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ABSTRACT 

Current pedagogical practices, supported by recent research data, 

emphasize the importance of an integrated approach to curriculum in 

creating the optimum learning environment for students. Effective 

integration programs must have carefiilly conceived design components 

and must provide both discipline-based and interdisciplinary experiences. 

The dissertation examines five areas of relevant research: (1) the 

human brain and human learning, (2) individual learning preferences, 

(3) instructional strategies that address individual student need according 

to ability and interest, (4) integrated curriculum models, and (5) 

contributions of fine arts experts who emphasize the importance of 

intellectual and artistic stimulation in early childhood. Using this 

research, the study establishes guidelines for incorporating the fine arts in 

an integrated model with the core subject curriculum at the elementary 

level. The outcome is a college course model design used in preservice 

teacher training for elementary education majors that demonstrates how 

the fine arts enhance learning and understanding of the core subject 

disciplines. 

Four topical units from language arts, mathematics, science, and 

social studies, with the fine arts elements of music, art, and physical 

education/movement as integrating components, are introduced as 

examples of an integrated teaching approach at the elementary level. 

Each unit is accompanied by a specific individual lesson plan. Syllabi 

used in an integrated fine arts college course model for preservice teacher 
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training are included. In addition, important issues emanating fi'om the 

use of an integrated or interdisciplinary design are examined in detail. 

Many instructional models are currently being proposed, 

implemented, and evaluated for effectively addressing the individual and 

collective needs and interests of students. The fine arts, offered both as 

specialized courses and as integrated aspects of the general curriculum, 

are essential in equipping students with attitudes and skills necessary for 

productive living in the 21st century. 
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CHAPTER I 

AN EDUCATIONAL BASIS FOR INTEGRATING THE 

FINE ARTS INTO THE ELEMENTARY 

CORE SUBJECT CURRICULUM 

Introduction 

Most elementary schools in the United States require that students 

receive instruction in the fine arts. Although music, art, and physical 

education specialists are found in a large number of schools, much 

responsibility for incorporating the fine arts falls to the classroom 

teacher. Even in schools that have arts specialists, the amount of time 

they spend with students is quite small in comparison to the total time 

students spend with the classroom teacher. 

Classroom teachers are strategic persons in the lives of children, 

because they are responsible for contributing to the total development of 

each child in the classroom. Not only do they help students develop 

intellectual potential, but they must provide opportunities for social, 

ethical, emotional, physical, and aesthetic development as well. 

Aesthetic development involves growth in a person's sensitivity to the 

expressive qualities found in an artistic experience. Not only arts 

proponents make the claim for inclusion of the fine arts in everyday 

classroom situations, but also many prominent educators have stressed 

the importance of the arts in the school curriculum. Douglas Sloan, 

Professor of History and Education at Teacher's College, Columbia 
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University, offers the following insight into the impact of arts education 

in schools: 

. . .The real cognitive potential in the arts inheres in a 
twofold disclosure of the hidden dimensions of self and 
world, and of their interconnectedness. The pursuit of 
the arts demands the cultivation of the image-making 
abilities and powers of the mind through which alone 
these disclosures take place. To speak of the arts as 
central to the education of children is to seek for children 
at once the gift of a rich, deeply felt, and meaningful 
experience in growth, and to cultivate those deep powers 
of rationality whereby they can keep that experience alive 
and make it truly their own. 

Making the arts in this sense the center of education means 
above all summoning up the image of the whole of education 
itself as involving an artistic approach and sensitivity. It 
then becomes more accurate to describe education as an 
art than to speak of the arts in education. In this conception 
there is no place for that separation between the arts and 
the rest of the educational curriculum . . . (1983, p. 223) 

The fine arts offer an expressive opportunity for all students and should 

be accessible to every child in daily classroom situations. 

Most classroom teachers realize their responsibility toward 

instruction in the fine arts, but often have a limited understanding about 

how the fine arts "fit" with the regular elementary program. Often, the 

anticipation of studying fine arts fimdamentals and methods is 

characterized by both anxiety and excitement. Although prospective 

teachers appreciate the need for having a strong background in art, music, 

movement, and drama, they are often fearfiil of not being "talented" 

enough for the task. It is possible for every classroom teacher to 



accumulate knowledge and develop skill that will enable him or her to 

lead a student in meaningful arts experiences. When the training of 

prospective teachers is based on their particular strengths and interests, 

such as singing well, playing an instrument, dancing, listening to music, 

and extensive travel and exposure to the arts and cultures of other 

countries and peoples, they can become well-equipped to integrate fine 

arts experiences into the elementary school curriculum. 

Educators and parents frequently ask about the value of the fine 

arts in the general education of children. Concerns include such 

philosophical queries as "What is art?," "What is an arts experience?," 

"How does it differ from other experiences in life?," and "Why is it 

important for children to have arts experiences?" In studying works of 

art, we focus our attention on some basic criteria. The first is 

craftsmanship. How carefiilly has the artist used materials (sounds, 

words, paint, movement)? A second consideration is creativity or 

imagination. What has the artist done to create something fresh and 

new? The third is expression. Has the artist effectively captured a 

dimension of human feeling, and is this feeling communicated to the 

perceiver? In an arts experience, a person and a work of art are involved 

in an intense interaction that creates pleasure, heightened sensitivity, and 

a feeling of fiilfillment. Works of art from the visual and the performing 

media have the capacity to reach out with fresh and distinctly different 

emotions each time they are experienced. Such arts experiences are 

essential in the general education of every child, thus enriching the 

quality and meaning of life. 



An integrated approach to learning and teaching helps students 

develop some sense about how knowledge in one area relates to what is 

studied in another. It involves connecting the intellectual processes of 

cognition, emotion, physical sensing, and intuition. Keith Swanwick, in 

his book Music, Mind, and Education, makes the following observation: 

I am not suggesting that some sort of transfer is involved, 
that engaging in the arts improves reasoning skills, mathe
matical, or scientific ability or what is sometimes called 
general intelligence. I just do not know whether or not 
this is the case. What I am certain of is that we can come 
to know and develop our knowing through artistic engage
ment and that the fimdamental processes of mind are 
similar to those in other forms of discourse. It would 
be very odd if, say, musical or dramatic fimctioning were 
totally separate processes, either from each other or from, 
say, philosophizing or calculating: nature is not usually 
so wasteful as to prohibit borrowing from one system 
to another. . . . What is more, particularly creative people 
seem to have the ability to draw on several aspects of their 
experience, bringing together things that were previously 
not seen to be related . .. (1988, p. 49) 

Integrating the fine arts into a student's daily classroom experience 

has many advantages. Students will discover that fimdamental 

concepts—unity through repetition, contrast and balance—are inherent 

concepts in many subject areas. In studying music and the visual arts in 

relationship to social studies, students can develop a clearer perspective 

of a particular historical period. Through studying the artistic products of 

other countries and peoples, students gain insights into another culture 

that might be difficult to attain except through travel. Brain researchers 

tell us that the complex human brain operates best when all of its 



functions are integrated, not isolated. Thus, students can hope for a 

connection and wholeness to take place in the learning environment 

through an integrated model. Frazee and Rudnitski offer insight into the 

importance of utilizing an integrated approach to curriculum: 

Integrating the curriculum is not a new idea. However, with 
the increased need to see relationships between ideas, and the 
increased need to work in diverse groups in many contexts, it 
is a very appropriate method of organization for today's 
students. Since integrated curricula are naturally geared 
toward the application level of Bloom's Taxonomy, facts are 
put to use rather than memorized as content. When facts are 
tools for solving problems or doing projects, their position as 
central to the curriculum and the goals of the learner is recast. 
This is an advantage in many fields, where the growth of 
knowledge is so great that the facts cannot be taught as the 
focus of the curriculum. Also, new knowledge in the field of 
cognition leads us to believe that relating material is a brain-
appropriate method of organization, and enhances learning. 
(1995, p. 142) 

Background 

The present study evolved out of a request by Dr. Clarence Ham, 

Dean of the School of Education at the University of Mary Hardin-

Baylor in Belton, Texas, to design an interdisciplinary fine arts course for 

elementary education majors. The goal for this course was to 

demonstrate how the fine arts can be utilized to enhance the teaching of 

the four core subjects in the elementary curriculum. Prior to the spring of 

1996, elementary education majors had been required to take nine hours 

of course work in fine arts (music, art, movement) in the "combination of 

subjects" area on their degree plan. In order for the School of Education 



to implement a field-based program called Successful Teaching 

Empowered by Partnerships (STEP) in the spring of 1996, without 

requiring additional hours, some curricular revisions had to be made. A 

computer technology course was developed, as well as the addition of 

two more specialized reading courses (developmental and diagnostic 

reading), eliminating room for nine hours of courses from the arts 

specialization. A new course, ELED 3330, Integrating the Arts in the 

Elementary Classroom, was created in order to provide prospective 

teachers with ideas and skills for using the fine arts in their own teaching 

processes, without increasing degree requirements on the Bachelor of 

Arts and Bachelor of Science degrees in education. 

Planning for a course of this nature involved a great deal of time 

and effort, as well as rethinking and restructuring the approach and 

course content of the three one-semester classes which had been 

previously taught. My colleagues. Dr. Dan Atha in the P.E. Department 

and Mr. Hershall Seals in the Art Department, joined with me in 

collaboratively designing and teaching this experimental course since the 

spring of 1996. We have taught the course three different ways: using a 

team-teaching approach where all three professors are present each class 

day to demonstrate commonalities between the arts areas and how these 

can be applied to the core subjects; a rotational approach with each 

discipline taught by the specialist in the area as students rotate every six 

weeks within the semester; and the entire course being taught by one of 

the three professors who has the broadest background and experience not 

only in the fine arts, but in elementary education as well. While the 



model presented in this dissertation will be based on the rotational 

approach, other variations may be possible depending on space, teacher 

availability and expertise, and student need. 

Definitions 

This study has its basis in both aesthetics and education with each 

discipline providing a practical vocabulary related to the integrated 

curriculum topic. In order to develop a common background and to 

provide clarity for the reader, terminology that will be discussed in 

subsequent chapters is presented and defined. 

Aesthetic - of beauty; sensitive to art and beauty; showing good 

taste; artistic. 

Affective Domain - involves objectives which emphasize a feeling 

tone, an emotion, or a degree of acceptance or rejection. 

Axon- threadlike projection of a neuron that carries the nerve 

impulse away from the body of the cell, either to an adjacent neuron or to 

an effector, such as a muscle. 

Bloom's Taxonomv - a model developed by Benjamin Bloom, ''' 

used in developing questioning strategies. The process verbs 

characterizing each level are used to develop inquiries. 

Brain - the main, central mass of the nervous system housed in the 

skull, comprising ninety-five percent or more of the entire human 

nervous system. 

Brain-based - utilizing scientific knowledge of the brain, 

especially the human brain. 
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Brain-compatible - fitting well with the nature or shape of the 

human brain as currently understood; in contrast to brain-antagonistic. 

Cognitive Domain - includes objectives which deal with the recall 

or recognition of knowledge and the development of intellectual abilities 

and skills. 

Conceptual learning - involves students developing the ability to 

give a common name or response to a class of stimuli varying in 

appearance. 

Corpus callosum - large bundles of nerve fibers forming a 

two-way bridge between the left and right cerebral hemispheres of the 

brain. 

Cortex - the "bark" or outside layer of brain lobes; the "gray 

matter" of the brain in which "thinking" proceeds. The cerebral cortex 

around the two hemispheres is a multi-layered sheet in which each area 

has a dominant fimction, and represents the main power of the brain. 

Dendrites - structures found on the neurons which are responsible 

for transmitting messages from one neuron to the next. 

Discipline-based - a teaching approach where subject areas are ^ 1 

separated. 

Glial cell - supporting structure of neurons, place-holding and 

steering neuron extensions, assisting in memory, protein-building 

process. 

Hemispheres of the brain - the left and right portions of the 

cerebrum, roughly mirror images. The left in most people handles 

language, the right spatial, nonverbal matters; but the division of 
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fimctions is highly individual and complex, and the corpus callosum 

provides pathways for massive exchanges. 

Holistic - taking a large, overall view, rather than attending to 

details or certain aspects. 

Integrated curriculum - curriculum that integrates a number of 

disciplines through content, skills, and affective goals. 

Interdisciplinarv - periodic units or courses of study that reflect the 

perspectives of a full array of disciplines. 

Intuition - instinct, apprehension, recognition, insight. 

Multi-channel fMulti-path) - moving along many pathways rather 

than one. The brain is characteristically designed for multi-channel 

processing. 

Multi-disciplinary - units in which several subject areas center 

their content around a theme. 

Multi-modal - utilizing more than one mode, such as sight, 

hearing, touch, motion, song, music, etc. This type of input appears to 

greatly accelerate learning. 

Multi-sensory - learning through a combination of senses (visual, 

aural, tactile-kinesthetic). 

Mvelination - the process by which nerves are insulated by 

acquiring a coating, wrapped around by special cells. The pathway then 

carries messages faster and with less loss. The apparent maturity of a 

child's behavior may relate to the process of myelination. 

Neuron - the specialized cell of the nervous system, which has 

thirty billion or more. Essentially, neurons are sophisticated switches, in 



a sense, equivalent to diodes and transistors in computers, but more 

complex and subtle. 

Parallel - a theme that is concurrent in two subjects. 

Physical sensing - relaxation and tension reduction, movement and 

physical encoding. 

Psychomotor Domain - objectives which emphasize some 

muscular or motor skill, some manipulation of materials and objects, or 

some act which requires a neuromuscular coordination. 

Rational-linear - verbal fimction. 

Seven intelligences - problem-solving or product-producing 

capabilities, identified by Howard Gardner: logical/mathematical; 

verbal/linguistic; visual/spatial; bodily/kinesthetic; musical; 

intrapersonal; interpersonal. 

Spatial-gestalt - visual thinking. 

Stimulation - something that insights to action or exertion, or 

quickens action, feeling, thought: an incentive. 

Synapse - the connection between one neuron and another; 

actually, a tiny gap across which neurotransmitters act. 

Transfer of learning - students relate and use what they have 

previously learned to what they are currently studying, seeing 

relationships with other learning experiences. 

Purpose 

The purpose of this dissertation is three-fold: first, to thoroughly 

examine current research on brain-compatible models which create 
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optimum learning environments for students; second, to provide 

guidelines for using the fine arts in an integrated model with the core 

subject curriculum at the elementary level; and third, to design a college 

course model for preservice elementary education majors that 

demonstrates how the fine arts can enhance the learning and 

understanding of the core subject curriculum. 

Organization 

Chapter I establishes a background and educational basis for this 

study. Chapter n defines integrated curriculum, reviews current research 

on the human brain and human learning, discusses individual learning 

styles, presents popular pedagogical approaches to curriculum delivery, 

and cites the educational contributions of arts experts. Chapter IQ 

proposes a college course model for preservice teacher training, while 

Chapter IV provides units for integrating art, music, creative movement, 

and drama into the elementary core subject curriculum. Chapter V 

examines important issues emanating from the use of an integrated 

model: advantages and disadvantages; psychological and social benefits 

in addition to academic growth; and potential for change in public school 

curricular thought when the arts are viewed as essential components 

rather than extracurricular additions to the school day. 

Description 

The scope of this study will include an undergraduate college 

course model for integrating art, music, and creative movement (physical 
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education) into four core subject area curricula by means of a culminating 

dramatic presentation activity. In addition, the development of sample 

units, designed for implementation in the elementary classroom by 

kindergarten through sixth grade teachers, will provide structure for the 

integration model. The model is based on a team-teaching approach with 

each discipline taught by the college specialist in that area as the student 

teams rotate through six-week cycles during the semester. The units, 

both teacher and student generated, grow out of cooperative learning 

projects in each of the four disciplines studied. Units are organized 

around curricular dimensions, emphasizing research skills, which include 

content, process, and student product. These units relate fine arts 

integration with language arts, mathematics, science, and social studies. 

Strategies for implementing an integrated instructional approach include 

multiple intelligences, learning styles. Bloom's Taxonomy for developing 

problem-solving and higher-order thinking skills, cooperative learning, 

and group interaction. Evaluation measures include authentic 

assessment, performance-based assessment, and portfolio assessment 

techniques. 

Limitations 

An integrated arts course model of this type provides instructional 

guidelines for elementary classroom preservice teachers with limited arts 

experiences and training. The instructional strategies covered are 

intended to stimulate creativity and heightened student interest in the 

presentation of the four core subjects in the curriculum. The purpose of 
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this training is not to supplant the role of the fine arts specialist at the 

elementary level, nor does it provide the classroom teacher the necessary 

skills to teach the required essential elements of any fine arts subject. 

Instead, fine arts methods and materials used in the course provide a 

knowledge-base and comfort-level for preservice teachers with a limited 

background. Ideally, they will then be encouraged to use arts activities to 

enhance learning which will give students increased exposure to the fine 

arts, in addition to the experience they receive from their specialized fine 

arts classes and instructors. Preservice teachers are admonished to seek 

more in-depth training through additional fine arts courses, background 

permitting, in order to increase knowledge and skills in specific arts 

disciplines. 
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CHAPTER n 

LITERATURE SURVEY: BRAIN RESEARCH, INTEGRATED 

CURRICULUM, LEARNING PREFERENCES, 

INSTRUCTIONAL STRATEGIES, AND 

EDUCATIONAL CONTRIBUTIONS 

OF ARTS EXPERTS 

Any approach to organizing an effective learning environment and 

process depends on knowledge of current research as a basis for 

curricular development. Since the 1960s, research in the neurosciences 

has provided support for improving many practices in education. A body 

of literature has developed that suggests ways of optimizing learning 

based on studies of the human brain and human learning. A selected 

review of the literature on brain research is presented here, as well as 

steps toward optimized learning, integrating the intellectual processes, 

and popular pedagogical approaches to curriculum delivery that impact a 

learner's knowledge, understanding, and interest. ̂  

Brain Research 

Based on the explosion of brain research from the late 1960s 

through the early 1980s and confirmed by subsequent research, educators 

now know what elements constitute a brain-compatible learning 

environment, and which ones create a brain-antagonistic, or less 

productive learning situation. Given the enormous complexity of the 

brain, one might think that knowledge of this type is beyond the scope of 
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the regular teacher or administrator, that it is irrelevant to teaching, or 

that it should stay within the confines of the science laboratory. The 

expectation is not that educators become experts in the human brain and 

its intricacies, but that they understand how to implement a learning 

environment that is brain-appropriate and plan a curriculum so that every 

student learns at the highest level possible. 

The human brain must first be studied as a physical organ. The 

adult brain weighs a little over three pounds or around one thousand five 

hundred grams, and in volume is a little more than a quart, close to a liter. 

Individual brains vary considerably, but, within a normal range, 

differences in size do not directly signify greater or lesser ability. The 

ratio of brain to total body weight appears to be another key factor, 

however. Women's brains tend to be somewhat smaller than men's, at 

approximately the same ratio as their physical proportions (Hart, 1983, 

p. 34). 

As first theorized by Dr. Paul MacLean, Chief of the Laboratory of 

Brain Evolution and Behavior at the National Institute of Mental Health 

in Bethesda, Maryland, the triune brain, having evolved over millions of 

years, can be thought of as three brains in one. Each of the three parts 

has specific responsibilities essential for human survival and growth and 

constantly assesses immediate needs to determine what response is most 

appropriate. These three parts are the brain stem (reptilian), limbic 

system (paleomammalian), and cerebral cortex (neomammalian) (Hart, 

1983, pp. 33-36). 
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The brain stem, over two hundred million years old, is referred to 

as the reptilian brain. It is thought to control genetic and instinctual 

behaviors and is the part of the brain used when responding to 

life-threatening conditions. This "downshifting" of control to the brain 

stem has the effect of shutting off input to the slower processing cerebral 

cortex and limbic systems. The brain stem has no language capability 

and typically does not store information in its memory (Hart, 1983, 

p. 36). 

The role of the limbic system is complex and fascinating. Even 

though it is considerably smaller than the cerebral hemispheres, it 

plays a major role in human functioning and has one of the richest blood 

supplies in the entire body. In addition to regulating bodily processes, 

chemical balances, and emotions, it serves as a switching device for 

processing sensory input, directing information to the appropriate 

memory storage area, and transferring information from short-term to 

long-term memory (Hart, 1983, p. 36). 

The cerebral cortex is a multi-modal, multi-path processor of 

thousands of bits of information arriving through the senses every 

second. Its function is to think, solve problems, analyze, create, 

synthesize, handle a myriad of difficult tasks, and it is the part of the 

brain responsible for successful cognition (Hart, 1983, p. 34). 

The primary cell structure of the brain is the neuron, which is 

composed of the cell body, the dendrites, and the axon. Inside the cell 

body, the nucleus and the biochemical processes that maintain cell life 

are found. The neuron is a tiny system for information processing that 
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receives and sends thousands of signals. The dendrites are short fibers 

that extend from the cell body, branching out to form pathways for 

receiving information from nearly every nerve cell. The axon is one long 

nerve fiber that extends from the cell body and serves as a transmitter, 

sending signals that are picked up by the branches of the neighboring 

dendrites. Activity between neurons is carried out by the dendrites of 

one cell in contact with the axon of another. The junction across which 

these impulses travel from one nerve cell to the next is called the 

synapse. At the synapse, the electrical impulses that travel through the 

cell convert into chemical signals, then back to electrical impulses. The 

synapse is considered to be the most likely site for the neural mechanism 

of learning and memory (Restak, 1984, pp. 26-41). 

Surrounding the neurons are special cells known as glia. These 

cells outnumber neural cells ten to one and can be increased by 

stimulation from the environment. The glial cells provide the brain with 

nourishment, consimie waste products, and serve as the packing material 

that glues the brain together. They also insulate the nerve cell, creating a 

myelin sheath. Myelin has an important function, which allows the 

coated axon to conduct information away from the neuron at a much 

faster rate than unmyelinated axons. As the glial cells in the brain 

increase and provide more myelination, the speed of learning accelerates. 

The more glia produced, the faster the synaptic activity and the more 

powerful is the impulse exchange from one cell to the next, allowing for 

faster and more complex patterns of thinking. Interaction in an enriched 
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environment changes the chemical structure of the nerve cell as well, 

thereby strengthening the entire cell body (Hart, 1975, p. 192). 

The sequence of human growth, from early helplessness, ensuing 

childhood, late adolescence, and extended adult life, allows the brain to 

develop a set of programs for intellectual and social matiu-ation. A baby's 

brain cells begin forming as early as three weeks after conception, 

multiplying more rapidly than any other body cells. Development of the 

brain's physical structure starts at that time, directed by a complicated 

genetic program, and neurons are produced in abundance. Current 

research cannot fully explain how these neurons know where to go as 

they move to different parts of the brain, or why some do not survive, but 

the process seems to occur in spurts at specific periods during an 

individual's lifetime. A growth spurt of neurons occurs during the second 

trimester, and soon afterward the glial cells, which provide the glue to 

hold the neurons together, begin to form. These cell systems form the 

raw material of a person's intellect. The quality of development during 

the prenatal period of cell differentiation and migration determines the 

fixture structure of the brain (Healy, 1987, p. 13). 

At or near the time of birth, a person has ahnost all the neurons he 

or she will ever have. This supply of neurons, numbering approximately 

thirty billion at birth, is large enough to sustain some daily loss. These 

neurons are also forming more than fifty trillion connections, or 

synapses. The genes a baby carries from conception have already 

determined the brain's basic wiring. Of a human's eighty thousand 

different genes, fully half are involved in forming and operating the 
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central nervous system. This genetic formula is not sufficient, however, 

to meet the brain's total needs. In the first months of life, the number of 

synapses will increase twenty-fold to more than one thousand trillion. 

There simply are not enough genes in the human species to provide so 

many connections, which leaves the remainder of brain development to 

experience, acquired by all the stimulation a baby receives from its 

environment (Caine and Caine, 1991, p. 30).j 

An infant has linkages, pathways, or connections already formed, 

particularly in the oldest (reptilian) brain, or it would not be able to 

survive. This represents the portion of the brain where basic genetic 

instinctual mapping is formatted. Adding new connections, particularly 

in the cerebral cortex, or newest brain, occurs at a staggering rate. 

Although the number of cells remains almost the same, brain weight can 

double during the first year of life. As stimuli, derived from sight, 

hearing, feeling, or tasting, are received and then passed on, neurons send 

messages which build new physical connections to neighboring cells. 

Each neuron in a message system picks up signals with its dendrites from 

the axons of neighboring neurons. While the cells do not actually touch 

each other, the signals jump over a gap, or synapse, through electrical 

and chemical processes.^ Synaptic connections, where learning begins 

and develops, are enriched by repeated use (Healy, 1987, pp. 18-19).̂  

The formation of synapses and their selective pruning (the process 

by which brain cells that fail to develop synapses die as the system 

prunes itself for efficient use) occurs at different times in the various 

parts of the brain. This sequence seems to coincide with the emergence 

19 



of myriad skills. At about two months of age, infants receive signals 

from the motor cortex for mastering purposeful movements. At three 

months, synaptic formation in the visual cortex peaks, and the brain 

refines connections that allow the eyes to focus on an object. At nine 

months, the hippocampus, the part of the brain which indexes and files 

memory, becomes fully functional; now babies can form clear memories 

of repeating patterning processes. In the second half of the first year, the 

prefrontal cortex, the seat of forethought and logic, forms synapses at 

such a rate that it consumes twice as much energy as an adult brain. This 

rapid growth pace continues for a child's first decade of life (Sylwester, 

1995, pp. 52-54). 

The second kind of physical brain development involves 

myelination. Like insulation on an electric wire, myelin keeps the 

chemical and electrical impulses refined and makes them move much 

faster. In the brain, insulation is provided by special cells that wrap 

around the nerve conduit many times. At birth, relatively few nerve 

pathways have this insulation, so the myelination process continues for 

about twenty years. In this sense the adult brain is one in which all the 

insulation has formed (Hart, 1983, p. 115). 

The surface area of the &ontal cortex, sometimes called "the brain's 

brain," expands rapidly from birth to about three and one-half years of 

age, then more slowly to aroimd seven years old. From that time, the 

process continues gradually until approximately eighteen years of age. ̂  

Until about two years of age, old brain structures dominate attention: the 

child must focus on new sights and sounds. As the newer brain areas 
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develop, old survival programs come under more control. As the frontal 

areas of the cortex are used, the child has greater capacity to set goals and 

complete a chain of activities. Anyone who monitors the growth of 

children from birth to adulthood has witnessed the effect of frontal and 

prefrontal development and myelination. During this time, lower brain 

distractibility lessens, the concept of future time begins to have practical 

meaning, long term plans can be made and completed, and the self-

governing capacity grows (Hart, 1983, p. 116). 

Studies show that enriched environments ensure the kind of 

activity that promotes brain growth and provides a solid foundation for a 

lifetime of learning (Healy, 1990, pp. 81-82). What implications can be 

dravm for parents and teachers who are entrusted with these young 

minds? 'Parents are the brain's first and most important teachers. There is 

strong evidence that environments providing appropriate and loving 

stimulation facilitate brain development. Warm, loving verbal interaction 

between parent, or caregiver, and child are of particular importance in the 

first two years. So are praise, prompt attention, immediate feedback, and 

quality of environmental objects (toys, household items, etc.). The 

security of a set of rules and reasonable limits encourages infants to test 

their developing abilities against all sorts of major challenges. The 

importance of active physical involvement for brain development must 

also be emphasized (Healy, 1987, pp. 21-23). 

Psychiatrists and educators have long recognized the value of early 

and organized experience; however, their observations have, until now, 

been largely anecdotal. Modem neuroscience is currently providing 
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quantifiable evidence that was missing earlier. Because the results can be 

observed, using modem scientific procedures, they have become more 

convincing (Sylwester, 1995, pp. 5-6). 

Several key points concerning brain development have significant 

implications for educators who deal with students at any age prior to 

adulthood. First, the brain can be utilized only to the extent that its 

massive number of neurons has been efficiently organized into logical 

patterns. This process extends over a twenty-year period. Second, an 

individual's total number of neurons is present at birth, or shortly after, 

and are not replaced as they are eliminated. Third, the growth of neurons 

is determined largely by active stimulation brought about by input and 

experience. Fourth, myelination, a process that improves neural 

functioning, continues from birth until adulthood and enhances the speed 

and quality of the synaptic connections. Fifth, the prefrontal parts of the 

cerebrum have a definitive influence on human behavior, facilitating 

long-term goal setting and implementation. Sixth, brain development 

thrives best in a situation of tmst and freedom where there is an absence 

of threat. Finally, the most significant indictment towards the 

educational system as it presently functions, lies in the "class-and-grade" 

or "assembly line" approach to learning which promotes a brain 

antagonistic environment (Hart, 1983, p. 118). 

It appears that brain research and its educational implications have 

presented educators with "time limits," "critical periods," or "windows of 

opportunity" for teaching and learning. With the right input at the right 

time, intellectual growth is enhanced. But research also implies that 
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missed opportunities handicap an individual's learning potential. With 

few exceptions, the windows of opportunity in brain development do not 

close quite so abmptly. The window for acquiring syntax may close as 

early as five or six years of age, while the window for adding new words 

may never close. The ability to leam a second language is highest 

between birth and six years old, after which there is a steady decline. 

Many adults still manage to leam new languages, but usually after some 

stmggle (Rauscher et al., 1997, pp. 2-7). 

Several leading proponents of the integrated curriculum process 

(Kovalik, Clark, Hart, and Healy) believe that since recent brain research 

has exposed the connective nature of brain development, there are brain-

compatible elements that can be used in the classroom for optimum 

learning to take place. These elements include absence of threat, 

meaningful content, choices, adequate time, enriched environment, 

collaboration, immediate feedback, and application. Every successful 

learning experience a person completes has, as its core, three or more of 

these necessary components (Kovalik, 1993, pp. xxii-xxiii). 

Each child charts his own intellectual course, the quality of which 

depends on active interest and involvement in a wide variety of stimuli. 

Parents, teachers, administrators, and policymakers, however, must take 

responsibility for the conditions under which this delicate learning 

process takes place (Caine and Caine, 1991, pp. 21-22). ^ 

I 
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V 

Integrated Curriculum 

The word "integration" is used to refer to both a'state and a 

process^ As a state, it implies the attainment of perfection, completion, or 

wholeness^ Integration, in this sense, is a desired goal for each individual 

and social group. As a process, however, integration refers to the means 

used to achieve this state of perfection. In this instance, integration may 

also refer to the maintenance of a dynamic balance in a changing 

environment. Finally, integration can refer to the manner in which 

interdependent parts of a larger whole relate or are brought into 

relationship with each other (Dressel, 1958, pp. 10-11). 

In all disciplines, integration has been used to refer to the method 

of finding those underlying facts and principles which justifies its 

existence as a discipline and which relate it to other disciplines. It 

assumes the existence of parts that can be related in order to create a 

whole. Integration involves the ̂ proper relationship of part to part, part to 

whole, and whole to part, and the combining of these parts into a 

complex whole. Society, for example, is made up of groups, and the 

groups in turn are composed of individuals. An individual interacts with 

other individuals and with several groups. The individuals in a group 

interact, and each group interacts with other groups. If this interaction of 

parts and wholes builds toward a greater and more unified whole, 

integration is taking place (Dressel, 1958, p. 12). 

In general, the various attempts at integration in curriculum 

planning include three types: (a) those involving interrelationships 

among existing courses; (b) those involving reorganization of content 
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into more general courses; and (c) those involving the focus of content on 

vital problems of society or student need.j It is possible to develop a total 

school curriculum, or a specific course, using all three types of plans if 

agreement on objectives, activities to meet those objectives, proper 

sequencing of activities and objectives, and evaluative measures are 

planned and implemented appropriately (Dressel, 1958, p. 15). 

Through thoughtful selection and organization of learning 

experiences, educators can replace a system of many separate, unrelated 

courses by substituting an educational approach that provides unity. 

Students need experience in analyzing and judging the integrative 

process by dealing with problems encouraging the interrelationship of 

many different aspects of past experiences. They should have the 

opportunity, at increasingly complex levels, to attempt a reorganization 

of their own and should have experiences which provide a chance to 

relate attitudes, values, concepts and skills in school to real life situations. 

Ultimately, each student must rely on the raw materials and incentives 

inherent in an integrated system to build his own sense of connection 

with past, present, and future experiences (Dressel, 1958, p. 23). 

An integrated curricular model represents a cross-disciplinary 

approach including content, skills, and affective goals. Integration is a 

result of sifting ideas out of subject matter content, not overlaying subject 

matter with thematic ideas, as in a thematic or webbed approach. The 

relationships come from within the various disciplines, and matches are 

made among them as commonalities emerge (Fogarty, 1991, p. 76). 
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There are several reasons for integrating the curriculum. A major 

reason for instructionally integrating subjects is that in life, most 

problems and experiences are interdisciplinary in natxu'e. Individuals use 

a multitude of skills to leam from situations and to solve everyday 

problems, no matter how simple or complex they may be. As members 

of the work force, students will be called upon to work on multi-

disciplinary teams in many work settings. Another reason to integrate 

subjects is for greater teaching efficiency. Integrating two or more 

subjects and relating instmction to a theme, when appropriate, places the 

emphasis on skill development rather than coverage of subject matter. A 

fourth reason to integrate the curriculum is that it is brain-appropriate. 

This means that the human brain is made to search for pattems in, and 

connections between, ideas. The focus on relationships among the 

disciplines makes it easier for students to see pattems and connections. 

The methods of teaching which accompany an integrated curriculum 

place the teacher in the position of facilitator rather than giver of 

knowledge. This allows for a classroom atmosphere that is more caring 

and nurturing. An interdisciplinary approach that integrates content, 

skills, and affective elements is also more conducive to involving 

students in the decision-making process. This kind of involvement 

fosters deeper conceptual understanding and greater ownership of 

learning by the student (Frazee and Rudnitski, 1995, pp. 133-136). 

Those who advocate an integrated curriculum seek ways to "help 

students make sense out of the multitude of life's experiences and the bits 

and pieces of knowledge being taught in the typically splintered school 
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curriculum" (Vars, 1991, p. 14). Educators who support an integrated 

approach when teaching curriculum emphasize connections shared by 

many subjects at the deepest levels. Perkins states that "students in all 

grades, including college, have a superficial understanding of course 

content rather than the deep, conceptual understanding we might call 

insightful learning" (1991, p. 4). ^ 

In response to recent brain research, along with a need for - >̂ n 

educational restmcturing, many schools are taking steps to implement 

various integration models. Jacobs (1989), in her book on developing 

interdisciplinary curriculum, outlines five categories of integration: 

• discipline-based, the traditional focus on subjects; 

• parallel, when two subjects are studied through concurrent 

events, such as reading a book from the time period students are 

studying in history; 

• multi-disciplinary, when several subjects are taught separately 

through a theme; 

• interdisciplinary, when several subject areas are integrated 

through the lens of a theme; 

• integrated, the integration of subjects and content, skills, 

processes, and affective goals and activities. 

Fogarty (1991) describes ten possible models of integration which 

center on perspectives embraced by the leaming community and the 

manner in which subjects are connected. The models range from an 

educational focus on the interconnectedness within one discipline leading 

to the commonalities shared by many related fields. For example, the 

. -w-* 
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"shared model" shows how shared planning and teaching take place in 

two disciplines in which overlapping concepts or ideas emerge as 

organizing elements. Another example, the "integrated model," 

demonstrates an interdisciplinary approach that matches subjects for 

overlaps in topics and concepts, with some team teaching possible. 

These ten models present integration of the curriculum within single 

disciplines, across several disciplines, and finally, from the leamer 

himself by networking with other academicians. 

The Integrated Thematic Instmction (ITI) model of Susan Kovalik 

(1993) is designed on three interlocking, interdependent principles. First, 

human brain research has given educators insight into leaming not 

previously realized in the history of civilization, and this knowledge 

forms the basis for decisions made to improve student and teacher 

performance. Second, a teacher's ability to organize leaming in a 

classroom is both an art and a science. To insure this practice, teachers 

constantly update their knowledge and skills. Third, a district or school 

must agree on a continuum of concepts that all children should 

understand and then allow teachers the opportunity to select content that 

best supports and extends the concepts. The brain-compatible 

components of the ITI model (absence of threat, meaningful content, 

choices, adequate time, enriched environment, collaboration, immediate 

feedback, and mastery) are designed to stress problem-solving and 

decision-making experiences for both teachers and leamers in the 

classroom. 
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Another highly successful integrative approach, designed for gifted 

students, as well as those in the regular classroom, is the Integrative 

Education Model by Barbara Clark (1997). It is based on the premise 

that leaming is optimal when thinking (linear and spatial), feeling, 

physical/sensing, and intuition are all part of the leaming experience. 

Components of the Integrative Education Model include: 

(1) responsive leaming environment; (2) complex and challenging 

cognitive activities; (3) empowering language and behavior; (4) choice 

and perceived control; (5) relaxation and tension reduction; (6) 

movement and physical encoding; and (7) intuition and integration. It 

forms a framework that asks all content, processes, and products to 

integrate the four major functions of the brain (i.e., linear/spatial 

thinking, feeling, physical/sensing, intuition), resulting in a very coherent 

leaming experience. 

There are other educational experts who propose using specific 

integrated units in the elementary classroom, as well as those who focus 

on integrating the arts into the general studies. Beth Ann Miller (1995) 

identifies five categories of integration, including topical, mechanical 

subject, conceptual, high level thinking and pedagogical. By combining 

elementary music and whole language instmction in selected first-grade 

classes, she attributed the heightened degree of interest and motivation 

produced in the students to the integrated method. Some researchers, 

including Greene (in Smith and Simpson, 1991), view music and the 

related arts as valuable in developing higher-level thinking skills. Betts 

(1995) reports that students taking part in an integrated arts program 
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show improvement in communication skills. Olson (1982) suggests that 

teacher preparation curricula at the college level should model integration 

by offering more discovery-based, process-oriented integrated arts 

courses. 

Leaming Preferences 

The concept that people leam in different ways, or have various 

leaming styles and preferences, is not new. As early as 1886, Charcot 

conducted chemical observations to determine whether or not individuals 

had a predilection for one perceptual input avenue over another. He 

categorized people as "audile," "visile," and "tactile" leamers (Morris and 

DeMonbreun, 1977, p. 3). In 1921, Carl Jung proposed that people take 

in information differently, indicating that there are four types of leamers: 

feelers, thinkers, sensors, and intuitors. In 1950, the term "leaming style" 

first appeared in research literature, but it was not until 1970 that the use 

of leaming styles gained popularity in the American classroom (Frazee 

and Rudnitski, 1995, p. 215). 

Since curriculum plaiming and instmction are important issues to 

the teaching profession, priorities must be set which consider a student's 

individual needs and concems within the large group context. This 

involves how students develop, how students differ, how students leam, 

how students are motivated to leam, and other factors such as ethnicity, 

cultural background, home language, economic status, and family life. 

Educators understand that leaming is a highly individual process 

influenced by interaction with others. Individuals organize new 
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knowledge in their brains according to their own filing system. An 

individual's view of the world and his response to it depend on his own 

basic mental strengths. Providing experiences in the various leaming 

modalities when forming concepts, therefore, is not only sound 

educational theory, but also another form of pedagogical integration. 

One approach to meeting these personal differences is to choose 

activities and materials that fit students' leaming styles. There are several 

preferences which should be considered: visual, auditory, tactile, and 

kinesthetic. yCurriculum units and specific lessons that^se more than one 

modality increase the possibility of meeting individual needs and of 

reaching a larger percentage of students both academically and 

motivationally (Morris and DeMonbreun, 1977, p. 8).^ 

Visual perception occurs when the eye sees words or objects and 

the brain receives impulses. Traditionally, the visual modality has been 

the primary instmctional emphasis in schools. Within the visual 

perception modality, the following specific skills are identified: spatial 

relation; visual discrimination; figure-ground discrimination; visual 

closure; and object recognition. Some students may accomplish one 

visual perception task only to be totally confused by the next (Morris and 

DeMonbreun, 1977, p. 9). 

Auditory perception takes place when the brain interprets signals 

from nerve impulses produced when sound waves strike the eardrum. 

Problems in auditory perception can result from any one of the following 

processing skills: auditory discrimination; auditory memory; auditory 

sequencing; and auditory blending. Auditory perception difficuhies 
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normally are not the result of a hearing problem, but rather one of 

intermption of messages between the eardrum and the brain (Morris and 

DeMonbreun, 1977, p. 11). 

Haptic perception includes the two touching-feeling modalities 

called tactile and kinesthetic. Tactile perception comes through the 

sensations received by touching objects with the fingers and other skin 

surfaces. Kinesthetic perception includes leaming by means of large 

muscle activity or gross body movements (Morris and DeMonbreun, 

1977, p. 12). 

In almost every leaming situation, the senses interact and 

cooperate to provide the leamer with a broader perspective about the 

concepts being formed. This is called multi-modal perception and 

provides opportunities to offer multi-sensory experiences for each child, 

so that the dominant modality emerges. In a similar way, cross-modal 

perception, the ability to transfer from one modality to another, is the key 

to solving some leaming disability problems and can aid in the 

understanding of additional exceptionalities exhibited by students in the 

classroom (Morris and DeMonbreun, 1977, p. 13). 

Other forms of perception are olfactory perception (brain messages 

through smell), gustatory perception (brain messages through taste), 

social perception (interpreting stimuli in the social environment), and 

extra-sensory perception (mental perception independent of the senses). 

According to Morris and DeMonbreun (1977), the modalities which have 

been intensely studied and which are most pertinent to teacher and 
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leamer needs in the classroom, are visual, auditory, tactile, and 

kinesthetic. 

Additional variables affecting leaming styles are the physical 

condition of the room, as well as environmental (lighting, temperature) 

and social (grouping, seating, mobility) conditions. Allowing for 

comfortable furniture, reduced amounts of hghting, soft music, classroom 

space for paired, small group, or large group interaction, and stable 

temperature, can dramatically affect students' concentration and 

achievement (Dunn, 1996, pp. 6-9). 

According to Rita Dimn and Shirley Griggs in their book Leaming 

Styles: Quiet Revolution in American Secondary Schools (1988), 

"leaming style" is a biologically and developmentally imposed set of 

characteristics that make the same teaching method successful for some 

and nonproductive for others. Their approach describes the way a 

classroom might be arranged to respond to individual needs for quiet or 

noise, bright or soft illumination, temperature differences, seating 

arrangements, mobility needs, and grouping choices. Suggested pattems 

include those in which leamers are likely to concentrate best—alone, 

with others, with certain types of teachers, or a combination of these. 

This leaming environment addresses the senses through which students 

tend to remember difficult information more easily—by hearing, 

speaking, seeing, manipulating, writing, note-taking, or a synthesis of 

these processes. Leaming styles also consider persistence, motivation, 

amount of stmcture or classroom management, and conformity versus 

nonconformity levels. It takes into account the time of day when 
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students function best, and whether intake (need for food and drink) 

impacts student achievement. 

Responsiveness to all of these variables stimulates concentration 

and readiness for leaming. How students actually process information, 

called hemisphericity, includes left/right brain dominance, analytic/global 

thinking, inductive/deductive reasoning, and reflective/impulsive 

tendencies. This is what some educators refer to as cognitive style (Dunn 

and Griggs, 1988, p. 3). 

One of the most popular leaming style assessments is the 

"Leaming Style Inventory." The inventory evaluates five areas in order 

to identify an individual's leaming style: environmental; emotional; 

sociological; physical; and psychological. Figure 2.1 shows an iconic 

chart developed by Drs. Rita and Kenneth Dunn, called the "Leaming 

Styles Model," which displays the five stimuli and the twenty-one 

elements classified in these categories (Dunn and Dunn, 1992, p. 5). 

Several research studies, conducted since 1968 by the Dunn and Dunn 

team, demonstrate that students can identify their own leaming styles.'̂ In 

addition, students often show increased performance on tests and factual 

recall, as well as heightened interest and efficiency in the leaming 

process, when exposed to a teaching style harmonious with their 

preferred style of learning^ Finally, this research concluded that it is 

advantageous to teach and test students in their dominant modality. A 

shortened form of the "Leaming Style Inventory" was developed in 1974, 

and reliability and validity factors were established. The instmment has 

been used extensively in many school districts throughout the country to 
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identify students' functioning and leaming preferences (Dunn and Dunn, 

1978, pp. 4-5). 

Jerome Bnmer's "three ways of knowing"—enactive, iconic, and 

symbolic—are closely aligned with leaming modalities. The iconic "way 

of knowing" is linked to the visual and spatial arts. The enactive "way of 

knowing" involves tactile and kinesthetic processing. The symbolic 

"way of knowing" includes the areas of reason and logic and is primarily 

evidenced through coded symbols—letters, numbers, and abstract codes 

(Bruner, 1966, p. 11). 

In addition, one of the early events in the history of the 

development of conceptual leaming resulted from the Woods Hole 

Conference, held in Massachusetts in 1959. The purpose of the 

conference was to discuss the problems of and recommended solutions 

for science education, and this exchange of ideas provided the stimulus 

for Bnmer's book The Process of Education (1960). The book provided a 

strong basis for curriculum development in all subject areas and helped 

change the nature of instmction in American schools. Four important 

themes related to the teaching/learning process were outlined in his book: 

• the role of stmcture in leaming, 

• readiness for leaming, 

• intuition in the leaming process, and 

• motivation to leam. 

These aspects of cognitivist theory, which espouse the acquisition of new 

knowledge and its relationship to prior and future leaming, have 
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significantly impacted educational thought and practice since the 1960s 

(Mark, 1986, pp. 107-108). 

Research shows that in the teaching process, a student's leaming 

style and stage of development must be understood and implemented in 

order to maximize academic progress and achievement. Both Piaget and 

Bruner proposed that primary-aged children need concrete and 

manipulative instmctional techniques (Bruner, 1966, p. 7). The noted 

Russian psychologist, L. S. Vygotsky stated, "In the early stages of 

development, it is the child's experience, and the direct influence of that 

experience on memory, that define the entire stmcture of thinking" 

(Rieber and Carton, eds., 1987, p. 309). Lessons should provide visual, 

aural, tactile, and kinesthetic opportunities, so that students create their 

ovm pattems representing the basic concepts to be leamed. It is not 

presumed that children can explain or verbalize concepts at the symbolic 

level until they have intemalized them, that is, leamed to perform them 

mentally and to represent them iconically. Acquiring knowledge through 

visual, aural, and haptic means, as well as through symbolic 

representation, allows students to process information at their individual 

level of development and in their preferred leaming mode (Miller, 1995, 

p. 151). 

Howard Gardner's theory of multiple intellingences, first presented 

in 1983, has done much in the past decade to increase further 

understanding of students' individual leaming differences. Gardner 

suggested that human beings are able to know the world through 

language, logical-mathematical analysis, spatial representation, musical 
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thinking, the use of the body to solve problems or to make things (bodily 

kinesthetic), an understanding of other individuals (interpersonal), and an 

understanding of themselves (intrapersonal) (Gardner, 1983, pp. 73-276). 

In addition, Gardner has recently defined an eighth intelligence, called 

the naturalist intelligence, which refers to the ability to recognize and 

classify plants, minerals, and animals, including rocks, grass, and all 

variety of flora and fauna (Checkley, 1997, p. 8). Individuals differ in 

the strength or dominance of these intelligences, known as the profile of 

intelligences, and by the ways in which these intelligences are processed 

and combined to carry out different tasks, solve diverse problems, and 

progress in various domains (Gardner, 1991, p. 12). 

These differences challenge an educational system that is built on 

the assumption that everyone can leam the same materials in the same 

way at the same time and that a universal standard exists for measuring 

student leaming. The current educational system heavily favors 

linguistic and logical-quantitative modes of instmction and assessment. 

It makes sense, however, that a broad spectrum of students would be 

better served academically if disciplines could be presented in a number 

of ways and leaming could be assessed through a variety of means 

(Gardner, 1993, pp. 65-67). 

D. R. Kolb's research on brain hemisphericity is closely tied to 

leaming styles. Left- or right-brained dominance can determine the way 

a person perceives information. Concrete experiences represent a left-

brained modality, while abstract thinking reflects a right-brained 

inclination. This research formed the basis for the 4MAT system, an 
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eight-step cycle of instmction emphasizing individual leaming styles and 

brain-dominant processing preferences (Frazee and Rudnitski, 1995, 

pp. 215-16). 

These eight steps include creating an experience (right mode), 

analyzing the experience (left mode), integrating analysis into concepts 

(right mode), developing concepts and skills (left mode), practicing the 

defined givens (left mode), practicing and adding student's ideas (right 

mode), application for relevance and usefulness (left mode), and 

application to new and more complex experiences (right mode). These 

steps, related to brain dominance, are derived from four cognitive 

processes on which the 4MAT system is based. These include concrete 

experience, reflective observation, abstract conceptualization, and active 

experimentation (Frazee and Rudnitski, 1995, p. 216). 

For educators, the 4MAT system allows the use of many aspects of 

leaming styles, from Gardner's multiple intelligences to Dunn's 

influential stimuli. Teachers use the information to create units and 

lessons that meet students' preferred leaming styles, while challenging 

them in areas where they are less comfortable. The 4MAT stmcture 

integrates brain function by systematically varying the types of activities 

and mental processing involved (Glatthom, 1994, p. 107). 

Several noted authorities have proposed other theories of 

intellectual style, that is, approaches that represent a link between 

intelligence and personality. Myers (1980) espoused a series of 

psychological types based on Jung's 1923 theory. According to Myers, 

there are sixteen types, resulting from all possible combinations of two 
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ways of perceiving—sensing versus intuition, two ways of judging— 

thinking versus feeling, two ways of dealing with self and others— 

introversion versus extroversion, and two ways of relating to the outside 

world—judgment versus perception. Gregorc (1985) proposed four main 

styles, based on combinations of two dimensions—concrete versus 

abstract and sequential versus random. Renzulh and Smith (1978), 

taking a more practical educational direction, have suggested that various 

leaming styles correspond to methods of teaching: projects, drill and 

recitation, peer teaching, discussion, teaching games, independent study, 

programmed instmction, lecture, and simulation. Holland (1973) 

proposed six styles or personality types used as a basis for understanding 

job and career interests: realistic, investigative, artistic, social, 

enterprising, and conventional. Many of these scholars have produced 

published inventories designed to measure the intellectual styles 

representative of their theories. The study of intellectual styles is 

significant because it allows for imderstanding the connection between 

intelligence, personality, and real-life performance (Stemberg, 1990, 

pp. 32-33). 

Precise goals and purposes must be identified in order to select 

appropriate instmctional strategies affecting the achievement and climate 

in the classroom. One of these goals involves providing opportunities for 

meeting the various needs of students through leaming styles, inquiry, 

problem-solving, decision-making, and integrated strategies. By 

emphasizing multisensory activities and materials, educators recognize 

that students leam in different ways. Incorporating the concept of 
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dominant leaming modalities allows for maintaining optimum leaming 

experiences and high-level interest in the educational process (Frazee and 

Rudnitski, 1995, pp. 223-24). 

Instmctional Strategies 

Classroom management procedures, positive student relationships, 

effective planning, and motivational techniques are all critical to teaching 

and leaming success. Teachers have the opportunity to select from a 

variety of methods and materials that match the leamers' academic 

abilities. Objectives, goals, and content must be given first priority, 

followed by the selection of appropriate instmctional strategies. The 

ultimate focus of instmctional strategy is student achievement at the 

highest level of application. 

Instmctional strategies form a continuum from direct to indirect 

teaching. At one end of the spectmm is direct, teacher-centered, 

instruction in which the student is a passive participant. At the other end, 

indirect, or student-centered, instmction proposes that leaming is a result 

of the students' capacity to comprehend, process, and master information. 

With indirect instmction, the teacher becomes a facilitator, rather than the 

depositor of knowledge. Teaching techniques that include a combination 

of direct and indirect instmction should be chosen according to the nature 

of the lesson, student need, and teacher preference (Frazee and Rudnitski, 

1995, p. 203). 

Whole unit and individual lesson preparation and presentation 

follow three fundamental instmctional formats: large group, small group, 
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and individual. Other important variables, such as age, leaming styles, 

culture, prior leaming, language, ability level, class size, gender, content, 

and goals, play a cmcial role in the instmctor's decision to use whole 

class, small group, or individual approaches in organizing activities for 

instmction (Frazee and Rudnitski, 1995, p. 204). 

Several methods of instmction are compatible with group 

stmcture, including lecture, modeling, cooperative leaming, discussion, 

individualized leaming style (differentiated instmction), and inquiry. 

Activities which involve both passive and active leaming incorporate 

seatwork, textbooks, role-playing, leaming centers, problem-solving, and 

decision-making. Long-term leaming occurs through task-oriented 
r 

involvement, employing a variety of these strategies. Strategies are 

carefully chosen and planned by the teacher, utilizing adequate input 

from the leamers (Frazee and Rudnitski, 1995, p. 204).. 

Each act of deliberate teaching is the result of a prior decision. 

Decision-making becomes the primary incentive that govems all the 

desired behaviors to follow. Included among those positive aspects are 

how students are grouped, how subject matter is organized, how time, 

space, and materials are managed, how classroom interaction takes place, 

how verbal communication is chosen, how the social-affective climate is 

determined, and how cognitive connections occur. Since decisions and 

their consequences have an influence on academic outcomes, careful 

attention should be given to the effects of teaching style on the 

developing leamer. Informed decisions have a positive impact on the 
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cognitive, affective, social, physical, and moral domains of the leamer 

(Mosston and Ashworth, 1990, pp. 3-6). 

One of the first choices to be made in planning leaming activities 

concems the stmcture of the leaming environment. This involves 

determining the appropriate group size and whether to include more 

student-directed or teacher-directed experiences. A mixture of class 

grouping pattems, along with student and teacher-directed leaming 

activities, is not only motivating, but also aids students in developing 

skills and attitudes for independent thinking and processing (Pasch, 

Sparks-Langer, Gardner, Starko, and Moody, 1991, p. 130). 

Whole class instmction is typically direct instmction where the 

teacher provides information through lecture, recitation, textbooks, 

seatwork, and discussion. While whole group teaching is useful for 

presenting information and giving instmctions, it should not be used 

exclusively because, in large groups, many students lose focus on the 

presentation without being detected, and there is greater difficulty in 

keeping all leamers actively involved (Kuethe, 1968, pp. 128-29). 

Facilitating small groups has advantages because they are versatile 

and allow more students the opportunity to participate. The preferred 

number of students for small group instmction is normally two to six 

members. Regardless of group size, students have the opportunity to be 

actively engaged in the leaming process, rather than sitting passively for 

a chance to participate in large group settings. By simultaneously 

varying the activities and size of small groups, the teacher can 
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systematically provide differentiated instmction (Pasch et al., 1991, 

p. 130). 

Individual instmction is appropriate when students are reading, 

writing, or reviewing work previously studied. It is also practical when 

assessing each student in terms of interest and capability. Providing 

individual attention and instmction is also necessary for those students 

who need extra assistance or for special populations, such as the gifted, at 

risk, disadvantaged, handicapped, bilingual, or those who have a 

diagnosed leaming or emotional disability. Individual work is normally 

done in a quiet atmosphere with little or no outside stimulation (Frazee 

and Rudnitski, 1995, p. 223). 

Combinations of these groupings can be used simultaneously if the 

class has practiced the mechanics of various group dynamics. The 

teacher may review or reteach a small group of students, while the 

remainder of the class works independently. In a well-managed 

classroom, it is also possible for the teacher to work with a reading 

group, while several other groups work at leaming centers and individual 

students work independently on projects (Pasch et al., 1991, p. 130). 

After environmental decisions have been made for the classroom, 

teachers must consider the various teaching techniques or methods that 

will be most effective for presenting information in the different 

disciplines. A teaching method can be defined as a repeatable way of 

teaching, not only in the sense that one teacher can use the same way of 

teaching on different occasions, but also in the sense that other teachers 

can leam to employ the technique. A successful teaching method 
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presents material to be leamed and also produces the desired leaming 

envisioned by the teacher. In addition, leaming must be accomplished in 

a format that can be transferred outside the classroom or to other material 

(Kuethe, 1968, pp. 126-27). For this reason, when choosing a method or 

activity, it is necessary to consider the students, the leaming community, 

the content, the goals, one's own philosophy, and current research on 

teacher effectiveness. Whatever methods are adopted, the ultimate focus 

remains fixed on student achievement (Pasch et al., 1991, p. 128). 

A commonly used whole class instmctional method is lecture. The 

original meaning of the term was "to read," but in today's methodology, it 

refers to a verbal presentation of the material to be leamed, delivered by 

the instmctor. In order for the lecture method to be successful, a teacher 

should possess an adequate speaking voice and must say something 

interesting and meaningful in a logical sequence. In addition, use of 

comprehensible vocabulary is critical and modeling with numerous visual 

and auditory examples is vital. Teachers should also incorporate 

discussion at appropriate places in the lecture to encourage dialogue and 

to check for understanding (Kuethe, 1968, pp. 128-29). 

Modeling is another important strategy for whole class, direct 

instmction that proposes teaching by example. Through modeling, the 

teacher demonstrates the content and procedures to be leamed, followed 

by active student participation demonstrating mastery of the concepts 

presented. Modeling allows the instmctor to be an effective academic 

role model in combining the content and process functions necessary to 

complete a given task (Frazee and Rudnitski, 1995, p. 208). 
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Small group methods enable students to leam from each other by 

synthesizing group ideas and formulating solutions to problems (i.e., 

brain-compatible components of Kovalik's ITI model, 1993). Working 

together in small groups develops competent social skills and gives 

students the opportunity to collaborate in the development of higher-

order thinking skills and problem-solving abilities. When assessing 

group work, the teacher facilitates interaction and progress, and monitors 

student participation. Two common small group strategies are 

cooperative leaming and discussion (Frazee and Rudnitski, 1995, p. 208). 

Cooperative leaming is a strategy to assist with organizing 

successful small group instmction. Generally, it means students working 

together in stmctured groups to complete academic tasks. Many forms of 

cooperative leaming exist, each intended to achieve a specific 

instmctional purpose. To be most effective, cooperative leaming 

requires clear group goals and student accountability (Forte and Schurr, 

1996, p. 74). 

The five elements that distinguish cooperative leaming from 

traditional group work are positive interdependence, face-to-face 

interaction, individual accountability, interpersonal skills, and group 

processing. Positive interdependence requires students to assist each 

other in the leaming process through common goals, joint rewards, 

shared resources, and specified role assignments. Face-to-face 

interaction causes students to actively engage in discussion, problem-

solving, decision making, and mutual assignment completion. Individual 

accountability asks that the student fulfill his or her share of the work. 
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Interpersonal skills demand that group members leam and apply effective 

communication and active leaming skills. Group processing requires 

students to consistently evaluate their ability to function as a group by 

obtaining feedback and reinforcement from fellow group members and 

the teacher (Frazee and Rudnitski, 1995, p. 209). 

Forte and Schurr (1996), in their four manuals for integrating 

instmction in language arts, mathematics, science, and social studies, 

suggest the following practical stmctures for developing lesson plans 

around the cooperative leaming method: 

• Think/Pair/Share—student pairs are given the opportunity to 

reflect on answers to a question, derive solutions, and share 

these with the class. 

• Three-Step Interview—students are first grouped in pairs to 

rehearse question responses and active listening skills, followed 

by a series of paired role exchanges and sharing with the class. 

• Circle of Knowledge—groups of 4 to 6 students offer responses 

in sequence to a posed question within a given time frame, 

responses are recorded and shared with the class. 

• Team Leaming—groups of 4 students are provided recording 

sheets containing 4 to 6 questions or tasks to be completed and 

the group must arrive at a consensus through sharing, editing, 

and recording the group answers which are graded. 

• Round Table—groups of 4 to 6 students are formed, each group 

is provided with a question to answer or problem to solve by 

writing individual responses on a single sheet of paper, after 
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which the group constmcts a response that synthesizes all ideas 

suggested. 

• Jigsaw—each group member receives a portion of the 

information to be leamed or problem to be solved and is 

responsible for mastering the content and developing a strategy 

for presenting synthesized material to the group. 

Of the many different formats that can be used with cooperative 

leaming groups, each has its advantages. All of them involve groups of 

students working toward a common goal. The cooperative leaming 

strategies are designed to produce positive results in achievement, group 

relationships, mainstreaming, and self-esteem (Frazee and Rudnitski, 

1995, pp. 208-214). 

The discussion strategy promotes comprehension and provides 

leamer feedback and clarification. In a discussion, pattems of 

communication become much more diverse within the group. While the 

initial stimulus may come from the teacher, additional comments may 

pass among members of the group, with students asking questions or 

making comments as desired. Discussion is an open-ended exchange of 

ideas designed to share information and possibly to reach consensus, 

rather than always seeking one correct answer (Frazee and Rudnitski, 

1995, p. 212). 

It is useful to plan experiences with paired or small group mini-

discussions before attempting to share ideas with an entire class. 

Students need to feel comfortable talking to one another without 

depending on the teacher to direct the conversation. In some classroom 
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environments, students may need training and practice in interpersonal 

skill development, in order to maximize the effectiveness of large group 

activities. Paired or small group mini-discussions also provide needed 

variety, even in classes akeady skilled in whole-group discussion 

techniques (Pasch et al., 1991, pp. 141-43). 

Leaming centers are an integral part of the classroom designed for 

student investigation of a particular topic or area of study, and can be 

effectively used for small group or individual instmction (i.e., brain-

based principle of Caine and Caine's individual leaming choices, 1991). 

The activities in the center may take the form of worksheets, puzzles, 

projects, or games to be completed by the leamer. Because leaming 

centers are student-directed, activities should provide opportunities for 

self-correction and record-keeping assessments. It is important that 

students practice organizational skills and demonstrate the 

responsibilities necessary to track their progress. The teacher must also 

have a method of determining which students have successfully mastered 

specific tasks in the leaming center (Pasch et al., 1991, p. 148). 

The interest-development center is not used to teach required 

curriculum content, but rather to encourage students to explore additional 

topics of interest sparked by classroom experiences. Activities in an 

interest-development center normally include possible topics for 

investigation, open-ended questions, ideas for projects, and suggestions 

for enhanced resource materials. Interest-development centers provide 

students with motivation and enrichment opportunities for advanced 

academic pursuits (Pasch et al., p. 148). 
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Individualized instmction is a specific strategy that meets the 

needs, interests, and abilities of each student. Large classes present 

obstacles to this method, but it can be used effectively in certain 

disciplines. One way to meet individual differences is by selecting 

activities and materials that fit an individual's leaming modality. Basic 

leaming modalities for consideration include visual, auditory, tactile, and 

kinesthetic. Lessons that use several modahties increase the possibility 

of reaching a large percentage of students in any given instmctional 

setting (Frazee and Rudnitski, 1995, p. 212). 

A person's cognitive capacity is the other significant variable in the 

individualized instmction process. Howard Gardner believes there are 

seven different intelligences, but the traditional classroom approach 

primarily stresses verbal/linguistic and logical/mathematical modalities. 

Teachers can provide additional experiences for engaging students in the 

other five intelligences. In order to maximize leaming, consideration 

should be given to spatial, musical, kinesthetic, interpersonal, and 

intrapersonal abilities in the classroom setting (Frazee and Rudnitski, 

1995, pp. 212-14). 

Inquiry teaching is a student-centered strategy in which teachers 

assume the role of guide or facilitator of knowledge. The inquiry 

approach is discovery-oriented, or discovery guided, and is based on two 

principles: problem-solving strategies enhance critical thinking; and, 

seeking knowledge increases student motivation. This type of approach 

supports the enhancement of spatial memory, the brain function generally 

associated with experiential leaming (Caine and Caine, 1991, p. 86). In 
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discovery-oriented inquiry, individuals or small groups search for 

answers to questions formulated by students. In guided discovery, the 

teacher sets the topic or question and guides the students to a conclusion 

(Frazee and Rudnitski, 1995, pp. 215-16). 

Inquiry lessons involve several steps. First, students or the teacher 

formulate questions related to a topic of interest. Next, students collect 

information about the questions and experiment, test, and verify their 

hypotheses. Finally, students communicate the results to the entire class. 

Important organizational techniques for inquiry activities include 

defining the task, providing sufficient materials from which students 

select, analyze, and evaluate information, and setting reasonable time 

limits (Frazee and Rudnitski, 1995, pp. 215-26). 

With inquiry teaching, as in many other instmctional methods, 

effective questioning strategies are a powerful tool for the teacher. 

Questioning can serve many purposes, including focusing students' 

attention, helping students interact with the subject matter, encouraging 

students to express opinions or make value statements, and maintaining 

positive classroom management. Planning questions, pacing and 

phrasing questions, distributing questions, and responding to student 

answers are important considerations in effective questioning strategies 

(Pasch et al., 1991, pp. 137-38). 

A carefully planned sequence of questions often lends stmcture to 

a lesson, helps students focus on lesson objectives, and provides for both 

lower and higher level thinking. It is important to select the sequence of 

questions that correspond to the lesson objectives, as well as to consider 
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the manner in which questions will be asked. Choices include questions 

for the whole group with randomly selected students responding, or 

questions posed to the entire group vnth responses elicited from small 

groups or partners. These approaches allow for greater variety in 

questioning techniques (Pasch et al, 1991, p. 138). 

Pacing and phrasing questions appropriately is another significant 

issue in instmctional delivery. One of the cmcial concepts in pacing 

questions is wait time, which refers to the period between the time a 

teacher asks a question and the time allowed for a response. Other 

options for the teacher include rephrasing the question, calling on a 

different student, or asking for elaboration on an answer. For optimum 

results, questions should be deliberately paced, allowing for "think time" 

prior to a response. Questions should also be phrased so that all students 

are responsible for considering the appropriate answer (Pasch et al., 

1991, p. 138). 

Distributing questions equitably leads to greater interaction from 

students, more willingness to respond, and increased questioning by all 

students. Some teachers use props, such as icons labeled with students' 

names, to ensure that everyone has an equal opportimity to answer a 

question. Other teachers keep track by making a mark on a seating chart 

each time they call on a student and receive a response. Having a 

colleague observe and critique a lesson, or videotaping the lesson for 

further study provides necessary feedback for improving question 

distribution (Pasch et al., 1991, p. 138). 
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Once a student responds to a particular question, the teacher must 

decide whether to praise, acknowledge, redirect, probe, prompt, correct, 

or ask a new question. Listening effectively for answers and responding 

properly involves "attending behavior" and active and reflective listening. 

"Attending behavior" refers to the verbal and nonverbal responses that 

validate the student's effort. Body language, such as eye contact, positive 

facial expression, proximity to the leamer, or brief summaries of students' 

statements, are considered common classroom courtesy and promote a 

positive self-concept among the students. Active and reflective listening 

and responding identify both the intellectual and emotional state of the 

speaker, and should be used with care, particularly when emotions are 

volatile and conceptual misunderstandings may occur (Pasch et al., 1991, 

pp. 133-41). 

The work of Benjamin Bloom made significant contributions to 

educational practice in the areas of intellectual development and inquiry 

in the classroom setting. His original plan of building a taxonomy of 

educational objectives was intended to classify the goals of the modem 

educational system into three major parts— t̂he cognitive, affective, and 

psychomotor domains. The cognitive domain includes those objectives 

that deal with the recall or recognition of knowledge and the 

development of intellectual abilities. A second part of the taxonomy, the 

'^ective domain, includes objectives that describe changes in interests, 

attitudes, and values, and the development of appreciation and adequate 

adjustment. A third domain, the ^psychomotor̂  is the manipulative or 

motor-skill area of development (Bloom, ed., 1956, p. 7). 
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The types of programs based on the cognitive process are creative 

problem-solving programs, thinking skills programs, or programs based 

on modes of inquiry in a discipline. Bloom's Taxonomy provides a 

guideline for the cognitive aspects of any curriculum. First published in 

the book. Taxonomy of Educational Objectives: Handbook I, The 

Cognitive Domain (1956), the taxonomy presents a tiered system which 

moves from lower levels of cognitive functioning to higher, more 

complex processes. The levels of cognition delineated by Bloom and his 

associates, from lowest to highest are: 

• Knowledge—the student recalls or recognizes information; 

• Comprehension— t̂he student understands the information; 

• Application—the student solves a problem using the 

information and appropriate generalizations; 

• Analysis—the student separates information into component 

parts; 

• Evaluation— t̂he student judges the information according to set 

standards; 

• Synthesis— t̂he student solves a problem by putting information 

together which requires original, creative thinking. 

Many educators have correlated Bloom's Taxonomy with verbs used to 

write behavioral objectives and develop questioning strategies for 

classroom use. The taxonomy is also used as a tool in designing 

curriculum which models natural ways of thinking for efficient leaming 

and understanding content (Kovalik, 1993, pp. 169-72). 
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It is important to note that Bloom's Taxonomy is part one of a two-

part handbook, of which the second volume, edited by David Krathwohl, 

deals with the affective domain. This domain, concemed with values, 

beliefs, and feelings, has been largely ignored by curriculum developers 

since schools do not tend to emphasize these aspects of an individual's 

ability. Though this is changing, the educational system is far from fully 

integrating this domain into curricular goals (Hofifer, 1991, pp. 88-89). 

Although Bloom and his colleagues recognized the area of 

physical skills, they did not attempt to develop a taxonomy for the 

psychomotor domain. Elizabeth Simpson, in her report entitled. The 

Classification of Educational Objectives, Psychomotor Domain, has 

constmcted a widely accepted hierarchy for this domain. The aspects of 

perception, set, guided response, mechanism, complex overt response, 

adaptation, and origination are marked by increasingly complex 

benchmarks from the lowest to the highest levels (Hoffer, 1991, 

pp. 88-89). 

While Bloom's Taxonomy is used for teaching critical thinking 

skills, Williams' Taxonomy is used for teaching creative thinking skills. 

Critical thinking involves tasks that are logical, sequential, analytical, and 

convergent. Creative thinking, on the other hand, involves tasks that are 

spatial, flexible, spontaneous, analogical, and divergent. Williams' 

Taxonomy has eight levels, also arranged in a hierarchy, with specific 

types of student behaviors associated with each level (Forte and Schurr, 

1996, pp. 42-43). 
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The first four levels of Williams' Taxonomy are cognitive in 

nature. Fluency enables the leamer to generate multiple ideas, related 

answers, or choices in a given situation. Flexibihty allows the leamer to 

manipulate everyday objects to generate a variety of categories. 

Originality causes the leamer to seek new ideas by suggesting unusual, 

unique, and clever responses to a given task or question. Elaboration 

helps the leamer stretch his thinking through enriched or expanded ideas 

on a particular topic (Forte and Schurr, 1996, pp. 42-43). 

The last four levels are affective in nature, involving feelings, 

emotions, and commitments to a task. Risk-taking enables the leamer to 

deal with the imknown by taking chances, or experimenting with new 

ideas. Complexity permits the leamer to create stmcture in an 

unstmctured setting or to build ordered pattems from disorganized 

thoughts. Curiosity encourages the leamer to question altematives, 

ponder outcomes, and consider options in any given situation. 

Imagination allows the leamer to visualize possibilities or reach beyond 

the practical limits of experience (Forte and Schurr, 1996, pp. 42-43). 

Teaching is a sophisticated process of decision making in which 

many factors, such as content goals and objectives, leaming principles, 

and a variety of instmctional strategies are balanced with social, political, 

community, and school issues. A purposeful, analytical approach to 

teaching involves the processes of design, reflection, and redesign until a 

reasonable sequence of activities is determined for a specific concept. 

The teacher as decision-maker, continuous leamer, and educational 

change agent can greatly impact student achievement through planning 
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and implementing innovative instmctional methods which meet the 

cognitive and developmental needs of leamers. 

Educational Contributions of Arts Experts 

Several respected and widely implemented arts curricula 

incorporate conceptual leaming materials, strategies, and techniques. 

These methods were not initially conceived by psychologists and 

educators, but rather by fine arts specialists committed to enhancing 

leaming through artistic endeavors. While several of these systems were 

developed in other coimtries, they also meet the need of American arts 

education and deserve recognition for their contributions to general 

education in the United States. These methods use the artistic process to 

emphasize the significance of early childhood stimulation, sequential 

instmction based on the developmental stages of leamers, and the 

incorporation of multiple intelligences into the leaming environment. 

The educational philosophies of and practical approaches used by Zoltan 

Kodaly, Carl Orff, Emile Jacques-Dalcroze, Shinichi Suzuki, Madeleine 

Carabo-Cone, and Edwin E. Gordon also involve multi-sensory activities 

that provide both an artistic foundation and intellectual stimulation for 

enhanced academic achievements. 

The Kodaly Method 

Zoltan Kodaly (1882-1967) was bom on December 15 in 

Kecskemet, Hungary. As a child, he leamed to play the piano and violin, 

sang in a cathedral choir, and often visited the music library in the 
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cathedral to study the scores of many master composers. He became a 

composer himself after studying composition at the Budapest Academy 

of Music. Kodaly had a strong interest in the nationalistic music of 

Hungary and, with his lifelong friend Bela Bartok, traveled throughout 

the country from 1906 to 1908 collecting native folk songs. Through 

their efforts, a body of authentic folk song hterature was assembled 

which served as a basis for the development of Hungarian nationalistic 

pride and cultural heritage. Much of this newly-discovered material was 

used by Kodaly in formulating a methodology to assist children in 

developing their musicianship (Choksy, 1974, pp. 7-8). 

The Kodaly method incorporates a progressive sequence for 

teaching music concepts and skills to young people. It is a vocally based 

method, rather than instmmental, since Kodaly believed musical sounds 

and the physical representation of those sounds should exist in a child's 

musical vocabulary before any instrument is leamed (Choksy, 1974, 

pp. 16-23). 

The materials used in his method for the earliest grades are 

childhood chants, singing games, nursery rhymes, and nursery songs. 

Most of these examples are three- and four-note tunes that provide a 

basic starting point for instmction. As the children progress, authentic 

folk music, usually based on the pentatonic mode, is added to their song 

repertory. During later stages, children are introduced to the art of 

classical composition through the music of recognized composers (Mark, 

1986, pp. 128-29). 
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The component parts of the Kodaly method are drawn from the 

knowledge and practice of colleagues and predecessors. In the Kodaly 

system, these elements are joined together into a cohesive framework. 

The individual aspects of his approach include a set of rhythmic duration 

symbols and the moveable "do" system in which "do" is the home tone in 

major modes and "la" the home tone in minor modes. A series of hand 

signs that correspond to individual scale steps supports the understanding 

of tonal relationships (Mark, 1986, p. 129). 

The Kodaly method is a developmental curriculum that includes 

reading and writing music, ear training, rhythmic movement, singing, and 

listening. The rhythmic and melodic concepts are not taught as separate 

entities, but rather, are derived from the music itself The sequence of 

rhythmic and melodic experiences moves from simple to complex. 

Another important aspect of the Kodaly approach is kinetic development. 

Singing melodic pattems incorporates kinetic activity in the form of hand 

signs, adopted by Kodaly, from a system first used by the Englishman, 

John Curwen, around the middle of the nineteenth century. The use of 

hand signals helps children develop cognitive knowledge of notation 

because they are able to "read" music by intemalizing the visual pattems 

through body motion. Leaming to sight-read music using this 

combination of visual, aural, and kinesthetic processes reinforces the 

student's ability to translate musical symbology into a performance-based 

product (Mark, 1986, p. 126). 
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The Orff Approach 

Carl Orff (1895-1982) was fortunate to grow up in a cultural 

setting and family environment that encouraged his interest in music and 

theatre. Bom in Munich, Germany, he began to study piano, at the age of 

five, under his mother's direction. His serious interest in language and 

poetry was fostered in school, where classical languages, literature, and 

essay writing were among his favorite subjects. He received formal 

musical training at the Akademie der Tonkunst in Mimich (Wamer, 1991, 

pp. 1-2). 

During the early years of his career, Orff was influenced by the 

dance movement theories of Emile Jaques-Dalcroze. In 1924, Orff and 

the dancer Dorothea Gunther founded the Gunther Schule, an innovative 

ensemble of dancers and musicians that developed and trained teachers in 

new forms of movement and rhythm. Orffs goal was to develop 

creativity in his students through the use of principles established by 

Dalcroze (Wamer, 1991, p. 2). 

With the help of Curt Sachs and Karl Maendler, Orff also 

developed an instrumental ensemble at the Gunther Schule. The 

ensemble, made up of simple pitched percussion instmments and 

recorders, was suitable for elemental music-making and improvisation. 

The ensemble traveled throughout Germany, playing for educational 

conferences and teacher's meetings and generated strong interest in the 

work of the school (Wamer, 1991, pp. 3-4). 

Following World War II, Orff, along with another lifelong 

associate, Gunild Keetman, began to test his ideas in nursery schools and 
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kindergartens. They explored the idea that "elemental" music—^music 

evolving from speech, movement, and dance—could become the basis of 

early childhood music education. Between 1950 and 1954, Orff and 

Keetman wrote down the pedagogical concepts that had grown out of 

their work with children. At the conclusion of this project, they had 

written five volumes that eventually were titled Music for Children. This 

work has since been translated into eighteen languages and the exercises 

adapted to the native folk music from the countries that imported his 

techniques (Mark, 1986, p. 118). 

The Orff-Schulwerk approach is based on the concept of 

apprenticeship in music, or active and creative participation during the 

leaming process. Children experiment with music-making long before 

they receive musical instmction. The music-making of young children 

resembles the music-making of primal cultures, since they are both 

rhythmic and movement oriented. The children's involvement with 

music is multimodal, combining the elements of speech and drama— 

whether recited, chanted, or sung—with those of sound and movement. 

The song material is transmitted orally and, therefore, subject to change. 

In addition, this type of music is called "ensemble" music because 

everyone actively participates (Wamer, 1991, p. 6). 

Regarding the developmental leaming processes of children, the 

Orfif-Schulwerk approach parallels the philosophies of Pestalozzi, Piaget, 

and Bruner. In this pedagogical approach, a sequence of musical 

concepts evolves from simple to complex. For example, melodic 

development begins with the recited words; small-range melodies appear 
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before large-range melodies; and the pentatonic mode is introduced 

before diatonic melodies. Movement provides the basis for rhythmic 

study, establishes the foundation for maintaining a steady beat, and 

assists with the development of ensemble skills. Accompaniment 

pattems support the tonality, as well as providing a fimdamental 

harmonic stmcture. In the early stages, melodic development takes 

precedence over harmonic development (Wamer, 1991, p. 9). 

The strength of the Orff-Schulwerk method is its child-centered 

instmctional focus. Children are involved in creative activities that 

include singing, playing, and moving in ways that are natural for them. 

Speech is recognized as the basis for musical development and students 

leam musical concepts that are derived from the texture, dynamics, pitch 

pattems, and rhythms of verbal language. Participants are encouraged to 

combine movement with speech and vocal sounds, in order to express 

what they feel and hear. Imitation and repetition lead directly into 

improvisation and, eventually, into concepts related to formal musical 

stmcture (Wheeler and Raebeck, 1985, pp. 3-4). Students analyze what 

they create musically, not only for repeated practice, but also to vary their 

presentations (Mark, 1986, p. 122). 

Finally, playing the Orff instmments extends the expressive 

potential for children. Kinetic activity is transferred from the body to 

melodic and percussive instruments that provide opportunities for 

movement, as well as improvisation of melodies, ostinati, drones, and 

borduns. All of these are natural extensions of vocal inflections and 

speech pattems (Wamer, 1991, pp. 71-76). The value of this multi-
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sensory approach to leaming is recognized in educational circles and 

verified through current educational research (Mark, 1986, p. 122). 

The Dalcroze Approach 

Emile Jaques-Dalcroze (1865-1950) studied at the Conservatorie 

of Music in Geneva, in Paris under Leo DeUbes, and in Vienna under 

Anton Bmckner. His first musical appointment came in 1892 as 

Professor of Harmony at the Geneva Conservatorie. Dalcroze realized 

early in his teaching career that the training of musicians emphasized 

excellence in technique with little regard for musical expression. For 

Dalcroze, the function of music education was not to train performers on 

their particular instruments or singers in vocal technique, but to develop 

musicianship (Mark, 1986, p. 112). 

At a time when the use of movement to music was not a popular 

trend among some educators, Dalcroze encouraged it through "gesture 

songs" which contained singing with conducting pattems using arm, leg, 

and body movement. Although the students responded favorably to his 

work, the conservatory did not, and he had to form voluntary 

experimental classes that met after hours away from the conservatory 

(Mark, 1986, p. 113). 

Though Dalcroze intended his method for the education of 

professional musicians, his approach also proved effective for the 

musical training of children. The three aspects of the Dalcroze method, 

eurhythmies, ear training, and improvisation, are closely linked in music 

instmction. Eurhythmies consists of exercises for a physical response to 

music. Students walk, run, and skip, creating spontaneous movements to 
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piano accompaniment. Students eventually develop movements that 

range from simple physical responses to complex combinations in which 

the arms conduct the meter, while the feet move in syncopated pattems, 

and the head nods on certain beats (Mark, 1986, p. 114). 

Ear training, or solfege, helps students develop their listening 

skills. The initial exercises are in the key of C to facilitate tonal memory. 

Various hearing and singing exercises are mastered, after which students 

progress to other key centers. The purpose of ear training is to foster 

what Dalcroze called "inner hearing" (Mark, 1986, p. 116). 

The value of improvisation is in assisting students to gain the same 

freedom at the piano that they exhibit in bodily responses to music. 

Dalcroze encouraged students to improvise melodic fragments and 

complete melodies as part of their understanding of intervals. He also 

gave them exercises in extemporaneous playing in a specified tempo to 

establish rhythmic stability. Many of his exercises have proven valuable 

for special needs students, especially the blind (Mark, 1986, pp. 116-17). 

Suzuki Talent Education 

Dr. Shinichi Suzuki (b. 1898) formulated his philosophy of 

education while searching for a way to help post-World War II Japanese 

children develop their full potential in a nation devastated by war. 

Suzuki's father owned the first violin factory in Japan, where Suzuki 

spent time as a young child and subsequently worked to leam about 

violin design and constmction. His musical training began in his native 

country and later included eight years of study with Karl Klinger in 
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Berlin. After returning to Japan, he adopted a young orphan boy and 

began teaching him to play the violin. Suzuki's success as a teacher led 

to the acquisition of more students and additional instruments. His keen 

interest in string pedagogy resulted in a method that became the object of 

serious interest not only to parents and students, but also to colleagues 

(Mark, 1986, p. 179). 

Suzuki called his pedagogical approach the "mother-tongue" 

method, a concept based on what psychologists refer to as 

psycholinguistic development. Young children readily demonstrate 

expertise in their native language, no matter the level of difficulty. 

Su2aiki believed that this capability allowed children to master many 

other kinds of knowledge and skill when presented in the same manner as 

their "mother-tongue." This process involves observation, imitation, 

repetition, and intellectual awareness (Mark, 1986, p. 179). 

Pupils begin at preschool age and each lesson is audited by one of 

the parents, who listens to the instmction and supervises the following 

week's practice. In the early stages, students are taught by rote, where 

listening and direct imitation of the teacher are characteristic hallmarks. 

The model for beginners consists of short, choppy melodic pattems, 

using rapid bow strokes, which are more manageable than long legato 

bowing and phrasing. Intonation problems are alleviated by having 

children use the upper half of the bow when playing the violin (Mark, 

1986, p. 179). 

The development of technique precedes music reading. Actual 

note reading begins as an associative process in which students match 
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what they are playing with musical pattems on the printed page. Even 

after reading has begun, rote teaching continues, so that technical 

proficiency is not impaired. Suzuki also believed that instmction should 

occur under specified conditions. His approach includes private lessons 

geared to individual instmctional needs. In addition, the physical 

environment is arranged so students are not distracted during the teaching 

process (Mark, 1986, p. 180). 

Suzuki Talent Education is controversial among performers and 

music educators, due to the fact that many students never leam to read 

music proficiently and do not continue musical pursuits. The merits of 

this method, however, include its emphasis on instmction at an early age 

and the connection between music and language development. Suzuki's 

approach has shown that children are capable of developing the necessary 

skill to perform difficult music literature at an early age (Leonhard and 

House, 1972, pp. 69-70). 

The Carabo-Cone Method 

A method of music teaching that is based on a sensory-motor 

approach to leaming is that of Madeleine Carabo-Cone, a New York 

music teacher, who stmctured an environment in which elementary 

school children leam music through movement, guided games, and play. 

She worked with a Harlem Day Care Center in 1969 to apply the method 

to 3-, 4-, and 5-year-olds in a pilot project having as its goal "the 

intellectual stimulation of preschoolers through sensory-motor 
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experience" (p. 37). General perception development and concept 

formation were emphasized throughout the project (Nye, 1979, p. 37). 

The Carabo-Cone method is based on the belief that highly 

stmctured subject matter can be introduced to a child if it can be 

translated into an environment that the child can explore, discover, and 

assimilate as he did his original environment as an infant The stmctiu-ed 

environment includes a piano and large drawings of the grand staff on the 

floor, on a large table top, and on plastic wall charts. The children are 

guided to act out certain musical concepts by seeing, touching, hearing, 

and responding physically through movement. Thus, the grand staff and 

its musical notation appear to the child as a game-court or "gymnasium" 

for stimulating the mind and body (Carabo-Cone, 1969, p. 2). 

Through personal experience, children deal with the concept of 

directionality, as well as the mathematical concepts of sequence and 

equality. Initially, children are not introduced to note names, but rather, 

the leaming area is limited to ten black lines and their adjacent white 

spaces and to the simplicity of sticks and circles that are the components 

of musical note values. It is the quick recognition of these stick and 

circle elements in alphabetical letters and musical symbols that is the 

basis for reading. Understanding these concepts facilitates music 

reading, lengthens attention span, strengthens visual perception, and 

intensifies concentration (Mark, 1986, p. 173). 

Children not only attain concepts of self-awareness, directionality, 

space, and time, but they also begin to acquire a basic sense of ownership 

as they "become" the various musical components, such as parts of the 
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staff, note values, musical instruments, or parts of a song. By wearing 

musical costumes and identification cards, students function as central 

figures in the musical score. As such, they are immersed in the musical 

environment and absorb it naturally through the senses and kinesthetic 

experiences (Carabo-Cone, 1969, p. 2). 

In the Carabo-Cone method, all abstract ideas are translated into 

concrete objects with which the child is in constant physical contact. The 

entire program consists of concrete operations—leaming by doing, 

leaming by being, and leaming by making. The essence of acquiring 

knowledge involves the child's physical, psychological, and intellectual 

powers and mirrors the original approach to leaming through the early 

developmental stages (Carabo-Cone, 1969, p. 4). 

The Music Leaming Theory of Edwin Gordon 

Edwin E. Gordon is well-known among music educators for the 

Musical Aptitude Profile (MAP), published in 1965 and designed for use 

with students from grades four through twelve. The test is divided into 

three main sections: tonal imagery; rhythm imagery; and musical 

sensitivity. The music education research community has accepted 

Gordon's work as one of the definitive resources for testing music 

aptitude (Abeles, Hoffer, and Klotman, 1984, p. 242). 

Gordon is also identified with Music Leaming Theory, a 

comprehensive model based on research in the fields of music 

psychology and related disciplines. The theory represents a 

metacognitive approach to music content and skill where sequential 
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objectives are identified and used for tonal and rhythmic leaming. 

Before the skill-learning continuum is begun, a fundamental concept, 

called audiation, must be mastered. Gordon uses the coined phrase "to 

audiate" and defines it as hearing music in the mind. This process of 

intemalizing soxmd occurs through re-creation or representation of sound 

without aural perception taking place concurrently (Gordon, 1984, p. 2). 

Music Leaming Theory expands the concepts of discrimination 

and inference into eight skill levels. Discrimination takes place when 

students perform a musical task corresponding to the teacher's example 

through rote leaming. Discrimination leaming precedes inference 

leaming as students are given the materials to conceptualize before 

independent thinking occurs. The five levels of discrimination leaming 

should be taught in the order given: aural/oral; verbal association; partial 

synthesis; symbolic association; and composite synthesis (Gordon, 1984, 

pp. 20-22). 

The first level of discrimination leaming is aural/oral. For students 

to engage in successful leaming at this level, they must sing with and 

move to many rote songs and other types of music. Through experiences 

with rote songs, students eventually are able to audiate a tonal pitch 

center and maintain a steady beat. As children are able to sing tonal 

pattems with good intonation and chant rhythmic pattems with a 

consistent tempo, they move to the second level of discrimination 

leaming, known as verbal association (Gordon, 1984, p. 23). 

At the verbal association level of leaming, the teacher sings tonal 

pattems and chants with moveable "do" solfege syllables. Rhythmic 
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pattems are chanted with syllables that give intemal logic to the rhythm 

of the song. The concept of rhythm in Gordon's Music Leaming Theory 

consists of three elements: macrobeats; microbeats; and melodic rhythm. 

Macrobeats are pairs of beats to which one may walk or march and 

microbeats represent divisions of macrobeats. Melodic rhythm is the 

rhythm of a text or melody in a piece of music. Students reproduce the 

tonal and rhythmic pattems in echo response. The verbal associations 

provide a means for leamers to organize pattems they hear and audiate, 

and provide a precise vocabulary for teacher and student to use when 

communicating about music (Gordon, 1984, pp. 32-37). 

During the partial synthesis level, familiar tonal and rhythmic 

pattems are grouped in phrases. When students hear groups of pattems, 

they interpret them as being in a tonality or meter. Partial synthesis 

enables students to comprehend the musical syntax, as it expands from 

simple motivic development to more complex phrase stmctures (Gordon, 

1984, pp. 38-43). 

In the symbolic association phase, students perform familiar tonal 

and rhythmic pattems they recognize in music notation. This is a matter 

of associating written symbols with what has been audiated intemally and 

labeled verbally. Leaming to write familiar pattems at the symbolic 

association level provides another medium for communicating within the 

musical idiom (Gordon, 1984, pp. 43-46). 

At the composite synthesis level, students comprehend music 

notation in terms of tonality and meter, which augments the aural process 

used during the partial synthesis stage. This phase of the process is 

70 



complete when students experience music through multi-sensory 

functioning (Gordon, 1984, pp. 46-49). 

With inference leaming, tonal pattems and rhythmic pattems that 

are unfamiliar to students are incorporated into the leaming process. The 

underlying foundation of inference leaming is based on the concept that 

these pattems, when understood at the aural/oral level, can be applied to 

higher stages of critical thinking. The three levels of inference leaming 

should be presented in the following order: generalization; 

creativity/improvisation; and theoretical understanding (Mark, 1986, 

pp. 156-57). 

Students leam to generalize by comparing unfamiliar music to 

music that has been leamed by rote. They generalize aurally/orally by 

analyzing set of tonal or rhythmic pattems and judging whether the 

pattems are the same or different. Students generalize verbally by 

attaching syllable or metrical names to unfamiliar tonal and rhythmic 

pattems. Generalization is accomphshed symbolically through reading 

or writing unfamiliar melodic and rhythmic pattems, otherwise known as 

sight-reading and dictation (Gordon, 1984, pp. 49-54). 

In creativity/improvisation, students are asked to perform pattems 

different from, but closely related to, pattems performed by the teacher. 

They begin to read and compose their own original melodies. With 

appropriate musical readiness, students can create more complex pieces 

that involve accompaniment and harmonization (Gordon, 1984, 

pp. 54-57). 
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Theoretical understanding is placed last for two important reasons. 

First, when audiation skill and musical knowledge are secure, student are 

capable of making inferences about theoretical matters based on a wealth 

of experience with musical materials. Second, the application of music 

theory—names of lines and spaces on the staff, key and meter signatures, 

the mathematics of time value involving notes and rests— ĥas a 

secondary function to previous levels of the music leaming process, until 

experiential leaming has occurred. These eight levels complete the skill 

leaming phase of Gordon's method, but do not account for the complete 

leaming process (Gordon, 1984, pp. 58-61). 

In the next dimension of Music Leaming Theory, two separate 

content leaming sequences, tonal and rhythmic, are presented in a spiral 

curriculum format. During the readiness stage for leaming tonal content, 

young children are exposed to music informally. The "babble stage" is 

perhaps the most cmcial stage of musical development, since exposure to 

rote songs allows young children to develop a sense of pitch center. 

Students are prepared to leam tonal pattems when their sense of pitch 

center is secure and they can sing songs in major and minor tonalities 

with relatively good intonation (Mark, 1986, p. 158). 

In the tonal content leaming sequence, major and minor tonalities 

are taught concurrently with students leaming one tonality by comparing 

it to the other. After working in these two tonalities, students move 

through the other modes to multi-tonal and multi-key content. The next 

step uses polytonal and polykey material, which includes two or more 

simultaneously sounding parts in melodies. The final level involves 
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creating harmonic progressions within any familiar tonality (Gordon, 

1984, pp. 63-69). 

The stages of leaming rhythmic content begin with a readiness 

phase similar to the process used in leaming melody, where informal 

exposure to rhythmic movement helps children develop a sense of steady 

beat and consistency of tempo. Students then progress to duple and triple 

meters, unusual meters, changes of meter or tempo in one part, and two 

or more parts in the same and different meters and tempi (Gordon, 1984, 

pp. 101-16). 

Another important aspect of Music Leaming Theory is the 

measurement and evaluation of students' music aptitudes. Before 

instmction begins, the teacher becomes aware of students' individual 

musical differences and then individualizes instmction, based on skill-

and content-learning sequences, in order to address the student's musical 

needs (Gordon, 1984, p. 223). Gordon's Primary Measures of Music 

Audiation (PMMA) and the Intermediate Measures of Music Audiation 

(IMMA) are types of instmments designed to help each child discover 

and utilize his music aptitudes with appropriate educational emphases. 

These assessment materials include recorded tests of short musical 

phrases consisting of tonal and rhythmic pattems that measure audiation 

skills. Scores from these tests may indicate that emphasis be placed on 

continual development of informal music leaming, occasional informal 

music leaming in conjunction with some formal music achievement, or 

development of formal music training, as instmction is adapted to meet 

the child's individual leaming needs (Gordon, 1986, pp. 1-9). 
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Gordon, in collaboration with David Woods, has developed a 

carefully sequenced curriculum designed to serve the musical needs of 

students. It is published under the title Jump Right In! and includes 

activity books, rhythm and tonal register books, pattem cards, a song 

collection, transparencies, cassettes, and methods for evaluating student 

progress. Gordon and Grunow published a similar instrumental series for 

use by band students under the same title (Nye, Nye, Martin, and Van 

Rysselberghe, 1992, p. 354). 

Several areas of continuing research on Music Leaming Theory 

include the young child's musical development during the "babble" stage, 

the nature of developmental and standardized music aptitudes, and 

further explanation of the audiation process. Greater insight into the 

music leaming process will be gained as evidence, based on a growing 

body of research from music psychologists and other experts in related 

disciplines, becomes available (Mark, 1986, p. 171). 

Summary 

How might fine arts college professors benefit from information on 

brain research, leaming styles, teaching strategies, and the contributions 

of fine arts experts in planning and implementing an integrated college 

course model for elementary education majors? Recent findings on brain 

research reveal that the brain leams by sifting through massive amounts 

of input, processing thousands of bits of information per minute which 

arrive through all of the nineteen senses. The information is processed in 

a multi-path, multi-modal way. Thus, it is logical that an integrated 
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theory of leaming, offering concepts and ideas presented in a connected, 

rather than isolated, manner leads to a more "brain-compatible" 

educational environment. This approach allows students to deal with the 

natural complexities experienced in the real world. 

Awareness of various leaming styles motivates the instmctor to 

provide multi-sensory activities and materials that effectively reach all 

students. By surveying students to discover leaming preferences, an 

instmctor can offer a diversity of leaming options that address interests 

and capabilities and increase each student's ability to leam in a 

stimulating environment. 

A summary of related literature reveals a strong interest in 

integrated teaching styles and methods used by both general and fine arts 

educators. Integrating the fine arts with other subjects provides increased 

psychological involvement, greater conceptual connections, heightened 

self-concept, as well as improved motor coordination and auditory and 

visual discrimination. The following critical issues related to integration 

discussed in this study include: elements and principles common to the 

arts and the core subject curriculum; enhanced leaming opportunities 

through integrated curriculum; heightened perception of the importance 

of fine arts by classroom teachers; and, integrated approach in teaching 

fine arts and classroom curriculum without sacrificing the integrity of the 

various arts disciplines. 

Two themes emerge from the continuing justification of fine arts 

education in the public schools. The first involves the belief that the arts 

are important entities unto themselves and should be available in the 

75 



curriculum as special, separate courses. The second claims that the arts 

should become a part of the everyday general curriculum of public 

schools, integrated into all aspects of leaming. Current research supports 

both of these viewpoints and corroborates the need for both in order to 

provide a well-balanced curriculum (Keating, 1992, p. 29). 
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CHAPTER ni 

A COLLEGE FINE ARTS COURSE DESIGN: AN 

INTEGRATED MODEL FOR ELEMENTARY 

PRESERVICE TEACHER TRAINING 

Philosophy of Course Design 

Prior to planning a new course design for any level, three factors 

must be considered: the justification for planning the course; the nature 

of the intended audience; and an evaluation of the current approach used 

in teaching the subject matter. Each of these criteria should be examined, 

so that the planning process follows a logical and systematic order. 

As course planning begins, new ideas and potential resources, as 

well as possible restrictions, are normally considered by the instmctor or 

planning team. As the result of specified goals or requirements for 

enhanced student achievement, a mandate or directive from an 

administrative source might precipitate the proposed changes. If an 

existing course is not producing satisfactory results, the instmctor could 

choose to implement a new teaching technique and may find the present 

course inappropriately organized for such a departure. New courses often 

need to be created or existing courses restmctured in order to maximize 

the use of more advanced technology and materials. Courses previously 

considered appropriate for a particular student group may need to be 

redesigned as the student population changes. The motivation for 

planning anticipates the desired audience, assesses student need, and 

reveals the educational benefits for the leamers (Posner and Rudnitsky, 

1978, pp. 10-11). 
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Throughout the planning process, students are a primary focus. It 

is necessary to consider the leamers' maturity, needs, interests, abilities, 

and areas of prior knowledge and experience. If an instmctor is not 

familiar with the background of the student population, there are 

resources available for leaming more about the intended audience. 

Textbooks in educational psychology offer guidance in the areas of 

human leaming and development. Observations or practice teaching at 

an institution with a student population similar to one's own school, or 

interviews with teachers who have taught in the discipline are often 

valuable. Attendance at seminars and workshops, where information on 

the educational needs of changing student populations is offered, can also 

provide needed guidance (McNeil, 1990, pp. 110-114). 

Another requisite for course planning is a "thorough understanding 

of the subject matter, j A component part of this understanding is the 

ability to identify and explain critical attributes of the subject and their 

connection with similar elements in related subjects. Another aspect of 

this understanding is a familiarity with the most recent curricular 

approaches to subject matter. Surveying current textbooks and course 

syllabi in the subject area can provide helpful points of reference from 

which to draw ideas. Knowing where the course fits in the sequence of 

courses to be taken aids an instmctor in'imderstanding the prior, present, 

and future skill acquisition of students .̂ Exploring the resources and 

materials that are available for teaching a course in a particular subject 

area also assists in curricular planning and maintaining student interest. 

After completing the preliminary study on course motivation, needs 
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assessment, and subject matter, an instmctor or planning team can begin 

to formulate central questions that will serve as a focus for course study 

(Posner and Rudnitsky, 1978, pp. 10-14). 

Once a clear focus is determined, educators can articulate goals 

and justify the time and resources needed to reach the stated goals. This 

justification, called a course rationale, is a statement that defines the 

values and intended educational outcomes underlying the course .j The 

rationale supports the concepts students are to acquire and the methods 

and procedures employed in teaching the course. It serves as a guide for 

the eventual planning and implementation of other course requirements 

and maintains consistency of course components with the values and 

goals initially stated. An adequate rationale expresses the planner's 

priorities in terms of the leamer, the subject matter, and the society in 

which the leamer must fimctionjTosner and Rudnitsky, 1978, pp. 34-35). 

The desired result of the next planning phase is a written set of 

intended leaming outcomes, or objectives., A leaming outcome may be a 

statement of facts, ideas, principles, capabihties, skills, techniques, 

values, or feelings. There are three primary fimctions of a leaming 

outcome: guiding instmctional planning; communicating to the 

constituency the purpose of requested time, money, and facilities; and, 

serving as a basis for developing indicators or evidence of success (Wulf 

and Schave, 1984, p. 57). 

For meaningful leaming, objectives are placed in an order, from 

simple to most complex, comprising the scope and sequence of a 

specified course. As discussed previously in Chapter It, the hierarchy 

79 



includes the cognitive, affective, and psychomotor domains. These 

domains were developed to assist educators in varying the type and 

difficulty level of written objectives. In the planning process, objectives 

are written to include tangible and measurable changes in student 

behaviors (Wulf and Schave, 1984, pp. 54-57). 

Focused planning, including concrete goals and objectives, can be 

formatted into general units and specific lessons. Goals are typically 

short "statements of purpose" which lead to the desired results of the unit. 

Developing coherent units, based on similar desired leaming outcomes, 

produces a course design allowing for student understanding of the 

interrelationships between individual course elements and the entire 

course stmcture. In addition to forming units around clusters of 

educational objectives, units can also be designed around themes, around 

activities (projects, debates, field trips, or experiments), around stimuli 

for thinking (case studies), or around communication vehicles (books or 

poems). The amount of time allotted for a particular unit must also be 

considered. Knowing how many weeks a unit will take, how often the 

class members will meet, and how long each study session will last keeps 

an instmctor organized regarding how many goals and objectives are 

necessary and which ones are the highest priorities. The unit is ultimately 

evaluated on the basis of whether or not goals are successfully achieved 

(Frazee and Rudnitski, 1995, pp. 125-128). 

Lessons within units are created to facilitate student achievement 

of the written objectives. Taba (1962) advocated three general guidelines 

concerning the rationale for any lesson design model. These include the 
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demands and requirements of society, the knowledge of the leamer and ^ 

the leaming process, and an understanding of subject matterj McNeil's 

(1981) five criteria for choosing the appropriate type of lesson are 

philosophical, psychological, technological, political, and practical.j In 

philosophical questions of content, values are the chief basis forjudging 

proposed leaming activities. Psychological beliefs determine whether or 

not an instmctor has a closed or open view of the leaming process (Wulf 

and Schave, 1984, pp. 65-84). This involves establishing a leaming 

environment that includes direct instmction (large group), creative and 

exploratory teaching (small group and individual focus), and conceptual 

leaming (independent and small group laboratory concentration) (Nye, 

Nye, Martin, and Van Rysselberghe, 1992, pp. 74-75). The instmctional 

technology tradition involves behavioral objectives, task analysis, 

criterion-referenced tests that measure achievement, and field-testing 

particular activities. Political concems affect lesson choices relating to 

issues of faimess and equity with regard to ethnicity, gender, or lifestyle. 

Project planners also weigh the expense of providing certain leaming 

experiences from a practical, cost-effective standpoint. Following lesson 

preparation, instmctional materials are organized, the appropriate 

leaming environment is chosen, and teaching strategies are determined. 

These curricular decisions support the goals and objectives in both units 

and lessons, as well as reflect student need and interest (Wulf and 

Schave, 1984, pp. 65-84). 

Typically, educators need information about course effectiveness 

in order to make decisions impacting course improvement. Evaluation 
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for course improvement involves gathering pertinent documentation that 

is useful in deciding what aspects of a course need to be reviewed and 

possibly restmctured. Evidence of student leaming is the primary 

indicator of course success, measured by observable student behaviors 

along with products of student work These should match the intended 

leamer outcomes set forth in the course design and the subsequent units 

and lesson plans that follow. Course organization, teaching, instmctional 

strategies, and the overall design must also be examined as the course 

progresses. Adjustments are made until the course is refined to achieve 

optimum effectiveness (Posner and Rudnitsky, 1978, pp. 148-163). 

In reality, course planning is an evolutionary process with intended 

student outcomes and other course components being altered throughout 

the duration of the course. Necessities for effective course planning at 

any level include common sense, creativity, asking the right questions at 

the right times, and possessing the concepts and skills necessary to 

answer these important questions. 

Disciplinary and Interdisciplinary Leaming 

In order to understand interdisciplinary leaming and curricular 

integration, it is important to define the term "discipline" and examine 

reasons why the concept of disciplinary leaming as an educational 

approach might be under scmtiny. The dictionary describes "discipline" 

as the training of the mind and character, or a branch of leaming. The 

influence of disciplinary leaming at the elementary, middle, and high 

school levels in the United States educational system, as well as higher 

82 



education, is apparent. American schools have traditionally been 

stmctured around the four "core subject" disciplines: English, 

mathematics, science, and social studies. Peripheral academic subjects, 

such as art, music, and drama, are also offered. They are viewed as 

peripheral, not because they are unimportant and lack value, but because 

school systems have not decided how to incorporate them efficiently and 

support them financially. High schools often include the "applied" 

disciplines of vocational education, physical education, and 

communication arts. This approach to curricular offerings and their 

scheduling exemplifies a disciplinary model of leaming (Tchudi and 

Lafer, 1996, pp. 3-6). 

The successes of disciplinary knowledge are formidable. The 

ability to codify and systemize leaming has aided societies from the 

Middle Ages forward in bringing order to human understanding and 

storing knowledge in meaningful ways. The various disciplines establish 

guidelines for the generation of new knowledge and create scholarly 

communities where fresh ideas are proposed, tested, and accepted or 

rejected (Tchudi and Lafer, 1996, p. 6). 

If the long-established educational practice of disciplinary leaming 

has proven so effective, why is this approach in the educational system 

currently being challenged?;^The first argument deals with the nature of 

disciplinary leaming itself Modem scholars find that the disciplines 

serve as barriers or confinements, rather than offering students a broad 

knowledge base from which to function intellectually. The number of 

"amalgamated" fields is increasing—for example, bio-technology. 
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ethno-history—and the most advanced research is occurring as a result of 

the overlapping of traditional fields of study. In a broader sense, 

solutions to world problems, such as pollution, defense, communication, 

and health, require knowledge and skill from several disciplines (Tchudi 

and Lafer, 1996, pp. 7-8). 

The second argument against the dominance of the disciplinary 

model is based on educational concems. Some reform movements in 

schools have lacked success, primarily because there is a long-standing 

belief that the sole purpose of education is mastery of content. Central to 

this issue is the outdated concept of viewing the world from a 19th-

century perspective, when understanding and communication were more 

limited. Although educators in the 1990s have access to the most current 

brain research, along with the latest technology and materials, there is 

still a widely accepted philosophy that all students leam the same, that 

traditional curriculum is sufficient for today's students, that verbal 

communication is the primary medium for conveying knowledge, and 

that the acquisition of knowledge and skills is the supreme goal of 

education (Kovalik, 1993, pp. vii-xv). 

Some educational reformers are offering "interdisciplinarity" as a 

positive pedagogical approach as the twenty-first century nears. 
r 

Interdisciplinary teaching often begins with themes, issues, or problems, 

and students are encouraged to examine the issues from as many different 

perspectives as possible. A teaching team or individual favors 

constmcted knowledge, or that which students leam for themselves, over 

what is presented in textbooks. There is also an emphasis on student 
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inquiry over teacher-set topics. As discussed in Chapter E, this type of 

brain-based, connected leaming seeks associations with the real world 

and tends to test students through situational experiences, rather than 

traditional forms of assessment such as exams. The role of the teacher-

as-specialist in traditional disciplinary instmction shifts to teacher-as-

resource in interdisciplinary settings, giving the classroom a new and 

different environment through discovery leaming (Tchudi and Lafer, 

1996, pp. 11-12). 

Allied approaches used with interdisciplinary leaming include 

holistic education, global and multicultural education, and multimedia 

education. Holistic education focuses on the child as an individual, 

rather than the discipline itself It fosters the creation of classrooms 

where students take charge of their own leaming by seeking a synthesis 

of facts and formulas and attempting to find meaning and understanding 

through connected leaming. This process lessens the tendency toward 

fragmentation of skills and knowledge. Many of the projects in holistic 

education are distinctly integrated in nature (Tchudi and Lafer, 1996, 

pp. 13-14). 

While some educators still favor traditional teaching strategies, 

many have established afreformed curriculum that includes global and 

multicultural concems. Global education lends itself to interdisciplinary 

leaming because world issues, such as global warming, homelessness, 

hunger, aging, commerce, and technology, draw upon knowledge from a 

variety of disciplines. For example, students relate concepts from 

subjects, such as science, the humanities, and politics, in order to reach 
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logical and workable solutions to real world problems (Tchudi and Lafer, 

1996, p. 14). 

Multimedia education allows the classroom, with a computer that 

has Intemet capability, to become part of the global network, thereby 

giving students opportunities to communicate with peers from other parts 

of the world, as well as speciahsts both here and abroad. Media 

educators are providing materials, such as interactive video disks, and are 

assisting students in leaming to use a full range of electronic retrieval 

devices. It is also important for today's students to possess skills that 

enable them to create computer programs, use photography and video, 

and even write for multimedia productions (Tchudi and Lafer, 1996, 

p. 15). 

The challenge of interdisciplinary leaming implies dramatic 

changes in everything from classroom organization to the nature of 

assessment and testing, as well as from teacher directed instmction to 

students taking additional responsibility for their own leaming. The ties 

between interdisciplinary education and evolutionary directions in 

education include integrated thematic units, constmctivist leaming, cross-

curricular approaches, hands-on activities, critical thinking and problem-

solving, and "real world" experiences. Incorporating interdisciplinary 

teaching and leaming involves experimenting with new systems, testing 

them for validity, and discovering new directions in knowledge and skill 

acquisition (Tchudi and Lafer, 1996, pp. 13-16). 
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A Rationale for the University of Mary Hardin-Baylor 
Integrated Fine Arts Course Design 

The motivation for designing an integrated fine arts course at the 

University of Mary Hardin-Baylor came as a request from Dr. Clarence 

Ham, Dean of the School of Education, to implement an interdisciplinary 

fine arts course for elementary education majors. This administrative 

mandate was the result of revisions made to the elementary certification 

process in order to accommodate the field-based stmcture of the school's 

Center for Professional Development and Technology. Several options 

for teacher certification, offered by the State of Texas, include: 

university-based programs; school-based altemative certification 

programs; certification by examination; out-of-state and out-of-country 

certification; school district teaching permits; and teaching without 

certification. The University of Mary Hardin-Baylor Department of 

Education chose to initiate a field-based model, rather than continue all 

facets of the traditional program. The field-based model is delivered as 

part of a baccalaureate degree plan that requires no more than one 

hundred thirty-nine hours and must include general education, academic 

specialization, and a teacher education component of eighteen to twenty-

four hours. The latter requires actual experience in public school 

classrooms. Over two-thirds of the sixty-nine colleges and universities in 

Texas which offer this baccalaureate degree program have recently 

restmctured their education programs into a field-based model (Texas 

Education Code, 1996, p. 228). 

Institutions of higher education with approved teacher education 

programs, such as the University of Mary Hardin-Baylor, may establish 
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centers for professional development and technology under a process 

developed jointly by the State Board of Educator Certification (SBEC) 

and the Texas Higher Education Coordinating Board (THECB). The 

purpose of the centers is to integrate technology and innovative teaching 

practices into the preservice and staff development training of teachers 

and administrators. Approval of a center for professional development 

and technology is based on specific requirements involving planning, 

implementation, and fimding. These provisions of Subchapter E of the 

Texas Education Code (21.047) were adopted and became effective 

December 5,1996 (Texas Education Code, 1996, p. 228). 

The Department of Education at the University of Mary Hardin-

Baylor has subsequently developed a field-based program called 

Successful Teaching Empowered by Partnerships (STEP) for students 

pursuing the certification for elementary education. This plan, created by 

educators, members of the business community, and technologists, 

involves a continuum of guidelines that allows prospective teachers to 

enter and complete the program. Students apply for and are admitted to 

the STEP program based on a completed application, a passing score on 

all parts of the Texas Academic Skills Program (TASP), an overall grade 

point average (GPA) of 2.5, and a grade of B or higher in each of the first 

three courses of the field-based program. In addition, a passing score on 

the university's Department of Education writing sample and an oral 

interview, conducted by the departmental screening conmiittee, is 

required. Positions for ninety teachers-in-training are allowed each 

semester. Students complete STEPS II through IV during the last three 
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semesters of their undergraduate program (Clarence Ham, personal 

conmaunication, November 7,1995). 

STEP I, called "Children and Leaming," includes three separate 

courses involving child development and psychology, technology, and 

creative arts. These courses are taught by professors from the education, 

computer science, and fine arts departments in classes held on the 

University of Mary Hardin-Baylor campus. STEP I is the probationary 

period for students desiring admission into the final three phases of the 

program. After these three courses are successfully completed with a 

grade of B or above, applications for the STEP program are reviewed and 

prospective teachers are chosen to enter STEP n. 

In STEP II, "Excellence in Communication," students leam 

elementary curriculum and behavior management approaches in the 

public school setting. Traditional college courses are no longer taught on 

the college campus; rather, content is integrated with teaching experience 

at the public school sites during one semester of study. A designated 

college professor coordinates the instmction between university 

professors and cooperating teachers at the school campus. The fifteen-

hour block of courses includes Curriculum Design and Management, 

Language Arts, Children's Literature, Reading in the Content Area, and 

Developmental Reading. The focus is on the whole child utilizing 

language and writing skills and having success in reading across the 

curriculum. One elementary school and one intermediate school are used 

for this assignment. College students switch teachers from the primary to 

intermediate settings, giving them the opportunity to observe and work 
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on two educational levels. They spend from 8:00 a.m. to 12:00 p.m., on 

altemate days, in the public school classroom or in the workshop/media 

center located on the public school campus. The university coordinator is 

available to college students and regular classroom teachers for 

observation, inservice, model teaching, or consultation each day. At the 

end of STEP II, students have established a solid foundation in 

curriculum design and behavior management by maintaining a B average 

or higher in the fifteen hours of field-based experience (Clarence Ham, 

personal communication, November 7, 1995). 

STEP in, "Excellence in Curriculum Design," provides students 

with training in diagnostic procedures for working with special needs 

children, as well as integrating mathematics, science, and social studies 

within the curriculum. Courses include special populations, diagnostic 

and corrective reading, social studies, mathematics, and science. The 

instmctional effort focuses on a culturally diverse student body. 

University of Mary Hardin-Baylor professors and students, along with 

the public school classroom teachers, collaborate to develop strategies for 

addressing leaming problems of individual students at the school site. 

This educational team utilizes diagnostic and prescriptive skills in order 

to meet the needs of challenged leamers (Clarence Ham, personal 

communication, November 7,1995). 

In STEP IV of the program, "Excellence in Teaching," students 

complete a clinical practicum in a public school classroom by teaching 

the full school day, five days a week, for the entire semester. Participants 

gain experience in teaching students on both the primary and 
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intermediate levels. Those seeking certification in early childhood or 

special education teach eight weeks in elementary education and eight 

weeks in their area of specialization. Cohorts of six or more students are 

assigned to specific campuses in fifteen school districts that have a 

partnership agreement with the University of Mary Hardin-Baylor. A 

university supervisor works with students and cooperating teachers to 

accomplish the proficiencies required in the final phase of the field-based 

program (Clarence Ham, personal communication, November 7,1995). 

Prior to the spring of 1996, elementary education majors had been 

required to take nine hours of course work in fine arts (music, art, 

movement) in the "combination of subjects" area on their degree plan. In 

order for the School of Education to implement the STEP program in the 

spring semester of 1996, without requiring additional hours on the 

baccalaureate degree, some curricular revisions were necessary. A 

computer technology course was developed, as well as the addition of 

two more specialized courses in the areas of developmental and 

diagnostic reading. With the addition of these credit hours to the degree 

plan and the necessity for remaining within the state mandated hours for 

the baccalaureate education degree, the nine hours of required fine arts 

courses on the traditional degree plan were consolidated. A new three 

hour replacement course. Integrating the Arts in the Elementary 

Classroom (ELED 3330), was created in order to provide prospective 

teachers with ideas and skills for using the fine arts in their own teaching 

situations. This solution allowed continued training in the fme arts, as 

well as the addition of new required courses on the STEP program. 
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without increasing degree requirements on the Bachelor of Arts and 

Bachelor of Science degrees in elementary education (Clarence Ham, 

personal communication, November 7,1995). 

The Institution and Student Population 

The University of Mary Hardin-Baylor, chartered in 1845 by the 

Republic of Texas as the female division of Baylor University, is a 

Christ-centered coeducational institution of higher leaming affiliated 

with the Baptist General Convention of Texas. The purpose of the 

university, as described in the University of Mary Hardin-Baylor 1996-

1998 Bulletin, is stated as follows: 

. .. The University's purpose is to provide an outstanding 
education for qualified students of diverse geographic, 
ethnic, socioeconomic, and religious backgrounds as 
they prepare for careers in a changing world, continue 
their personal growth and development, and leam to 
serve the communities in which they live. The University, 
fostering an environment which recognizes the dignity, 
freedom, and potential of each student, is dedicated to 
effective teaching, the advancement of knowledge, 
artistic expression, and service to the surrounding region. 

Undergraduate degrees are offered in the humanities and sciences, 

business, fine arts, nursing, and education, and graduate degrees are 

available in business, education, and health services management. 

Because of its proximity to Scott and White Medical Complex in Temple, 

Texas, and Fort Hood, the largest military base in the world, located in 

Killeen, Texas, the university serves special student populations 

interested in the applied sciences, as well as business and education. 

92 



Military personnel and their dependents from Fort Hood comprise a 

substantial portion of the student population in these three fields. 

A brief analysis of the demographic breakdown of the student 

population at the University of Mary Hardin-Baylor provides valuable 

needs assessment data for effective course planning. All numbers and 

percentages reflect the Fall Semester 1997 enrolhnent figures provided 

by the Office of the Registrar at the university. While the overall student 

population at the university continues to increase, the demographic 

breakdown cited for the Fall Semester of 1997 is consistent with student 

data from the past three semesters in which the integrated course has 

been offered (Amy McGilvray, Office of the Registrar, personal 

communication, November 14,1997). 

Tables 3.1-3, showing the breakdown of student enrollment by 

gender, indicate 528 male and 1,115 female full-time students and 129 

male and 304 female part-time students at the undergraduate level. There 

are 9 male and 31 female full-time students in graduate programs, with 

45 male and 152 female part-time students seeking master's degrees. 

This results in a total of 2,076 undergraduate and 237 graduate students, 

making a grand total of 2,313 students at the university for the Fall 

Semester of 1997. 

Data on age distribution of students for the Fall Semester of 1997, 

as indicated in Table 3.4, was reported by median, mean, and mode. The 

age of the undergraduate population ranged from 17 to 67, with the 

median or mid-point age at 22, the mean or average age at 25, and the 
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Table 3.1. Fall 1997 Undergraduate Student Enrollment Data 

Part-Time 

Full-Time 

Total 

Male 
129 

528 

657 

Female 
304 

1115 

1419 

Total 
433 

1643 

2076 

Table 3.2. Fall 1997 Graduate Student Enrollment Data 

Part-Time 

Full-Time 

Total 

Male 
45 

9 

54 

Female 
152 

31 

183 

Total 
197 

40 

237 

Table 3.3. Fall 1997 Total Enrolhnent Data 

Part-Time 

FuU-Time 

Grand Total 

Male 
174 

537 

711 

Female 
456 

1146 

1602 

Total 
630 

1683 

2313 
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Table 3.4. Age Distribution of Undergraduate and Graduate Students 

Academic 
Year 

School 
Population 

Range of 
Ages 

Median Age 

Mean Age 

Mode Age 

Fall 1996 

Undergraduate 

17-63 

24 

26 

19 

Graduate 

22-62 

37 

38 

29 

Fall 1997 

Undergraduate 

17-67 

22 

25 

20 

Graduate 

22-64 

37 

37 

28 
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mode or majority at 20 years of age. Graduate student ages ranged from 

22 to 64, with the median and mean ages at 37 and the mode at 28. 

Table 3.5 shows the breakdown of the enrollment by ethnicity as 

77% white, 8% Hispanic, 7% Black, 2% Asian, 0.69% American Indian, 

and 3% international. Data on student enrollment by country of 

citizenship, represented in Table 3.6, indicates that the majority of the 82 

intemational students come from Japan, the Republic of China, and South 

Korea, with the next highest numbers from groups representing Brazil, 

Hong Kong, and Mexico. 

Tables 3.7-8 show the Fall Semester 1997 enrollment data for 

undergraduate and graduate education majors on campus by gender and 

ethnicity. Although the integrated fine arts course is taken by 

undergraduate elementary education majors only, statistical data is 

reported on the entire education department, since its student population 

comprises one of the three largest majors at the university. There are 111 

male and 377 female full-time students and 37 male and 134 female part-

time students at the undergraduate level. Of the 659 undergraduate 

education majors, 78% are white, 8% Hispanic, 5% Black, 1.4% Asian, 

and 0.7% American Indian as shown in Table 3.7. Statistical data on the 

204 full and part-time education students associated with Fort Hood 

military base indicates that 40 are on active duty and 164 are military 

dependents (Amy McGilvray, Office of the Registrar, personal 

communication, November 14,1997). 
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Table 3.5. Fall 1997 Student Enrolhnent by Ethnic Group 

Ethnic Group 

American Indian 

Asian 

Black 

Hispanic 

International 

White 

Grand Total 

Total Students 

16 

54 

173 

202 

82 

1786 

2313 

% of Enrollment 

0.69 

2.33 

7.48 

8.73 

3.55 

77.22 

100.00 
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Table 3.6. Intemational Student Enrolhnent by Citizenship 

CITIZEN OF 

Afghanistan 
Australia 
Brazil 
Bulgaria 
Canada 
China, Republic of 
Czechoslovakia 
Honduras 
Hong Kong 
India 
Japan 
Kenya 
Korea (South) 
Macedonia 
Mexico 
Nepal 
Qatar 
Thailand 

Total 

TOTAL 

1 
1 
3 
1 
2 
7 
2 
1 
3 
1 

48 
1 
4 
1 
3 
1 
1 
1 

82 
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Approaches to the Subject Matter 

Prior to the spring of 1996, elementary education majors took three 

fine arts courses in music, art, and physical education, totaling nine credit 

hours on their degree plan. The traditional semester schedule was 

followed for these courses, with each discipline taught by a specialist in 

the field who also had an extensive public school teaching background. 

There was sufficient time in a one-semester course to cover the 

fundamental elements or principles of each area, provide hands-on 

activities and experiences for the learners, and require students to present 

individual teaching demonstrations related to the discipline. The 

instructional emphasis was on disciplinary, rather than interdisciplinary 

leaming, and concepts were presented from the fine arts "purist" or 

specialist perspective. 

Consolidating three one-semester courses into one single semester 

course, reducing instructional time from eighteen weeks to six weeks per 

discipline, and taking an integrated approach to teaching a fine arts 

course involved a tremendous amount of time and effort in the planning 

stages. In addition, it required rethinking and restructuring course 

content and instructional strategies. As this new course continues to 

evolve, the following considerations are among the top priorities for 

course development: 

• the impact of an integrated fme arts approach on the elementary 

classroom curriculum; 

• the attitude of classroom teachers toward the fme arts as a result 

of integrated instruction; 
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• the maintenance of integrity for each fine arts discipline 

presented in the integrated format. 

During the first three semesters using the integrated fine arts course 

design model at the University of Mary Hardin-Baylor, informal 

assessments were solicited. Student comments indicated satisfaction 

with course content and structure, greater comfort-level with arts 

experiences, and more confidence in using the fine arts in individual 

teaching assignments at the elementary level. 

Course Description and Objectives 

The course description for Integrating the Arts in the Elementary 

Classroom (ELED 3330) is found under the combination of subjects and 

elementary education subheadings in the University of Mary Hardin-

Baylor (1996-1998) catalog. It states that "This course provides 

prospective elementary teachers with ideas and skills to integrate the arts 

into teaching regular academic subjects. The areas emphasized are 

music, art, drama, and physical education." 

The primary course philosophy, based on recent fmdings in brain 

research and educational studies, suggests that the arts enhance 

productivity, creativity, problem-solving, and other higher level thinking 

skills across the curriculum. They serve to heighten a student's capacity 

to incorporate and retain more information in all subject areas, such as 

reading, writing, social studies, science, and mathematics. Arts 

instruction also improves abstract thinking, helps develop metacognitive 

strategies and understandings, and facilitates the recall of prior leaming 
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and its relationship to present and future leaming. The fine arts, 

however, remain valuable and substantive subjects worthy of their own 

independent position in the total curriculum. In addition, unless one 

thoroughly understands the concepts inherent in any subject area, the 

ability to teach that subject to others is inherently diminished 

(Oddleifson, 1994, pp. 446-453). 

Goals and objectives for the integrated fine arts course are based "^ 

on understanding the fundamental elements and principles of art, music, 

drama, and movement as they relate to each other and to other subjects 

taught in elementary school. From a cognitive perspective, the 

expectation is that students can recognize these elements and principles 

within works of art from each discipline, including the aural, visual, and 

tactile-kinesthetic aspects of these works, and be able to apply them to 
r— 

other subject areas. Elements, such as value, color, form, shape, line, "^ 

space, and texture, and the inherent principles of contrast, rhythm, unity, 

emphasis, pattem, movement, and balance are discussed with respect to 

an art work. Application of these elements and principles is then 

transferred to other art examples., 

Because the integrated fine arts course is one of the first education Ni 

courses students take in the STEP program, they must quickly become 

familiar with leaming theory, developmental stages of children, and 

curricular issues. This knowledge impacts preparation and 

implementation of units and lessons that students must present to the 

class during the semester. Exposure to taxonomies and leaming domains, 

multiple intelligences, leaming styles, and brain-based leaming principles 
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is also important, so that students have the necessary information to plan 

effectively. Other considerations include state-mandated guidelines, such 

as the Essential Elements and Texas Essential Knowledge and Skills 

(TEKS) that are addressed in each curricular area and made available to 

students for pemsal and class discussion. 

Since music, art, drama, and movement all incorporate activity-

based experiences, each instmctor stresses psychomotor/perceptual skills 

and abilities that are easily observed. In music, singing, playing 

instruments, and movement all involve fine and gross motor 

coordination. Hands-on projects in art, such as collage, painting, 

ceramics, pottery, and jewelry making, require perceptual discrimination. 

Fundamental and reflexive movements, spatial orientation, physical 

qualities, and complex skilled movements are all stressed in the physical 

education segment of the course. This is done through playing games 

and practicing the fundamentals of various elementary sports. 

The development of appropriate attitudes, feelings, and values, 

which comprise the affective aspects of leaming, is central to the study of 

the fine arts. Because many of the elementary education majors have 

limited background and experience in the fine arts, one of the goals for 

the course is to develop a comfort level that allows for successful 

participation in arts experiences. The object is to dispel the fear and ' 

mystery typically associated with "art and artists" by creating classroom 

environments that are conducive to exploration and experimentation (i.e., 

absence of threat and medium or high challenge level in the leaming 

environment for optimum brain function, Caine and Caine, 1991, 
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pp. 63-78). One of the significant educational benefits is stimulating 

creativity and interest in areas that have never been explored or have 

been forgotten or neglected because of a lack of time and other 

constraints. Ideally, the students are encouraged not only to use arts 

experiences to enhance leaming in other core subject areas, but also to 

increase their in-depth training through additional courses or applied 

lessons in fine arts areas. 

Course Design Model 

This fine arts course design has been a collaborative effort on the 

part of members of the physical education, art, and music faculties since 

the spring of 1996. The following course model options were initially 

considered: ^ 

• a team-teaching approach where all three professors are present 

each class period to demonstrate commonahties between the 

arts areas and show how these can be applied to the core 

subjects; 

• a rotational approach with each discipline taught by the 

specialist in that area as students rotate among physical 

education, art, and music segments every six weeks during the 

semester; 

• a unitary approach where the entire course is taught by one 

professor who has broad background and experience not only in 

the fine arts areas, but also in elementary education as well. 
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Table 3.9 lists these three possible course models and indicates the 

required elements for each approach. Advantages and disadvantages of 

the proposed models are dependent upon the nature and needs of the 

institution implementing the course. The current instmctors chose to use 

the rotational approach, with minor variations, primarily because of time 

and space constraints. The entire class, normally between 35 and 40 

students, meets as a group with the physical education professor for the 

first six weeks of the semester. For the last two-thirds, or 12 weeks of 

the semester, students are arbitrarily divided into two teams of somewhat 

equal numbers and altemate between art and music classes, spending six 

weeks in each area. Neither the art nor music department has adequate 

classroom facilities for accommodating large numbers, and it is more 

feasible to attempt daily hands-on activities in these two disciplines with 

smaller groups of students. The extensive dialogue generated during 

class discussion in these two areas is more effectively addressed by the 

professors in an intimate class setting. 

Each professor has his or her own grading and attendance policy 

printed in syllabi that conform to university guidelines (see Appendix A, 

Syllabi 1, 2, and 3). The final grade is determined by an average of the 

grade eamed in each section of the course. It is not possible, however, to 

receive a passing grade in the course if one section is failed, even though 

the average of the three may be a passing grade. 
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Course Design Model Variations 

An integrated fine arts course can be taught in several possible 

design configurations, depending on classroom space, teacher 

availability, student need, and access to technology. The team-teaching 

model, where all three professors are present each class day to instruct 

and field questions, is an excellent seminar situation for undergraduate 

students. It is an effective way to demonstrate commonalities among 

subject areas and show how these can be applied to other disciplines. 

Teacher teams and cooperative student clusters set the stage for 

professional dialogue that leads to more integrated leaming. Teachers 

share and plan in more creative ways, and leamers become the focus of 

this team planning. Administrative support for equitable load credit 

regarding teaching teams and time constraints is one area that must be 

addressed if the interdisciplinary teaming approach is adopted and 

successfiilly implemented at the college level. Without equitable load 

credit, quality time for team meetings and collaborative planning is 

adversely affected. 

A unitary model, with one professor teaching all three sections of 

the course, is another option; however, this instmctor must possess a 

broad background not only in the fine arts, but also in elementary 

education as well. Locating a professor with suitable expertise presents 

an obstacle to this arrangement. The design would likely require a cap on 

class size, in order for one person to effectively oversee hands-on 

leaming activities, with limitations on available space and materials. 
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Additional Course Considerations 

In any of the course design models, a dilemma is encountered 

when the instmctor must teach leaming theory, child development, 

curriculum design, and behavior management techniques, along with 

three fine arts disciplines, in one semester. This problem became 

apparent at the University of Mary Hardin-Baylor because students 

register for the integrated course in the first semester of the STEP 

program, before acquiring a background in educational and curricular 

terminology. A possible solution, proposed for this situation, involves 

holding a one-day or evening seminar where educational and curricular 

issues related to the course are covered by the individual professor or 

instmctional team. This would allow more class time to be efficiently 

used in teaching each discipline and to adequately demonstrate its 

inclusion in the integrated process, j 

Another consideration is the addition of a technology project as a 

possible course assignment. Such an activity might involve conducting 

research on the Intemet by grade level and fine arts area, and correlating 

these findings with the Texas Essential Knowledge and Skills (TEKS) 

and performance descriptors. This would provide additional 

technological experience in meeting the guidelines set forth in the Texas 

Education Code for approved courses being taught in Centers for 

Professional Development and Technology (CPDT) at universities in 

Texas. 
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Course Content 

Students begin the semester in the physical education/movement 

area where principles of movement and mechanics, such as space, time, 

force, form, performance and creative skills, and historical perspectives 

of physical education and fitness are covered. The development of a 

physical education program and accompanying curriculum, aspects of 

athletics and competition, and stress-management techniques are also 

emphasized. Dalcroze eurhythmies concepts, as well as many dance 

forms, including folk, square, and ethnic dance, are presented. Integrated 

projects involving movement and the four core subjects, which 

incorporate poetry and games as vehicles, are used as culminating 

activities. No textbook is required for this section of the course (see 

Appendix A, Syllabus 1). 

The art and music areas are the next topics of study for students. 

Elements and principles of art, metacognitive functions of art, stages of 

development in the artistic process, and the place of the arts in school and 

society are discussed. Portfolios are begun, including work in collage, 

crayon etchings and mbbings, watercolor painting, ceramics, pottery, and 

jewelry making. These portfolios become the major assessment project 

for the art area, along with written critiques over joumal and periodical 

articles and attendance at local art exhibitions. Although a textbook is 

not used, a recommended resource for art activities, A Handbook of Arts 

and Crafts by Wankelman and Wigg, is suggested (see Appendix A, 

Syllabus 2). 
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Students come to the music area for either the second or third 

phase of rotation. Music fundamentals are discussed, and singing, 

playing instmments, movement, creativity, and music reading and 

writing are emphasized. Leaming to play the recorder, autoharp, and 

baritone ukulele is included, as well as the constmction of many types of 

classroom rhythm instruments. Drama and theatre arts are also 

examined, first as discrete arts and then as a synthesis of various art 

forms. The culminating activity in this section of the course is a 

cooperative teaching project on the core subject area of each group's 

choice. Presentation of this project to the class in written and oral form 

must integrate art, drama, music, and movement within a language arts, 

mathematics, science, or social studies lesson. Each cooperative leaming 

group makes use of technology-based information to provide research 

data for these projects. The final productions are videotaped for teacher 

and student pemsal. While textbooks serve as guides for the music 

portion of the course, most other materials come from the current 

instmctor's own teaching collection gathered over an eight-year period 

(1987-1995) of teaching fifth grade language arts, mathematics, science, 

and social studies in an integrated format. The required textbook for the / 

music portion of the course is Integrating Music into the Classroom 

(1995) by Anderson and Laurence. Additional resource materials are 

drawn from Music Fundamentals, Methods, and Materials for the 

Elementary Classroom Teacher (1996), 2nd ed., by Rozmajzl and Boyer-

White (see Appendix A, Syllabus 3).. 
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Summary 

Evaluation and assessment on the effectiveness of any course 

ultimately impacts decisions made by professors for instmctional 

improvement. In examining course organization, general teaching 

strategies, instmction, and the success or failure of students to achieve 

desired leaming outcomes, the University of Mary Hardin-Baylor 

professors, through self, student, and administrative observations, 

continue to refine this integrated fine arts course. Changes in course 

stmcture, types of culminating projects, and amount of instmctional time 

spent on educational and curricular issues have already occurred. 

Goals for the course continue to address creativity and student 

interest, hands-on activities and performance-based experiences, and 

individual leaming styles and multiple intelligences. The philosophy that 

art is valued in the curriculum for self-expression, intellectual content, 

historical and cultural importance, and aesthetic import is strongly 

supported for course content and implementation. Through integration of 

the fine arts with the core subjects, students are taught to understand the 

interconnectedness among basic disciplinary elements and the function of 

the arts in relating to actual life experiences. 
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CHAPTER IV 

INTEGRATING THE FINE ARTS INTO CORE SUBJECT 

AREAS THROUGH CURRICULUM DESIGN 

AND DEVELOPMENT 

A unit design and an individual lesson plan, with appropriate 

accompanying activities for combining the fine arts with the core subject 

curricula, serve as culminating group projects in the integrated college 

course model at the University of Mary Hardin-Baylor. These units, 

collaboratively developed by the instmctor and students, are organized 

around curricular dimensions, including content, process, product, and 

research skills. The units and lesson plans demonstrate how fine arts 

integration can enhance the understanding and leaming of language arts, 

mathematics, science, and social studies. 

The integrated unit and lesson planning process is discussed 

thoroughly, including the ways its use in the individual classroom relates 

to the overall school program. Because the concept of integration is 

often implemented on a school-wide basis, preservice teachers must 

understand the role and function of individual integrated units and 

lessons as components of the campus curricular design. 

Dimensions of Curriculum 

During the past two decades, a number of models have been 

developed that focus on the thinking process and its place in curriculum 

planning and implementation. Many of these models reveal intense 
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interest in the linear, rational aspects of brain function, as well as 

integrating the emotional, physical, and intuitive dimensions of brain 

processing. Van Tassel-Baska (1986) organizes existing models into 

three categories—content, process/product, and concept—and suggests 

choosing the approach that best suits curriculum concems, needs of the 

leamer, and motivational considerations (Clark, 1997, p. 325). 

The content dimension of curriculum design focuses on subject 

matter or information in a leaming activity. Content may be simple, 

targeting facts, rules, or details relating to an area of study. It may also 

be complex, dealing with issues, problems, or themes. Because the 

development of skills and the assimilation of content are interactive, both 

must be considered when planning units and lessons. In selecting 

content, instmctors must consider the needs, interests, and abilities of 

students, along with past, present, and future leaming applications, as 

well as the multidisciplinary aspects of the material (Samara, Pedraza, 

and Curry, 1994, p. xix). 

The process dimension of curriculum design addresses the concrete 

and abstract areas of the cognitive process. Fundamental cognitive 

processes include recall, understanding, and using information. The 

intent of basic cognitive skills development for students includes 

becoming adept information consumers, mastering previously acquired 

information, and leaming new information that can be applied to various 

situations. Abstract cognitive processes include analytical, creative, and 

critical thinking. These skills assist students in the role of information 
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producer, decision maker, and problem solver (Samara, Pedraza, and 

Curry, 1994, p. xx). 

The product dimension of curriculum constmction includes the 

means through which students communicate ideas leamed and 

information gathered to a designated audience. Products are classified in 

visual, oral, kinesthetic, and written categories and result from using a 

variety of skills, such as technology and materials, self-determined 

evaluative criteria, and identification of formal and informal methods for 

sharing ideas. The resulting products are designed to accommodate 

students' various leaming styles and preferences, provide effective means 

for presenting complex information, and individualizing instmction 

(Samara, Pedraza, and Curry, 1994, p. xx). 

The concept dimension of curriculum development emphasizes 

systems of research and assists students in acquiring and discovering 

knowledge with varying degrees of independence. Stages of independent 

study include selecting a topic, formulating a thesis statement, designing 

a plan, gathering and organizing research data, and presenting the 

findings in a formal product. The ultimate purpose of building research 

skills is to increase the level of personal autonomy in the leamer, 

facilitate independent study habits, and produce new ideas and 

information (Samara, Pedraza, and Curry, 1994, pp. xx-xxi). 

Curriculum organization refers to the sequence and integration of 

leaming opportunities that enable students to connect important ideas and 

gain continuity in their educational experiences. Organization of units 

and lessons directly impacts what is leamed and how easily the leaming 
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takes place. Proper planning emphasizes content essentials and 

generalizations, as well as less obvious attributes. Student achievement 

and satisfaction typically occur when worthwhile content is presented in 

a systematic manner, so that significant concepts and skills are mastered 

(McNeil, 1990, p. 97). 

Unit Development 

Unit planning and design provide an overarching framework for 

successful instmction by combining several key components, including a 

series of lessons, which lead to the accomphshment of a broad goal. The 

unit concept is cited by teachers as one of the most important teaching 

tools, in conjunction with weekly and daily planning. There are two 

kinds of units: the resource unit and the teaching unit. The difference 

between the two lies in the appropriateness of recommended activities 

designed for particular leamers. The resource unit serves as a guide for 

teaching a specific topic or theme to an intended population of leamers. 

The teaching unit is developed with a focus on students whose 

background, interests, and abilities are familiar to the planner. Both 

types of units have similar components, including rationale, content 

outline and leaming hierarchy, goals and objectives, topics and activities, 

evaluation procedures, and resources (McNeil, 1990, p. 169). 

The unit rationale is a brief statement that explains the purposes 

and content of the study. It is written in a language understood by both 

students and teachers. A rationale is used to focus attention on key 

issues, provide motivation, and justify the importance of content relating 
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to subject matter, societal concems, and the needs and mterests of 

leamers (Pasch et al., 1991, p. 158). 

The content outline and leaming hierarchy create a stmcture 

showing main ideas, concepts, generalizations, and specific facts that 

students are to leam. An educator identifies the most important concepts, 

generalizations, and facts associated with a particular topic by a thorough 

analysis of the content to be included. These components are then 

arranged in a logical leaming sequence. Since the brain naturally 

organizes information into meaningful networks, the teacher can 

capitalize on this tendency by helping students recognize pattems and 

stmctures as new information is presented (Pasch et al., 1991, 

pp. 159-160). 

After determining the most cmcial ideas to be included in the unit, 

clearly stated instmctional objectives are written. These long-term 

objectives include cognitive, affective, and psychomotor outcomes that 

are measured in behavioral terms. Each long-term objective may be 

divided into sub-objectives which are more specific statements relating to 

the overall objective. Instmctional objectives serve two valuable 

purposes in teaching. First, they indicate the logical progression of a 

lesson. Next, they assist in diagnosing the leamer's readiness for the 

content and pacing determined by the unit plan (Mager, 1975, pp. 19-22). 

A lesson is a sequence of activities designed for students to 

achieve one or more of the stated objectives. Lessons can be prepared for 

a particular group of leamers, or can be based on behaviors necessary to 

meet specific leamer goals. Teacher education programs have typically 
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fostered a type of lesson planning designed for direct instmction. This 

approach, though widely used, may not address the additional demands 

of current classroom instmction or student interest. A more inclusive 

approach to lesson planning accounts for prior, present, and future 

leaming and the application of methods appropriate to the content area 

and individual leamer needs (Pasch et al., 1991, p. 161). 

In the evaluation component of the unit, procedures provide 

adequate information about each student's mastery of objectives. As a 

result of this data, the instmctor may choose to reteach certain critical 

content, especially if future leaming is dependent on that knowledge. 

The final unit evaluation can take the form of a test or project that 

demonstrates mastery of the objectives. Continuous assessment of each 

objective, covered through the lessons, provides important information 

on modifying activities to meet students' individual needs. This process 

is called monitoring, or assessing, followed by adjusting, which involves 

making necessary changes (Pasch etal., 1991, p. 161). 

Materials and resources are provided at the end of the written unit. 

The inclusion of relevant books, visual aids, and technology, as well as 

copies of worksheets, charts, overheads, and tests assist in logistical 

planning of each daily lesson. Long-range preparation is cmcial for 

maintaining sequential presentation of material and effective classroom 

management (Pasch et al., 1991, p. 161). 

The normal length of a unit of study is from two to six weeks. The 

unit plan includes activities for introducing major topics and preparing 

subsequent lessons. Problem-solving, demonstrations, and guest 
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speakers are often used for initiating lessons within the unit stmcture. 

The developmental portion, involving collecting data and resolving 

initially proposed questions, comprises the major part of the unit. 

Culminating activities provide opportunities for students to evaluate and 

synthesize what has been leamed and formulate new questions for further 

study (McNeil, 1990, p. 169). 

Lesson Planning 

A lesson is a sequence of activities designed to help students 

achieve one or more of the unit objectives. Most lessons include 

readiness activities, information activities, and practice and assessment 

activities. Lessons serve as the building blocks for an instmctional unit. 

Three type of lessons are discussed, including the basic components of a 

direct or deductive lesson plan. 

The first type of lesson is the direct, or deductive model. As the 

lesson begins, the teacher instmcts the students on the concept to be 

leamed and leads them through the majority of activities. There are 

seven elements in a direct lesson, and these are clustered to indicate how 

they fit into the readiness information and practice/assessment phases of 

the lesson. These include anticipatory set, objective and purpose, input 

and modeling, checking for understanding, guided practice, closure, and 

independent practice and reteaching (Pasch et al., 1991, p. 168). 

In contrast to a direct lesson, an inductive lesson begins with 

exploratory activities and leads students to the discovery of a concept or 

generalization. Labeling and defining terms and describing essential 
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characteristics comes at the end of the lesson, as these components 

become apparent through the discovery process. Guided and independent 

practice are provided, and assessment measures are used to check for 

mastery of objectives (Pasch et al., 1991, p. 165). 

The third type of lesson, known as a social lesson, involves 

cooperative leaming, where small groups of students work in a stmctured 

setting, with assigned roles and a common goal. The five elements that 

distinguish cooperative leaming from traditional group work are positive 

interdependence, face-to-face interaction, individual accountability, 

interpersonal skills, and group processing. The size of cooperative 

groups usually ranges from pairs and trios to larger groups of four to six 

students. The role of the teacher changes from a traditional position as 

the information provider to one of facilitator (Frazee and Rudnitski, 

1995, p. 209). 

The lesson plan itself is an integral component of a unit plan. It 

establishes desired student outcomes and the teaching activities necessary 

to bring about those outcomes. The seven elements of a direct, or 

deductive lesson are the result of research concerning teacher 

effectiveness conducted during the 1970s and 1980s by Hunter (1976), 

Bloom (1984), and Rosenshine (1987). This prescriptive model, shown 

in Figure 4.1, is currently used in contingency management and 

competency-based organizational stmctures, such as school settings 

(Pasch etal , 1991, p. 168). 

The "anticipatory set" activity introduces the lesson. It provides 

focus by requiring active mental involvement with the content to be 
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studied. A second aspect of die "anticipatory set" is transfer. This initial 

activity enables the student to relate new information to prior knowledge. 

It is also usefiil in diagnosing and prescribing appropriate skills necessary 

for all leamers (McNeil, 1990, p. 168). 

Relating the objective and purpose of the lesson provides further 

direction and motivation. The clarification of expectations, assessment 

procedures, and content relevance guides students in understanding the 

importance and value of a given topic. An explanation of the relationship 

of the lesson to overall unit objectives and purposes, as expressed in the 

unit rationale, provides added benefits for the leamer (Pasch et al, 1991, 

p. 171). 

During input and modeling, the instmctor provides relevant 

information, using various teaching techniques and materials. This 

allows students the opportunity to encounter the material in a number of 

ways— t̂hrough reading, listening, viewing, and touching. Verbal 

labeling is also used to denote key elements or ideas through examples 

and illustrations. Presenting material in an organized manner solidifies 

understanding and aids in short and long-term memory. Instmctors also 

"check for understanding" at logical points in the lesson cycle to ensure 

that active involvement and comprehension are occurring (Pasch et al., 

1991, pp. 173-74). 

Although "checking for understanding" is randomly interspersed 

throughout the input and modeling phase of the lesson, this practice is 

cmcial at prescribed junctures during the teaching cycle. It is done 

during direct teaching to ensure that students are digesting small 
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segments of information before moving on to other pertinent parts of the 

lesson. Without feedback on student understanding of the material, it is 

difficult to know whether to proceed with new information or reteach the 

material until all students grasp the concepts presented. Active student 

response during periodic assessment is desirable, so that the instmctor 

can monitor the students' confidence in answering questions and 

participating in group activities (Pasch et al., 1991, pp. 176-77). 

The guided practice phase of the lesson cycle includes activities for 

determining whether or not students can perform a task successfully. 

This is necessary to ensure that students have the requisite skills for 

independent study. Guided practice can be written or oral and can 

include questioning, discussion, and other meaningful experiences. 

Throughout guided practice time, the instmctor monitors, assists, and 

gauges student success. A decision is ultimately made to continue the 

lesson with additional guided practice, closure, or independent practice 

(McNeil, 1990, p. 168). 

Closure serves to bring the lesson to finality, have students 

summarize their own leaming, and assess student achievement of the 

lesson objective. As the instmctional phase of the lesson is completed 

and related activities are begun, students are given the opportunity to 

reflect on their leaming and draw general conclusions about the impact of 

the lesson. During final closure, the teacher determines which students 

need reteaching and which students will proceed to independent practice 

for fluency and extended leaming (Pasch et al., 1991, p. 180). 
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Through independent practice and reteaching, the instmctor assists 

students in achieving mastery of all stated lesson objectives. Reteaching 

usually involves a review of lesson material, but with different strategies 

that address leaming styles and preferences, designed to meet the 

instmctional needs of students. Research on mastery leaming indicates 

that with continuous assessment of student leaming and reteaching, all 

students have the opportunity to rise to achievement levels normally 

associated with the upper end of the leaming curve (Pasch et al., 1991, 

p. 181). 

Independent practice is designed to increase student fluency and 

the ability to perform lesson activities more automatically. As an 

extension of leaming, independent practice allows students to apply the 

same skills, in different settings, using more complex examples and 

higher levels of critical thinking. While independent practice does not 

require close guidance from the teacher, students must receive immediate 

feedback in order to validate their leaming and individual work habits 

(McNeil, 1990, p. 168). 

Evaluation. Assessment, and Grading 

Educators need feedback in order to make decisions about course 

effectiveness, unit plan design, and lesson plan organization. There are 

three primary purposes for this evaluative information: 

• decisions concerning course improvement, 

• decisions concerning individual students, 

• decisions concerning administrative regulation. 
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Evaluation for course improvement involves gathering information tiiat is 

useful in deciding which aspects of a course should be restmctured. 

Evaluation related to at decisions about individual students consists of 

collecting data for use in assessing student needs, or in the grading, 

grouping, and selection of students for specific leaming activities. 

Evaluation for administrative regulation assesses the merits of campuses 

and districts, curricula, materials, teachers, and other related programs 

(Posner and Rudnitsky, 1978, pp. 148-49). 

During the past decade, assessment has become an important and 

somewhat controversial issue in education. The old reliance on 

standardized, multiple-choice, paper-and-pencil tests has been 

challenged. One reason is the mismatch between the impersonal, 

mechanical method of assessment used in the past and the more child-

centered orientation of current educational practice. Teachers, in an 

effort to be more accountable, are taking greater responsibility for their 

professional judgment and control over decision making. Many teachers 

have the perception that extemal and commercially produced tests do not 

provide adequate information and are not reflective of actual classroom 

leaming experiences. Standardized tests frequently sample only a limited 

number of concepts and fail to assess higher level thinking skills or 

problem-solving strategies. Other reasons for challenging traditional 

assessment methods include the need for a broader range of academic and 

nonacademic competencies, enhanced assessment measures in the 

teaching and leaming process, and more accurate and useful information 

concerning specific knowledge and skills that students must master. 
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Some researchers even argue that standardized tests are culturally biased 

and are given undue weight in decisions regarding student placement and 

quality of educational environment (Clark, 1997, pp. 425-26). 

There is a need to define and understand evaluation and assessment 

terminology because the interchangeability of terms is confusing and 

often misleading. Evaluation is a process that occurs during a single 

occasion and is a specifically timed, one-dimensional activity that 

determines success or failure. Assessment is a component of evaluation 

that can take many forms, extend over a period of time, and determine 

the quality of work produced. Both are used in making decisions about 

program effectiveness and student achievement (Frazee and Rudnitski, 

1995, p. 272). 

Formal assessment is standardized in terms of design, 

administration, and dissemination and interpretation of test scores. 

Standardized tests are a formal means of assessment. Informal 

assessment is teacher-designed, administered, scored, and interpreted. 

Teacher-made tests, questionnaires, rating forms, and surveys are 

informal means of assessment (Frazee and Rudnitiski, 1995, pp. 272-73). 

Formative assessment is used to determine student progress before 

and during instmction. It measures the degree of leaming specified by 

goals and objectives included in units and lessons. Summative 

assessment determines the extent of program and student progress after 

instmction is completed. It is a final measure that indicates the ultimate 

success of teaching and leaming. Whereas formative assessment is 

intended to improve an existing program, summative assessment is 
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conducted to measure the effects of a completed program (Frazee and 

Rudnitski, 1995, p. 273). 

Performance and authentic assessments are forms of altemative 

assessment strategies. Performance assessment exhibits a student's 

ability to complete or demonstrate what has been leamed. It is related to 

authentic assessment in that the student not only has to demonstrate prior 

leaming, but also must apply the leaming to real-life situations (Johnsen, 

1996, p. 12). Other terms for these types of assessment are whole 

assessment, outcomes-based assessment, and naturalistic assessment 

(Tchudi and Lafer, 1996, pp. 183-84). 

Altemative forms of assessment are one component in America's 

educational reform movement. Assessments that set performance 

standards, as opposed to evaluation of minimum skills, encourage 

educators to match goals and objectives to what teachers and students 

actually do in a quality classroom. Altemative assessment methods 

include open-ended questions, exhibits, demonstrations, hands-on 

experiments, creating new products, performances, computer simulations, 

and portfolios. These techniques encourage students to master more than 

basic skills and support current trends in education, such as cooperative 

leaming and problem-solving (Perrone, 1991, p. 25). Though questions 

of reliability, costs, training, and selection of altemative assessment 

criteria continue to be raised, these obstacles can be overcome when 

educators use and show the benefits of authentic assessment based on 

student products (Frazee and Rudnitski, 1995, p. 281). 
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Autiientic assessment is optimum when matched with authentic 

content and leaming. Materials should reflect themes of tiie lesson, 

should be consistent with curriculum goals and objectives, be rooted in 

real-world experiences, reflect the developmental stages of student 

growth, and allow students the opportunity to engage in higher-order 

thinking and problem-solving. Teachers must understand the content and 

context of authenticity in order for assessment to be effective (Frazee and 

Rudnitski, 1995, pp. 281-82). 

Writing samples are common activities aheady used for 

performance assessment. They demonstrate a student's ability to 

incorporate language and composition skills. Through writing, a teacher 

can evaluate a student's understanding of stmcture, spelling, grammar, 

and purpose. Types of writing samples include joumals and leaming 

logs, book reviews, and creative products, such as short stories and 

poems (Frazee and Rudnitski, 1995, p. 287). 

Essays can demonstrate a student's capacity to analyze, synthesize, 

and summarize information. Assessment of essays can be accomplished 

by means of a scoring mbric to compare essay responses. Self- and peer-

assessment are valuable during the stages of essay writing, as students 

leam to positively critique their own work, as well as that of their 

classmates (Frazee and Rudnitski, 1995, p. 287). 

Projects are useful for group or individual leaming and may 

involve research, experiments, or the creation of new processes and 

products. This approach has a long and distinguished history, because it 

produces results that have practical application for students inside or 
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outside the classroom setting. In order for projects to have merit, several 

guidelines must be followed. Goals and leaming conditions need to be 

carefully described and reviewed with students, and underlying principles 

of content and procedure should be documented in detail. Since the 

project results may involve numerous additional accomplishments, these 

achievements should be properly recorded (Tchudi and Lafer, 1997, 

pp. 185-88). 

Performances and presentations provide a means for students to 

apply knowledge through active demonstration. Performance assessment 

tests a student's ability to use skills to solve problems, integrate 

disciplines, use higher-order thinking, conduct experiments, document 

the stages of problem-solving, or offer an evaluation of problem 

outcomes (Frazee and Rudnitski, 1995, p. 279). Presentations, 

exhibitions, or performances, when well-prepared and delivered, 

represent examples of the analysis and synthesis levels of Bloom's 

taxonomy. They may include a lecture, speech, demonstration, or 

experiment and typically reveal the student's ability to articulate leaming 

and share it with others. Performances usually employ various media, 

such as visual art, drama, music, games, simulations, technology, and 

writing to integrate tasks and concepts in creative ways. A teacher 

evaluates student achievement with the use of a checklist or score card, 

making certain that assessment criteria have been clearly explained to 

students prior to beginning the project (Tchudi and Lafer, 1997, 

pp. 188-89). 
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Portfolios are a collection of student work over a period of time. 

They are derived from the visual and performing arts tradition and are 

used to organize a person's work and showcase their skills and talents. 

Many teachers are incorporating the portfoho concept because it 

emphasizes the students' role in demonstrating their own understandings 

and assessing personal progress (Belgrad, Burke, and Fogarty, 1994, 

p. v). Portfolios are often used in language arts, but can be helpful as a 

collection of artifacts representative of other specific subjects and jobs. 

A teacher evaluates writing portfolios through student reflection and 

selection of outlines, drafts, revisions, and final compositions, as well as 

the quality of the student product. They can also contain such items as 

joumals, leaming logs, book reviews, creative writing, musical 

compositions or performances, artwork, dramatic or dance performances, 

video, and computer simulations. Thorough instmctional guidance is 

necessary as students choose the work that represents their best efforts 

during a unit of study. Portfolios are currently being used in virtually 

every discipline across the curriculum, and many educators believe that 

they provide better measures than other forms of assessment, because of 

their inherent focus on the leaming process and on student growth and 

development over time (Johnsen, 1996, p. 12). 

Additional methods and approaches offer assessment choices for 

teaching and leaming. Anecdotal records kept by teachers are another 

form of communication to parents concerning student progress. Holding 

formal and informal conferences with students is profitable, not only to 

assess academic gains, but also to maintain a tmsting classroom 
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environment and good rapport between teachers and students. In terms 

of long-range outcomes for achievement, self-assessment, beginning in 

kindergarten and progressing through all stages of formal schooling, is 

perhaps the most important. If the goal is facilitating students to become 

independent leamers, critical thinkers, and capable evaluators, students 

must leam how to carefully and honestly assess the quantity and quality 

oftiieir work (Wulf and Schave, 1984, p. 115). 

Some forms of examination or testing parallel the goals of 

authentic assessment. Oral examination requires the teacher to pose a 

discussion question and invites students to explore options and provide 

possible solutions. The teacher explains that full participation is 

expected and that part of the assessment requires active involvement. 

Questions usually cause students to synthesize knowledge and apply it to 

new situations (Tchudi and Lafer, 1997, p. 197). 

Using role playing, the teacher identifies an issue or problem 

related to course content. In small groups, students assume roles and act 

out solutions (Rivera, Kuehne, and Banbury, 1995, p. 37). The teacher 

may want to "side coach" by introducing additional data that adds to the 

complexity of the problem. Problem-solving and brainstorming is a 

similar activity, except that students are given real-life situations and 

expected to justify their answers to demonstrate mastery of content and 

skills (Tchudi and Lafer, 1997, p. 198). 

Student-created problems and tests allow leamers to become 

involved in the design of the examination itself Class participants take 

on the role of posing questions, making judgments, constmcting 
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problems, and investigating new possibilities or solutions. This results in 

claiming ownership for their leaming and developing the habit of 

self-reflection (Perrone, 1991, p. 64). 

Computer simulations allow students to use creative and critical 

thinking to solve problems. These programs that integrate computer 

functions, video, and sound have added new dimensions to the leaming 

environment. Students can also devise their own games that reinforce the 

content presented (Tchudi and Lafer, 1997, pp. 198-99). 

Grading is an aspect of assessment that essentially reduces all 

judgments and analyses to a single numerical or letter rating. Grades 

make it very difficult for teachers to engage in multidimensional 

assessment and, yet, they are fixtures in the educational system mainly 

because administrators and parents want some form of accountability 

from teachers and students to demonstrate that teaching and leaming 

have occurred (Tchudi and Lafer, 1997, pp. 180-82). 

There are three major problems with grades that need to be 

addressed before possible options are presented. Grades are often highly 

subjective and awarded without thorough explanation to students 

concerning course expectations. Grades provide little diagnostic or 

prescriptive information that allows students to improve their 

performance. The grading system can also be used unfairly as a source 

of fear, punishment, or artificial motivation (Tchudi and Lafer, 1997, 

p. 181). 

Several grading options have been explored by educators who 

favor assessment based on completion of tasks, correct and current 
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information given, and comprehensiveness of responses (Kovalik, 1993, 

pp. 118-19). Pass/Fail systems are ideal for authentic assessment because 

they test the effectiveness of a project or piece of work. Pass/Fail 

grading allows for clear identification of criteria for success. It also 

accounts for many forms of evaluation that allow students to understand 

what has been mastered and what needs improvement. The Pass/Fail 

option involves an ongoing collaboration between teacher and student, 

since both work together to evaluate progress of work over time (Tchudi 

and Lafer, 1997, pp. 200-201). 

Analytic and primary trait scoring are implemented to offer 

clarification of course expectations. Analytic scoring assigns a 

percentage or scoring system to projects, so students know how various 

aspects of their work will be weighted. Primary trait scoring attempts to 

describe levels of achievement based on observations of student work 

over a lengthy period of time. Research shows that when levels of 

criteria are explained in advance, students find them a helpful guide and 

teachers tend to grade following the stated criteria (Tchudi and Lafer, 

1997, pp. 201-204). 

Contract leaming and grading is well-suited to authentic 

assessment. In a course that is organized using contracts, the teacher 

begins by discussing the levels of performance and assigning them a 

grade based on minimum or maximum competencies. Students are 

allowed to design their projects and choose the level of grade sought. 

Contracts also include due dates, interim deadlines, and frequency of 

progress reports. The student writes the contract, with input from the 
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teacher, allowing for negotiation of assignments. There is usually an 

escape clause that allows students to change contract requirements once 

the document is signed. It is important to include criteria for quantifying 

and qualifying student products in any workable contract (Tchudi and 

Lafer, 1997, pp. 205-206). 

Authentic assessment of student leaming has evolved into a 

significant position in the educational process. Its current use is growing 

as many states are passing laws to implement outcomes-based assessment 

as a means of linking evaluation to individual goals and objectives. 

While standardized testing remains an important tool in the evaluation 

process, altemative assessment strategies are being employed to offer a 

balance to the "tests-only" mentality and provide a more thorough 

understanding of student leaming. Proper assessment requires educators 

and legislators to look beyond test scores and attempt to effectively 

interpret evaluation results for students, programs, parents, and 

communities (Frazee and Rudnitski, 1995, pp. 290-91). 

Assessment methods should support educational goals. Rules for 

collecting and examining assessment data can be designed without 

imposing a standardization of judgment. Classroom practice must 

determine the constmction of more sensitive assessment strategies. The 

ultimate educational aim for assessment should be the improvement of 

leaming (Perrone, 1991, p. 31). 
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Integrated Unit and Lesson Planning 

The development of an integrated unit is an outgrowth of the 

overall curriculum planning process. First, teachers conduct a needs 

assessment in order to determine the important concepts to be included in 

the curriculum. In many integrated or multidisciplinary settings, the 

needs assessment is completed by using a curriculum map. This chart or 

grid is a school-wide graphic organizer that represents the major topics 

and concepts to be included for each subject area as the school year 

progresses. Data on the curriculum map can be examined both 

horizontally, through the course of any one academic year, and vertically, 

covering students' K-12 educational experiences. Curriculum mapping 

enhances the possibilities of long-range planning, short-term preparation, 

and clear communication among campus decision-makers (Jacobs, 1997, 

pp. 3-5). 

As the curriculum map is completed, redundant topics in the 

overall curricular design are exposed, especially when an entire school or 

district participates in the mapping process. At this point, decisions must 

be made concerning presentation of subject matter in greater depth and 

detail, change of topics, or viewing topics from a different perspective. 

Another purpose of the curriculum map is to discover topics that relate 

well across the entire curriculum. Whether the focus is a topic, theme, or 

problem-based study, elementary and secondary teachers use curriculum 

maps to find natural relationships between subjects for enhancing student 

leaming (Jacobs, 1997, p. 20). 
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Once conceptual connections have been established for the 

campus, an instmctional team or individual teacher chooses inclusive 

themes or topics for study within a subject area. These themes or topics 

should not be so general that they are beyond the scope of specific 

investigation or so narrow that they restrict the parameters of study. 

Conceptual themes or topics have the advantage of being abstract and 

open-ended, by nature, and the study of important events is also highly 

effective because of the various levels from which they can be explored. 

For optimum success, it is important to choose unit topics that are 

relevant to students, highly motivating, and cross-disciplinary in scope 

(Fogarty and Stoehr, 1995, pp. 84-87). 

After a unit topic is chosen, the instmctional team, individual 

teacher, and students must engage in background study and investigation. 

In a typical integrated approach, students are included in all facets of unit 

planning and implementation. The research, conducted by all team 

members, is driven primarily by the chosen themes, which are closely 

correlated with the content to be presented. One major difference 

between an integrated unit, as compared with a non-integrated unit, lies 

in the fact that the integrated model relies on concepts, key 

understandings, and guiding principles to support the topic of study 

(Frazee and Rudnitski, 1995, p. 145). 

The rationale section of an integrated unit design serves not only to 

justify the topic and concepts selected, but also to provide a system of 

checks and balances during the period of unit development. It should be 

written clearly and concisely and must provide examples and citations 
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from educational research and theory to support curricular decisions. 

The rationale convinces the reader that a topic is important for society, 

appropriate for a particular group of students, and suitable for the 

integrated approach (Frazee and Rudnitski, 1995, pp. 145-46). 

In order to encourage the deliberate exploration of a topic or theme 

from all viewpoints, teachers and students often use a type of graphic 

device, such as a Venn diagram or theme web. Models and graphic 

organizers, appropriate for a given topic, must be thoroughly explored 

and examined before selecting optimum choices for use in the 

brainstorming process. Brainstorming is an open-ended technique for 

generating ideas and, initially, participants should engage in this activity 

individually in order to increase group productivity. Brainstorming 

associations might include people, ideas, materials, or questions that 

relate to the central topic. The teacher documents these associations 

under specific categories designated by the graphic organizer (Jacobs, 

1989, pp. 55-56). 

In setting goals and objectives for the unit, the integrated approach 

differs from one that is strictly discipline-based. With a discipline-based 

model, goals are established for content, skill, and affective areas; in an 

integrated approach, outcomes are more broad-based and reflect the value 

systems and educational needs of students. These stated outcomes may 

be in the form of discovery-based questions that shape the scope and 

sequence for the unit (Jacobs, 1989, pp. 59-60). 

When choosing projects and activities for unit lessons, teachers 

employ a number of modalities and a variety of grouping pattems. 
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Lazear (1991) offers different teaching strategies tiiat are based on the 

multiple intelligences as defined by Howard Gardner. Kovalik (1991) 

describes a curriculum planning matrix that has Bloom's taxonomy on 

one axis and multiple intelligences on the other. Since one of the goals 

of an integrated unit approach involves using numerous instmctional 

possibihties, it is cmcial that the performance outcomes be linked to 

behavioral objectives. A well-formed objective avoids ambiguity and 

enables students to function more independently. A cognitive model, 

such as Bloom's taxonomy, should guide the choice of activities to 

encourage critical and creative thinking during daily assignments (Drake, 

1993, p. 50). 

Once lessons have been developed, teachers and students 

collaboratively prepare a time line of daily lessons and assignments. This 

reminds all participants of obligations and deadlines for various aspects 

of unit completion. At the end of the time line, there is normally a 

culminating activity to be shared with classmates, the student body, and 

parents (Frazee and Rudnitski, 1995, p. 149). 

Evaluation of the unit reflects content, context, and expectation 

standards of the group members. Effective assessment altematives for 

integrated units include a questionnaire and personal interview with each 

student. Teachers may also keep reflective joumals on unit development 

to record plans for possible revisions contemplated during the course of 

unit instmction. The ultimate criterion for determining unit effectiveness 

is the successful completion of leaming experiences by the students 

(Frazee and Rudnitski, 1995, p. 149). 
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Integrating the Fine Arts into the Curriculum 

The arts are a natural dimension of total life experience, offer a 

creative means of communication and self-expression, and satisfy man's 

aesthetic inclination. The fine arts, because of their universal qualities, 

possess the potential to easily relate to other disciplines. Classroom 

teachers and fine arts specialists should be cognizant of the many 

opportimities for the integration of and correlation between disciplines 

that can be implemented in the elementary leaming environment. 

Language Arts and Fine Arts 

The arts are closely related to language and they share expressive 

and communicative qualities. Because much of a young child's 

communication is nonverbal, music, art, and movement provide a means 

for exercising the normal communication process while the child is 

actively involved in developing cognitive skills. When the physical 

classroom arrangement and activities are stmctured to facilitate 

role-playing, dramatization, and visual reenactment of situations children 

experience in their social and natural world, they feel free to experiment 

and express themselves creatively (Nye, 1979, p. 169). 

Both the child's language facility and his understanding of 

symbology are enhanced when there is meaningful, personal application 

of reading material, and reading instmction is reinforced by experiential 

leaming in the arts. Examples of language concepts that are introduced 

and supported through music, art, and movement include relative 
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position, alike and different, relative number, relative weight, and 

contrasting opposite situations (Nye, 1979, p. 170). 

A child's ability to listen appreciatively and analytically is 

developed through music and movement activities. Various conventional 

and unconventional sound sources are used in experimenting with 

concepts of contrast, such as high-low, loud-soft, and slow-fast. 

Carefully selected songs provide material that contains rhyming words, 

words that begin or end with the same sounds, or challenging vocabulary. 

These are used to enhance not only musical skills, but also phonetic 

analysis, pronunciation, enunciation, and expression. When listening is 

followed by creative response, expression through voice, instruments, 

words, pictures, and dance are natural outgrowths (Nye, 1979, 

pp. 171-72). 

Because the arts involve the use of fine- and gross-motor skills for 

many types of drawing, painting, or body movement activities, they assist 

with the development of muscular and hand-eye coordination necessary 

for writing successfully and using computer technology. As children 

create their own songs, chants, spontaneous movements, and drawings, 

teachers help them document their work using written symbols to record 

mental images. These expressions are later reinforced as the skill of 

handwriting becomes more refined (Nye, 1979, pp. 172-73). 

Children also discover, through careful study and observation, that 

elements and principles of art, movement, and music share similarities 

with creative writing. Unifying elements in a short story or poem 

correspond closely to the same elements of form, balance, motion, 
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repetition and contrast, and tension and relaxation present in works of 

visual art, dance, and musical compositions. These types of comparative 

studies between songs, literary works, and works of art help students 

leam to identify relationships within and among subject areas (Anderson 

and Lawrence, 1995, p. 3). 

Mathematics and the Fine Arts 

Children leam many mathematical concepts from music and 

movement, including those of space and shape, which are reinforced 

through basic body movements set to music. When children are taught to 

count and deal with comparisons (i.e., more-less, big-bigger-biggest), 

they comprehend more readily if concepts of numbers, sizes, and 

amounts are experienced through psychomotor dimensions. Body 

exploration in space is one means of studying measurement, as are songs 

about time, days of the week, and months of the year. Eventually, 

children leam to feel meter in duple and triple pattems, so that the study 

and application of meter, beat, and divisions of the beat relate directly to 

mathematical concepts (Nye, 1979, p. 125). 

Art and mathematics have a long history of integration. The use of 

manipulatives in teaching mathematical concepts provides a strong 

example of combining the visual-spatial intelligence necessary in art with 

the logical-mathematical intelligence used in dealing with numbers. The 

field of geometry relies on the mathematician's ability to see, understand, 

and work with three-dimensional objects and images, much as an artist 

does. The artist and mathematician share commonalities in exploring 
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design strategies for enhancing the complex, multidimensional 

representations of information in the form of charts, graphs, tables, 

directories, and maps. The daily work of artists, such as photographers, 

graphic designers, and animators relies on computation and measurement 

skills linked to a knowledge of mathematics (Rayala, 1995, pp. 139-40). 

Science and the Fine Arts 

Beginning in kindergarten, children become aware that science and 

art both provide ways of observing the world through pattems and 

relationships in nature. As they gain more experience in describing 

natural phenomena, children begin making inferences and predictions. 

The use of visual images assists with identification, classification, 

correlation, and interpretation of information in many scientific fields, 

such as medicine, botany, and ornithology. Chemistry and art are closely 

linked because the process used in creating art materials relies on a 

thorough knowledge of chemistry. Works of art produced in the areas of 

ceramics, glass, jewelry, painting, and drawing require knowledge of 

chemical properties and principles in order to complete the processes 

associated with each area. The elements of perspective, space, and light 

are common to both disciplines (Rayala, 1995, pp. 138-39). 

For young children, the study of sound can expand both musical 

and scientific concepts. Children leam to identify sounds, leam that 

vibration produces sound, and leam to differentiate between music and 

noise. Other scientific subject matter, often reinforced by songs and 

movement activities, includes seasons and weather, astronomy, animal 
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and plant life, health and safety, and environmental concems, such as 

ecology and conservation (Nye, 1979, pp. 110-23). 

Social Studies and the Fine Arts 

The sequence of themes and topics in the social studies curriculum 

is based on an underlying concept of the expanding environment. It 

usually begins with a child's immediate environment—family, home, 

school, neighborhood, and community—moving outward to state, 

regional, national, and intemational environments. Comparative studies 

in each elementary grade help students develop a global perspective 

(Michaelis, 1985, p. 14). At each level of study, the integration of music, 

art, and dance contributes an added dimension to such topics as 

self-awareness, home, community, peoples of the world, patriotism, 

holiday celebrations, and singing games and dances used for socializing 

experiences (Nye, 1979, p. 151). 

One of the most expedient ways of knowing another culture is 

through the study of its fine arts. Some of the main attractions in any 

culture are related to its artistic interests. The fashions, homes, buildings, 

overall municipal design, and general physical surroundings are 

representative expressions of a particular geographical culture, along 

with its visual art, music, drama, and dance. The contributions of the arts 

to any culture reflect aspects of the social, economic, and political 

climate when viewed from a historical perspective (Rayala, 1995, 

pp. 140-41). 
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The social sciences provide numerous opportunities to develop 

creative thinking and the appreciation of creativity in other cultures. 

Units of study that focus on customs and traditions of world cultures 

bring out myriad aspects of human relationships. This diversity may be 

portrayed through expressive activities, such as dramatic representation, 

simulations, music, visual art, and dance. These art forms provide 

students with new insights for viewing the social order in their own and 

other cultures (Michaehs, 1985, p. 264). 

Unit and Lesson Plan Design for the University of 
Mary-Hardin Baylor Integrated Fine Arts Course 

The culminating activity for Integrating the Fine Arts in the 

Elementary Classroom (ELED 3330) at the University of Mary Hardin-

Baylor is a cooperative teaching project involving the four core subjects. 

Presentation of this project in written and oral form integrates art, drama, 

music, and physical education/movement within a language arts, 

mathematics, science, or social studies unit and exemplary lesson. Each 

cooperative leaming group makes use of technology-based information to 

provide research data and teaching materials. The final presentations are 

videotaped for teacher and student pemsal. 

The integrated unit and lesson plan model, shown in Figures 4.2 

and 4.3, was developed by the instmctor of the music portion of the fine 

arts course and includes the components of integrated units and lessons 

previously discussed in this chapter. Elements and principles related to 

the discipline of movement, art, music, and drama are also incorporated 

into the planning. Lesson questioning strategies are stmctured according 
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INTEGRATED CURRICULUM UNIT 

Core Subject: 

Unit Theme: 

Grade Level: 

Length (Time Line): 

1. Rationale 

2. Unit Leamer Goals 

3. Unit Leamer Objectives 

4. Unit Content Outiine 

A. Texas Essential Knowledge and Skills (TEKS): 
Fine Arts and Core Subject Areas 

B. Bloom's Taxonomy 
C. Introductory Activities 
D. Developmental Activities 
E. Culminating Activities 

5. Unit Differentiated Activities (varied and related to Muhiple 

Intelligences, Leaming Styles, and Fine Arts Integration) 

6. Evaluation/Assessment 

7. Resources (Materials) 

Figure 4.2. Integrated Curriculum Unit Model 
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INDIVIDUAL INTEGRATED LESSON PLAN 

Core Subject: 

Lesson Theme: 

Grade Level: 

Length of Lesson: 

Student Opportunity (Concept): 

Texas Essential Knowledge and Skills (TEKS): 

Bloom's Taxonomy: 

Objective (What is Expected—The Leamer Will—TLW): 

Resources (Materials): 

Lesson Plan Outline: 
A. Anticipatory Set (Gains/Focuses Attention) 
B. Objective/Purpose (Stated to Students and related to 

Prior and Future Leaming) 
C. Instmctional Input/Modeling 
D. Checking for Understanding 
E. Guided Practice (Students Practice/Teacher Monitors) 
F. Independent Practice 

Activities should be varied and related to 
Multiple Intelligences, Leaming Styles, Fine Arts 
Integration 

F. Closure (Evaluation/Assessment) 
Evaluations and assessments should be 
authentic, performance-based, portfolio, or 
traditional in nature. During the lesson, there 
may be many opportunities to check for 
understanding, which is a form of assessment. 

Figure 4.3. Individual Integrated Lesson Plan Model 
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INTEGRATED FINE ARTS ELEMENTS AND PRINCIPLES 

These elements and principles are related to the disciplines of movement, 
art, music, and drama and should be incorporated into the integrated 
lesson plan. 

Value 

Color 

Form 

Shape 

Line 

Space 

Texture 

Contrast 

Rhytimi 

Unity 

Emphasis 

Pattem 

Movement 

Balance 

SEVEN ELEMENTS 

SEVEN PRINCIPLES 

Figure 4.3, continued. 
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to Bloom's taxonomy, and differentiated leaming activities are based on 

Gardner's theory of multiple intelligences and Dunn and Dunn's leaming 

styles model. References to state-mandated guidelines, through the use 

of tiie Texas Essential Knowledge and Skills (TEKS), are required for 

each curricular area. Cooperative leaming is encouraged, since it offers 

useful strategies for involving students and increasing individual and 

group accountability. Inclusion of these aspects in the unit and lesson 

plan model challenges preservice teachers to consider altemative 

approaches when designing teaching activities and heightens their 

awareness of current educational trends that impact today's elementary 

classrooms. 

At least two class periods at the beginning of the semester are 

devoted to the explanation of the unit and lesson plan model. 

Expectations of the written and performance-based outcomes and 

clarification of Bloom's taxonomy of cognitive domains, multiple 

intelligences, leaming preferences, state-mandated guidelines, and 

assessment measures are discussed. Time is also allotted for choosing 

cooperative leaming groups, deciding on subject areas and topics, 

brainstorming associations that relate to the central topic, and assigning 

roles and responsibilities for task completion. 

Students are given time at the end of subsequent class periods to 

share research and evaluate individual and group progress. The 

instmctor is available to answer questions, provide guidance, and offer 

teaching materials for use in the group units and lesson plans. This type 

of conferencing ensures teacher support for students and maintains 
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effective communication between the professor and all class members. 

Most groups choose to meet on a regular basis outside class for more in-

depth collaboration. Though all components of the unit and lesson plan 

model must be addressed during project planning, cooperative groups are 

to give special attention to lesson plan development, since this is the part 

of the model which is presented to the class and requires greater detail for 

successful implementation. 

The oral presentation is a thirty-minute lesson that follows the 

prescriptive lesson model used by the Education Department and the 

School of Fine Arts at the University of Mary Hardin-Baylor. The 

prescriptive lesson format is advocated because it is an accepted model 

for the Texas Teacher Appraisal System (TTAS) instmment commonly 

used in many of the state's school districts. All group members have 

responsibility for presenting one or more aspects of the lesson with 

designations of specific duties made prior to lesson presentation. 

Students are expected to come early on the day of presentation to arrange 

the classroom environment for activities and prepare materials for 

distribution. In addition to specific class handouts used in the lesson, 

each group must provide copies of their group's complete unit and lesson 

plan for class members. The instmctor is available before class begins to 

facihtate all aspects of each group's final presentation. 

During the teaching cycle, other class members are expected to 

participate fully in activities as they are covered. Presentations are 

videotaped for later diagnostic and prescriptive use by both the professor 

and students. As part of the evaluation process, students must critique 
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their own performance with respect to verbal and physical mannerisms 

and overall teaching effectiveness. The instmctor then meets witii 

student groups and individual group members in a post-conference 

setting to review the lesson and discuss areas of strength and needed 

improvement. Initiating and maintaining this type of evaluative dialogue 

between the instmctor and students establishes a sense of tmst and 

freedom that is cmcial to any classroom environment. 

In analyzing the units, lesson plans, and written and oral 

presentations by preservice teachers, many positive results have occurred 

as the course has evolved. The depth and complexity of student research 

has been encouraging, as has the intensity of students' motivation and 

curiosity- Planning an integrated unit, as a team, brings out individual 

strengths that may not be readily apparent in a lecture-type format. 

Preservice teachers leam to value their collective and individual expertise 

more deeply than individuals who do not have the opportunity to work in 

teams. Class participants become familiar with the artistic process and 

how the arts enhance all aspects of leaming. As preservice teachers 

become comfortable with the fine arts as specialized subjects, they 

demonstrate greater inclination to incorporate the fine arts into 

elementary classroom experiences. 

Adjustments have been and will continue to be made in this 

culminating project as the course is evaluated. When the course first 

began in the Spring Semester of 1996, all integrated cuhninating projects 

were based on social studies topics, since this subject area readily lends 

itself to inclusion of the arts. During the Fall Semester of 1997, final 
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projects incorporated all four core subject areas for die first time. This 

has provided preservice teachers with a broader knowledge base and has 

drawn on their collective expertise, since their elementary certification 

qualifies them to teach in all four core subject areas. In addition, many of 

these students will ultimately be placed in a self-contained teaching 

environment during their teaching career. The exploration and study of 

all four core subject areas, integrated with the fine arts, provides valuable 

teaching materials for immediate use in the classroom. The four sample 

units and individual lessons for each unit are representative of the most 

recent changes that have been made to the culminating project (see 

Appendices B, C, D, and E). 

As the course has developed, greater attention has been given to 

including extensive spelling and vocabulary lists in all units and lesson 

plans and documenting numerous available resources for future 

reference. Additional instmctional time has been devoted to the 

explanation and clarification of all unit and lesson components, since this 

is one of the first three education courses taken by elementary education 

majors. Because students must be well-prepared in current educational 

research and practice before presenting an effective lesson, class time has 

been carefully utilized to adequately incorporate all aspects of integration 

during the course. 

Regularly scheduled meetings among the professors teaching the 

course and Education Department professors, who are also part of the 

course planning team, has resulted in greater consistency of materials 

used and teaching strategies presented to preservice teachers. This 
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collaborative effort has allowed students to understand die connections 

between the various disciplines. 

Summary 

Planning and implementing integrated units and lessons, based on 

a particular theme or topic, that attempt to connect the fine arts with the 

core subject areas, while also incorporating altemative teaching 

strategies, involves innovative and creative processes. Once preservice 

teachers are comfortable with the dynamics of their cooperative leaming 

group, understand the components of the integrated unit and lesson 

models, and decide how to effectively manage the time constraints for 

planning, they must carefully choose the content and process of the unit 

and lesson plans. Initial questions to be considered involve the concepts 

to be leamed, the image of the leamer, how students process information, 

and important values to be gained from the study. Once these questions 

are answered satisfactorily, the team members plan collaboratively, using 

their respective knowledge and experience as roles are assigned and 

background research begins. 

As the idea of integrated curriculum is first encountered, a final 

product seems impossible. Drafts of units and lessons are written and 

rewritten, while the group stmggles to formulate a satisfactory product. 

Preservice teachers must be guided in understanding the evolutionary 

nature of such an endeavor, because the work completed during the initial 

stages does not always reflect the maturity that emerges during the 

planning phase. It is important for preservice teachers to recognize that 
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the process is often more important than the product, that integrated 

leaming has infinite possibilities for creative thought and practice, and 

that the collaborative group process builds and develops a support 

network necessary for fimctioning in school environments. Knowledge 

and understanding of these ideas helps bring closure to a complex 

procedure that is continually evolving. 
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CHAPTER V 

A DISCUSSION OF THE INTEGRATED 

CURRICULUM APPROACH ESf 

PRESERVICE TEACHER 

TRAINING 

For educators interested in providing instmction using an 

integrated curricular approach, a commitment to change is required. 

Traditional methods of curriculum design must be abandoned in favor of 

current models that are based on philosophies grounded in the latest 

research. Those who adopt the integrated approach often feel that they 

are in uncharted territory, because there are few models available for 

guidance in developing an integrated curriculum. Because integration 

involves collaboration, teachers who have spent much of their careers in 

isolated, self-contained classroom environments must find a balance 

between working together with colleagues while respecting the fact that 

each team member may have different ideas or interpretations when 

planning integrated curriculum. Once these trial-and-error steps have 

been completed and the concept of integration has been intemalized, the 

rewards are worth the extra effort. With this approach to teaching and 

leaming, students are engaged in discovery leaming, and teachers are 

challenged by the opportimity to work collaboratively with colleagues 

and students. It is important to share these discoveries and experiences 

with other interested educators who are seeking optimum methods of 

teaching for enhancing student leaming. 
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The concept of integration has educational validity for several 

reasons. At a time when knowledge is increasing at an astonishing rate 

and educators are making cmcial decisions about basic skills students 

need for the 21st century, integration, by reducing die duplication of both 

skills and content, allows teachers to cover more material with less 

overlapping (Drake, 1993, p. 2). Integration connects subject areas 

through authentic content and, as a result, leaming assumes new 

relevance for students (Perkins, 1992, p. 117). Problem-solving and 

higher-order thinking skills become priorities in the leaming experience 

as students explore topics that transcend both the content and processes 

of any single discipline. Educators are recognizing that they cannot train 

students solely in one career specialization and expect them to cope with 

the multifaceted nature of today's job market (Perrin in CABC, 1996, 

p. 11). Integration helps students transfer strategies for effective leaming 

from their academic pursuits into the larger world scene. Current brain 

research also indicates that the brain processes information by searching 

for pattems and connections in order to discover and apply meaning in 

the leaming process. Because effective leaming occurs through these 

synthesized connection-making procedures, it is both rational and 

justifiable to teach by integrating the curriculum between and among 

disciplines (Caine and Caine, 1991, pp. 81-83). 

Both extemal and intemal obstacles must be overcome during the 

process of integrated planning and implementation. Often the school 

calendar does not accommodate integrated studies, and the staff must 

examine curriculum overlaps to discover where natural connections are 
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appropriate. Building an integrated curriculum is extremely time-

consuming because team planning is involved, and a great deal of 

background study and research must be brought to the planning table. 

Another obstacle related to integrated curriculum design is planning 

projects too large in scope for realistic management, rather than starting 

with shorter projects and progressing to full-scale units once integrated 

concepts are rehearsed and assimilated. Lack of resources is a pervasive 

problem and can be partially remedied by seeking support from school 

librarians, technology staff, and other community members. Initially, 

assessment is a subjective issue, with which many teams stmggle, that 

can be addressed by exploring the altemative assessment strategies 

discussed in Chapter IV (Drake, 1993, pp. 12-26). 

Perhaps the most significant intemal obstacle to using the 

integrated approach involves the parameters of the disciplines 

themselves. For many teachers, trained as practitioners in a particular 

specialization, the primary concept for stmcturing and delivering 

knowledge is defined by the boundaries of that discipline. Once real-life 

connections become the organizing principle for instmction, 

interconnections between subjects are more readily apparent. In this 

phase of planning, long lists of leaming outcomes or objectives are 

replaced by summaries of essential learnings that reflect more global 

perspectives and assess real-life competencies (Tchudi and Lafer, 1996, 

pp. vii-x). 

A continuum of options provides the framework for choosing a 

design configuration of interdisciplinary curriculum that best suits each 
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school program. After weighing the possible advantages and 

disadvantages of the integrated curriculum approach, several conditions 

need to be carefully considered. Integration is more feasible if diere is 

flexibility in scheduling that allows for team meetings and rearrangement 

of the sequence of subjects. Administrative and staff support is cmcial 

for school change, and teachers must understand die value of 

restmcturing and be allowed to begin the process of change gradually 

Thoughtful consideration must also be given to address school 

curriculum requirements while making the course of study more 

interesting and relevant for students (Jacobs, 1989, pp. 18-19). 

Integrating the fine arts into a student's daily classroom experience 

can also be beneficial from an academic standpoint. Music, for example, 

plays a very special role in the development of higher brain functions, 

even at birth. Shaw proposes that music is a "pre-language," with centers 

distinct from language centers in the brain's cortex, which can access 

inherent synapses and enhance its ability to achieve pattem development, 

thereby improving non-verbal and verbal cognitive abilities. Leng and 

Shaw are credited for suggesting that "spatial-temporal" reasoning, 

necessary for recognizing, comparing, and finding relationships among 

pattems, is enhanced by listening to Mozart piano sonatas. This type of 

analytical thinking is essential for mathematics, science, and chess. The 

link between classical music and heightened reasoning abilities has 

proven noteworthy in research with both children and adults (Rauscher, 

Shaw, and Ky, 1995, pp. 44-47). In addition, John Holt offers the 

157 



following insights into the relationship between the arts and intellectual 

endeavors: 

Art can exercise the brain, as well as the eye and hand. I 
said in How Children Fail that the test of intelligence was 
not how much we know how to do, but how we behave 
when we don't know what to do. Similarly, any situation, 
any activity that puts before us real problems, tiiat we have 
to solve for ourselves, problems for which there are no 
answers in any book, sharpens our inteUigence. The arts, 
like the crafts and the skilled trades, are full of such 
problems, which is why our skilled artists, artisans, and 
craftsmen are very likely to be sharp-witted people. Their 
minds are active and inventive; they have to be. (1967, p. 116) 

Fine arts integration can have psychological and psychosocial 

benefits, as well. One of the primary tasks in any creative or imaginative 

endeavor is to envision new realities, new forms, and new interpretations. 

Employing the fine arts teaches students to be effective communicators 

of thoughts, feelings, and ideas by asking that they publicly present 

themselves and their products to an audience. This rehearsal and 

presentation often builds high self-esteem in students whose 

accomplishments are recognized and rewarded in a public forum. The 

study of the arts also involves being tme to one's self and one's personal 

vision (the reflective self), and this kind of character development has 

positive effects on the moral and ethical values needed to perpetuate a 

strong society. Because the arts share a common language and are 

universal in scope, they offer a natural venue for binding people together 

and breaking down rehgious, ethnic, and social stereotypes that separate 

individuals and groups. Leaming to live humanely, while respecting 

diversity, will be a major task for adults in the 21st century, and the arts 
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can serve to change old perceptions and lend credence to new 

understandings (Perrin in CABC, 1996, pp. 1-12). 

Lastly, a common belief in the United States holds that 

involvement in artistic pursuits are primarily for the gifted and talented, 

rather than an opportimity for enhanced leaming that should be offered to 

all children from the earliest grades. Educators assume that all children 

can be taught to read, write, and compute with numbers and, yet, ability 

in the fine arts is referred to as "talent," not intelligence, and the 

assumption is that very few children possess this mysterious attribute. It 

is well documented that the number of students who report participation 

in any artistic endeavor drops from about sixty percent in first grade to 

below five percent in middle school when, apparently, it is time to 

seriously study "real" subjects, such as math and science (Perrin in 

CABC, 1996, p. 6). If educators considered the arts essential to other 

areas of human experience and study, rather than peripheral, the result 

would be more highly educated individuals capable of full participation 

in society and culture. Current research continues to provide validity for 

including the fine arts as essential areas of study in the curriculum 

(Upitis, 1990, pp. 8-9). 

Many benefits of fine arts integration have been experienced by 

students and professors in the integrated fine arts course developed for 

elementary education majors at the University of Mary Hardin-Baylor. 

Planning units and lessons in cooperative teams has allowed preservice 

teachers the opportunity to share backgrounds, abilities, and ideas while 

collaborating on chosen topics of interest. Familiarity with the fine arts 
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has provided a knowledge base and comfort level for preservice teachers 

and has encouraged them to investigate the many possibilities for 

arts-related integration into the core subject curriculum. Concepts and 

activities presented in an integrated format during the college course 

promote a type of modeling which should prove advantageous to students 

as they begin to make decisions about teaching styles and strategies that 

work most effectively in the contemporary classroom. All class 

participants have been challenged to be more creative, think more 

critically, and take greater risks as they immerse themselves in the 

integrated approach to teaching. As a result of this exposure to the arts, 

many college students have elected to seek additional training through 

private lessons in art and music and participation in music ensembles, as 

well as other fine arts activities. Though an interdisciplinary class model 

was required for the fine arts college course at its inception, planning and 

implementation have proven mutually enriching and liberating for 

students and professors. 

The ultimate goal of the University of Mary Hardin-Baylor 

integrated fine arts course model is for preservice teachers to make 

practical application of integrated content and materials in their future job 

settings. As discussed previously in Chapter HI, ELED 3330 is one of 

the first three education courses taken in the STEP program at the 

university. With the integrated course having been offered only four 

semesters at this time, the majority of students who have completed the 

course are yet to graduate from the university and accept their first 

teaching position. Several options are currently under consideration by 

160 



die Education and Fine Arts Departments to determine the most effective 

means for conducting on-going assessments with preservice teachers 

related to fine arts and core subject integration and the impact of this 

approach on the classroom leaming environment. 

One possible assessment tool is a survey instmment to be 

presented and discussed as part of the materials covered during the 

college course. The students would be requested to complete and retum 

the survey to the appropriate departments and course instmctors at the 

conclusion of their first year of full-time teaching. A follow-up letter and 

an additional copy of the survey would be sent to those former students 

in the field who failed to retum the original instrument. The Alumni 

Services Office and the Job Placement Center at the University of Mary 

Hardin-Baylor could provide valuable resources in tracing the 

employment history of recent graduates for future contact. Another 

option posed by course instmctors involves making campus visits during 

the student teaching experience and initial year of employment to 

determine the implementation and success of fine arts integrated teaching 

strategies. This would be done in cooperation with those school districts 

in close proximity to the university who provide student teaching 

supervision and also employ many of the university's graduates in 

teaching positions after graduation. 

Other anticipated benefits of this study include the presentation of 

an integrated fine arts and core subject area seminar to assist school 

districts with staff development training. In addition, special workshops 

designed for and offered through the state's regional education service 
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centers could provide needed guidance and training for school personnel. 

Through the dissemination of this research at state conferences, fine arts 

teachers and college professors may find relevance for arts and core 

subject integration in their individual teaching situations. 

In 1992, the United States Department of Labor published a 

document entitied "What Work Requires at School for Workers in the 

Year 2000." Three significant categories were identified in this report. 

First, the "Basic Skills" category incorporated competencies, such as 

reading, writing, mathematics, and public speaking. Second, the 

"Thinking Skills" component included creative and imaginative thinking, 

the ability to problem-solve and make decisions, the capacity to reason, 

and the concept of knowing how to leam. Finally, the "Personal 

Qualities" area cited a labor force that seeks workers who are responsible, 

sociable, have a sense of self-esteem and integrity, are honest, and are 

skilled at self-management. Workers in the postmodem society of the 

21 St century will be required to continue leaming and developing new 

skills during their entire careers. The task for schools is to teach not only 

content, but also the strategies for connected leaming, so students 

understand both the process and product of education. These abilities are 

cmcial for life-long leaming (Perrin in CABC, 1996, p. 1). 

Many instmctional models are being tried and evaluated, and it 

may prove that no single model works in every educational situation for 

every student. Perhaps a variety of educational approaches will be found 

effective, just as research has shown that students leam and must be 

taught in a variety of ways. The fine arts, available to students both as 
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specialized courses and integrated aspects of the general curriculum, are 

essential in assisting leamers as they develop habits, attitudes, and skills 

necessary for life in postmodem society. 
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SYLLABUS I: PHYSICAL EDUCATION 

UNIVERSITY OF MARY HARDIN-BAYLOR 
ELED 3330: INTEGRATING THE ARTS INTO THE ELEMENTARY 

CURRICULUM 
PHYSICAL EDUCATION 

INSTRUCTOR: CLIFFA FOSTER, ASSISTANT PROFESSOR OF 
PHYSICAL EDUCATION 

MABEE: ROOM 161 

I. CATALOG DESCRIPTION 
This course provides prospective elementary teachers with ideas 
and skills to integrate the arts into teaching regular academic 
subjects. Areas emphasized are music, art, theatre, and physical 
education. 

n. REQUIRED TEXT: There is no required textbook for this section 
of the class. 

m. CLASS OBJECTIVES 
1. Each leamer will define and describe what constitutes a 

good physical education program, its objectives, and the 
activity groupings from which it selects activities. 

2. Each student will define what is meant by physical what is 
meant by physical fitness and how the training effect 
impacts upon the body. 

3. Each student will develop strategies for integrating physical 
education into mathematics, social studies, language arts, 
and science. 

4. Each student will be given techniques for reducing stress in 
students and understanding the role of exercise in stress 
reduction. 

5. Each student will define and describe the strengths and uses 
of toumaments in a variety of classes. 
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IV. BASIC COURSE REQUIREMENTS 
A. Students will be asked to abstract professional periodical 

literature on topics that are * underlined on the daily 
schedule and hand in the abstracts (summaries) at the 
beginning of class on the day the topic appears underlined. 
FORMAT: Title of periodical, page numbers of article, 
volume number, month and year, author(s), title of article, 
summary of article, criticism of article (may be positive, 
negative, or combination). Abstracts are to be type written 
and limited to one page. Place your name in the upper right 
hand comer of your abstract. Abstracts handed in after class 
will be reduced by fifty percent (50%). 

B. Students will be asked to bring to class a type written poem 
that relates to physical education, be ready to discuss your 
poem, make applications and hand the poem in at the end of 
the period. 

C. Students will be asked to bring to class on a 5 x 7 index 
card, typed, a modified physical education activity (dance, 
fitness, games, gymnastics, track, etc.) that relates to one of 
the elementary subjects: language arts, math, social studies, 
and science. Be prepared to teach and lead the class in 
participating in your activity on the day it is assigned and 
tum in your card at the end of class. 

D. Exam on the material to date. 

V. GRADING COMPUTATION 
A. All work required in class will be given a point value. 

Points are cumulative and the grade for this section of the 
class will be awarded 
on the basis of percentage as follows: 
A = 91-100 
B = 81-90 
C = 71-80 
D = 61-70 
F = 60 and below 
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B. Final Grade determined as follows: 
30% Abstracts (4) 
10% Poem 
30% Games 
30% Exam 

ACADEMIC CALENDAR 
PHYSICAL EDUCATION AREA 

DAILY ASSIGNMENTS 

Session 1 
Assignments 
Session 2 

Session 3 

Session 4 

Session 5 

Session 6 

Session 7 
Session 8 
Session 9 

Session 10 

Session 11 

Session 12 

Introductions; Handout Syllabus; Discuss 

What is physical education?; Triangle of Skills; 
AppHcations 
^Objectives of physical education, what should be 
accomplished in physical education?; Problems in 
pubhc school education today 
Building a physical education program and 
curriculum; Activity Groupings; Ability Groupings 
Motor Development and acquisition of skills; Practice 
Theories; Habits 
^Physical fitness and its components, the training 
effect; Somatotypes and Body Composition; 
Responsibility of overweight children and the social 
and physical effects 
Social Studies and Physical Education 
Mathematics and Physical Education 
Poetry and Physical Education; Bring a poem to class 
(type written) that relates to physical education 
* Athletics. Sports: positive impact, negative impact: 
How athletics can best serve children; Competition 
Mechanical principles and their application, stability 
principles, catching, receiving, impetus; Habits 
* Stress and tension: Techniques to lower student's 
stress, role of exercise in stress reduction; Relaxation 
Techniques 
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Session 13 Bring to class games on 5 x 7 card integrating 
physical education into proposed elementary subjects 
(your choice of which subject); Be prepared to teach 
and lead class in this activity 

Session 14 Games continued; Toumaments and their uses 
throughout the curriculum 

Session 15 Test on material to date 
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SYLLABUS 2: ART 

UNIVERSITY OF MARY HARDIN-BAYLOR 
ELED 3330: INTEGRATING THE ARTS INTO THE ELEMENTARY 

CURRICULUM 
ART 

INSTRUCTOR: HERSHALL SEALS, ASSOCL^TE PROFESSOR OF 
ART 

PRESSER HALL: ROOM 116 

I. CATALOG DESCRIPTION 
This course provides prospective elementary teachers with ideas 
and skills to integrate the arts into teaching regular academic 
subjects. Areas emphasized are music, art, theatre, and physical 
education. 

n. RECOMMENDED TEXT: Wankelman and Wigg, A Handbook of 
Arts and Crafts. 

m. CLASS OBJECTIVES 
1. The student will define and describe artistic elements (line, 

color, shape, volume, pattem, space, balance, texture) and be 
able to recognize these in visual art works. 

2. The student will demonstrate a basic knowledge of the 
artistic method, processes, and materials by creating various 
art works for a portfoho (collage, water color, mbbings, 
pottery, and jewelry). 

3. The student will identify the major developmental stages in 
early creative experience. 

4. The student will demonstrate strategies for integrating art 
with the core subject curriculum. 

5. The student will discuss ways adult role models can 
facilitate children's creative expression. 

177 



IV. BASIC COURSE REQUIREMENTS 
A. Attend all classes and be punctual. 
B. Keep a positive and cooperative attitude. 
C. Participate in class discussions and projects. 
D. Collect all notes and handouts in a notebook. 
E. A complete portfolio of all class projects is due at the end of 

this section of the course. 
F. Share written materials (activity sheets and art critiques) 

with the class. 

V. GRADING COMPUTATION 
A. All basic course requirements must be met in order to 

receive a passing grade. 
B. Percentage Method—determined as follows: 

A = 9l-100 
B = 81-90 
C = 71-80 
D = 61-70 
F = 60 and below 

C. Final Grade determined as follows: 
30% Ten Art Projects 
30% Ten Activity Sheets 
10% Art Critiques 
30% Tests 

1. Unfinished assignments will not be graded. 
2. All grading will done as objectively as possible 

according to individual ability, effort, design, 
craftsmanship, creativity, and content. 

VI. MATERL\LS NEEDED: 
Markers 
Package of multi-color constmction paper (12" x 18") 
Scissors 
White school glue 
Crayons 
Styrofoam egg cartons 
Portfolio case 
Folder or notebook for handouts and notes 
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ACADEMIC CALENDAR 
ART AREA 

DAILY ASSIGNMENTS 

Session 1 
Session 2 
Session 3 

Session 4 

Session 5 

Session 6 

Session 7 
Session 8 
Session 9 
Session 10 
Session 11 
Session 12 
Session 13 
Session 14 

Syllabus; Elements and Principles of Art 
Video: Place for the Arts 
Essential Elements and Texas Essential Knowledge 
and Skills (TEKS); Boom's Taxonomy, Metacognitive 
Processes of Art 
Stages of Artistic Development; Meaning of an Art 
Product 
Explanation of Activity Sheets, Fill a Bottle with 
Lines 
Divide into Subject Groups; Discuss arts integration 
with elementary core subjects 
Shape—Collage 
Color—Color Wheel/Crayon Etching 
Color—Watercolor Painting 
Form and Space—Ceramics and Jewelry 
Field Trip to Lacy Art Exhibit (Art Critique) 
Texture—^Rubbings 
Value—Glaze Ceramics 
Test; Hand in Portfolio 
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SYLLABUS 3: MUSIC 

UNIVERSITY OF MARY HARDIN-BAYLOR 
ELED 3330: INTEGRATING THE ARTS INTO THE ELEMENTARY 

CURRICULUM 
MUSIC 

INSTRUCTOR: CAL\ McCULLAR, ASSOCL\TE PROFESSOR OF 
MUSIC 

PRESSER HALL: ROOM 305 

I. CATALOG DESCRIPTION 
This course provides prospective elementary teachers with ideas 
and skills to integrate the arts into teaching regular academic 
subjects. Areas emphasized are music, art, theatre, and physical 
education. 

n. REQUIRED TEXT: Anderson and Lawrence, Integrating Music 
into the Classroom. 

m. CLASS OBJECTIVES 
1. The student will define and describe basic music elements 

(melody, rhythm, harmony, timbre, texture, dynamics, form) 
and identify these in specific musical selections. 

2. The student will demonstrate knowledge of the child's voice 
and other related aspects of singing, such as proper posture, 
breathing, and use of registers. 

3. The student will demonstrate the basic ability to play 
classroom instruments. 

4. The student will develop an aural sensitivity to the works of 
many composers, a variety of musical styles, and the music 
of various cultures. 

5. The student will develop a greater understanding and 
awareness of balance, space, and coordination through 
directed and interpretive movement activities. 

6. The student will demonstrate a basic knowledge of teaching 
principles by presenting an integrated lesson plan that 
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incorporates music, art, and movement into one of the four 
core subjects in the elementary curriculum. 

IV. BASIC COURSE REQUIREMENTS 
A. Your first responsibility is scholarship. The grade result you 

receive will be the result of your efforts, not a gift from the 
instmctor. 

B. This course will require a steady, continuous effort from the 
student. Factors such as class participation, initiative, 
attendance, and individual research will be considered in 
grade computation. 

C. Complete all reading assignments as scheduled; familiarity 
with the material applicable to a particular unit of study will 
be essential to your understanding of the methods and 
activities presented in class. Unannounced quizzes on the 
assignments and class activities may be expected from time 
to time during the unit of study to which they apply. There 
will be no makeup given on missed quizzes. Keep up to 
date and informed on assignments, especially after an 
absence. 

V. GRADING COMPUTATION 
A. All basic course requirements must be met in order to 

receive a passing grade. 
B. Percentage Method—determined as follows: 

A = 91-100 
B = 81-90 
C = 71-80 
D = 61-70 
F = 60 and below 

C. Final Grade determined as follows: 
20% Major Tests and Pop Quizzes 
20% Teaching Group Project (4 Core Subject Areas) 
20% Playing Instruments 
20% Making Instruments 
20% Attendance 
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One grade will be recorded as a project grade for your 
attendance. The following scale will be used: 
100 = 0 absences 
91 = 1 absence Three tardy checks equal one 
81=2 absences absence. 
71 =3 absences 
61 =4 absences 
0 = 5 absences 

D. STUDENTS MUST ATTEND 75% OF CLASS 
MEETINGS IN ORDER TO RECEIVE A PASSING 
GRADE! In situations of illness or emergency, the student 
must notify the instmctor. This is the only way an absence 
can be excused. No assignment will be accepted after the 
date it is due. Any assignments tumed in after the date due 
will receive a 0. 
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Session 1 

Session 2 

Session 3 

Session 4 

Session 5 
Session 6 
Session 7 
Session 8 
Session 9 
Session 10 
Session 11 

Session 12 

Session 13 

Session 14 

ACADEMIC CALENDAR 
MUSIC CONTENT AREA 
DAILY ASSIGNMENTS 

Syllabus; Fine Arts Essential Elements; Effective 
Curriculum 
Fundamentals of Music; The Classroom Teacher and 
Music 
Discussion of Projects: Core Subject Teaching 
Project, playing and making instruments 
Developmental Characteristics of Children; Brain 
Research 
The Child's Voice 
Integrating Singing 
Integrating Playing 
Integrating Movement 
Integrating Creativity/Reading/Other Arts/Listening 
TEST (Sign up for instrument proficiencies) 
Discipline; Classroom Management 
**Tum in homemade instmments 
Group Teaching Project—Language Arts and Social 
Studies Lessons incorporating Fine Arts 
Group Teaching Project—Math and Science Lessons 
incorporating Fine Arts 
**Tum in notebook 
••Playing Instmments: Autoharp, Ukulele 

ACADEMIC CALENDAR 
MUSIC CONTENT AREA 

ASSIGNED TEXTBOOK READING 

Weekl 
Week 2 
Week 3 
Week 4 
Week 5 

Integrating Singing (Chapter 4) 
Integrating Playing (Chapter 6) 
Integrating Movement (Chapter 8) 
Integrating Listening (Chapter 7) 
Integrating Creating and Reading (Chapter 9) 
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COURSE SYLLABUS CONTRACT 

I have received a copy of tiie syllabus for ELED 3330 (Integrating die 
Fine Arts in the Elementary Classroom), and have read and understand the 
course requirements. 

l . _ 21. 

2 . _ 22. 

3. 23. 

4.. 24. 

5. 25. 

6. 26. 

7. 27. 

8. 28. 

9. 29. 

10. 30. 

11. 31. 

12. 32._ 

13. 33. 

14. 34. 

15. 35. 

16. 36. 

17. 37. 

18. 38. 

19. 39. 

20. 40. 
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APPENDDC B 

SAMPLE INTEGRATED LANGUAGE ARTS AND 

FINE ARTS UNIT AND LESSON PLAN 
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SAMPLE INTEGRATED LANGUAGE ARTS AND FINE ARTS 

UNIT PLAN 

Core Subject: Language Arts 

Unit Theme: The Alphabet 

Grade Level: First Grade 

Length: Six Weeks 

1. Rationale: 
There are consistent strategies that students use at certain 
stages of reading development. These strategies are the 
habitual pattems children use to identify words that are not 
immediately recognized. To first determine what students 
understand about print, they must be allowed to have access 
to books, track print, show an interest in print, and 
understand that print carries messages. Later, they develop a 
stable concept of "word," alphabet knowledge, phonemic 
awareness, and the fact that combinations of letters produce 
words. The ultimate goal following the stages of growth in 
reading and writing development is the abihty to read and 
write with speed and accuracy. 

2. Unit Leamer Goals: 
The leamer will obtain a general understanding of all letters 
of the alphabet as appropriate for the First Grade level. 

3. Unit Leamer Objectives: 
A. The leamer will recognize upper and lower case letters in 

the alphabet. 
B. The leamer will appropriately write each upper and lower 

case letter in the alphabet. 
C. The leamer will identify the sound of each letter in the 

alphabet. 
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D. The leamer will choose words that start with the letter being 
studied from the alphabet. 

4. Unit Content Outline: 
A. Texas Essential Knowledge and Skills (TEKS): These 

elements will be addressed as they apply to objectives 
presented in the unit and individual lessons. 

B. Bloom's Taxonomy: These levels will be addressed as they 
apply to activities and questioning strategies during the 
lessons contained in the unit. 

C. Introductory Activities: In introducing the unit, the teacher 
will display the bulletin board and build the alphabet 
throughout the lessons. During each lesson, the teacher will 
introduce or review letters. 

D. Developmental Activities: The teacher will reinforce letter 
recognition, letter sounds, words that begin with the letters 
studied, and accuracy in writing the letters studied. 

E. Culminating Activities: The teacher will end by adding the 
last letters studied to the bulletin board and performing the 
song "ABC Rock" with students. The teacher reviews the 
letters, sounds, and handwriting skills that have been 
presented. 

5. Unit Differentiated Activities (varied and related to Multiple 
Intelligences, Leaming Styles, and Fine Arts Integration) 
A. Verbal/Linguistic Dominance: 

• Students recite a story to the teacher for dictation. 
• Students retell a story in their own words. 
• Students write their own stories through creative writing. 

B. Visual/Spatial Dominance: 
• Students create a collage with an assigned upper and 

lower case letter centered on a piece of paper, using 
pictures related to that particular letter. 

• Students create their own alphabet books by decorating a 
page for each letter with appropriate materials. 

C. Body/Kinesthetic Dominance: 
• Provide manipulatives in leaming centers. 
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• Make a special container, such as a "hat" for "H" items, 
to be filled with items beginning with that letter. 

• Students "act out" specific animal or machine movements 
relating to a specific letter of the alphabet. These may be 
accompanied by music (dmm beat, rhythmic pattems, 
etc.) 

D. Musical Dominance: 
• Reinforcement of letter sound using a chart and the song 

"Do you know these letter sounds?" 
• Reinforcement of long and short vowel sounds using the 

song "Apples and Bananas." 
• Reinforcement of letter recognition by using "Alphabet 

Bingo." 
• Reinforcement of beginning word sounds by using the 

song "Big Bird's Camping List from A-Z." 
• Reinforcement of letter recognition and sounds, as well 

as beginning sounds of words, by marching around a 
floor alphabet to die song "ABC Rock." 

6. Evaluation/Assessment: 
The students will be provided with games to practice their letter 
recognition, word, and letter sounding skill individually and with 
groups. They will also be given letter packets to practice at home 
and assignments will be retumed for feedback. Writing samples 
will be checked for accuracy. 

7. Resources (Materials): 
• alphabet bulletin board 
• letters and pictures corresponding to each letter 
• Music for the songs "ABC Rock," "Do you know these letter 

sounds?," "Apples and Bananas," "Alphabet Bingo," "Big 
Bird's Camping List from A-Z." 

• Vocabulary List: alphabet, vowel, consonant, letter, word, 
communication, language 
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SAMPLE INTEGRATED LANGUAGE ARTS AND FINE ARTS 

LESSON PLAN 

Core Subject: Language Arts 

Lesson Theme: The Letter "Z" 

Grade Level: First Grade 

Length of Lesson: 30 Minutes 

Student Opportunity (Concept): The student will have the opportunity to 
recognize the sound of the letter 'Z" and review letters A-Z of the 
alphabet. 

Texas Essential Knowledge and Skills (TEKS): 
110.3-1.5-A, 110.3-1.5-B, 110.3-1.5-C, 110.3-1.5-E, 110.3-1.5-F, 
110.3-1.7-A, 110.3-1.7-B, 110.3-1.7-C, 110.3-1.7-D, 110.3-1.7-E, 
110.3-1.7-F, 110.3-1.7-G 

Bloom's Taxonomy: 
Level I—Knowledge: Students are taught to memorize letters by 
identifying, writing, sounding, and recognizing words that begin 
with the letter they are studying. 
Level n—Comprehension: Students are taught that the letters 
make certain sounds that can be put together to make words. 
Level ni—Application: Students apply knowledge by doing 
hands-on activities using the letters of the alphabet. 
Level IV—Analysis: Students leam that words can be broken into 
component letters. 
Level V—Synthesis: Students leam that combinations of letters 
form words. 
Level VI—Evaluation: Students can recognize the frequency of 
letter usage when comparing words in a given list. 

Objective (What is expected—The Leamer Will—TLW): The leamer 
will recognize, write, know the sound, and know specific words 
spelled with the letters A-Z with 90% accuracy. 
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Resources (Materials): Bulletin board materials (paper, boarder, letters 
A-Z), a tape of "ABC Rock," pictures of objects starting with the 
letter "Z", Mr. Z poem, paper, markers or crayons, worm cut-outs 
with lower case letters A-Z, apple cut-outs of upper case letters 
A-Z, and alphabet gummy letters. 

Lesson Plan Outline: 
A. Anticipatory Set (Gains/Focuses Attention): 

The teacher will design an alphabet bulletin board displayed 
throughout the unit study. It will show the letters already 
leamed. The letter "Z" will be missing. Ask the students 
which letter is missing. Add the letter "Z" and say that the 
alphabet is now complete. Listen and respond to the song 
"ABC Rock." 

B. Objective/Purpose (Stated to Students): 
Today we are going to leam about the last letter in the 
alphabet which is the letter "Z" and we will review the other 
letters in the alphabet. 

C. Instmctional Input/Modeling: 
• Introduce the letter "Z" by printing the upper and lower 

case letter "Z" on the chalkboard and instmcting students 
how to make them. 

• Introduce the sound of the letter "Z" by telling the 
children how to position their tongue and mouth (like a 
buzzing bee) and sounding out the letter "Z." 

• Introduce words that start with the letter "Z" by writing 
each word on the chalkboard, underlining the letter 'Z," 
and pasting a picture with that beginning sound under the 
word. 

• Compose a "Mr. Z" poem and read it aloud as a class. 
D. Checking for Understanding: 

• Have children practice an upper case and lower case "Z" 
on their appropriately lined paper. The teacher will walk 
around the room, monitoring and checking for 
imderstanding. 
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• Call a hst of words and ask the children to signal by 
"thumbs up" or "thumbs down" if the word sounds like it 
starts witii die letter "Z." 

• Call a Ust of words and ask the children to stand each 
time they hear the "Z" sound in the middle or at the end 
of a word. 

E. Guided Practice (Students practice/Teacher monitors): 
Give the students paper and assign them a letter to draw 
(upper and lower case) and decorate with crayons or markers 
(integrating art). While they are making their letters, play 
the "ABC Rock" song. Upon completion of their artwork, 
have the students practice the "ABC Rock" song holding up 
their completed artwork at the appropriate time (integrating 
music). Place the A-Z letters on the floor in a circle and 
have the students form a circle around the letters. Play the 
music and have the children sing as they walk or skip around 
the circle (integrating movement). When the music stops, 
the child should pick up the card by their toes and 
(1) identify the letter, (2) identify sounds, and (3) give a 
word that begins with their letter. 

F. Independent Practice (Same as Objective): 
The students will play the "Matching Upper/Lower Case 
Letter" game by practicing with individual sets at their seats. 
The students will match the worm (lower case letter) to the 
correct apple (upper case letter). Tell them the worm will 
not eat any apple except the one he correctly matches. The 
students will come to the board individually, when called, to 
match a worm to an apple. At that time, students must 
pronounce letter's sound and give a word beginning with that 
letter. 

G. Closure (Today we have leamed...): 
Today we have leamed about the last letter in the alphabet 
which is "Z" and have reviewed all of die letters of the 
alphabet. Give each sttident an alphabet gummy letter to 
identify correctly. 
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APPENDDC C 

SAMPLE INTEGRATED MATHEMATICS AND 

FINE ARTS UNIT AND LESSON PLAN 
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SAMPLE INTEGRATED MATHEMATICS AND FINE ARTS 

UNIT PLAN 

Core Subject: Mathematics 

Unit Theme: Multiphcation 

Grade Level: Third Grade 

Length: Six Weeks 

1. Rationale: 
The basic mathematical facts are more accessible when 
children understand these facts as meaning, usage, and 
relationships are presented. Students must gain facility with 
addition, subtraction, multiplication, and division with 
whole numbers, since many everyday situations demand 
recognition of these computations. Mental arithmetic and 
knowledge of single-digit number facts are essential in 
problem-solving when a calculator is not readily available. 

2. Unit Leamer Goals: 
This unit will provide the students with opportunities to gain 
understanding of multiplication and other basic facts and to 
use these facts in several activities which incorporate the 
disciplines of music, art, and physical education/movement. 

3. Unit Leamer Objectives: 
A. The leamer will recognize the concept of multiplication and 

its relationship to addition, subtraction, and division. 
B. The leamer will compute problems using one-digit times 

multiple often with 90% accuracy. 
C. The leamer will compute problems using one-digit times 

one-digit numbers with 90% accuracy. 
D. The learner will compute problems using one-digit times 

two-digit numbers with 90% accuracy. 
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Unit Content Outline: 
A. Texas Essential Knowledge and Skills (TEKS): These 

elements will be addressed as they apply to objectives 
presented in the unit and individual lessons. 

B. Bloom's Taxonomy: These levels will be addressed as they 
apply to activities and questioning strategies during the 
lessons contained in the unit. 

C. Introductory Activities: In introducing the unit, the teacher 
will explain that the operation of multiplication places items 
in sets or groups for counting. Multiplication is 
commutative because we can change the order of numbers 
and this process also applies to addition, as well. 

D. Developmental Activities: The teacher will provide 
activities using the processes stated in the objectives. 

E. Culminating Activities: The teacher will end the unit by 
providing activities and other measures which allow students 
to demonstrate mastery of the stated objectives. 

Unit Differentiated Activities (varied and related to Multiple 
Intelligences, Leaming Styles, and Fine Arts Integration) 
A. Verbal/Linguistic Dominance: 

• Students write their own stated problems using the 
multiplication facts leamed. 

• Students write math riddles using multiplication facts. 
• Students scan the newspaper to locate examples of 

multiplication usage in the various sections and write 
findings in a short report. 

B. Visual/Spatial Dominance: 
• Students create drawings illustrating the "set" system 

applicable to addition and multiplication facts. 
• Students create a picture glossary using madiematical 

terms from the unit vocabulary list 
• Students will make pairs of musical instruments (i.e. 

castanets) for use in lesson activities. 
C. Body/Kinesthetic Dominance: 

• Provide mathematics manipulatives in leaming centers. 
• Invent a word, board, television, or card game that 

demonstrates chosen multiplication facts. 
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• Demonstrate the commutative property of numbers by 
arranging class members in various grouping. 

D. Musical Dominance: 
• Use patterns of drum beats to demonstrate the association 

of multiphcation and division of metrical units. 
• Create a "rap" using multiphcation facts. 
• Use recordings of "Walking Notes" and "3/4 Rag" to 

reinforce the concept of sets of numbers. 

6. Evaluation/Assessment: 
For each lesson, the evaluation and assessment will consist 
of one of the following: group participation, oral questions 
to which students must provide answers, and a short 
cumulative test which measures the student's knowledge of 
multiplication facts covered in the unit. 

7. Resources (Materials): 
• The book Making Multiplication Easy by Meish Goldish. 
• Recording of "The Feel of Music" by Hap Palmer. 
• Manipulatives, including multiplication flash cards, bag of 

shoes, bottle cap castanets, game boards, items for creating 
sets, such as jellybeans, discs, buttons, peanuts, other candy. 

• Vocabulary List: times, product of, multiphed by, how 
many, how much. 
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SAMPLE INTEGRATED MATHEMATICS AND FINE ARTS 

LESSON PLAN 

Core Subject: Mathematics 

Lesson Theme: Multiplication by Twos 

Grade Level: Third (jrade 

Length of Lesson: 30 Minutes 

Student Opportunity (Concept): The student will have the opportunity to 
recognize and solve problems, using multiples of two. 

Texas Essential Knowledge and Skills (TEKS): 
111.15-3.4-A, 111.15-3.4-B, 111.15-3.6-B, 111.15-3.6-C 

Bloom's Taxonomy: 
Level I—Knowledge: Students are taught muhiplication facts and 
terminology. 
Level n—Comprehension: Students will give examples of various 
types of items used to illustrate sets of numbers. 
Level ni—Application: Students apply knowledge by doing 
hands-on activities using multiplication facts. 
Level IV—Analysis: Students will explain the components of the 
commutative property of numbers by isolating parts of the 
problem. 
Level V—Synthesis: Students will demonstrate understanding of 
the commutative property of numbers by creating stated problems 
using multiplication facts. 
Level VI—Evaluation: Students will provide more than one set of 
possible multiples for a given product for a multiplication problem. 

Objective (What is expected—The Leamer Will—TLW): The leamer 
will provide the multiplication facts for twos orally with 90% 
accuracy. 

Resources (Materials): A bag of pairs of shoes, jeopardy game board, 
bottle cap castanets, index cards markers. 
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Lesson Plan Outline: 
A. Anticipatory Set (Gains/Focuses Attention): 

Empty a bag of shoes on the table and ask students what the 
shoes have in common. List other examples of pairs of 
items. 

B. Objective/Purpose (Stated to Sttidents): 
Today we are going to leam a new way to add sets of 
numbers, called multiplication. 

C. Instmctional Input/Modeling: 
• Inform the students that the operation of multiplication 

shows how to put items in sets or groups for counting by 
arranging the shoes in groups of two and writing 
multiplication problems on the board. 

• Explain the commutative property of numbers by 
rearranging sets and restating multiplication problems on 
the board. 

D. Checking for Understanding: 
• Ask students questions on the set system, commutative 

properties of numbers, and multiplication facts. 
• Write multiplication problems on the board or use flash 

cards and ask students to provide the answer. 
• For a given multiplication product, ask students to 

provide the multiples of two that provide this answer. 
E. Guided Practice (Students practice/Teacher monitors): 

Students will create silly sentences that describe the pair 
words brainstormed during the anticipatory set. They will 
draw a picture on paper illustrating the silly sentence and 
write the multiplication fact that is represented in the 
drawing. Students will use markers and index cards to make 
their own set of multiplication flash cards for twos. The 
students will also leam the "Twos" song and sing it while 
marching in a circle playing pairs of castanets. 

F. Independent Practice (Same as Objective): 
Students will participate in the game Multiplication 
Jeopardy. Students are responsible for correctly matching a 
fact card with an answer card in order for their team to eam 
a point. 
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G. Closure (Today we have leamed...): 
Today we have leamed the multiphcation facts of twos, 
grouping items into sets, and the commutative properties of 
numbers. Each student receives a package of M & M candy 
and is asked to group the candy into sets by color. Students 
then make graphs of the particular sets found in their 
package and make comparisons with graphs of classmates. 
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APPENDIX D 

SAMPLE INTEGRATED SCIENCE AND FINE ARTS 

UNIT AND LESSON PLAN 
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SAMPLE INTEGRATED SCIENCE AND FINE ARTS 

UNIT PLAN 

Core Subject: Science 

Unit Theme: Sound Exploration 

Grade Level: Fifth Grade 

Length: Six Weeks 

1. Rationale: 
The study of simple acoustical principles involves 
observation of environmental sounds, including sounds 
that are man-made and sounds made by machines and 
found in nature. Leaming to identify various sounds, 
production and transmission principles, and characteristics 
of sound are useful in order to develop keen listening 
skills. Since music involves the necessity for heightened 
aural perception, a study of the influence of musical sound 
through voices, instruments, and electronic means can 
enhance the commonalities between science and the arts. 

2. Unit Leamer Goals: 
The leamer will understand the characteristics of sound, the 
production of sound, and the ttansmission of sound through 
various substances. 

3. Unit Leamer Objectives: 
A. The leamer will recognize that sound is produced by 

vibration and can vary in volume and pitch. 
B. The leamer will associate objects or instruments by the ways 

in which they produce sound. 
C. The leamer will recognize the various ways sound can be 

transmitted through liquids, solids, and gases. 
D. The leamer will understand how sound is employed in 

various forms of communication. 
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4. Unit Content Outline: 
A. Texas Essential Knowledge and Skills (TEKS): These 

elements will be addressed as they apply to objectives 
presented in the unit and individual lessons. 

B. Bloom's Taxonomy: These levels will be addressed as they 
apply to activities and questioning sttategies during the 
lessons contained in the unit. 

C. Introductory Activities: In inttoducing the unit, the teacher 
will explore and classify environmental sounds, discuss 
characteristics of sound, and factors which can alter sound. 

D. Developmental Activities: The teacher will provide 
activities that demonstrate production of sound, transmission 
of sound through hquids, sohds, and gases, and 
communication techniques involving sound manipulation. 

E. Culminating Activities: The teacher will end the unit by 
providing materials for creating original sound maps with an 
accompanying score and recording. 

5. Unit Differentiated Activities (varied and related to Multiple 
Intelhgences, Leaming Styles, and Fine Arts Integration) 
A. Verbal/Linguistic Dominance: 

• Students write a research paper, detailing the history of 
sound and its use in communication. 

• Students create a list of safety signals that are sound 
produced. 

• Students write a skit or play, using various sound effects. 
B. Visual/Spatial Dominance: 

• Students create a mural depicting forms of sound 
pollution. 

• Students create a graph showing the frequencies of 
various types of sounds. 

C. Body/Kinesthetic Dominance: 
• Provide examples of hearing aid devices in leaming 

centers. 
• Take a field trip to a radio or television station to study 

audio recording and media technology. 
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• Sttidents dramatize or role play the lives and 
contributions of famous scientists in die field of 
acoustics. 

D. Musical Dominance: 
• Students study the acoustical properties of a pipe organ 

and see and hear a hve demonsttation of the instrument. 
• Students experiment with pitches produced by filling 

glasses or bottles with various levels of water. 
• Students experiment with xylophones, metallophones, 

and resonator bells to understand the effect of length of 
vibrator on pitch. 

6. Evaluation/Assessment: 
The students will constmct a sound maker or musical instmment 
and demonstrate its use. Students will assemble a model ear by 
placing the individual parts in correct locations. 

7. Resources (Materials): 
• a model ear 
• various types of musical instruments, including xylophone, 

metallophones, and resontaor bells 
• a set bottles 
• recording equipment and tapes 
• research materials for reports 
• Vocabulary List: vibration, volume, timbre, pitch, liquid, 

solid, gas, communication, music, striking, plucking, 
blowing, bowing, ttansmission, noise, high, low, voice, 
instruments, pipe organ, stops, strings, flutes, principals, 
reeds, hammer, anvil, stirmp, ear dmm, oval window, round 
window, semi-circular canals, auditory nerve, cochlea 
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SAMPLE INTEGRATED SCIENCE AND FINE ARTS 

LESSON PLAN 

Core Subject: Science 

Lesson Theme: The exploration of vibration, timbre, and pitch 

Grade Level: Fifth Grade 

Length of Lesson: 30 Minutes 

Student Opportunity (Concept): The student will have the opportunity to 
explore various characteristic of sound, such as vibration, timbre, 
and pitch. 

Texas Essential Knowledge and Skills (TEKS): 
112.7-5.2,112.7-5.3,112.7-5.4 

Bloom's Taxonomy: 
Level I—Knowledge: Students are taught scientific terminology 
related to sound production. 
Level n—Comprehension: Students understand characteristics, 
production, and ttansmission of sound. 
Level ni—Application: Students apply knowledge by doing 
hands-on activities using materials for sound experimentation. 
Level IV—Analysis: Students categorize sound makers depending 
on the type of production. 
Level V—Synthesis: Students predict results using various types 
of materials for producing different sounds. 
Level VI—Evaluation: Students select the most appropriate 
materials for constmction of musical instruments based on 
knowledge of acoustical properties. 

Objective (What is expected—The Leamer Will—TLW): The leamer 
will explore the scientific principles affecting vibration, pitch, and 
timbre. 
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Resources (Materials): Resonator bells, sea shell, bottles of water, 
ocean music, Intemet, colored chalk. 

Lesson Plan Outline: 
A. Anticipatory Set (Gains/Focuses Attention): 

Children hsten to the inside of a sea shell and describe how 
they think the sound is produced. 

B. Objective/Purpose (Stated to Students): 
Today we will explore the scientific principles of sound 
production, including vibration, timbre, and pitch. 

C. Instmctional Input/Modeling: 
• Inttoduce the concept of vibration by demonsttation with 

various sizes of stringed instruments. 
• Inttoduce the concept of timbre by demonsttation with 

individual members of the four families of orchesttal 
instruments. 

• Inttoduce the concept of pitch by demonsttation with 
various lengths of resonator bells. 

D. Checking for Understanding: 
• Ask students to describe the effect of size and length of 

string on the frequency of vibration. 
• Ask students to describe the methods of producing sound 

in various orchesttal instmments. 
• Play pitches on resonator bells and ask students to 

identify which ones are higher and lower and describe the 
length of the vibrator that produced each pitch. 

E. Guided Practice (Students practice/Teacher monitors): 
In cooperative leaming groups, have students create 
different pitches by using bottles or filled with varying water 
levels. Experiment with producing sound by striking or 
blowing. 

F. Independent Practice (Same as Objective): 
In groups of eight arranged in random order, students hear a 
pitch played on the resonator bells, decide which tuned 
bottle approximates the pitch played and arrange themselves 
in proper pitch order from low to high. 
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G. Closure (Today we have leamed...): 
Today we have leamed about the acoustical properties of 
sound production and ttansmission through exploration of 
vibration, timbre, and pitch. Students experiment with 
various lengths and sizes of mbber bands related to vibration 
and sound production. 
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APPENDDC E 

SAMPLE INTEGRATED SOCL\L STUDIES AND 

FINE ARTS UNIT AND LESSON PLAN 
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SAMPLE INTEGRATED SOCL\L STUDIES AND FINE ARTS 
UNIT PLAN 

Core Subject: Social Studies 

Unit Theme: Enghsh Colonies in America 

Grade Level: Third Grade 

Lengtii: Six Weeks 

1. Rationale: 
English colonies in America is a topic often covered in 
social science curricula, beginning with the child's first 
contact with the story of the Pilgrims. From a historical 
perspective, it is important for students to understand the 
motives for immigration to America, daily hfe in the English 
colonies, use of natural resources, growth and expansion of 
the colonies, and problems and issues that emerged from 
colonization. The development of democracy through an 
understanding of personal and religious freedom and 
fundamental values of the American society, such as the free 
enterprise system, are rooted in the early history of colonial 
times. 

2. Unit Leamer Goals: 
The leamer will obtain a general understanding of 
exploration and colonization, geographical location of 
regional colonies, daily life in the colonies, problems and 
issues facing colonists, and Thanksgiving ttaditions. 

3. Unit Leamer Objectives: 
A. The leamer will list technological and scientific discoveries 

which made immigration and colonization possible. 
B. The leamer will describe the effects of climate and 

geographical location on the establishment of the first 
thirteen colonies. 
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C. The leamer will explain how die colonists effectively used 
natural resources in daily hfe. 

D. The leamer will describe British demands diat caused 
conflict in the colonies. 

4. Unit Content Outline: 
A. Texas Essential Knowledge and Skills (TEKS): These 

elements will be addressed as they apply to objectives 
presented in the unit and individual lessons. 

B. Bloom's Taxonomy: These levels will be addressed as they 
apply to activities and questioning sttategies during the 
lessons contained in the unit. 

C. Inttoductory Activities: In inttoducing the unit, the teacher 
will discuss the motives for immigration to America and 
scientific discoveries and advances that made colonization 
possible. 

D. Developmental Activities: The teacher will provide 
activities that allow students to develop mapping skills, 
study legal conttacts and documents which affected the 
colonists, explore social issues confronted by the colonists, 
and examine expansion of the colonies through growth in 
population, government, education, and ttade and industry. 

E. Culminating Activities: The teacher will end the unit by 
having students reconstmct a colonial village, showing 
typical clothing wom and items made. Students will write a 
script depicting daily life in the colonies and develop this 
into a class production using elements of art, music, and 
dance. 

5. Unit Differentiated Activities (varied and related to Multiple 
Intelligences, Leaming Styles, and Fine Arts Integration) 
A. Verbal/Linguistic Dominance: 

• Students write a poem about leaving home and 
estabhshing a new way of life. 

• Students research weaving, quilting, candle making, soap 
making, and processing food items and write a "how to" 
for that activity. 
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B. Visual/Spatial Dominance: 
• Students create postures depicting clothing styles of the 

colonists. 
• Students create diorama of a typical colonial village. 
• Students create a product using ink and parchment. 

C. Body/Kinesthetic Dominance: 
• Students leam and perform dances from colonial times. 
• Students leam and perform games and rituals taught to 

the colonists by the Indians. 
• Students reenact one of the significant historical events 

of early colonial times, such as the signing of the Magna 
Carta. 

D. Musical Dominance: 
• Research early instruments used by the colonists. 
• Collect the music and lyrics of songs popular during 

colonial times. 

Evaluation/Assessment: 
The students will stage a debate on a political or social issue from 
colonial times. They will create a poem, short story, or essay 
describing one or more aspects of colonial daily life. In addition, 
they will make a chart showing how current problems and issues in 
the United State compare and conttast with those of colonial 
America. 

Resources (Materials): 
• research material on colonial life and times 
• art materials for constmcting dioramas and villages 
• music and instmctions for colonial dances 
• songs from colonial times 
• materials for weaving, quilting, candle making, soap 

making, and other crafts from colonial times. 
• instmctions for games and rituals taught to the colonists by 

the Indians. 
• Vocabulary List: immigration, colonization, growth, 

commerce, freedom, independence, religion, slavery, 
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conflict, technology, charter, indentured servant, pioneer. 
Pilgrims, Puritans, Jamestown, Indians, compact, profit. 
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SAMPLE INTEGRATED SOCL\L STUDIES AND FINE ARTS 

LESSON PLAN 

Core Subject: Social Studies 

Lesson Theme: The First Thanksgiving 

Grade Level: Third Grade 

Length of Lesson: 30 Minutes 

Student Opportunity (Concept): The student will have the opportunity to 
leam about the history of the first Thanksgiving and the ttaditions 
associated with it. 

Texas Essential Knowledge and Skills (TEKS): 
113.5-3.1,113.5-3.2, 113.5-3.3, 113.5-3.4,113.5-3.9, 113.5-3.12 

Bloom's Taxonomy: 
Level I—Knowledge: Students leam facts and terminology about 
early colonial America. 
Level n—Comprehension: Students describe the effects of climate 
and geographical location on the establishment of the colonies. 
Level ni—^Application: Students apply knowledge by doing 
hands-on activities using materials to create arts and crafts from 
colonial times. 
Level IV—Analysis: Students compare and conttast current 
problems and issues in the United States with those of colonial 
America. 
Level V—Synthesis: Students reconstmct historical events from 
colonial times. 
Level VI—Evaluation: Students assess the impact of political, 
social, and economic issues on life in colonial America. 

Objective (What is expected—The Leamer Will—TLW): The leamer 
will be able to recall facts about the first Thanksgiving and relate 
some of today's ttaditions to the past. 
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Resources (Materials): dieme song, history cards. Thanksgiving place 
cards, crayons, scissors. 

Lesson Plan Outline: 
A. Anticipatory Set (Gains/Focuses Attention): 

The teacher presents die dieme song, entitied "The Turkey." 
B. Objective/Purpose (Stated to Sttidents): 

Today we are going to leam about die first Thanksgiving 
and how some of today's ttaditions began. 

C. Instmctional Input/Modeling: 
• Inttoduce the story of the founding of Plymouth Colony 

by dramatizing it for the students. 
• Inttoduce vocabulary list and spelling words by 

presenting them on the overhead projector. 
• Inttoduce interesting and unusual facts about the first 

Thanksgiving by comparing them with today's ttaditions. 
D. Checking for Understanding: 

• Ask students to describe the purpose of the first 
Thanksgiving. 

• Have students list unusual foods and ttaditions of the first 
Thanksgiving. 

• As students to explain the planting and harvesting 
practices taught to the colonists by the Indians. 

E. Guided Practice (Students practice/Teacher monitors): 
Play the "comucopia game" to review some of the foods 
eaten at the first Thanksgiving. 

F. Independent Practice (Same as Objective): 
Have students make Turkey place cards with the names of 
those who will attend their Thanksgiving dinner on the front 
and an interesting or unusual fact about the first 
Thanksgiving written on the back of each tail feather. 

G. Closure (Today we have leamed...): 
Today we have leamed about the first Thanksgiving and 
how past and present ttaditions compare. Play the game 
"Thanksgiving Dinner" where each player adds an item to 
the Thanksgiving Dinner menu until all food items had been 
reviewed in the exact order given by each student. 
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