the outcomes of
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technical skills and capabilities — perhaps most often thought of as
those outcomes and competencies that are more directly amenable to
assessment and measurement.

KNOWLEDGE AND UNDERSTANDING OF THE
ARTFORM AND ITS CONTEXT

This subcategory relates to the perceptions by teachers and pupils
about the increases in knowledge and understanding of the artform and
its context, as a product, and about the general critical skills needed to
discuss works of art. Within each of the teacher and pupil sections
below, comments by artform are given since nearly all the insights
described by interviewees related to specific artforms, with only a few
about the arts in general.

Teacher Perspectives

Comments from teachers related to a “critical studies” approach in the
arts, indicating an enhancement in pupils’ critical faculties. It was the
art teachers, more so than the teachers of other artforms, who focused
on pupils’ increased knowledge and understanding of the artform in
context. Drama and dance teachers acknowledged pupils’ increased
abilities to review and evaluate work.

Teachers on increased knowledge and understanding of art

Teachers often identified the outcome of enhanced knowledge and
understanding of paintings and works of visual art, together with
critical study skills and the development of a language to discuss works
of art, including pupils’ own work. One contribution from a teacher
captured much of the character of this potential outcome:

Tam hoping that they have got a greater awareness of art heritage,
history of art, plus Lalways try to get them to look at things and say
‘Well, do you think it is good, even if youdon't like it?' when we are
looking at a work of art. Like ‘Why has Picasso done this face like
this when he can really draw like this?’ I hope that by the end of it,
they have a little bit more understanding of art and that it's not just
painting a pretty picture and why artists work the way that they do
(art teacher).

Descriptions of the purported effects in this subcategory highlighted
how the increased use of ‘investigations’, ‘research projects’,
‘evaluations’ and classroom displays had led to extensions in pupils’
*knowledge of critical and contextual implications’ of artists’ work. It
was observed that the growth 1n outcomes associated with ‘critical
studies” had been nurtured by the National Curriculum for art and the
pioneering work of some LEAs in this area. Some art teachers drew
attention to the importance of equipping young people with a language
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to discuss, interpret and evaluate works of art:

And you're giving them a specialist arts vocabulary, just by using
it all the time in the lesson and they’re picking it up and they can
thenapply itinformally ... they discuss each other’s work informally.
They will even assess each other's work — ‘Oh, that handle doesn't
look quite right’ — or whatever.

Teachers on increased knowledge and understanding of dance

Perhaps indicating an interesting difference between the teaching of
dance and other artforms in the secondary school curriculum, there was
only one reference that fell within this subcategory for dance. The
fostering of the capacity to appraise others’ work was mentioned by a
dance teacher:

From a dance perspective, ... developing ... an appreciation of
compaosition, performance, analysing others, the ability to evaluate,
would all come within that.

This reference was about appraising others’ work, and there appeared
to be a surprising lack of any references to knowledge about the
artform. No doubt, this is partly indicative of the smaller range of
sources and dance ‘legacies’ available for critical study, but, the lack
of any otherreferences here suggests that the ‘critical studies’ approach
in dance is less evident than in other arts-oriented subjects. If so, this
carries important implications for how the effectiveness of dance
teaching should be judged.

Teachers on increased knowledge and understanding of drama

Drama teachers talked about their subject extending pupils’ ‘critical
faculties’ and making them ‘more discerning, more discriminating’.
For some, the application of these faculties to television was an
important outcome:

Also, there is the aesthetic side to it as well; you want them to
appreciate what is good practice. I mean there is a skills side 1o
drama as well and you try to open their eyes 1o things which are
right, true ... one of the things that kids do ali the time these days is
sit in front of the television and I'honestly feel that drama enhances
that experience. [If they are going to do that, sit in front of the
television, I think they might as well do it with some sort of
discernment and [ think that drama can teach that sort of thing. |
get feedback from pupils all the time on that, they are beginning to
realise that some things are dross and some things are really quite
good, for certain reasons. They are more able to articulate the
reasons that things are good and so I think that it can help them
make better use of their leisure time, 10 not be couch potatoes, but
to be discriminating.
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The critical review and evaluation of work created by themselves and
others was also mentioned. Other teachers cited the appreciation of
theatrical form as an outcome, especially at key stage 4.

Teachers on increased knowledge and understanding of
English literature

Given its traditional role and high status within the teaching of English,
this effect was often taken for granted by the departmental heads
interviewed in the first phase; instead, they tended to focus on the
creative ‘making’ dimension to the subject. Some heads of English,
however, did refer to it explicitly as a very significant effect:

I also think that it is very important to make them into a critical
audience when it comes to literature.

[discussing the reading and commenting on each others’ work]
They are capable of doing it and that immediate feedback, critical
response to your own work, then enables you to go on and say ‘Well
right, you just looked at that from your friend’ or ‘You have just
written your own analysis and evaluation of what you did; now here
is something else to look at. What do you think of that?’

It is tempting to speculate whether the tendency for English teachers
to see creativity as the connecting point with arts-criented subjects
indicates that, to some extent, they (and teachers of other subjects) fail
to recognise that arts teachers share a common concern with the
teaching of critical skills, evaluation and review. If so, do opportunities
for joint reflection, if not cross-curriculum initiatives, go begging?

Teachers on increased knowledge and understanding of music

There was only one general reference identified as betonging to this
category: the development of critical skills. Thisissomewhat surprising,
although we will see later that teachers’ comments on music related
more specifically to the development of critical listening skills.

In general, then, comments from teachers related to a “critical studies’
approach for each of the artforms, and in dance, what little comment
there was tended to focus on critical skills for appraising one another’s
works rather than critical studies of the whole artform in context or as
performed by professional dance companies. Despite its emphasis in
the National Curriculum Orders, knowledge and understanding of the
historical context of the arts was a weak component of teachers’
discussion in general: apart from in art, no significant claims were
made by teachers about advances in understanding of historical context
and cultural milieu in any of the artforms.
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Pupil Perspectives

In contrast to the ‘critical studies’ outcomes emphasised by the
teachers’ comments, pupils’ comments focused much more on the
perceived developments in their knowledge and understanding of the
arts and artforms, primarily in terms of recognising different styles,
movements and individual artists. Indeed, pupils referred to this type
of mcrease in knowledge of the artform much more often than they did
the historical and artistic context of the artform, or their development
of critical skills.

Music and art were the most frequently referred to artforms regarding
an increase in knowledge, understanding and critical skills, with dance
and drama being mentioned very little.

Comments relating toknowledge of the artform increased in frequency
from Year 7 t¢ Year 9, perhaps as a reflection of the National
Curriculum’s growing emphasis on historical understanding throughout
key stage 3, but declined towards Year 11 (this is not unexpected since
fewer pupils took arts subjects at key stage 4). All the comments on
knowledge and understanding of historical and artistic contexts of the
artforms were made by the older pupils, with none from pupils in Years
7and 8. The development of critical skills was not confined to the older
age groups. Being able to discuss and evaluate artists” work or the
work of classmates was mentioned across all year groups, in fairly
equal numbers, again with music and art having the most comments.
However, there were no mentions at all of critical skills or context for
dance education. Rather, there were four comments from pupils to do
with increased knowledge in dance.

Pupils on broadening their understanding of the boundaries of
each artform

For each of the artforms, a number of pupils commented on their
increased knowledge in terms of a realisation that there was more than
one way of doing art, dance, drama or music. These comments were
made mainly by the younger cohort — Years 7 to 9 — perhaps indicating
a wider exposure to the arts at secondary school than had been their
previous experience:

Interviewer: What have been the effects on you of doing art/dance/
drama/music?

Before I used to think that art was just like picking up a pen and
drawing it, but you've got to know a lot gfterms ... not just painting.
it's like there's loads of different parts, like branches out of art, and
... you have to understand all of them if you want to be an artist
(Year 8, art).
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It showed me there wasn't just one tvpe of dance like I used to think.
There's many different types and they come from all over the world
(Year 9, dance).

We have learnt about different forms of acting. Before I came to this
school, the thought of acting was just saying some other person's
words, just like standing there, but there are lots of different forms
ofhow you can interpret it like mime, freezes, youdon’talways need
to be speaking to be acting (Year 9, drama).

... when [ first came, I thought music were just about singing, not
playing and evervthing ... (Year 7, music).

Pupils on increased knowledge and understanding of art

Intotal, 79 pupil comments related to a perceived increase in knowledge
and understanding of art, along with its context and criticism. The
majority of these (68) were concerned with a more general increase in
knowledge of art —these comments being made by 44 pupils (13 pupils
reiterating comments in more than one year, and four pupils making
more than one comment about art in the same interview). In all the
schools, art came behind music, in terms of the number of comments,
for this effect, except for one school where art was slightly ahead of
music. Comments increased in number with age from Year 7 to Year
9, as would be expected, but declined in Years 10 and 11,

The importance to pupils of learning about art and artists came across
in many of the pupil comments, but it was clear from their discussions
that its practical relevance to creative activity was also a vital
consideration for pupils:

Some lessons we learn about painters and things, and I think that's
important because you learn about alf the different styles, but |
think it’s also important that you do a lot of creative work because
itreally loses the effect of art if vou're justdoing things like learning
about different artists (Year 7).

Indeed, this emphasis on ‘doing’ art was apparent in many of the Year
7 pupil comments across all the schools. By Year 8 and 9, however,
and again across all the schools, pupils’ comments on increased
knowledge were more focused upon ‘learning about” art and individual
artists in particular: ‘We have learnt more about actual artists than just
drawing’ (Year 8),

One contribution froma Year 9 pupil captured much of this progression
in pupils’ leamning, indicating a sense of the importance of exposure to
a wide spectrum of art, from techniques to artists, for this pupil:
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[ didn’t know much about art before. I mean, alot of it is in the last
year and a half or so, Year 8 and 9, but in the first vear,  mean, I
knew about techniques, youknow, you see them on art programmes,
but I didn’t know how to carry them out. And it’s also introduced
me to [Picasso}. Like in Year 8 we had a postcard which we could
draw and colour in at our discretion and, like, of a famous picture.
That was the first introduction for me to Picasso, who's one of my
favourite painters now who I've studied a lot of. It’s introduced me
to things like that (Year 9).

By Years 10and 11, comments related very much more to the personal

level — pupils’ taiking about how knowledge and understanding of art
impacted on their own work: ‘Looking at other artists, designers,

especially Alexander McRee, | am a fan of him, he has kind of, abstract
kind of designs and stuff and I try to incorporate that into my style of
drawing ordesign’ (Year 11). Obviously, this would be related to the
individual preparation of coursework for GCSE, but pupils did seem
to claim a more personal understanding at this age.

In general, descriptions of the effects in this subcategory indicated how
pupils’ increased knowledge and understanding of art related to ‘more
skills’, ‘changing your ideas, and developing them’, and how it helped
them to think about other artists and ‘where they got their ideas from’.
It was apparent that two of the schools in particular took a ‘research’
approach to art, with pupils’ perceiving this to be useful to their
understanding and execution of their artistic making processes. A few
comments here were made by the younger pupils, but with the majority
being made by those in Years 9to 11:

... researching on things like portraits, painters, still-life painters,
expressionists ... if you research, I think you will see what they have
done to achieve that, I think that helps (Year 11).

We are looking more in-depth at different things. Obviously
because we are coming up to our GCSE, we have to do a lot more
work and look at it in more depth, so we have to do a lot more
research, so | have learnt a lot about different artists and more how
to look at things and draw things in depth and from different angles,
interpret an artist's work, or something I see into my own view, like
maybe taking part of somebody else’s work and adding part of mine
1o make a new picture and things like that (Year 11).

Comments on historical and artistic context tended to reflect an
increased understanding of individual artists’ paintings and what those
paintings are about. However, only three comments related specifically
to this effect. These were made by the older pupils, in Years 10and 11,
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reflecting a deeper criticism of art by this age, as well as perhaps a
greater interest in an elected subject:

... we've gone through Van Gogh's work and studied him, all of

his like pictures and how he expresses his feelings in his work
(Year 11).

Learning to accept new artists ... how to understand what they are
trying to portray, what their painting is about (Year 10).

In the light of the National Curriculum requirements, it is interesting
that pupils did not refer specifically to the historical and artistic context
of works at an earlier age.

A small number of pupils (seven) drew attention to the development of
critical skills to discuss and appraise works of visual art (from both
artists ard classmates). This was mentioned across all the year groups,
but it was apparent that some schools appeared to develop this area
mare than other schools. The comments tended to suggestaprogression
in pupils’ powers of critical study from discussion of paintings at Year
7 and 8, through to discussion of their own work at Year 9, with
evaluation of own and others’ work by Years i0 and 11. Again, the
personal dimension was emphasised in Year 11: *... well in art vou 're
meant to look at what other previous artists have done, but then you're
meant to develop your own style from that ...” (Year 11).

Interestingly, only one pupil commented on the transfer of understanding
from artist to artist, as opposed to most other comments, which
emphasised just one artist, and, typically, the transfer from that artist
to their own work:

It has helped me understand painters and the way they have made
things, point out the way they have used different methods to get that
effect, so it has helped me understand some other painters (Year 7).

That this was made by one of the younger pupils appears to show
powers of criticism apparently lacking in other pupils’ experience of
art.

Pupils on increased knowledge and understanding of dance

Just four comments from pupils related to this overall effect. Two were
about increased knowledge of specific elements or types of dance —
turning, jumping, ‘the five dance elements’ and Irish dancing and ‘what
it means’. Another of the comments related to the study skills of
recording their own compositions in diary format. Despite the smaller
number of pupils taking dance, comments on the ‘critical studies’
approach were less evident in dance than in the other arts.
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Pupils on increased knowledge and understanding of drama

Even more significant was the small number of comments relating to
drama for this effect. Considering the larger number of pupils taking
drama as opposed to dance, there were very few comments relating to
this effect, just 13 altogether. Comments tended to be made by the
older pupils, in Years 9to 11.

Pupils from several schools talked about the relationship of drama to
English, in particular with regard to Shakespeare. ‘Understanding
Shakespeare’ meant ‘understanding the language’ for these pupils,
which they maintained helped them to put the plays into practice in
drama. Despite the potential for drama to extend pupils’ critical skills
as emphasised by the teachers, pupils would appear not to perceive
much about this effect at all, comments referring only to a vague sense
of talking about pieces of their own drama in order to ‘improve it for
next time’. One pupil did, however, demonstrate a development in
critical understanding of characters and texts through drama:

... [ think I can now look at, say, a text and look at it from an actor's
point of view and think about what drives the character ... instead
of just looking at it and reading it through (Year 10).

Almost all of the few comments on increased knowledge of drama and
its historical and artistic context came from pupils in two of the
schools. In contrast, the other three schools were conspicuous for
having no comments for an increased knowledge and understanding of
the dramatic artform, with two of these schools having comments
relating only to critical skills and discussion for drama. In one school,
this may reflect the approach taken to drama, where social and moral
issues as opposed to knowledge about drama or theatre were the focus,
although even here there was still only one pupil comment on the
development of critical skills to discuss drama. For another of the
schools, it is less clear why pupils did not refer to any increase in
knowledge and understanding, except to say that changes in staffing
and the school’s approach to drama may have affected pupils’ perceived
effects.

Pupils on increased knowledge and understanding of music

In total, 106 pupil comments related to a perceived increase in
knowledge and understanding of music, together with its context and
criticismn. The majority of these (90) were concerned with a more
general increase in knowledge of music as opposed to the contextual
or critical element. These more general comments were made by 50
pupils (14 pupils reiterating comments in more than one year and ten
pupils making more than one comment about music in the same
interview). Comments increased in number with age in the lower
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cohort, seeming very frequent in Year 9, but dropped off significantly
in Years 10 and 11.

Mirroring the pattern observed in pupils’ accounts of the effects of art,
many pupils’ comments demonstrated an increase in knowledge and
understanding of music through activity —composition and performance.
This was clear in comments from all the age groups, with a general
pattern in the types of leaming becoming apparent. Pupils talked about
learning notes and instruments, and styles of music such as the blues
in Years 7 and 8, whereas by Year 9 pupils said they learnt through
composing. Year 10 and 11 comments concentrated on increased
knowledge of composers and periods of western classical music, with
‘dates’, *history’ and ‘theory’ being mentioned. Whereas the lower
years talked about *'sixties and swing’, Japanese and Indian music, no
references to an increased knowledge in ‘other musics’ were reported
by pupils in the GCSE years.

Despite this general trend in pupils’ comments, there were some
interesting school differences in the lower years. At one school in
particular, Year 7 pupils’ comments stood out as being about listening
to and becoming familiar with musics in a wider context:

They've helped me to understand music more and it’s helped me
outside of school. And when I've listened to songs now, I pick out
things that we've done in music (Year 7).

I can understand the music, like the tone of it (Year 7).

This contrasts greatly with pupils’ comments from other schools,
which emphasised the learning of notes and western classical
terminology at Year 7. Attwo schools in particular, Year 7 pupils saw
music as learning ‘the basics, you know, what all the notesare ...’ One
pupil at one of these schools showed a deeper insight into what learning
the basics might be for:

It gives me a lot better understanding of what music actuallyis. It's
not just playing an instrument. There's —you can break it down —
lots of different parts: singing, composing, the learning about how
you make a tune or a melody, how you make a beat ... (Year 7).

Despite many references to pop, dance and technology in music,
pupils’ perceived increase in knowledge of music demonstrated an
apparent division between fun and what they saw as leaming or study
in music. Running parallel to this was also a critical distinction
between the music of ‘famous’ musicians and pupils’ own music - as
distinct and separate entities:
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... we had a project where we had to make a piece of music that did
not make any sense. So we would like do all the skills of the
kevboard and just press whatever we want. That was, in fact, quite
famous — some man did it — it did not make any sense at all, just
pressing keys here and there. That was quite fun as we did not study
it, we just made it up as we went along (Year 9).

Although still comparatively rare, pupils’ comments on an increased
knowledge of the historical and artistic context of music were more
numerous than those for art (eight as opposed to three), and indeed
were concentrated in one school, where pupils appreciated going ‘that
stage deeper into it and know a bit more about the music’, and that
through ‘... learning the backgrounds instead of just being taught
something ... you seem to have a wider view’. One pupil said this was
important because:

Ifvou ... in life you see this other culture and it's got a different type
of music, you might not be able to understand ir. Whereas [when]
you learn about it through school, it helps you to understand. So
you can think about it and make a decision about whether you like
it or not instead of just going ‘Oh, I totally hate that’ (Year 9).

Knowing about the context and background to different music helped
pupils’ critical and judgmental development:

Interviewer: Do you think the arts have had an influence on that
development too?

Yes, like opinions and knowing about backgrounds before you

Judge people, like in music  would have just judged blues as blues,
Ididn't know anything about it, I just knew it was blues and [ knew
the style of it but I didn't know anything about the background, so
that's helped me (Year 9).

Comments about increased ability in critical study skills were made by
six pupils for music, all from Years 9 to 11 and relating mainly to self
and class evaluation of compositions:

Pupils learn how to listen to music and pick out things, good ideas
and bad ideas and what they could have done better. You can
develop by listening to other people's music and evaluating it
{Year 9).

Indicating a similarity with art, many pupils linked this increase in
knowledge and understanding to activity and being more able then to
get on with their own work and creativity:

Ifyou get to understand all the different types of music, you can put
themtogether and make something new or ifyou 're composing your
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own piece — [ am — it helps [if] you know different styles. So if you
start with blues you can go into swing or something (Year 9).

... we're doing the history of music this year and taking the ideas
and the techniques that they 've used to make our own compositions
(Year 9).

Knowledge and understanding of the artform: summary

Overall, then, one of the most frequently referred to effects of arts
education by pupils was the increase in knowledge and understanding
of music and art in particular. There were far fewer references to
comparable outcomes from dance and drama (perhaps reflecting their
position within the National Curriculum), though with regard to
drama, there were signs that the ideologies underpinning this subject
were more hotly contested and the specific teaching approach adopted
in a school largely determined the extent to which knowledge of drama
and theatre was perceived to be an outcome.

In general, the majority of comments from pupils related to an
increased knowledge and understanding for music and art in terms of
particular styles, movements and individual artists, as opposed to their
contextual, historical and critical elements. Furthermore, in both
music and art, the predominant view amongst pupils was that the main
effect of, and perhaps justification for, learning about different styles
and artists was the influences they imparted upon pupils’ own creative
activities and technical skills. Thus, in music, for example, rather than
describe increased knowledge of the historical context of blues music
or the development of critical skills to discriminate between different
exponents of blues music, pupils were more likely to report a better
understanding of blues music as a style distinct from other genres,
greater understanding of its prevailing 12-bar structure and the
application of this increased knowledge in their own compositions and
instrumental performances. In art, cubism could be substituted for
blues music to provide another example of the typical types of
outcomes perceived by pupils. In all the artforms, the pupil data
suggested that extending arts knowledge was very activity-based and
skills-based, with less emphasis on critical skills and on historical and
cultural contexts.

Finally, the comments would tend to suggest a different emphasis of
perceived effects from the pupil point-of-view compared with that of
their teachers. While pupils saw an increase in knowledge and
understanding of the artform as a direct outcome of learning in the arts,
teachers tended totalk about the critical skills element of arts education;
not only that, but also a different emphasis on artform — music in
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4.3

particular was mentioned much more frequently by the pupils than the
teachers. Again, this appears to be because of the emphasis which
pupils placed on knowledge and understanding — perhaps as a measurable
outcome for themselves.

INTERPRETATIVE SKILLS

This subcategory on interpretative skills relates to the claims made by
teachers and pupils about the development of pupils’ ability to view
and understand an artistic product. While the first subcategory (4.2)
was intended to denote effects associated with the development of
critical study skills at a general level, comments here refer specifically
to the growth in capacities to interpret or “decode’ artistic products. As
such, the notion of understanding the artistic processes falls into this
subcategory. Teachers’ and pupils’ comments are discussed across all
the artforms.

Teacher Perspectives

Teachers talked about pupils’ developing abilities to interpret artistic
products and processes. One art teacher succinctly expressed the point
about reading works of art through appreciating the artistic process:

1 am trying to show them that the work of a particular artist is not
solely the end-product, itis the thinking behind it and the exploration
and how they have arrived at that. To do that, you have got to laok
deeper than just the actual superficial thing that is hanging on the
wall at the end (ex-head of art).

More specifically than in section 4.2, one drama teacher described this
effect in the following way:

Then it is the sense of achievement when it works and the sense of
achievement, for example, when we had a theatre company come in
and the Year 7s who saw it would have understood. They did quite
asubtle technique at the beginning, used a subtle style, and they can
understand it. And they can use subject-specific words and that’s
good, that's clever, you know, they understand that, so there’s a
real boost there ...

A headteacher argued that this capacity to understand plays, once
developed, would last into adult life.

One head of English focused on the demystification element of this
subcategory:

Itis about breaking the myths down about literature and encouraging
them to have their own personal response to literature — very, very
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important. Giving them the confidence to be able 1o say ‘Well I
disagree withthat' or ‘[ don’tlike that’ or ‘Ithink that is badly done,
badly written’. To actually feel that simply because it is written on
a piece of paper doesn't mean that that is absolute, you know,
perfection.

Another head of English definitely linked the development of the
competence to critically analyse and understand works of literature to
pupils engaging in the processes of creative composition by
understanding literature ‘from the inside’:

Interms of literature, it helps them to understand what literature is
about by doing it themselves and by having to hone, that they know
what — one labours the terms like similes and metaphors — but you
hope eventually that they get the idea that the use of analogy is one
of the main crearive tools, that we describe one thing by another and
that one hopes that they'll start to understand literature from the
inside ... and to have understood it from the inside, that by doing it
yourself, you understand it better, so that one hopes that when they
come in Year 7 and they write trite four-lined quatrains that make
no sense, that by the end of Year 7, hopefully, they've understood
that poetry isn’t just producing a lot of nonsense that rhymes, but
that it's about expressing with originality and insight and careful
choice of language what it is that one is attempting to — what one
sees in the world and what one wants 1o say.

In contrast to the small number of comments on knowledge,
understanding and critical skills, more of the comments for music
related tocritical listening and interpretation of music. One headteacher
emphasised the effect of valuing, listening to and appreciating the
work of fellow pupils. Similarly, a head of music stressed that the
achievement of the aim of encouraging the enjoyment of music was
dependent on enhancing young people’s capacity to listen to and
understand particular pieces: ‘When they know more about the type of
music that they are listening to, they sort of understand it more and they
tolerate it.'" Another accentuated the analytical side of listening to
music. Clearly, this outcome is also closely related to the development
of auditory skills and abilities (see 4.3).

The claims by teachers for the types of critical skill developed in the
arts — discussion and evaluation m 4.2 and interpreting and decoding
in 4.3 —revealed differences by artform. It would appear that while art
and drama require exploration of the process and techniques (rather
than just the immediate visual experience) in order to interpret the
work, for music, exploration of the context perhaps seems more
important than the process in order to listen more critically.
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Pupil Perspectives

Pupils’ comments about interpreting artistic products and processes
were fewer in number than those for knowledge and understanding
described in section 4.2. There were just ten pupil comments on
interpretative skills, being made by seven pupils. Nine related to
interpretation of artistic products in a general way, with one on
exploration of context. There were no testimonies to the development
of interpretative vocabulary (as had been claimed by the some of the
teachers for art in 4.2) and no comments were specifically about the
artistic process. Most comments again related to music and art, with
just one for drama (surprisingly few considering that the number of
pupils who took drarna was similar to the number taking art and music)
and were again mostly from Year 9 pupils (even taking into account
that two Year 9 cohorts were interviewed). No comments were made
about dance for this effect.

Pupils’ accounts revealed how, in a general way, observation and
listening skills could be used to begin to decode works of art. The
‘visual message’ of paintings and plays was emphasised by one pupil,
with other comments for art relating to the development of the ability
to view works of art better:

I have learnt to look at shape a lot more and also in pictures, so I
can kind of look at them and work out what the artist has been
doing and can look at the mood of pictures a lot better now, I
think (Year 9).

For music, pupils’ comments tended to be more about interpretation
through thinking (‘concentration’) and imagination (... we had to
close our eyes and say what it made us feel ...” ) so that they could then
create their own compositions.

Two particularly insightful comments were made about interpretation
— one for each of art and drama. A Year 9 pupil mentioned how you
haveto ‘read between the lines’ in order to interpret what a poem might
mean for drama, while for art, a Year 7 pupil demonstrated that an
interpretative ‘vocabulary’ need not necessarily be verbal, and may
indeed involve other skills:

... normally I go to a lot of galleries — the Tate and places like that.
When you look at the pictures that are on the walls, you can read
them like a book. You can read a picture and what it is telling you
(Year 7).

Interpretative skills: summary

Pupils’ comments about being able to interpret the arts, then, focused
on visual critique for art and drama, and on imagination and listening
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with concentration for music. Unlike the teachers, pupils made little
direct connection to the artistic processes underlying the finished
product, except perhaps for in visual art.

APPRECIATION OF THE ARTFORM AND AESTHETIC
JUDGEMENT-MAKING

This subcategory was used to collate references to the impact of arts
education on artistic discernment, aesthetic judgement and the
encouragement of positive attitudes towards the arts. Naturally, there
were obvious links to the development of a deeper understanding of the
arts. There were, however, different emphases given to it by teachers
and pupils, and particular differences between art and music in the
‘types’ of appreciation and judgement-making.

441 Extending appreciation and encouraging positive
attitudes towards the arts

Teacher Perspectives

Many teachers talked about encouraging positive attitudes in the arts
and also the impact of the arts on general artistic appreciation. Such
effects were variously described:

When you think that we have pupils who have left here now, who
have seen an artist in residence; they have been out, they have
worked on sculptures, out in the car park. Imean ten vearsagothey
would have walked the other way or thrown a brick at it probably
[laughter]. No, thatisan exaggeration, butthat sort of transformation
of appreciation of others, of the arts (deputy head, Vc pastoral).

I think what's gained is that pupils, again it's an appreciation, it's
not just a mechanical thing of drawing, as it's not just a mechanical
thing of composing. We teach them how to appreciate pieces of
artwork, whether it be music or drama, and I think it would be quite
nice to get that into the curriculm; you know, appreciation of art
... the appreciation, which really is one of the most important things
{head of music).

For an adviser, encouraging appreciation of the arts inevitably entailed
giving young people access to the arts and artists, both as audience
members and by creating themselves:

Unless we as teachers and advisory teachers can help them to
understand the conventions of dance [for example], of how dance
actually works, then they have no way of entering into it. It is
literally a closed book to them; they can’t read it. Consequently, I
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suspect they may be turned off it, until they can come at it in a
different way. So, it is trying to create, through the understanding
of the various artforms, a way in which youngsters can be receptive
to those artforms, so they can actually make meaning from them,
they can actually enter them ... by talking to artists, by interviewing
artists, by having works mediated for them by experts. The
youngsters can enter in the discourse, they can see what is going on,
they can understand what the artist was trying to do. Of course,
once you can begin to do that, it becomes part of you, it becomes
part of your own artistic endeavour, but at the same time allows you
then ... it opens up the whole world of the arts, it gives you that, it
gives you an access 1o artforms.

Several teachers independently recounted how when teachers and
pupils work together in a creative enterprise, a certain moment can
sometimes occur when all the participants instinctively know that
whatever it is they are producing could not be bettered. This aesthetic
experiential sense was described as acquiring a form of artistic
appreciation when things are right:

That there is an appreciation of what good arts practice is about,
when you have thar moment when you just know it couldn’t be
better, the kids know it and you know it, that something really good
has happened (deputy head i/c curriculum).

Hence, it is the appreciation of the aesthetic, as well as the arts, which
is the purported outcomne. This point is taken up by a drama teacher,
when describing the impact s/he is attempting to achieve:

If you like, to open up their soul and find out what is in it. That is
what [ am looking to do inteaching arts subjects: to get them to look
deeper than the surface and find out what is really underneath and
to appreciate things that are good, and to quote Keats, good and
beautiful.

Other interviewees talked about the effect of developing an aesthetic
awareness. An art teacher, for example, saw the fostering of a general
aesthetic sense as a key outcome of an ‘arts’ education:

Recognising, I like to think, gooddesign, appreciating architecture,
film, anything like that and without a decent arts education you are
not going to do that,

And from a head of a department for Welsh:

[The arts] give children an appreciation and an understanding of
what is valuable, other than making money if you like, because very
often it’s difficult to - it gives people an understanding of aesthetic
work, aesthetic value, or what the value of the aesthetic [is].
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Taken as a whole such comments indicated very much the aesthetic
nature of an arts education, and how it is that teachers try to achieve that
for their pupils. As we shall see, it is interesting that the pupils hardly
commented on an aesthetic education, except perhaps for the couple of
comments relating aesthetics to personal development.

Pupil Perspectives

Like the teachers’ comments on appreciation and aesthetic judgements
in the arts, pupils’ comments also covered a broad spectrum — from a
straightforward ‘liking’ and ‘appreciation’ of the subject or artform
without any connection to aesthetic judgement-making, to those
comments that linked appreciation to understanding of the context
and techniques involved and the necessary powers of criticism to
make value judgements. Some of the ways in which pupils talked
about appreciation varied with artform, and these are detailed in
section 4.4.2.

Extending appreciation of the arts

Overall, 66 pupil comments related to the extension of appreciation of
the arts. These were made by 39 pupils, just eight of whom were boys.
As a percentage of the total number of boys in the sample, this
constitutes a smaller percentage than that for girls’ appreciation of the
arts (13 per cent as opposed to 20 per cent). Most of the comments
related to music and art (22 and 21 respectively), and were again
surprisingly low for drama (just four comments). Overall, however,
this was a fairly large subcategory, with 16 comments also about the
arts in general, Comments were most numerous in Years 7and 11, and
were also high in Year 9 (although the latter was not significant as a
proportion of the year groups overall). Indeed, of most significance
was the frequency of comments for music at Year 11 for this category,
suggesting a greater appreciation of music with age and also by those
choosing to do music. This begs the question as to whether the
appreciation of music is perhaps perceived by pupils to require higher
levels of knowledge and understanding, or perhaps musical ability.
(Why the other artforms have so few comments for appreciation at key
stage 4 appears a significant anomaly requiring further consideration.)
The high proportion of comments on a greater appreciation of the arts
in general at Year 7 suggests an enthusiasm for the arts during the ficst
year of secondary school. Further study would be useful here to
determine whether this is a new enthusiasm, perhaps compared with
pupils’ primary school experience, or an extended appreciation because
of pupils’ Year 7 experience.

The reported extension of appreciation of the arts was spread equally
across the schools, with the exception of one school where comments
on appreciation were extremely few in number across all the artforms.
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Although this school displayed the greatest enjoyment amongst pupils
for music especially, it would appear that pupils either did not, or were
unable to, articulate appreciation here. That this school took a very
lively and ‘popular’ approach to music begins to suggest that it could
be that pupils link ‘appreciation of the arts’ to something more distant,
more historic, being able to appreciate something that is less relevant
to their interests {for example, classical as opposed to popular music).

Some pupils talked about a straightforward ‘liking’ of one of the
artforms and 1ts components, comparing this to their own experience
where they had not previously appreciated it:

Then in terms of music [ think that it's helped me appreciate music
a lot more because before school, before high school I didn’t listen
to that much music but now, since then, I've developed, I listen to
a lot more music, I'm a lot more knowledgeable about music and
I've developed my own tastes in it (Year 11).

Others referred to a general increased interest in both music and art, as
opposed to finding the arts boring. Pupils from all the year groups
commented on this, and many linked this new interest to increased
understanding of techniques in particular, and ‘getting into it’. Others
referred to appreciation as a recognition of the effort or hard work that
had gone into an artistic product, or appreciation through understanding,
but there were clear artform differences here (these are discussed
below).

Most comments on enhanced appreciation related to ‘other artists’
works’, with just one of the 39 pupils mentioning other pupils’ work:

... seeing other people 'swork, like the older pupils inthe school, it's
really good 'cos you see some of their work on the walls and around
the school and you think ‘Wow, that's really good, I wish I could do
something like that’. Andyou just try really hardinart lessons. And
if vou do try, sometimes it just comes out ... and you 're just good at
it{Year 7).

However, as to whether the displays of work helped theirunderstanding
or judgement in art elicited a fairly non-committal response: ‘A [ittle
bir, but | don’t really think it sort of shows me how the world works.’

A few of the comments displayed areal personal insight into enhanced
appreciation, demonstrating the way in which arts education increased
a personal accessibility to the arts. One pupil thought ‘they [the arts]
were for other people’s pleasure, like the famous artists, they do their
art and it's there for other people to buy or to look at’ but then
explained how that view had changed through doing art at school. Just
one of the pupil comments corroborated the pleasure and love of the
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arts seemingly with as much enthusiasm as the teachers of art and
literature did above:

... Tjust love every piece of art I see — it can be the most boring arr,
it can be the most down. 1 just love it, it uplifts me, it makes me so
happy because someone is drawing for the enjoyment of others
(Year 9, art).

Enhancing positive attitudes towards the arts

This enthusiasm towards the arts was coded as an enhanced positive
attitude for seven of the pupil cornments. These were made by six
pupils, all girls, and all related to art except for one on drama. These
are expanded below under appreciation of art. We can note that some
of the comments were akin to an increased motivation or inspiration,
one girl talking about being ‘inspired to do art for my options again’
and relating this to her personal development and maturity. Indeed,
interestingly, a few of the pupils related appreciation of the arts to their

~ own personal development, concurring that ‘it shows what kind of

person you are’ and that ‘it helps you to become more rounded’ .

44.2 Appreciation and aesthetic judgement-making by
artform

Teacher Perspectlives

Extending appreciation and developing aesthetic judgements in
art

Comments in this subcategory were comparatively frequent and they
focused on the development of aesthetic judgements through widening
pupils’ experience, awareness and appreciation of the visual arts.
Typical contributions from three different art teachers were:

They have fairly fixed, traditional ideas about what they think good
art is and what they think bad art is, so it is breaking down the
prejudices as far as they are concerned.

Sometimes they would say ‘I don’t think that is as good as that' and
you say ‘'Why not?’ and they say ‘Because that is messy and that is
actually beautifully drawn’, and then you can go into ‘Well you
know there are reasons why that is good and that isn’t’ .., [ think that
they absorb such a lot.

I try to get them to have that love of looking at works of arl.

Extending appreciation and developing aesthetic judgements in
dance

Only one interviewee offered a comment which was vaguely relevant
to this subcategory. In contrast to the corresponding contributions for
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art (given above), which were specifically concerned with enhancing
aesthetic judgement-making, the following comment is limited to
promoting awareness and appreciation only in the most general of
senses:

The main objective was to make people more aware, make people
more aware of dance in its own right ... [The outcomes are] ... more
awareness primarily, hopefully more understanding of where they
sit, not literally, but where they are within the world of the arts:
whether or not they feel that their own involvement is perhaps going
to the theatre, opening their eyes to productions and performances
out of school, or whether or not that is something that they actually
Sfeel that they want 1o take away and they want to improve and they
want to develop within themselves (dance and PE teacher).

However, it is important to recognise here that dance as an artform has
a much more precarious status in the curriculum than the other main
artforms. As this interviewee went on to argue, it can be an outcome
itseif to get pupils to appreciate that dance is an artform, not merely ‘a
PE activity’;
The biggest thing that [ want to get through is allowing every pupil
... the ability to develop movement potential; develop an appreciation
of the artform, in that way, develop dance not as a PE activity, but
as an activity that develops in its own right as complementary to
other artforms. So that is my main objective (dance and PE teacher),

Extending appreciation and developing aesthetic judgements in
drama

One interviewee expressed this type of outcome as an aim: */ want them
to have an appreciation and to be able to be analytical about the things
that they come across in terms of drama.’ One drama teacher’s
reference to the claimed effect of making pupils more discerning and
discriminating has already been given, especially with regard to
television (see 4.2). Another drama teacher in a different school also
attempted to engender an aesthetic sense through television drama:

[ tend to start with television because that is what they know, isn't
it? Thatis their form of theatre. When thevdo goro the theaire, they
are constantly blown away ... and they are so impressed by
evervthing, by the seats ... the aesthetic tends to be learnt from
school productions, and the appreciation of drama like that. Inkey
stage 4, when they go out to the theatre and see other experts, they
appreciate [the form].

In addition, a music teacher pointed to the effect of encouraging pupils
to appreciate drama and theatre as an artform.
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Extending appreciation and developing aesthetic judgements in
literature

Over and above the earlier extract on the development of personal
responses to literature, there was only one other comment refevant to
this subcategory and it was made by the same head of English:

1 hope that they will leave with a love of the arts and that they will
continue to follow that through in all sorts of different ways. That
they won't be afraid to go and see a play ... and that they will go
away independent and inquisitive readers. :

Extending appreciation and developing aesthetic judgements in
music

The appreciation of music was cited as an effect, though, interestingly,
generally without the references to the development of critical and
aesthetic judgement-making evident in art and drama, for example:

Basically to provide pupils with an understanding of what's gone
before them, so to have an awareness of the culture within music,
so at the end of the day, even if they don't do any playing in school
at all and they don't perform in any shows, musicals, they don't do
any dance, that they go away being able to appreciate music (head
of music).

In one school, where the music department had worked very hard at
demonstrating to pupils that music at school could incorporate students’
own musical preferences and styles, there was the recognition that in
order to extend pupils’ appreciation of music, teachers needed to show
first that they could appreciate the music pupils brought with them to
school. Consequently, a perceived effect was the dismantling of the
perception that school music equated with classical or traditional
music: ‘We seem to have broken the barrier in school, that music is a
cool thing to do, music is a cool place to hang out ..." {music teacher).

Encouraging a sense of inspiration and motivation in the artform
As an extension to the notion of knowledge, understanding and
appreciation precipitating a positive attitude to the arts, some teachers
alluded to aconsequential effect of increased motivation and inspiration
on the part of pupils. In the words of one interviewee, pupils can
become ‘fired uup’; words like ‘inspiration’, ‘interest’ and ‘involvement’
as outcomes were volunteered by many teachers. For example, an art
teacher in an all-girls school remarked:

1 think that arts education means a lot to me because I can see the
influence over 28 years that [ have had on different girls — the
commitment, motivation, enthusiasm and skill that can be brought
out of people.
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Several teachers pointed to the effect of pupils being inspired to
achieve higher standards rather than accept just satisfactory levels of
performance. Raising aspirations was seen as a necessary outcome
prior to attaining higher levels of achievement. Others described it as
the promotion of a positive and ambitious ‘can do’ mentality in the arts.
In English, the motivation to want to write better and effectively was
seen as revolving around ‘a love of the creative power of language’.
Furthermore, a deputy head described the arts’ impact in terms of the
constant drive to improve and reach higher:

In art, they say ‘Well yes, this is interesting, you are working well
here, have you thought about ...?" So, it is not ‘That’s good, fine,
it's finished' — it is about the working on, working to improve
whatever you have got.

Aswell asinspiring individuals, adeputy head underhined the importance
of having an impact on peer group cultures, if young people are to be
able to engage enthusiastically in the arts without the ridicule and
censure of their friends:

They do take part in leisure activities that directly relate 1o the arts
now; we are talking about 13-vear-olds who will go away and be a
member of an art club. [t is not frowned upon now. That is so
important for kids of this age: if anything has not got the street cred
or makes you look a swat, or whatever today’s word is, yes that is
right. If being an artist, or having art in your bedroom when your
friends come around, or having anything like that, doesn’t have
that, ‘Oh well, [ am not going ro take them upstairs because that is
where [ have been doing this work’. If people have the confidence
to be like that now at 13, that is the important thing, if it is cool, it
is...and itis. F'would never have thought that transformation could
have taken place in [pupil X), but it has.

This observation echoes the earlier comment on the way in which
changes have been brought about so that ‘music is a cool place to hang
out’.

It seems, then, that teachers talked about appreciation of the arts, as
both an appreciation of the aesthetic, and as a motivating force for
pupils — to either transform their attitudes or to inspire them to become
involved.

Pupil Perspectives

Extending appreciation and developing aesthetic judgements in
art

As has already been noted, quite a number of pupils recognised the
effort, ability and hard work that had gone into a work of art, and this

61

2
WHAT ARE
THE EFFECTS
OF

ARTS
EDUCATION?




ARTS EDUCATION IN SECONDARY SCHOOLS

was in particular relation to visual art. Some comments were, in
general, a tokenistic acknowledgement of the hard work needed to
produce a ‘good’ piece: ‘I now think that painting there looks really
hard to paint’ or ‘I thought it was easy just because I was good at it.
Thereis alotmore work which needstobe putintoit...’ Onecomment,
however, illustrated the effect of a more direct sensory experience on
appreciation of effort and hard work, which appeared for this pupil to

be quite special:
2.
WHAT ARE Art, sometimes because you go into an art gallery and it is just quiet

THE EFFECTS because people are just spelibound by the work, because some
paintings take an awful long time to make, and you just think this is
all worthwhile, because if vou just throw something on to a piece of
paper willy-nilly ... it just does not look right (Year 7).

EDUCATION?

For one pupil, this greater appreciation of effort in art was qualified by
the condition that the viewer should be able to understand the artistic
product —it should be accessible. This was important as it demonstrated
amore critical judgement of the effort portrayed in the painting or work
of visual art:

But when you see pictures, like, dots on the paper, dots inside a
square on a piece of paper, some people say ‘That is a wonderful
piece of art, you are expressing yourself', but to us children that is
a load of rubbish ... because we don’'t see how anyone could have
spent ... well maybe the artist had a different opinion or ithad avery
deep meaning for them, but nobody else can understand it. We like
the ones that, not tell a story, but actually show a lot of effort, you
can see that a lot of effort ... like the ones on the walls. We don’t
see how a square can represent a life (Year 7).

This comment was made by a Year 7 puptl, and perhaps illustrated that
it can be difficult for younger pupils to appreciate something they find
hard to understand or that they do not like. It could be the case that with
age and increased understanding, pupils come to empathise with the
artist and so extend their appreciation of art, as a Year 10 comment
(from a pupil at the same school as the example above) would suggest:

[talking about art] ... as I'm doing my work and doing projects, [
sort of understand how much hard work goes behind like a really
brilliant painting that, say, Van Gogh has done, or the Mona Lisa.
[ can understand that there’s a lot of preparation while they were
doing that, instead of just a great artist ‘doing it" and becoming
famous. [I] have worked much harder, because I'm working
harder; it's like I've stepped into their shoes, if you like, and I
understand them a bit more (Year 10),

This type of appreciation through empathy was mentioned by other
pupils also at this school, one pupil’s view of art as ‘a load of rubbish
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and stuff’ changing when they could see how the artist ‘feels and why
theydo it...” (This kind of transformation of opinion is similar to that
put forward for art by one of the deputy heads earlier.} That not more
pupils articulated such a viewpoint with age implies that an increased
appreciation withunderstanding in artcan only be atentative suggestion.

Six pupil comments related more specifically to an enhanced positive
attitude towards art. These were all made by girls from just two of the
schools. Taken together with appreciation of art, it was clear that one
school inspired appreciation amongst its pupils more so than the other
schools. A few of the girls described their positive attitudes in terms
of enthusiasm, one stressing the importance of the opportunity for art
when ‘young and vou start off experiencing what they 'redoing ...",and
another explaining the importance of her Year 11 experience:

It’s made me more enthusiastic about art; I am definitely taking it
up incollege. I'wasn't going to because I thought ... well  am good
but [ wouldn’t do it, but I really, really want to do it now. Yes, Year
11 has shown me that I can just sit there and do art and I want to
learn more; I want to do it for a longer time (Year 11).

However, for this pupil, enthusiasm was also balanced out with the
proviso that the arts (drama) ‘take a lot of hard work and dedicatior’ .

Overall, pupils saw aesthetic judgements in art as being about discerning
how much effort, ability and hard work had gone into a piece of
artwork. There were no apparent patterns with age, one pupil making
similar comments about aesthetic judgements in art in all three years
ofkey stage 3. Generally, there were only a few alternativesto the view
that to count as good, a work of art should be the result of considerable
effort and ability: in addition to the pupil quoted above, who added the
criterion that a work of art needed to be understandable, one pupil
commented on understanding the value in a product in terms of
qualities conveying a sense of ‘beauty’:

You can see something ... someone might say that's hideously ugly,
and you can think ‘it might be ugly, but it's beautiful at the same
time'. It’s nice in its own little way. Thar rype of thing (Year 10).

Extending appreciation and developing aesthetic judgements in
dance

The two pupils commenting on appreciation of dance (accounting for
just seven per cent of all those pupils taking dance) referred only to a
very general increased interest in dance. This was because of abroader
exposure to dance — both on the television and through appreciating
‘more [things] than [ did before’ . Like the teacher comments for dance,
there were no pupil comments on aesthetic values orcriticism in dance.
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Extending appreciation and developing aesthetic judgements in
drama

There were just four comments from pupils on increased appreciation
of the dramatic artform — a very small number considering the total
number who took drama at school. The pupils were from just two of
the schools, with the appreciation of effort and ability coming across
in two of the comments, again, from the same school as highlighted
above for art:

Itis alot of hard work, especially as I have been in two productions
since [ have been here. It shows you — you look at other pieces of
drama on the stage verv differently because you know what goes on
backstage and you know all the hard work which has been put into
it. So vou look at it in a different perspective, you know how much
work has been put in to get it to that standard (Year 9).

Appreciation of the techniques used in drama was mentioned by one
pupil, but this comment does not really display the type of analytical
critique claimed by one of the drama teachers above:

Oh, how to really portray yourself as somebody else, like it used to
be just changing your voice, but now it’s like trying to change vour
features as well, and walking like them and looking through them,
like if vou were them. It has made me a lot more appreciative of
different actors and things, like the way they can just jump from one
persontoanotherwithout blinking. Although it must take themages
to practice and things (Year 7).

Indeed, making value judgements about the dramatic artform was
hardly mentioned by pupils, who referred only to a very general ability
to say whether something was ‘good or bad acting’.

Extending appreciation and developing aesthetic judgements in
music

In contrast to the emphasis on appreciating effort and ability in works
of visual art, appreciation through understanding was mentioned with
particular frequency in relation to music. One pupil articulated this
understanding as being much better than just being able to listen to 2
piece of music:

T'think it's really just learning to appreciate music —all of it is — you
learn to pick up; I mean, it’s really good just listening to a piece of
music, enjoying it for what it is, but it's something different when
you can just analyse it, you know what's going on. You can say 'Oh
[ know what key that is, [ know what the composer has tried to do
there’. It's goodto go that stage deeper into it and know a bit more
about the music (Year | 1).
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At odds with the teachers’ viewpoints, this comment was very much
about analytical skills and appreciation through understanding, as
opposed to a general aesthetic appreciation suggested by the teachers.
It could be possible that the teachers would tend to illustrate appreciation
and aesthetic judgements as being within the capacity of all pupils,
while pupils may perhaps feel they can appreciate music only when
they understand it at this deeper level.

Another individual took the notion of listening to music a stage deeper
by likening it to ‘experiencing the music’. This pupil talked about
appreciation of the arts through increased sensitisation, discussing
listening for patterns in music and looking for techniques in art.
Indeed, he made quite a significant statement on the differences
between art and music, saying that in art at a young age (Year 8) you
can look at paintings but not yet experience them, but that in music,
through sensitisation with understanding and imagination ‘you begin
to almost experience the music, rather than just listening to it’.

In particular relation to music (over and above other artforms) were a
fair number of comments on increased appreciation of a broader
repertoire of works. Most of these comments were volunteered by
pupils in Year 11, and most were about appreciation of a wider range
of styles through listening. One pupil talked about this as an increased
‘confidence to listen to new pieces of music and not just stick with my
style’. The emphasis on the teenage preference for pop tunes was clear,
with pupils now claiming that they *don’t just listen to pop tunes; you
can listen to other things and appreciate them’.

Alongside the ability to appreciate a wider repertoire, accommodation
of pupils’ own tastes in music featured highly in their comments at
Year 11, combining theirknowledge and understanding with their own
discrimination and aesthetic preferences:

Then in terms of music [ think that it’s helped me appreciate music
a lot more because before school, before high school, I didn’t listen
to that much music but now, since then, I've developed, [ listen to
a lot more music, I'm a lot more knowledgeable about music and
I've developed my own tastes in if (Year 11).

In contrast to the aesthetic values in art being based on judgements of
effort by pupils, comments for music were even more tenuous — just a
description of what they were hearing. It was clear that both types of
judgements were based on the immediate sensory experience for these
pupils, what you see for art, and what you hear for music. One pupil’s
discussion, however, stood out as being particularly discemning about
the nature of musical performance:
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... ook at the music more; it sounds really weird but they always
seem to have like a different meaning each time. I don’t know, it's
hardto explain, probably justlike the emotion ina song, that's what
I've learnt the most this year ... (Year 11).

This demonstrated an understanding that music can change each time
it is performed, and although not directly articulated, it illustrated an
insight into the nature of music as different to art — where the product
stays the same each time you look at it, although the aesthetic response
might change. No pupils referred directly to the nature of the arts in this
way, though.

Appreciation and aesthetic judgement-making: summary

In general, then, pupils talked about appreciation of effort and ability
that other artists put into their work, and acknowledged the hard work
needed to make a good product. Appreciation of a broader repertoire
was emphasised for both music and art, even if the artistic work was not
liked. Aesthetic judgements and values were again based on effort in
art, while for music, aesthetics were more a general description of
sensory experience. Comparatively few pupils testified to extensions
of appreciation or aesthetic judgement-making in connection with
drama and dance. In all artforms, pupils rarely mentioned the point of
aesthetic education as propounded by the teachers. Similarly, while
the teachers emphasised appreciation and aesthetic judgement-making
as being accessible to all, pupils linked appreciation of both art and
music to being able to understand the product in front of them. This
final point was also put forward by one of the employers interviewed.
When asked what an arts education was for, he suggested that it was to
do with appreciation, but that ‘if you don 't read, you can't read a good
book. If you don’'t understand ari, and appreciate it, then you can’t
enjoy that part of what life offers, if you like.” Anotheremployer talked
aboutthe main outcomes of arts education as being about ‘appreciation
and awareness of some of the finer things in life, in other words the
things that vou'd enjoy if you had the time’. Thus, the second-order
intrapersonal effects of enjoyment through appreciation and
understanding appeared important to these employers —not necessanly
that these would transfer to the work place, but rather that they could
be an important part to an overall lifestyle — either whilst at school, or
at work.

4.4.3 Fostering awareness of cross-arts continuities and
differences

Teacher Perspeclives

The effects of cross-arts work were discussed by teachers and a few
pupils. For some teachers, the effects of engaging in several artforms
or participating in integrated arts programmes could be greater than the
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sum of the individual artform parts. This is a potentially very
significant point for the research and one that will need to be borne in
mind when considering the effectiveness of teaching and learning in
the arts. Arecertain outcomes most attainable through, if not dependent
on, pupils taking several different artform programmes or some type
of integrated or cross-arts projects? This music teacher appeared to
think so:

[ think that we get a lot of pupils, I think, in here that are immersed, )

very much, in the arts; they don't just specialise. We do get a lot of WHAT ARE
THE EFFECTS

... crossing between the two or between the three and because of that
L really do think that they become very individual. We do get pupils
more individual and they do pick up certain subjects specifically,
but ] think if you talk about what the arts are doing for the pupils as
people, notjust knowledge-wise, actually doing for them as people,
it very much crosses across all through [the arts].

EDUCATION?

The following is an example of the kind of project that was seen as
offering such effects:

Then the whole thing became such a synthesis of ideas. Me and |x]
put ideas forward and then we got some of the other pupils
composing some computer music. We set up a couple of computers
in there that were running continuous loops. Then we actually set
speakers under the audience so that it was running their music as
the play was going on. It became such an absolute ... [ remember
sirting back and thinking ‘This is such a brilliant synthesis of all the
arts; if you could video this and package this, you could sell this to
anybody who wants to come in and say “"What does arts do in school
and how does it come in from the community?”’ It started off with
this sort of strange play that they were reading and it became
something so completely different in many ways (music teacher).

A head of music maintained that the effect of nurturing cross-artform
perceptions was better achieved through a department rather than a
faculty structure:

It enables them to see [links across the arts] ... in order to see the
links between artforms, which we feel are important, and hence our
collaborative approach at certain times. Inorder to see those links,
kids have got 1o see the differences and appreciate the difference
between a performing subject like drama or discussing and
performing, a performing and listening subject like music, apractical
hands-on subject like art or sculpting — whatever — the more
physical side of dance and so on. [fthey are to begin to understand
the commonality, the themes, the themes of approaches, perceptions
within those subjects, they have got to see the differences first.
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A dramateacher in another school (with an arts faculty) also emphasised
the value of perceiving the differences, as well the similarities, between
different artforms: *So [ think an arts faculty has to work very, very
hard for the shared experience, whilst really appreciating the
differences.’

Pupil Perspectives

There were just four comments by pupils about cross-arts awareness —
interestingly cone for each artform, and from a variety of schools. The
use of cross-arts in productions was highlighted fordrama, emphasising
how all pupils’ skills can be used:

Well, it shows all areas of the arts really, doesn’t it? Because
vou've got the band, and you listen to them and think ‘Oh, I wish |
could do that!’ And there's all the lighting. People who aren’t all
that interested in drama and stuff, they still get to do the productions
‘cos they help with the lighting and the people who like art do all the
scenery and set work (Year 7).

Another comment linked the stmilarities of dance and acting through
movement, while another pupil talked about making use of different
sensory areas than you would normally use in art by combining it with
music: ‘fisten to music and draw what you are thinking.’

While the effects of cross-arts were identified more strongly by the
teachers than the pupils, it was clear that pupils appreciated the arts in
very many general and specific ways. However, this whole subcategory
was open to many pupil-specific differences and deeper insights, with
no obvious progression of appreciation with age. Perhaps of most
significance was the stress put on appreciation with understanding by
the pupils —notspecifically mentioned by the teachers. Alsouncorrelated
and of similar impact was the teachers’ claimed effect of aesthetic
education, not articulated by the pupils.

DEVELOPMENTS IN TECHNICAL SKILLS AND
CAPABILITIES FOR EACH ARTFORM

Having outlined the developments in knowledge, understanding and
appreciation of the arts, we now turn to a subcategory that focuses on
the development of technical skills, both in the arts in general and for
each artform.

Teacher Perspectives

Teachers on developing technical skills and competence in the arts

Although this subcategory was created to allow for the possibility that
interviewees may cite the development of technical skills which were
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unique to the arts as distinct from individual artforms, in practice, none
materialised that could not be assigned to the latter. However, an
important point made about most of the artforms is worth making here:
many of the teachers interviewed werc of the opinion that the
development of skills was frequently a necessary precursor to the
achievement of other ‘second-order’ outcomes such as heightened
self-esteem (see section 8.3) and improved competency in expressive
skills (see section 7.5). The following comment from a deputy head
touches on this theme:

It should enable children to understand how it is they can express
themselves or an idea or a feeling in a different format, in a visual
format or in a musical format, and that by learning the skills of
painting, of drawing, of reading music, of playing an instrument, of
being able to sing or dance, you are developing yourself and
developing your ability to express yourself or an idea — whatever —
in that format.

Teachers on developing technical skills and competence in art

Most teachers of art affirmed that the acquisition of skills was a crucial
outcome in their subject and that technical skills were gained and
improved upon. Several of the most frequently mentioned skills
included manipulative skills, motor skills, awareness of form, space,
shape, light, tone, texture, colour and skills of observation.

Selecting the appropriate skills to focus upon as learning outcomes
appeared to be related to a set of judgements about such factors as the
relevance of skills to different age groups, pupils’ previous experiences
in art, and differentiation according to ability:

In early primary, one of the very, if you like, mechanistic values of
painting, drawing and three-dimensional work — it develops motor
skills.

I do quite a lot of tonal drawing and they do quite a lot of work in
that. [ start with that in the first year because [ find that junior
schools don’t appear 1o have done any of that. That is something
that I flog a bit in the first year. It is important.

Less able pupils tend 1o stay at the first stage of this learning base;
more able ones go off on a tangent.

As indicated above, for several teachers, the teaching and learning of
techniques and skills were about offering an empowermentto children,
equipping them to achieve other outcomes. Technical skills were seen
as enabling pupils by providing them with ‘building blocks’:
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We then provide them with a range of skills in order that they can
respond in a visual sense to that sensitivity. Then we give them the
opportunity to be able to use those ... facilities to operate in a
creative way.

The technical skills [side] is also very important as well, because
that gives them the ability 10 do that [i.e. be creative].

So that colour mixing and being confident about paint — it is about
techniques, simple techniques that are magic when vou know how
to do them ... it was one of those ‘Oh, Miss | know how to do this
now'. Then each week it is reinforcing what vou learnt the last week
so you haven't forgotten ... I love the excitement that is generated
by something like that happening. They are all going ‘That’s «a
really superlesson, Miss. [really learnt’. We sometimes say to them
‘Do you think you have learnt anything today?’ They say 'l know
how to make noses now’ or ‘How do you make a hand look like it
is? Oh, isthat what youdo?’. You know, ‘You go home and you do
it for homework, you do three of them and then usually you know
how to do it'. So it is to do with empowerment, but it is to do with
gaining massive amounts of confidence straightaway when they say
that they can’t do it and then they can. So [ believe, very much, in
showing people really how; I don't leave them to find out for
themselves.

Teachers on developing technical skills and competence in
dance

The only significant reference to the development of technical skills
came from this dance/drama teacher:

By the end of key stage 3 ... they know dance terms, they know skills,
they know unison, they know where they should use those in a
dance, they can create a dance and then what they can do is tell vou
how they have done it ... it is quite technical when you think about
it, to deconstruct work that you have created and say why you have
done that when you are 13 years old.

This suggests a design and planning approach in dance, combining
choreography with composition and contributing to the acquisition of
dance skills, A small handful of responses from dance teachers also
talked about the effect that dance has on developing movement,
coordination, endurance and strength. One described thisas developing
knowledge about ‘how fo treat bodies’.

Teachers on developing technical skills and competence in
drama

Most of the drama teachers volunteered the acquisition of skills as an
outcome of their teaching. Although there was a noticeable reticence
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about using the term ‘theatrical skills’, by far the most common
reference to outcomes associated with skills was ‘performance skills’.
Examples included:

One is the performance skills, because when it comes down to it,
[drama and dance] are performance subjects and to give, not just
pupils but anyone, the skills in which to perform confidently {is
important] ... [ feel that they need to have those skills to make sure
that the product is worth presenting. [ think that that then feeds
back and makes my job easier, in fact, because if pupils are
performing in different areas and other people are watching when
they come to the lessons, then there is an expectation and there is
a level of commitment and a standard that they then aim at. don't
have to keep reinforcing it; it is already there.

I also over the years have realised the enormous responsibility you
have, as soon as you put your pupils on the stage. You're not doing
them a favour if they're not performing well, and that’s important
to teach them those skills,

In the end, what the kids can achieve is very, very meaningful
performance.

One teacher volunteered that ‘we do teach theatre skills’, but qualified
it by adding that this was only to a limited extent and that they were not
taught inisolation, but as part of topics on substantive themes. Another
teacher also pointed to both theatrical skills and dramatic techniques as
important outcomes: ‘how we put the words on the stage, how we
structure things, the different technigues that we use to get that across’ .
Another identified the ability to write a play: ‘Well there are the
technical skills that if they wanted to make a play at any point in the rest
of their lives, they could do so.’

Teachers on developing technical skills and competence in
literature

There was only one reference to any claimed effects on technical skills
that were perceived to have any relevance to the processes of creative
composition in English:

[When discussing skills in grammar and punctuation] [ think those
secretarial skills are very, very central to creativity, because they
help to clarify and language is not just a mish-mash of half-
expressed utterances — if you haven't got the correct word and you
haven't got the right punctuation, really vou can’t express and very
often the finest, say, witha Larkin poem within the complexity of the
syntax and so on is something that allows the poem to hang together
... the school inspection brought this up; she said that we are very
good on the secretarial things (head of English).
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Interestingly, apart from this comment, there were no references to
technical skills associated with the actual processes involved in the
making and invention of text, compared, for example, with those
identified for art.

Teachers on developing technical skills and competence in
music

Numerous purported outcomes in technical skills were identified for
music: learning to play musical instruments, notation, keyboard skills,
pitch, rhythm, compositional skills and performance skills. Others
included: learning to read music, musical form, percussion, coordination,
dexterity and auditory skills.

As was evident in the art teachers’ responses, many music teachers also
seemed to adhere to the principle of building up the technical skills
gradually and progressively to facilitate the achievement of other
‘second-order’ effects, such as self-expression and creativity:

So what I do is to try to expose them to, like, simple things, like the
concepts of pitch and rhythm — things like that. So eventually, [ am
leading them to self-expression, but not in the first term of Year 7.

There were, however, suggestions that not all teachers of music were
comfortable with a view of curriculam progression which meant that
creativity and self-expression were postponed until minimum standards
of technical skills had been achieved. An alternative approach to the
sequencing of leaming outcomes was offered by one interviewee:

Pupils pick up the technical skills through the activity in many
respects. I tend to teach technique and knowledge, if you like, on a
very much on a need-to-know basis {deputy head).

Overall, then, teachers reported the development of technical skills as
important to their artform, and that such skills could lead to other
developments in expression and creativity, and enhancing pupils’ self-
esteem. In both art and music, technical skills were seen as the main
building blocks, but developments in these were not seen as a barrier
oressential precursor to creativity and self-expression. The development
of dramatic techniques and performance skills were emphasised in
drama, but there appeared to be few significant comments about
technical developments and skills for dance. As dance was often part
of the PE curriculum, perhaps it was the case that such skills were not
seen as significant developments for pupils; rather, that a more general
development in movement and motor skills was mentioned.

Pupil Perspectives

While the development of technical skills and competence appeared to
be very much specific to each artform from the teachers’ point of view,
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it was possible from the pupils’ comments to form an overall picture
of skill acquisition in general, and to draw out trends by year group as
to how pupils perceived the effects of arts education on their development
of technical skills. Other specific types of technical skill development
varied with artform and age, with some interesting school differences,
and these will be discussed later.

Skill acquisition in the arts - in general ways

Pupils talked about the acquisition of skills in various ways. Overall
there were 340 comments under the subcategory of general skill
acquisition, making it a very large coded item. Quite a number of these
comments were general references to having learnt ‘more skills’, but
they also included references to:

« the elements/components or building blocks of the artform;
» techniques;

» approaches and methods,

» using different media; and

* designing and planning.

Many of the pupils’ comments on general skill acquisition referred to
the elements or components that made up the building blocks of the
artform, upon which techniques were built. However, most of these
comments referred simply to ‘leamning about’ rather than ‘leaming
how to’, in terms of technical skills. This was particularly the case for
music, where pupils talked about learning ‘notes’ and ‘rhythm’.

Some pupils talked about the techniques used in the different artforms,
forexample learning how to do brush painting or mix colours in art, and
freeze-frames in drama. For some pupils, learning these techniques
was an outcome in itself. However, in a good many cases, pupils linked
such ‘learning’ to the need to make a good product; to make the product
‘better’, to ‘make a play good’, or to ‘make a good dance and
interesting’. Others substantiated the acquisition of techniques further
by saying that it had taught them how to make their work look ‘more
realistic’ (Year9, art) or ‘more real’ (Year 10, art), and that they could
now put themselves into their work. This latter point was particuiarly
so with the older year groups. Like the art teachers’ comments on
greater self-esteem with increased skill, pupils recognised some second-
order effects too. Related again to art, the following was a seemly
example of increased ability and skill acquisition with age, and how
this could have second-order effects on a pupils’ own work: ‘I've got
more skills now than | had before. I can put my feelings into it now, the
actual art work’ (Year 9).
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Two pupils from one of the schools talked about how the basic
technical skills {earnt across all of the artforms in Year 7 would stay
with you ‘for the rest of your life’ and ‘help you so much in your later
life’. Like the art teacher previously, another pupil saw Year 7 as
providing the ‘basic skills’ across all the artforms, so that later “you can
develop your own ... you can experiment with it yourself . One or two
of the younger pupils saw the acquisition of techniques as a preparation
for Year ¢ and GCSE, particularly in drama. One Year 11 pupil saw
the need to learn techniques to ‘get the actual grades in the subject’
(drama).

By Years 10and 11, pupils appeared to value their own skill acquisition
and independence in the arts, although such comments for music were
more random with age:

{ have learned what I think sounds right to myself ... what notes
sound good together ... (Year 9, music).

I have learnt to be a lot more creative and to draw on a wider scale
and use different techniques ... (Year 11, art).

What | would lock back in Year 7 as a good piece of work, now I
would just think well, it's not really that good ... vou sort of develop
your technigues as you go on ... started off with naturalistic ... in
Year 9, touching on abstract drama, so in Year 10 now, whoever
chose drama got to further those skills and learn more skills (Year
10, drama).

Such comments would tend to reflect the teachers’ perceptions of
progression in skill acquisition leading to second-order outcomes at
later stages in secondary school. Interestingly, there were far fewer
comments on techniques or technical matters for music than there were
for art and drama, and, as we shall see later it would appear that skill
acquisition in music required different descriptors from those in art,
drama and dance.

Despite mostly positive comments about their leaming, some pupils —
although they recognised the new skills and techniques presented —
found the work difficult. After having worked on shading and
perspective in art, and moving on to portraits and painting, one Year 8
pupil proclaimed that ‘mine didn’t turn out very good. I'm not very
good at art’. However, another pupil at the same school said how she
had improved in art, despite feeling ‘pretty hopeless’ atitin Year 11,
because of the teachers’ support. This indicated that pupils might still
choose an art option for GCSE —in this case art —even if their technical
ability may not be very good. This would suggest that other factors
must play an important part in option choice, and indeed the role of the
teacher in supporting that choice seemed evident here.
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Pupilsalsotalked about general skill acquisition in terms of approaches
and methods: the different ‘ways of doing’, such as improvisation or
role play in drama, or observation in art. Again, there were very few
comments on different methods of skill acquisition with regard to
music.

Other general references were made to ‘using’ different media,
particularly in art — where pupils used clay, paints, pencils and different
materials. More specific comments on learning ‘*how to’ control those
media (as opposed to general use of) are presented below under the
heading ‘Specific skills and tools of the trade’. Pupils sometimes
mentioned design and planning in a fairly broad sense — talking about
starting a project from scratch, from the design stage. Again, specific
design skills such as choreography and composition are presented
below under the heading ‘Specific skills and tools of the trade’.

From these general comments, then, it was possible to identify patterns
in progression of skill acquisition with age — most pupils referring to
the acquisition of techniques in Years 7 to 9 (but referred to much less
in music), with use of different media and beginning to design or create
theirown work in Year 9. In Year 10, several pupils commented on the
need to refine and improve on skills learnt eariier in secondary school,
but not really learning anything new, except in music where learning
new techniques was mentioned with regularity across all the schools.
Year 11 comments focused on being able to use their own skills and
techniques that they had developed rather than just copying other
artists — this was particularly so for art. However, these are the more
general tendencies, and specific subtleties in technical skill acquisition
are given by artform below.

Specific skills and tools of the trade

Pupils talked about learning specific skills of the trade — including
using keyboards and instruments in music, and paints and ceramics in
art. Control of the medium through learning the symbols or tools of the
trade was also important, for example references to tone and light,
colours, notation and rhythm. Composition and improvisation were
talked about as specific approaches or techniques, for music, drama
and dance. They were also referred to as being activities with second-
order outcomes such as ‘creativity’, ‘fun’ and opportunities for ‘group
work’.

Besides increased creativity and application of self, other second-order
outcomes of skill acquisition included motor and visual skills, and
these are discussed below, in relation to each artform as appropriate.

Pupils on developing technical skills and competence in art

Most pupil comments for art for this effect referred to increased
competence in techniques: how to use the equipment (including paint
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brushes, and also more advanced machinery such as the kiln, or ‘lino’
cutters, mentioned especially in Year 9); and how to control the
medium. This latter point attracted references to colour, and to tone
and light, with just one on texture. There were some interesting school
differences here, with one school posting 26 of the 50 comments on
controlling the medium through learnt techniques. Pupils from this
school also referred to paints the most. The comments were spread
across all the year groups, but predominantly from Year 7 and also the
upper years taken as a whole. In contrast, another of the schools had
just one comment on learning the tools of the trade (tone, light, colour
and texture) and controlling the medium. Pupils from two of the
schools talked about using clay, with Year 9 pupils from one of these
schools referring in particular to using the kiln.

A few pupils talked about composition in art, making up their ‘own
collages and things’ and expressing a bit more freedom in Year 9. For
one pupil, composition was like improvisation: ‘We had to draw things
like out of our head, just straight down onto the paper ...’ (Year 7). To
another pupil, this freedom helped you to be ‘more imaginative, think
up your own ideas better’ and ‘to make up your own design ...’ (Year 9).

Nine pupils made reference to visual awareness skills in art, with
comments on shape, form and space, as well as a general increased
visual awareness: ‘I have just noticed how much you look everywhere,’
said one pupil. The comments, across the whole age range, reflected
powers of critical observation and concentration not talked about
previously under critical skills:

... instead of just getting a pen and paper and drawing something,
we would look around and look at the object ... that we had to draw
and look at it for a long time and see the different tones and colours
.. {Year 9).

I've learnt to see, definitely. Most people will just draw it
straightaway and it won't look right but you have to look and see
what you're drawing. If you're drawing faces, feel the bone
structure ... look deeper than what you're drawing ... I never used
to do that (Year 10).

While two pupils described simply enjoying using their hands in art,
one pupil commented on increased manipulative dextenty due to art
and, interestingly, on how he saw the possible effects of that on other
areas of work:

Using your fingers to mould the clay, vou use your hands and your

fingers an awful lot in any job you do. I think that logically using
clay work might improve your handwriting or something like that
{Year 7).
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Pupils on developing technical skills and competence in dance

As well as a small number of general references to increased skill in
Jumping and dancing generally, pupils from one of the schools made
a substantial number of comments on technical skills in terms of
composition. Comments were across all the year groups, and tended
10 express an element of ‘freedom’, suggesting an overall school ethos
here as opposed to different approaches to skill acquisition with age.
One pupil disclosed the skills of putting dance and music together as
being more able to ‘express yourself. A couple of the comments
reflected a more improvisatory nature to dance, saying that it was
‘quite fun’ to put dances together with other people without practising
them first. It seemed that the process of composition for these pupils
elicited a sense of enjoyment and self-satisfaction. None of these
pupils referred specifically to choreography, again perhaps reflecting
a freer approach. A pupil at another school implied that the finished
product in dance was perhaps more satisfying, saying that ‘the best part
is when you perform it at the end’.

Nineteen comments were about movement in dance, one pupil saying
that it had helped improve ‘balance’. Nearly all the comments were
from one school, though (and not the same one as above where the
focus was on composition). Mostrelated to specific dance movements,
flexibility, extensions and stretches; and mostly from Years 7to 9. One
pupil referred to a motivation factor here, to warm up and join in with
the crowd. Another talked about how dancing and acting ‘coincide,
because you have to [be able to do] movements when you talk ...".

Unlike the one teacher’s insight into choreography and design in
dance, pupils claimed effects here seemed much more to do with
linking technical skills to a broader sense of enjoyment, and being able
to move about with freedom.

Some pupils talked about physical fitness in dance, with one pupil
making particular reference to learning about her body. Two pupils
referred to the physical fitness aspect of dance as an outcome, citing
this as a reason for having chosen PE as a key stage 4 option.

Pupiis on developing technical skills and competence in drama

Most pupil comments for drama for this effect were about learning new
techniques and approaches to drama, for example freeze-frames and
role-play. Just a few were on the actual techniques or ‘elements’ of
acting, for example how to build ‘dramatic tension’ or use appropriate
body language and facial expression. Some of these comments
reflected those stage skills that the teachers had referred to:

How tatreat the audience, position yourself so youare not speaking
away from them, always facing them (Year 9).

77

2.

WHAT ARE
THE EFFECTS
OF

ARTS
EDUCATION?




2.
WHAT ARE
THE EFFECTS

EDUCATION?

ARTS EDUCATION IN SECONDARY SCHOOLS

78

Acting. How to talk in a group. We do a lot of group tatking. To
work with partners that you don't always get on with. To improve
your speech in front of people (Year 9).

Learnt what good ‘staging’ is and how to be somebody else, go in
role, how to be more confident, how to perform in front of people
(Year 7).

Interestingly, there were only three pupil references to ‘performance’
skills in all of the artforms, and two of these comments related to drama
and a school production.

A design or compositional outcome was important to one pupil who
talked about mixing techniques in drama in several years of his
schooling:

How to mix techniques better ... thinking about what combinations
of techniques go together (Year 8).

Well I'm beginning to mix techniques more and ['m finding out
which enes work best with which other ones, whether you want to
put a freeze in with a role play, you know, just mixing around, what
combinations work best (same pupil, Year 9).

Indeed, many pupils talked about composition in drama, but there were
also comiments on improvisation. One pupil described improvisation
in drama as ‘creativity towards different plays’. Two schools in
particular stood out as having a strong improvisational approach to
drama, which the pupils discussed, with one of these schools having
many more comments. Pupils here talked about increased confidence
through improvisation:

We just make things up on the spot and show them to the class. And
that helps because then you know how to do things for yourself
rather than just working off scripts (Year 7).

... that helps you talk to people and not be scared. You've got to
perform in front of other people and you're not allowed to laugh or
say ‘Oh, I've got to start it again’ (Year 7).

Pupils from Years 10 and 11 at this school talked about increased motor
skills through taking drama, with particular emphasis on space and
movement. Pupils at other schools did not emphasise movement skills
indrama, suggesting perhaps that work with free movement and space
in drama combines with an improvisational approach.

One pupil enjoyed abstract work as opposed to straight role play in
drama, because of some of the second-order effects that were possible
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to experience, such as empathy and also freedom of choice: */t’'s good
because people don't actually have to represent people they can
represent what ever they want to, and I really like that”’

Pupils on developing technical skills and competence in music

Skill acquisition in music appeared to need different descriptors from
art, dance and drama. Rather than learning ‘techniques’, pupils talked
about learning ‘notes’, and ‘how to read music on the page’ — more like
learning the elements or components of music — at Year 7. Unlike art
and drama, pupils rarely talked about acquiring skills in terms of ‘how
to ...” in music, although a few Year 7 comments did indicate such an
approach, with one on how and why: ‘Well, we've learnt in pieces like
“Fantasia” and things, that how they used stillness and tone and why
they use it, sort of thing’ (Year 7).

By Year 9, pupils still rarely talked about the techniques of putting
music together, but rather 2 more personal notion of what they felt
sounded well together, and doing work themselves: ‘... so we are
learning stuff differently, it's not all about music and instruments ...
it's more yourself, you do it yourself’ (Year 9).

However, a deeper skill acquisition in composition seemed evident for
some pupils at Year 10:

Have been forced to compose — a big step for most people, going
from reading music into actually creating our own stuff (Year 10).

... doing more sophisticated compositions (Year 10).

More than that, there was adeeper insight into the nature of composition:
‘... [can’t exactly learn to compose, but we have been given hints and
tips ..." (Year 10).

But even at Year 11, music pupils still talked about having leamt the
general elements: ‘learn notes and everything’. Even more surprising
was the lack of comment on acquiring techniques for singing, rather,
pupils just saying ‘we did singing’. Keyboard and instrumental skills
were evident in all the schools, with one school using percussion
instrumentsto a greater extent and anothera wider variety of instruments.

It was clear from the pupil comments by year group that they perceived
a progression in skill acquisition — possibly at odds with the teachers’
viewpoints above that skills were taught on a need-to-know basis —and
such progression varied with school. The effect of one school approach
on pupils’ own creativity and composition was apparent. At Year 7,
pupils talked about learning the elements of music but also trying out
different media and instruments, in particular commenting on ‘tones’
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in music. This was important since later on in this school, pupils
mentioned knowing how to listen, and to ‘pick out certain details’ in
music. The techniques for using computers in music seemed important
to the pupils at this school, and by Year 9 they showed enthusiasm for
design and compositicn, again talking about how things sounded good:

How to perform a piece of music, compose. Notes—how even very
simple ones can be a piece and sound really good. How to put a
piece of music together, rempo and pitch and all those things that
come together to be a piece (Year 9).

As such, second-ordereffects of improved auditory skills, and increased
positive attitudes, were outcomes for music. Skill acquisition appeared
to go together with increased knowledge and understanding, and the
development of skill over time was evident:

. we have been doing dance [music] and that's been really good
because we have been building it up gradually over quite a long
period of time and we have been able to put samples of different
songs, using the studio equipment and they have sounded really
good at the end (Year 9).

Other second-order outcomes for music included a “sense of rhythm’,
self-expression and creativity in composition, and one pupil also
mentioned ‘self-discipline’ to stick to deadlines for compositions in
Year 11. Surprisingly, there were no comments on coordination or
dexterity for music, and also very little from pupils on performance
skills. The acquisition of skill forcomposing and improvising provided
much detailed comment from the pupils in terms of second-order
outcomes — in particular, increased self-expression and creativity, but
also several comments on learning to make music with other people
and one which included working independently:

... I have learnt to work on my own better as well, especially with
composing, and inthis year | am better at playing with other people
in groups and working with other people like that, so that's been
good (Year 11),

A sense of fun through improvising was evident, one pupil contrasting
improvising in music with maths, which was seen as doing just one set
thing. Composition was also linked to enjoyment by some pupils, and
for one pupil the ‘chance to show everyone what vou can do” was areal
‘confidence booster’ because: ‘everyone loves listening toother people's
music’. Another pupil (in Year 9} explained how, once you had learnt
the skills, composition could be ‘a lot more to do with you and less to
do with skills’, which she had thought were ‘boring’. Self-expression
was evident inseveral pupils’ comments, either seeking inner inspiration
as this latter pupil had said, or taking as the basis for creativity issues
from the world about them. One pupil talked about putting emotion
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inta compositions fram issues she felt strongly about such as the
conflict in Kosovo, or the emotions that accompany an argument: ‘/
can just put out anything that I feel into my music.’ Thus another
second-order outcome of music was increased empathy with others —
either immediately within the classroom, listening to others; or with
the wider world.

That music is perhaps different to the other artforms, in terms of
knowledge and skill acquisition, and in appreciation, was implied by
one pupil talking about playing and composing music:

. it's like a different language and you feel as though you are
important and you can do something different that someone else
can't do, vou have got this special quality about yourself (Year 8).

The acquisition of skill in music required different descriptors to those
for art and drama, and elicited different outcomes, in particular
working with other people in acquiring composition skills.
Idiosyncrasies of individual pupil comment appeared to be more
frequent for music than in the other artforms. Acquiring expertise on
an instrument was mentioned surprisingly infrequently — even at
GCSE - and, perhaps as a consequence, there were no comments on
improved motor or coordination skills. As we have already noted,
some teachers talked about teaching technical skills in music on an
incidental and need-to-know basis, and did not see the need toreach a
minimum standard, or build up skills in a progressive fashion, in order
to facilitate self-expression and creativity. The pupils, however, did
not express this alternative viewpoint. Pupils perceived their progress
in music to be reliant upon using the building blocks of music (learnt
lower down in the school) to reach some vague notion of ‘standard’,
before being able to profess any kind of technical proficiency —
whether this be in composition, creative skills, or an ability to play an
instrument per se. This scenario seemed, in particular, to be the case
for composition, which was often not talked about until Year 9, when
it would seem that creative expression could be attempted because of
some of the skills acquired (although we do note school differences
here, where some Year 7 pupils talked about composition).

Improved ability in the artforms

Pupils also talked about improved or increased ability and competence
for all the artforms. A general pattern in progression of perceived
improvement was evident throughout the year groups and across all of
the schools. However, perhaps the most interesting finding was the
number of comments on improved ability in art, in particular at Year
8. Some of the pupils in Year 7 emphasised an improvement on
primary years’ experience, while Year 8 focused on the new challenges
and how this made the subject more interesting. Comments also
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reflected a building on to the basics learnt at Year 7. An improvement
of techniques through practice and homework was menttoned by a
couple of pupils. Most of the Year 9 comments reflected back on key
stage 3, one pupil commenting on a real sense of achievement on her
improvement. Comments at Year 10 tended to emphasise perfecting
and improving Year 7 to 9 experience, whereas at Year 11 a sudden
change in attitude reflected the GCSE portfolio and learning new
skills quickly. Increased confidence came with improved ability at
key stage 4.

There were just three general comments on improved ability for dance.,
one from a Year 7 pupil, two from pupils in Year 9.

In drama it would appear that in general pupils did not see any
improvement in techniques after Years 7 and &, but rather that they
used a wider variety of technigues, putting them together in different
ways. Several pupils talked about ‘getting down to serious stuff’ in
drama in Year 9, and in Year 10 furthering those skills.

Like art, pupils in Year 8 also found music more of a challenge than at
Year 7. However, an overall sense of improved ability was less evident
for music than the other artforms. At one school, however, pupils did
mention a general build-up of knowledge throughout secondary school,
and that this ‘makes it easier’.

Developments in technical skills and capabilities: summary

In discussing the acquisition of technical skill, both as an outcome in
itself and as a means of accessing second-order outcomes, there were
some differences in the way pupils perceived art and music. In
particular, variations in the way they talked about technical
developments in these subjects were apparent. Pupils saw technical
skills in art as the building blocks of the subject, as evidenced in the
way they talked about how they used tone, colour, light and aspects of
shape and form in their own work. This was the case from Year 7
through to Year 11. In contrast, it would seem that for music, pupils
referred much more to learning about notes, and about instruments and
the orchestra — that is learning about the actual musical elements
themselves —and thus they were perceiving technical developments in
what might otherwise be seen as a knowledge (rather than skill) base
of music. It was, in general, not until Year 9 that pupils mentioned
composition in technical terms, and this did not appear to be being
developed as a technique until Years 10 and 11 — by which time the
majority of pupils have effectively been differentiated by ability. In
addition, there was a notable lack of any reference to developments in
instrumental skills. This would suggest then that pupils perceive the
building blocks for development in musical skill to be the musical
elements themselves as opposed to technical skills, or techniques for
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how to use those elements. With the conspicuous exception of a school
where pupils from Years 7 and 8 did talk about learning how to use tone
and pitch and so on, and — in Year 9 — compositional techniques, such
a perception would tend to accentuate the implication that technical
skill development in music 1s heavily differentiated by ability.

There were surprising similarities, however, in the way pupils talked
ahout skills in art and drama — with similar progression in learning
techniques and in expernimenting with different methods orapproaches.

CONCLUDING COMMENTS

Evidence from the pupils included many testimonies to knowledge and
understanding outcomes for art and music, but much fewer for drama
and dance. For art and music, these accounts of increased understanding
centred on particular styles, movements and individual artists, with a
noticeable paucity of comments on contextual, historical and critical
skills elements,

Unlike their teachers, who, for example, made the case for developing
discernment in the consumption of art, including mass media artefacts
and productions, pupils across the artforms did not usually identify
critical skills, interpretative skills or aesthetic judgement-making as
effects of their arts education, particularly at key stage 3. However, in
art and music (but much less so in drama and dance), many pupils
described an extension in their general appreciation of products and
performances in these artforms. To this extent, pupil perceptions
signalled the achievement of enriched appreciation in art and music,
but without adeveloped language of critical or aesthetic discrimination.
Moreover, while the teachers emphasised appreciation and aesthetic
judgement-making as being accessible to all, pupils often linked
appreciation of hoth art and music to ability both in production and
consumption. Indrama and dance, there were comparatively very few
nominations of effects relating to broader appreciation of the artform,
let alone critical or aesthetic judgement-making.

The pupil data was also rich in accounts of developments in technical
skills and competencies. These were especially prevalent in art. In
music, it was noticeable in most of the schools that the pupils tended
to construct comparable references more in terms of acquiring
‘*knowledge about ..." rather than ‘knowledge how to ..." as in art,
where there was a greater tendency for pupils to describe skili
acquisitions in terms of applications to their practices (although as we
have seen, there was this link in music to some extent regarding
composition). The limits within music provision to developments in
instrumental skills may be an important factor here.
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By way of concluding this chapter, it is interesting to compare the
outcomes portrayed by pupils with those embedded in the National
Curriculum, especially since most (but not all) of the areas to be
covered by the Orders for arts subjects are to be found within this one
outcome category, ‘arts knowledge and skills’. Taking the art key
stage 3 Programmes of Study, for example, it is quite clear that pupils’
accounts of effects were commensurate with the majority of the
curriculum requirements. However, in the light of the above analysis,
the major areas that appear to be insufficiently covered would fall
under:

9. Pupils should be taught to:

¢) relate art, craft and design 1o its social, historical and cultural
context, e.g. identify codes and conventions used in different
times and cultures;

d) identify how and why styles and traditions change over time and
from place to place, recognising the contribution of artists,
craftspeople and designers;

e} express ideas and opinions and justify preferences using
knowledge and an art, craft and design vocabulary

(GB. DfE, 1995).

The parallel requirements for music were also lacking in pupils’
perceptions of the outcomes. Similarly, there was little evidence to
suggest that the requiremnents within dance for pupils to be taught *to
describe, analyse and interpret dances, recognising aspects of
production and cultural/historical contexts’ were being met. Without
its own Programme of Study, drama does not have similar requirements
in either the existing Orders or in the proposals for the revised
curriculum (QCA, 1999).

The reasons why such elements as the cultural/historical context,
critical skills and aesthetic judgement-making should be less apparent
in pupils’ discourse of effects of ail the artforms can only be speculated
upon. They may be taught less, perhaps due to strengths and weaknesses
in teachers’ initial training or perhaps due to teachers’ preferences for
practical activity-based work. Certainly, the decision by teachers to
concentrate on the latter would be justified by the evidence presented
in the previous chapter concerning pupils’ sense of erjoyment and
relief in the diversity of leamning processes facilitated by the arts
subjects. This is not to say that contextual understanding need be
distinct and separate from practical work. Rather it appears that, in
whatever way these elements are taught or mediated, they are not being
made explicit enough to warrant pupils talking about them.
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KNOWLEDGE IN THE SOCIAL AND
CULTURAL DOMAINS

5.1

5.2

INTRODUCTION

This chapter moves on from the accounts about increased knowledge,
understanding, appreciation, and technical capabilities of and in the
arts themselves to portray the cxtensions in knowledge and
understanding about different social and cultural contexts that may be
achieved through studying arts-oriented subjects. It contains three
subcategories, all of which can include references to the individual
artforms and the arts in general. The first subcategory discusses the
outcomes relating to the broadening of pupil perspectives on cultural
traditions and diversity, including the boundaries of the actual subject
(forexample to non-Western artforms). The second considers outcomes
relating to environmental contexts and surroundings, while the third
subcategory covers social and moral issues. The subcategones are set
out from both teacher and pupil perspectives.

INCREASED KNOWLEDGE OF THE CULTURAL DOMAIN

This subcategory relates to the developments in awareness and
understanding of the cultural domain through the arts. Increased
knowledge of the cultural domain inciuded a greater awareness of
different cultural traditions, araising or broadening of cultural horizons
and diversity, and an enriched understanding of multicultural values
and perspectives. The subcategory follows on from the comments
made by teachers and pupils about increased knowledge of the artforms
in Chapter 4, and in particular expands our picture of pupils’ awareness
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of the artistic and historical context of works of art and the artforms in
general. Interestingly, though, like the subcategory on contextual
knowledge and understanding, this was also a fairly small subcategory,
with just 26 pupil comments on increased awareness of the cultural
domain. Compared to the 173 comments on increased arts or artform
knowledge (see 4.2), this was a surprisingly limited quantity, especially
as the version of the National Curriculum which schools were
implementing at the time of the research aimed to develop pupils’
appreciation of the arts from ‘cultures across the world’ (music, key
stage 3) and froma ‘variety of cultures, Westernand non-Western’ (art,
key stage 3} (GB.DfE, 1995).

Teacher Perspectives

All of the artforms were posited as impacting positively on young
people’s cultural perspectives and awareness. Music, for example,
was seen as enriching the lives of pupils who played in bands and
travelled widely abroad; drama attempted to broaden cultural horizons
through theatre trips and widen the horizons beyond television; English
encouraged the capacity to see things from a different perspective; the
‘use of the work of other artists [in art] and reference to the context in
which art was produced [develops] an awareness of the art of cultures
other than our own’; and ‘if nothing else, [dance] has educated them
in what other people do, different styles, different lifestyles, different
cultures, history, you know’. Cultural traditions such as brass bands,
and Welsh poetry were also mentioned.

In particular, the arts were considered to have an important role to
perform in shaping attitudes in a multiethnic and multicultural society
— both in schools with high proportions of children from the ethnic
minorities and those with very low proportions:

One of our objectives is to use the arts as a way of enhancing our
youngsters’ appreciation of cultural diversity. [ think in a
predominantly white school that is a strong objective that you find
ways of doing it. We linked with a school in central Birmingham ...
our India link ... we have very strongly embraced things that access
us to other cultures and the arts is often the way that different
cultures communicate to each other most easily (head).

In schools with a high ratio of ethnic minority children, the arts were
seen as offering an opportunity for pupils to explore their own cultures
and cultural identity, as well as providing a means of sharing and
incorporating the different cultures that exist within a school. They
also permitted the fostering of insights into ‘high” and ‘low’ or popular
cultural forms.
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Pupil Perspectives

All but two of the 26 comments here were on awareness of different
cultures, the two exceptions being on broader horizons or wider
boundaries of the subject. Unlike the teachers’ assertions, there were
no pupil references to cultural traditions as such, with only one
commentindicating any multicultural benefits. One pupil did, however,
mention a ‘cultural identity’ project. (This was in one of the schools
with a high ratio of ethnic minority children, and related to art.) Like
the teachers, pupils saw all of the artforms as contributing to an
increased awareness of different cultures, although art was nominated
far more frequently than the other artforms. It was also apparent that
almost half of the comments came from just one of the schools.
Interestingly, pupils at this particular school appeared also to nominate
increased contextual knowledge of the artform or artist slightly more
than the other schools (see 4.2), indicating a possible link between
historical understanding and a wider cultural awareness.

In art, then, most pupils talked about a general broader awareness of
different cultures. However, for one or two pupils, studying art was
specifically about culture, history and other artists, a particularly
interesting finding — reflecting much of the aims of the National
Curriculum at key stage 3. For one pupil, there was also a wider
religious understanding as a result of studying art. While the teachers
had talked about broadening cultural horizons in drama and music
through possibilities for travel, or theatre trips, no such mentions were
made by pupils. Rather, pupils made a small number (three) of general
references only to music from India and Indonesia.

Far a number of the pupils, a real sense of enjoyment and interest was
invoived in finding out about different cultures” art. The possibility for
certain ‘cultural’ topics to inspire work was also evident, one pupil
enjoying the opportunity to create their own ‘religious shrine” in an art
lesson. While some of the outcomes reflected increased knowledge of
that specific artform, for example leaming about Egyptian tiles, or
blues and jazz scales, other pupils stated the effects such work had on
their cultural awareness and understanding. For one pupil, this meant
a kind of empathy with other cultures. Talking about dance in Red
Indian tribes, he said:

We've been learning about different cultures and what [dances]
they do ... like with Red Indians ... we found out about their beliefs,
and if they were having trouble, they would do special dances ...
that's important 'cos you know no! to hurt their feelings (Year 7,
dance).
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For another pupil, this understanding of culture was very much two-
way, and indicated a sense of awareness and appreciation on a deeper
level. Talking about a topic on Egyptian art, she said:

... theydothe art because it’s their culture and you are not offended
by ir and they are not offended by you, so it's really good, it’s like
an understanding.

Interviewer: What effects has this had on you? What difference has
it made?

It helps vou to understand other cultures and why they do things like
thatand I have actually found it has actually helped me to understand
my culture better, because I didn’t know much about it as well, so
it really does help you to accept people for what they are, through
their culture and their history, and just get along with anvbody
{Year 10, art).

Particular multicultural benefits were highlighted by one pupil as a
result of studying drama — but we note that this was both the only
significant comment on drama, and the only pupil with such insight:

... [in] drama you are put into groups and you get introduced 1o all
those new people and they are people you have never spoken 1o
before, people you are learning about their cultures, you know, the
Indian culture, the Asian culture. You get together in groups and
they are performing things about their culture and it teaches you a
lot more and you get to know a lot more people and have a lovely
friendly atmosphere (Year 11, drama).

However, rather than being about the understanding of culture through
subjectcontent, this was very much more areflection of the possibilities
for multicultural awareness through a specific teaching approach,
involving the pupils in group work.

It is interesting to note that comments on increased cultural awareness
covered all the year groups — although only one at Year 7 — suggesting
perhaps that these insights do not materialise until slightly later at
secondary school. This could be an indication that such awareness
takes time to seat in pupils’ understanding, but may simply be a
reflection of the content of what is taught at each year group within key
stages 3 and 4.

An increased awareness of the cultural domain through a broadening
of educational experiences and horizons was talked about, then, by
both pupils and teachers. However, while the teachers highlighted this
through opportunities presented by the arts for school trips and so on,
many of the pupils experienced greater awareness of culture through
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the content of their classroom lessons. Indeed, one pupil indicated
some of the richness of this classroom experience in the arts, by
suggesting that the world and different cultures could be accessed
through art without having to travel:

You get to know about artists and the work they've done, and from
the work they've painted of different places of the world, you can
learn what the world is like without travelling, in a way. Because
we 're doing some paintings of a portrait and there were some of
places in America and Africa, paintings of scenery there or
something, and [ was just looking at them and then it just showed
really what the world was like (Year 9, art).

This comment was corroborated with the suggestion that art perhaps
helped in ‘understanding how the world worked’. Such effects were
talked about by teachers and pupils under a broader outcome of
increased awareness of the world and surroundings, and these comments
make up the next subcategory in this chapter.

AWARENESS OF PUPILS’ SURROUNDINGS AND THEIR
PLACE WITHIN THEM

This subcategory of comments was collated in order to reflect the ways
in which the arts were perceived to inform pupils’ awareness of the
world and their surroundings. It extends some of the comments in
subcategory 4.5 on greater visual awareness through the arts, by
considering the outcomes of pupils’ response to the world and a greater
awareness of their place within it. However, although emphasised by
the teachers, this particular extension was little mentioned by the
pupils. Instead, other emphases on the environment and on different
perspectives on the world were highlighted by the pupils.

Teacher Perspectives

Pupils’ increased awareness of their surroundings was a perceived
effect particularly prevalent in art, such was the force and frequency of
many art teachers’ exhortation to ‘look’ at the world as it really is:

I suppose in essence what we are trying to do Is to sensitise
individuals to their environment and to their surroundings, things
that they see, touch and experience (ex-head of art).

This is a very obvious thing to all art teachers; you can put a whole
lotof whitethingstogether onatable—white clothand white objects
— and you can say ‘'What colour are they?’ They all say ‘White';
then vou say ‘What colour is this white compared to that white?’
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And they will say ‘Oh, that is darker, but that really isn’t white
anymore; it is maybe grey, maybe bluish’. And they go ‘Oh yes’,
you know, it is like it is there all the time but they need to be shown
these things. | think that we have an awareness that we can pass on
to other people that makes them go like that ... I think there is a lot
of that sort of thing in teaching people to really look at things (head
of expressive arts).

ﬁHAT AFE We work from direct observation so it makes them study and be

THE EFFECTS aware of evervthing that's around them ... (ceramics teacher).
oF
ARTS

EDUCATION? Seventy-five/eighty per cent of all our sense skills comes through
our eyes, and yet for much of the time we use our eyes as radar, just
to stop us knocking into things. Yet, there is this exciting world that
we live in, that even if they never looked at another painting again,
you know the colours of the trees, the sky, the change of light, the
effect of light on structures, pattern, texture, all those things that we
talk about art and all around them. If just a kid can say ‘Hey, look
at the colour in that leaf Mr [X]', even though they are just doing
it to please me, that is great, but I would hope that some of that
holds.

This type of outcome, however, was not completely limited to art, as
teachers of other artforms demonstrated. Drama was viewed as ‘a
means of really looking at the world and making their own decisions
about it’. English, according to one head of department, should lead
to ‘an awareness that in literature there are important insights about
the world that they live in’.

Additionally, there were several testimonies to the power of the arts in
general to inform an awareness of the world, to help young people
make sense of their world and work out where they stand within it:

The arts are the way in which children can be offered the opportunity
of looking ... of responding to their world and making statements
about their world—whether it is music, language, literature, fine art
— and that for me is the strength for the arts (head).

I think thar again, art involvement, | think, for teenagers is
particularly important, because | think in those years you're
learning quite often to make your way in the world and to do that
you have to communicate with it, yes, and to understand it, interpret
it; and the creative and expressive arts allow, or provide, teenagers
withan opportunity, an added opportunity other than just language
(head of Welsh}.
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Pupil Perspectives

Like the teachers, pupils (albeit a relatively small number) saw art as
particularly influential for this outcome. Although some of their
comments indicated a greater vistal awareness, most were more
general comments on awareness of the environment— giving adifferent
emphasis here for this effect. Pupils mentioned architecture, pollution,
butldings and industry, as well as noticing things more: ‘... it's like
you're walking around in a daze and then when you actually come to
draw something, it’s like ‘Oh, I never realised that was there before’
{Year 9, art).

Overall, however, this was a lightweight subcategory for the pupils,
with just 15 comments, nine of them for art, and one of these relating
also to music. Again, it was mostly pupils from Year 8 upwards who
talked about this effect. Some pupils’ comments suggested a real
concern for a different way of looking at the world, again putting a
different emphasis on the ‘world about you’ to those views expressed
by the teachers. The only Year 7 comment in this category happens to
illustrate this point particularly well:

They [the arts] have helped me, sort of, in some of them to come to
terms with the real world ... Like music and art, you can sort of look
on the world and put it down in a way you would not usually see the
world. You can sort of pick it up, scrumple it about, tear it up, stick
ittogether a bit and then put it back down again, still the same thing
but shown in a different way (Year 7).

Apart from this comment, there appeared to be no references by pupils
to the deeper effects of making sense of the world and where you stand
init (i.e. aresponse to the world), as claimed by the teachers. However,
one of the pupils indicated trying to make sense of the world through
different social and moral perspectives, and it is this emphasis that
makes up the final subcategory in this chapter. The importance of
studying an artform at school was stressed by this pupil:

It makes you sort of look at the world from a different perspective
than if you hadn't done drama. [We] have been doing something
on the last woman hanged — you can see the side that she should
have been hanged and the side that she shouldn’t — you get behind
Just the everyday good and bad (Year 10, drama).

AWARENESS OF SOCIAL AND MORAL ISSUES

This subcategory relates to the fostering of awareness of, and exploration
of, social and moral issues, looking at understanding of ‘real life” (as
the pupils put it) and of social issues and problems.
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Teacher Perspectives

Drama and English were particularly associated with this perceived
effect. Most of the drama teachers alluded to this type of impact, citing
the exploration of social issues, such as racism, as a significant
contribution to the pupils’ social and moral education:

One of the things that you really try to do in drama is give a wider
understanding of society as a whole.

[talking about the effects of drama} You 're educating in the arts,
you're educating towards a better understanding of what life is like
and a bit more of an idea of how groups of people can organise
things and change things and develop things through the simulated
activity of drama. So they’re learning about life.

English too was attributed with a similar capacity to attune young
people to fundamental social and moral issues:

Weve just finished reading To Kill a Mocking Bird — Harper Lee
—and I think that that is a very civilising work for young people to
read: civilising in the sense that it's morally enlightening withour
being overtly didactic. Iwouldwant to open children’s minds 1o the
power of language, the civilising power of the creative mind,
artempting to encompass the beauty of the world, the sadness of the
world, so I see it as a humanising discipline (head of English).

Other artforms were also deemed to have this *humanising’ potential.
Endorsing the findings of other studies based on classroom observations
of art lessons, one art teacher described something of the quality of
discussions of social issues that can occur during sessions when a
group is engaged in an absorbing practical activity:

Well, if it was weddings, it might be to do with arranged marriages,
it might be divorce, what it is like just living with a mum, how old
you should be when you get married. There is just a lot and I think
that given the right atmosphere in the classroom, which of course
is up 10 the teacher to generate, and everyone on task, in an art
lesson, you can be working and having a whole group discussion at
the same time. On perfect occasions, which happens sometimes,
where everyone is quietly working, you can have 25 people in the
room at once working and you can have conversations with the
group at once. I think that is the nicest time really, when it is like
that.

Pupil Perspectives

For pupils, this was an important outcome, given much more emphasis
than the two previous subcategories on cultural education and awareness
of surroundings. Like the teachers, pupils saw drama as contributing
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to this effect: 47 out of the total 57 comments in this subcategory
related to drama; five to the arts in general; one to music; one to art; two
to English, and another to RE. Pupils talked about social, moral and
real-life issues.

In drama pupils became more aware of society as a whole, exploring
issues such as bullying and racism, and the issues surrounding drugs
and alcohol. Such topics were covered across all the schools, apart
from one, which did not appear to emphasise this aspect of drama. On
the contrary, one school in particular stood out as particularly
emphasising this aspect of drama, taking 22 of the 47 comments.
However, these were made by only nine pupils, eight pupils at two of
the other schools and six at another taking the rest of the drama
comments — indicating a less significant school difference in the first
case. Each of the schools approached such issues through role play.
For example, playing the ‘person in the middle’ had significant impact
on pupils’ explorations of the issue of bullying: ‘It made me feel really
small ... being right afraid and everything,” said one Year 7 pupil.
Empathy with people in other situations was highlighted by the
majority of the pupil comments. Talking about racism, one pupil said:
‘... acting it out in drama made me feel how that person would actually
feel." Exploring different people’s lives in drama heiped another pupil
to realise that *in anyone's life, however promising, certain events can
make it all go really sour, and ruin it all’ (Year 11). Another pupil
explained how ‘you can really get to feel what it is like [to be another
person] ... especially if you are in a long role play ...".

At one school, it was possible to track pupils’ exploration of issues,
from Year 7 to Year 10. Pupils tackled bullying and racism in Years
7 and 8, sexism, rights and beliefs in Year 9, and violence at key stage
4. At another school, puptls tackled the issue of ‘conflict’, while peer
pressure and friendship groups were explored at another of the schools.

Particularly noticeable were the nurnber of comments at Year 7 for this
effect, compared with the previous two subcategories, suggesting
perhaps more immediate access to issues in society than wider cultural
1ssues and traditions. By Year 9, a few pupils appeared to have
developed deeper constructs about how the arts helped in dealing with
social and moral issues, ‘coping with life’ and ‘thinking’ arcund issues
such as ‘immigration’ or ‘what happens in society to make younot want
to be around people’, being particular examples. The power of drama
as a means of portraying and analysing social and moral issues was
evident from all the comments, and one in particular demonstrated the
reality of role-playing real-life issues. After talking about using one’s
imagination to get into role, this comment was, ironically, not about
acting, but about being real:
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In drama when you are role playing, you have to imagine yourself
as that other person. We did a piece where you had to do a
confession to a friend ... And we decided that I would tell her that
fwas HIV positive and so we had to act it out in front of the class.
You are walking down the street back from the cinema or something
... Solsaidto her 'l am HIV positive’, and she says ‘Get away from
me’. The power of the moment and the audience, when you can get
the audience under that kind of control, it is just brilliant ... The
thing of misunderstanding people with diseases and thar — people
were crying in the audience, this is just in class! So imagine what
vou can do on stage ... (Year 7).

English was also attributed with the capacity for developing these
deeper skills of thinking and reflecting by one Year 10 pupil who
discussed Frankenstein and ‘breaking society’s rules’. The one
comment on music offered an insight into how the lyrics of songs can
explore social issues.

Rather than the ‘humanising’ potential talked about by the teachers,
pupils talked about a better awareness and even preparation for adult
life, again through taking drama at school;

Well, as we said earlier, [ would say that | think that one of the
advantages is that it gives me a bit more experience about what the
wide world, the outside world, is like and so essentially, hopefully
make it a bit easier to fit into it and understand how it works and the
way that things happen in it (Year 11).

Pupils from one school in particular contributed to this debate, with
several comments on transferring the classroom role-play to real life
situations such as bereavement, or bullying:

I reckon it helps vou to like be, vou know, like not socialised, but ...
it teaches you about how o act in a situation ...

Interviewer: Can you give any examples of that?

Someone calling you names ... you discuss the best way of sorting
itout ... and in a way you put that into practice when it happens in
like real-tife situation (Year 8).

Comments from pupils at this school also referred to personal
development and thinking about careers:

1 think I've grown up a lot, I understand more about life and jobs
and everything ... At primary school [ had a very vague idea, we
hardly did any work with the arts ... (Year 9).
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We've done a lot about sort of actual real life, what could happen
in the future. We did a bit on careers, which went along with our
options which was nice, and we've basically done about the future,
our lives in the future, and it’s been nice because it’s like you've
been able to almost try life as an adult, but you're not you know, it’s
been like that (Year 9).

One pupil talked about the value of the arts (in particular drama) as
compared with, say, maths, as being grounded in the everyday necessity
to understand social issues and society.

CONCLUDING COMMENTS

Increased knowledge and awareness in the social and cultural domains,
then, are seen as one of the effects of arts education, by both teachers
and pupils, and indeed employers. The subcategories 5.2, 5.3 and 5.4,
as effects of arts education, were summed up by one of the employers,
who when asked what arts education was for, replied: ‘In general
terms, I think it gives a broader understanding of cultural, social
aspects of world life and the richness that goes with it’ (Senior Human
Resources Consultant).

All of the artforms were seen by pupils and teachers to contribute to an
increased awareness of different cultures — though these were more
prevalent in art and in one school. While the teachers highlighted this
through opportunities presented by the arts for school trips and so on,
many of the pupils experienced greater awareness of culture through
the content of their classroom lessons. Multicultural benefits were
emphasised more by the teachers than the pupils, while one pupil
indicated a very interesting understanding of two-way cultural
interchange. That not more pupils indicated multicultural insight in
terms of benefit to themselves suggests that this was not as important
perhaps as the more immediate social and moral issues as presented in
drama. Additionally, while many of the reported outcomes relating to
cultural education amounted to very significant, and at times poignant,
learning for the individual pupils concerned, the small quantity of such
comments relative to the large amount of references to discipline-
based knowledge and skills outcomes described in the previous chapter
is worth bearing in mind.

The arts were seen to foster an awareness amongst pupils of their
surroundings and also the wider world. Teachers saw this very
specifically as being able to look at the world and respond to it, while
the pupils talked about environmental concerns and the value of
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experiencing different ways of looking at, or different perspectives on,
the world. Again this was mostly through visual art, although different
perspectives on the world were also gained through drama, and in
particular perspectives on the social and moral dimension.

Indeed, being able to explore the social and moral domain through
drama was an important outcome, emphasised by both pupils and
teachers. Not only that, but understanding and empathising with
people in situations of bullying, racism, and dealing with conflict were
significant outcomes. While the teachers suggested the humanising
potential of the arts, to attune pupils to reality, the pupils’ comments
concentrated on the more concrete question of ‘how’ they would be
able to ‘deal with’ or ‘cope with’ those situations if they occurred in
real life for themselves. This kind of transfer of awareness and skill
indicates an important aspect to drama education in particular. That
pupils talked about transfer also to the future was significant. Relating
5.3 with 5.4, our employer (from the previous example) explained how
arts education can affect employability through ‘individuals [being]
more interesting and better switched on to the environment in which
they live’ and that ‘it contributes 1o your own ability to build and
establish rapport, through travel as well as things like that; it gives you
many more hooks in terms of building relationships, in terms of
common interests and things like that’. Another manager asserted the
importance of arts education in terms of fostering sensitivity towards
others:

... you gain an understanding and appreciation of ... motives of
people, also different cultures; it makes you more sensitive to other
people. That's why it’s important (Sponsorship Manager).

Thus, the fact that some of the pupils looked ahead to their future
careers (in 5.4) through the arts (and not necessarily careers in the arts)
seems apt in the light of these employers’ comments. Pupils fostering
an awareness of the world about them through the arts may be setting
themselves up as interesting and, hopefully, employable people. Indeed,
one employee adds testimony to this, by acknowledging the confidence
he has in the workplace as a result of his own arts education:

I feel I have more knowledge, broad knowledge of the world, and
what others may do. [ think I have the confidence in, for example,
literature. There's always references to things that have gone on
in the past that [ understand now, so I feel sort of confident in that
way (Trainee Manager).
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Overall, then, it was clear that the fostering of knowledge and
understanding in the social and cultural domains was an effect associated
more with art and especially drama, rather than music or dance.
Additionally, compared to the weight teachers attached to cultural
development and awareness of sarroundings, these two outcomes were
not afforded a high profile in pupils’ perceptions. In contrast,
enrichments in their understanding of social and moral issues were
more frequently identified by pupils. Furthermore, while social and
moral issues appeared to be explored right from the start at secondary
school, the cuitural domain seemed to be realised by pupils slightly
later in their secondary school careers (perhaps Year 8 upwards), with
deeper comments on real-life and reality made by the older pupils in
Years 9 to |1. With the strong emphasis on role play in drama, this
apparent progression may be a refiection of the particular topics being
taught, but it would seem that ‘cultural outcomes’, as opposed to
awareness in the social domain, through the arts, required more insight
on the part of pupils and, hence, more attention by teachers. This would
seem to be particularly important if the arts are to make a contribution
to the wide-ranging agenda for cultural education aspired to in the
NACCCE report (Robinson Report, 1999).
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CREATIVITY AND THINKING SKILLS

INTRODUCTION

This chapter discusses accounts of the impact of arts education on
higher-order cognitive skills and competencies. It contains two sub-
categories, each split into teacher and pupil perspectives. The first
portrays the effects of arts subjects on the development of thinking
skills and problem-solving strategies, while the second focuses upon
creativity and the use of the imagination, and considers these as part of
the cognitive process.

DEVELOPMENT OF THINKING AND PROBLEM-SOLVING
SKILLS

This subcategory collates the citations made by teachers and pupils to
the development of thinking and problem-solving skills. There were
similarities and differences in the way teachers and pupils talked about
these outcomes, both considering thinking skills as competencies and
as cognitive processes.

Teacher Perspectives

This purported outcome attracted nurnerous citations to different types
of thinking skills, including abstract thinking, logical argument, and
thinking lateraily and divergently. The arts were also seen to develop
the ability to look at problems and around problems — in the words of
one interviewee, ‘the ability to think expansively’. Teachers claimed
an improved cognitive ability: it was widely held that the arts encouraged
children to grow intellectually, to think critically by fostering the
challenging of ideas and perceptions, to interpret and analyse in depth,
and to think ‘off the top of their heads’ (which has affinities with
section 6.3 on creativity). For many, the arts were seen as developing
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the ability to ask questions such as ‘Why should it be like that?" and
‘Why are we doing this?’, echoing the reflection process discussed in
the next paragraph.

Thought processes such as reflection, internalising and interpretation
were cited, as was the notion of the arts providing a way for pupils to
make sense of, respond to and represent the world mentally (thus
expanding the discussion in section 5.3 on looking at the world and our
place within it). Further to this point, a number of teacher interviewees
stressed the role of the arts in facilitating a subjective internalisation
process through which pupils can be helped to construct their meanings
of the world:

It is subjective, because it is an internalising process, and the arts
cannot getaway from that. It is that interpretation of the world; that
is its fundamental thing — in a way that other areas of the curriculum
cannot be used to help children interpret and internalise (head).

You are giving them the scope to look at it from a different way, and
to really give a much deeper understanding of what is happening
because they are internalising more, delving deeper into the concepts
beneath what is happening (head of drama).

I think it is in this developing voungsters’ self-confidence and
tolerance, the ability of youngsters to reflect and think. Also be
prepared 1o let youngsters understand, I think, that they have
internalised our ethos; and internalising things is one of the
features of arts education, isn't it? (head).

As touched on in this last extract, some interviewees, including some
headteachers, noted the development of reflection as an important
outcome:

It slows things down, it slows things down in a way that allows one
to stand and take stock of what one isdoing. Thatisavery important
skill. Inalot ofthe technological related subjects, we are at the next
stage and it is hitting us before we know it, because the technology
is there that takes us that way.

The development of problem-solving skills was cited, and some
teachers saw this as an intended aim and effect associated with most of
the art forms:

Problem-solving, be it a piece of art work, be it trying to make a
piece of music from some ideas, or the drama, this is the theme we
are working on; it is problem-solving, in space and shape and
dance (deputy head).

99

2.

WHAT ARE
THE EFFECTS
OF

ARTS
EDUCATION?




2.
WHAT ARE
THE EFFECTS

EDUCATION?

ARTS EDUCATION IN SECONDARY SCHOOLS

100

[ think that the main thing that I am hoping to achieve is some sort
of independence and autonomy, so that they possess their work,
they have got some sort of feeling that it is their ownership. They
are generating something for themselves that they want to do and
through that they are exploring all sorts of creative, imaginative
sides and bringing in all sorts of problem-solving skills, that sort of
thing (art teacher).

Pupil Perspectives

References by pupils to thinking skills and problem-solving were not
as numerous as those by teachers. In fact this was a fairly modest
subcategory for the pupils’ perceptions of effects, 15 comments being
made by 12 pupils. All age groups contributed, but with two schools
not represented by comments for this outcome. Drama and music
received the most comments (five and four respectively), with four
general comments covering all the art forms, and just one for each of
dance and art.

Pupils talked about types of thinking skills much less divergently than
the teachers, mainly citing the ability to think maore clearly and to think
with reflection. However, pupils gave much more artform-specific
examples of types of thinking and implicitly recognised that each
artform calls upon different types of cognitive processes. They were
also more reluctant to extrapolate into the territory of transfer from the
particular bounded confines of the arts subjects. Learning to concentrate
was cited as an outcome in each of dance, drama and music — the
omission of art here probably indicating a link between a certain type
of concentration and the more performance-based arts. One pupil
talked about thinking around the whole subject, similar to the teacher’s
comment on thinking expansively, with drama and music being
singled out as important to this kind of thinking, and art, as not
particularly requiring such thought processes:

... indrama, if you are acting out a role play and you have to think
about the composition of the piece where you stand. You have got
to think about whether, who should say what and so on ... in music,
you cannot just bung on a load of notes and hope that it sounds
good; you have got to make sure they are all in the same key and that
they sound good together (Year 9).

Problem-solving as such was not mentioned by the pupils, although the
above example for drama hinted at this skill.

For two of the pupils, the ability to think more clearly was facilitated
by listening to music. For one, in Year !1, this was about being more
able to focus the mind, in particular through listening to background
music whilstdoing homework. (He mentioned, however, that it would
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be ‘a bit of a bummer in the exam’, though, because there would be
‘total silence, no music’.) For another, thinking and listening to music
related to emotional development as a teenager, and to thinking about
‘Tife’:
Music gives ... listening to music gives me or you or anybody really
more emotion, listening to it. [ mean it’s kind of the traditional
teenage cliché really to stay in your room kind of crying or thinking
about life or something, listening to music. But it really does kind

of provide a focus 1o help you think about things more clearly
{(Year 9).

Improved thinking in music was also linked with developments in
motor skills and increased dexterity:

... it helps with all your reflexes because you have got to be quick
... L have found myself being a bit faster thinking and that (Year 7).

Like I have said, with the reflexes, if someone throws the ball to you,
you turn round and grab it and you know to do that because in music
you are seeing the keys on paper, you read ahead a bit but not very
much (same pupil).

One pupil described increases in left and right hand coordination,
linking this to developments, or at least to different ways of thinking,
in the brain:

Good for your mind as well — playing the piano, have to train the
brain to be able to think ... [gives example of different rhythms in
each hand] ... split your mind so you're not quite thinking of either
but both of them at the same time (Year 10).

In addition, knock-on effects into improved ability to remember as a
result of taking music were cited by these pupils:

... training yourself to remember things (Year 10).

... I think it stretches your memory a lot and makes you more
accustomed to remembering things like numbers, letters. It probably
even helps with things like spelling because you are remembering
the letters of the keys on the keyboard (Year 7).

This kind of coordinating of thinking with ‘action” was also an effect
of drama education for one pupil, who had leamt to ‘think before
speaking’. Thinking with reflection was evident in both drama and
English (poetry), but there were no further expansions on constructing
meanings of the world or pupils’ thinking about their place in the world
beyond those already discussed in section 5.3.
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Like the teachers, the ability to think spontaneously (‘off the rop of their
heads’) was cited by the pupils, in particular for drama, but this was
much more to do with the development of imagination and
improvisation. Such comments contribute further to the next
subcategory of effects, which also links creativity and imagination
with technical skills such as improvisation.

DEVELOPMENT OF CREATIVITY AND IMAGINATION

This subcategory amounted to a major perceived effect for both
teachers and pupils. It encompasses the outcomes of increased ability
and confidence to create, freedom of experimentation and taking risks,
realising that there are no right or wrongs, and also the development of
the imagination. The relationship between creativity and technical
skills and contexts was also explored.

Teacher Perspectives

Many teachers referred to this outcome. In one way or another, nearly
all the teacher interviewees concurred that one of the main intended
outcomes of arts education was to give pupils ‘the confidence to
create’ and the *ability to create’. Leamning to experiment in the spirit
of exploration and take risky steps into the unknown was held to be at
the heart of achieving this outcome:

... they learn to risk-take and not be devastated if the results are not
so great; they get a huge buzz when it is great (deputy head).

Art is a bit like science: there is an experimental side and there is
an applied side. Graphics is very much the applied aspects of the
experimental work that goes within the fine art areas. Without the
experimentation, without the involvement of investigation into
work of other artists, knowledge of critical and contextual
implications of what is going on, then what you do becomes very
sterile in an applied sense (ex-head of art).

1t's just asking questions — how are you going to translate something
you see in front of you or whatever, an idea, a feeling, down on to
a piece of paper, a canvas, material, whatever? That translation
process and just working it through it and just seeing all the
different ways and just exploring —and having the confidence to do
different — try different things, make mistakes and experiment and
get to a final conclusion (head of art).

The mental processes which accompany the realisation that there are
important areas of human endeavour which are not susceptible to
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uniform ‘right or wrong’ answers were another important outcome for
many:

Well, I think it can develop children, pupils, to give them a sense of
their surroundings — a sense of self-confidence as well — which I
think is very important. { always try and get across there's no right
orwrongs, there's always questions and you've got to answer them
inyour own way, so it’s quite a venture of self-discovery sometimes
doing a piece of art work and we can all draw the same objects in
the centre of the room, but come out with a totally different piece of
work — and that's fine (head of art).

In asimilar vein, several teachers referred to the fostering of the related
capacity for making ‘imaginative’ responses;

We like to create an atmosphere where they can be creative and use
their imagination (ex-head of art).

It is something that is inside their head; it’s an imaginative life, a
creative life that [drama] gives them (drama teacher).

Some added, however, that developing creativity and the capacity to
initiate the processes of exploration required the acquisition of technical
skills (see section4.5)and, like the graphic art example, an understanding
of artforms and their contexts (see section 4.2). One teacher attempted
to explore the relationship between creative faculties, technical skills
and a critical appreciation of the art form:

{t is learning to think in lots of different ways. Creative thinking, 1
would say, is one of the things that they do get from us and all the
usual investigating ... Idon 't really know how I can explain creative
thinking, except that it is something that grows as you point out
ways of looking, doing, making. The next time they do it, they are
more creative in their own ... they don't just think of one way ... we
always try and develop ideas in more tharn one way at the same time,
So, if they are doing that big portrair, for instance, that [ just said,
then they would be trying out the same idea in their sketch book
several ways before they make a final decision ... if you are there
dayinand day out doing this and you can see something happening,
but it is very hard for me to tell you what is happening, but [ could
see at the end of two years the difference. It is very often reminding
people about what we have done before and how we thought then,
or what you thought about this, or did you see and take in that? ...
it is to do with building up in your little computer in your head, |
suppose, a whole load of information ... (head of expressive arts).
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Pupil Perspectives

For pupils, this was an important outcome, given much more emphasis
than the previous effect. In total, there were 184 comments in the
subcategory, spread fairly evenly between creativity, imagination and
experimentation (although there were slightly fewer for the latter - 52,
as opposed to 67 and 63).

Pupils’ views on developments in creativity

There were atotal of 67 comments made by 36 pupils on the development
of creativity. Pupils from one of the five schools contributed to almost
one-third of these comments, and along with another of the schools, art
predominated here. Indeed, art received by far the most nominations
(27), with many general comments also (17). Comments were spread
across all the year groups, with the school example for art (given
above) having the most even and representative spread. Creativity was
talked about as an outcome in itself, as well as being strongly linked
with self-expression, composition and enjoyment (although this latter
point was to a lesser extent).

It was found that quite a number of responses to the question ‘What is
learning in the arts for?’ were about creativity, thus illustrating the
weight given by the pupils to this effect. Indeed, one pupil, when
interviewed in Years 9 and 11, talked about creativity and imagination
as being the key to arts education. Another pupil emphasised creativity
and intellectual development — ‘to have a creative mind’ — while one
talked about a more all-round development and the impact of the arts
on the whole schooi: ‘I think it is pretty important to the school. Well,
it does deal with moral things, amongst other things, and coping with
life and creativity’ (Year 9).

There were numerous responses on being more creative, especially in
Year 9 compared with previous years. Other references to being more
creative were made to the specific art forms, such as ‘music makes you
mare creative’ . In fact, while some pupils talked about leaming in the
arts making you more creative, others talked about learning to be more
creative in a specific art form.

As mentioned in section 4.2, pupils saw the ‘creative side’ of the arts
as an important balance to historical and contextual learming. One
pupil saw this creative side as coming specifically from the arts, and
another pupil from the same school described how art itself was a
‘creative way of learning’ — ‘not just sitting in the class’, but going
outside and looking at the environment too.

Many pupils linked creativity with self-expression — ‘in other ways
than just writing’ being important to one Year 11 art pupil. Anelement
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of freedom was expressed here, pupils relating self-expression tobeing
able to do what they wanted themselves (in drama and art especially).
In addition, creativity was related to enjoyment and fun. Creativity
also linked very strongly to composition in both art and music for the
pupils. Again, this was very much in terms of composing using their
own ideas. As two Year 7 pupils put it: not just being ‘told to copy
something’ ,but ‘by your own ideas and not what the teacher is doing’ .
For one music pupil, direction of causality was clear here:

I think with the composition it encourages my creativity, I can,
knowing how to write a piece of music, being able to, what I hear
in my head, being able to put it down on paper, that's something
really good and interesting to do, and that's been built up over this
past year (Year 11, music).

Like the last teacher’s observation in this subcategory on exploring the
relationship between creative faculties and technical skills, this example
from a pupil perhaps shows an insight into the interface between
creativity and technical skills of composing in music. It also begins to
explore creativity in terms of representing internalised, or ‘in your
head’, ideas.

For some pupils, it was the finished product that appeared to be
important as a result of creativity and composition, while for others it
was the creative process that was more satisfying. One pupil pointed
out the excitement of having different products but from the same
starting point:

You can be really creative in what you do ... sometimes in music you

Jjust play the notes that are there, so everyone has got the same piece
of work, but recently we are doing things like make your own piece
of music with different chord structures and this, and everyone
comes out with things that are really different and it’s a chance to
show everyone what you can do ... (Year 9, music).

Creativity and individuality, then, was also an outcome for the pupils,
in particular in music and art. In English too, this outcome was noticed:

I think that we’ve learnt like I said before, everyone has their own
style. Like iftwo people were asked to do a poem on the same thing,
it wouldn't turn out the same. If they were given the same, sort of,
words to use, they'd be put inadifferent order ... and, like, everyone
has their own style, so it brings out your own creativity ... (Year 7).

That this, like some of the other more general comments on creativity
and using your own ideas, was noted by one of the younger pupils is
of some interest. It would appear that while pupils’ own styles of work
were found to develop later in secondary school — perhaps in Year 9 —
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through developing technical skill (see 4.5 on increased ability in
technical skills), pupils realised the potential of everyone to have their
own ideas and styles (creativity) right at the start of secondary
schooling.

An association between creativity and thinking skills was apparent in
a few of the pupil comments (‘it’s just using your mind more ..."), but
one pupil emphatically denied such a link: ‘We haven't been learning;
we've been more creative’. Possibly creativity to this pupil was
associated solely with ‘doing’ rather than using other faculties. Transfer
of creativity to jobs and life was mentioned by several of the pupils,
from different ages and different schools, but mostly to do with art:

Hopefullv, it might get me a job or | might be like more creative
fwith] more chance of getting a job because of it (Year 7, art).

Interviewer: What is important about doing art?

Improving creative skills. That can by used in a lot of jobs (Year 9,
art).

Creativity, self-confidence and just being open, I think, which all
three things, both things you get helped with and you learn when
you're doing arts at school, I think, come in handy.

Interviewer: Do you feel that they’ve given you skills that will be
useful in later life?

Yes (Year 11).

On such transfer of skill, one of the employers talked about the *special
etement’ of the arts as being ‘potentially about tapping into individual
creativity, tapping into individual self-worth if they do it very well,
building confidence, [and] encouraging people to use creativiry’. One
pupil emphasised the transfer of creativity from the arts to personal
development, referring to it as a motivating factor: ‘ft has probably
made me more of a creative person — not just being bored, bur going
our seeing something and thinking that is interesting’ (Year9). Onthe
other hand, it was thought by one pupil that the arts gave him the chance
to be creative and use his imagination, but ‘only in that lesson, nowhere
else’, implying that creativity was not transferable.

Pupils’ views on increased sense of freedom and ability to
experiment

Experimentation and a sense of freedom to try out things were referred
to in atotal of 52 comments by 35 pupils. Comments came from all the
year groups, although a sense of freedom was mentioned predominantly
by those in the upper year groups (3—11). Again, art generated most of
the comments (26), with seven for music, six for drama and three for
dance.
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While pupils did not necessarily articulate the confidence to create,
they appeared to assume a sense of confidence with regard to
experimentation and taking risks. For some of the older pupils
especially, this was expressed as feeling more able to try things out on
theirown, while for one of the younger pupils, it was about being ‘more
outrageous in the arts ... so you could maybe go for things more’.
Being as ‘wacky or as conservative as you like’ was also mentioned,
this time for art. Some pupils allied experimentation with the type of
work they were doing, for example ‘more abstract work’ in art at Year
10. Fora Year 7 pupil, a sense of freedom was linked to work that did
not involve the written medium. It was clear that in the older year
groups, pupils experimented more as part of their work, one Year 11
pupil saying that art this year had been ‘mainly me experimenting with
different techniques and drawings or ideas’; several drama pupils felt
they were given a bit ‘more leeway’ to do their own thing (Year 10s);
and music pupils appreciated being able to do their own thing more:
‘Music has been a lot better — able 10 do own thing — last year
everything was set for us’ (Year 10). Indeed, appreciation of greater
freedom was portrayed by several of the older pupils; in one case, the
teacher was perceived as making art ‘enjoyable because she gives us
the freedom to do what we want’. *Feeling free’ through having choice
was also conveyed, and for one pupil this extended to a ‘sense of
euphoria’ when standing back and realising what he had achieved in
art.

A sense that there was more freedom in the arts subjects overand above
other school subjects was conveyed by one of the pupils: ‘In the arts
you get more freedom to do what you wani, your ideas.” One of the
employees, expanded this point. Specifically about drama and being
in school plays, he talked about ‘learning to think in a different way’
and connected this with teaching styles in drama as compared with
other subject areas:

You work for a team and work for a common goal, certainly, a
creative outlet, as opposed to learning and not being able to
respond, you know, it was an equal balance. Certainly the teacher
wasn 't ateacher like you had in a maths class, soyou had a free flow
of thinking, and at the time you don 't realise but now you're posing
the question, yes certainly a different method of thinking to achieve
different results {Trainee manager).

In addition, a broad view of the arts was offered by one of the
interviewees, in connection with experimenting:

Any form of making things up und experimenting with it, usually
through sound and sight. But [ think it is anything to tantalise your
senses reallv, through what you can see and what someone else has
given to you (Year 7).
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Pupiis’ views on developing the imagination

In asimilar vein to those comments on creativity, many pupils referred
to the development of the imaginatton, with 65 comments in all. made
by a total of 32 pupils. There were, however, some differences in the
way that pupils talked about imagination compared to creativity. Most
notable was the number of comments for imagination in drama, in
particular at one school, where no such comments had been made
regarding creativity. The school that emphasised creativity for art had
mostcomments again for imagination. QOverall there were 18 comments
forart, 16 for drama, 15 general comments, and five each for dance and
music, indicating again adifferent emphasis on imagination as compared
to creativity. Comments for art were mostly from Years 9-11. with
drama comments made almost exclusively by Years 7-9.

As well as mentioning creativity in response to the question ‘What is
learning the arts about at this school?’ , imagination was also identified.
Many pupils linked the two, but some gave specific answers about
imagination such as ‘coming up with your own ideas, because in art,
drama and music you have to put down your own ideas’. Some sense
that this was different to work in other subject areas was evident:

So you're not jusr learning things like maths. You're learning how
to use your imagination (Year 9).

Artlessons are more relaxing than other subjects; [you] have to use
your imagination a lof more (Year 10).

This would appear to reflect both the comment on a more open
approach in teaching style as highlighted by an employee above in this
subcategory, and what another pupil had said previously about using
improvisation in music — a different approach compared with a subject
like maths (see section 4.5 on technical skills in music).

Imagination was also associated with interpretation of other artists’
work, particularly in art, and, like creativity, mixing that with your own
ideas:

Interviewer: What do vou think you have learnt in art?

How to bring a bit of yourself into the work that you're doing ... If
vou're drawing a still life, vou get to draw the way that you see i1,
so sometimes it's abstract but you still get to draw it the way you see
it, your opinion on it {Year 9, art).

[ like doing impressionism because you don't have to stick to one
thing, vou can adapt their skills to vour own sort of thing.
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Interviewer: So is that when there's a topic and you just do whatever
you want to do and you interpret it?

Yes, you see what they have done and how they have used the stuff
...and you just bung that into what you do in your work (Year 9, art).

It's all about interpretation: you look at somérhing and you do what
you want to do with it (Year 11, art).

Making things strange was an outcome of being more imaginative for
one art pupil:

. now I don’t do anything normal, if a teacher asks me to do
anything ... Idon’tdraw it normal as it is supposed to be seen. |
Jjust put my imagination into it and then draw the kind of things [
would like to see on it. A plain face with it doing nothing just
looking, Ithink it makes it stand out it gives you a good feeling inside
you that you have this imagination inside yourself which can make
you do all these things, draw things. Because drawing a normal
face is just toe boring for me (Year 9).

A different use of imagination was suggested by one pupil’s comment
in art. It was about imagining a situation or scene — sort of in your
mind’s eye — and then interpreting this to put it on to paper. As
suggested by this pupil, this ‘broadens’ our picture of the imagination,
in that it appears it can be accessed and used in a two-way process in
the arts - either to view something and help interpret and represent it
in another medium (forexample, ina painting), orto imagine something
in your head, and to put that into reality. Developments in other
imaginative capacities were also mentioned: one pupil, for example,
talked about imagining as daydreaming, music being the artistic
vehicle, and felt that this helped with other tasks requiring imaginative
skill, such as writing a poem.

A sense of freedom, spontaneity and running with ideas was evident in
pupils’ talk about developing the imagination in drama, with some
conveying a feel for an emphasis on process as opposed to product:

We just sort of ... onthe spot you just think of anything and just make
it up as you go along ... And so it sort of makes vour brain try to
imagine things. It’s not like you have to act out a scene in a park
or something. You just think of anvthing and just do it from there
(Year 7, drama).
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Interviewer: Sowhat is it about drama and artthat makes you feel you
are developing your imagination?

You have got to think a lot about what you are doing. You can't just
draw anything or do anything, you have just got to think; you don’'t
learn youjust ... it's like a spur of the moment thing (Year 8, drama).

Your imagination can just run riot. It's just doing stuff that vou'd
never thought of doing before (Year 9, drama).

This connection between imagination and thinking — imagination as a
cognitive skill, perhaps —as illustrated in the first two examples above,
seemed important in several other comments relating to drama. Like
creativity, imagination was also linked to personal development, and
having a better or more rounded personality: *{f you don’t imagine
anything, vou're just like boring.”

Irmagination was linked to composition in music in a very general way,
but there were no further comments beyond those already mentioned
in connection with creativity, and no significant contributions for
imagination and creativity in dance.

Transfer of imagination was mentioned by several pupils, particularly
from drama to English, but also from art to English:

It’s helped me in English actually, because it's made me more
imaginative when I am writing stories and stuff for coursework ...
(Year 10, drama).

... [it’s] helping [with] imagining characters in books as well (Year
9, drama).

[think that, in a way, it would benefit me in subjects such as English,
which is also using your imagination, so by using my imagination
in art, it’s alse helping me 1o use my imagination in subjects like
English (Year 11, art).

Six pupils from different schools talked about the use of the imagination
in English lessons, one pupil asserting that ‘you have to use your
imagination to write stories and things, and poems’.

CONCLUDING COMMENTS

This overal! category embraced numerous responses from both pupils
and teachers, indicating the importance of creativity to the arts in
school. Thinking skills were given slightly more emphasis by the
teachers, but pupils too talked about outcomes such as thinking more
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clearly and being made to think and imagine. However, unlike the
teachers there was little reference by the pupils to strategic or transferable
thinking such as problem-solving and the ability to ask questions or to
interpret and analyse in depth. Having said that, it was evident from
some of the employer and employee interviews that they recognised
and appreciated the broad range of types of thinking skills as
demonstrated by arts graduates in particular. One employee talked
about this in relation to employability:

Interviewer: Could I ask for your views on how arts education affects
employability?

[ think it gives them a little bit more grounding, a little bit more
general knowledge. There was a New Zealander, quite a big
accountancy firm ... who wouldn’t appoint commerce graduates.
They would only appoint arts graduates, because they said arts
graduates could think. Arts graduates could go to six or seven or
20 books, read all of them and give you a report that pulled out just
the relevant information on two or three pages, whereas commerce,
they just get the right book, they look it up, that was the answer ...
Arts students tend to have a wider experience ... rather than ... this
is not the way the world runs and there are other things ...
{employee in education management/administration).

A relationship between thinking skills and a developed general
knowledge, then, was suggested here. However, it seemed that the
pupils did not talk about an increased generalised intellectual
development. In addition to the teacher comments, though, pupils
made important contributions on the outcomes of improved
concentration in the performance arts, and also alluded to a link
between cognitive and coordination skills developed through playing
an instrument.

Both pupils and teachers saw creativity and imagination as an intended
aim of arts education. However, unlike the many teacher comments on
having the confidence to create, there were no significant contributions
from pupils on this point. Rather, pupils conveyed a sense of ease in
their confidence to experiment, and although not articulated by the
pupiis, this indicated a sense of relief, if not liberation, that there was
at least one area of the curriculum where success was not hased on
providing categorically right or wrong answers. Creativity,
experimentation and imagination for pupils were about using theirown
ideas, and, in essence this was what made a good arts lesson — as
mentioned by at least three of the pupils, for art and drama and one for
dance:

The best ones are not actually when you 're taught a dance but when
you are allowed to make one up by yourself ... we just have the
freedom to do whatever we want ... {Year 11).
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That creativity was an expressed outcome of arts education by all the
year groups would tend to suggest that, while pupils may describe their
developments in technical skills in terms of ‘this is what I can do’, or
‘this is what I have learnt’ (thus suggesting, for example, that
composition skills are not developed until Year 9 at least, in music),
they do in fact realise creativity and imagination through activity in ail
years at secondary school.

Overall, then, creativity (but not general thinking or problem-solving
skills) was a frequently recognised effect of arts education by pupils.
Two features of their accounts are particularly noteworthy: firstly,
pupils used a very wide and diverse range of interpretations of
‘creativity’ (e.g. creativity as freedom, experimentation, imagination,
thinking new thoughts, self-expression, a learning strategy, as well as
process and product — see Fryer, 1996; Ashworth er af., 1998). and
secondly, although references were made to becoming more creative,
their descriptions rarely suggested any sequential and/or progressive
development in ‘creativity’ as a competence or cognitive process. In
the light of pupils’ very enthusiastic, if very varied, descriptions of
creativity as an effect of arts education and in the wake of the NACCCE
report and the setting up of the QCA task force on creativity, it is worth
asking whether the time has come for curriculum designers to offer
teachers a more explicit model of development in creativity in all its
various guises. Making the learning of thinking skills and creativity a
much more transparent and overt part of the curriculum (and of teacher
training) could offer many potential benefits for pupils — in terms of
accessing other arts-related outcomes, as well as encouraging the
transference of these cognitive processes to other arenas and subjects.
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1.

COMMUNICATION AND EXPRESSIVE
SKILLS

7.1

INTRODUCTION

This chapter explores the outcomes associated with the enrichments of
interactive communication skills, language competency, interpretative
and active listening skills, and the capacity for pupils to use expressive
skills to make staternents about themselves, their own lives, and the
world. This type of outcome received numerous responses from
teachers and pupils, with 356 pupil comments in total — half of these
relating to expressive skiils as empowerment. The chapter is split into
four subcategories, the first and smallest of which concemns the
development of interactive communication skills. The second
subcategory refers to the developments in the skills of language and
speech, including a debate about eloquence (an issue for the teachers),
and also speaking with confidence and clarity. The third subcategory
covers the development of active listening and observational skills as
related to improved communication, while the fourth and largest
subcategory considers developments in pupils’ capacity to use
expressive skills for making statements, and for self-expression, and
also to use the arts themselves as a tool for expression not through oral
or written language. The four subcategories in this type of outcome are
divided into teacher and pupil perspectives, and cover the arts in
general and each of the individual artforms as appropriate to that
subcategory.
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DEVELOPMENTS IN INTERACTIVE COMMUNICATION
SKILLS

This subcategory collates those references to developments in interactive
communication skills, including the communication of ideas and
opinions and the capacity to use those skills in areas other than the arts.
As a subcategory, it is as much about interaction as it is about
communication —with references to body language and expressing and
interacting in group and other situations. In contrast, section 7.3
considers language communication per se. Both teachers and pupils
nominated drama far more than any other artform as effective in this
outcome.

Teacher Perspectives

Although there were some references to this effect from across the
artforms, drama attracted far more than any other area. It was claimed
that in drama pupils learn to convey a wide range of content messages
through a variety of forms of communication (e.g. verbal and non-
verbal signals). One drama teacher expressed it as follows:

When they have suddenly found they can communicate ideas,
meanings, atmosphere, subtext, emotion, through just themselves as
like an instrument, I suppose our body is our instrument, as they say.

The development of such skills was seen as highly relevant to the
current and future needs of young people:

I see drama as a means of people engaging with the world around
them ... and in that way hopefully develop them to analyse and
communicate interactively with what is around them, and to question,
and to sometimes enjoy praise. Todo that, you have to give the tools
of drama, because the power in the drama comes when people
actually feel it as well as think it and then they say '‘Oh gosh, ves’...
it has become more important as the world around the kids has
become more complex; their ability to engage in, receive, question
and communicate in an intelligible way is becoming more and more
important (head of drama).

A deputy head in one school emphasised that drama is an important
means of improving the communication skills of pupils for whom
English is not their first language:

I think that the importance ... for a child for whom English is not a
firstlanguage, with a philosophy that our drama people have about
performance and drama, and commitment, and cooperation, and
working together. Interms of building confidence, so the child who
cannot attack the writing on the page can communicate, can be part
of, can begin to grow and develop in confidence as part of the
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teamwork and collaboration of drama, (it] has a huge impact on
that child’s experience on expectation and what happens.

To support the case for the claim that drama develops communication
skills, one interviewee relayed evidence given by a group of drama
GCSE pupils who were involved in a course run for major employers
and industrialists in the area:

Afterwards the industrialists then asked the kids why did they
choose to do drama and the kids were talking about teamwork ...
bless them, sometimes you could just kiss them. Clearly we could
not prime them; they were not primed and these kids talked about
the ability to communicate, to be confident and all that (LEA
adviser).

Pupil Perspectives

While art and the arts in general received a few of the comments
relating to interactive communication skills, it was again drama that
attracted most of the nominations for this effect, accounting for 15 of
the total 20 comments. Of the total, these were made by 17 pupils, 13
of whom were girls, spread across all the year groups — although there
were more comments in Years 7 and 11. The three comments relating
to the arts in general referred to communication skills in group work,
the possibilities for transfer of ‘communication and cooperation skills’
to later life (Year 7), and a comparison with other curriculum areas:

Interviewer: Thinking of all the arts subjects you do, how would you
describe the effect they've had on you?

I'd say it’s quite important to me actually ’cos, I mean, you can’t
express yourself with science or French ... well I suppose French
people would call Frenchanart, but ... it’s helped me communicate
to others a lot (Year 7).

An awareness of the arts empowering communication, by pupils even
in Year 7, was therefore apparent.

Pupils from two of the schools contributed most of the comments for
drama (a third each), but interesting contributions came from a variety
of schools. For the most part, pupils explained how drama had helped
their communication skills:

I think just how to express myself more clearly. It's a way of
communicating with people, an alternative way. It gives you more
confidence definitely. My confidence has been built up this year. [
cancommunicate with people and getacross my ideas and opinions.
So that's how I think drama helps me (Year 11).

I have learnt how to communicate more in situations (Year 11).
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However, one pupil pointed out that she felt it was drama itself that
needed communication skills— perhaps as an input —in orderto “work’:

There's alot of communication involved. Ifyoucan’tcommunicate
with someone, there is no drama basically and so communication
is probably the most important thing in drama — apart from having
natural talent of course (Year 11).

As such, the two scenarios go hand-in-hand: drama contributes to
communication skills, and good communication contributes to the
dramatic performance.

Almost all the other significant comments related to being more able
to work and communicate with a variety of people, and in a variety of
situations - not necessarily just in drama lessons. In addition to this,
the concept of being more able to share ideas was put forward by
several of the pupils:

I think it has made me more willing to share my opinions and ideas
and stuff like that (Year 7).

. as well as work with other people, it helps you to sort of
communicate and things like thar. 1 find, that it helps me too — if
you're in a situation to communicate with somebody else, you
become a lot more forward in working with somebody because you
don’'tknow themoryou're only there with them a little bit, it doesn’t
happen to be your best friend and you can still work really well with
them (Year 9).

Drama helps you talk more with people and not be scared to express
vourself (Year 7).

Interviewer: [Isthereaconnectionberween feeling confident indrama
and in real life?

Yes, because you get better at being able to talk to people and put
vour ideas forward. You get better at being able to express things,
how to say things (Year 9).

As an extension of these comments about being more able to
communicate with people and formulate opinions, one pupil talked
about how communication in drama impacted on group work, as
opposed to just seif-development:

It makes youwork together, definitely makes you work together and
trvto make the best you can with the people you have got, the people
you are working with. You have to take a bit of initiative. Like, say
there is someone in your group who won't work withanyone else in
the group apart from one or two people, vou are going to have to
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say ‘How about we do this?' And if they disagree, then say ‘Well
what do you want to do?’ So you have to work out your
communication skills a lot better than you used to; otherwise you
are dead basicallv (Year 7).

LANGUAGE DEVELOPMENT

This subcategory represents an extension to the previous one in that it
concentrates more specifically on cutcomes relating to language and
speech rather than the more general and interactive communication
skills. Teachers talked about language development in terms of clarity
of speech and sometimes elocution, and being able to articulate
opinions and speak confidently. Pupils too saw these outcomes as
particular types of language development, but also talked about having
the language to deal with a variety of situations. Thus, transfer to other
subject areas and other situations outside of the arts became an
important aspect to this effect.

Teacher Perspectives

Again, this subcategory was dominated by the perceived effects of
drama. There were several references to speech, speaking with clarity,
eloquence and (less frequently) elocution:

Speech skills: we did a lot of direct speech on "Fair is foul and foul
isfair'; you've actually got to get your tongue round that so we can
actually do a bit of elocution — almost — and they enjoy doing it
{drama teacher).

Not all drama teachers, however, would want to promote the elocution
aspect of speech development as an appropriate outcome for their
subject:

Ifthey say to me it is about elocution, or it is about putting on plays,
or it is about facing the front, my answers are definitely no. You
know, it is just not, it is never that; it is about helping kids develop
and making sense of the world around them and engaging with ir.
That is that; they have got to have some tools to work with that
makes it work. Otherwise, it is just me and it is not theirs, they can’t
own itifthey haven't made it ... it is a bit of a sort of coming together
rather than clarity and there are certain things that | know that it
definitely cannot be, like elocution [laughter].

In one school, accounts from the headteacher and the drama teacher
corroborated the perception that drama was having a significant impact
on the capacity of the pupils to articulate their opinions and to speak
confidently in public:
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I think that the pupils here are very assertive, very confident, and
Ithink thar a lot of that has to do with the work that they do in drama.
We get loads of visitors into the school and the pupils here will talk
to anybody. At the public meeting that we had here last night, one
of our little Year 7s put up her hand and said 'I want to say
something’ and made a really pertinent contribution. The director
of education said ‘I think that is probably the best contribution that
we have had so far tonight’; it was just superb. There is a real level
of confidence here from the pupils (headteacher).

I think that pupils are articulating themselves. Ithink this is one of
the strengths of our school, that they articulate themselves very
well. I think there is a gap between how they write and how they
actually express themselves. I think that drama has contributed to
that because we have put things on in a public situation, in, like,
assemblies, in year meetings. They are taking drama outside of the
school and I think then that other pupils see that and that feeds back
into it (drama teacher).

More generally, teacher interviewees from across the artforms cited
the development of languages and vocabularies to assist pupils in their
discourses about works of art and the processes of creating them. Such
references had much in commen with the growths in knowledge,
understanding and appreciation of the arts which were recorded in
sections 4.2, 4.3 and 4.4. The following was one such comment:

This is the second year that drama and dance have been together,
andwhat [ amnoticing is that the language that pupils are using has
expanded and they are crossing over. So when they are dancing,
they are talking about audience; they are talking about creating
atmosphere. In drama, they are talking about body shapes and
travelling, so the two are crossing over (dance and drama teacher).

Pupil Perspectives

Like the teachers in this subcategory, pupils also saw drama as
particularly associated with this outcome. There were 40 comments in
total, made by 23 pupils, and, like the previous subcategory on
interactive communication, drama again generated three-quarters of
these. As in the previous subcategory, the majority of the comments
were offered by girls. Most of the comments came from pupilsin Years
9and 11, suggesting aslight age difference with the previous subcategory
of effects, although the number of comments in Year 7 was still
relatively high. Notably, one of the schools had just over half of the
comments for drama, with another school taking most of the six more
general comments across the artforms. These related to language
development in terms of speaking louder and with more confidence,
and one pupil associated this with ‘self-conduct’.
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In addition to the teacher-perceived areas of clarity, confidence,
elocution and articulation, pupils talked about voice projection,
pronunciation, fluency and the language skills needed for a variety of
situations. Indeed, it was possible to construct a small model of pupil
perceptions of language skills and development from the 40 comments
offered. This split into four areas: spoken language skills, including
voice production, sense of communication and language for a variety
of situations within drama lessons; understanding the power of
language; written skills; and transfer of language skills to situations
outside the arts.

Pupils offered numerous references to improved skills in voice
production as aresuit of taking drama. Improved clarity was mentioned
by some pupils, who used to ‘mumble’. For some, this extended to
elocution and pronunciation, and ‘how to speak properly’ and to use
appropriate speech, for example ‘at a job interview, or like now, T
would not talk to you and sound [adopts street slang}. It makes you
sound better ... nicer ...". English was actually cited by one Year 10
pupil as better equipping her with this skill: *how to pronounce things
and phrase things and speak better’, while she saw drama as more
about ‘actually doing it rather than writing about it’ . Voice projection
was specifically mentioned by some pupils as a skill that had been
leamnt in drama, and there were several references to having more
confidence when speaking, and a couple on speaking louder.

There was a similar proportion of responses on a better sense of
communication, as a result of taking drama at school, as there had been
for voice production. The ability to express views and articulate
opinions was cited by many of the pupils. Some referred to this as
‘speaking our’, while a few others related it to expressing their own
views, ‘... how to speak out openly; stating views and “speak out

more"”. One pupil talked about fluency and ease of discussion as an
addition to her language skills:

Isuppose, like, if you wanted to stand up for yourself or something,
ordiscussion work in English or vou want a debate over something,
I think it helps being fluent talking to other people (Year 9).

Another illustrated how she felt she now had the confidence to be able
to speak on the spot, and that having the language skilis to do that with
clarity had been influenced by her drama lessons:

If I was going into the media, I think that drama has helped me in
that I am able to think up things on the spot, rather than stuttering
and stammering because my teacher has put me in a place where
she has just asked me to think of a speech and when everybody is
asking and I think if I did want to get into television, then if
somebody sticks the camera in front of me, I hope [ wouldn't be
stuttering, but I don’t know (Year 11).

119

2,
WHAT ARE
THE EFFECTS
QOF

ARTS
EDUCATION?




2.
WHAT ARE
THE EFFECTS

EDUCATION?

ARTS EDUCATION IN SECONDARY SCHOOLS

120

Pupils experienced using their language skills in a variety of situations
in their drama lessons, and this varied with age in a similar pattern
across the three schools that had the highest number of comments for
drama for this overall effect. At Year 7, pupils mentioned feeling more
able to talk in general to people: ‘It really just helps you talk to other
people more,’ said one Year 7 boy. At Year 9, pupils commenting on
their drama lessons spoke more about talking to people in groups: ‘We
do a lot of group talking. To work with partners that vou don't always
get on with. To improve your speech in front of people.’ In Year 11,
comments focused much more on learning to speak in front of a large
group, perhaps in front of an audience — *... how to communicate in
front of a big group, how to perform ...” — and for many, this was
associated with increased levels of confidence.

While almost all the pupils commenting on this effect discussed what
they had been doing in drama and how this had helped their language
development, one pupil referred to the power of speech itself,
demonstrating an understanding of the impact of speech in controlling
certain situations: ‘Mainly how 1o silence speech. You know, if [ like
shut up now, you'd be thinking “What should I say next?” S0 we've
been doing that’ {Year 9).

Besides oral communication, there was little otherreference to language
development. One pupil did, however, cite clarity in the wntten
medium as important, and felt her English lessons to be effective here:

Writing, because nearly every single job you have, vou have to sort
of write and if you don’t use language that is sophisticated or
anything, people just think you're not very clever or anything. So,
it helps if vou can use better language, like words and things (Year
7. English).

It was apparent, then, that pupils saw language development in the arts
as transferable to other current situations, subject areas and also to
future careers. The immediate personal benefit of speech development
for one of the pupils, as a transfer from arts lessons, was obvious.
Because of ‘having to speak in front of vour class and things like that’
both drama and English had helped improve this pupil’s speech and
speaking skills:

At the start of school I was fairly unconfident in myself and I was
always stuttering all the time, finding it very hard to say things. But
now as time [has] progressed and through things like drama and
speaking in front of the whole class in English, I think that my
speech has improved considerably and | feel a lor more confident
in myself ... I've been stuttering less, trying to say things louder.
Also recently, ['ve been putting my hand up and saying more things,
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whereas in the past | might have held back for fear of being laughed
at and things like that. Bur now [ think that's been sorted out
(Year 11).

As a result of improved speaking skills, this pupil’s self-confidence
also increased, and as hinted at, a positive class situation might well
have contributed to this outcome. Another Year 11 pupil at a different
school also recognised the particular impacts that drama education
could have in certain schoois, saying that ‘as scon as I came to this
school to do drama, it opened me up’, He also said: ‘It brought me out
of my shell ... | have been able to speak to people more easily.
Notably, both these pupils were boys — it may well be that they were
more willing to disclose such personal insights into shyness and
overcoming a lack of confidence. In contrast, those Year 11 girls who
discussed language development at some length tended to talk about its
relevance to their fature.

Transfer of ‘public’ speaking skills from dramato English was important
to several of the Year 8 and 9 pupils, making ‘reading in English a bit
easier’ because they would be ‘not embarrassed to read out in front of
the class’, or because ‘drama builds up your confidence so you feel
easier reading aloud’. As suggested by the comment for English
earlier, better language for job applications and interviews was also
seen as an outcome and benefit of arts education. Regarding oral
communication, other pupils said:

Say, if you go for an interview, you won't be so shy about it because
you've learnt how to speak, project yourself. If you wanted to be an
actor, it might help! (Year 7, drama).

Helps you communicate, and ‘just a sense of well-being’ — once
[you] have spoken to people in drama, [you) can go out and have
a conversation with them. [I'm] not shy about meeting people for
the first time — drama helped a lot with work experience interviews
— speaking to people in a friendly manner, not being too frightened
of questions ... (Year 10, drama).

One Year 11 pupil talked about transfer of communication skills — such
as voice projection and talking in front of a group - from drama to a
specific career: that of sports coaching and teaching.

As many of the pupils had pointed out, communicating in a variety of
situations was a perceived outcome of arts education, and this was
picked up on by one of the employees interviewed. The emphasis was
on the transfer of communication skills, rather than artistic or technical
skills, to employment:
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... if you have done an art course where there would be acting, art
or media art, or graphic design art, I think all those courses entice
you to go out and find things out and chat to people and have a look
at other people’s things and give your opinion and that ... [ think
it helps you to express yourself and deal with various people in
certain ways (administrator, employee).

By way of rounding-off this subcategory, it is noted that having the
language for a variety of situations and being able to converse with
confidence were not expressed solely by those pupils taking drama to
GCSE level. One of the Year 11 pupils not taking drama GCSE
recognised the communication skills that she had learnt in drama
during her first three years of secondary school as benefiting her
development both in and out of school, in Years 10 and 11:

Like in drama, drama has raught me to have a lot more confidence
in myself, you know, speaking in front of an audience or speaking
infront of ... not necessarily an audience, but a crowd of people and
it’s just you speaking. I reckon drama has brought out my
confidence from Year 7 to Year 9 because you know when you come
to Year 7, you are all really shy, you don’t even want to speak to the
teachers, but I reckon that’s the thing that I enjoved in drama. It
helps you to build up your confidence; don’t just sit there and be shy
because it's not worth it. And then, like, in Year 10, even though |
didn’t pick it, |1] referred back 1o it when I was doing my work
experience because it was talking 1o completely different people,
adults that [ have never seen — I have never met them before in my
life — working with customers, how to deal with problems and
everything and that using drama, just thinking back to what the
teacher said in drama — 'Be confident, always face someone when
you are speaking to them and don't turn your back on them’ — and
stufflike that, so I'reckon that's built up my confidence ... (Year 11).

DEVELOPMENTS IN SKILLS OF CRITICAL AND ACTIVE
LISTENING AND OBSERVATION

This subcategory of effects was constructed in order to take account of
those claims by teachers for active listening skills in drama. However,
it was found that pupils rarely mentioned this skill in relation to drama,
but instead referred to active listening in music, maintaining a sense of
transfer to listening in situations other than classroom music.
Observation skills in art were also deemed to relate to interactive
communication by pupils.
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Teacher Perspectives

Drama was at the forefront of teachers’ claims about the growth in the
skilis of listening to others. This headteacher saw this outcome as
having a moderating effect on some young people:

... one of the things that | find quite interesting is how youngsters
will sometimes moderate ... [they are] very confident to start with in
drama, [but] will probably develop the skills of listening to others
more and reflection.

Pupil Perspectives

There were a total of 77 comments made by pupils retating to skills of
active listening and observing in the arts. Overall, 52 comments, made
by 34 pupils referred to the first outcome of listening. However, unlike
the teachers, pupils did not identify drama as particularly influential on
thiseffect. Instead, there were numerous comments made about active
and critical listening in music — 47 in total — and these were spread
fairly evenly across all the year groups and all the schools (although
two of the schools posted slightly more of the comments). For most
pupils, active listening was voiced as a description of what they had
been listening to recently in class, while others described being more
able to pick out certain instruments, notes or themes in music:

When I listen to things now, [ can pick certain bits out and say what
instrument they are and what time they're in ... I've actually found
it helps enjoy music more. It sounds a bit clinical ... but it actually
does bring things more into focus ... actually listening beyond the
melody ... (Year 10).

Some expanded this further, attributing music with their ability to
‘listen in a different way’, orto ‘listening more closely’. Several pupils
also associated it with a type of concentration, ‘rather than just letting
it go in one ear and out the other’, as one pupil put it. Being more able
to listen to live music itself — playing, performances and so on — was
identified by some pupils. Others described how they were more able
to listen to other people as a result of their critical listening in music
lessons, communication skills thus beginning to be recognised and
developed. This was not restricted by any age factor. After talking
about an exercise of listening carefully to how music is put together,
one of the Year 7 pupils asserted that this helped in being able to listen
to people and take in what they were saying.

Just like the different aspects to the development of spoken language
for a variety of situations, the arts were also seen by some pupils
(although a small minority) as influential in developing listening skills
for various situations — groups, teams, or being in charge of a group.
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Transfer of listening skills from the arts to teamwork in PE was
mentioned by one pupil (and not the same pupil who had talked about
speaking in front of a group for sports coaching).

It was apparent from the pupil comments that listening was seen as an
essential aspect of music and that some pupils found it an ‘easier’ or
more accessible element than other parts of music, such as instrumental
or note-reading skills. Indeed, the link between music and listening
was obvious, and was still important for the older pupils, suggesting
that it should in no way be assigned a lesser status than other skills in
music — despite being more accessible:

Music is about learning how to read music, compose, how to listen,
pick out certain details (Year 9).

You listen, do a lot of listening, which I'm quite good at so I find it
easier (Year 1 1).

As a result, many pupils talked about listening to music, and on a
number of occasions this was linked directly to the development of
better communication skills. Transfer to ‘life’ was highlighted by one
pupil: ‘I think music comes into your career quite a lot, being able to
listen to people, and it trains your ears as well. Altogether, [ think it
makes you maore alert’ (Year 7).

As afurtheractive and critical skill, pupils also talked about observation
as communication. Of the 25 comments made by 19 pupils on
observation, 22 related to art. As an extension of those visual
awareness skills already discussed in section 4.5 under the heading
‘Pupils on developing technical skills and competence in art’, pupils
discussed how they were generally more observant, looking at and
seeing things differently, and that this skill transferred to other subject
areas. This helped with communication of ideas particularly in English
where a picture or something observed may be used as the starting
material for an essay or story. One pupil described how being able to
‘look at things with an artistic eye, and describe them in words in a
different manner’ would help with better communication in his aim for
a career as an author. Being more observant in drama was mentioned
by just one pupil, who linked it to learning to assess information.

The possibilities for developing communication skills through listening
and observing were evident, although not always directly articulated
by the pupils. In many ways, the pupils’ comments reflected a greater
ability to communicate ideas and express themselves either in a
different medium, or in a wider variety of contexts and situations, as a
result of listening, observing and talking in the arts. As such, their
comments relate directly to the final and largest subcategory of effects
in this chapter, on developing expressive skills.
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7.5

DEVELOPMENTS IN EXPRESSIVE SKILLS

This subcategory collates those references made to expressive skills in
the arts, and how leamers are helped to make statements about the
world, their world and themselves, as well as comments on self-
expression and having the confidence to express ‘themselves’.

7.5.1 Tools for expressive skills across the artforms

Teacher Perspectives

With numerous references by teachers from across the different
artforms, this perceived effect was one of the most frequently nominated
of all the subcategories. Essentially, it focused on the empowerment
young people were deemed to gain through being encouraged to
express themselves, their opinions, their ideas, their values and their
creativity. Interviewees saw the arts as occupying a crucial place in the
curriculum, largely because they offered children the space and the
‘freedom’ to express their perspectives on themselves and their world.
(Like the freedom to create, then, pupils also have the freedom to
express their opinions in the arts, and as such this links with section 6.3
on a sense of freedom and the confidence to experiment, under the
subheading of ‘Development of creativity and imagination’.) One
headteacher captured the views of many when talking about the power
of the arts to enable the making and articulating of personal statements:

Many of the curriculum subjects are to do with children responding
to, and reacting to, a world upon which they have little influence
and have little that they can record in a personal, subjective way.
The strength of the arts is it is something that they take in; it is their
response to the world, which they must digest and put out again.

Arts-oriented outlets and media for self-expression were especially
important for groups of pupils who, for various reasons, would otherwise
find the making and communicating of personal statements difficult,
One example centred on the opportunity given to pupils with limited
academic ability or children for whom English is not a first language
to ‘openup’ in arts subjects that do not require writing. Otherexamples
included:

My aims are to work with the young people in a way that they don’t
usually get to work with others, which enables them then to find a
different way of expressing themselves. We are always finding that
there are people who cannot express themselves in other areas and
mavbe they are put down because of that, but they can really
flourish in drama (head of drama).

Forexample inthe performing arts, 1 think you can take a child who
might, for example, [ can think of examples where pupils are maybe

i25

2.

WHAT ARE
THE EFFECTS
OF

ARTS
EDUCATION?




ARTS EDUCATION IN SECONDARY SCHOOLS

— have a small circle of friends, have maybe a slightly eccentric
personality, maybe a little bit precocious even, or maybe a little bit
more mature than their years would suggest they should be, finding
an opportunity mavbe in acting or theatre work which allows them
to express all those things which are not possible perhaps with their
peers (head of Welsh).

[Talking about art] They can express themselves in ways that does
ﬁHAT AR not mean that they have to stand up on a stage and perform, nor are
THE EFFECTS they going to have to sort of expose themselves to other individuals.
OF as it were, in the way that they do in drama (ex-head of art).

ARTS
EDUCATION?

You know, kids are so often not allowed to express how they feel.
You know, if they are angry, they are not allowed to go and thump
someone because you just don't do that, that isn't right. They are
not allowed 10 express by crving, because it is just not cool 1o cry.
The arts, you know, dance, they can express how they feel in it;
mavbe it’s one way that they can actually let go of some of their
emotions (dance and PE teacher).

Sometimes it does seem that the kids who are the bad kids in other
subjects, because they are the disruptive ones, are the ones who do
really well in our subjects because that expression, that freedom of
expression, is what they relish and they are away (drama teacher}.

A recurring theme through the comments recorded under this
subcategory was a perception, for some a strong conviction, that the
development of expression through the arts was extremely enabling for
young people (e.g. through offering an alternative language, a ‘voice
orvoices’, an intemnal locus of control or a release of personal tensions
and inhibitions). The following are just a selection of many such
observations:

[It is about] finding a means of expressing themselves, and looking
at the world around them, and coming to terms with that. You are
equipping them with sophisticated tools and, as I said, for me
personally [theatre] is not the be all and end all; it is not about them
being able to act particularty well or whaiever. It is being able to
manipulate those tools for their own means, so being able to do tha,
they feel that they have more control over what they are doing (head
of drama).

Thevy've got an outlet for expressing themselves which makes them
more relaxed about life, in control of life (drama teacher).
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[Music gives] a way of expressing what you have inside, if that
makes sense. Itis like ... not feelings, it is just a way ... it is another
language. It is another language and I have just gained so much
enjoyment from it, just being able to play and sing. Ithink that it is
a way of release as well. [ think that every child should have the
opportunity to experience that (head of music).

Tools for expression

There also seemed to be general agreement about the value and, for 2

WHAT ARE

some, the necessity, of building the capacity for self-expression on the THE EFFECTS
firm foundations of the acquisition of the technical skills outlined in
section 4.5. For some interviewees, these were construed as the EDUCATION?

essential ‘tools’ of expression and a key outcome of arts education was
seen as enabling pupils to decide which set of tools best suited each
individual’s endeavours to be expressive:

Here [ am, up in the Lake District, and I'm moved by the sunrise,
over by Lake Coniston, and unless I have got the ability ... and I may
not have experienced poetry, but | might be quite an accomplished
musician, I cannot write a poem about that because I simply don't
have the tools. I cannotwork in that way, because nobody has given
me the tools to respond like that. So all I have got to do is to write
it in music and to express my response in music. That may not be
appropriate. Why is it that Wordsworth reacted in the way that he
did to his surroundings? Isit because he didn 't have adecent music
education? We will never know that ... so unless we can give kids
a chance to know how they can respond, and think, and work out,
or what their preferred mode of activity is, then those ideas may
forever just stay locked inside them; there is no way of actually
exploring that (LEA adviser).

Fromthe dramatic point of view, they have acquired the confidence
and the skill to be able to know what is a good way of, either in role
play orthemselves, being able to express themselves (deputy head).

The different [art] forms in which you can express these ideas or
explore these ideas within the classroom and the analysis of that,
and how a child coming into a secondary school has very, very
limited knowledge of that artform, ifany, and through the five years,
or even through the three years if they don’t opt to do it for GCSE,
thev then have the tools in which to express a variety of ideas, well
endless ideas really, in a form (drama teacher).

In several respects, however, there was a lack of consensus in the
implicit messages conveyed about the precise nature of this claimed
effect. While some seemed to suggest that the effect was the
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‘opportunity’ for self-expression, others appeared to believe that the
outcome was a set of positive attitudes and predispositions in young
people to be expressive. Still others implied that self-expression was
ihe application of technical skills to the making of personal statements,
whereas some seemed to insinuate that there may be a set of
competencies labelled ‘expressive skills’ that exist over and above the
artform technical skills. These various interpretations of expressive
outcomes carry important implications for any atternpts to substantiate
these claimed effects.

Pupil Perspectives

Pupils too explained expressive skills in a vanety of ways. Most
notably, self-expression was associated with self-confidence by the
pupils. This was related to personal development and is expanded as
a separate area of discussion in Chapter 8, on Personal and Social
Development. In this current chapter, however, we consider pupils’
perceived outcomes of the arts as a tool for expression — including
expression not through language; and the arts as empowering -
facilitating pupils’ expressive skills in general, and enabling them to
express their feelings, ideas and opinions. Overall, this subcategory of
effects received 223 comments, making it — as for the teachers — one
of the most frequently nominated outcomes by the pupils.

Tools for expression

Using the arts as a tool for expression attracted 35 comments in total,
with | 3 of these specifically relating toexpression not through language.
For one of the schools, this did not appear to be as significant an effect
as at the other schools — of which one had a significant number of
comments fordrama and another for art. Overall, mostcomments were
for art — 14, with nine for drama, nine for the arts in general, two for
music (significantly less than the other artforms) and one for dance.
Comments were spread across all the year groups, although most
comments for art came from Years 9-11, and Years 7-9 for drama,
suggesting adifference with age in art and drama as tools forexpression.

Of the nine comments on expression using the arts in general as tools,
six were responses to the questions “What is learning in the arts about/
foratthis school?” and *For you, what does the term “the arts " mean?
Examples of such responses are given below:

To help you understand different things of the subject, different
wavs of expressing it (Year 7).

Music, dance, drama — ways of expressing yourself (Year 7).
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Expressing yourself in as many different ways as possible. Like in
art it’s showing what you think in drawing. It’s just trying to tell
people what you think and what you're trying to say in all different
ways (Year 9).

One interesting comment was about the arts as a ‘way of expressing ...
what you want to express in a way that can be understood, or
misunderstood, by other people’, indicating a sense of audience and
reception. Another pupil talked about the arts as a tool for expressing
a ‘personal understanding of life’. Again, expression through
alternatives to writing or talking were mentioned, pupils perceiving
that they would use ‘different’ skills (although none were specifically
mentioned, but are implicit in the subcategories by artform below) for
expression in the arts as opposed to say in English.

Pupils on art as an expressive tool

Artwas viewed as an expressive tool from several different angles. For
some pupils, it was about expressing themselves through ‘drawing
instead of speaking’, while for others, it was to do with having more
tools to be expressive with, for example colour, paper, paints and so on.
One pupil related this to emotional effects:

I think I've learnt how to express myself through drawing and I've
learnt how other artists have different techniques and stuff ...

Interviewer: How have you learnt to express yourself?

One of the teachers said to us one time, like, if you're feeling
depressed today, most artists use dull colours so I can kind of tell
what kind of mood you're in 'cos it kind of affects the way you paint,
what colours you use [and] what mood you're in (Year 9).

While most pupils talked here about expressing themselves, some
noted art as providing the tools for expression by others, for example,
to express their cultural backgrounds:

... Like in graffiti on walls, it is showing their culture, what they
believe in—Iaminterested in that. How they show theirart, itisvery
expressive, showing their culture, what they believe in. It really
shows what they are trying to say to each other (Year 9).

However, it was the former view on expressing themselves without
speaking that attracted most attention, one pupil also indicating that the
arts provided a tool for expression ‘without writing'. Could it be that
expression without words was important for all of these pupils?
Certainly non-verbal expression seemed quite important to one pupil’s
sense of ease of communication:
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It gives me the chance to express my feelings and I don’t have to do
it verbally, where you might get stuck — vou want to say something
but you don’t want to. And you get nervous (Year 9).

Another pupil recognised the issue of accessibility and equality of
opportunity for self-expression, again highlighting that not all pupils
communicate best verbally:

Interviewer: But why do you draw?

Some people can best express their thoughts in art, in drawings, if
they can't speak properly. It's just another form of expressing
vourself. It's just another way of trving to get your message across
(Year 9).

The possibilities for self-expression in art were compared to other
subject areas, one pupil considering other subjects lacking in this
outcome:

... [More] self expression in my work than from other subjects
where it's just you have been told what to do, whereas in art you
can do what you like and express it, express it in your way in art
(Year 11).

Pupils on drama as an expressive tool

Interestingly, pupils saw drama in particular as important to both
language development (as we have seen in section 7.3) and as a tool for
non-lingual expression (seven of the 13 comments on expression not
through language). Pupils mentioned that it was useful to be able to
express themselves without language — and one cited a particular
exercise in respect of this:

We had 10 make up a mime ... our group was a child being told off
at school and you weren’t allowed to use English or Welsh, and it
had to be vour own made-up language. And the others had to
understand what you were trying ... that was a good exercise of
showing, of expressing yourself without using words really
{(Year 9).

The ability to communicate through body language, such as using
‘sounds and movements instead of speaking’ was highlighted:

It's made me come closer to my feelings. Before, [ wanted to use,
like, hand gestures and my facial expressions and things like that.
Before, [ just expressed things by mouth, by tatking, but [ later
learnt ... | know how to use my body (Year 8).

For some, this made for ‘better communication’ because 1t used more
of themselves: ‘People talk with their hands as well, and that helps you
indrama. And it helps you to express yourself and say what you feel.’
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Indeed, expression of emotion not through language was emphasised
in the dramatic artform, perhaps more so than in the other artforms
(although, as we shall see later, expression of feelings was frequently
cited for art):

Interviewer: You mentioned earlier ... showing your emotions ...?

Yes. There isn't any other subject that teaches you to do that.
Drama’s about letting yourself go and doing whatever's asked of
you, and you don't get that in any other subject.

Interviewer: Does it mean that you're able to show your emotions
only within the drama lesson, or does it help you to show
your emotions maore in general life?

It’s more to do with the drama, showing your emotion. But also in
sort of social life you're willing ... you can do that kind of out-front
kind of unshy attitude towards it because that's what drama’s all
about. So, it relates 1o your social life as well. You get more
confidence with doing and saying things, or whatever, and the way
you act, which is good (Year 10).

A few pupils linked tools forexpression across the artforms —particularly
drama and art - aiding one and the other in expression without speech.

Pupils on dance and music as an expressive tool

One pupil talked about dance as an expressive tool in terms of creating
a picture with the body. This differed to those comments for drama,
where the emphasis appeared to be on body language and emotions,
rather than creating a still picture. However, just having one comment
for dance tn this respect makes such generalisations rather tentative.
The two music comments were about using different musical styles to
express either happy or sad emotions — for example soul, and different
dynamics and rhythms. For one pupil, it was important to get this
across — perhaps again indicating a sense of audience.

Another music cornment, in a different subcategory extended this idea
of audience, to entertainment. On enabling and releasing emotions and
energy, one pupil said: ‘... being able 1o, like, release your energy in
a positive way, singing and entertaining people and stuff like that, and
that's nice as well’ (Year 9).

Pupils on the arts as empowerment to express

Pupils talked about the arts as empowering and enabling them to
express themselves, to develop expressive skills, and to express
feelings, ideas and opinions. There were 187 comments in total for
these perceived effects, with art receiving most nominations (70),
drama (50) and music far less, just 20. Dance was mentioned just four
times in this respect, English 14 times, and there were 29 comments for
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the arts in general —indicating a sense of the arts as a whole contributing
to expressive skills.

7.5.2 Developments in the abilities to express oneself and
one’s feelings

Not only did pupils make comments about developments inexpressive
skills by using the arts as tools for self-expression, they also referred
to being more able to express themselves as people. This included
expression of feelings, ideas and opinions, and the abilities to express
themselves in a group — to other people.

Pupil Perspectives

Pupils on expressing yourself

Being able to express yourself was the most frequently mentioned area
within this subcategory — with 128 of the 187 comments, made by 54
pupils. Again art yiclded most of the comments — two of the schools
featuring a high number of art nominations. One of these schools had
also had a significantly high proportion of the comments on creativity
and imagination and a sense of freedom in the visual arts — suggesting
a possible link between self-expression and creativity or freedom in
art, but we note that comments from the other school did not highlight
such a correlation. Comments were made across all the year groups,
with Years 10 and 11 quite well represented considering the smaller
number of pupils taking the arts at this stage.

An overall sense of the arts enabling expression was given by one of
the pupils, and this sets a good starting point for the following
discourse around a widely varying set of responses. In answer to the
question of what leamning in the arts is for, this pupil covered expression
in several of the artforms as well as the arts in general:

To learn how to express yourself in different types of wayvs. Be more
creative and to, like, broaden your, the way you look at things ... in
music you can express yourself by singing ... in art you can draw
and paint the way vou feel, and in drama you can get to act the way

other people feel and the way you feel, to get your point across
{Year 8).

Being able to express yourself ‘more’ was stressed by many of the
pupils for both art and drama in particular. Indeed, for drama there
were numerous comments on clarity of expression, pupils saying ‘[l
couldnow] express myselfmore clearly’,orthat ‘[Iam] able to express
myself better’. These comments were prevalent especially at Year 11,
but also mentioned across all the year groups. Expressing yourself
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better by highlighting the good aspects to a sitnation was mentioned by
one of the pupils. Drama was also linked with being able to ‘express
another person’s being’, rather than just themselves:

Well, it’s nice, kind of, 1o express yourself as, like, a different person
because then you take on, like, their feelings and what they think
and stuff. It’s quite good just doing it like that, rather than in kind
of art where you're just sat down and just drawing, which is
satisfying but withdrama it’s, kind of, you can just express yourself
in different ways (Year 9).

... you really can express yourself, you can play a part that isn’t you
—that’s the buzz of it. You can be someone that you are not or if you
want, you can be someone who you wish to be or be someone that
you hope to God that you are not going to be, so you can just play
a role that you are not because that's the fun of it. You are not
playing something that you see every day in everyday life. You
could be a mad psychopath or you could be this sweet little child or
you could just be normal or you could be an animal — you could be
a giraffe, you could be anything. That's the fun of ir.

Interviewer: Whatdo you get out of having the chance to take all those
different roles? What do you learn from that?

You learn that deep down you have got a sense of being able to
perform, you can perform. Deep down you know that you can
perform in any way. You can be something that youare not. That's
the fun thing about it (Year 9).

Transfer of being more able to express yourself, from drama to normal
life was suggested by at least one of the pupils: ‘It makes you more
confident to express yourself or whatever, because that's what drama
is basically all about, so that goes with you into normal life’ (Year 11),

Atone school in particular, expressing yourself in drama was linked by
the pupils to their inner selves — ‘do what comes from within’ — or as
one pupil asserted, *That is why they call it “Fxpressive Arts” at this
school, because we do lots of things about feelings and stuff like that.”
Another pupil from a different school referred to this outcome as
‘getting things inside you our’.

For art, self-expression was seen as more to do with putting something
of yourself into your work — linking with what has already been
discussed in Chapter 4 regarding skill acquisition and development.
Again, comments on being more able to express oneself were more
commonin Year | 1, forart. Forone pupil, areal sense of empowerment,
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voiced through enjoyment, was demonstrated regarding self-expression
and skill development, from which the following illustration has been
created:

Sense of achievement

Being good at an art and being able to express yourself, | think, is
one of the hardest things in life to achieve. Without anart it is hard,
but being able to play a musical instrument, or act or paint or
something like that, you can always achieve that. It is always hard
to master, but once you have got the skill you can begin to enjoy and
then you do it even more, then you get even better, so you enjoy it
even more. [t is just a circle (Year 7 pupil).

Further links between self-expression and increased technical skill
and enjoyment are discussed in Chapter 11 of the report.

A sense of reassurance was conveyed by several of the pupils,
indicating that the arts enabled or empowered them to express
themselves where they might otherwise lack confidence, be shy, orbe
worried about what other people thought of their ideas and opinions:

That | can express myself without being worried about other
people’s opinions — like in drama and dance (Year 7, arts).

I find it easy ro adapt to and I can express myself clearly and not
feel embarrassed in the subjects and topics. It's more social, it's
more a ... I can relate to ir and I can give people ideas how [ am
feeling through my drama, and you can involve people and add to
something and build it up so that people can see what you would
feel and whar you would think and stuff (Year 10, drama).
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Yeah, because you can be more open and express yourself without
worrying about what other people are saying — which is good
because you don't want to be shy throughout your life (Year 9,
dance).

Comparison of the arts with other subjects was also made in this
respect, pupils implicating the arts as either more expressive and
perhaps individual than the traditionally academic subjects, or as a
necessary outlet for the expression of emotions and self:

it's more expressive because, say in history or maths, you don’t
really express anything in that, say, you do in dance or you do in
music or anything like that. You can’t really go abstract, whereas
you can in the arts (Year 8, arts).

They [the arts] ler people express themselves, which you can’t do in
the sciences (Year 8, drama).

With the other subjects ... you're just doing the same as everybody
else. You're just writing things down or doing sums of something
... [in art] you can draw it how you want to, express yourself ...
{Year 10, art).
Interviewer: Do you see it as a way of expressing yourself or saying
something about yourself?

Yes, it’s like yes, because a lot of people, if you are not that good at
school stuff and drawing, it helps you express your feelings and
yourself and that (Year 9, art).

... inthe arts, in music, in art, it's a way of expressing emotions as
well, which a lot of people need to do, without having necessarily
to talk to a friend if you don’t want to. It's just a way of you drawing
apicture ... [ don’t personally, but ifyou look at a lot of the art work,
it’s faces and their worlds, like, so I think it's a way of expressing
emotions (Year 11, art and music).

Indeed, not keeping youremotions pent up was one aspect of expressing
yourself identified by another of the pupils, this time for drama: *To be
more expressive. Not to sort of keep things bottled up and just to sort
of talk about them and then sort of use them in drama’ (Year 7, drama).

Foranother pupil, drama was specifically seen as a good way toexpress
yourself, perhaps better than art in this respect:

... drama is a really good way of expressing yourself. Idon’t know,
it might even be a bit better than art because it’s like you can move
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and... how can [ put it? ... vou can talk and you can speak your mind
and stuff and you can do all sort of things what you wanted to de in
drama, even if you are not actually playing yourself, but you can get
things out in different ways in drama (Year 9, drama).

Expressive skills in music were more associated with pupiisexpressing
themselves in the music, through a style of playing that fitted their
current emotional frame:

... you can express yourself with music because you can express
yourself with the instruments. You can play really hard if you're
angry or really soft if you are happy, whatever, like thar. It is quite
Sfun (Year 9, music).

English was cited by a number of the pupils as important to expressing
themselves — one pupil seeing it as more for expressing the ‘reality’
part of the arts through discussion.

Unlike the teachers, the pupils seldom referred to the arts as enabling
them to choose the tools with which to work. In fact, it appeared that
just one pupil referred to such an outcome, over several years of the
interview process:

I can express myself and how [ am feeling through colour, and I can
see things and how things will work best, [and] where, and I can
express myself through art ... (Year 10, art).

Interviewer: Is it a form of self-expression for you as well? Is that an
important aspect of it as well, or not so much?

Yes, I can express myself through my art work, you know, I can
choose stuff that I am interested in and promote that in my work ...
(Year 11, art, same pupil).

Strangely, and despite the links between self-expression, technical
skill and enjoyment suggested above by those pupils feeling more able
to express themselves, particularly in Year 11 (that is when technical
skill is more developed), expression was rarely linked to creativity or
to expressing thoughts or ‘what you are thinking’. Rather, there was
a body of comment on expression of feeling, and this makes up the
following discussion under the subheading of ‘Pupils on expression of
feelings’.

Pupils on expression of feelings

There were 48 comments specifically on expression of feelings in
particular, and rather surprisingly, art attracted most of these comments
(22), withdrama receiving 12 and music just five. This smaller number
of comments for drama seems interesting in the light of the emphasis
on role play, and getting into others’ shoes in drama (as highlighted in
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Chapter4), but the proportions of comments for each artform are again
similarto those in the previous few subcategories of this chapter, where
art has received the most attention, followed by drama.

Perhaps of most impact were the numbers of comments by pupils
relating to their independence in art, being able to draw what they felt,
and even being set tasks to portray their emotions on paper. ‘fthinkit’s
a good way of saying how you feel; say, if you're painting by the
colours you use, it brings out your personality,’ said one pupil. For
some, the link between emotions and getting them down or out on
paper was an association they had made for themselves:

Art has gor quite a strong link to my emotions. Ifyouare angry, you
quite often draw something which can turn out to be quite a nasty
picture ... (Year 9).

Howto expressyourself, 'cos when you’re drawing youdo what you
want, it’s independent. You get given an outline but you can do
whatever you want really (Year 7).

As pointed out earlier in this chapter, under the subheading ‘Pupils on
expressing yourself’, some pupils noted a link between expressive
skills and increased technical skills. Similarly, with regard to the
expression of feelings, one pupil described using different textures,
materials and colours to express emotions — sad, happy, depression,
and so on. Interestingly, the scope of art as an ‘aid” to expression of
feelings touched the realms of escapism for a few pupils:

If someone was sulking just after they had an argument, they could
Just go and draw and forget about everything else and youwouldn't
really remember after that as much, [in] detail. And you could be
friends with the persan that you argued with (Year 9),

Well, sometimes if I am upset or something, I will draw, as it helps
me 1o feel better. But [ don’'t think it helps me think (Year 7).

This resonates with what has already been said in Chapter 3 on
therapeutic outcomes, escapism and relaxation.

Comments for expression of feelings in drama were much more to do
with a sense of release, than had been expressed for art. Examples of
pupils’ discussion include: ‘in drama you can let yourself go’, *... you
can just let it all out and let it all go in drama’, ‘express your feelings

. rather than keeping them all pent up’. One of the older pupils
demonstrated how feelings could be used to influence the direction
of the drama work: ‘You can express yourself and how you're
feeling, you can shape the drama how you feel it would go, how
vou'd like it to go ...’
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Pupils commenting on expression of feelings in music talked mostly
about expression through composing — perhaps songs — in order to
express a current emotion; however, the relative paucity of such
nominations for music is significant. Poetry was cited in three cases
as being a ‘chance to write down what vou're feeling’. Although
almost every comment in this subcategory related to expression of
current feelings, there was one pupil who indicated that being able to
express might be important to a possible future career in social work,
‘because like in drama and music you get to express your feelings, so
you should be able 10 undersiand what people are going through’.

Pupils on expression of ideas and opinions

Like the previous discussion on expression of feelings, the expression
of ideas and opinions was also identified as a further type of response
within this subcategory. However, it was quite small, just eight
comments, and as such perhaps reflects what some of the pupils’
remarks have already hinted at: that pupils do not seem to link
expressive skills in the arts with thinking skills. Again, art received
more comments than the other artforms — but that there were so few
comments here means that art need not necessarily be more associated
with this outcome than any of the other artforms. In general, pupils
talked about voicing their opinions, one pupil highlighting how this
outcome helped in other subjects such as English and science.

Pupils on expression in groups

By way of rounding off this chapter, it is noted that in most if not all
of the subcategories relating to communication and expressive skills,
pupils have talked about being more able to communicate in groups, in
one form or another. Not only that, but they were more at ease in
expressing themselves in groups, as the last three comments in this
subcategory would indicate:

You get to talk and discuss and put vour views across ... (Year 9,
English).

We have a lot of class discussions and also when vou get in a group
you can always contribute and let people know your ideas and what
vou think about things (Year 9, drama).

It's easier to speak to people, like a group of people ... it's easier
to talk to other people ... (Year 9).

As in the case of the teachers, then, there was a wide variety of
comment on expressive skills and expressing yourself in the arts, and
it 1s perhaps not possible to correlate orconvey the precise nature of this
effect. The whole concept of expressing yourself was in fact described
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as ‘difficuit’ by one of the pupils themselves. He was actually
describing a day out on an art trip, and having been set the task of
expressing themselves through drawing, he said:

... I had never actually attempred anything like that before. It is a
very difficult concept just expressing yourself and, yes, it was
wonderful, and everybody got into it ... (Year 9, art).

Little wonder then that there have been so many different attempts by
pupils and teachers at conveying the outcomes related to expressive
skills.

CONCLUDING COMMENTS

The development of communication and expressive skills through the
arts was an important outcome perceived by both teachers and pupils,
with drama contributing significantly to the first of these effects. In
addition to the teachers’ comments on elocution and clarity of speech,
the pupils widened the discussion to include language skills for a
variety of specified situations — such as language for teamwork, public
speaking, interview skills, and appropriateness of language.

For the more expressive outcomes, art was nominated more frequently
than drama, with music being referred to surprisingly infrequently in
comparison. The teachers talked about the arts as facilitating
developments in expressive skills in terms of being more able to make
personal statements; and being given a vehicle for that expression.
This latter point was especially implicated where communicating
personal statements might be difficult - for example through shyness,
through difficulties in more traditionally academic areas of the
curriculum, for the disruptive child, and where an outlet for pent-up
emotions might be important. Although the pupils also mentioned
many of these areas, there was not such explicit mention of personal
statements, or indeed statements about their place in the world, as had
been indicated by the teachers. Expression in the arts was also
associated by the teachers with a strong sense of enabling young people
to feel more relaxed and in control of their own self-expression, and in
addition was scen as enabling pupils to decide which set of artistic tools
touse. This outcome was not much emphasised by the pupils, although
they did talk about using the arts as tools for expression — but not
particularly about being enabled to choose those tools. Indeed, it was
apparent that pupils’ perceptions of communication and expressive
skills related very much to themselves as users of the arts — focusing
on the process-base of the arts.
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Some interesting differences by artform were apparent —art and drama
being associated with both expression of self and others, and indicating
the transter of communication skills to other situations. In contrast,
expressive skills were not often emphasised in music, and where this
was the case, music was mostly regarded by pupils as facilitating
expression by using their emotions or feelings of the mement, rather
than indicating a transfer to other situations. Transfer of listening
skills, however, from music to other classroom and learning activities
was evident. The fact that pupils volunteered accounts of the carry-
over to other contexts of improved speaking skills, self-confidence to
express themselves, listening and observational skills is revealing. It
is germane to the whole debate about transferable outcomes — this will
be considered in more detail in Chapter 9.

Providing some justification for drama’s location within the National
Curriculum framework, the relevance and proximity of drama to
English were clearly evident in pupils’ accounts of language and
communication effects — though, considering the whole spectrum of
outcomes reported for drama, it is noticeable that the field of drama’s
influence is more wide-ranging and distinctive than its association
with English would suggest.

Expressive skills were not very often related to thinking or cognitive
skills, but were sometimes associated with technical skill and perhaps
enjoyment, and specifically the therapeutic and release aspects of self-
expression, thus linking with Chapters 3 and 4.

Expressive skills relating to jobs did not make up a large body of the
employers’ or employees’ comments, but where they did contribute it
was to do with clarity of communication, rather than expression of self
or of feelings or opinions. One employer regarded employees with arts
backgrounds as expressing themselves well, bringing ‘different
dimensions [in] that they use other parts of their brains 10 express
themselves’. As such, and in contrast to the pupils’ views, expressive
and communication skills were associated, albeit tentatively, with
cognitive aspects by those inemployment. The following comment by
the same employer, on how arts education might affect employability,
itlustrates this point:

. it's @ huge asset ... because they bring, you know, an enquiring
mind, a broad open mind, and a great deal of confidence derived from
theirability to express themselves properly(Communications Director).
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8.1 INTRODUCTION

This chapter covers perceptions of the broad area of pupils’ personal
and social development as an outcome of arts education. The perceived
gains in self-awareness and personal and social skills comrespond to
Gardner’s (1993) concepts of intrapersonal and interpersonal
intelligences:

. the intrapersonal intelligence — knowledge of the internal
aspects of a person; access to one's own feeling life, one's range of
emotions, the capacity to effect discriminations among these
emotions and eventually to label them and to draw upon them as a
means of understanding and guiding one’s own behaviour. A
person with good intrapersonal intelligence has a viable and
effective model of himself.

... Interpersonal intelligence builds on a core capacity to notice
distinctions among others, in particular, contrasts in their moods,
temperaments, motivations, and intentions. In more advanced
Jforms, this intelligence permits a skilled adult to read the intentions
and desires of others, even when these have been hidden.

... Interpersonal intelligence allows one to understand and work
with others; intrapersonal intelligence allows one to understand
and work with oneself. In the individual's sense of self, one
encounters a melding of inter- and intrapersonal components
(ibid., pp. 23-5).
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Within the data collected, seven subcategories of personal and social
development outcomes were identified:

+ developing a sense of self and one’s emotions (section 8.2);
+ enhanced self-worth and self-esteem (section 8.3);

* increased self-confidence (section 8.4);

» developing the whole personality (section 8.5);

» improved personal skills (section 8.6);

* increased awareness of others and empathy (section 8.7); and

* improved social skills (section 8.8).

The subcategories at the top of the list deal with aspects of intrapersonal
intelligence, such as one’s own emotions, while the later ones consider
capacities associated with interpersonal intelligence, such as social
skills and awareness of others. Subcategories in the middle of the list,
for example, self-confidence, straddle the two areas of personal
intelligence. Each section will consider the responses of teachers and
pupils, and outcomes will be discussed in terms of the arts as a whole
and the individual artforms.

DEVELOPING A SENSE OF SELF AND ONE’S
EMOTIONS

In the provisional typology of effects as seen by teachers (see Harland
etal., 1998), acategory of outcome was created to cover claims that the
arts develop pupils’ knowledge and understanding of emotions, the
world of feelings or the affective domain. Initially, this seemed to
represent an advancement in what others have called ‘emotional
intelligence’ (Goleman, 1996; Mayer et al., 2000). However, when
examining the full range of pupil comments, only two comments fell
into this category — both were very general remarks about how
emotional states or tensions like sadness or happiness had been
explored in drama. Upon further scrutiny, it was apparent that pupils
tended to talk about the arts as a medium for understanding their own
feelings and emotions as part of a process of self-discovery and the
crystallisation of one’s own identity, or as part of learning about other
people, and hence, for example, the need for empathy and tolerance.
Very rarely did pupils construct the outcome of an increased
understanding of the emotions or the affective domain as an objective
reality detached from themselves or others. According to the pupils’
constructions of their learning in the arts, in much the same way as
creativity orthinking skills were not studied as metacognitive processes
for critical reflection and examination, neither were the emotions.
Moreover, when we returned to the teachers’ comments in this area, it
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was apparent that they too tended to view explorations of emotions as
integral to learning about one’s self or others. Thus, the original
category has been removed from the model presented here and the
comments assigned more appropriately to this subcategory or to
section 8.7 on ‘awareness of others’. (Such comments should not be
confused with those that focused on the emotional aspects associated
with the response to the arts — getting a buzz, forexample — which were
often classified under ‘immediate intrinsic effects: forms of enjoyment
and therapy’ in Chapter 3.) In proceeding in this manner, we are not
implying that the affective domain — rather like thinking skills and
creativity - should not be treated as an area of human cognitive
experience worthy of explicitintellectual investigation in its own right;
we are simply recognising that pupils, and in hindsight, teachers, tend
to concretise learning about emotions in the context of aiding self-
discovery and increased awareness of others.

Consequently, this first subcategory considers the reported effects of
developing greater awareness of one’s self or one’s identity, often
through increased understanding of one’s own feelings and emotions.
It also presents accounts of how the arts help to promote a pupil's
individuality.

Teacher Perspectives

Developing a sense of self was a prevalent claim among teachers of
most of the artforms, but especially drama. Finding out or discovering
about your ‘self” as a result of arts education was a common theme:
phrases like ‘greater awareness of themselves’, ‘feeling comfortable
with themselves’ were used quite regularly. As indicated, this process
of discovery frequently involved the exploration of the emotional state
of the inner self. One headteacher expressed such an outcome when
commenting on the process of internalisation that the arts can precipitate:

That internalising helps them to understand themselves, their own

feelings, because I don’t think we have mentioned that much, their
feelings about the world and the way in which they can make
statements that are aggressive statements, or sensitive statements
or whatever, but they can do that through the art experience.
People talk about drama being a way of directing anger and
understanding relationships and tensions between two people
through that drama. So, it is 10 do with the sense and the feelings,
and the spirit.

Other contributions included:

[With reference to drama] Very often, for a lot of them, they have
Jjust found out a little bit more about themselves. Andthey’ve begun
to discover themselves in a way that maybe they are never given the
opportunity to do {drama teacher).
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[Again with reference to drama] The most important thing [ think
is that they come out and they feel they know more about themselves
and about what is going on around them and they can respond to
that (head of drama).
The pupils also are allowed 10 develop individually. One of the
sixth-formers, for example, I know has beendoing things—sculpting
out of wood, Iree trunks and this sort of thing — which one doesn’t
2 find very often, but which is very appropriate for this area — totem
WHAT ARE .
THE EFFECTS poles and this type of thing are being looked ar (deputy head).

EDUCATION? It allows for individualistic ideas and views, it helps to create self-
images which are important for people (head).

[With reference to art] It’s that gain in confidence in themselves,
knowing themselves a bitmore—1can'texplain it, but [ can see them
develop and coming out of themselves, because it's a horrible age,
I think, growing up, being a teenager and being confident enough
to be an individual and to do things. [ really do think it does help
{head of art).

One adviser extended this type of impact beyond the general effect of
‘knowing your self” to the more specific outcome of ‘knowing what
you know’, ‘knowing your own intuition’ and ‘knowing your own
values’ through the channel of metacognition:

Critically, the notion of metacognition, of knowing what you know,
being aware of what you're aware of, because so often our intuition
is down there somewhere, we are not always in touch with it, so {
think if they can be in touch with their own intuition, their own
selves.

One headteacher offered a potent image of how the arts make a
distinctive contribution to the development of a student’s individuality:

When itis anart process, they have made those changes themselves,
it is part of them that has made it and that ... and their signature is
alloverthe piece of work inaway that itisn’t over a piece of science
or maths. That is an important bit, the signature bit ... this is
something that only you can produce because you are you, and you
are unique. Maybe that is it, the uniqueness of the individual;
maybe that is why in certain societies, art is always distrusted as a
dangerous thing.
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Pupil Perspectives

Within this subcategory, pupils’ comments focused on similar outcomes
to those proposed by teachers: an increase in self-awareness and
understanding (often through self-discovery and explorations of
feelings, values and beliefs), promotion of self-identity, and the
developing of a pupil’s individuality. Overall, 43 comments were
made by 29 pupils. A large number of these citations concerned the arts
in general, although a similar number referred specifically to drama as
a medium for this outcome, with only a handful of comments related
to art.

Roughly two-thirds of the references to the arts as a means for
increased self-awareness and understanding were made by Year 9
pupils (though it should be recalled that two cohorts of this year group
were interviewed). Pupils of different ages seemed to discuss slightly
different aspects of this outcome, which will be considered in more
detail below. Interestingly, four of the five comments made by older
pupils were made by boys.

‘Discovering yourself or finding out more about yourself was a fairly
common theme amongst pupils of all ages, especially in connection
with the arts in general and drama. In drama, it was recognising facets
of her own personality in a character that she was acting out which
enabled one pupil to know more about herself: ‘[fyou act someone out,
you tend to feel like “ah, this person is rather like me”, like, she does
this and that, and you begin to know more about yourself (Year 9,
drama),

Pupils often extended this concept of self-discovery to include an
increased understanding of themselves, and an increased acceptance of
who they are — undoubtedly, important issues for all teenagers during
the years of puberty, identity formation and personal development:

Sometimes it helps you to understand yourself and how you feel and
how you look, see what's different about yourself (Year 9, drama).

They helped me come to terms with my sexuality (Year 10, arts).

As a continuation of this theme, several pupils cited the arts as a means
to come to terms with their own problems, or deal with situations they
may encounter in day-to-day life:

I'mcolour-blindaswell, soit’s helped me ro come to terms with that
and put more in perspective for myself (Year 9, art).
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They help vou to come to terms with my problems or deal with
what's been going on in my life (Year 9, arts).

We did about this girl. Her parents were completely ignoring her.
So, there was neglect, and we learnt about how people feel about
neglect, being ignored completely. When we did that, it just so
happened that my mum and dad had had this really big argument,

) and me and my brother were getting a bit neglected. So, it helped

WHAT ARE me understand how it felt at home (Year 9, drama).
THE EFFECTS

Anaspectofthis ‘self-discovery’ outcome of arts education commonly
EDUCATION? nominated by younger pupils was thinking about their own views and
opinions on issues, often, as in the next few extracts, rethinking their
positions by taking other perspectives on board:

You get to find out what your opinions are, definitely, your views.
And sometimes you might have been sure that that was your
opinion, but then really you find out there's other things to consider
and it might change vour opinion on it (Year 9, arts).

A specific art project on identity enabled one pupil to discover more
about herself and challenge her beliefs:

When we [did] identiry, then I thought about myself, like, I drew
myself and then I said ‘That looks like me, I am good’, then your
background, what your religion is, if you believe in it, everything.
Then you thought ‘Do I believe in all this, do I do this, do 1 do that?’
and it was cool, it was good (Year 11, art).

Three Year 9 pupils talked about the arts helping them to focus on their
likes and dislikes, and what they wanted from life:

With all the different things we 've done in music ... I like more sorts
of music and there are some sorts of music that [ like that [ didn’t
like before. It's like discovering things that I never knew were
present in me before (Year 9, arts).

It’s also been about learning about how people work and the way
that you want to live your life (Year 9, drama).

On a more practical level, several pupils discovered what they were
capable of, what skills they had, sometimes totally unexpectedly:

It has made me more aware of things, like more aware of things [
can do, things now I know [ can do when before I did not really think
I could do. ... So it has helped me understand what I am capable
of (Year 9, arts).

146



PERSONAL AND SOCIAL DEVELOPMENT

{t's helped me realise that, like, who I am and what  can do or ...
like before [ didn’t use to do art that much, but now I've started
doing it, I've noticed I can do it quite well (Year 9, arts).

Signalling a warning that arts education can also have adverse effects
on the formation of identities, one pupil talked about the negative
impact of her experience of the arts. Being aware of her low level of
ability in music compared to her class mates made her depressed and
self-conscious, implying that she had internalised an image or label of
her ‘self’ as inferior in music:

It’s just that everyone else in the class seems to be so much better
than me, and it’s kind of hard to ... it’s kind of depressing when
everyone seems 10 be doing all these brilliant compositions and you
are just playing ‘Row, row, row your boat' on the piano.

Interviewer: So you don’'t feel very good about what you manage to

do?

No, and I am quite self-conscious about what [ can’t do in music
{Year 9, music).

For others, the arts had been a positive influence in shaping images of
self. A couple of students from the younger year groups, for example,
thought that the arts, in particular music, gave them a sense of identity,
something by which they could be recognised:

I suppose, if you play in a band and it gives you a commitment,
something to do, you're commitied to something rather than not
doing anything, in schooland out. You've got something to say, like
‘I'minaband’. People might say ‘Oh, I know her. She plays the
trumpet’ (Year 9, music).

Echoing the headteacher’s remarks about the importance of symbolic
signatures, another group of pupils felt the arts enabled them to develop
and express their individuality, by creating their own unique pieces of
work: ‘You can experiment with different ideas and make something
vour own’ (Year 8, art),

One Year 9 pupil felt that expressing his individuality was something
which had developed over time:

{ think it is true with everybody that in the start if you were given a
cabbage to draw, you draw that cabbage, and you try to make it look
exactly like a cabbage, and you have got no style, you are just
drawing that cabbage. But now I am really beginning to open up,
and [ have got my own little flows and I am concentrating less on
perfection and more on myself, and on my own style. So this year
has ... it's brought me out more as an individual artist rather than
the same as everybody else (Year 9, art).
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Overall, then, the development of intrapersonal intelligence in the
form of fostering self-awareness, self-identity, and a sense of
individuality was a significant feature amongst both pupils’ and
teachers’ accounts of the effects of arts education. That this outcome
carries clear implications for pupils’ self-esteem — either positive or
negative - was illustrated and it is to this effect we tumn in the next
subcategory.

ENHANCED SELF-WORTH AND SELF-ESTEEM

Teacher Perspectives

This significant and frequent claim was made by teachers from across
all artforms, and relates to a number of other perceived aims or
outcomes, particularly enjoyment (section 3.2}, the development of
expressive skills (section 7.5), as well as others in the present chapter
on personal and social development.

Numerous references were made to the capacity of the arts to foster
positive self-images in pupils. Some responses referred generally to
‘self-esteemr’, but interestingly, the majority of claims for this effect
coupled the enhancement of self-esteem with achievement (be it
personal achievements such as painting a picture or performing, or
through recognised qualifications such as GCSEs). Often, the
implication was that all children can achieve in the arts in some way,
particularly those who are low achievers in subjects other than the arts:

... poor ability children ... can't quite believe what they have
produced in art. They are really impressed by what they have done,
because they don’t achieve an awful lot in other subjects (art
teacher).

... a boy in Year 11 who has a stutter and has really done nothing
until the final exam piece, when he got really involved, and his self-
esteem has just gone through the roof. He is just a changed man
really ... and things like that are exciting as well (head of drama).

... there are so many opportunities within the arts for pupils to
achieve, whether it is qualifications, certificates, in extra-curricular
activities, as well as the obvious things, such as GCSEs. Also
achievement is standing up there, I feel, in front of an audience of
people and doing your best (deputy head}.

As this last remark indicates, performance was identified as an aspect
of the arts which can foster a sense of self-worth or develop self-
esteem:
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[ think performance enhances your self-esteem quite often — if you,
at the age of 14 and 15, can stand in front of a full hall and give a
credible performance, whatever the length, I think that's a feather
in anybody's cap. It is for an adult and, I think, given that
experience of finding away of feeling good about yourselfor feeling
that you've shown that you're able to do something and do it
well, it's always good, it’s a positively reinforcing experience
{head of Welsh).

One teacher saw the enhancement of self-esteem as a result of the
philosophy behind teaching in the arts, where everybody is valued:

... because of the philosophy about how they are taught, and what
you bring is valued, what you are is valued and that those are
positive, very positive starting points. So, I think in terms of
achievement, confidence and expectation it all moves forward
(deputy head).

Another member of staff, a music teacher, rather epigrammatically,
stated: ‘Creativity is a sense of achievement’, whilst other teachers
implied — perhaps rather idealistically in the light of earlier pupil
comments —that pupils do not compare theirachievements unfavourably
with those of others in the arts, or feel frustrated by their lack of ability.
This music teacher made a distinction between other subjects and
music:

They can all start from a very equal place. Idon’t see that the same
in other subjects, perhaps it is, but when you know you are doing
simpler maths than the next person, you somehow know that you are
not quite achieving the same; you know that you are eventually
going to have to do their question next, but they will be on to the next
question. You put a group together in music. Now they know that
certain people — OK, we have got some people who have had piano
lessons, and they are working in a group, but they know that their
part is absolutely 100 per cent vital. They may only be playing the
bass drum, but without them the keyboard means nothing. Youmay
be playing a fabulous part, but without me you are nobody. [ think
that the fact that you can use arts like that, you know that there is
satisfaction and you can get through to anybody who wants to try
in the subject.

Pupil Perspectives

For many pupils, one significant effect of the arts, both the individual
artforms and the arts as a collective entity, was to make them feel good
about themselves, often linked with a sense of achievement, or pride
in their work. Altogether, 38 pupils volunteered this outcome of the
arts, making a total of 69 comments.
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Comments were rmade about each artform increasing a pupil’s sense of
self-worth and personal achievement, although art and music were
more often perceived to have this effect. (This matches accounts
presented in Chapter 3 on sense of satisfaction and achievement, again
pupils’comments relating mostly to art and music.) Drama too seemed
to bring about this outcome for a number of pupils. The remarks made
by pupils at the different schools seemed to vary in their reference to
the different artforms, so at two schools the majority of the citations to
this outcome referred to art and music, but at the other three schools
there was a wider picture, with the number of references to each
artform more balanced. The overall number of pupils who cited this
as an outcome of the arts also varied from four to 11. These findings
would seem to suggest that at some schools, it is the arts as a whole that
have an effect on pupils’ perceptions of themselves, whereas in other
schools, it is the teaching of particular artforms that produces the
outcome.

Pupils in the different year groups seemed to have slightly different
opinions on this effect. Younger pupils were more affected by other
people telling them that their work was good, whereas the older pupils
were able to elicit their own sense of personal achievement and pride
in their work. This would suggest that as pupils get older they develop
more confidence in their own work and their capacity to judge its merit,
and thereby rely less on the reassurance of others to confirm their
ability. The issue of self-confidence and development of a pupil’s
belief in their own abilities, as an outcome of the arts, will be dealt with
m more detail in section 8.4 of this chapter.

A large number of pupils mentioned that one outcome of the arts was
to make them feel good about themselves. Often this was linked to a
sense of discovery of their own abilities: either that they were able to
do something that they had not realised they could, or they could do it
better than they had thought. This type of statement was more likely
to be made by younger pupils, with particular reference to art and
drama:

When I was at primary [school], I used to think that I were no good
at it, but when I came here I realised I were quite good at art.
Because the first time we were doing art, we did these pastel
drawings and [ thought *Oh no, I'm not going to be very good at
this’ and | got a really good mark and was really pleased with
myself (Year 7, art).

Within drama, if vou do a particularly good piece of work, you feel

really good about yourself. You think 'Oh veah, that was me, [ did
that!’ (Year 9, drama).
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For a number of pupils, particularly those in the younger year groups,
it was receiving compliments about their work from others, both
teachers and other pupils, which made them feel good about themselves.
This theme was particularly pervasive for music, suggesting perhaps
more opportunity for pupils to compare one another’s work in this
subject. ‘Ifyou're working in a group and the teacher comes up to you
and says “Yeah, that's good”, you feel good about yourself (Year 7,
music).

It was important to one pupil, who was new at his school, that his ability
in art brought him approval from other students, which gave him a
feeling of self-worth:

I think I'm good at it and it makes me look good in front of other
people in the class. Since being new here and people thinking I'm
not much good, to be able to look at one subject is good. People
compliment me on how good my drawing is (Year 9, art).

This view of the arts as fostering a feeling of self-worth was reiterated
by another pupil at the same school, who talked about music: ‘You feel
as though you are important and you can do something that someone
else can’t do; you have got this special quality about yourself (Year
8, music),

The development of self-esteem was a closely related notion inspired
by the arts for a few pupils. One Year 11 pupil felt that arts lessons
during her whole school career had helped to develop her self-esteem.
A common theme mentioned by older pupils was that theirexperiences
in the arts had helped engender a sense of personal pride. A high
proportion of the comments nominating this effect came from pupils
at two particular schools, and many referred specifically to being proud
of the finished product in art:

Once I've finished my work I'm very proud of it (Year 9, art).

{ think the outcome of doing art is like ... it’s a lot to do with being
able to create something and [ think that's a very important thing
Sforme, like doing something constructive and like having a finished
product and being, like, proud of that (Year 9, art).

Related to this, another outcome of the arts, mentioned mainly by older
pupils, was the feeling that they had achieved something: ‘If your work
getschosento gouponadisplay board ... youfeel like you've achieved
something because it’s worth showing’ (Year 10, art).

For one pupil, it was looking back on her work over several years, and
realising she had improved which gave her this sense of achievement:
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‘I mean like again, looking back on Year 7 work and looking at Year
9 work, it has improved a lot, which you know is like an achievement.’

As an extension of this, to some pupils the sense of achievement gained
from the arts was something that they felt they could not get in other
subjects:

Interviewer: Do vou think it has a positive effect on, like how you feel
about yourself when you are doing art?

Yes, itdoes, it does, because when you think *Oh gosh, [am not good
at anything’', you feel a bit down and out. It shows that you can
create something reallv beautiful, you can actually do something
really good with just your hands. You don't feel small, because
some of my subjects are hard, like maths, and vou think ‘Oh gosh,
I don't know anything’, and art you can just go and put your best
into it (Year 11, art).

Overall, then, many teachers and pupils testified to the power of the arts
toraise the self-worth, self-esteem and a sense of achievement of many
pupils. However, the earlier comments from a pupil who felt low self-
esteem in music due to her perceived inferiority should caution against
conctuding that positive self-esteem effects for all pupils are automatic
inthearts. As willbe illustrated inPart Three of the report, like so many
other effects depicted in this Part, this outcome was highly dependent
on the guality of the learning stimulated by the teacher.

INCREASED SELF-CONFIDENCE

Closely related to the raising of self-esteem was the development of
self-confidence.

Teacher Perspectives

Teachers’ references to this subcategory tended to fall into three
groups: comments about increases in general or non-specific forms of
self-confidence; comments about enhanced confidence in abilities;
and comments about increased confidence to perform in front of
others.

Teachers on increased self-confidence in non-specific ways

The non-specific type of comment covered many accounts by teachers
of the arts ‘building confidence’, where the nature of the increased
confidence was not elaborated on, for example:

Yes, I think that in this particular school, building self-confidence
with quite a lot of the girls, especially maybe the Bengali girls, who
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are very quiet on the whole — I think for us to give them that kind of
confidence is the main thing maybe that they get out of it (head of
expressive arts).

In some cases, teachers illustrated this effect of the arts on particular
pupils, with one teacher describing the letters received from parents
afterdrama courses whichtold of their children’s growth in confidence.
There was a particular emphasis in this category on drama. For
instance, one drama teacher was aware of the often-cited effect of
‘drama builds confidence’, and appeared keen to extend this further:

Well, | would place some emphasis on confidence, even though [
don't mean it in quite the same glib way as I often see it kind of jorted
down— ‘drama gives you confidence’—but [ think it’s akind of inner
thing, inner confidence, which is that ‘I can say what I think as long
as I say it sensibly and I really mean what I say’. It’s notnecessarily
about speaking loudly and being heard, but about ‘Actually I know
that my ideas are interesting and, however | share those ideas, I'm
going to be appreciated and understood’, so it'sa sort of confidence:
I'd really like 1o call it a quier confidence. But sometimes it also
manifests itself in a big confidence which is ‘I'll volunteer for
things’.

Again, the ‘building confidence’ aspect of the arts was perceived by
some to be particularly important for pupils with English as a second
language, and for those with lower attainment in non-arts subjects.

Teachers on pupils’ increased self-confidence in their own
abilities

Other teachers talked about pupils developing self-confidence through
extensions of their abilities and skills in the arts. This outcome is
particularly related to those described in section 8.3, since a ‘sense of
achievement’, ‘self-esteem’ and increased ‘self-confidence in one’s
own abilities’ clearly feed upon each other.

One teacher, for example, valued assessment as an avenue through
which pupils can realise their achievements and abilities, which were
often considered to be of a higher level than pupils initially thought
they were capable of. Teachers also linked this confidence with the
acquisition of technical skills in the artform:

We sometimes say to them 'Do you think you have learnt anything
today?’ ... it is to do with empowerment, but it is to do with gaining
massive amounts of confidence straightaway when they say that
they can't do it and then they can. So I believe, very much, in
showing people really how; I don’t leave them to find out for
themselves (head of expressive arts).
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Teachers on pupils’ increased self-confidence to perform in
front of others

Specific mentions of increased confidence with regard to performance
were made by some teachers, particularly by teachers of music, drama
and dance. One teacher stated an aim as: ‘... to give, not just pupils but
anyone, the skills in which to perform confidently’ (dance and drama
teacher).

Pupil Perspectives

The same three subtypes of references to increased confidence were
evident in pupils’ accounts of this effect, together with one more — the
self-confidence to express one’s own opinions.

Pupils on increased self-confidence in non-specific ways

Pupils often talked about the arts developing their self-confidence in a
rather general way. In total, 55 pupils made 141 references to this as
an outcome of arts education, with roughly half of these referring
specifically to drama as a medium for this effect. However, the number
of pupils from each school making comments about drama evoking an
increase in self-confidence varied from four in one school to 1 1, with
this former school also generating the fewest self-confidence outcomes
overall, suggesting perhaps that increasing self-confidence was not a
significant aim of arts education in that school.

Rather interestingly, a disproportionately high namber of nominations
were made about English having a developmental effect on self-
confidence. Furthermore, half of these surfaced in one school, possibly
suggesting a special awareness of this as an objective of teaching in
English at that school.

A large number of comments were rather vague, with pupils simply
stating that the arts ‘have made me more confident”. This type of
remark came from pupils in all year groups, and referred to each
artform individually, and to the arts as a whole. A number of pupils
reported that the arts gave them self-confidence specifically to do their
work in lessons. A large proportion of these came from pupils at one
school — the same school that exhibited the relatively high proporiion
of references in English, suggesting that the emphasis on increasing
self-confidence was a deliberate priority of arts teaching at this school.

Pupils referred to increased confidence in arts lessons, and in other
subjects:

[ think it has contributed to my education because I've somehow
become more confident in the lessons (Year 9, art).
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I used to be scared of what other people think of me. [ mean it’s
helped me in other subjects, speaking up in class because I can give
answers out and if it's wrong you just laugh it off and forget about
it really, bur before I didn’t dare speak because I thought if it was
wrong, people would just laugh at me (Year 11, music).

Further to this, an outcome seen mainly as an effect of drama was an
increase in pupils’ self-confidence in social situations, making friends,

in outside activities and in dealing with people in authority: whaT AHZE-

THE EFFECTS

It’s given me a lot of self-confidence outside of drama and outside
of school (Year 11, drama).
- EDUCATION?
.. when I am out of school I am more confident now, I am more
outgoing, Idon't know. Last year I did [drama)] and | am afraid of
heights for some reason. ... We went on a trip and there was an
abseil and I just felt like doing itand 1 did it, and [ don’t know, it just
boosted my confidence (Year 9, drama).

1 think one of the effects, which didn’t strike me as something which
would happen when [ started studying drama, was | used to be
nervous of talking to people in authoriry, like teachers or people in
shops ... but having drama ... because it's something where the
teacher has to work a lot with the pupils, whereas the sciences it's
reaching, with drama it’s not facts, it's what you do, so it’s got to
be more of a relationship. Sothat's helped quite a lot because [ can
now speak to people in authority and teachers and I suppose it has
made me more confident in general (Year 11, drama).

The above extracts — all volunteered and unprompted — offer clear
evidence of an important kind of transfereffect. Asafurtherillustration
of the transference of this effect to other wider arenas, one boy
mentioned how the confidence he had developed in dance helped him
stand up for himself more:

I think it's helped me to stand up for myself a bit more, because
sometimes other people think it’s not for boys, if you know what [
mean, and before I think I would have been pushed down to end up
not doing it, but now I have been doing that, because [ enjoy it so
much, [ have been saying ‘I don’t care what you think’ (Year 9,
dance).

Finally, a few pupils in the third year they were interviewed (Years 9
and 11) talked about how self-confidence was something which
developed over time: 'As I ger older, the more drama I do, [ get more
confident.” A disproportionately high rate of references to increased
self-confidence was apparent in the responses of the Year 11 pupil
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interviewees, reinforcing the link between enhanced self-confidence
and achievement through the focused development of abilities.

Pupils on increased self-confidence in their own abilities

The development of pupils’ confidence in their own abilities was
strongly linked with the outcome of the arts nurturing feelings of self-
worth and achievement (see section 8.3). Fifteen pupils offering atotal
of 19 comments perceived the arts to have developed their confidence
in their own work and abilities. Nearly half of these came from pupils
atthe school identified previously asexhibiting high levels of increased
self-confidence as an effect, whilst another school did not elicit any
references to this as an outcome of the arts.

By artform, the highest number of citations were made to art (seven)
followed by drama (three), with dance, music, English and textiles
each receiving one reference. Of the latter, the low score for music is
especially significant, and perhaps indicates again that, relative to art
and drama, music encounters considerable difficulties in delivering a
genuine sense of concrete achievement in skill acquisition to many
pupils (see section 4.5).

A further five comments related to the arts as a whole. Pupils talked
about an increased willingness to try things — ‘I’'m not so afraid of
trying to draw the things that [ see now’ — and an increased confidence
in their work: ‘Maybe, the arts have had an effect on me because I can
have more confidence inmy work in general. {just look at anything and
think “I can draw that™’ (Year 9, arts).

One pupil talked about the arts having given him the confidence to do
other things, to live out his dreams:

I have just started up my own band, which is at the moment not going
anywhere, but we will see how it goes. I think these are all things
that you want to do, you know, teenage things, want to start up
band and want to win a competition performing in front of 400
people in the National Theatre in London. [ think the arts have
allowed me to actually give me confidence in my own abilities to
actually carry out these dreams, carry out what I want to do with my
life, not just in the arts field, but also in other things (Year 11, arts).

Pupils on increased self-confidence to perform in front of
others

These comments (64 in total) relate to pupils’ perceptions of the arts
fostering a sense of confidence in their capacity to perform, and
predictably the majority referred to drama (35) and music (19). There
was considerable variation between schools and artforms. One school
had roughly equal numbers of references to drama and music, two
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schools had significantly more references to drama, and the other two
schools had more references to music — both schools that had strong
traditions in mounting school music performances. This would seem
to suggest that it is the approach taken to teaching specific artforms
which increases pupils’ performance confidence, not the arts as a
general learning medium.

‘It gives you confidence when you are performing’ was a comment
frequently made by pupils, a few of whom clarified their answers:

It's brought out a lot of my confidence, [ didn't have much
confidence at the start of the year, and I have got a lot more
confident since we have performed in front of people (Year 10,
drama).

We play in front of the class as well and I suppose that builds up
confidence as well, because, like, we make up our own little melody
and then we play it out in the class on the piano or the keyboard
{(Year 9, music).

Volunteering further evidence of transfer effects in the personal and
social domain, some pupils recognised that this increased confidence
would be useful in other areas of their lives:

[It] teaches you to be more confident, the performance side of
things. If you can sit down and play a piece of music or sing a song
in front of someone, then you're more likely to be able to go |
suppose into a work place or something like thar and introduce
yourself and just feel at ease wherever you are (Year 10, music).

Pupils on increased self-confidence to express opinions

With close affinities to the development of expressive skills (see
section 7.5), some 15 pupils made a total of 18 claims about the arts,
in particular drama, building their confidence toexpress their opinions.
One school — the one where there was a general lack of self-confidence
outcomes — did not have any nominations in this subtype, with the other
four schools evoking roughly even numbers of references to this as an
outcome of the arts. A large proportion of these comments were made
by Year 7 pupils, although older pupils offered greater justification of
thetr accounts:

Drama helps you tatk more with people and not be scared to express
yourself (Year 7, drama).

I used to be quite quiet. Now I am dead loud and am not scared to
ask teachers things and tell them what I think of things. I never used
to, but now I'll tell them if it is not good, or I don't agree with
something (Year 9, dramay).
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Overall, then, it is clear from the above evidence that many pupils
testify to a significant enhancement in various forms of self-confidence
through engagement in the arts. Moreover, particularly striking in
some of these accounts of this learning were the unsolicited references
pupils made to the transference of these gains in seif-confidence to
other arenas and contexts.

DEVELOPING THE WHOLE PERSONALITY

Teacher Perspectives

Often by way of summing up the developments in the three subcategories
already described in this chapter — identity formation, self-esteem and
self-confidence - some teachers went a step further to describe the
impact of the arts in enriching the growth and formation of the *whole
personality’. The arts were seen as an area of learning that *
develop(s] them so much as people’ (music teacher). Responses were
frequent across the artforms, but were often general rather than
specific, for example:

... learning about becoming an adult ... (deputy head).

I think the personality with the imagination needed for arts; I think
a personality is enriched beyond anything if they have art, music or
drama ... (head of music).

It’s very difficult to break it down, but I think it’s developing the
whole person and enabling them when they leave school here to
become more responsible and to put them, shall we say, ready for
life after school (deputy head).

I think that the arts are really quite important there in terms of
spiritual development and just having examples of the arts ... in
terms of developing whole pupils, I think that ir really is very
important. It is more than just the academic results that I think the
arts contribute to (headteacher).

More specific responses identified life-based ‘issues’ as an aspect of
arts education contributing to pupils’ personal development, and also
to the creative writing process:

...anartformwhich embraces ail the birth, life and death issues that
we all live ... [it] enables us to engage with those things, to reflect
upon them and to see ourselves in relation to those things (LEA arts
adviser).
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Well, I would hope that it would help their own mental and
spiritual economy in the sense that creative writing should help
the individual’s psychology and growth and development (head
of English).

The intangible nature of this effect was acknowledged by some
teachers, for example: *... f don’t know — it is hard to put it into words
really, what it is that is happening while they are there’ (head of
expressive arts).

Another aspect of this subcategory displays continuities with section
5.2 on broadening cultural horizons and perspectives. Again, there
was recognition of the part the arts can play in ‘... people doing things
that they wouldn’t have the chance to do’ (deputy head). This same
interviewee went on to say:

... there are kids here whose eyes, in spite of what I said before about
them coming generally from more aware homes now, kids whose
eyes and experiences are opened by the opportunities that they
have been given here, even the fairly limited ones that we are
able to give them.

And, referring to work done with a sculptor:

The notion of having statues on the lawn outside was ‘What is this
doing at [X school]?” You know this is what they do in Oxford, or
somewhere like that ... the kids were quite proud to have their
statues there that people noticed when they came here. Now that is
Jjust one small example of how you can lift awareness and change
an outlook.

Pupil Perspectives

Pupils’ comments in this subcategory covered descriptions of how the
arts developed them as people, and tended to fall into three groups:
comments about expanding their personality and character; comments
about the arts enabling them to be more themselves; and comments
about the arts offering them new opportunities and experiences.
Responses were frequent, often referring to the arts as a collective
entity, and in quite general terms.

One pupil declared that the arts had helped make him a more balanced
or ‘rounded’ person:

I mean arts have always been an important aspect of my life and |
feelthatwith arts, it helps you to become more rounded. If you have
consiant exposure o arts, as opposed to just facts over your school
period it helps you develop into someone who is more rounded, who
can appreciate things ... (Year 11, arts).
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Expanding personality and character

In all, 21 pupils made a total of 40 comments about the arts having had
an effect on their personality or character. This perception was fairly
consistently made by pupils in all year groups from all five schools.
Over half the contributions coded here (24) made specific reference to
drama.

Several general comments were made about the effect of learning in the
arts on a pupil’s personality. ‘Itjust helps you as a person’ and ‘it helps
mature people’ were fairly common themes, referring to the individual
artforms and the arts as a whole. A number of pupils talked about the
arts having made them more open, foreshadowing the outcome of
overcoming shyness and embarrassment discussed later in this section.
‘Drama brings me out of my shell’ was how one girl putit. Other pupils
talked about becoming more outgoing, more cutspoken and developing
a ‘more fun personality’ as a result of the arts.

It is interesting to note too that some employers saw involvement in the
arts as making an important contribution to a more rounded or balanced
education in an applicant:

So, for example if you did do GCSE music or whatever and you have
kept it up, I think that’s looked upon as quite favourable [by
employers], probably for many reasons. It's nice to see the balance
and also some creativity there ... So, I definitely think it sparks an
interest in the employer and to see that they have either studied or
got an outside interest in the arts (human resources consultant for
a large insurance firm).

Interviewer: What would you say were the main effects or outcomes
for students studying the arts at school?

1 think it’s a more rounded education, it's the ability to perhaps step
outside themselves ... so that you can manage your stress levels, you
can balance your, your life, probably have a fuller life and be able
to contribute more to the whole UK PLC (Director of Personnel in
a large building society).

Enabling ‘you to be more yourself’

This was aclaim made by 24 pupils, again often in fairly general terms.
Of the total 33 comments, 19 referred to the effect of drama, with a
further nine discussing the arts as a whole. The number of comments
made by pupils at the different schools varied from three in two schools
to fourteen in one, suggesting that this was an issue focused on to
differing extents at the five schools.
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A number of pupils felt that the arts had helped them to be their own
person:

[ think it shows you how to be your own person more. I think that’s
what I've gained from it. You can be yourself, although | know I've
changed, but this is me, how I am now (Year 11, arts).

[ think it’s also another way of expressing yourself. It's not about
being a good actor or whatever, it's about being yourself and doing
what you want to do in drama, and no one should laugh at you . ..
Sometimes if you are a quiet, shy person and you really hate drama
at first, it can help vou become better and more outgoing and stuff,
and you become less shy (Year 9, drama).

As an extension of this last remark, and in connection with previous
comments on self-confidence, many pupils merely stated that the arts
‘helped overcome shyness’, and these comments came from pupils of
all ages. One Year 7 clanified this effect: ‘“They've made me more
confident and independent, cos when I first started I was pretty shy,
and now [ join in lots of things and I've had more ideas about things
to do’ (Year 7, arts).

Broader and different perspectives through new opportunities
and experiences

Consistent with comments made by teachers, pupils talked about the
arts broadening their perspectives and experiences, offering them the
opportunity to try new things and stretching their abilities. Overall, 23
pupils made claims to these effects with a total of 31 comments. The
vast majority of these were made by pupils in Years 7 to 9, indicating
that these are more apparent effects for younger pupils. Roughly athird
(ten) of the comments in this subcategory referred to the arts as a whole,
with 13 specifically about the effects of art and six about the effects of
music. Interestingly, none of the pupils mentioned this as an outcome
of drama.

Many pupils perceived learning in the arts to give them a ‘wider view
of life’, or a ‘different perspective on life’. This theme was also picked
up by an employer:

[ think ir gives you a different perspective ... it probably puts you
more in touch with more emotions than you would normally feel on
a day-to-day basis (Sponsorship Manager for a bank).

Although such observations were often related to the arts as a whole,
a few pupils made specific reference to individual artforms, namely
music and art:
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It's probably broadened my horizons "cos I've heard lots of different
styles of music than | had before (Year 9, music).

Broadening your mind, so you are not just one track. [t lets vou look
at other types, old art, different types of drama and music, rather
than just pop music; it makes you look at classical as well (Year 9,
arts}).

The variety of styles introduced to this pupil was a theme picked up on
by a number of pupils. To them, the arts gave them the opportunity to
try new things, and get involved in new activities, often mentioned by
younger pupils in comparison to the opportunities available at primary
school. These accounts covered art, music and dance, as well as the arts
as a whole:

Discovering new things and ... I'd never done sculpturing before at
my old school and that was like a new experience for me (Year 7,
art).

It has made a difference to me because at my old school we didn’t
really do much about it, we did some singing but that was basically
it. And now [ know how to play keyboards pretty well and I've had
a go at a couple of different instruments (Year 7, music).

A chance to perform different dances, take on new heights of dance,
a chance to express myself in dance as well (Year 9, dance).

A couple of pupils also mentioned that the arts gave them opportunities
to ‘get involved in different things’. One particular pupil talked about
the opportunity to work with an impressionistartistonanarttrip. It was
the fact that he had never done anything like that before which had
made it so enjoyable and broadening; in other words it was the
opportunity to ‘try something new’ in the arts which was important to
him.

Overall then, while both teachers and pupils often struggled with the
intractable problems of articulating this impact of engagement in the
arts, there was little doubt that, in general terms, pupils’ accounts of the
impact of arts education on the development and broadening of the
whole personality corroborated those of their teachers.

IMPROVED PERSONAL SKILLS

This section was developed to account for effects relating to personal
qualities and skills, as opposed to artform technical skills (section 4.5),
and communication (section 7.2) orsocial skills (section 8.8). However,
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few teachers or pupils made references specifically to the acquisition
of personal skills through arts education.

Teacher Perspectives

Two interviewees in school management cited the development of
responsibility as an effect of arts education. There were also two
responses where teachers suggested that the arts enhance organisational
skills. A third type in this subcategory was made up of the more
frequently claimed effect relating to the development of independence
and ownership. The arts were seen to provide opportunities for pupils
to have ownership of their experiences in ways in which they may not
in other curriculurmn areas. Some teachers related this to independence
and autonomy:

. the main thing that [ am hoping to achieve is some sort of
independence and autonomy, so that they possess their work, they
have got some sort of feeling that it is their ownership (art teacher).

Pupil Perspectives

Only one pupil, in Year 11, alluded to the possibility that participation
in the arts had increased her sense of responsibility:

When you are in the band and you are the older ones, you have got
to be responsible for the little ones, things like that, and you have
got to be more responsible (Year 11, music).

Referring to the arts as a whole and individually to music, art and
drama, four pupils talked about the arts having developed their
organisation skills. ‘How to stage things and organise a group’ and
being organised enough to get art work mounted on time were specific
examples of citations made to this effect of the arts.

The 11 pupil comments on the development of independence and/or
autonomy made by eight pupils can be distinguished between reports
that the arts enable a pupil to feel more independent as a person, and
perceptions that the arts allow a greater sense of autonomy or freedom
within the lessons, and, by implication, engender the capacity to deal
effectively with these qualities.

Drama, art, and the arts as a whole were cited by three pupils as
developing an individual’s sense of independence. Little explanation
was given as to how this was achieved, with comments including ‘f am
more confident, definitely more independent due to the arts at school’.

That pupils felt a sense of freedom within arts lessons was an outcome

proposed mainly by older pupils (as seen already in section 6.3}, and
was often perceived to be something which developed as lessons in the
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arts became less structured in the later school years. Drama and art
were most often the impetus of this sense of autonomy, as pupilis talked
about greater freedom to use their own ideas and relying less on the
teacher for inspiration and guidance:

[This year] mainly it’s been on my own, work ideas that | have, put
stuff together, and it's been more independent and on your own ...
(Year 10, art).

[This year] we 've done a lot more group plays, role plays using all
of the techniques, but we've been given a lot more freedom and
independence to sort of put them all together using our own ideas
(Year 9, drama).

INCREASED AWARENESS OF OTHERS AND EMPATHY

In moving on to consider outcomes associated with attitudes and
behaviour towards others, this subcategory marks a definite switch
from those personal and social development outcomes that tended to
focus on intrapersonal intelligence to those that constitute qualities
characteristic of interpersonal intelligence.

Teacher Perspectives

Drama was often depicted by teachers as an important carrier subject
for increased awareness of other people, their needs, moods and
problems. Recognising the outward behavioural signals of people’s
dispositions and emotional states was considered to be an important
step towards encouraging an increased awareness of other people’s
inner states of mind:

Just a very simple introduction to mime is always, you know,
‘Mould me into a teacher at the front of the class who is very angry
but isn’t saying anything’. You know, and they'll then become
aware of ‘Gosh, yes, we do know when we are giving off signals’.
You know, ‘Mould vourself into someone who is madly in love and
is trying to hide it’. You know what I mean, looking at those subtle
differences, vou know, we're very fascinating animals, so, vou
know, we've got to live with each other, work and play with each
other, so how do we understand each other? (drama teacher)

[t would be wrong, however, to give the impression that such outcomes
were the sole preserve of drama; interviewees testified to other artforms
producing similar effects. A deputy head, who had not taught arts-
oriented subjects, spoke of the effects he had observed in pupils:

That greater appreciation, that greater freedom that pupils can use,
greater skill as well, as [ say 10 express their feelings, the feelings
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of others, how they have seen other people feel, either through art
or through music. To actually appreciate the sadness in a piece of
ruisic means that you can transfer that feeling perhaps to someone’s
mood when you are talking about how people do change in terms
of their mood, how they feel sadness.

Similarly, a headteacher pointed to the ways the arts generally foster
insights into our shared humanity:

{ think art education in some ways allows ... people to get closer as
people ... it is more than individualistic, an understanding of each
other's natures, calming, and understanding more of the nature of
people.

A number of teachers offered observations on the arts developing
empathy and the ability to see things from other perspectives. Two
distincttypes of responses emerged: those which focused on appreciating
and valuing the work of others, for example ‘! rry ro put across to them
the importance of not destroying another person’s work’, and those
which concentrated on the aspect of seeing things from another
perspective, for example ‘I think they begin to learn that kind of
consideration for the points of view of others™; *... to understand the
other’s predicament’.

- Although developing empathy and valuing others were seen as outcomes
for all artforms, again they were effects particularly prevalent in
responses relating to drama. The two aspects included in this
subcategory (being empathetic or valuing others) provided an interesting
contrast by artform. Responses for English and drama focused on
pupils developing empathy through seeing things from other
perspectives. For English, this was related to process factors —
discussion groups and pupils working together — and to content — the
themes within English which address tolerance. Drama teachers also
talked in terms of process and content, and again techniques (thought
tracking and going into role) were important:

Suddenly they really get inside the head of somebody else. And can
understand that situation through the eyes of somebody else ...

... having 1o play the racist, having to play the person who doesn't
have the feelings that vou have. You know, that is something they
don’t get the chance to do. So, youknow, it’s a really valuable thing
to be able to play those opinions, play that character without having
to answer really for their, for what they said after you come out of
role (drama teacher).

In contrast, for art and music, responses related to pupils respecting and

appreciating the work of other pupils: *... music necessitates listening
to what others have created, patiently and politely’ (music teacher).

165

2.
WHAT ARE
THE EFFECTS

ECQUCATION?




2
WHAT ARE
THE EFFECTS

ECUCATION?

ARTS EDUCATION IN SECONDARY SCHOOLS

166

Pupil Perspectives

Broadly speaking, pupil responses tended to run parallel to the two
aspects of this outcome exhibited by teachers: an increased
understanding of other people and theirdifferent perspectives, generally
and in terms of their feelings, opinions, and behaviours; and an
increased appreciation of others, in terms of their work, abilities and
pointof view. Overall there were 80 comments relating tounderstanding
other people and their different perspectives, made up of references to
empathy (31), understanding others’ feelings (28), understanding
others’ opinions (seven), understanding others’ behaviours and actions
(six), understanding others’ problems (three), understanding others’
beliefs and cultures (three) and seeing what others can do (two). On
increased appreciation of others’ work and abilities there were 18
comments overall, with six of these on appreciation of others’ work by
stepping into their shoes. Some of these subcategories are expanded
below.

increased awareness and understanding of others: generally

A large number of references were made to the arts enabling pupils to
‘understand other people’ in general or non-specific terms. This
general outcome, eliciting 31 comments, was suggested by a total of 26
pupils, the majority of whom were in Years 7 and 9, with nearly two-
thirds of the comments made referring specifically to drama as a
medium for this effect. Pupils often referred to the studying of specific
topics, such as bullying and racism, as increasing their empathy and
understanding of others.

Pupils discussed the increased understanding of other pupils as an
ontcome of working with them in arts lessons:

You do find out a lot more about people when you are working with
them in a group. Like in dance, drama, music and art, if you are
working in a group you do find a lot out abour other people’s
personalities (Year 9, arts).

Well, drama, that lets you sort of look into people and see what
they’re really like in a way that nothing else does (Year 7, drama).

Pupils also talked about understanding other people in a wider sense:
‘I suppose it helps youunderstand other people, like Vincent van Gogh.
By his paintings you can tell that he was disturbed and sad and lonely’
{Year 7, art).
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Increased awareness and understanding of others: their
feelings and emotions

A further 28 comments were made by 21 pupils about the arts
increasing their awareness and understanding of other people’s feelings.
Again, this suggestion was proffered mainly by younger pupils,
predominantly with reference to drama. Acting out different roles and
characters helped pupils to look at how people feel: ‘By, like, putting
vourself in other people’s situations ... you can understand how that
person might feel’ (Year 9, drama).

This view was reinforced by pupils at one school who referred to an
activity called ‘conscience alleyway’: ‘Where everybody lines up in an
alley and then somebody walks down [between the pupils, and playing
a character] and everybody says their opinion of what they think of
them.” This helped to give ‘an insight into how other people think
about a situation,” said one pupil. Another pupil felt that his
understanding of his fellow peers was increased by knowledge of the
arts: ‘You can tell a lot about people from what sort of music they play
orlistento, whatthey draw, what kinds of things they act’ (Year9, arts).

Two pupils also recognised that they could begin to understand how
artists, within art and English, may have felt when producing their
work:

In art, my teacher showed me a picture and it gave you a thought
of what the person was feeling at the time. It was a war scene and
it showed the actual war going on, but also, behind it, the friendliness
of the war as well, people getting together and helping each other.
I did some work on it ... | was trying to show what the person may
have been feeling like at the time of painting it (Year 9, art).

I mean, reading poems and things has helped me, like, feel their
emotions when I read a poem, like ‘Oh, he was very happy when he
wrote that' ... It's just how he or she was feeling when they did it
{Year 7, English).

Increased awareness and understanding of others: their views
and opinions

With seven references in total, six pupils identified that the arts
increased their awareness and understanding of other people’s views
and opinions. These comments came mainly from the pupils in Year
9 at one particular school. Of the seven references, five related to the
effect of drama, and one each to English and the arts as a whole.
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We did a lot about murder and whether you think the punishment,
like capital punishment, and about the way they're caught, sort
thingsout. ... You get to look at other people’s opinions, get to look
at other things apart fromwhat you've been taught (Year 9, drama).

You get to talk and discuss, and put your views across, how you feel,
and 'cos it's a discussion you get a lot of different people’s views.
) It’s all different and you can see what other people think (Year 9,

WHAT ARE English).

THE EFFECTS

Increased awareness and understanding of others: their
behaviour

Five pupils, making six comments in total, recognised that their

understanding of other people’s behaviour, along with the intentions
and motives behind it, had increased through their learning in the arts:

EDUCATION?

In drama, we look at why people have done things. It's like
psychology — looking at why somebody, like maybe a wife who's
been beaten, why she retaliated, hurt her husband. We look at why
she did it, look deeper into it (Year 9, drama).

Increased appreciation of others

Turning to the second broad type of comment in this subcategory, 16
pupils made 18 comments about the arts extending their appreciation
of others: their work, abilities and problems. The majority of these
referred to drama as a vehicle for this effect, and younger pupils
referred to this outcome more often than those in the older year groups.

Two pupils talked about learning to appreciate the work and ideas of
others, in music, art and drama:

I've learnt to listen to other people playing instead, as well as just
concentrating on what I'm doing. You learn to appreciate other
people as well and listen to them and work with them (Year 11,
music).

In art, ourteachertold us to appreciate somebody else’s view of art.
So, like someone’s view might be ‘[ will just do loads of real
paintings of people’ whilst someone else might do abstract ... In
drama, if it is not your idea and you did not really like it much, they
teach you even if it is not your idea think about what they did, use
itasanideato use, don’t just use your own ideas and leave it at that
(Year 7, art and drama).

Another two pupils found that the arts made them more aware of ‘all

the talents that other people have’ and enabled them to make
comparisons with their own abilities:
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I get 10 see what other people are able to do and see their personal
achievements really, getting to know them really, seeing what they
can do, seeing what you can do (Year 7, arts).

Associated with this, a small number of pupils (four, making five
comments in total) described how learning in the arts as a whole, and
in particular drama, enabled them to appreciate other people’s points
of view:

We did one about conflict when you're having an argument with
people, and one girl who stormed out of her house and her dad was
saying ‘Come back here’ and they started having an argument.
That was quite good 'cos you can think about ... 'cos most people
do have arguments ... you can see it from your dad's point of view
as well. If you're plaving the dad, you can see it from his point of
view when usually youwant 1o see it from your own (Year 9, drama).

It gives you a chance to like do some empathy, putting yourself in
another person’s shoes. And it has an effect on you that you can
understand the way people feel when they do drama, and the way
they express themselves and the things they say and how they feel
about certain subjects (Year 8, drama).

This particular ability to ‘step into somebody else’s shoes and be that
person’ was a specific effect of the arts raised by a small group of pupils
(six, making one comment each), again mainly as a result of drama
lessons. Pupils talked about ‘gerting into character’ as a way of
discovering and understanding other people’s circumstances and
problems, such as bullying.

Clearly, then, the development of empathy and greater awareness and
understanding of others, in a variety of facets, was endorsed as an effect
of arts education by a sizeable proportion of the pupil interviewees. In
particular, the contribution of drama to this type of outcome was
outstanding.

IMPROVED SOCIAL SKILLS

For the final subcategory within the personal and social domain, we
turn to the skills dimension of interpersonal intelligence.

Teacher Perspectives

Teachers across the artforms commented on the opportunities that the
arts provide for pupils to work in groups, to nurture teamwork skills
and develop group identity through playing in school bands, working
on productions and undertaking shared experiences in lesson time:
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And they work in groups: they've got to communicate with one
another and work it out, which is quite nice for them to work in
groups, rather than in isolation all the time. They have to discuss
ideas and things (art teacher).

... thedrama side where people work together to create a performance
or to work together on a feeling or a situation and then express it
{head of Welsh).

One music teacher averred that they produce a lot of people who work
well together as musicians, which is not always the same as being a
great player. Another teacher told of how experiences in drama had
helped to unite a form group:

One kid in a Year 9 group, who are appalling at listening, cannot
listen to save their lives — we have a battle every week. But they're
great. When they get going, they are a good group, and she said to
me ‘It's brought the form together'... it brings them together as a
unit, it brings them together, understanding each other, working
together.

An interesting aim was put forward by one teacher: to get pupils to
work together and ‘pull rogether’ but, paralleling this, to have
departments do the same, so that pupils do not see any separation
between arts subjects.

Another aspect of this subcategory was the development of the skills
of group work such as cooperation, negotiation within a group, getting
on with people, leadership skills and listening. One teacher expressed
the view that mixed-ability arts lessons provide good opportunities for
all, and another described pupils ‘sparking’ off each other.

As well as providing opportunities for working together, and the
development of teamwork skills, claims were made by some teachers
for the arts enhancing social skills and personal relationships. For
some, this was on the very practical level of giving pupils the social
skills to perform well in interviews or effectively engage socially in a
wider circle of friends and contacts:

I am hoping it will keep them our of trouble, but will also benefit
them to play each situation for what it is so when they are in the
interview situation or they're, you know, at a party or whatever,
they can play that situation and feel comfortable with themselves
and perhaps hopefully understand other people around them
{drama teacher).

One drama teacher described the learning taking place as a *life skifl’:



PERSONAL AND SOCIAL DEVELOPMENT

I mean it's going back to the people thing again, isn't it? Youcan't
actually do drama on your own, and you learn that through the five
years that it’s the fusion between my idea and your idea that makes
something good, and that’s probably a life skill, isn't it?

Finally, a small number of teachers, especially music teachers, referred
tocollaborativeengagement in the arts leading to improved relationships
between pupils and teachers. One head of department described shared
music making as ‘magical chemistry’.

Pupil Perspectives

A large number of pupils interviewed talked about how the arts provide
opportunities to work in groups and develop appropriate skills, such as
cooperation and negotiation. The issue of how groups were formed
(whether by enforced membership or by pupil-selection of members)
and the related consequences of these arrangements, was discussed,
together with the usefulness of group work in the arts for the future. A
total of 136 comments by 59 pupils were made referring to the capacity
for group work in the arts. Of these, 93 comments related specifically
to group work skills, 17 to the effects of group membership choice and
working with different people, 13 expressly about cooperation and
three referring to the transfer of such skill to future use. The remaining
ten comments in this subcategory overlapped with a further subdivision
of effects on forming better relationships as a result of working
together.

Group and teamwork skills

A total of 93 references were made to the experience of group work in
the arts, and the associated effects of this. Drama was the principal
stimulus of these comments at all of the five schools, with music
producing a significant number of comments at two particular schools.
Interestingly, six pupils, from three schools referred to dance providing
opportunities to work in groups and develop these skills, which
represents nearly a quarter of those taking this subject. Comments
came from pupils in all year groups.

A large number of pupils talked about the opportunities that the arts
gave them to partake in group activities, implying that their capacity to
function effectively in groups had been extended. Similar comments
were made about each artform and the arts as a whole, for example:

We had to dance in groups and keep in time with each other (Year
7, dance).
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Before I came to music classes I had never really played music with
other people, I had always played piano or guitar on my own.
Coming into music classes, we go into groups of four or five, where
we make up a composition and you all play, or youdo an entire class
composition. | had never done that before so it taught me how to
play music with other people (Year 9, music).

It makes you get on with people, so, like, when you're doing scenes
indrama, you work together. It makes you work as a team (Year9,
drama).

In connection with this, pupils talked about the arts developing and
improving their group work skills, in their capacity to work with
others: ‘I've also learned to work better in a group.’

Develops cooperation

The development of the ability to cooperate with others was an
outcome of the arts mentioned by ten pupils, who made a total of 13
comments. These were made by pupils of all ages and referred
predominantly to drama as a medium of this effect.

Some pupils talked about the ‘importance of teamworkand cooperation’
in the arts, whilst others discussed how participation in the arts heiped
develop these skills. A couple of pupils considered this to be an
outcomne of the arts as a whole: “"cos you work a lot in groups, you learn
to cooperate with other people’s feelings.” Other comments referred
specifically to this as an effect of drama, music and English:

It's good because you work cooperatively, like if you're in a band
or something, and you're listening to everybody else playing so you
know when to come in (Year 9, music).

You have to learn to be cooperative with everybody in your group
and how 1o get on with everybody, to listen to other people’s ideas
and things (Year 10, drama}.

Working with different people: effect of group choice and/or
mixed-ability groups

Again, mainly with reference to drama, 13 pupils of all ages talked
about the effect that the choice of group members had on them. Sixteen
comments were made with regard to this outcome. The arts were
recognised as providing opportunities to work with a variety of
different people, according to one pupil ‘even with people you don’t
like or can't stand’. Being made to work with different people was
generally seen as a positive experience:
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I think it has made me work well with others, because if she did not
put us with partners and groups then I would just work with the
same people every time. That would not be very good (Year 7,
drama).

Although two pupils stated that they ‘enjoy working with friends’,
another discussed the difficulties that this might involve:

We have been put into groups and we would have to work together

for about ten weeks on a production. And I have been put into
groups with friends, because we were allowed to say who we
wanted to work with. And it’s been quite difficult 10 work with
friends, because you are trying to accept others’ ideas, but at the
same time, if you are convinced yours is right, then it’s not always
the best thing, and sometimes I have had out-of-drama arguments
with friends ... (Year 11, drama).

In addition, a few pupils described how they had leamed to ‘work with
people of different abilities’ through engaging in the arts, although
pupils tended to comment that they preferred to work with others of the
same ability:

You tend to work with people that are of vour own ability in music
soyouwouldn't ... ifone person is musically minded, they wouldn't
go with a person who's not very tuneful, if vou know what I mean.
They tend to stick together, which in some ways is bad but it helps
to go with somebody the same standard as you (Year 9, music).

Use of group work skills in future

Three pupils from three different schools talked about how the group
work skills that they had developed through participation in the arts
would be useful to them in the future. Two referred to drama helping
with teamwork in the workplace in the future, and the third talked about
the effects of music and drama in a similar capacity. The importance
of the arts for fostering teamwork skills was occasionally recognised
by employers:

Interviewer: Do you think that what you do now in the arts, or what
you've done in the past has had any effects on you?

{ think in the sense of forcing me to work in a group they are
excellent (manager in an employment agency).

Shared experience

In addition to the 136 comments on group work, pupils also referred to
the shared experience of the arts in the same way that teachers did. A
handful of pupils talked about the positive outcome of working
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together in the arts as a sense of ‘togetherness’, or shared experience.
There were, however, just seven comments here, made by six pupils,
from three of the schools. Mainly referring to music, through
membership of a band, one pupil talked about how being in a band was
‘like being part of a community-type thing’. Another talked about the
bond between members:

In a band everybody's your friend. There’s nobody you don’t get
on with because you all have the same interest.

Interviewer: But how is all that different from, say, being in a football
team?

Idon’t think the bond is as strong in a football team. You still work
together but it’s not like music ... [thinkyou're just closer somehow
(Year 9, music).

An older pupil (in Year 11) cited how working with another girl on an
ensembie piece for her GCSE music exam had developed her ‘sense of
musicianship’.

Self-presentation skiils

A number of pupils (14) talked about how working in groups in the arts
had helped them ‘get along with people’, made them ‘more sociable’,
or taught them ‘how to hold yourself in different social circles’. These
improvements in social presentation skills were recognised largely to
be an outcome of drama and were mainly cited by older pupils. Pupils
from two of the schools in particular contributed most of the 18
comments for this outcome.

One pupil talked about the social effect of having worked with
different groups in drama lessons:

[Drama) helps you communicate ... once you have spoken to people
indrama, you can go out and have a conversation with them. [You]
are not shy about meeting people for the first time. Drama has
helped a lot with work experience interviews, speaking to people in
a friendly manner, not being too frightened of questions (Year 10,
drama).

Sparking off each other

Echoing the earlier teacher comments, two older pupils from the same
school tatked about being able to ‘bounce ideas off each other’ when
working in a group in music. Some of the advantages of working in
groups were suggested by one pupil:

I like working in a group because you can get loads of different
ideas, and sometimes you work better, because if you don't
understand something then you can always ask them (Year 11,
music).
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Widening pupils’ social networks

In all, 38 pupils made a total of 45 references to increased social
opportunities as a result of the arts, in terms of talking to new people
and making new friends. Comments came from pupils fromeach of the
five schools, and referred to the arts as a whole and each individual
artform, although the frequency of comments by artform varied.
Seventeen remarks identified this as an outcome of the arts collectively,
whilst 14 referred to drama and nine to music. Art received three
comments, and dance and English one each. Half of the references to
drama came from pupils at one school.

Pupils talked about the arts providing them with opportunities to ‘meet
new people’ and ‘make new friends’, frequently as a result of working
m different groups, which link in with the comments presented earlier;
‘If you work with people who you would not normally work with, it
normally leads to getting to know them slightly better out of lessons’
{Year 9, drama).

Often pupils talked about participation in extra-curricular arts activities,
such as the orchestra, productions, or a band giving rise to new social
opportunities and connections:

I got to know more people from going to the choir and things like
that. I got more friends (Year 9).

Now, Hknow a lot more people than l did before, through productions
and through art and music (Year 9, arts).

A few pupils talked about how they had made friends with people in
different years, as a result of the arts:

In the productions you meet different people from the different
years who you don't normally associate with (Year 9, arts).

I’ve got friendly with more people in the older years because I was
working with them in the show, and not just people in my form (Year
7, music).

In terms of the arts developing better relationships between pupils, one
boy talked about trust:

One of the other things, thinking how drama has helped, is with
trust, because I used to have a problem with trust, but now [ find it
easier to trust other people, to put responsibilities concerning me
intheir hands, because you have to with drama, because if you were
hosting something and people just don’t turn up, then you are not
going to get the mark for it that you deserve (Year 11, drama).
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Two pupils. one male and one female, talked about how, for them,
dance and drama had helped to break down the barriers between the
sexes:

It’s really helping us to work together, boys and girls, and sort of
break down the barriers that sort of separates us from working
together (Year 8, dance).

You used to be embarrassed to go with the boys, whereas now
nobody really cares (Year 9, drama).

Improved pupil-teacher relationships

Like a few teachers, pupils talked about the building of relationships
through the arts between pupils and teachers (four pupils referred to
this). A couple of pupils felt that they could form a closer relationship
with their teachers in the arts, because of their personality, or because
of a common enthusiasm:

You have a bit closer relationship because vou can have a laugh
with the teacher and you can just ... Basically you both have a
passion for drama and you can share that passion and so you can
share the ideas, and so you communicate more and [ think that’s ...
you know the teacher more socially, so I think that’s good{Year 11,
drama).

CONCLUDING COMMENTS

This chapter, then, provides great testimony to the strength and variety
of outcomes of arts education relating to pupils’ personal and social
development. Most significant in pupils’ accounts were their perceptions
of effects that reflected an interaction of self with others, the greatest
number of pupils’ comments relating to the areas of self-confidence,
as well as to the enhancement of social skills, such as group and team
work. Although slightly fewer, comments on the more inner
developments of a whole and rounded personality were also numerous,
with a growth in awareness and empathy of others given similar
standing. Again, although a little smaller in terms of numbers of
comments, the subcategory of enhanced self-worth and self-esteem
provides evidence for the way pupils felt good about their own work,
and this naturally had an effect too on their confidence and sense of
achievement and satisfaction, reported elsewhere. Although one of the
smaller categories, forming a sense of self-identity and self-image
detailed a range of comments from pupils, from ‘likes and dislikes’. to
‘self-discovery’ and being more able to cope in certain everyday
situations. Enriched personal skills were less numerous, though a
small but significant number of pupils talked about increases in a sense
of independence and autonomy - thus adding to the rich tapestry of
perceived effects on personal and social development.
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Capturing most of the essential personal and social development
outcomes reported in this chapter, this employer neatly summarises
many of the intra- and interpersonal gains perceived by the pupil
interviewees:

Interviewer: Wha, in your view, is arts education for?

Really to give people a wider perspective of life. Ithink it also puts
people in tune with theirfeelings a little bit more as well. They have,
you gain an understanding and appreciation of, you know, motives
of people, also different cultures; it makes vou more sensitive to
other people. That’s why I think it’s important.

Interviewer: What would you say were the main effects or outcomes
Sor students studying the arts at school?

I think it makes them more confident, and more able to articulate
themselves in company. I think it enables them to understand the
motives of people and why people behave in a certain way, and
perhaps how to deal with those sorts of things (Personnel Support
Manager in a large building society).

Before concluding, however, itis worth remembering that the evidence
to support such outcomes from the arts is drawn from schools that have
a reputation for high-quality provision in the arts and from pupils
within them who were known to be performing well in at least one
artform. Later in the report (see Chapter 11) we will describe evidence
from a more representative sample of schools and pupils to show that
large numbers of pupils perceive no such effects. Moreover, even in
the case study schools, there were sufficient signs that not all pupils
enjoyed positive developments in self-esteem to warn against any
complacent belief that personal and social development through arts
education can be guaranteed. Hence, we should not lose sight of the
fact that the achievement of these effects is highly dependent on
effective teaching and learning in the arts — as the evidence presented
in Part Three will iliustrate.

In this light, the testimonies of the pupils portrayed earlier assume even
greater significance. Collectively, they amount to compelling and
persuasive evidence of the power of the arts to facilitate the personal
and social development of pupils. Evidence was gamered for all
artforms, but was especially the case for art and drama.

The findings that the arts can have such positive effects on pupils’
personal and social development are particularly pertinent to the
Govemment’s drive to raise inclusion and attainment levels amongst
lower-achieving pupils. Given that low self-esteem has been found to
be a common characteristic of disaffected pupils (Kinder et al., 1995),
the evident capacity of high-quality arts provision to increase pupils’
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sense of worth, self-esteem and self-confidence is telling. It suggests,
for example, that the arts could make a major contribution tc schools’
implementation of the new Framework for Personal, Social and Health
Education (PSHE) at key stages 3 and 4 (QCA, 2000).

The findings also provide further confirmation that the outcornes of
arts education are much wider than the narrower creative and cultural
remit of the NACCCE report (Robinson Report, 1999). Thus, whilst
the NACCCE report incorporates all areas of the curriculum, in
focusing on the creative and cultural dimensions, it embraces only a
limited part of the arts agenda. The evidence offered tn this part of the
report demonstrates that there are whole domains of effects from arts
education — such as the personal and social area documented in this
chapter - that are broader and more frequent than outcomes related to
creative and cultural developments. This point is particularly germane
to the policy discussions that the NACCCE report may stimulate, since
it draws attention to the dangers of overlooking highly important
effects of arts education by assuming that ‘the arts’ are synonymous
with ‘creative and cultural education’. Intheir different ways, both are
more wide-ranging than the other.

Finally, the chapter offered some early indications that the effects on
pupils’ personal and social development are not context-bound or
restricted to the confines of the arts. They appear to have a wider
relevance and application. Some employers testified to the importance
of intra- and imterpersonal intelligences to the workplace and arounded
adult life. Moreover, some pupils volunteered accounts of how they
had transferred the gains in self-confidence — acquired especially
through drama — to other areas of learning and the wider social arena.
By way of furthering discussion of this theme, the next chapter looks
in some detail at the evidence relating to such transfer effects.
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9.

EXTRINSIC TRANSFER EFFECTS

9.1

INTRODUCTION

At various points in the previous chapters — especially with regard to
communication skills and personal and social development —reference
has been made to the manner in which some pupils volunteered
accounts of how learning outcomes in certain artforms had been
applied, and proved useful, in other fields and contexts. Inthis chapter,
we examine more directly the study’s evidence on claims that the

effects of arts education are transferable to other arenas.

The chapter contains three subcategories that focus on the possibility

of transference to:

*  other areas of learning and general academic performance

(section 9.2);
+  the world of work and employment (section 9.3); and

» leisure activities (section 9.4).

Reflecting the high public profile given to claims that the arts,
predominantly music, can enhance general intellectual development,
special attention is given to the first of these subcategories: namely,
whether studying the arts boosts general academic performance.
Indeed, it was this issue which provided one of the main thrusts and

motives for instigating this research project.
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TRANSFER TO OTHER AREAS OF LEARNING AND
GENERAL ACADEMIC PERFORMANCE

Searching forevidence of possible causal relationships between studying
the arts and wider academic attainment has become something of a
specialised genre within the research literature on arts education.
Typically, research projects in this tradition examine the purported
impact of taking arts courses on such outcome-related variables as
general academic attainment, self-concept (including self-esteem),
spatial ability, and, less frequently, locus of control, creative thinking
and appreciation of the arts (e.g. Luftig, 1994). Most of this type of
inquiry emanates from the USA (e.g. Du Pont, 1992; Forseth, 1980;
Gardiner et al., 1996; Rauscher et al., 1997), though similar studies
have been carried out in other countries, including, for example,
Switzerland (Spychiger et al., 1993) and Hungary (Kokas, 1969).
Very little work of this kind has been conducted in the UK. Music is
the predominant artform studied, often focusing on the Kodaly method
(Fox and Gardiner, 1997; Wolff, 1978}. Much of the research adopts
a quasi-experimental methodology and is generally informed by a
psychological, if not a psychometric paradigm. It tends to use primary
or elementary school-aged pupils as its subjects. As a general rule,
these studies investigate specific or additional arts-oriented teaching
programmes, though data on the nature and mediation of these courses
is often lacking. Recent reviews of studies in this field have been
conducted by Sharp et al. (1998) and Winnerand Hetland (forthcoming,
2000).

Empirical evidence to support a possible association of wider learning
outcomes with arts education would clearly bolster the case for the arts
in the curriculum, Most probably, this reason alone constitutes a key
motive for much of the funding for this field of inquiry. However,
couched in this way, the approach leaves itself wide open to the
criticismthat it implicitly assumes that the direct effects of expenences
in the arts are in themselves weak grounds to claim a significant place
inthe school timetable. Something of these concerns, for instance, was
voiced by an audience of a recent example of this line of research (Fox
and Gardiner, 1997):

The group were very cautious about placing too much emphasis on
the consequential learning which can occur from music education,
and wished 10 stress that the raison d'étre for music was its own
intrinsic value (SCAA, 1997, p. 29).

Eisner (1998) makes a similar point more stridently: in a sceptical
review of the American lhiterature on research into the alleged impact
of the arts on academic achievement, he observes:
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We do the arts no service when we try to make their case by touting
their contributions to other fields. When such contributions become
priorities, the arts become handmaidens to ends that are not
distinctively artistic and in the process undermine the value of
art’s unique contributions to the education of the young (Eisner,
1998, p.15).

It was partly to recognise the force of such arguments that, when the
RSA sought to launch a study which would include an investigation
into the possible ‘spin-off’ or transfer effects of taking arts courses, it
did so by setting this particular area of inquiry in the context of a wider-
ranging analysis that would examine all the cutcomes of arts education
— direct and indirect alike. It is hoped that the evidence and analyses
initiated in the previous chapters have demonstrated the study’s
commitment to this comprehensive approach.

Furthermore, it is important to stress that this initial and exploratory
step into the analysis of some evidence on the possible relationship
between the taking of arts courses at key stage 4 and general GCSE
acadermic attainment should not be seen as an isolated enterpnise, but
as an integral and unfolding part of a much broader research agenda.
For this particular aspect of the research programme, it made sense to
begin by exploring the issues through an analysis of some existing data.

As a contribution to the debate about transfer effects and general
academic attainment, we present and discuss (in turn) evidence from
three different sources within the study:

*  secondary dataanalysis from NFER's QUASE - "Quantitative
Analysis for Self-Evaluation’ service (section 9.2.1);

*  multilevel modelling from the Year 11 Survey (section9.2.2);
and

* the interviews with pupils and teachers in the case study
schools (section 9.2.3).

General details of these sources have been described in Chapter 1, and
where necessary, further details are provided in the relevant section.

9.2.1 Studying arts-based courses and GCSE performance:
secondary data analysis from QUASE

Qualitative claims about effects which transfer from the taking of arts

courses to other areas of the curriculum have included the proposition

that experiences in the arts can raise general academic attainment in
16+ examinations. In view of this, and the increased availability of
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data for ‘value-added’-type analyses of performance at 16, possible
links between GCSE attainment and the taking of key stage 4 arts-
oriented courses seemed an appropriate area to start an examination of
the claims for a transfer effect.

Consequently, in order to study the possible relationships between
studying arts-related GCSE subjects and overali performance at GCSE,
secondary analysis has been carried out on data collected for the
NFER’s QUASE service to secondary schools. The QUASE service
provides information to schools about their own performance, relative
to what might be expected given their pupils’ prior attainment and their
social context. The rich database of informatien collected about the
schools and their GCSE pupils enables investigators to explore the
relationships between GCSE results, other outcomes, and a range of
background variables at the levels of both pupils and schools. For
current purposes, the investigation focused on the possible effects of
taking key stage 4 arts-related courses on general performance in the
GCSE examinations.

The three arts-related subject areas whose impact was to be studied
were art, drama and music. Dance was excluded from the secondary
QUASE analysis on the basis of the limited numbers of pupils taking
GCSE dance, and therefore the limited potential sample size and
associated problem of statistical significance. QUASE data from a
total of 152 schools with up to three cohorts of Year 11 pupils taking
GCSEs between 1994 and 1996 were analysed; the total number of
pupils in the sample involved in the analysis was 27,607. The sample
of schools included examples of all the matin types (e.g. coeducational,
single-sex, inner city, rural, selective, independent), and analyses of
the QUASE schools showed that they were broadly similar to the
national distribution in terms of type of school, type of LEA, region and
GCSE performance (Schagen, 1995).

The possible influence of studying the above subjects was investigated
ustng multilevel modelling, controlling for most of the school and
pupil-level background variables which are known to be related to
GCSE performance, including measures of prior attainment at around
Year 7. Other background variables controlled for included, interalia,
gender, age, ethnicity, individual free school meal entitlement, ESL,
SEN status, average attendance of individual pupils, type of catchment
area and percentage of pupils in each school entitled to free school
meals.

Multilevel modelling is adevelopment of a common statistical technique
known as ‘regression analysis’. This is a technique for finding a
relationship which allows us to predict the values of some measure of
interest ( ‘dependent variable’), given the values of one or more related
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measures. For example, we may wish to predict schools” average test
performance given some background factors, such as free school meals
and school size (these are sometimes called ‘independent variables’).

Multilevel modelling takes account of data which is grouped into
similar clusters at different levels. For example, individual pupils are
grouped into year groups or cohorts, and those cohorts are grouped
within schools, which may themselves be grouped within LEAs. There
may be more in common between pupils within the same cohort than
with other cohorts, and there may be elements of simtlarity between
different cohorts in the same school, or different schools in the same
LEA. Multilevel modelling allows us to take account of this hierarchical
structure of the data and produce more accurate predictions, as well as
estimates of the differences between pupils, between cohorts, between
schools, and between LEAs.

Setting up multilevel models

In addition to the standard QUASE variables related to sex, age,
ethnicity, prior attainment, etc., some new indicators were developed
for pupils who had studied the three selected arts-related subjects.
These were:

ART takes the value 1 if the pupil has entered at least one
GCSE in the subject area of art, O otherwise

DRAMA takes the value 1 if the pupil has entered at least one
GCSE in the subject area of drama, 0 otherwise

MUSIC takes the value 1 if the pupil has entered at least one
GCSE in the subject area of music, 0 otherwise.

Some care had to be taken, however, in including these variables as
they stand in the multilevel model. There are a significant number of
pupils in the model with no GCSEs at all, as well as many with just one
or two. Each of the above indicators is more likely to be positive for
pupils taking at least one GCSE, and therefore their effect is likely to
be confounded with the overall effect of just taking one or more
GCSEs. To get round this, the analysis was carried out on a subset of
pupils who had attempted three or more GCSEs.

As well as examining possible direct relationships between studying
cach of these subjects and GCSE performance, the opportunity was
taken to investigate two other aspects of these relationships:
‘interactions’ and ‘random slopes’. An interaction between studying
a subject (say art) and another background variable (say sex) would
imply that the relationship between art and GCSE performance was
different for males and females. As well as considering possible sex
interactions, the study also looked at interactions with prior attainment,
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so that hypothetically pupils with lower initial attainment might do
more or less well if they studied one of the arts-based subjects.

Such interaction terms were included in the multilevel analysis by
defining extra ‘interaction variables’:

ARTSEX Interaction between studying art and gender
DRAMSEX Interaction between studying drama and gender
MUSSEX Interaction between studying music and gender

ARTXINT Interaction between studying art and prior
attainment

DRAMXINT Interaction between studying drama and prior
attainment

MUSXINT  Interaction between studying music and prior
attainment.

The conceptof ‘random slopes’ is based on the idea that the relationship
between studying an arts-based subject and GCSE performance may
not be the same across all schools, but may vary from school to school.
The size of the school-level variance gives us an indication of the
extent to which any ‘arts-based subject effect’ is consistent from
school to school.

One further vaniable was developed, which was intended to represent
the overall tendency of pupils to take arts-related subjects:

ARTSPC is the sum of the three subject indicators ART,
DRAMA and MUSIC, as a percentage of the total
nomber of GCSEs attempted, e.g. an ARTSPC
score of 25 per cent could mean that a pupil took
four GCSEs, one of which was arts-related (say,
music) or eight GCSEs, two of which were arts-
related (say, music and drama).

The multileve! analysis was carried out on the following measures of
GCSE performance:

ENG Average English score

MATHS Average maths score

SCI Total science score

AVREST Average score on non-arts subjects.

It 1s considered that, in the context of the present inquiry, these
variables represent the most appropriate indicators of general academic
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performance at GCSE. None of the other possible performance
indicators which sum or average over all subjects was suitable, as they
would include the arts subjects themselves.

Resulits of multilevel analysis

The multilevel analysis of QUASE data was carried out with three
levels in the model: school, cohort and pupil. Background variables at
the school and pupil levels were included, including prior attainment
at or near intake to secondary school (e.g. on the basis of various verbal
reasoning, non-verbal reasoning, English and maths tests). Once these
basic models had been set up, the three arts-related variables and the
six interaction terms were introduced. The variable ARTSPC, which
measured the overall proportion of GCSEs which were arts-related,
was included at a later stage.

To show the results of these analyses, the coefficients which express
the estimated relationships between each of the arts-related varnables
(e.g. ART), the variables indicating GCSE performance (e.g. English
GCSE results) and each of the background variables have been
converted into ‘effect sizes’. These may be regarded as equivalent to
the correlation between the two variables when other variables in the
model are taken into account. They represent the ‘strength’ of cach
relationship as a percentage, and allow the different variables to be
compared in terms of their apparent influence on the test outcomes
(e.g. SCI, AVREST), when all other variables are sirnultaneously
taken into account.

Figures 9.1 to0 9.4 show these effect sizes for each of the four outcome
measures. For each variable, the estimated effect size is plotted as a
diamond, with a vertical line indicating the 95 per cent confidence
interval for the estimate. Any variable whose line intersects the
horizontal zero axis can be regarded as not statistically significant (at
the five per cent level). Positive values imply a positive relationship
with the test score outcome; negative values imply that the test score
tended to decrease with higher values of the given background vaniable.

For each of the three sex-related ‘interaction variables’ (e.g.
DRAMSEX), positive values indicate a female bias, while negative
values a male bias. Similarly, for each of the three prior attainment-
related ‘interaction variables’ (e.g. DRAMXINT), positive values
signal a stronger association for those with higher levels of prior
attainment, while negative values signal a stronger association for
those with lower levels of prior attainment. Interaction variables
which were found to be clearly insignificant have been omitted from
the figures (e.g. MUSSEX has been left out of Figure 9.1).
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Figure 9.1  Effect sizes of arts-related variables on average English score
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Turning first to Figure 9.1, which shows the relationships between the
individual arts-related subjects and the English GCSE score, it appears
that taking drama or rnusic is significantly related to success in English.
The estimated association between taking music and high attainment
in English is particalarly strong. Looking at interactions, artis the only
subject to have a significant result for ARTSEX, and the result implies
that the apparent effect of studying art is more positive for girls than for
boys. Interactions with prior attainment show a stronger positive effect
for art and music on those with lower levels of prior attainment.

Figure 9.2  Effect sizes of arts-related variables on average maths score
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Looking at Figure 9.2, which shows the relationships between the
individual arts-related subjects and the maths GCSE score, we can see
that music again, as tradition would have it, is positively related to
mathematics. However, the figure also indicates that there is a
negative effect for art and drama: taking these subjects is associated
with lower attainment in maths. Art and music are more positively
associated with higher scores in maths for girls than for boys, for whom
thereis a corresponding negative association. Both these subjects have
a stronger positive relationship with their average maths score for
puptls of lower prior attainment.
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Figure 9.3  Effect sizes of arts-related variables on total science score
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Figure 9.3, which shows the relationships between the individual arts-
related subjects and the total science GCSE score, shows a similar
picture to Figure 9.2. Music is positively associated with higher
attainment in science, while art and drama are negatively related to
science. All three arts-related subjects are more strongly positively
related to doing well in science for girls and for those of lower prior
attainment.

Figure 9.4  Effect sizes of arts-related variables on average score for other subjects
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Figure 9.4 shows the relationships between the taking of arts-related
subjects and the average score in non-arts subjects. A similar picture
to the others is evident. Only music has a significant positive effect
overall, while the other two subjects are not significant. Once again,
art and music are more positively associated with higher average
scores for all non-arts GCSE subjects for girls than for boys, and both
have a stronger positive effect for pupils of lower prior attainment.

When we include, as a background variable, the percentage of arts-
based subjects pupils took as a proportion of their total number of
GCSEs, ARTSPC, there is a dramatic change. This is iilustrated in
Figure 9.5 for English, but it carried over into the analyses for all the
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outcome variables. The apparent effects of the individual subjects
become much stronger and, for this analysis, art has a slightly stronger
effectthan music. These positive results, however, are counterbalanced
by an even stronger negative effect of ARTSPC. What does this mean?
One possibility is that each arts subject by itself may have some
beneficial impact on performance in core subjects, but that pupils who
tend to concentrate on arts subjects to the exclusion of others may have
reduced academic attainment. However, it must be remembered that
none of the analysis carried out here gives any indication of causality.

Figure 9.5: Effect sizes controlling for ARTSPC on average English score
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As mentioned earlier, the extent to which these relationships vary from
school to school was investigated by making the coefficients for the
three variables ART, DRAMA and MUSIC random at the school level.
In all cases, this random effect was statistically significant, even when
the overall relationship (e.g. between ART and ENG in Figure 9.1) was
not apparently significant. The implication is that the impact of
studying these subjects on pupils’ performance is affected by one or
more school-level factors. This suggests that in certain schools there
are strong positive relationships between arts-based subjects and
GCSE performance, while in others they may be non-existent or even
negative. Table 9.1 shows the standard deviation between schools in
the apparent change in GCSE performance associated with each arts-
based subject.



EXTRINSIC TRANSFER EFFECTS

Table 9.1

A e B S M R TR B R '

Art Drama Music g

Average English score 0.31 0.45 0.40 ‘
: Average maths score (.33 0.45 § 0.67
Total science score 0.88 1.08 0.95
Average score for others 0.34 6.37

Standard deviations in slopes between different schoals for GCSE results
versus arts-based subjects

For practical purposes, the results for the total science score should be
halved to account for the effect of double awards for integrated science.

Discussion

When considering the meaning of these results, it is crucial not to lose
sight of the fact that the analysis cannot offer any evidence of causality,
or even the direction of causality. It is limited to highlighting
associations between variables, which in the multilevel modelling
technique deployed here are expressed as ‘effect sizes’, though this
does not literally signify evidence of an actual ‘effect’. For example,
even if there is a positive association between x and y, it does not
necessarily mean that x is causing y; it could also indicate that y is
causing x, or that some other variable not fully controlled for is causing
the association between x and .

However, so long as these cautions about causality are respected, a
number of possible and hypothetical explanations of the findings can
be speculated upon, especially as a means of generating further lines
of inquiry for the analysis of other sources of evidence collected during
the research programme. These hypotheses may be grouped under two
main types, or directions, of causality:

(1) the impact of studying arts-based subjects on general GCSE
performance; and

(i1) the ‘backwash’ effect of predicted general GCSE performance on
the take-up of arts-based courses.

Each of these possibilities is discussed in turn:

The impact of studying arts-based subjects on general GCSE
performance

In so far as they have produced some significant positive associations
of the required type, the results of the anatysis certainly do not rule out
the possibility that taking certain arts-based subjects can have a
beneficial effect on general attainment in GCSE examinations. That
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music in particular can have a positive transferable impact on GCSE
performance in the core subjects is undoubtedly one possible and
plausible interpretation of the results. Teacher accounts from the early
fieldwork for the case study element of the research suggested that arts-
related subjects could mediate such an effect through two main
avenues: firstly, through increasing pupils’ self-esteem and positive
values towards school and learning and/or, secondly, through developing
transferable skills and knowledge.

Proponents for the first of these avenues could argue that the findings
are consistent with the view that, for some pupils, studying music is a
highly positive and rewarding experience which nurtures a generalised
and improved self-esteem and motivation and which in tum affects
leamning and performance in English, maths, science and other subjects.
Thus, according to this proposition, taking music encourages a set of
transferable values and attitudes that place a premium on the sense of
personal fulfilment that can be achieved through learning. All the
figures presented above show interaction ‘effect sizes’ consistent with
the view that this form of effect through music may be particularly
significant for pupils with lower levels of prior attainment.

Notwithstanding the above, a major difficulty for the positive values
and self-esteem interpretation is that the results do not consistently
display a similar effect for art and drama, contrary to teachers’ and
pupils’ testimonies from the case study evidence. In Chapter 8, for
example, teachers and pupils made more claims for generalised self-
esteem and self-confidence from art and drama than music, yet this is
not borne out by the QUASE results. Art and drama (see Figure 9.4),
forexample, were found to have no significant association with pupils’
general performance at GCSE as represented by their average score in
non-arts subjects (AVREST). Even more problematically, art and
drama were negatively associated with performance in maths (see
Figure 9.2) and science (see Figure 9.3). This may suggest that art and
drama do not generate the same transferable motivation towards
learning as that alleged for music or, if they do, they also encourage a
demotivating effect on learning in maths and science.

Very similar interpretations of the results could be mounted for the
second broad type of mediating influence referred to above, namely,
the claim that arts-related subjects develop transferable knowledge
and skills. From this perspective, it could be argued that the data lend
support to the view that studying music leads to the acquisition of
certain skills and knowledge which are relevant and helpful to pupils’
performance in English, maths, science and other subjects. To some
extent, this interpretation is in line with previous studies that have
postulated a link between music education and the development of
numeracy-related concepts (e.g. Fox and Gardiner, 1997). Itis harder
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for this hypothesis to explain, though, why the ‘effect size’ for music
on English (see Figure 9.1) is greater than that on maths and science
(see Figures 9.2 and 9.3 respectively). Moreover, the proposition also
lacks plausibility in accounting for the limited, or even negative,
impact of art and drama on the test outcomes. It may be that the
transferable knowledge and skills thesis is limited to music, but in the
case study data, teachers and pupils saw it as much more likely to be
associated with art and drama than with music (see section 9.2.3).

The finding that taking a higher proportion of arts-related subjects is
associated with reduced GCSE attainment (see Figure 9.5) poses
substantial problems for both the transferable skills and the transferable
motivation hypotheses, in so far as they relate to arts subjects as a
collective entity rather than individual subjects. If either of these was
tenable for the *arts’, it could have been expected that the greater the
number of arts subjects taken by a pupil, the greater the transferability
effects. However, the data suggests that the reverse is the case.

Both hypotheses could account for the variation from school to school
as largely due to differences in the extent to which arts subject teaching
accentuates positive experiences, self-esteem and/or transferable
knowledge and skills. This underlines the need to study the processes
of teaching and learning in the arts in order to avoid ‘black box’
approaches to input-cutput analyses.

The ‘backwash’ effect of predicted general GCSE performanceon
the take-up of arts-based courses

Many of the results generated by the QUASE analysis could be
explained (hypothetically) by reversing the direction of causality
implied in the propositions mooted above. Thus, rather than seeing the
findings as an indication of the impact of taking arts-related subjects
on GCSE attainment, they may be signalling the effect of predicted
GCSE performance on the take-up of arts subjects in the light of pupils’
academic attainment and experiences during key stage 3 (i.e. after the
prior attainment assessments were taken).

According to this view, the results may be interpreted as showing that
those pupils who had performed well academically throughout key
stage 3 (aliowing for both over- and underperformers as measured by
the prior attainment on intake), and were predicted to score highly in,
say English (see Figure 9.1 and 9.2), were significantly more likely to
take music (especially, if they were fermale) and slightly more likely to
take drama than other pupils —though not so with art, Those doing well
in maths (see Figure 9.2) were more likely to take music, but less likely
to opt for art and drama; similar interpretations apply to science (see
Figure 9.3} and general academic attainment, as indicated by the
average score for non-arts subjects, but here there is no significant
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biased recruitment of high or low academic performers at key stage 3
for art and drama, though music attracts more high performers (see
Figure 9.4). Why music rather than other arts-related subjects should
recruit in this way may relate to the traditional perception of music
carrying greater academic credibility and currency. Support for this
interpretation was later found in the Year 11 Survey (see Chapter 14),
which established that pupils taking music (and no other arts subject)
had substantiaily higher mean scores in English, mathematics and
science key stage 3 tests than any other group in the analysis, including
those who chose not to enrol for any arts subject.

This line of argument also offers a very plausible explanation of the
main feature of Figure 9.5, namely that pupils who take a relatively
higher proportion of arts-related subjects have reduced attainment at
GCSE. According to the reverse effect thesis, this analysis reflects the
tendency in many schools for only those pupils who are predicted to
perform poorly at GCSE to be advised, or allowed, to include more
than one arts subject in their GCSE portfolio. Again, endorsement of
this interpretation was found in the Year 11 Survey (see Chapter 14),
which revealed that those taking more than one arts subject, even
including music, had the lowest mean scores in English, mathematics
and science key stage 3 tests compared to the other groups taking
individual arts subjects.

Likewise, this set of hypotheses would probably account for the
variation from school to school as being heavily influenced by the
limitations and opportunities in the options structures of different
schools. In this regard, the analysis may have unintentionally highlighted
a set of issues that deserves further investigation. Do schools’ options
systems permit pupils to take more than one artform? What subjects
are arts-based options usually set against? What factors, pressures and
previous experiences influence pupils’ choices regarding GCSE arts-
based courses (e.g. whether to take a particular artform, whether to take
more than one artform, or whether, as is often the case, to drop the arts
altogether)? As a result of the implicit messages about the relative
status of the arts contained in key stage 4 curricular structures, such
questions have significant implications for both key stages in the
secondary phase.

Conclusion

On balance, and with special regard to the arts as a whole, the
explanation that best fits the overall thrust of the results is probably the
second hypothesis, namely that the observed associations between
general GCSE attainment and studying arts courses at key stage 4
reflect qualities of the pupils who take up the arts-related courses. In
particular, this explanation provides for a plausible interpretation of
the results for art and drama, as well as the negative effects associated
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with those pupils who take a high proportion of arts-related GCSE
courses.

Music is a possible exception to this interpretation. Although the
second hypothesis could provide a plausible account of the resuits for
music, so could the first. Therefore, that this subject can impart a
positive transferable impact on GCSE performance in the core subjects
remains a possibility in the light of the analysis, although, even for
music, problems with the transferable effect hypothesis surfaced in the
results: anomalies were evident {e.g. the stronger association with
English rather than mathematics) and in the case study research, pupils
and teachers were more likely to attribute transferable effects to the
other arts subjects than to music.

These interpretations are very tentative and reflect the highly complex
nature of the results. It is conceivable, for example, that, given there
are signs of multiple (sometimes conflicting) effects, the associations
generated by the analysis could be caused by both hypothetical
explanations impacting simultaneously, but in opposite directions of
causality. Hence, the general drift of the results to emerge from this
part of the research lends support to those who have argued the case for
caution when considering the claims made for transfer effects. Clearly,
there is a need for further research in this field and this initial analysis
of existing data serves to highlight the case for examining the impact
of school-level factors on the relationship between taking arts-related
subjects and general GCSE attainment. Furthermore, the results —
particularly with regard to the negative associations of those taking
high proportions of arts-related GCSEs — underline the prudence of
Eisner’s scepticism about the search for transferable effects at the risk
of devaluing the direct outcomes and benefits of arts experiences at
school.

9.22 Involvement in the arts and GCSE performance:
evidence from the Year 11 Survey

While the QUASE analysis reported above benefited from a large
sample and the opportunity to control for pupils’ prior attainment, it
lacked any additional data that related specifically to the arts, most
notably pupils’ degree of extra-curricular involvement in the arts and
their general attitudes towards the arts. This is an important omission
because proponents of the academic performance transfer effect have
suggested that pupils’ extra-curricular involvement in the arts may be
imparting an influence over and above any participation in key stage
4 arts-based courses. The QUASE analysis also lacked the social class
classification of individual pupils and pupils’ key stage 3 test scores.
Again, these are significant omissions since it may be the case that
social class is akey intervening variable (e.g. the correlations between
high general academic GCSE performance and engagement in music
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merely reflect the greater probability that the children who are both
high attainers and musicians are likely to be middle-class) and that key
stage 3 test scores are a more accurate predictor of GCSE success and
a better baseline for assessing the impact of key stage 4 courses than
prior attainment at the age of 11.

Consequently, the survey of Year 11 pupils and their schools was
designed to provide a wider range of variables for inclusion in a more
comprehensive analysis, albeit based on a smaller samnple. Most
importantly, this additional multilevel modelling analysis allows us to
explore the possible relationships between extra-curricular participation
in the arts and general GCSE academic attainment, while controlling
for such variables as key stage 3 scores, prior attainment at Year 7,
social class, ethnicity and gender. The results of this new analysis are
described here.

The data

For this analysis, data from the sample of Year 11 pupils and their
associated schools has been combined to investigate statistical
relationships between attitudes towards, and experiences in, arts
education, on the one hand, and GCSE outcomes, on the other. The
data came from six sources:

»  pupil GCSE results, subject by subject, in 1998;
=  key stage 3 scores for a subsample of these pupils;

e  prior attainment scores (Year 7) for a subsample of these
pupils;

« pupil questionnaires about their arts education (Year 1/
Survey student questionnaire — see Appendix I);

»  school questionnaires about their provision of arts education
(Year 11 Survey school questionnaire — see Appendix II); and

« school information from the NFER schools database.

The derivation of a number of pupil and school variables from the
questionnaires is described in Appendix III. These were used as
background factors in the multilevel analysis. A total of 2,022 pupils
in 22 schools had both GCSE data and questionnaire information
available.

Because it was necessary to take account of prior attainment in the
analysis, this reduced the number of pupils available. A subsample of
1,684 pupils had key stage 3 level information available, but only 548
had prior attainment data from starting secondary school in Year 7.
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Table 9.2
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16
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19
20
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Name : : Description
SCHOOL 1 22 : School id.
ID 1 299999 Pupil‘ id.
CONS 15 1 Constant
SEX 0! 2 |Sex(0=male, 2= female)
BLACK 0! 1 |Black ethnic origin
" ASIAN 0 1 | Asian ethnic origin
OTHER . 0 1 | Other ethnic orlgln
_ TOTSCORE .~ 0 89 | Total GCSE score
: AVSCORE 0 7.8 Average GCSE score
-‘ MATHS 0 8 Maths GCSE score
. ENG 0 L Enghsh GCSE score (av.)
- scI 0, 24 : Science GCSE score (total)
AVOTHER 0 : 39 Average score non — arts subjects
- ART -1 E 8 . Subject area E: art etc.
j MUSIC -1 8 Subject area L: music etc.
. DRAMA -1 8§  Drama
- XCOMP2 7 -99 A 25 : Composite intake measure (all}
- KS3AV oot 8  Average KS3 level
"DUNART 0 | Taken subject in KS4: art
DUNDAN ' 0| Taken n subject in KS4: dance

Two different types of outcome measure were incorporated into the
analysis. The first type was available for all pupils, and gave indications
of GCSE performance in areas not directly related to the arts (i.e.
mathematics, English, science, and average non-arts grades). The
second type of outcome related directly to GCSE results in arts
subjects: art, drama and music, The numbers of pupils with the latter
outcomes were reduced relative to the basic numbers with prior
attainment.

In this section, we will describe the various multilevel models which
have been run and their results, and endeavour to give a certain degree
of interpretation to the findings.

Setting up the multilevel model

In this application of multilevel modelling, just two levels were
assumed: schools and pupils. Table 9.2 gives acomplete list of all the
variables used in the multilevel modelling with a description of each
(but see also Appendix III for further information on how these
variables were derived).

Variables used in muitilevel modelling

TR RS
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Tabie 9.2(continued

: No.. Name | Min. Max. . Description
: 21 . DUNDRA 0 | Taken subject in KS4: drama
22 - DUNEA 0 I Taken subject in KS4: exp. arts
23 DUNMUS ;0 1 Taken sui‘)ject in KS4: music
24 C ARTSPC 0 50 . Anis subjects as % of total
% 25 ARTSFAV 0 ' Index of arts subjects as favourite
& 26 ~ ARTSHATE : 0 Index of arts subjects as least favourite .,
_ 27 | ARTSBEST 0 Index of arts subjects as best at
28 WHYARTS -3 o . Total of +/- reasons for taking arts
29 - ENJOYALL 2 e Lesson enjoyment: all arts
30 ARTSCANT = 0 ' No. of arts subjects unable to take
31 ' BENARTS = 0 60  Total effects (benefits) of arts subjects -
32 -; IMPARTS 0 3  Importance of arts subjects
33 ' ECALL 0 78  Indexof extra-cumicular activity: all
34 ; PARSUP r0 13 Parental support
35 | SCLASS 10 . 50 ° Social class
36 . AGEYRS | 15 . 19  Ageinyears
37 YIIFI . 81 174 Positive to arts in school
38 YIIR2 62 149 Arts outside school
39 YIIF3 65 . 188  Negative toarts in school
4 CATCH | 0 & 4 Cachmentarea(O=ruraltod=innercity)
41 . TOWNSEND | -536  7.16 Townsend index — 1991 census
42 PCESM .0 5 18 % free school meals
- 43 N99 320 ;1941 ;Total students
- 44 HRSWK ! 123" 3 - Hours/week per arts subject
45  TOTFAC | O . 5 ' Totalspecialistarts facilities listed
46 . ARTSCOMP % 0 1 Ants subject compulsory at KS4
- 47 | ACCESS 0 5 Indexof access to arts subjects at KS4 |
48 ACTEXTRA 1 9 Totalno.of antsextracurricularactivities
B 49 ' ECART 0 17 Index of extra-curricular activity: art
Ef 50 ECMUS 0 21  Index ofextra-curricular activity: music
i 51 ECDRAM C0 17 wIndexofextra—curricularactivi[y:drama "
i? 52 ECDAN 0 17 Index of extra-curricular activity: dance M
?:3 53 - ECLIT 0 8  Index of extra-curricular activity:

" literature

This table and appendix reward perusal because they demonstrate the
broad array of information included in the analyses and the procedures
used to calculate some of the variables (e.g. the indices of extra-
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curricular activity in the arts). The outcome measures used for
modelling were the following (each based on converting GCSE grades
toscores - A*=8 A=7,B =6, etc):
Non-arts subjects

*  Average mathematics score (MATHS),

*  Average English score (ENG);

*  Total science score — i.e. with double award counted twice
(SCI); and

*  Average score on non-arts subjects (AVOTHER).

Arts subjects

. Art;
. Drama; and
. Mousic.

For each outcome measure, the multilevel model is fitted in stages,
starting with no background variables (the ‘base case’). Background
variables are fitted in blocks, and for each one, the model estimates a
coefficient (the rate at which the outcome apparently varies with a unit
change in the background variable) and its significance (whether or not
the apparent relationship could occur by chance). Variables which are
clearly not significantly related to the outcome measure are removed
from the model until a final stage is reached in which all, or most, of
the background variables included appear to be significantly related to
the outcome variable.

The coefficients estimated may not be easy to interpret, since they will
depend on the range of variation within each background variable, as
well as the strength of the relationship with the outcome. To help with
this, therefore, these coefficients have been converted into ‘normalised
coefficients’ which represent the ‘strength’ of each relationship as a
percentage, and which allow the different variables to be compared in
terms of their apparent influence on the test outcome, when all other
variables are simultaneously taken into account.

As well as the relationships between background variables and
outcomes, we may be interested in the variations in outcomes between
pupils at the same school, and between different schools. These are
expressed in terms of ‘random variances’, and their values will tend to
be reduced once background factors have been introduced into the
model.
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Results of multilevel models controiling for key stage 3 levels

Most pupils (1,684 in total) had prior attainment measures collected at
the end of key stage 3, expressed as average levels over the three core
subjects (English, mathematics and science). Results for this set of
pupils for the four non-arts outcomes are given in Table 8.3, which
expresses the apparent relationships between the background variables
in the final models and each outcome measure in the form of ‘normalised
coefficients’, as described above. Blank cells correspond to variables

2

WHAT ARE which were omitted from the final model due to non-significance.
THE EFFECTS Values in bold represent coefficients which are statistically significant

(at the five per cent level). Other values reflect variables in the final
EDUCATION? model, but whose coefficients are not quite significant at the five per

centlevel. Addressing the study’s central concerns with the relationships
between such background variables as the taking of GCSE arts courses
or extra-curricular activity in the arts and general GCSE performance
(in the form of four non-arts outcome measures), while controlling for
key stage 3 scores, Table 9.3 is particularly important.

Table 9.3  Normalised coefficients for multiievel models relating to non-arts
outcomes, controlling for key stage 3 levels

Background Variable Maths English  Science - Average score
on non-arts
Pupillevel variables ... arts subjects
Sex (0 = male, 2 = female) : -2.5 é 13.8 -2.1 7.1
. Black ethnic origin 1.5 1.1 0.4 0.8 i
S Asian ethnic origin 35 33 43 36
~ Other ethnic origin ' Eo 0.3 0.9 038 :
o Average KS3 level ' 828 738 669 74.2
~ Taken subject in KS4: art 50 7.8
{  Taken subject in KS4: dance : Cos
% Taken subjéct in KS4: drama -0.2 4.2 -8.7
: Taken subjet.:t.in KS4 exp arts . i . 0.2
- Taken subject in KS4: music : 1.9 30
Index of arts subjects as favourite
- Index of arts subjects as least favourite
E Index of arts subjects as. best at :

Total of +/- reasons for taking arts 52 4.1

Lesson enjoyment: all arts

No. of arts subjects unable to take

Total effects of arts subjects 38

Importance of ants subjects { 1.7 4.7
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Table 9.3 (conhnued]

e s S e o S s
Background Vanable i Maths : English . Science Average score &
g : i onnon-arts 3
¢ Pupil-evel variahles : f j . arts subjects §
4 : N S S S PR I
Parental support : © 55 %
Social class 32 . 50 53 2
Age in years - -2.1 __ ég )
Index of extra-curricular activity: art ; _ : % WHAT ARE
. . ) : THE EFFECTS
Index of extra~curricular activity: music 33 :
Index of extra-curricular activity: drama 29 % EDUCATION?
Index of extra-curricular activity: dance 3 %
Index of extra-cumcula.r actmty llteralure S | ? %
%,

School-level vanab]es

Catchment area (0= rural to 4 = inner cnty)_

Townsend lndex —1991 census

sz

% free school meals : 8.9

Total students

Hours/week per arts subject

L ST mfﬁmﬁwﬂ

R R R
&
£

Total specialist arts facxlmcs l_l;_t;d _ _1_5.6 ; i 5
Arts subject compulsory at KS4 120 L 109 gﬁ
Index of access to arts subjects at KS4 § %
1 Total no. of arcs extracumcula_r activities ,. ‘: -21.1 ; bﬁ

Va]ues in bold are slansucally significant at the five per cent level.

In a similar way, Table 9.4 shows the normalised coefficients for the
multilevel analyses of the three arts subjects as cutcome measures.
Since these subjects are optional, the numbers of cases involved are
smaller than for the core subjects above. The numbers were:

Art: 546
Drama: 207
Music: 119

Because of the small numbers of cases involved in this part of the
analysis, the school-level results in particular should be regarded with
extreme caution, and in some cases are clearly artefacts of the particular
dataset. In music, for example, most school-level variables appear to
be significant; this is almost certainly a modelling problem with a very
small dataset. School-level coefficients have been shown in italics in
Table 9.4 to emphasise this point.
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Table 9.4  Normalised coefficients for multilevel models relating to arts outcomes,
controlling for key stage 3 levels

Background Variable Art Music Drama

Pupl]—level vanables

Sex (0= male 2= female) 197 10 17

Black ethnic ongm -1.3 1.7 -39
2, . L
WHAT ARE Asian ethnic origin 72 -1.8 14.2
g’;E EFFECTS 2 Otherethnic origin 09 83 0.5
ARTS . Average KS3 level C 431 56.7 534
EDUCATION? : :
- Arts subjects as % of total : 74 o -144 -15.8
. Index of arts subjects as favourite '
- Index of arts subjects as least favourite -136 -11.7
Index of arts subjects as best at S VX TR V¥ 274
Total of +/~ reasons for taking arts : 9.1 15.8
Lesson enjoyment: all arts ; 18.1

No. of arts subjects unable to take

Total benefits of arts subjects 9.4
Importance of arts subjects h 83
_ P_a_re_nuxl support _ 16.9
- Social class . s ol 66

Agein years :
Index of extra-curricular activity: arnt ; 8.0

Index of extra-curricular activity: music 13.7
Index of exu*a—cumcular activity: drama
Index of extra-curricular activity: dance

Index of extracurricular ac.twlty lltemture :

School level vanables

Catchment area {0 = rural to 4 = tnner city) 36.2
Townsend index —1991 census 131 2L1
% free school meals -42.9
Total students Y 2 %7 -27.0
Hours/week per arts subject Y 7.5
Total specialist arts facilities listed 283
Adts subject compulsory at K54 1.1

Index of access to arts subjects at KS4

Total no. of arts ext.racumc_ular ac.uvmes : -38 6

Values in bold are l;t.msmally hl"ﬂlﬁ(.ﬂ.m at the five per cent level. School- lt:\ft_[ cocfficients in
italics should be treated with extreme caution. due to the small number of cases.
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In Appendix III, the various pupil-level variables defined from the
questionnaire are combined into just three main factors. The three
main factors identified above may tentatively be described as follows:

(i) Doing lots of arts subjects in school, for practical reasons, good at
them, but not especially involved outside school and no particular
parental support: ‘positive about arts in school’;

(i1) High involvement outside school and parental support, butunable
to do enough in school: *positive about arts outside school’; and

(111) Doing arts in school, but not enjoying them: ‘negative about arts
in school’.

To investigate the relationships between these and GCSE outcomes,
models were run which used the three factors in place of the other
attitude variables. Tables 9.5 and 9.6 show the normalised coefficients
for these factors for the non-arts and arts GCSE outcomes respectively.
From all these results, it is clear that the relationships between attitudes
to arts and GCSE performance were complex, varying according to the
outcome measure considered.

Table 9.5  Normalised coefficients for derived attitude factors relating to non-arts
outcomes, controlling for key stage 3 levels

g Maths | English ; Science  Average score

! ! ¢ on non-arts %

. Background Variable ' arts subjects ‘

% Positive about arts in school 23 34 -3.5 -34 g

~ Positive about arts outside school 06 © 81 | 16 , 47 |

: Negative about arts in school 03  -14 ; 02 3.8 i
SR E R R e i i mmxﬁm&m@ﬁwx&mm@mmwxmgg

Values in bold are statistically significant at the five per cent level.

Table 9.6  Normalised coefficients for derived attitude factors relating to arts
outcomes, controlling for key stage 3 levels

# S R i ; ST . ) ;@ﬁwmﬁmﬁwmnmg
| Background Variable : Art . Music | Drama
i Positive about ans in school L 108 : 70 C172 §
% Positive about arts outside schoot § 109 0.1 . 20.7 §

Negative about arts in school S v X B XS Y §

Values in bold are statistically significant at the five per cent level.

As well as the normalised coefficients which show relationships
between background variables and outcomes, the multilevel models
produced variances at the school and pupil levels. Table 9.7 shows the
values of these variances, and indicates how much they were reduced
by taking into account the background variables in the models. It is
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clear that variation between schools was massively reduced in this way
(except in science), while variation between individual pupils was
reduced by about half.

Table 9.7  Random variances for cases with key stage 3 levels
?ﬁﬂ%@ﬁaﬁmﬁ&ﬁ“%@%&%&“%&%&%‘wﬁw&f&$n&:&?ﬁivtﬁw@:ﬂ*%“@ﬁk’mm‘&’w}l“?gm‘}?

Base case ; Full model ’ % reduction

iﬁi 7 in variance :
- ©  Qutcome School : Pupil  School  Pupil ~ School  Pupil
T‘HE CFFECTS ‘ variance . variance variance variance variance variance |
Non-arts " : : e
EDUCATION? Mathematics | 0.69 - 28 006 106 = 91% 3%
English 058 207 Ol 075 ' 81% 64%
Science 743 1278 - 410 5.71 45% 55%
Average non-arts 0.67 244 0.10 1.08 85% 55%
Arts '
Art 085 249 ¢ 025 138 | 0%  45%
Music ;143 257 - 000 091 : 100% 65%
Drama 034 189 000 083 © 100%  S56%
e R e B T S AR R R S e in e

Resulis of multilevel models controlling for prior attainment in
Year 7

A minority of pupils (548) had prior attainment data going back to Year
7 which was nationally comparable in some way and could therefore
be used to look at progress over the whole secondary phase of
education. However, because of the small number involved, analysis
was confined to the non-arts outcomes (our main focus) and no analysis
was done for the three arts subjects as outcome measures. Table 9.8
gives the normalised coefficients for this analysis, while Table 9.9
shows normalised coefficients for the three main attitude factors, and
Table 9.10 shows the random variances.

Comparisons between these results and those controlling for key stage
3 levels show little difference, except that for the Year 7 dataset fewer
background variables had significant coefficients. It seems that the
relationship between outcome and prior attainment was somewhat
stronger for key stage 3 than for Year 7, and that the former explained
slightly more of the variation between pupils.

202



EXTRINSIC TRANSFER EFFECTS

Table 9.8 Normalised coefficients for multilevel models relating to non-arts
outcomes, controlhng for Year 7 prior attainment

LT

3 Mrwwwwmsmﬁ%»umm' e

Background Variable i Maths - English | Science : Average score ;%

3 . onmon-arts

Pupil-level variables j :  subjects £

Sex (0=male, 2= female) ? 7 17.8 ; 10.0 -

¢ Black ethnic origin ?* 3 ; %
_f Astan ethnic origin ; ! i : 2
T ; WHAT ARE
4 Other ethnic origin : THE EFFECTS

Composite intake measure (all) 1703 531 96 o 634
Taken subject in KS4: art ;
Taken subject in KS4 PTG (RE 5 E
Taken subject in KS4: drama ? % -11.3

Taken subject in KS4: exp. arts o 5.7 ; ”
Taken subject in KS4: music

EDUCATION?

Index of arts subjects as favourite ‘ j
Index of arts sub)ects as feast favourite © -7.3 ; : -5.2
“Index ofans subjects as best at : [ o -
Total of +/- reasons for taking arts
Lesson enjoyment: all arts

No. of arts subjects unable to take

R AR

E
5'3:

Total benefits of arts subjects | 100 “ " .
Importance of arts subjects 7 N 5 _
Parental support 48 , 60 ; 5.6
Social class 86 | 87 @ 88 |
Age in years } ?

2 Index of extra- cumcu!ar acuv:ty art i ;

Index of extra-curricular actmty music § 6.6 i

 Index of extra-curricular activity: drama ; 8.1

~ Index of extra-curricular activity: dance 7 : 5

© Index of extra-cumicular activity: lterawre | . 66 | 67

- School-level variables | |

| Cachmentarea (0= rural to 4 = imnercity) | 112
Townsend index —1991 census '
% free school meals E
Total students ; :
Hours/week per arts subject . t o

. Total specialist arts facilities listed : S 218

,g Arts subject compulsory at KS4 5 R

2 Index of access Lo arts subjects at KS4 : :

g Tolal no. of arts extracurricular activities :: o

Vulues in bold are stamhcal]y 5|gmﬁcanl at the ﬁve per Cf:nl level
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Table 9.9  Normalised coefficients for derived aftitude factors relating to non-arts
outcomes, controlling for Year 7 prior attainment

R R L VR L

Background Variable Maths x English - Science Average score v

: on non-arts

g . arts subjects

% : B =

2  Positive about arts in school 28 . 26 . -44 -6.3 ¢

4 : ! . i

% Positive about arts outside school 21 181 22 94 i

2 i : &

;QHATARE ; Negative about arts in school i -1.3 -1.7 48

THE EFFECTS T T A ST = i : B
Values in bold are statistically significant at the five per cent level.

-1.8

EQUCATION?

Table 9.10 Random variances for cases with Year 7 prior attainment

e e S P R

Full model % reduction :
: in variance b
Outcome Schoot  Pupil | School  Pupil  School  Pupil

variance @ variance | variance  variance © variance variance

Non-arts

% Mathematics 0.36 342 0.12 167 66% 51%
English 065 229 | 000 118  100%  48%
9 Science 941 1L72 | 818 812 . 13%  31%
%i;m::mgenon-ans 053 187 | 007 LIl 8% 4% .
. T SO— R, |

Summary of results

Most of the results discussed in this section will be based on the
analysis controlling for key stage 3 levels, and may therefore be
interpreted as referring to progress during key stage 4. Where
substantially different results occurred in the analysis using Year 7
prior attainment, this will be highlighted. It should be emphasised at
this stage that this kind of statistical analysis deals with apparent
relationships between variables, and does not give direct information
about causality. Causal links may be suggested by the results, but can
only be confirmed by detailed and often longitudinal investigations of
the processes involved.

General GCSE attainment (non-arts GCSE outcomes)

*  Girls performed, on average, better than boys in English and on
average non-arts score, but there was no significant difference for
mathematics and science (see Table 9.3).

*  Pupils of Asian ethnic origin had better average results than white
pupils (see Table 9.3).
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There were no significant positive relationships between taking
any of the arts and scores in English, mathematics, science and the
average score in non-arts subjects (see Table 9.3).

There were apparent negative relationships between (i) taking art
and both English scores and the average non-arts scores; and
between (i) taking drama and both science scores and average
non-arts scores (see Table 9.3).

The index of positive reasons for studying arts subjects was
positively related to both English scores and average non-arts
scores (see Table 9.3).

The number of nominated effects from studying arts, and the
amount of parental support in the arts, were both positively related
to the English score (see Table 9.3).

The index of the importance of arts subjects was positively related
to the average non-arts score (see Table 9.3).

Pupils of higher social class tended to achieve better resuits in
mathematics, English and science (see Table 9.3).

As a general rule, extra-curricular activities in the arts were not
positively related to perfformance in English, mathematics, science
and average score in non-arts subjects. Two exceptions to this
trend reached statistical significance., Extra-curricular activity in
music was positively related to science scores, and extra-curricular
activity in literature was positively related to English scores.
There was some evidence that extra-curricular activity in drama
was positively related to average non-arts scores, though this was
not statistically significant (see Table 9.3).

Looking at the three main factors derived from the pupil attitude
questionnaires (see Table 9.5), it seems that the first (‘positive
about arts in school’) was positively related to English scores, but
negatively to science and average non-arts scores. The second
(“positive about arts outside school’ ) was positively related toboth
English and average non-arts scores. This relationship was even
stronger when progress from Year 7 to GCSE was analysed (see
Table 9.9). The third factor (‘negative about arts in school’) was
negatively related to the average non-arts scores.

Few school-level variables had significant relationships with
GCSE outcomes, and because of the relatively small number of
schools involved these should be treated with caution. It seemed
that the total number of specialist arts facilities listed was positively
related to mathematics scores, and arts subjects being compulsory
at key stage 4 was positively related to mathematics and the
average non-arts scores. On the other hand, the total number of
arts extra-curricular activities listed was negatively related to
science scores (see Table 9.3).
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Controlling for background variables {including key stage 3
levels) reduced the apparent variation between schools by up to 90
per cent (though only 45 per cent for science), and the vanation
between pupils by over 50 per cent (see Table 9.7).

Looking at the three overall attitude factors, the second (‘positive
about arts outside school’) appears to have a stronger relationship
with GCSE outcomes when controlling for Year 7 prior attainment
(see Table 9.9) than when controlling for key stage 3 levels (see
Table 9.5).

Arts GCSE outcomes

L]

Girls and pupils of Asian ethnic origin performed better, on
average, in art and drama than boys and white pupils, respectively
(see Table 9.4).

The number of arts subjects being studied, as a percentage of the
total, was negatively related to performance in all three arts
subjects (see Table 9.4).

Putting arts subjects as least favourite was negatively related to art
and music scores (see Table 9.4).

Putting arts subjects as ‘best at’ was positively related to all three
scores, most strongly to drama (see Table 9.4).

The index of positive reasons for studying arts subjects was
positively related to both art and drama scores (see Table 9.4).

The index of arts lesson enjoyment was positively related to music
scores (see Table 9.4).

The index of the importance of studying arts subjects was positively
related to art scores (see Table 9.4).

The index of parental support in arts was positively related to
drama scores {see Table 9.4).

Extra-curricular activity in art was positively related to art scores,
and extra-curricular activity in music was positively related to
music scores (see Table 9.4).

Looking at the three main factors derived from the pupil attitude
questionnaires, it seems that the first (‘positive about arts in
school’) was positively related to art and drama scores. The
second (‘positive about arts outside school’) was also positively
related to both art and drama scores. The thard factor ("negative
about arts in school’) was negatively related to all three arts scores
(see Table 9.6).
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* Controlling for background variables (including key stage 3
levels) reduced the apparent variation between schools by up to
100 per cent, and the variation between pupils by around 50 per
cent {see Table 9.7).

Conclusion

For our present purposes, the salient finding from the above is that,
once key background variables like social class and key stage 3 results
are incorporated into the analysis, there is virtually no statistical
evidence to support the claim that engagement in the arts boosts
general academic performance at the age of 16.

Crucially, the analysis found that there were no significant positive
relationships between taking any arts-based key stage 4 courses and
GCSE scores in English, mathematics, science and the average score
in non-arts subjects. Indeed, on the face of it, there was some evidence
that could be interpreted as suggesting that taking some arts courses
may have an adverse impact on GCSE performance: negative
relationships were found between (i) taking art and both English scores
and the average non-arts GCSE scores; and between (ii) taking drama
and both science scores and average non-arts GCSE scores. However,
in keeping with the most plausible interpretation of the QUASE
analysis and the findings relating to the average key stage 3 scores of
those taking different arts subjects, these negative associations were
more likely to remain a residual reflection of the academic profile of
the pupils taking art and drama.

Similarly, there was little evidence to support the proposition that out-
of-school or extra-curricular involvement in the arts imparted any
positive transfer effect on general academic performance in GCSE
examinations. The only exception here was a positive association
between extra-curricular involvement in music and science scores.
Given, firstly, that out-of-school music had no similar relationship
with English, mathematics or average non-arts GCSE scores, secondly,
that following a course in music was not positively related to high
science scores, and, thirdly, that there was a high association between
science scores and pupils from middle-class backgrounds, the extra-
curricular music—science anomaly is probably aresidual factor reflecting
the middle-class nature of both out-of-school involvement in music
and high attainment in science.

Overall, then, taken together, the QUASE analysis and the findings of
the Year 1 Survey failed to identify evidence on which to mount a
convincing case that the arts impact positively on pupils’ general
academic performance. In doing so, they add weight to a growing body
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of literature (Eisner, 1998; Sharp et al., 1998; Winner and Hetland,
forthcoming, 2000) that cautions against claims that the arts in the
curriculum as it stands engender a transfer or ‘Mozart effect’ to other
areas of the curriculum or attainment. However, before leaving the
subject, we need to examine whether the results of the two statistical
analyses can be squared with the subjective perceptions of teachers and
pupils on transfer effects to other areas of learning.

9.2.3 Evidence from the case-study schools

Teacher Perspectives

A small number of comments (9) from teachers proposed that the arts
improved performance in other areas of the curriculum through general
and non-specific ways:

The teaching and the learning stvles that are used within arts will
rub off in other areas (deputy headteacher).

Most of the claims from teachers, however, were more specific than
this and fell into two camps —a minor one and a major one: in the minor
group, there were those (12) that suggested that general academic
performance was improved through the arts encouraging positive
attitudes to school in general, whereas the majority group consisted of
those (71) that maintained that learning in other curricular areas
benefited through the transferable knowledge and skills that the arts
imparted. Each of these types is described below.

Transferable motivation and attitudes from the arts

Claims were made for the arts generally helping to engender positive
attitudes to school and the classroom environment. A deputy
headteacher commented that by taking an interest in the arts, '
[pupils] rend to react and become more pro-school’. A headteacher
spoke of the arts helping a student with a ‘school phobia problem’:

I've got him back into school now three days a week — not into
classes, just got him into the school. Now, next two weeks, he's got
a target of coming to school five days a week, but he's going to be
an assistant tutor with the artists and the primary school children
— art is motivating him (head).

There were other references to art fostering improved school
performance as a result of better motivation, behaviour and attitudes:

... there’s a teapot made of a flower from a lad in GCSE and that is
probably his finest achievement in this school and he’s done that
through art. But what that's given him is dignity, which has come
to other areas of the school ... (head).

Teachers commented on arts involvement having an effect on self-
confidence, and thereby raising aspirations in other areas.
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Transferable knowledge and skills from the arts

This type of response amounted to the most frequently claimed type of
effect within this subcategory, with some teachers describing the
transference of skills and knowledge as ‘knock-on effects’. It therefore
links with sections of the report that discuss the original direct effect,
for example, artform technical skills (see section 4.5), thinking skills
(section 6.2) and teamwork (section 8.8).

Claims made for the transference of knowledge and skills from the arts
to other curriculum areas tended to be artform-specific, and interesting
differences by artform in both frequency of claims about transfer
effects, and in the types of transfer claimed were apparent. References
to drama and art were particularly dominant (26 and 20 respectively)
— indeed, both artforms had more references for this effect than the
other artforms put together. Music attracted only five.

Of particular note is the small number of claims for transferable
knowledge and skills made for music. For example, although
connections between music and mathematics have been postulated
generally, there was only fleeting reference to this from the teacher
interviewees —a comment about the mathematical precision required
in music, and the rhythmic, numerical basis to dance. As outlined
above, music has been the main focus for studies on transfer effects,
and although the one reference to research by an arts teacher in the
case-study schools was from a head of music, transferable skills were
not the subject of claims made about their own music teaching. Hence,
it is interesting that the case study data presented here do not indicate
that teachers of music and other staff (notably senior management) see
transfer of knowledge or skills as a key effect of music education.
Indeed, in contrast to the attention given to music in previous research
and recent media coverage, teachers were more likely to identify
transfer effects in art and drama than in music.

For art and drama, the skills which were perceived to be transferable
from the arts to other areas of the curriculum included: drawing skills,
presentation, performance skills and speaking in front of a group, skills
related to group work, communication skills, research skills and
accuracy.

These claims for the transfer of skills were presented in two main ways:
those where transfer was clatmed without any reference to examples or
evidence, and those where interviewees based their claims on perceived
improvements in student performance. The former, in particular,
assumed that because common skills are evident across curriculum
areas, for example, drawing in biology and art, pupils will be able to
implement this transfer and apply skills developed in arts subjects
within other lessons. The following comment exemplifies the
assumption that pupils will be able to ‘use art’ where necessary or
appropriate, in history:
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If they are doing a history project, they will maybe look at cave
painting and maybe in some instances where pupils really cannot
communicate in terms of the written language, they have more of an
understanding of being able to use art (head of art).

However, many teachers did focus on theirexperiences in the classroom,
and provided anecdotal evidence to substantiate thetr ctatms for the
transfer of skills. Interviewees from a range of subject backgrounds
described noticeable differences in the work of pupils taking the arts,
which they perceived were brought about because of the transfer of
skills from the arts to other curriculum areas. Examples from three
different curriculum areas were as follows:

. if they are good at art, then it does have knock-on effects on
presentation. Youknow, for example, if they are doing a newspaper
front page then it will look better, it will be more thought out and
they will have got an idea of, sort of, special awareness of laying out
a page (head of English).

I'notice in science ... that the spread across of artistic skills into the
scientific area, literally in terms of the skill of being able 10 draw
what they see, better ... they are now far more accurate. That isa
definite improved skill and that isn’t just the higher-ability pupils
either (deputy head).

Tknow that in RE ...  have had feedback from teachers saying 1o me,
you know, ‘Oh, we acted out a Christian christening ceremony’ and
it was fascinating to hear them say, like, '‘Remember, we must face
the audience’ and 'No, no, no, you are not meant to be on that side.
You should be on this side. Now remember, I will freeze and then
we will come to life’: all the things that they have learnt in drama
that they are then taking out into other areas and using, which |
think is very positive, when they are making these cross-curricular
links (drama and dance teacher).

This last contribution, aithough still based on teacher perceptions, does
suggest that pupils were explicitly making use of techmques developed
in drama.

Although accounts of transferable skills tended to be specific to
individual artforms, some interviewees spoke of the transfer of creativity
or thinking skills which went across the arts. This deputy head with a
non-arts background discussed the development and then transfer of
critical skills (in the serse of being able to critique work) and problem-
solving:

... itis learning those critical skills, and those are skills that you take
across the curriculum. Problem-solving, be it a piece of art work,
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be it trying to make a piece of music from some ideas, or the drama,
this is the theme we are working on, it is problem-solving, in space
and shape and dance ... so there are all those kind of levels of skills
and experience that are transferable both across the curriculum in
school, but in terms of life skills, as far as I can see.

A head of expressive arts focused on creative thinking, and the
processes of investigating, making and recording as common areas of
experience in the arts and other subjects:

it is learning to think in lots of different ways. Creative thinking, I
would say, is one of the things that they do get from us and all the
usual investigating, making, recording. Well yes, we do all those
things that you do in other subjects.

Related to the transfer of creative skills and thinking were references
to the transfer of creativity itself, and the transferability of an ‘arts-
making process’:

I would have thought that creativity in one area of the curriculum
must lead to creativity in another area of the curriculum, for
example their linguistic creativity and so on; I think one does lead
to the other (deputy head).

... the way that it’s not necessarily the first idea that's the best. |
mean it's not necessarily a bad thing to ditch 90 per cent of what
you've just done and just keep ten per cent and go on. I mean, that
kind of arts-making process is very transferable, isn't it, to other
subjects, to life, to your family? ... (drama teacher).

Distinguishable from the transfer of skills, many responses also
focused on the transferability of knowledge or curriculum content,
Some responses (notably from drama, and indicative of the placement
of drama within the English curriculum) focused on transfer related to
National Curriculum requirements:

... particularly in the speaking and listening attainment target,
there is a specific reference there to using drama and role play in
the teaching of English and in fact all English classrooms should
have some drama element (head of English).

[l introduced Shakespeare] specifically through drama in Year 8 so
they were used to doing Shakespeare by the time they got to Year 9
where they have to do it for SATs in English ... you would introduce
itinaworkshop style so that they came with the idea into Year 9 *Oh
Shakespeare, goody, goody. It's fun, I like Shakespeare’ (drama
teacher).
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Some arts teachers talked of how their subject area was ‘beneficial’ to
other areas of the curriculum: for example, drama giving a deeper
understanding of characters in English and history:

It brings it to life for them, it takes it off the page ... (drama teacher).

For example, in English, if you were this person ... what would you
do? Why? You know, when they're reading a novel in history, why
didthis persondowhat they did? Whydid Henry VIIl have his wives
executed? I mean, hopefully they would think about that and if then
vou could go into role and do some drama on that, you know, they
do have an amazing ability to think as other people (dramateacher).

A further variant was to be found in the contributions of those teachers
who spoke of giving pupils experiences in the arts to support the work
done in other subjects. One drama teacher, for example, described
work around the theme of war to back up a World War 1I topic in
history, and another snggested that linking drama to every curriculum
area was a way forward for drama, with its marginalised place within
the National Curriculum:

! like to think of the arts going into every curriculum subject, which
iswhat I'trytodo. Itryto link inwhat [ am doing, you know, to other
subjects. Ithink that really is how drama especially has to go as we
are not part of, independently part of, the National Curriculum
(drama teacher).

Teachers recognised the potential for cross-curricular themes and
topics, but even within the arts themselves, constraints meant that the
opportunity to work together could be lost:

Art makes masks; we don't do it at the same time with the same year
group ... things that they do in music, I could use in drama. Do you
know what | mean? Dance ... does something on the North
American Indians. My mask and mime project is on a North
American legend, but we don’t do it at the same time with the same
groups. It is a timetabling restriction and it is also our aim to get
ourselves working together, you know (drama teacher).

A final type of response centred on the use of arts-based techniques and
processes in non-arts lessons. Most common was the use of ‘empathy
exercises’ and role play, for example acting out red bloed cells trying
to get through a blocked artery. One drama teacher spoke of trying to
encourage teachers to make use of dramatic techniques:

I would like to, say, do an INSET day on how they can use, other
subjects can use drama techniques in their lessons. [ think there is
a natural, inbred fear from other departments when it comes to
drama. The idea of having kids walking around talking is, is, you
know, seems horrific.
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Although the wider use of teaching methods and technigques common
to the arts was seen as relevant to this ‘transfer effects’ category,
facilitating transfer may not be the intention behind the use of role play
and other techniques across the curriculum. It could be that a different
rationale — such as motivating pupils, or a school-wide focus on
teaching styles — underpins the borrowing of techniques from the arts
by non-arts teachers.

Overall, then, with reference to teachers’ accounts of transfer effects
to non-arts subjects, a few suggested transfer was mediated through
generally improved motivation, while a large number pointed to the
importance of transferable knowledge and skills acquisitions through
the arts. Comparatively few claims were made for music, and differences
were evident between the claims made for art and those for drama.
Broadly speaking, with regard to art, teachers made claims for the
transfer of skills such as drawing, accuracy, the setting out of work and
presentation to other areas of the curriculum, whilst, with regard to
drama, teachers focused on knowledge and curriculum content.
Teachers spoke of drama’s explicit curriculum links (with health
education, Personal and Social Education and National Curriculum
English requirements), and of drama reinforcing work done in other
areas: for example, war could be a theme for history and drama.
Responses for drama also highlighted the adoption of drama-based
techniques by teachers in other areas of the curriculum: for example the
use of role play and thought-tracking in history.

Finally, it should be noted that in responses claiming transfer of
knowledge and skills from the arts to other curriculum areas, teachers
were making claims about perceived transfer. It was not evident to
what extent, if any, teachers explicitly addressed and fostered these
cross-curriculum connections with pupils, or whether pupils were left
toaccomplish the transfers themselves. By and large, the latter seemed
to prevail and it appeared that pupils were not taught how to make such
transfers. Itis to pupils’ perceptions of possible transfereffects to other
areas of learning we now turn.

Pupil Perspectives

The pupils provided 107 comments on the transference of their arts
learning to other areas of the curriculum or their learning behaviour in
general. Following the pattern set by their teachers, drama and art
registered the highest nominations (39 and 40 respectively), with
music only atiracting 13 comments.

Only a small minority (5) referred to transfer effects that focused on
motivational or behavioural developments: two, for example, talked
about ‘behaving better’ and having more self-discipline as a result of
their engagement in the arts. However, unlike their teachers, none of
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the pupils actually stated that their interest in, or motivation towards,
learning in non-arts subjects had increased on the back of their
experiences in the arts, Thus, neither the amount nor the nature of these
comments provides any qualitative evidence to support the propositions
that (a) pupils’ experiences of heightened self-estcem in the arts lead
to increased motivation towards learning in other subjects and (b) that
such a generalised impact on motivation is sufficiently powerful to
raise pupils’ general academic performance. Thisis nottodiminish the
significance of the five contributions for the individual pupils involved
nor is it to question the authenticity of what are genuine ‘transfer’
effects: according to their evidence, these pupils were ‘behaving
better’ and applying more self-discipline in other contexis as a result
of developing these qualities in their arts subjects. Itis merely to point
out that their accounts fall short of evidence needed to substantiate
these two propositions.

Like the teacher interviewees, the majority of pupil comments focused
on transfer effects through knowledge and skills. These are described
for each of the main artforms.

Art

In art, by far the largest nurnber of remarks (25 cut of 39) described the
application of art-enriched drawing skills in other subjects. Inaddition,
there were six non-specific comments, four of which referred to art’s
affinities with design and technology, most probably with the drawing
connection in mind. The following typical extracts illustrate the
transference of what were variously described as ‘drawing skills’,
‘presentation’ or ‘pen and pencil skills™:

In geography recently we've had to do a project where we had to
draw a poster of pollutants and write an essay to go with it. And [
chose oil pollution and being able to draw helped me doing that,
'cos | drew an oil tanker crashed on a rock and [ got top marks for
that, And that looked good. Being able to use different media that
the arts taught me, I can do good drawings (Year 9).

[ know it’s improved my drawings, things like that, and a lot of time
if you are good in drawing in certain lessons you can get quite a
good mark, if you are like designing something (Year 8).

. in English and history you have to draw to produce your best
work. Because you have to draw something to indicate what you are
writing about, you cannot just have a piece of writing. You have to
decorate it, to make it stand out and look nice (Year 9).
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Well, I suppose it helps slightly in design work, just basically pen
and pencil skills, more useful (Year 9).

All subjects involve some degree of art because like ‘Can you
itlustrate the battle of such and such where such and such fought
such and such?’, and having just a little bit of art education behind
vou enables you to not just draw a few squiggles and say: ‘That’s
William the Congueror', but to have shade and tone, make it
interesting and colourful (Year 7).

Although the numerous such references testify to the validity of this
outcome as a genuine transfer effect, it is arguable, at least, that in
themselves, drawing and visual presentation skills would not be
instrumental in raising the level of achievement in many other areas of
the curriculum to a significant degree. Indeed, in certain subjects, an
overly meticulous concern for attractive visual representations could
be counter-productive and interpreted as a diversion from the
demonstration of more important assessment criteria. Accordingly, on
this basis, itcould be argued that the transference of skills in graphicacy
alone — aithough, undoubtedly, important aspects of the curriculum —
arc unlikely to precipitate substantial gains in general academic
performance. However, the remaining eight comments could have
greater potential for achieving this.

These comments dealt with the transferability of more cognitive and
knowledge-based outcomes from art. It was noteworthy that, in
comparison to the accounts of the manual and technical drawing skills
which tended to be cited by key stage 3 pupils, those that focused on
the cognitive dimensions were more likely to be registered by key stage
4 pupils, indicative perhaps of the greater insight into the cerebral
processes associated with creative making in art that comes with
maturation and/or more sustained engagement with the artform.
Examples of the latter type of comments are set out below, along with
labels that depict the type of transfer identified by the pupils. The

number of comments made to each type is glven in bracketq

e I g s P R B i

Espeaallv wzth nature, it's all a’tsappearmg row, so Ihe

Using art- more you see of it the better. It's like walking round with
based your eves shut. if you don't actually look, you never really
observational experience it. Even if, though, you're just looking, you're
and imaging still keeping the images in your mind. That can help you in
skills to inform  other subjects. Like in English, if you're asked to write an
expression in essay, youcan remember a picture and write an essay about

other media (2) the picture, what you say, or use art in stories, images that

you remember you can write down (Year 9).

P o ot GG AT At - e [T, s
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Using an
art-based
imagination
and the
fabrication
of ideas (2)

rrgiens e ST e o e A e e il

1 zhmk that inaway, it would benef tmein subjects such as

English, which is also using your imagination, so by using
my imagination in art, it’s also helping me to use my
imagination in subjects like English.

Interviewer Can vou expand on that a little bit more or give

meany examples of when youfeltthat happening ?

Well, the last piece of coursework we had to do, it was very
much having to picture yourself, picture what was going on,
and in art, we have to use our imaginations to try and draw
what we can picture in our :magmanon (Year 1 l)

Using an art-
based capacity
to interpret (1)

PR T PP USRI

It’s all about interpretation. You look at something and you
do what you want to do with it and I sometimes bring that
in English, so I kind of read something and then interpret it.
[ thmk that I got a lot of that from art (Year ] l)

L i B S

Using art-
based
cultural
knowledge (1)

When I was talking to, like, the French Ieacher at the
college, they said it wasn’t necessarily learning about the
language, but itwas learning about the culture in France us
well, so maybe [ would be able to ... maybe that would help
me be, like, ‘Yes I studied that in secondary school; | studied
that in art’, so maybe that's the only link that I can see ...
(Year 11).

Using art-
based
expressive
skills (1)

R B e P B

it also helps in drama, when you are working in groups in
that, and it helps show yourself in your paintings, and
that helps also in drama because you can let yourself go
(Year 8).

Using art-
based
concentration

1)

Well, I think it [art] kind of helps you in maths as well,
because you learn how to concentrate more on what you're
doing, so it helps you concentrate on everything else as well

(Year 9).

While the reported transfer effects of drawing skills possessed sufficient
quantity but probably lacked the quality to impact significantly on
general attainment, the converse seems to be the case with the latter
comments. They exhibit the kind of cognitive capacities that would
seem capable of making adifference to performance in othercurriculum
areas, yet their limited frequency suggests that such transfers are not
common currency, or that awareness of the transfer is limited. This is
especially the case if due account is taken of the fact that the sample
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consisted of pupils who were attaining well in particular artforms in
schools that were selected because of strong reputations in arts provision.
In the more representative samples surveyed in QUASE and the Year
11 Survey, small proportions of pupils affecting such transfers would
be expected to be found. Thus, although the pupil evidence on art-
based transfer effects to other areas of learning is strong and illumninating,
there are good grounds for treating these qualitative findings as
conststent with the statistical results outlined earlier.

2

WHAT ARE
Drama THE EFFECTS
Drama attracted as many nominations of transfer effects as art, though oF

. . ARTS
the crucial difference was that for drama the remarks were spread more

thinly across a wider range of effects. The diversity of the comments
relating to transferable knowledge and skills is illustrated in the
following remarks:

EDUCATION?

Using drama-
based

English it definitely helps in thar (it is] a lot about
communication, being able to express yourself clearly and
carefully, so [think that's where it helps as well. It just gives
me confidence overall as well, which helps in all my
subjects, answering and being in class (Year 11).

improvements

in reading out —

loud, speaking, ! suppose, like, if you wanted to stand up for yourself or
communicating something, or discussion work in English or you want a
orally in other  debate over something, [ think it helps being fluent talking
subjects, to other people (Year B),

mainly in -

English (12)

It also helps, I mean, if you have to present a finding, have
to make a presentation in science, it helpsto have the drama
to give you confidence to be able — if you are not quite sure
of your facts — to be able to bluff along (Year 11).

Introducedto Shakespeare — enjoyed that - learnt about the

Applying language — doing it in English as well. Thar was good
drama-based because we were learning the language in English and
knowledge of putting it into practice in drama (Year 8).

Shakespeare —

and his It can teach you things, like English, because you look at
language in and analvse things such as Shakespeare, especially in A-
English (4) level courses, I read that you do nice plays and from what

my friend is doing, she does the plays (Year 11).

R st
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Using drama-
based ideas
and
imagination
in other
subjects (3)

Engltsh is the main one that it e}fﬁects because in Englzsh
you are able to use things that you know in drama, to
improve your English. So, when you are writing a story,
because youknow about so many things that have happened,
like in drama, we do so many different things, it gives you
ideas, so that helps (Year 9).

. you learn to develop ideas and that helps in other
subjects as well, because it's like ‘Well I have got this idea
for this, this design idea in technology’ — I can develop it,
it just sort of rubs off. Youmight not say: ‘Oh yes, indrama
I learned to develop my ideas; | cando this in English’. It’s
just there, it just sort of helps. Well, [ think that's what helps
me (Year 11)

Syn—

Interviewer: So a'o you think in geography yvou are learning

Using
drama-based
group work
skills in
other
subjects (3)

about group work as well, or do you feel like in
geography you were using the skills that you had
from drama?

I think I would say I would have been using the skills that [
had gained from doing drama and things like that, but also
enhancing them a little bit extra (Year 10).

As well as work with other people, it helps you to, sort of,
communicate and things like that. I find that it helps me to,
ifyou're in a situation to communicate with somebody else,
you become a lot more forward in working with somebody,
because you don’tknow them oryou're only there with them
a little bit, it doesn’t happen to be your best friend and you
can still work rea[ly we!l wuh rhem (Year 9).

Using drama-
based
increases in
self-confidence

3)

dike I satd my conf dence That's going to help me with
!aw, to stand up and debate andthat, and why this happened
inthis case and all thar stuff. Yes, confidence is really going
to help me in English and in computing; in law, that’s
definirely going to help. I am glad I chose drama because
of that (Year 11).

Using drama-
based role play
skills (3)

SO — B oS ort TS A AT

.. sometimes in history we act plays out and | think: ‘I can
do this, because we have done this in drama and | have
learnt all the levels ana’ rhmgs like that (Year 7)

AR L TR T AL

Drama
creates
relaxed mood
for next

lesson (2)
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Somettmes tf we do rea[ly hard work in the lesson before
like history, and you get on with the work and sometimes you
get tired and you concentrate less. [ think if you are doing
drama first and then we did history, then we would work

harder in htsmrv because we are more rela.red (Year 7)
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[ think drama and media too. It’s helped me look at things

Using drama- in a different light, rather than just looking at things from
based capacity  one point of view, getting to take it in loads of points of view.
to see things That’s helped me in history when looking at sources too, so
from another instead of looking ar a source and thinking ‘Well, that’s

perspective (1) wrong’, I am thinking ‘Well, if ... * and it helps me get into
their heads more than I would have been able to (Year 11).

2.
WHAT ARE

Other types of single responses included: ‘helping with scriptwriting THE EFFEC;i
in English’, *helping generally with English’ and ‘applying similar ARTS
expressive skillsinart’. Clearly, there are some persuasive descriptions EDUCATION?
here of drama’s capacity to stimulate effects that are, according to the
pupils, transferable and pertinent to several other areas of the curricutum,
but especially English. In considering the possible reasons why such
carry-overs do not show up in the form of raised GCSE performance
in the statistical analyses, three points may be offered. Firstly, and as
with art, these drama-based transfer effects are probably making very
important contributions to cross-curricular leaming, but, relative to the
strong influences of the key background variables, are not robust
enough to appear as statistical indicators of added value over the
timespan of key stage 4 courses. (A comparative analysis of pupils
with minimal exposure to drama with those who have experienced a
substantial amount over the full phase of secondary schooling would
make for an interesting study.) Secondly, the main transferable drama-
based effect, according to the pupils, emphasised various aspects of
oral skills, but the role of oral assessments in GCSE examinations is
limited — except in modern foreign languages, but none of the pupils
mentioned a transference to this area of the curriculum. Hence, the
pay-off for developments in oral skills in terms of examination
performance would not be demonstrated. Thirdly, and most significantly
for drama, the transfer effects identified by pupils were very diffuse.
This reflects a constant finding throughout the research that, of all the
artforms, drama displayed the greatest variation in interpretation and
provision: different schools and teachers held contrasting views as to
the nature of drama as a subject. Hence, the permutations of perceived
effects varied from one school to the next. One of the implications of
this lack of consensus about what should be taught in drama is that in
larger samples of schools and pupils - such as those employed in the
QUASE and Year 11 Survey analyses — the effects on pupils will be
dissipated and any potential impact on general academic performance
diluted. In line with this interpretation, findings from the Year 11
Survey show that the perceived effects from drama varied substantially
from school to school {section 11.3). Moreover, and most importantly,
the QUASE and Year 11 multilevel modelling analyses suggested that
in certain schools there are strong positive relationships between arts-
based subjects (including drama) and GCSE performance, while in
others they may be non-existent or even negative.
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Music
As indicated previously, music attracted a third of the number of
transfer effect comments (13) received for art and drama. Owing,
perhaps, to the small quantity, no particular type of perceived transfer
effect from music emerged as a clear front runner, unlike in art and
drama.

One pupil talked about the ‘self-discipline’ developed through music
and two described how their self-confidence in other lessons had been
boosted through music, especially through giving musical performances:

lused to be scared of what other people think of me. { mean [music]
has helped me in other subjects, speaking up in class, because I can
give answers out and if it’s wrong, you just laugh it off and forget
about it really, but before I didn’t dare speak, because I thought if
it was wrong, people would just laugh at me (Year 11).

Another Year !1 pupil highlighted the transferable skills of group-
hased working:

... working in a team, in a group, because you've obviously got to
do that when you're playing in a band, listening ro everybody else
and getting the right balance and everything. And it helps you know
when you 're doing group work or practicals, say in science. It’s not
just in music; things that you learn in music can spread over most
of the subjects.

Three pupils touched on different cross-curricular links that had arisen
in connection with leaming about rhythm in music: a Year 11 boy had
used his knowledge of rhythm from music to inform an art project on
rhythm; a Year 7 girl referred to the relevance of music work on
rhythms to her dance lessons; and a Year 11 girl drew out some
interesting connections between musical rhythms and learning to
speak a foreign language:

I'm quite good at languages, which you could say goes back to
music, because of the rhythm of the language because different
languages have different rhythms and sounds, so it could be related
to music.

Other pupils identified connections to history, maths and PE:

It just helps you in other subjects, like if vou’'re doing the same
things [historical periods] in history and music. It helps you in other
subjects to know more (Year 9).

... music and maths. It might not seem like it, but you have to time
bars and things and add them up and that process helps you in other
subjects (Year 7).
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9.3

... music, the skill of reading music. I think it helps you with your
reflexes, probably with sports as well, withyour eye—hand reactions,
when you are catching a ball. When you are looking at music, you
have to immediately react (Year 7).

This last pupil went on to say that playing music also helped to develop
her memory, and this has already been expanded in section 6.2 on
thinking and problem-solving skills.

Though interesting in themselves, both the small quantity of comments
on perceived transfer effects for music and their disparate nature
suggest that if studying music does enhance general academic
performance, then it does so without most pupils being aware of the
processes through which the impact is mediated. If that was the case,
signs of the effects would need to be investigated through research
based on non-perceptual data such as the two statistical analyses
offered earlier, which, taken together, found no firm evidence that
taking music at key stage 4 raises general academic performance.

Overall, then, the qualitative data on pupils’ perceptions of transfer
effects can be interpreted as broadly consistent with the findings from
the two quantitative analyses summarised previously. There was little
pupil endorsement for the proposition that for many pupils increased
self-esteem through the arts actually translates into higher levels of
motivation in other subjects, which in turn leads to higher attainment.
In contrast, sizeable numbers of pupils did testify to the transference of
knowledge and skills gained through drama and art to other areas of the
curriculum. However, for a variety of reasons (e.g. effects that were
not highly rated in assessment criteria, dissipated effects, limited
frequencies), it was suggested that these perceived effects, although
potentially important in contributing to effective leaming in other
areas of the curriculum, may not be robust enough to display a visible
effect in GCSE examination performance. In addition, important
variations between schools were seen to be a factor warranting further
scrutiny,

TRANSFERRING EFFECTS TO EMPLOYMENT AND
WORK

This section covers claims connected with the perceived transfer, in
terms of skills and knowledge, from the arts in school to the world of
work. Providing pupils with encouragement for further education or
career-related involvemnent in the arts is anotheraspect of this outcome.
The views of teachers and pupils are considered, followed by an
overview of the opinions of some employers and employees. Although
pupils made a fairly strong case for the transfer of specific arts skills

221

2.

WHAT ARE
THE EFFECTS
OF

ARTS
EDUCATION?




2

WHAT ARE
THE EFFECTS
GF

ARTS
EDUCATION?

ARTS EDUCATION IN SECONDARY SCHOOLS

222

to employment, teachers, employers and employees focused more on
the work-related transfer of other skills, such as self-confidence,
teamwork skills and commitment,

Teacher Perspectives

The few teachers who made comments about this outcome tended to
focus on the transfer of life skills, as opposed to specific arts skills, to
employment, and on encouraging pupils to enter further work-related
involvement in the arts.

Drama was particularly associated with this perceived effect, and the
following quote sums up this purported outcome:

I don’t believe drama and dance to be sort of things that you put on
a stage and show. [ believe that the whole process of creating
anything and working collaboratively, then stepping out and being
solo amongst a group, are life skills (dance and drama teacher).

An LEA arts adviser focused on the connections between skills
developed in the arts and ‘what businesses are saying’ they want from
their employees. He emphasised the importance of encouraging
children to believe that there are jobs in the arts:

To say to the kids ‘Look, you can do anything ... you want to be an
actor — what a good idea; you know we will help you’, not ‘Whoa
— no jobs in acting".

Other teachers tended to focas on encouraging pupils to engage in
further study in the arts, particularly at art college.

Pupil Perspectives

Pupils tended to attribute more status to the extrinsic transfer outcomes
of the arts than teachers, making numerous references to these effects.
In addition to the transfer of specific arts and other skills to employment,
pupils made a case for the arts more generally helping them to secure
a job in the future, and offering them the motivation to pursue arts-
based careers.

Facilitates getting a job in general terms

Eight pupils, the majority of whom were in Year 7, made general
comments about how they thought their participation in the arts would
help them secure a job in the future. In many respects, pupils at this
stage were vague about possible connections between an arts education
and its relevance to the world of work. One pupitl stated how studying
the different arts ‘could help me to understand which job to take in the
Juture’, whilst three simply thought that the arts might give them ‘more
chance of getting a job’ or ‘would come in really handy when you are
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older’. Four pupils, including two from Year 9, talked about being
able to get higher GCSE grades in arts subjects, something which they
perceived would help them obtain a better job.

Transfer of specific arts skills to work

One outcome of studying the arts commonly cited by pupils was the
enhanced possibility, in terms of the specific skilis gained, to pursue a
career within the field, such as becoming an actress, a musician or an
artist. Altogether, 63 pupils thought that the specific arts skills that
they had developed could help them if they chose to pursue a career
related to the arts, and many saw this as a reason for studying these
subjects.

A total of 126 comments were made by pupils from the five schools,
although the numbers of comments made varied from 18 at one school
to 37 atanother. Comments were made about each of the artforms and
the arts as a whole, but the number of comments about each artform
varied, as did the balance of perceptions about the different artforms at
each school. The highest number of comments were made about art
(41}, followed by music (32) and drama (27). One school received a
particularly high number of contributions about art (17), and another
attracted a large number of comments about music (15). The references
to drama were made by roughly similar numbers of pupils at each
school. This pattern may suggest that, when considering a career in the
arts, pupils are influenced by something specific to the individual
artforms, as well as to the manner in which they are mediated by the
teacher(s) in particular. Four comments referring to English as a
medium for learning skills of direct relevance to careers in the arts were
made by pupils from two schools, whilst dance generated three
comments, from pupils at two schools.

Although the transfer of arts skills to their future career was seen as a
potential outcome for pupils of all ages, a higher number of comments
came from pupils in the first year of each cohort (Year 7 and Year 9).

Pupils in Year 7 held fairly uninformed opinions of how learing in the
arts would help them in their future jobs and careers. A great number
simply stated that they personally wanted a career in the arts, for
example: ‘[ want to be an actress’, ‘I think I'd like to become an art
teacher or a dance teacher’ and ‘'I'd like to be a musician in a big
orchestra’. In addition to this group of pupils who were specifically
aiming for a career in the arts were others who recognised that the
specific arts skills developed would be useful if that was what someone
decided to do, for example: ‘It helps vou, like, if you decided to be an
actor when you grow up.” Many of these younger pupils referred to
‘becoming’ an actor, or musician, and so on, and to what they wanted
to be ‘when you grow up’.
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Older pupils were usually more explicit, but also more tempered, and
arguably, more realistic, in their perceptions of the arts as the basis of
future jobs and careers. For example, one Year 9 pupil said: “There is
no way { can predict what [ am going to do, but I would like to have o
music career’. Other occupations pupils mentioned where they felt
their arts skills and knowledge would be useful were, amongst others,
architecture, fashion design, journalism, choreography, and interior
design. Older pupils did seem to be more aware of their own talents and
abilities, and saw learning in the arts at school as building on this. A
few of these older pupils had obviously thought through their future
career options and had specifically chosen arts subjects accordingly,
forexample: ‘/want to be an actress, sothat’s why [ am taking drama.’
One outcome of learning in the arts mentioned by a number of pupils
was the basis for further study at college, in art, the performing arts or
media studies.

Transfer of other skills developed through the arts to work

Fifteen pupils made a total of 18 comments about the arts having
helped them develop other skills which would be useful in their future
jobs and careers, such as communication and teamwork skills. Half of
these comments cited drama as the source of this effect, and the
majority were made by pupils in Year 9 or above.

Self-confidence was one quality which pupils thought could be increased
through the arts and was perceived by several individuals as being
invaluable for a career as a lawyer. Other skills were also mentioned
as being relevant to this profession:

I'd like to be a solicitor or something like that and ... [drama]
...gives you more empathy and you can feel what the person you're
defending is thinking about and you can project your voice well and
you've got more self-esteem ... (Year 7, drama).

In more general terms, other skills developed through the arts were
discussed as being transferable to work in a broader sense, such as
teamwork and communication skills:

I think [drama] will help me a lot with teamwork in the future. If [
am going to progress into a workplace, into an environment where
you have to work as a team, then it would be very helpful because
I have learnt what it’s like now, and I know about listening to others
and I think it will help me a lot (Year 11, drama).

Drama probably helped with communication and things and [ still
dodrama out of school, and being on a stage as to do withmusic like
singing or reciting or acting or whatever. [ think that gives you
more confidence and it makes you able to express yourself better in
front of people, and that’s probably something that vou will need ...
later on (Year 11, arts).
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Encouragement of involvement in aris-related careers

Six pupils mentioned a related outcome of the arts, namely that their
participation in school-level arts had encouraged them to carry this on
at college, or pursue an arts-based career. To a couple of pupils, it was
involvement in extra-curricular activities which had offered
encouragement:

Being in ‘Bugsy’ has made me think about doing it as a career,
taking it ar college (Year 7, drama).

The majority of the comments in this subsection were made by pupils
in Year 11 who had already made the decision to pursue arts subjects
at college. Two of them felt that it was the work they had completed
in Year 11 which had encouraged them:

It's made me more enthusiastic about art. [ am definitely taking it
upatcollege. Iwasn’t going to because I thought ... well, Iam good,
but I wouldn’tdoit. But I really, really want to do itnow. Yes, Year
11 has shown me that I can just sit there and do art and 1 want to
learn more. I'want to do it for a longer time (Year 11, art).

Employer and Employee Perspectives

To further illustrate the perceived relationships between arts education
and the world of work, interviews were carried out with a number of
employees and employers from a wide range of companies and
organisations (see Chapter 1). This section aims to present some of
their opinions, but does not represent a complete analysis of all the
comments made. Interviewees were asked about their views on arts
education, thetr own involvement in the arts, and for their perceptions
of how arts education affects employability. In addition, employers
were asked how much notice their company takes of arts experiences
and qualifications during recruitment.

In the main, comments made by the employers and employees who
were interviewed seem to corroborate the pupil and teacher view that
the arts in school offer benefits to pupils in terms of their future
employment. Notably, it was the transferable skills which the arts
developed which were felt to enhance employability, rather than
specific arts-based competencies.

Several interviewees gave accounts of how their personal involvement
inthe arts had affected their employability, either directly or indirectly.
One newspaper reporter offered the following:

I think I've been shaped through my interest in the arts into what |
am now and where [ am and what I'm interested in, so therefore |
suppose the kind of person I am is reflected through my interests,
which are all arts-based.
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Another employee talked about the skills he had developed through
participating in school-level drama, including drama competitions,
and how these related directly to his field of work:

Teamwork, I think, was brilliant. Communicarion, obviously,
which is really important in this job ...I suppose leadership, from
a director’s point of view,

Involvement in both drama and music was seen by interviewees as
having offered a balance to school work, helping to develop more
rounded people which, as one employer stated: ‘reflects well on any
organisation’. In more general terms, this last comment was reinforced
by one human resources adviser, when asked for his views on how arts
education affects employability:

... Tdefinitely think that it will increase the chances of you gerting
an interview. [ don't know about getting a job, but [ think you
definitely look a more rounded, well-educated person who is
interested in a lot of different things, can cope with lots of different
things going on in their lives. From that point of view, [ think
emplovers see it quite favourably ...

Several employers and employees made general comments which
reinforced the pupils’ opinions that the arts develop transferable skills
which would be useful in their future employment. One Organisation
Development Manager made the broad statement that the arts subjects
‘can be great skill builders’. Skills referred to specifically included:
‘initiative’ and ‘determination’. The development of teamwork skills
and confidence through participation in the arts, particularly extra-
curricular activities, was mentioned by several interviewees:

It shows that they have got an imagination. If it were a musician,
itwould probably give an insight into teamwork, especiallyifthey'd
played an instrument, where they were in an orchestra or a small
group, or even a pop group. I mean it’s still teamwork at the end
of the day, just being in a band. So, again that’s something you'd
think was a bonus. As [ say, we look for team working skills.

All the people that I have met that have done theatre or drama, and
there have been afew, they are very confident. Thatisanoverriding
thing: they are very confident and they work well in a group.

Arts involvermnent was also seen as a way to demonstrate to employers
an individual’s sense of commitment and achievement:

... achieving Grade 8 piano ... it may be their greatest achievement,
and obviously you'd recognise that there's a lot of skill and
commitment involved in that.
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Exemplifying a certain viewpoint within this sample, one employer
saw arts as merely performance-related, and although he was looking
for some of the same skills in employees to those identified eartier, did
not appreciate that arts education may help develop these:

['m looking for people who are articulate, confident and their
verbalandwritten logic is good, and they've got good interpersonal
skills, and they're good with people, but the fact that they can play
the piano is irrelevant.

Another employer, when asked for his opinion on how arts education
affects employability, was rather negative:

1 suspect in truth it doesn’'t help, because I suspect that the general
view of a lot of managers would be that it’s airy-fairy ... [ suspect
if you were to ask any manager in any business and you had one
person with a degree in music and one person with a degree in
business studies, their automatic reaction would be: ‘Ah, I will talk
to the business studies person’.

Despite the negativity insinuated by this final group of employers, in
the main those interviewed confirmed the views of both teachers and
pupils, that the arts develop skills in pupils which are transferable to
future employment. However, whereas pupils projected the transfer of
specific arts skills to employment, teachers, employers and employees
focused more on the work-related transfer of other skills, such as self-
confidence, teamwork skills, commitment and the benefits associated
with a balanced and rounded personality. The uninformed, and
perhaps even naive, views of pupils in the early years of secondary
schooling as to the possible relevance of the arts to the world of work
may suggest that a more explicit exposition of the economic and
occupational contribution of the arts within the curriculum would be a
valuable addition.

TRANSFER TO LEISURE TIME

This section deals with claims connected with the transfer effect from
the arts to pupils’ leisure activities, whilst at school and on leaving
school, largely in terms of the skills or encouragement needed to
participate,

Teacher Perspectives

Although teachers did talk about encouraging pupils to continue their
participation in arts activities throughout their lives, rarely did any
comments centre on the transfer of skills to leisure activities, such as
critical interpretative skills. Mostamounted to expressions of teachers’
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aims for pupils to continue to make music, enjoy reading, and go to
dramatic productions and art galleries, no matter what they chose as a
career:

... it will be with them throughout their lives, because they, if they
even do astrophysics, there'll still, wherever they are, there will
always be an art gallery where they are, they can always go and
spend an afternoon there, it’s all around them and hopefully they
will take that with them, it’s always there. Not even just in the
gallery, but all around them, wherever (head of art).

... my aims in terms of all of it is to get a sort of lifelong thirst for
knowledge and enjoyment (headteacher).

Pupil Perspectives

In a similar vein, pupils talked about an outcome of arts lessons in
school as equipping them with the skills orencouragement to participate
in arts activities in their leisure time, either whilst at school or in the
future. It was noticeable that the majority of pupils’ comments, though
not all, concentrated on active participative roles in the arts rather than
critical consurner spectator roles. Forms of participation included
engagement in organised activities, such as amateur dramatic societies
and orchestras, learning to play an instrument, and home-based activities
such as drawing, sewing or playing a musical instrument for pleasure
or relaxation.

Transfer of skills to current participation in leisure-time arts

Forty-six pupils commented that arts lessons had provided them with
the skills to participate further in arts activities, making a total of 62
remarks. Comments came from pupils in each year group at each
school, although differences in the types of involvement were evident
between pupils of different ages and at different schools. Marked
variations were also seen in the effect of each individual artform on
pupils’ participation in the arts in their leisure time.

The majority of the 13 comments which referred to participation in
organised activities, such as orchestras, drama clubs and so on, came
from pupils in Year 9 or above. Nearly half of the comments cited
music as providing pupils with the skills to participate in extra-
curricular arts activities, and a further five referred to drama. There
was a distinct variation in the number of comments from pupils at each
school. Whilst one school elicited six comments, pupils at another did
not make a single reference to the development of skills which could
be transferred to extra-curricularactivities. This may be a consequence
of differences in the availability and accessibility of arts-based activities
in the areas surrounding the different schools.
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Several pupils felt that their technical ability had improved in lessons,
and that this was transferable to extra-curricular activities:

laminacouple of theatre groups out of school. So when I have been
doing them it helped, and for auditions at school as well (Year 9,
drama).

This next pupil felt that it was a two-way reciprocal process, and that
as well as her music course in school being beneficial to her participation
in the orchestra, the converse was also true:

Since I have been doing the orchestra out of school, it’s helped me
with things in my music course at school and vice versa (Year 11,
music).

For another pupil, it was his increased understanding of music which
had led to a positive effect on his music-making in a band:

it’s helped me with the band because it has made me understand
music more (Year §, music).

Another pupil discussed how he had developed the skills to work with
other people in school music lessons, a characteristic which had
enabled him to form a band:

{ think it is good that I have learnt how to play with other people
really. Since the start I have formed a band, which has come out of
that really, the idea of playing with other people (Year 9, music),

The development of confidence through lessons which enabled them
to pursue extra-curricular arts activities was something mentioned by
a few pupils.

A total of 19 pupils referred to the transfer of skills from classroom
music lessons to the learning of a musical instrument outside of school.
More likely to be expressed by younger pupils, the number of pupils
fromeach school making reference to such an outcome varied fromone
to six. The school which elicited only one reference to this outcome
(the same school where pupils made no comments about the
development of skills to transfer to extra-curricular arts activities) had
a high level of socio-economic deprivation, compared with the fairly
affluent catchment areas of these othertwo schools, perhaps suggesting
that having the opportunity to learn to play a musical instrument, and
therefore being able to transfer skills developed in school music
lessons to this learming, is associated with socio-economic status.

Pupils tatked about general effects on their instrument playing, and the

transfer of technical skills, such as understanding of the notes, timing
and rhythms:
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The music has just helped me progress with my saxophone (Year 9).

It has helped me in playing the flute and evervthing because
different music timing and everything. It helps me to read music a
ot better (Year 8).

I can understand more notes now than 1 did so it’s helping me with
my flute, because you learnt how to play notes on the keyboard and
they are really the same thing as being on the flute, so it helps me
doing that (Year 8).

One pupil found that her increased understanding and appreciation of
different types of music through her school music lessons helped to
improve the expressive aspects of her instrument playing:

It improved the music that I do out of school, the violin and piano
lessons, because you come to understand the different eras of music
and you could play your piece differently and put the different
feelings into your pieces (Year 9).

A total of 24 pupils, spread across all year groups, mentioned that one
outcome of arts lessons in school was the development of the skills to
be able to pursue unstructured arts activities in their own time. Over
half (18) of the 28 comments referred to art, in terms of drawing or
painting at home, whilst the others talked about music, dance and
English. Interestingly, pupils from the school which generated only
one reference to transfer of skills to learning to play a musical
instrument, and no comments about transfer of skills to extra-curricular
activities, made the highest number of comments about the transfer of
skills to less structured activities or hobbies. The vast majority of this
school’s comments (nine out of 11) referred to art, and accounted for
half of all the comments made about this artform. Other evidence
pointed to the particularly strong influence of an enthusiastic art
teacher. Another possible factor is that this school ts in London, where
pupils have greater opportunities to visit art galleries, many of which
are free and which may further fuel pupils’ interest in drawing.
Furthermore, another consideration in areas of economic deprivation
is that the resources needed for painting and drawing are less expensive
than those required for instrumental tuition.

A number of pupils talked about how they used the skills which they
had developed in art lessons to draw at home in their leisure time:

If I have got nothing to do and it is really boring, [ like to sit down
and do collages and drawing and stuff (Year 7, art).
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! do it quite a lot at home as well, and [ like doing that and it gives
me techniques to use at home. Idon't just do 'em in school, I use
them other places as well (Year 7, art).

Sometimes, I find myself with nothing to do and you just go out with
pens and pencils and draw whatever you can see. I sometimes just
go out onto my balcony and [ just look around and think: ‘That is
nice' and I'll draw it (Year 9, art).

A few pupilsdiscussed how they used the skills that they had developed
to sketch whilst on holiday:

{ mean, say art, when I haven't got a camera or film or something
on holiday, ['ve always got my sketch book so I can just take that out
and basically do the outline of what I'm seeing or whatever (Year
11, art).

A couple of p'upils mentioned that one of their hobbies was sewing or
designing clothes, and that the art skills which they had developed at
school were transferable to this pastime:

[ like to go home and do some drawings of clothes and fashion
design, because I am really interested in that side of things (Year
11, art).

Lessons in the other arts also developed skills which pupils felt could
be usefully transferred to other activities. Four pupils indicated that
their ability to dance, either at discos or whilst listening to music at
home, made use of the dance skills developed in lessons, and one pupil
referred to writing poetry at home using skills developed in her English
lessons.

Demonstrating that not all the comments focused on active participation
in the arts, four pupils described how their understanding of the music
they listened to at home had increased through their learning within
lessons:

They've helped me understand music more and it's helped me
outside of school. And when I've listened to songs now, I pick out
things that we've done in music (Year 7, music).

At home [ listen to a wide range of music, classical, Bach and all
that, and also Alanis Morrisette, so it ranges really widely. Listening
to things at school and having to answer questions about it makes
you think a lot more about rather than having it just as background
music (Year 7, music),
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Transfer of encouragement to current participation in leisure-
time arts

Twelve pupils observed that one outcome of their arts lessons was to
encourage them to participate further in the arts, either by way of extra-
curricular activities, leamning to play a musical instrument or in an
unstructured way at home.

Seven pupils said that they had been encouraged to join organised arts
activities through their school lessons in the arts. These comments
came from pupils of ail ages and at all schools. Two references were
made to each of art, dance and drama having this effect, and one each
to music and the arts as a whole.

A couple of pupils said that they had been encouraged to visit art
galleries, because their enthusiasm for art had increased through their
lessons:

It's made me definitely more interested. | mean, I go to a lot more
galleries and art places now, because I'm very interested in it (Year
9, art).

Interestingly one pupil, a boy, talked about how he had got involved
with a dance club because he had enjoyed his lessons at school:

Once I had got into dancing with the school, 1 thought that if I could
get into dancing with the school, I might as well get into dancing
actually in a club (Year 7, dance).

Two pupils had also got involved with drama clubs or had been
encouraged to get involved in productions:

Drama — it’s made me go into ‘Bugsy’ and take a main part (Year
7, drama).

Being encouraged to leamn to play a new musical instrument, or
persevere with existing instruments, was an outcome of schoel music
lessons for a few pupils:

In music my teacher encourages me to play the saxophone and not
give it up (Year 7, music).

I'm going to start piano [lessons] soon (Year 7, music).

For some, studying music at school had evoked an increased general
interest in music and had encouraged pupils to listen to more music at
home:

Fam a lot more interested in music at home now. [ listen to it loads
now (Year 9, music).
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Projected effect on involvement in the arts after pupils leave
school

The vast majority of pupils were asked a specific question about how
they thought the arts would affect them in the future. Many offered the
reply that they would like to continue with the arts in some way in their
hobbies, and that their study of the arts at school had provided them
with the skills or motivation to do so. A total of 27 pupils made 32
comments to this effect, half of which referred to music, and a further
quarter to drama.

A number of pupils sirnply stated that the arts would remain with them
in the future by filling part of their leisure time, as hobbies. This point
was made for each artform, and often referred to unstructured ad hoc
participation at home:

I'll probably still carry on drawing in my spare time (Year 9, art).

You could do it as a pastime (Year 7, music).

I'd like to go on with music, even if it doesn’t come into my career.
I'd like to carry on with music for pleasure anyway (Year 9, music).

Many pupils talked about their desire to continue playing musical
instruments, mainly for pleasure, in their spare time:

I'll probably carry on with the electric guitar and just do it in my
spare time (Year 7, music).

[ want to carry on playing my flute (Year 7, music).

Other pupils thought they would probably join arts clubs or societies,
mostly in drama or music:

I think I'd like to join a band or something and play my saxophone
in thar (Year 7, music).

Maybe [ will go on to do drama, like, in my spare time, evening
activities or something like that, because I do enjoy it, but I just
don’t want to take it up as a proper career (Year 11, drama).

Again reflecting the minority viewpoint on consumption rather than
participation roles, two pupils mentioned how their leamning in the arts
at school had increased their understanding, which would have a
positive effect on their future involvement in the arts:

If vou go to a play or something and you understand why they do
things, and the sets (Year 9, drama).
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Overall, then, a sizeable number of pupils felt that one of the outcomes
of their school-based arts education was to increase and enhance their
active participation in the arts outside of school and in their own leisure
time. For these pupil interviewees, this had been, or would be,
achieved either through knowledge and skills development in the arts
or through the encouragement and inspiration of their arts teachers. 1t
was noticeable, however, that there were comparatively very few
references to the arts in school preparing young people for their adult
cultural life as critical and discriminating ‘consumers’ of artistic and
media products.

CONCLUDING COMMENTS

Considering that teaching and learning in schools is normally highly
context-bound and compartmentalised (Hargreaves, 1991} and that
pupils are not usually taught the ‘bridging skilis’ (Feuerstein, 1980)
necessary to carry over learning from one context to another (Joyce and
Showers, 1982), the evidence from pupils demonstrates quite an
impressive awareness of the transfer effects associated with arts
education:

»  The pupil interviewees volunteered a range of transferable effects
from the arts to other areas of the curriculum, especially in art and
drama.

*  Pupils anticipated that many of the learning outcomes gained
through taking the arts would transfer to the world of work — and
several employers endorsed these expectations by recognising the
value of such outcomes.

*  Many pupils felt that their active participation in the arts outside
of school had been or would be extended and enriched as a resuit
of their school-based arts education.

However, the evidence also imposed some important limits and
qualifications on each of these rather upbeat conclusions:

» Contrary to the much-vaunted claims, the statistical analyses
revealed no sound evidence to suggest that the transference of
effects to other areas of the curriculum extended to the point of
imparting an influence on general academic performance in GCSE
examinations.

= Many pupils, especially those in the early stages of secondary
schooling, displayed fairly uninformed views of the relevance of
the arts to the world of work and some employers were not
convinced of the benefits of the arts to employment.



EXTRINSIC TRANSFER EFFECTS

The transference of critical skills and aesthetic judgement-making
to beyond-schoo! cultural behaviour was seldom recognised as an
effect by pupils; neither were the mapping out of local cultural
opportunities or the encouragement to access cultural venues and
artefacts in consumer or spectator roles (see Harland and Kinder,
1999).

By way of concluding the chapter, questions concerning possible
ameliorative measures for each of these problems are tentatively
proposed for consideration.

Could the contribution of arts-based transfer effects to learning in
other areas be extended by the explicit teaching of *bridging skills’
and the development of more coordinated and coherent approaches
to the teaching of cross-curricular skilis and knowledge?

Could pupils’ and employers’ awareness of the relevance of the
outcomes of learning in the arts be raised by incorporating
explorations of these issues as a formal requirement within the
programmes of study for each artform?

Could the task of preparing young people for critical audience and
spectator roles, together with the provision of greater support in
transferring these skills to their life beyond school, be developed
by teachers of the arts and by further codification within the
National Curriculum?
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OTHER EFFECTS: ON THE SCHOOL, THE
COMMUNITY AND THE ARTS

INTRODUCTION

In addition to the effects of arts education on the pupils themselves,
various effects on schools and communities were depicted by the
interviewees, though, for the most part, it was the teachers rather than
the pupils who talked about such outcomes. However, both teachers
and pupils perceived the arts themselves as an important outcome,
simply as a product or performance. This chapter, therefore, describes
the perception that, in addition to the effects on pupils, arts education
in secondary schools impacts upon parents and the community, the arts
themselves, and the ethos and culture of the school. With regard to the
latter, it also explores the proposition that a school that has high levels
and quality of provision in the arts is more likely to have a strong track
record in school improvement and effectiveness.

EFFECTS ON THE SCHOOL

The arts tended to be spoken of collectively by teachers for their
contribution to a positive ethos and climate in the school, with some
reference also to the effects, of drama and music especially, in the
pastoral domain. The effect of the arts on the school image was also
noted, particularly by interviewees involved in school management.
Just one pupil referred to any such effect, and so the subcategories
discussed here relate almost solely to a teacher-perceived model. We
note that of the teachers interviewed, most were heads of department,
or those in higher management — heads and deputy heads —and hence
a slight bias towards perspectives of the whole school could naturally
be expected. What is interesting is the positive bias given to the arts
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in this respect — even by management teams made up of non-arts
specialists or from non-arts backgrounds; perhaps not only that, but
also the positive view in which ail subjects were held to affect the
school ethos and its overall strength — and such relationships are
discussed and explored in section 10.5.

We begin by considering the teachers’ perspectives of the impacts of
arts education on the whole school. Such effects were categorised into
those focusing on school ethos, the pastoral domain and school image.

10.2.1 Effects on school ethos

Teacher Perspectives

Numerous responses addressed ways in which the arts contribute to
school ethos. Although four subcategories were devised from the data,
distinguishing between an ‘adventurous’ ethos, a ‘positive and
enjoyment-oriented’ ethos, school pride, and school bonding, in practice
it was sometimes difficult to place responses neatly into one of these,
Most responses fitted more comfortably into the second subcategory,
namely, claims that the arts help to create a positive and enjoyment-
oriented atmosphere in the school.

Creates adventurous climate in the school

This category was created to account for responses which focused on
the creation of an adventurous ethos or culture in the school, perhaps
connected with the risk-taking of creativity. However, although this
may be an element of the effect that the arts have on school ethos, most
interviewees talked more generally about a ‘positive’ school ethos.
Sentor management and teachers at one school did, however, talk
about the widening of pupils’ experiences through the arts, and the
exciternent of having new facilities for the arts, and the knock-on
effects this had for nurturing more thinking, inventive and individual

pupils.

Creates positive and enjoyment-oriented atmosphere
When dealing with school ethos, most responses focused on the arts as
a whole rather than distinguishing between artforms.

One stated effect was the philosophy that all can achieve, or, as one
deputy head described it, a ‘can do it’ attitude which began in the arts
and permeates the whole school:

... these kids may live in one of the most deprived areas in the
country, yes, these kids may live in tower blocks, yes, these kids’
parents may not have work — that does not mean that they can't
achieve. What really happened was that permeated through the
rest of the school; it already existed within the arts environment.
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Another deputy head described this ‘can do” attitude in the arts (that is
individual pupils’ success at something) as having a ‘motivational
effecr’ on the rest of the school. One head of music at another of the
schools developed the ‘can do’ philosophy further, seeing the arts as
encouraging a supportive atmosphere by way of having no rights or
wrongs. This permeated from the arts across the whole school by way
of working with ‘barriers down’, and as the head of music said, */ think
that has become an ethos of the school in many ways, that the
experience is fur more important than whether you are always getting
the righr answers as such’. In the stories told about some individual
pupils, the ‘can do’ effect in the arts was seen as the motivating factor
for their attendance at school.

A second aspect of school ethos and climate was enjoyment, illustrated
by this response from a headteacher:

I suppose the element of our school aims is the sense of pride and
enjoyment, and the arts contribute to both of those — that is our
second aim. [ believe, particularly with young people in their
teenage years, that if they enjoy what they do and they are proud of
it, then they are likely to put in more time and energy.

Although most responses were not artform-specific, one deputy head
made particular mention of the impact drama has on the school:

Drama has a huge input in this school, 1o actually the whole ethos
of the school, in that you can express yourselfthrough improvisation,
you can explore ideas, you can explore emotions and all sorts of
things through drama.

This impact on positive school ethos claimed for drama was also
related to drama techniques being used in assemblies by this deputy
head.

In art, displays were perceived to contribute to the ethos as part of the
‘value system’ where pupils appreciate and respect the work of others,
and by providing a focus for interaction between pupils. Music was
also mentioned in respect of this overall general outcome, but dance
and English were not specified at all.

That the arts impact on the learning and teaching environment in other
lessons was suggested by one teacher, in one of the schools. It was not
just a one-way process, though:

The thing about this school is it [the arts] reafly does have a massive
impact around the school, eventhoughthere are certain staff{don’t
think that would realise that they are working in a very arts way in
theirlesson ... led by the arts, although they might say ‘Oh well it's
not’, and perhaps it's just become cross-transferable, and perhaps
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we have taken a bit from up there, the way in which they work, but
everybody now works in a similar — I think — artistic way in many
ways, far more open-ended, not just looking at the rights and
wrongs ... (head of music).

At another school, the deputy head gave specific examples of how
teaching could be improved in different subject areas, by transferring
styles and ideas from the arts to other subjects, thus linking to
improvements in school effectiveness as discussed in section 1(.5.
Collaboration between music and humanities staff helped teachers to
think how to get *kids’ artention right at the start of the lesson’, how
to focus theirthinking — forexample, background music was tried —and
how to keep control of lots of different activitics going on at once, as
is often required in drama.

Encourages pride and self-esteem in a school and its members
Another purported effect for the arts was that they encouraged pride in
the school. One response captured much of the character of this
outcome:

Pride. I have watched kids walk out of previous performances,
previous plays, and seen ... and you can see a tangible sense of ‘It
is my school and I am proud of it’ (deputy head).

Pride was also perceived to be evident in the way that pupils respect and
value works of art. This was an aspect mentioned by teachers in one
school n particular;

The other thing that I think does come across is that it is very rarely
damaged, it is very rarely touched; now, a lot of it is sugar paper
and yet somehow ... we get no complaints of kids wrecking,
touching, ruining in any way any of it, so that is another part of the
value system, that they do learn to appreciate that the stuff is
somebody’s and that it is worth being there.

Greater tolerance of all pupils’ skills and abilities was deemed by one
head to be influenced by the arts in the school, where pupils with skills
in the arts were ‘celebrated’ and other pupils were proud of their peers’
achievements. An example of a talent show was cited, where half of
the audience was made up of supporting pupils, not taking part in the
show.

Increased self-esteem not only of pupils, but also of teachers, was
another perceived effect for the arts — impacting on the whole school.
One deputy head talked about how ‘staff motivation and morale is
boosted’ when both facilities are improved, and expectations of pupils
are high ‘and children rise to that and meet those expectations and
often exceed them',
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Pupils wanting to be involved in school productions was another
outcome cited in the case study schools, one deputy head perceiving it
as ‘a step forward culturally’ for the school, with arts involvement now
being ‘quite accepred, it's part of what you do’. Pupils’ pride in the
schools’ arts was evident from this. A deputy head at another of the
schools expanded this further by saying that some pupils want to come
to school in order to be in the school choir or school productions, and
for some, that they ‘enjoy coming to school for that one reason’.

Knits or binds the school together

Another key school effect of the arts was the potential for the arts to
bind the school together. Responses tended to address this at a
departmental level, with a particular acknowledgement of the role of
school productions toencourage involvement from departments across
the school. One aspect of this was that the arts departments cooperated
on projects; a second aspect was the cross-departmental/faculty
involvement in school productions, where, for example, technology
does the lighting, science works out special effects, and technology
designs tickets and signage. Drama was mentioned specifically with
regard to a claim of ‘bonding’, where a sense of togetherness is
encouraged. However, one deputy head was more sceptical about such
views: although, he recognised the potential for the arts to establish
good inter-departmental relationships while a performance was on, he
said that, ‘once that production was over, I am not too sure how much
of a knock-on effect that does have for the rest of the school’. Indeed,
a further warning about the limits to the opportunties for cross-
departmental work was cited by another deputy head. Talking on a
very practical level, it was pointed out that such binding can be strained
at department level where monies might be seen to go into supporting
the arts and not other subject areas.

Another positive aspect of this knitting effect was the way, particularly
in art, that pupils from different year groups interacted with each other,
thus bonding the school together on a more vertical scale, as well as the
cross-departmental horizontal scale portrayed earlier. One head of art
described her ‘open-door policy’ in this respect, which she also saw as
raising the profile of the arts within the school. Talking about the
influence of individual personalities of those teaching the arts, she
said:

Well, I think they are [it 18] the teachers which lead down on to
children’s attitudes. The way I work in my room, as you came inthis
morning, [ had different year groups allworking together. Ihad six
... working with Year 11, younger people come in and it's a cross-
flowand they get ideas from each other and encouragement and it’s
guite a nice fluid way to work. I have an open-door policy, let the
work be seen around the school.
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Bonding ona ‘vertical® scale was also seen in music, where pupils from
different year groups worked together in school orchestra and so on, at
one school older pupils taking on a supporting role and creating a
‘family’ atmosphere:

We had a rehearsal last night, where two tiny little Year 75 arrived
forthe first time amidst all these much bigger, muchuglier kids, and
the older ones just kind of take them under their wing like older
brother, older sisters and there's a kind of family atmosphere which
youdon't get any other way, and nobody can ever replicate. 1don’t
create that; the kids create that for themselves (head of music).

One deputy head talked about the bonding effect from micro to macro
level — indicating a more complex design than just the vertical and
horizontal scales suggested above (that is ‘with age’ and ‘across
departments’). The ‘team spirit’ at aclass level, where the ‘bread and
butter’ was done in the arts, was related by this deputy head to the
whole-school, big event, which would, in a similar way to classroom-
Ievel enthusiasm, ‘draw pupils in'.

One deputy head talked about the knock-on motivational effects
between staff and pupils as a result of non-arts teachers taking up
musical instruments and joining in with school music ensembles in his
school. Thus, a bonding effect at the staff—pupil interface became
apparent. This was advocated by several members of staff in one of the
schools with a particular emphasis on friendly staff—pupil relations —
‘pupils and staff interacting, talking ...".

On a more abstract, less tangible level, the arts were also described as
providing a school with a ‘sow!’ and a ‘heartbear’.

10.2.2 Effects on the pastoral domain and behaviour
management

Teacher Perspectives

This claimed effect was encapsulated in two subcategories, but there
were minimal mentions of the arts here. In fact, the references cited
below tended to refer to individual pupils rather than suggesting that
the effect operated at the level of the whole school. Drama and music
were mentioned.

Supports pastoral provision and effective behaviour management
Some teachers offered comments about specific pupils who had
behaviour problems in other subjects, but were not disruptive in the
arts. One dramateacher perceived this to be aresult of the opportunities
for self-expression which exist in the arts:
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... sometimes, it does seem that the kids who are the bad kids in other
subjects, because they are the disruptive ones, are the ones who do
really well in our subjects because that expression, that freedom of
expression, is what they relish and they are away.

Although there were no specific remarks which discussed the issue of
behaviour management and the arts at a school rather than at a
classroom or individual level, many teachers discussed the positive
effect the arts have on school ethos. Some responses included high
standards and expectations of behaviour as aspects of a positive school
ethos where individuals are valued and value each other.

Encourages school attendance and increased motivation

The technical side of drama was cited as an important motivation factor
in school attendance for several pupils — both high and low attainers.
It seemed to be discovering their own niche within drama and
contributing to a greater school environment (for example, through
school plays) that engaged these pupils.

10.2.3 Effects on the school’s image

Teacher Perspectives

The effects of arts education on the school’s image became apparent
where the positive ethos of the school was seen to support displays of
pupils’ work and public performances. Art, drama and music were
highlighted by teachers in this respect.

Promotes the profile or public image of the school

This effect was noted particularly by interviewees involved in school
management. Terms such as ‘public relations’, ‘reputation’, and ‘a
showcase forthe school’ were used; as one head said, *... it s very much
something we want, [ want, we, as a management team are very keen
to develop, just for the sake of the school rather than anything else’.

‘Parents’ were arecurring theme in this type of effect, with the ultimate
cutcome of good publicity seeming to be that parents would send their
children to the school. The arts were perceived to play an important
part in this, providing good examination results, impressive displays.
and high-profile dramatic productions and musical events. These
responses from those tnvolved in school management were explicit
about the arts ‘selling the school’:

.. we have used the arts, of course, to sell the school in a big way.
If vou are a parent coming to look around the school, yes, you get
to see around the art department; you can't avoid it.

Whenever | bring parents into this particular block, or round the
school, they're amazed at the work that goes on here and they are
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very impressed and | think that probably in some ways makes them
want to send their children here, quite honestly ... — maintain its

popularity.

... when they walk around the school, they see a thriving school, a
school that looks good, the children are working well here. [
think all that does have a positive effect on their perception of
the school ...

The deputy head making this last comment on the school’s public
profile, recognised a link between this and the pupils’ pride in their
work that was displayed around the school. Teachers of art, music and
drama also talked about the effect that ‘success’ in their subject arcas
can have on school image. There was an emphasis on public displays
of the arts and on achievement:

At its crudest, when you are getting 93 per cent A to Cs in art and
you are able to say that to parents, you are able 1o inspire parents
10 send their daughters here to get the balanced intake {deputy
head).

One possibility for the absence of dance for this effect may be that it
is not examinable in the same way as drama, music