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ABSTRACT 

Mosby, Alta G., Perceptions of middle school band and choir teachers’ regarding the influence 
of music education on students’ academic achievement. Doctor of Education (Executive 
Educational Leadership), May 2021, Houston Baptist University, Houston, Texas.   
 

Arts are part of a balanced education providing America’s learners with essential skills and 

knowledge needed to be productive college and career ready citizens. The arts are supported by a 

rigorous set of voluntary national standards and assessment frameworks designed to improve and 

support arts learning. Students gain an opportunity for a sequential standard-based education in 

the arts when America’s public schools invest in certified arts educators (Kennedy Center, 

2013).  The arts can improve student attention, sequencing, processing, and cognitive skills 

(Ashbury & Rick, 2008). The arts build attentional skills that could greatly improve student 

success (Posner, Rothbart, Scheese, & Kieras, 2008).  Despite a growing body of evidence 

that music instruction can improve student achievement, this form of instruction continues to be 

reduced or eliminated from the school curriculum (Dryden, 1992). The purpose of this 

phenomenological qualitative  research was to examine the perceptions of middle school band 

and choir teachers and the influence of music education in the development of the whole child 

and students’ academic achievement. This research explored and described the perceptions of 

middle school band and choir teachers on the impact of music education on students’ 

achievement. The researcher conducted the study using a non-probability sampling consisting of 

the snowball sampling of middle school band and choir teachers in the various states in the 

southeastern region of the United States of America. The study revealed how music is perceived 

in middle school and how students participating in the music program, especially band or choir  

will positively impact students’ academic achievement. The findings revealed that students who 

participate in the band or choir have higher scores in their other classes, are able to express 
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themselves through music, are creative, are better communicators, are self-motivated, and have 

social and emotional learning skills. The researcher gained knowledge of the participants’ 

feelings and their perceptions about their personal experiences and teaching experience of band 

and choir. The data collection and analysis procedure were discussed and three means of data 

were collected.  The three means of data were: (a) survey containing demographic questions, (b) 

open-ended questions and Likert scaled questions, and (c) responses obtained in focus group 

interviews using the open-ended questions from the survey and allowing participants to expand 

on the written responses orally. The examination of the study was broken down into two 

categories (1) perceptions of middle school band and choir teachers and (2)  participation in band 

or choir influence on student’s academic achievement. The participants strongly agreed music 

education influences student’s academic achievement and the development of the whole child. 

Every child is entitled to a wholesome education, and music is part of a child’s development.  

Keywords: creativity, self-motivation, social emotional learning, cross-curricular, 

teamwork 
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CHAPTER I 

Introduction 

This study aligns with Houston Baptist University Pillar Eight: Expand Our Commitment 

to the Creative Arts: Visual, Musical, and Literary. When one shares the Christian faith with 

moral and intellectual traditions that will glorify the cultural heritage of the arts. It mentions how 

songwriters influence culture more than exercising political power. God created humankind in 

his image and, therefore, has supplied us with the ability to develop artistically as a reflection of 

his creative glory. In the Bible, 1 Chronicles 15:16 (ESV), David also commanded the Levites' 

chiefs to appoint their brothers as the singers who should play loudly on musical instruments, on 

harps and lyres and cymbals, to raise sounds of joy. Arts are part of a balanced education 

providing America's learners with essential skills and knowledge needed to be productive college 

and career-ready citizens. The arts are supported by a rigorous set of voluntary national standards 

and assessment frameworks designed to improve and support arts learning. Students gain an 

opportunity for a sequential standards-based education in the arts when America's public schools 

invest in certified arts educators (Kennedy Center, 2013)  

In this first chapter, the researcher presented a brief overview of the literature pertaining 

to (a) introduction; (b) background of the study; (c) statement of the problem; (d) statement of 

the purpose and significance; (e) research questions; (f) definition of terms; (g) theoretical 

framework; (h) limitations; (i) delimitations; (j) assumptions; and (k) organization of the study.   
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Background of the Study 

The Elementary and Secondary Education Act 1965 (McLaughlin, 1975) was the 

foundation of President Lyndon B. Johnson's "War on Poverty."  His law aimed to improve 

educational equity for students from lower-income families by supplying federal funds to a 

school district serving less fortunate students (Brenchley, 2015).  In 1989, Goals 2000 was a 

program that set educational goals for the nation's public school by 2000. The framework was to 

implement goals and give states incentives to cooperate to meet the goals.  In 1994, eight 

national goals were put in place, and Goals 2000 was an official federal program (The Nation’s 

Report Card, 2002). The No Child Left Behind Act of 2002 (No Child Left Behind [NCLB], 

2002) is arguably the most significant federal action to generally affect arts education and 

education. This legislation, as with the Goals 2000 law, is an update of the ESEA of 1965.  

NCLB was signed into law in January 2002 by President George W. Bush. It expanded the 

federal government's role in education in order "to close the achievement gap between 

disadvantaged and minority students and their peers (NCLB, 2002). 

The arts are recognized as a core academic subject under NCLB and should be taught in 

every school. It puts the arts on equal footing with the other designated core subjects: English, 

reading or language arts, mathematics, science, foreign languages, civics and government, 

economics, history, and geography (Sharp & Tiegs, 2018). Besides, it paves the way for the arts 

to be recognized both as a serious subject and as a part of a proven strategy to improve student 

performance in the other core subjects (Ruppert, 2006). 

Disciplines within the Arts 

The fine arts opportunities, defined as disciplines (including music, dance, visual arts, 

and drama) are vitally important to students' education (Hardiman, JohnBull, Carran, & Shelton, 
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2019). According to the May 2005 Harris Poll on the attitudes of Americans toward arts 

education, commissioned by Americans for the Arts, revealed strong public support, including 

93 percent agreeing that the arts are vital to providing a well-rounded education for children, and 

a two percent increase over 2001 (Ruppert, 2006).  

The study of arts is just as important as other core subjects because of the discipline and 

expression of emotions that studies have shown through students' work and actions. Participation 

in school arts programs is associated with increased academic achievement, school engagement, 

and creative thinking (Dwyer, 2011). A student's discipline and work ethic apply to their 

academics. The arts can improve student attention, sequencing, processing, and cognitive skills 

(Aljure & Jensen, 2016). The arts build attentional skills that could significantly improve student 

success (Posner, Rothbart, Scheese, & Kieras, 2008). Students not offered education in the arts 

lose an opportunity to experience an array of cognitive, social, and emotional dispositions that 

the arts may foster (Gadsden, 2008).   

Students who participate in school music programs are less likely to be involved with 

drugs, gangs, or alcohol and have better attendance in school (Siebenaler, 2006). Music 

encourages group achievement, personal discipline and fosters discipline and commitment. 

Music lessons can lead to a motivated interest in academics. Music schools or music programs 

enhance intellectual development and enrich the academic environment for students of all ages 

(Kelstrom, 2006). Music is a form of expression, and with different personalities in the 

classroom, these programs in schools are critically important to students because it helps young 

minds develop creativity and express a myriad of emotions (Baron, 2019).  

Today, teachers are finding different ways to understand children. When students are 

unable to express themselves with words, they use music.  According to various studies (Fashola, 



4 
 

 

1998; Hofferth, Brayfield, Deich, & Holcomb, 1991; Morrison, Storimo, Robertson, Weissglass, 

& Dondero, 2000), teachers can better relate to their students through their musical expression 

lyrics. 

After School Programs and Music 

After-school programs (ASPs) first started in the 1980s, and they offered a variety of 

learning-associated content for an individual or group need. ASPs are a successful educational 

strategy that provides a safe after-school environment to improve their academic skills and 

maximize through efficient extra-curricular programs (Halphan, 2002). Offering extended after-

school care, ASPs help students adjust to meet their emotional and social needs (Mason & 

Chung, 2001). Several music therapy studies have reported positive psychological and 

behavioral outcomes from various music activities based on adolescents' specific target 

behaviors (Henderson, 1983; Montello & Coons, 1998; Rickson & Walkins, 2003). Structured 

music activities have enhanced self-confidence, self-worth, and socialization skills in children 

(Sausser & Waller, 2006). For students who have difficulty internalizing and externalizing 

behavioral issues, therapeutic music helps when working with them. Instrumental playing and 

sound projection effectively reduced externalized emotional problems such as hyperactivity and 

aggressive behavior (Jackson, 2003; Montello & Coons, 1998). Active listening and singing 

interventions were effective with children exhibiting internalized emotional behavior problems 

such as withdrawal, depression, and anxiety (Rubin, Coplan, & Bowker, 2009).  Studies showed 

that improvisation was an effective intervention for inducing students' emotional release and 

anxiety reduction, and group music play led to increased peer interaction and trust-building 

(Gunsberg, 1988; Jellison, Brooks, & Huck, 1990; Rickson, 2006).  
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Transfer of Arts and Academic  

The concept of transfer, in which learning in one context assists learning in a different 

context, has intrigued cognitive scientists and education researchers for more than a century 

(Catterall, 2012). Students gain real-world experience in learning to communicate by 

incorporating concepts of the arts and academics through engaging activities (Allen, 2011). In 

music, math and reading go hand and hand. In learning new music, one must know fractions to 

read the beats. Music also encourages individuals to sharpen their skills, abilities, and to nurture 

their imagination and intellect. The skills gained through music instruction include discipline, the 

ability to analyze, solve problems, communicate, and work cooperatively, which is vital for 

success in the 21st-century workplace (State of Texas - Texas Commission on the Arts, n.d.) 

Putting, education in music is vitally important to one's future.  

Statement of the Problem 

The increasing problem is the emphasis on teaching tested subjects in public schools, 

which has resulted in severe reductions in arts education, including music. Despite a growing 

body of evidence that music instruction can improve student academic achievement, this form of 

instruction continues to be reduced or eliminated from the school curriculum (Dryden, 1992). 

Numbers for all arts areas declined when considering instruction by certified teachers, high 

poverty schools, and instructional programs that offer more than one instructional period during 

the week (Parsad & Spiegelman, 2012). Texas lawmakers chose the House rendition of steep 

cuts to the arts (Barnes, 2017). 

Jennifer Ransom Rice, executive director of the Texas Cultural Trust, an advocacy group, 

stated that the Texas Commission on the Arts (TCA) budget cut of 28 percent over the Senate's 

34 percent Cultural Districts initiative had to be suspended. The suspension happened because 
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the group did not apply for funding during the current biennium. The cuts help to benefit the arts 

education, which helps the public education, which in turn, a 4 percent mandatory cut across the 

board to all agencies (Barnes, 2017). The commission's current budget is a little less than $9 

million a year. It would shrink to a little more than $6 million a year (Barnes, 2017). In its recent 

State of the Arts Report, the Cultural Trust revived an estimate that the arts contribute $5.5 

billion to the Texas economy, employ 1 in 15 Texans, and contribute $343.7 million in state 

sales tax revenue annually (Barnes, 2017).   

Statement of the Purpose and Significance 

The purpose of this study was to examine the perceptions of middle school band and 

choir teachers regarding the impact of music education on student's academic achievement. 

Music education has been known to enhance listening skills (Dryden, 1992). Educators could 

benefit from the information obtained in this study and gain a better perspective on music's 

impact on student academics. Music is a universal language and can be used in many ways to 

capture students' emotions or feelings. Music students may perform well in school because of the 

discipline acquired through music studies (Kokotsaki & Hallam, 2007). A student's discipline 

and work ethics are applied to their academics. The arts are a way for them to communicate 

without speaking, whether it is through dance, visual, theater, or music. The arts help to deal 

with social issues as well as academics. Students sometimes have trouble expressing their 

feelings when asked how they feel (Izard, 2009).  

This study is significant because local budget cuts are predicted to lead to significant 

limitations of school music programs (Lehman, 1993). The results from this study could equip 

decision-makers at local and state levels with the data necessary to justify, defend, and advocate 

for fine arts programs across the state bringing equity and creative learning opportunities to all 
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students regardless of the geographical location of their school, their ethnicity, or their 

socioeconomic status (Garcia, Jones, & Isaacson, 2015). Students are trying to find a balance in 

their life and one of the most empowering, positive ways to express oneself through the arts 

programs (Lamont, 2012). For many children, music is a way for them to gain confidence in 

what they are doing in life. (Azizinezhad, Hashemi, & Darvishi, 2013) Participation in school-

based music programs gives youth an activity that not only keeps them off the streets but gives 

them self-esteem and camaraderie with their fellow musicians that they would not necessarily 

find elsewhere (Dickinson, 1993).  

Research Questions 

 The following research questions guided this study: 

1. What are the perceptions of middle school band and choir teachers regarding the impact 

of music education on student's academic achievement? 

2. What are teachers perceptions of their influence of the development of the whole child 

and students achievement through music education? 

Definition of Terms 

Academic Achievement Standard 

The academic achievement standards are statements of expectations for student learning 

(Minnesota Department of Education, 2020). 

No Child Left Behind 

 The main law for K–12 general education in the United States from 2002–2015. The law 

held schools accountable for how kids learned and achieved. The law was controversial in part 

because its penalized schools that didn't show improvement. (U.S. Department of Education, 

n.d.) 
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Fine Arts 

 Defined in State Board rule as music, art, theatre, and dance. (Texas Education Agency, 

2020). 

Gardner Theory Multiple Intelligences 

 States that all seven intelligences are needed to function in society 

productively (Gardner, 1983). 

Elementary and Secondary Education Act of 1965 (ESEA) 

 A law signed by President Lyndon B Johnson to improve educational equity for students 

from low-income families where federal funds provided to school districts serving less fortunate 

students. (U.S. Department of Education, n.d.) 

Every Student Succeeds Act (ESSA) 

A law signed by President Obama that identified low-performing schools (U.S. 

Department of Education, n.d.) 

Student Achievement 

 Student doing well academically, obtaining life skills and giving back to their 

community. 

Theoretical Framework 

The theoretical framework of this study will be based on Howard Gardner's Theory of 

Multiple Intelligences (MI). In 1983, Gardner proposed a new view on intelligence in his 

book Frames of Mind: The Theory of Multiple Intelligences, which has been incorporated in the 

school's curricula (Gardner, 1983). He drew evidence based on a variety of sources, disciplines, 

and research traditions. Gardner's definition of intelligence is the capacity to solve problems or to 

fashion products that are valued in one or more cultural setting (Gardner & Hatch, 1989). 
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Gardner argued that there is both biological and cultural bias for multiple intelligence, which 

also plays a large role in the development of the intelligences. All societies value different types 

of intelligences (Brualdi, 1996). The MI theory is a critique of the standard psychological view 

of intellect that there is a single intelligence adequately measured by IQ or other short answer 

tests. Gardner claims that human beings have several relatively discrete intellectual capacities. 

The seven intelligences Gardner defines are linguistic, logical-mathematical, spatial, musical, 

bodily-kinesthetic, personal (interpersonal and intrapersonal), and a few years later, he added the 

natural intelligences.  

 Gardner (year) spoke about several implications for teachers to use MI in classroom 

instruction and the traditional educational system. In contrast to a traditional education system 

where it focused on the development of using verbal and mathematical intelligences, the theory 

of MI suggested educators should acknowledge and teach to their range of talents and skills. MI 

theory began as a psychological theory, one that drew on the brain and genetic knowledge in the 

early 1980s. The principal interest in the theory came from educators and not a psychologist. 

Several studies suggest multiple intelligence-based instructions increase students' achievement: 

confidence, intrinsic; motivation; engagement, and performance on a standardized test (Campbell 

& Campbell, 1999; Kornhaber, Walsh, Duff, & Walker, 2004).   

Gardner (year) did not have strong ideas on how to apply MI theory to education, and no 

scientific theory could be translated directly into educational application due to education 

covered by values. He stated two educational implications of individuation and pluralization. 

Individuation, also known as personalization, every human being has their own unique makeup 

of intelligences something we should consider when teaching, mentoring, or nurturing. Teach the 

individual in ways they can show their understanding apply knowledge and skills with unfamiliar 
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contexts. On the contrary, pluralization is teaching important materials in several ways. For 

instance, if you are teaching the arts, science, history, or math, decide what important and present 

them in multiple ways. With all information, the MI theory state that all seven intelligences are 

needed to function productively in society (Brualdi, 1996).  

Limitations 

Limitations in research are matters and occurrences that arise in the study, which are out of 

the researcher's control (Simon, & Goes, 2013). The limitations of this study included the 

following:  

1. The survey used for self-reporting may not determine conclusively the perceptions of 

current band or choir teachers who are teaching for the first time.  

2. Timing of which the survey is carried out in middle of a national crisis.  

3. The amount of time set by the government body of the states who determine the 

instructional time for music education.  

Delimitations  

Delimitations of a study are those characteristics that arise from the limitations in the 

scope of the study (boundaries are defined by the researcher) by conscious exclusionary and 

inclusionary decisions made during the development of the study (Simon, & Goes, 2013). 

Delimitations of this study included the following:  

1. The participants in this study are band and choir teachers on middle school campuses.  

2. The survey that will be used in this study will be a self-reporting measure and no 

observable practices. 

Assumptions 

Define and cite the term assumptions. Three general assumptions of this study are: 
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1. The survey used in this study is valid for the purpose intended. 

2. The participants will understand the survey and respond objectively and honestly. 

3. The interpretation of the data collected will reflect what the participants intend. 

Summary and Organization of the Study 

This study is organized into five chapters. Chapter I includes the background of the study, 

statement of the problem, statement of the purpose and significance, research questions, the 

definition of terms, theoretical framework, limitations, delimitations, assumptions, and 

organization of the study. In Chapter II, the researcher provides a review of the literature 

including (a) impact of federal legislation on arts integration; (b) history of music education in 

the United States; (c) impact of arts integration on learning; (d) socioeconomic; (e) teachers 

perceptions; (f) cognitive development; (g) music education and achievement; (h) English 

language learners and music; (i) math and music; (j) literacy and music; (k) school engagement ; 

(l) academic achievement; (m) other arts and achievement; (n) arts program; (o) summary. In 

Chapter III, the researcher will describe the methodology used in this study, which includes 

research design, participants, context and setting, instrumentation, data collection, and data 

analysis. In Chapter IV, the researcher will provide the findings of the study. In Chapter V, the 

researcher will provide discussions, implications, recommendations, and conclusions.  
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CHAPTER II 

REVIEW OF LITERATURE 

The purpose of this study was to examine the perceptions of middle school band and 

choir teachers regarding the impact of music education on student’s academic achievement. ….. 

There are very few studies that have examined the perceptions of middle school band and choir 

teachers regarding the impact of music education on student’s achievement (Spohn, 2008). The 

teaching of music is known to enhance listening skills (Dwyer, 2011).  Music is a universal 

language and used in many ways to capture students’ emotions or feelings. Music students may 

perform well in school because of the discipline acquired through music studies (Dwyer, 2011). 

Music is a way for students to communicate (Ruppert, 2006). Educational priorities have shifted 

to standardized achievement tests being assessed based on the No Child Left Behind Act of 2001 

(Whitney & Candelaria, 2017). Today music educators are up against a fierce battle with the 

shrinking budget in the economy. Research shows the state's funding decreasing, and limited 

funds for public schools is the cause of the problem (Dillon, 2010; Smith, 2010). Regardless of 

the decline of the economy, school districts must provide education of high-quality with less 

funding. (Gerrity, 2007; McMurrer, 2007). 

 According to NCLB, it was to provide equal educational opportunities for disadvantaged 

students. It held schools accountable for how kids learn. States had to bring all students, 

including those in special education, up to the “proficient” level on tests annually. With this 

significant shift and decline in music education, the money allocation is taking increasing time 

for tested subject areas and reducing time in other subjects (McMurrer, 2007). According to 

Popham (2001), “today's’ educators are under such intense pressure to raise their students’ scores 

on the high-stakes test, we are witnessing diminishment throughout the nation of curricular 
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attention toward any subject that is not included on a high-stakes test” (pg. 121). Popham 

continued to state that the first subjects that suffer in schools are music and art. School funding 

comes from three different levels. The federal government distributes a significant amount of 

money to the states on education according to a criterion set by the federal government. The state 

government receives the allocation and dividend a certain amount for schools based on state 

sales, income taxes, lotteries, and property taxes. The local government contributes through the 

various taxation system.  

The review of literature in Chapter two is organized into sections, the impact of federal 

legislation on arts integration, history of music education in the United States, the impact of arts 

integration on learning, accountability, teachers’ perceptions, cognitive development, music 

education and achievement, English language learners (ELs) and arts, math, and music, literacy, 

and music, school engagement, academic achievement, other arts and achievement, arts 

programs and summary.  

Impact of Federal Legislation on Arts Integration 

On December 10, 2015, Every Student Succeeds Act (ESSA) was signed by President 

Obama, which renewed the No Child Left Behind Act (NCLB) of 2002. This new law was 

modified but did not eliminate provisions relating to standardized testing. ESSA allowed the 

states to have more decision-making power on curriculum, instruction, assessment (U.S. 

Department of Education, n.d.). This new law helped identify low-performing schools, determine 

interventions, and create improvement plans to impact students’ achievement. As the new law 

transitioned from NCLB to ESSA gave exposure to achievement gaps of underserved students 

and their peers, which sparked meaningful conversations nationally on the improvement of 

education (U.S. Department of Education, n.d.). 
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There has been much discussion regarding how vital the arts are equally important to 

students learning in tested subjects (Fiske, 1999; Hardiman et al., 2019; Parsons, 2004;). As 

stated by Bamford, “Students' exposure to music or other arts integration in their academic 

performance decreases discipline incidents and improves chances for career opportunities” 

(Bamford, 2006, p. 90). According to von Zastrow and Janc (2015), schools in some states 

reported the amount of instructional time devoted to reading, writing, math, and science has 

increased while the instructional time for the arts has declined. However, NCLB states that the 

arts are a core academic subject that all schools should teach (Ruppert, 2006). NCLB established 

arts an equal footing with the other designated core subjects: English, reading, language arts, 

mathematics, science, foreign languages, civics, and government, economics, history, and 

geography (Ruppert, 2006).  NCLB was signed into law by President George W. Bush on 

January 8, 2002, for the intended purpose of improving reading and math test scores at schools 

across the United States. Researchers such as von Zastrow and Janc (2004) argued that NCLB is 

substituting one form of educational inequity for another. 

To address the gap in research of the lack of information on funding the arts education 

and lack of insight and perspectives from music teachers Spohn (2008) conducted a study of one 

public school’s arts education program under NCLB.  Ribbon Valley School District is a Title I 

funded district in rural Ohio, where during the time of the research, 32 percent of the students 

were identified as economically disadvantage. 

The findings resulted in a change as a loss to the access and learning of the arts. Both the 

arts teachers and non-arts teachers believe instructional time and classroom practices were 

altered in the district to accommodate NCLB requirements (Spohn, 2008). The administrators 

reduced music and contested subject to make more instructional time for math and language arts. 
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The researcher was not able to find evidence that NCLB did not affect spending on arts 

education (Spohn, 2008). There was little to no change in arts education expenditures since 2002 

when NCLB went into effect. According to Spohn, the focus was on fundraising to support 

tested subjects instead of arts education. The researcher had a difficult time providing expense 

report information because the district was not able to provide this information. Even though the 

district was thriving on grants, there was no actual record kept on the spending or receiving. The 

tested subjects received most of the funds through grants for resources in the classrooms (Spohn, 

2008).  

The History of Music Education in the United States 

The topic of music being an equal subject to the core curricular subjects has been at the 

center of controversy since the inception of music in the public schools in 1883 (Mark & Gary, 

1999; Tellstrom, 1971). Various transformations in education have resulted in the justification of 

the need to provide arts education for all children. The importance of music education has played 

a significant role in influencing educational administrators and policymakers. The 19th century 

brought about an increase in the concept of universal literacy that leads to efforts to introduce 

visual art and music to the public education curriculum (Efland, 1990). Three individuals have 

been credited to the beginning of music education in the United States public education system. 

Lowell Mason is recognized for the inclusion of music in curriculum subjects in the United 

States (Efland, 1990). Based on the principles of John Pestalozzi's teaching method. Pestalozzi 

was a Swiss educator who developed various educational theories, but to note, only two of them 

are concept-based teaching and sequencing of curricular concepts (Horlacher, 2011). William 

Woodbridge is one of the first to propose music as a regular part of the public-school curriculum 

with modification based on Pestalozzi principles for music, was not intended for music 
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education. Mason developed a new format which affected teaching music throughout the 

country.  

Mason's reasons why music should be generally cultivated:  

1. We all have organs adapted to produce and distinguish musical sounds; it is necessary to 

use the ears and voice to prevent them from becoming musically dull 

2. It ought to be it is our obligation to make music; it is our duty to improve the talents of 

our children 

3. Vocal music is good for our health (the lungs and the heart) 

4. Vocal music tends to produce social order and happiness in a family 

5. The mind is exercised and disciplined by singing as by the study of arithmetic, reading, 

and speaking 

6. It cultivates the feelings (Mark & Gary, 1999). 

Elam Ives was the first to apply Pestalozzi principles to music teaching in the United 

States in his book American Elementary Singing Book (Mark and Gary, 1999), specifically 

incorporating the sequencing concepts to American music education.   

Boston School Committee and Lowell Mason helped music become a curricular subject 

in 1830 in Boston, Massachusetts (Branscome, 2005). In the American school system, music 

education included a three-part rationale that promised benefits for students of mental, physical, 

and morals. Between 1834-1836, Mason wrote the handbook for teachers to use throughout the 

country called Manuel of Instruction of the Boston Academy of Music for Instruction in 

the Elements of Vocal Music on the System of Pestalozzi (Branscome, 2005).  The handbook 

grew to become used by many singing schoolteachers. The Boston School Committee allowed 

Mason to teach music at the school for demonstration purposes between 1837-1838, which 
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regards how music education was introduced to the public schools in the United States. With the 

approval of the committee, music was included in the curriculum, with Lowell Mason being the 

first recognized supervisor of elementary music. Years later, Luther Mason became the 

supervisor of Music in Boston, which expanded music education to all levels from primary to 

secondary (K12 Academics, 2020). Mason and Webb conducted lectures on teaching methods 

classes on psalmody, harmony, and voice culture with discussions of the problem. Public schools 

differed from state to state, but Massachusetts created the first public school board in 1836 

(Branscome, 2005).  

The Impact of Arts Integration on Learning 

Music integration helps learning to increase complex cognitive processes in students, 

promotes positive risk-taking, increases self-confidence, motivation, focus, persistence in 

performing tasks, and collaborative learning (Horowitz, 2004). According to Pink (2006) 

referred to right-brain as R-Directed thinking where the creative economy of the twenty-first 

century is moving towards synthesizing and metaphorical thinking, which learning in the arts 

cultivates. Compared to the left-brain aptitudes deals with state testing in math and reading such 

as the SAT. A meta-analysis performed by Vaughn and Winner (2000) found that SAT scores 

increased linearly with the addition of more years of art classes; the strongest relationship with 

SAT score were students who had taken four or more years of art classes. Robinson stated in 

2013 that there is much discussion for the need for a system that recognized intelligence in 

various form and develops relations among the discipline which develop creativity in 

individuals.  
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Socioeconomic 

Title I, Part A (Title I) of the Elementary and Secondary Education Act of 1965 (ESEA) 

(P.L. 89-10) was enacted by the U.S. Congress on April 1965, as part of President Lyndon 

Johnson’s “War on Poverty.”  The purpose of this act was to make sure federal financial aid was 

spent on top of state and local funds to which all public-school children are entitled (McClure, 

2008). Since the beginning of this act, changes have been made with different administrations 

from the presidents, including Ronald Regan, Bill Clinton, George W. Bush, and Barak Obama. 

Title I, Part A (Title I) of the Elementary and Secondary Education Act, as amended by Every 

Student Succeeds Act (ESEA) provides financial assistance to local educational agencies 

(LEAs). ESEA provides schools with high numbers or high percentages of children from low-

income families to help ensure that all children meet challenging state academic standards (U. S. 

Department of Education, 2018).   

According to the U.S. Department of Education (2018), a report on the 2015-2016 school 

year that more than 55,906 public schools across the country used Title I funds. These funds 

provide additional academic support and learning opportunities to help low-achieving students 

master challenging curricula and to meet state standards in core academic subjects. During the 

2015-2016 year, more than 26 million children are under the Title I program, where the 

elementary level is close to 58 percent, and secondary served 21 percent in grades 6-8 and 19 

percent in grades 9-12.   

Effects of Cultural Capital 

Studies have shown the impact on academic outcomes regarding cultural reproduction 

and mobility theories. Bourdieu (1977) identified valuable resources that act as a gateway to 

children’s future academic, social, and economic success. His philosophy on cultural 
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reproduction proposes that cultural capital is inherited at an early age amongst privileged 

families compared to those families that are at a disadvantage. Henceforth, if you have 

inequalities in cultural capital, you will replicate social class inequalities (Bourdieu 1977; 

Bourdieu & Passeron, 1977). On the contrary, DiMaggio's (1982) theory of cultural mobility 

advises that cultural capital can be acquired throughout an individual life where the benefits of 

cultural capital extend across social classes. The arguments between reproduction and movement 

highlight the differences not only in benefiting from cultural capital but where and how it is 

obtained (Nagel, Damen, & Haanstra, 2010; Rokas & Potter, 2011).  

Cultural capital has been defined by Bourdieu (1977) as an instrument for the 

appropriation of symbolic wealthy socially designated as worthy of being sought and possessed. 

His theory on cultural reproduction holds that cultural capital is passed down through the family, 

and the successful collection gaining of additional wealth depends on the receiving from the past 

generation. In other words, “it is difficult to break the cycle where cultural capital is added to 

cultural capital,” and inequalities in cultural capital will continually reproduce and enforce 

existing class disparities” (Bourdieu, 1977, pg. 493). According to Bourdieu (1977), there are 

three forms of cultural capital that are closely connected to childhood education. Many of the 

empirical studies follow Bourdieu on the effects of cultural capital. Embodied cultural capital 

involves knowledge and skills necessary to appreciate and understand cultural goods, which are 

measured using student's attendance at cultural institutions or involvement in cultural activities 

such as art, music, or dance lessons (Kisida, Greene, & Bowen, 2014). The objectified cultural 

capital that applies to material goods like books or paintings, which are measured with home 

possessions relations to the high culture of books of poetry and classical literature (Byun, 

Schofer, & Kim, 2012; Martelet & Andrade, 2014; Yamamoto & Brinton, 2010). 
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Institutionalized cultural capital refers to educational credentials or qualifications that are 

socially recognized by the upper class in other words measured using parental education 

(Kraaykamp & Eijack, 2010) 

Nevertheless, DiMaggio eludes to the fact that cultural capital shortage with the 

disadvantage populations may be shifting. Bourdieu's view was based on family cultural capital, 

whereas DiMaggio is that students can acquire during childhood and adolescence, which can turn 

out to have a positive academic and social benefit (Kisida, Greene, & Bowen, 2014).  

Arts-focused vs. Non-arts focused 

Mishook and Kornhaber (2006) conducted a study that investigated the influence of 

Virginia high-stakes Standards of Learning (SOL) exams on the arts schools with a self-

identified strong focus on the arts and without the focus on the arts. The state was chosen based 

on two reasons; one it had a strong accountability system that helped influence of high stakes 

testing on arts integration. The other reason is that it had a small number of schools and a strong 

focus on the arts. The researchers did two rounds of data collection, where the first round was 

with ten principals, and art coordinators were interviewed at focused art schools (Mishook & 

Kornhaber, 2006). The second-round group interviewed were eight principals at non-art focused 

schools. The findings of the study were that fifteen of the eighteen principals or arts coordinators 

interviewed mentioned arts integration. The most important outcome was that the principals and 

arts coordinator often described an increase in activities designed to integrate the arts with the 

tested subject in response to the SOL testing. The integration of the activities often shows 

favorable terms (Mishook & Kornhaber, 2006).  

A qualitative study conducted by Bresler (1995) proposed four styles of integrating the 

arts into the classroom setting: the subservient integration approach, the co-equal cognitive 
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integration approach, the affective integration approach, and the social integration approach. Co-

equal integration is defined as an instructional approach in which educators pay equal attention 

to artistic and academic learning objectives in their instruction (Bresler, 1995). This instructional 

approach increases opportunities for students to build personal connections with the content. For 

example, students research composers during the era of study social studies and bring it to life 

wearing clothing and value the time. The reason this is the least favorite because it requires 

discipline-specific knowledge or skill. The subservient integration is where the arts are severed 

to make the other subjects more interesting; for example, students singing the presidents' names 

in a song. Brown, an instructor in the curriculum from Mississippi State University stated that 

not only is its repetition, but it is time spent whenever a child is learning something in a different 

way, which means they're learning it again. As the student repeats the immersion in their 

learning, which is the other form of arts, they spend time on the content.  Doing this helps 

students start thinking critically and creatively. Many teachers, mainly in primary grades, use 

affection integration as background noise to help students relax and concentrate and expose them 

to art or produce self-expression. Social integration is the community's art integration where you 

are doing holiday plays or skits for everyone around the community to come to see the 

performance.   

In comparison with Bresler (1995) and Mishook and Kornhaber (2006), the co-equal 

integration (arts-focused) and subservient integration (non-arts focus), Coequal arts integration is 

primarily used in schools with the low poverty student population. Little or no sacrifice of arts 

education to teaching concepts in tested areas of the curriculum. With the use of subservient arts 

integration, some of the principals or arts coordinators were rather vague about the nature or 

purposes of the integration activities at their school. This mostly occurs at non-arts schools with 
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high rates of student poverty. According to the National Endowment for the Arts (NEA) and 

Catterall (2012), students who are in the eighth grade and identifies as low-SES are more likely 

to earn a bachelor's degree than those of their peers. In the same manner, the eighth-grade 

students in the 43 percent of the low-SES demographic in a school of low-arts would earn a 

bachelor's degree. Compared to participation in high-arts with low-SES and low-arts with low-

SES, only 15 percent of the students of high-arts schools will enroll in a four-year college.   

The data from the 2008 National Assessment of Educational Progress in the Arts, focused 

on music and visual arts. Students from lower-income families, African American, and Hispanic 

students and the students in urban schools scored significantly lower than their counterparts in 

the skills assessments (Keiper, Sandene, Persky, & Kuang, 2009). Rabkin and Hedberg (2011) 

stated that there had been a decline in childhood arts education since the 1980s for African 

Americans children of 49 percent and 40 percent for Hispanic children. The Center for Arts 

Education (Israel, 2009) compared two state schools' arts programs in New York City and 

California. In New York City, public school students do not enjoy equal access to arts education. 

However, the California Education Code calls for all schools to offer a course for students in 

four arts disciplines, and almost one-third offered no courses in any arts discipline. Even when 

the arts were offered, there was a significant difference in socioeconomic status. Only 25 percent 

of students in high poverty settings had music compared to 45 percent in low poverty settings 

(Dwyer, 2011).  

Baron (2019) reported the Myriad research showed that students from all socioeconomic 

backgrounds benefit from arts education. The National Center for Education Statistics’ Arts 

Education in Public Elementary and Secondary Schools Parsad and Spiegalman, 2012 report 

showed that music and visual arts education is still commonly available in primary and 
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secondary schools. They are integrated into other subjects, about 50 percent of the time. There is 

limited access across the country to theatre/drama or dance.  In March 2012, the NEA research 

was conducted in Washington, D.C. showed an impact connected to prominent exposure of the 

arts to adolescents with low-SES identification accessibility to the arts in the schools or out in the 

community.  

Despite integrating the arts with other subjects, the positive learning experience can 

happen in both the arts and other areas of the curriculum (Mishook & Kornhaber, 2006). 

Integration that places arts as secondary to academic tested subjects does not serve the children’s 

needs for a rigorous, well-balanced educational experience (Mishook & Kornhaber, 2006). If the 

arts remain independent of other tested areas of the curriculum, the arts could find themselves 

isolated. Eisner (2000) stated, “to be left out is to be disregarded and to be disregarded is to 

assets when it comes to competing for time and other resources to support one’s program”(pg. 

4). The NEA report concluded that adolescents who had previous extensive exposure to arts 

involvement impacted their academic achievement than those limited to arts involvement. Arts-

integrated learning increases complex cognitive processes in students and promotes positive risk-

taking, an increase in self-confidence, motivation, focus, persistence in performing a task, and 

collaborative learning (Horowitz, 2004). 

Teachers Perceptions of the Impact of Music Education 

Several studies have explored or examined teachers’ perceptions of arts integration 

programs. A qualitative single case study by Maneen (2016) explored teacher perception of arts 

integration practices in developing critical thinking, creativity, communication, and collaboration 

(known as the 4Cs) at a North Carolina arts-integrated kindergarten through an eighth-grade 

charter school. The researcher concluded the school-wide practices of arts integration promote 
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student acquisition of the 4Cs.  Nelson (2001) conducted a longitudinal analysis in the North 

Carolina A+ Schools Program that benefited from the effects of how the arts contribute to 

comprehensive schools, which went beyond students’ outcomes to focus on teacher collaboration 

and an enhanced relationship with parents and the community. Oreck (2004) examined factors of 

teacher perceptions and attitudes regarding factors that support or constrain the use of arts in the 

classroom. The findings in the study indicated three significant challenges for teachers when arts 

in the school is to nurture and maintain the teachers' creativity and artistic skill, develop a way to 

facilitate the skills in arts, and find a balance between their values and the pressures of the job. 

There were three conditions critical to incorporating arts practices cited by teachers, which are an 

adequate time to plan, support from supervisors, and proper space. The results of the longitudinal 

study revealed that teacher attitudes and beliefs could utilize infused the arts despite the stress for 

standardized instruction. According to Oreck (2004), the increase of professional development 

will motivate teachers to teach using arts, heighten confidence, and enjoyment in teaching.  

The teachers who engage in arts integration practices find students who are motivated 

and engaged in learning (Cornett, 2007; Fiske, 1999; Noblit, Corbett, Wilson, & McKenney,  

2009; Stevenson & Deasy, 2005). According to Oreck (2004), teachers find that teacher-student 

relationships improved and can accommodate diverse learner needs (Cornett, 2007; Stevenson & 

Deasy, 2005).  

Attitudes and Confidence 

In order to focus on the learning of music, the importance and interrelationship with core 

subjects as part of an integrated curriculum provide students with comprehension of education. 

McCullar (1998) stated that the integrated approach to learning and teaching creates an 

environment that helps students understand the relationship between content areas. Educators in 
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support of the integrated curricular approach allow students to make connections with other 

subject areas. According to Perkins (1991), “Connection making performances within and across 

subject matter knowledge and these performances both build and show understanding, therefore, 

bringing insight home to the classroom” (p. 8).  A key point to a teachers’ ability and motivation 

in using the arts tool learned from their completed is pulling from their own experiences as a 

child, preparation in course work, and professional development in arts or another core subject 

(Oreck, 2004).  

Several researchers have studied the attitudes of teachers and found that their belief in 

music education reflected on childhood experiences in ensembles, groups, and private lessons 

(Abril & Gault, 2005; Berke & Colwell, 2004). Teachers who had prior musical experiences as a 

child believe music is a beneficial subject in the school curriculum, but not as important as other 

disciplines (Abril & Gault, 2005; Berke & Colwell, 2004; Giles & Frego, 2004). On the other 

hand, teachers who had negative experiences as a student in school or at home with singing resist 

to integrate into the classroom due to anxiety and the lack of ability (Apfelstadt, 1989); Richards, 

1999). At the same time, their unpleasant experiences dictate their current attitudes that impact 

their ability and confidence with singing performance (Apfelstadt, 1989). Furthermore, in a study 

by Hennessey (2000), the participants felt they were inadequate and believed you needed to be 

an accomplished performer to teach music. In a like manner, Seddon and Biasutti (2008) 

discovered nonmusical specialist teachers judged or compared their informal training or music 

skills to music specialist colleagues, which emphasizes inadequacies. As evidence contributes to 

low levels of confidence, leading to a cycle of low expectations for music goals in the classroom 

teacher and their students (Hennessy, 2000).   
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Attitudes and Self-Efficacy 

Self-efficacy is defined as the belief in our ability to accomplish a specific task or level of 

performance (Bandura, 1997). In our own words, our own beliefs govern our choice of action in 

how we think, behave, and accomplishment. In turn, individuals engage in activities where they 

feel capable and confident and avoid those, and they felt inadequate (Bandura, 1997). A 

teachers’ self-efficacy can influence many student outcomes concerning students’ achievement 

(Ross, 1998); music performance (McPherson & McCormick, 2006) and performance anxiety 

(Petrovich, 1989). In the field of a strong education, beliefs that self-perceptions provide the 

foundation of behavior and motivation for researchers and practitioners, according to Vannatta-

Hall (2010). Teachers' beliefs derive from exposure of social interaction where it begins to 

cultivate through schooling, informal observation, culture and continue not to modify unless 

there are intentions to change one belief (Lasley, 1980). Placing value or the importance of 

musical education depends on teachers’ attitude, which leads to “students forming attitudes 

based on the values they see reflected in the environment by parents, family, peers, and teacher” 

(Stein, 2002, p. 92). Teachers who show negative attitudes about music or low music teaching 

self-efficacy will not furnish students with the same number and quality of musical experiences 

as those teachers with positive attitudes and higher self-confidence (Barry, 1992).  

           In short, until preconceived beliefs lifted, and attitudes are transformed, teachers will 

come to value music and ultimately advocate in promoting music in the classroom (Berke & 

Colwell, 2004). 

Cognitive Development 

There have been several correlational studies where there are differences between art 

students and students in other fields on the recognition tasks. Still, there are no differences in the 
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manipulation tasks, but in other studies, it is showed that it is the total opposite(Casey, Winner, 

Brabeck & Sullivan, 1990; Hermelin & O’Connor, 1986). Other studies talked about how 

cognitive development and the arts contribute to one development. The four aspects that 

researchers have studied are cognitive, intellectual growth, visual-spatial ability, aesthetic 

perception, and constellations cognitive competencies dispositions.  

Cognitive Intellectual Growth 

Baker (2013) discovered unique contributions to cognitive and intellectual growth in 

children. This research had several objectives: a) to examine and describe how the arts are 

integrated with curriculum subject matter essential to cognitive development in a school devoted 

to arts integration, b) to identify behavioral correlates of cognitive/intellectual factors related to 

cognitive functioning and how these processes contribute to the cognitive development of 

children, and c) to contribute to the literature on the importance of including arts in the 

curriculum learning and support of children’s development, as well as inform instructional 

practice. The framework used by Glaser and Baxter (2002) indicated that the assessment and 

data collection observed the cognitive activity along with the process and content demands. The 

findings of the study stated that state through arts integration, hierarchical implementation of 

instructional objectives, including the use of context and culture, could be incorporated across 

instructional units to promote cognitive variables related to intellectual development.  

Cognitive orientations are that perceptual learning in the arts refers to the enhancement of 

visual thinking and visual problem-solving, also mental imagery, according to (Crozier & 

Chapman, 1984). Visual-spatial ability is a central concept shared and defined as a set of related 

capacities to process (search, encode, remember, math, transform) visual-spatial information 

(forms, shapes, position) by Carroll (1993).   
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Csikzentmihalyi and Robinson (1990) looked at literature in the philosophical and 

psychological nature of aesthetic perception is characterized as the concurrent duality of 

detached contemplation and affective empathy. Aesthetic experience is either authentic or 

simulated, but there is no exact way to validate the means. Still, at the same time, complex 

personal experience occurrent is not a demanded educational outcome. In contrast to 

Csikszentmihalyi and Robinson, DeGroot (1986) stated that art education could provide students 

with the required cognitive infrastructure of aesthetic perception. Haanstra (1996) agreed with 

DeGroot that there is a teachable component which can be described as the informed perception 

of art: the awareness of aesthetic characteristics of art objects. The outcome of the aesthetic 

perception is encouraging organized art education, which contains both studies of artworks, a 

production that can make a positive difference in students’ aesthetic perception abilities 

(Haanstra, 1996).  

The other aspect of cognitive skills is developed through the arts like higher-order 

thinking, influence learning, and thinking in general, including other subject matter domains that 

were studied by Teachers College (Fiske, 1999). The cognitive capacities and dispositions 

implicated in arts learning, and their effects on different subjects, and interested in understanding 

more about how the contextual, pedagogical, and social aspects of learning influenced outcomes. 

The finding of what was called the constellation of cognitive competencies and dispositions and 

the kinds of task demand that brought them to imply that the relationship between arts learning 

and learning in other disciplines is not so unidirectional as other studies have implied but is more 

dynamic and interactive. According to Singley and Anderson (1989), groups of cognitive 

elements such as the capacity for elaboration, fluency, and originality and underlying cognitive 
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structures such as taking multiple perspectives and layering relationships, are activated by 

learning in the arts and other subjects.  

Visual-spatial abilities are process-intensive, requiring new problem solving and transfer 

of experience, whereas aesthetic perception is knowledge-intensive and dependent on direct 

experience. Learning in the arts and other subjects each contribute in their distinctive ways to a 

constellation of higher-order cognitive capacities and disposition- or ways of thinking- by 

activating them within broad and flexible pedagogical contexts. (Burton, Horowitz, & Abeles, 

2000) 

Music Education and Achievement 

Pont (2004) stated that since the beginning of the conception of music education in the 

curriculum to present day, advocates of music education argued that instruction in music return 

ancillary benefits to children’s development. Recently the arguments have become more urgent 

regarding policymakers and practitioners wanting control over music education to make it a 

general skill in children with attention to those students at-risk. Students at-risk is defined by 

researchers in the world music education as having limited access to private music instruction 

(Duncan & Murnane, 2015; Southgate & Roscigno, 2009) or attend a school where music 

teacher positions have been eliminated (Parsad & Spiegelman, 2012). Over time, an extensive 

literature has developed on the access of students to music education has gained attention in the 

past 15 years that education is moving towards a holistic viewpoint with standardized test 

engagement with academic achievement (Robinson & Aronica, 2015). For example, research has 

provided evidence for the support that music education benefits the whole child for broader 

development in prosocial behavior (Kirschner & Tomasello, 2010; Schellenberg, Corrigall, Dys, 

& Malti, 2015) and nonacademic skills (Scott, 1992).  
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Correlational Research 

There have been numerous studies to investigate the association between music education 

and higher levels of academic achievement. Results from the College Board study showed 

students who participated in one music course in high school had significantly higher scores on 

the SAT math and verbal (Vaughn & Winner, 2000).   Several researchers found that Canadian 

high-school students revealed a linked to higher academic grades with participation in music 

education (Cabanac, Perlovsky, Bonniot-Cabanac & Cabanac, 2013; Gouzouasis, Guhn, & 

Kishor, 2007). Where in retrospect, German and Swiss elementary school children between the 

ages of 9-12 the researchers saw no difference in the relationship with course grades and students 

enrolled in music classes among their peers (Bastian 2000; Weber, Spychiger, & Patry, 1993).  

           In support of the relationship of music performance classes and athletes’ extracurricular 

activities on academic achievement, Schneider and Klotz (2000) examined 346 participants that 

were classified in three groups musicians (band or choir), athletes, or non-participants who were 

in seventh, eighth, and ninth grades. The findings of the study revealed that musicians 

significantly higher scores in academics over the athletes, but compared to the non-participants, 

they did not score higher. Consequently, according to the authors, the musician maintains a 

stable score, whereas the athletes and non-participants declined. On the contrary, some studies 

found participants in music scores of achievements in reading but not math (Dryden, 1992; 

Neuharth, 2000). In the same manner, instrumental music is significantly related to math and 

science test but not in language arts, social studies writing, and the SAT verbal and math test 

(Kluball, 2000). Others found that in their research no significant difference in the academic 

achievement of music participants compare to other students (Haanstra, 2000; Holmes, 1997; 



31 
 

 

Sprouse, 1971) or their alternative explanation identified for the dominance (Cox, 2001; Rossini, 

2000; Schneider & Klotz, 2000; Shadd, 2002).  

Experimental Research 

Although results appear consistent with prior research, they seem inconsistent with 

experimental research. Socioeconomic status and bias play an essential role in evidence of music 

education and academic achievement. The findings from empirical studies have found either a 

modest or nonexistent relationship between the two. In a study conducted by Schellenberg 

(2004) where he administered an IQ test, four different groups of six-year-old, on Kodaly 

lessons, piano lessons, theater, and no lessons to students. Kodaly lessons is a method where 

students learn music through interactive, collaborative and highly kinesthetic activities which 

were developed by a Hungarian composer and educator Zoltan Kodaly. Each group showed 

either little gain or no gain on the IQ test, but the results revealed that the students who received 

the Kodaly and piano lessons had the most gain. Equally important, Costa-Giomi's (2004) study 

of low-income fourth graders where one group received piano lessons for three years, and the 

other group, which was the control group did not obtain a piano or lesson. The findings showed 

that with piano instruction, positive effects are evident in student’s self-esteem and grades in the 

music class. Still, either group control or not showed no evidence of an impact on a standardized 

test.  

English Language Learners and Music 

There has been a growing trend in the United States of the number of English language 

learner students entering schools (Ingraham & Nuttall, 2016). The number of ELL programs 

across the United States is increasing, and they are not expecting to see a decrease in the future 

(Ingraham & Nuttall, 2016). Some districts can fund many ELL programs, not all districts have 
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Newcomer Centers, be able to have a substantial staff for pull-out programs, a push-in program 

which allows co-teaching all-day in each classroom (Ingraham & Nuttall, 2016). The integration 

of arts into a curriculum provides students with a creative means of learning and/or applying 

skills (Sterman, 2018) taught in the classroom. Lightbown and Spada (2006) stated schools 

employ different philosophies to meet the needs of ELL students to gain academic language 

proficiency. Basic language-acquisition understandings include the notion that the environment 

has a significant role in language development and acquisition (Ellis, 1997). With arts integration 

into the curriculum, it allows for interaction for teachers to encourage students to display their 

understanding of content or standards through multiple strategies of transmitting comprehension 

and questioning. Vygotsky (1978) and Krashen (1985) stated students learn from their 

interactions in the learning. 

Arts Infusion  

Two studies were conducted more than three decades apart to show how ELLs students in 

the arts-infusion program show gains and some conflicting results.  A Sherrill and McBride 

(1984) study showed the arts-infusion curriculum shows a variance of the impact of students 

learning with conflicting results. Whereas other studies show significant vantage gains by 

students involved in the arts-infusion program (Luftig, 2000; Tucson Unified School District, 

2008). According to Ingraham and Nuttall (2016), reports talked about the effects of arts-

infusion with the elementary population. Findings showed that inviting everyone to share 

currents events, using dance to highlight the aura of the typical behavior of the school. The visual 

aspect of showing the artwork throughout the school and data charts on the walls in color to 

show students’ progress in math and reading.  
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 Developmentally responsive pedagogy. Furthermore, a curriculum that is relevant, 

challenging, integrative, and exploratory in combination with various instructional 

methodologies will help meet the developmental needs of young adolescents (National Middle 

School Association, 2003). When implementing experiential learning opportunities for 

successful approaches to schooling can contribute to a strength-based approach that fosters 

positive affective and cognitive outcomes (Benard, 2004; Diket,  2003; Gay, 2000).  These 

experts talk about the positive benefits of arts learning, such as building and fostering resiliency, 

engagement meaning-making and enhance reasoning, and relevant cultural connections through 

arts-learning (Benard, 2004; Diket,  2003; Gray,  2000).   Also, Jackson and Davis (2000) 

proposed a relationship between arts learning and the development of abstract thinking and Gay 

(2000) concurred.  In a study of an eighth-grade classroom, they participate engaged in acting 

out fractions.  For one of the participates, they had mastered the concept, which had stumped 

them a short time earlier (Gay, 2000).  

Oral Infusion  

 It has been stated that oral language is linked to future reading ability, academic success, 

and social disposition (Spira, Bracken, & Fishchel, 2005). Many studies have been conducted 

that supports the pivotal importance of oral practice to English language development (Fillmore 

and Snow, 2000); expand opportunities for verbal interaction by promoting interactive and 

engaging learning environments, which allows ELLs to feel comfortable practicing oral language 

skills (Castro, Paez, Dickinson, & Frede, 2011). A framework was presented that highlighted key 

components of oral language that include semantic knowledge (structural and grammatical 

rules), conceptual knowledge (topic understanding), and narrative discourse (story construction 

and or recall) by Storch and Whitehurst (2002).  
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Math and Music 

There has been a positive relationship found between arts education and academic 

outcomes in the areas of mathematics (An, Capraro, & Tillman, 2013). Four thousand published 

and unpublished references are on the topic of music and mathematics achievement (Brezovnik, 

2015). One method for teaching mathematics is to integrate arts into instruction (Betts, 

2005). Musical concepts are related to the mathematical concepts of proportions and numerical 

relations, integers, logarithms, and arithmetical operations and the content areas of algebra (Beer, 

1998; Harkleroad, 2006).  Parr, Radford, & Snyder (1998) stated that the arts education energizes 

the school environment, develops critical skills for life and work, improves student performance, 

and exposes students to a range of cultures and perspectives by. Using hands-on activities builds 

bridges between the concrete and abstract in mathematics.  Applying art in education builds a 

structure for cognitive development by offering skills that can be used throughout life. Based on 

Baker (2013), skills worked on by students include problem-solving, reasoning, relationship, and 

creativity. Mathematics-music integrated instruction has the potential of improving students’ 

attitudes toward learning mathematics and of increasing students’ mathematics achievement (An, 

Kulm, & Ma, 2008; An, Ma, & Capraro, 2011; Benes-Laffety, 1995; Omniewski, 1999). 

Smithrim and Upitis (2005) examined the relationship between music and mathematics 

achievement at the elementary level. The results found that students who participate in music and 

math integrated instruction outperformed their peers not receiving such instruction approaches in 

the areas of comprehension, computation, and application as well as higher skills in the area of 

geometry (Spelke, 2008). According to the study of Catterall (2012), students who were 

constantly involved in orchestra or band during their middle and high school years performed 

better in math in grade 12. The results were even more pronounced when comparing students 
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from low-income families. Students involved in orchestra or band were more likely to perform at 

the highest levels in math or their peers who were not allowed in music. Vaughn (2000) found 

that musical training enhanced “spatiotemporal reasoning,” which many encourage mathematics 

achievement. Embedding musical activities into mathematics instruction can help develop 

students’ mathematical understanding and providing students with an enjoyable experience for 

developing logical and mathematical intelligences associated with musical/ rhythmic 

intelligences (Shilling, 2002).  

In a study conducted by Schielack and Seeley (2010), findings revealed when 

mathematics teachers communicate across grade level in understanding the content and process 

of instruction at all levels, students move from level to level more successfully.  

Students receiving music instruction every day, one day a week or not at all their will gain in 

academic achievement. The study by Whitehead (2001) examined middle and high school 

students in determining the effects of music instruction using Orff-Schulwerk on math scores. 

Orff Schulwerk method integrate music, movement, speech, and drama to build musicianship in 

the learner by Carl Orff and Gunild Keetman.  The researcher randomly placed students in three 

groups of full treatment, limited treatment, and no treatment. The data after 20 weeks concluded 

with more music instruction, the higher an impact in math. Without music instruction, there were 

limited gains in mathematics. As opposed to looking at the type of music strategy being taught, 

Cheek (1999) investigated the kind of music training has to mathematics achievement on eighth-

grade students. The researcher collected data from the Iowa Test of Basic Skills (ITBS) and 

inquired on their background of music from instrumentation, years of school lessons, a private 

lesson, and demographics. ITBS is a nationally administered exam to assess the abilities of 

students in language arts, reading, math, science, and social sciences. The ITBS mathematics 
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scores for students engage or did not participate in private, and school lessons showed an 

insignificant difference. Yet, the student previously received two or more years of private lessons 

undoubtedly higher mean of mathematics scores over students with no previous history. In 

addition, those students who participated in keyboard lessons' impact on ITBS were more 

significant than those whose lessons on instruments. 

Literacy and Music 

There are numerous texts in the field that describe how classroom teachers integrate the 

arts with literacy (Alejandro, 2005; Blecher & Jaffee, 1998; Cornett, 2006; Coufal & Coufal, 

2002; Cowan & Albers, 2006; Olshansky, 2006). In the development of literacy skills, a 

constellation of processes is involved. Notable arts instruction enhances as well as complement 

basic reading skill, language development and writing skills (Ruppert, 2006).  Literacy is defined 

as the ability to read and write (Ruppert, 2006). According to Allington (1983), reading fluency 

went from neglect to necessary based on (Report of the National Reading Panel, 2000), while 

other researchers have recently indicated that reading fluency was not considered a hot topic 

(Cassidy & Grote-Garcia, 2012). In 2006, Cornett used the term “arts-based literacy” to describe 

how the parallel processes of the arts, writing, reading, and science all employ similar 

approaches to creating “hypothesizing,” revising, and editing, and sharing/ performing show 

understandings.  

Currently, as well as in the past, teachers have disfluent readers, and teachers must 

implement research-based reading fluency strategies to support struggling readers (Allington, 

1983; Report of the National Reading Panel, 2000; Rasenki, 2012).  The results of the study 

suggested Rock and Read, and Readers Theater had compelling fluency building activities. The 

powerful fluency-building may result in performance because the students were practicing with a 
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purpose. Guthrie and Alao (1997) stated that enjoyable activities are a motivational factor. 

Samuels (2002) stated that fluency is a foundation for comprehension, and teachers need the 

most effective and engaging strategies to improve student’s fluency, which can free cognitive 

energy to focus on comprehension.  

Critical Evidence by Ruppert (2008) reported that certain forms of arts instruction 

enhance and complement basic reading skills, language development, and writing skills. For 

example, studying music provides context for teaching language skills.  Dallas’ Big 

Thought program revealed that sustained engagement in fine arts disciplines gave high school 

students a substantial advantage in reading achievement when compared to students who took 

fewer art courses, who participated in club or groups that focused on creative activities which 

had an advantage in reading and math achievement (Bransom et al., 2010).   

Phonological and metaphonological skills are essential skills in learning to read, 

especially for children with difficulties and deficits in those skills, but training in phonological 

skills in the context of reading led to the improvement in reading in English (Duff and Clarke, 

2011). A verbal language and non-verbal language have shown many similarities in musical 

learning in a way that can assist in the process of lexical skills and improve pitch discrimination 

abilities in speech and reading for children with no musical background. ((Kolinsky, Cuvelier, 

Goetry, Peretz, &amp; Morais, 2009); Moreno et al., 2009).  In fact, Barnett and Ceci (2002) 

found that music education can lead far beyond the transfer effects and (Besson, Chobert, and 

Marie, (2011) casual paths to reading due to musical training has been referred to a transfer. The 

connection between musical learning and improving reading skills is a far transfer because 

musical learning is not a direct correlation to reading. Reading is verbal, while musical learning 
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is based on teaching and constant practice of non-verbal structures, for example, classical sheet 

music. A near transfer is learning how to play an instrument, in turn, developing motor skills.  

Overall, all things being equal, the arts are neither ancillary nor core but rather that they 

are participants in the development of crucial ways of thinking and learning (Fiske, 1999).  

School Engagement 

Burton, Horowitz, and Abeles (1999), a group of researchers from Teachers College 

Columbia University, studied over 2000 pupils from a public school in grades 4-8 that found a 

relationship between rich in-school arts programs and creative, cognitive, and personal 

competencies needed for academic success. These researchers found that young people in high 

arts groups performed better than those in low-arts groups on measures of creativity, fluency, 

originality, elaboration, and resistance to closure capacities central to arts learning. The students 

in intensive art settings excelled in their abilities to express thoughts and ideas, exercise their 

imaginations, and take risks. Their teachers also described them as more cooperative and willing 

to display their learning publicly.  

In schools that are high arts, the teachers who taught non-arts subjects, which included 

science, math, and language arts, often saw extended effects of arts learning in their discipline. 

Students' abilities in thinking creatively and flexibly, imagining ideas and problems from 

different perspectives, taking imaginative leaps, and their thoughts that lay upon one another as 

part of a process of problem-solving. (Burton, Horowitz, & Abeles, 1999) 

  In any arts-rich school, students have been seen by their teachers as curious and able to 

express ideas and feelings in individual ways and are not afraid to show their learning in front of 

their teachers, peers, and parents. The arts can be taught by three different types of instructors, 
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which are specialist teachers, general classroom teachers, and artists, and performers from 

cultural institutions (Burton, Horowitz, & Abeles, 1999).  

According to Fiske, (1999), arts-rich schools are involved and are most successful when 

supported by the rich and sequenced curriculum.  Children in low-arts schools are less able to 

extend their thinking. Arts rich schools offer a picture of a curriculum that is neither formalized 

nor centralized but instead is open and flexible. Teachers need the time to collaborate in 

disciplinary and cross-disciplinary groups to research and frame the learning to contribute. The 

arts are neither ancillary nor core, but instead they support students in the development of critical 

ways of thinking and learning. The teachers in the high-arts schools were more open, flexible, 

knowledgeable, and engaged in their ongoing learning than were teachers in the low-arts schools. 

The researchers also stated that if we wanted to develop complex arts instruction, with all that is 

implies for students’ learning and development, then we need a school arts policy that calls for a 

more rigorous and ongoing education for teachers (Burton, Horowitz, & Abeles, 1999).  In 

conclusion, no subject has prior rights over any other subjects, to diminish one is to diminish the 

possibility and promise of them all (Burton, Horowitz, & Abeles, 1999). 

Academic Achievement 

Beginning in 2006, Window on a Wider World (WOWW) collaborates and serves 

elementary rural public schools in Texas, providing fine arts enrichment education programs 

(Sharp and Tiegs, 2018). WOWW explored the impact of fine arts enriched education 

programming on student academic achievement with state-mandated standardized assessments, 

as well as campus attendance rates. This study employed ex-post-facto, causal-comparative 

quantitative research design to analyze mean differences between WOWW partner schools and 

non-WOWW partner schools. The study indicated that fine arts, studied mathematics, reading, 
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science, and writing have a strong correlation with dance, music, theater, and visual arts. 

Considerable research findings show that integrating learning with the arts increase academic 

performance and participation in school, social, and community among peers (Ingram & Riedel, 

2003; Luftig, 2000; Snyder & Cooper, 2015; Anderson, 2012; Anderson & Loughlin, 2014; 

Peppler, Powell, Thompson, & Catterall, 2014), as well as long-term memory of academic 

content (Hardiman, Rinnel & Yarmolinskaya, 2014; Rinnel, Gregory, Yarmolinskaya, & 

Hardiman, 2011). However, public schools that are limited to fine arts instruction those students 

will miss the opportunity of increasing the rich benefits associated with integration with fine arts 

(Sharp & Tiegs, 2018).  

WOWW established two groups in the school district, group one who is WOWW 

partnered schools and group two non-WOWW partner schools. The results of the study show 

there were no way to know the outcome of each school year but implied for educators to make 

changes as necessary (Sharp & Tiegs, 2018). Teachers are not provided the opportunity to 

receive professional development or student training in the arts with integrating into core 

subjects, which may lead to a teacher self-efficacy issues in teachers (Battersby & Cave, 2014; 

Oreck, 2004).  Studies have indicated that mathematics, reading, science, and writing have a 

strong correlation with dance, music, theater, and visual arts (Arts Education Partnership, 

(2016) . All the studies show that learning through fine arts improves academic performance 

(Arts Education Partnership, (2016).  

Other Arts and Achievement 

Few empirical studies have explicitly examined the effect of arts integration methods on 

students’ memory for non-arts academic content pre, post, and delayed content-based 

assessments designed explicitly for study (Roden, Grube, Bongard, & Kreutz, 2014). In recent 
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research studies, arts integration supports the theory of enhanced memory when student learn 

non-arts content through arts-integrated pedagogy. For example, Hardiman (2010) and Rinnel, 

Gregory, Yarmolinskaya, and Hardiman (2011) described the potential cognitive benefit of the 

arts in long term learning. Both researchers discussed the cognitive science benefits of rehearsal, 

elaboration, enactment, vocal production, effort after meaning, and pictorial representation.  

           A study was conducted in Baltimore, Maryland, using the framework from Hardiman, 

Rinnel, and Yarmolinskaya, (2014) to determine if arts-integrated curriculum had any direct 

effects on learning, specifically students’ memory for science content. The results revealed 

students who are at a basic reading level retained an average of 105 percent of the content long 

term, as shown through the results of delayed post-testing. They discovered students remembered 

more in the delayed post-testing due to singing songs they had learned from their arts activities, 

which helped them remember content better in the long term.  

Theatre and Achievement 

Research shows the impact of drama integration with a significant relationship between 

theater and story recall (both orally and written) improved reading achievement on standardized  

tests, reding readiness, oral language development, and writing success (Podiozny, 2000). 

Producing words resulted in better recall later than when they read silently (Forrin, MacLeod, & 

Ozubko, 2012).  This effective method improved the quality of narrative writing (Ruppert, 

2008). Drama encourages risk-taking, where the students gain the opportunity to transform 

themselves into characters of the material they have read (DuPont, 1992); Hamblen, 1998). 

Genuine opportunities are applied to students learning with integrated knowledge incorporated 

with other subject areas in the curriculum with dramatic activities (Heller, 1995). 
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This form of art is taught using a multi-sensory approach because the students can see, 

hear, and create learning opportunities (Burnaford, 2007; Podiozny, 2000). Dramatic activities 

enhance students' critical thinking skills and intrapersonal intelligence (Mages, 2006; Helding, 

2010; Podiozny, 2000).  

Visual Art and Achievement 

           Gardner (1983) stated that artists are thought to be highly sensitive to visual-spatial 

stimuli, as art activities require the actual and imaginal transformation of figural and object 

arrangements. The visual-spatial ability has been a psychologist concept derived from the 

psychometric approach to human performance (Haanstra, 1996). It was described as a skillful set 

of responses to spatial tasks, such as reading a map or blueprint, estimating the length of a string 

needed to tie a parcel, or imagining how a room will look after re-arranging the furniture 

(Haanstra, 1996). In art education, visual-spatial abilities are skeptical because of the use of 

heavy emphasis on perceptual training, which is possible but would not make much difference in 

the visual-spatial abilities of students unless the outcome comes from kindergartens (Crozier and 

Chapman, 1984).    

           When art is integrated into the math curriculum, students develop skills they can use for 

the rest of their lives (Clayden, Desforges, Mills, & Rowan, 1994). Providing students with 

opportunities to create and explore mathematics problems by themselves can improve their 

ability to learn essential mathematical processes involving representing mathematical concepts in 

different ways, as well as making connections among mathematical content (Clayden, Desforges, 

Mills, & Rowan, 1994). In an ethnographic study on seventh-grade boys in special education, the 

researchers revealed for the participants to become sophisticated readers instead of reluctant 
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using visual arts helped them to express the understanding of what they are reading instead of 

being passive readers (Wilhelm, 2002). 

Skills for Learning 

Visual arts education cultivates skills for learning, which in turn foster creativity in 

students and increase student engagement (Bowen, Greene, & Kisida, 2014). First, visual arts 

strengthen students' critical thinking (Bowen, Greene, & Kisida, 2014). For example, research 

has provided evidence when students engage with arts in a classroom or museums, and they are 

making positive gains towards critical thinking skills (Kisida, Bowen, & Greene, 2015). As 

students are actively engaged in the programs, their interest level grows in the arts (Kisida, 

Greene, & Bowen, 2014). Lastly, the research concluded students who study arts score higher in 

creativity measures. Earlier findings suggested a strong correlation between studying visual arts, 

figural, or visual creativity (Moga, Burger, Hetland, & Winner, 2000).  

Boosting Academic Achievement 

In fact, studies indicated that visual arts education impacts other areas of achievement. 

Moore and Caldwell (1993) study revealed that drawing before writing helps students generate 

ideas that lead to enhancing the quality of writing or storytelling. Furthermore, the researcher’s 

data shows a relationship with visual arts training and the awareness of spoken language in 

young readers (Dumoulin & Wandell, 2008). The benefits of visual arts in one schooling is that 

art students are prone to graduate than their counterparts and attend a four-year college and 

receive a degree (Spelke, 2008). While attending college, the impact will be positive with 

performance in geometry with observation accuracy for medical students (Spelke, 2008). In 

support of arts education, a study in Ohio on fourth-grade students who participate in arts-rich 
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curriculum performed better on proficiency tests in math, science, and social studies versus the 

students who had limited arts-rich curriculum (Kinney & Forsythe, 2005).  

Educational Experience 

Students who come from low-income families or English language learners have a 

positive experience and achievement outcome from participating in visual arts. As English-

speaking learners are engaged in their artwork, it incorporates the ability for the student to 

increase their listening, speaking, and written communication skills (Craig & Paraiso, 2008; 

Catterall & Peppler, 2007).  A study by Catterall (2012) stated teenagers who have a high-level 

engagement with the arts will complete high school with a high GPA and attend college among 

their peers with low-arts engagement even though there are considered low-SES.  As 

disadvantage students engage in the arts, it impacts their outcome outside of academics and is 

willing to participate in extracurricular activities. 

 Importance of Arts Around the World 

Recent studies compared other countries’ education systems to those of the United States. 

According to Kelstrom (1998), school leaders in Europe and Asia infuse the arts to emphasize 

music into their educational institutions. Japanese students received instruction in both choir and 

musical instruments, which start in elementary and continue through secondary (Gullatt, 2008; 

Robinson, 2013). Netherlands state that both art and music is a necessary part of the educational 

curriculum (Gullatt, 2008). Students in secondary school in Hungary can elect to participate in 

music program daily and train on different musical instrument each year (Gullatt, 2008). This is 

after the first eight years of completion of sequential music program for vocal and instrumental 

training (Gullatt, 2008).  In England, it is also required for the students to take theater or a drama 

course (Gullatt, 2008). 
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Arts Programs 

As the economy has slowdown and a raise in oil prices, housing market being stagnant, 

taxpayer issues and the operational cost of public and private schools the educational budget cuts 

demands for distribution of funds to be allocated differently (Gullatt, 2008). With  the economic 

conditions it has shown a seriously negative impact and inattentiveness of many schools and 

school leaders towards the arts which helps to increase students learning. According to 

Goldsmith (2003), he states that in spite of what is actually happening in educational circles, past 

and more recent research call for serious consideration about curricular offerings prior to 

reducing programs in the arts due to the positive teaching and learning effects provided. 

Researchers agreed and noted that the arts should not be a means to a cognitive end but rather an 

end in themselves (Eisner, 1998; Oddlesifson, 1994). The knowledge gained from arts programs 

included the analysis of differing means of communication withing cultures and time periods 

(Hatfield, 1998) 

ArtsBridge 

Recent research has found that arts education provides crucial skills for participation in 

the dynamic regional creative economy (Otis Report, 2008). In a case study conducted by 

ArtsBridge based at the University of California Los Angeles (UCLA Arts), ArtsBridge America 

is a network of programs based in colleges and universities that confront the problem of the 

elimination of the arts from K-12 schools that provides an alternative means to reach out to 

disadvantaged learners (Shimshon-Santo, 2010). The program impacts analysis to address both 

K-12 youth and university students, or ArtsBridge scholars. According to the researcher, 

California K-12 students are neither adequately nor equally prepared in art (Woodworth, 

Gallagher, & Guha, 2007). This limits future educational attainment and job opportunities for 
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youth who lack access to arts education in elementary, middle, and high school where they 

cannot meet California A-G college admissions requirements, not cultivate the creative skills 

necessary to compete in the regional economy (Woodworth, 2007). The Unfinished Canvas 

found that 89 percent of California K-12 schools fail to offer a standards-based course of study in 

all four disciplines-music, visual arts, theatre, and dance and thus fell short of state goals for arts 

education (Woodworth, Gallagher, & Ghua, 2007). Teaching credentials seem not to exist in 

each artist's discipline that the state government recognizes as core to student learning. In high 

stakes environment of high needs schools, it is critical for arts educators to know more than their 

craft (Woodworth, Gallagher, & Ghua, 2007). Having a high impact of arts educators includes 

arts integration practices and valuable team players in their communities by supporting student 

literacy and empowerment (Woodworth, 2007)  

In conclusion, the study suggested important roles for higher education partnerships with 

under-resourced K-12 schools. Data elucidates a positive impact on program participation for 

both K-12 students in high needs schools and university arts students at UCLA. The findings 

demonstrated that participation supported educational attainment, as well as increased 

satisfaction with schooling (Woodworth, Gallagher, & Ghua, 2007).  

The Teaching Artist Program 

Teaching Artist Program (TAP) make it affordable for students to practice speaking and 

listening skills in an engaging learning environment in the state of California (Greenfader,  

Brouillette, & Farkas, 2015). TAP provides a professional development literacy program for K-2 

teachers in theatre and dance to help teachers boost the oral language skills of Els. In a study 

conducted in California measured the scores of students who participated in the program 

outperformed students who did not participate in speaking assessments which were majority 
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limited English-speaking abilities (Greenfader,  Brouillette, & Farkas, 2015). One of the most 

critical findings in the study was that teaching theatre, and dance as arts-integrated literacy 

strategies in the primary grade is one way to foster the English-language development of younger 

Els and maybe address the critical importance of supporting the future success of this group of 

students (Greenfader, Brouillette, & Farkas, 2015). 

HEARTS Project 

The Office of Minority Health of the U.S. Department of Health and Human Services 

sponsors an after-school violence prevention project providing engaging and academically 

enriching experiences called the Health Education in the Arts Refining Talented Students 

(HEARTS) Family Life Center (Respress & Lutfi, 2006). This program serves African American 

middle school students who are a high risk for academic and social failure located in Florida 

Agricultural and Mechanical University. The program is devised to mirror an integrative 

approach to teaching and learning. Students are selected to one of the arts music, drama, dance, 

or art curriculum based on a survey they communicated of their interest. (Respress & Lutfi, 

2006)  

           In respective the various arts incorporate opportunities for students to increase basic skills 

in reading, writing, and mathematics while engaging in fine arts activities (Respress & Lutfi, 

2006). Dance brings to light high-level of self-respect, self-esteem, self-confidence, discipline, 

and cultural and community pride in the African Caribbean dance. Those who are intrigued in 

becoming professional actresses/actors are taught the elements of technical theater and how to 

can be a lifelong career. The art component has vast exposure in photography, sculpting, 

painting, pottery, painting (oil and watercolors), and crafting. The music module exposes 

students to different types of the musical genre using musical and vocal instruction. For the 
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students attending and participating in the afterschool program, they saw a decrease in 

delinquency, maintain control, academic competence, and more engaging and involved in their 

school. (Respress & Lutfi, 2006).  

Summary and Organization of Study 

The research reviewed in the literature provides evidence to support the impact of music 

education on students’ academic achievement. Studies have shown that music has the potential to 

affect the lives of the students, which will go beyond the average reward of music participation 

(Adamek & Darrow, 2012). ESSA guidelines clearly state that music and arts are included in the 

definition of a well-rounded education. Furthermore, the studies have shown that students who 

participate in music education for three or more times per week show significantly higher 

academic gains than students who only have music once or twice per week (Schielack & Seeley, 

2010).  Chapter III will provide the methodology used in this study, which includes research 

design, participants, context and setting, instrumentation, data collection, and data analysis.. 

Chapter IV will provide the findings of the study. Chapter V will provide discussions, 

implications, recommendations, and conclusions.   

 

 

 

CHAPTER III 

METHODOLOGY 

Purpose 

The purpose of this study was to examine the perceptions of middle school band and 

choir teachers regarding the impact of music education on students’ academic achievement. This 
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study is significant because local budget cuts are predicted to lead to significant limitations of 

school music programs (Lehman, 1993). The results from this study may inform decision-makers 

at local levels with the data necessary to justify, defend, and advocate for fine arts programs 

bringing equity and creative learning opportunities to all students regardless of the geographical 

location of their school, their ethnicity, or their socioeconomic status (Garcia, Jones, & Isaacson,  

2015).  

Students are trying to find a balance in their lives, and one of the most empowering, 

positive ways is expressing oneself through the arts programs. For many children, music is a way 

for them to gain confidence in what they are doing in life. When schools cut music or certain fine 

arts classes, these students feel as though they have no way to express themselves. Other students 

will never be exposed, and thus lose a way for their voices to be heard potentially. Just as 

educators want to hear or recognize any problem that a student may have and foster solutions to 

help them. In many cases, music is the first outlet for students. Participation in school-based 

music programs gives youth an activity that not only keeps them off the streets but gives them 

self-esteem and camaraderie with their fellow musicians that they would not necessarily find 

elsewhere (Dickinson, 1993). This chapter details the methodology that will be used in the study, 

including research design, selection of participants, context, and setting, instrumentation, data 

collection, and data analysis. 

Research Design 

Hermeneutic phenomenology is a qualitative research methodology that arose out of 

phenomenological philosophy. This research explored and described the perceptions of middle 

school band and choir teachers on the impact of music education on students’ achievement. In so 

doing, the researcher will gain knowledge as the participants share their feelings, describing what 
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they perceive and sense through their self-awareness and experiences. Approaching the study 

from this perspective will allow the researcher to explore the central underlying meaning of the 

experiences that contain both the outward appearance and inward consciousness based on 

memories, images, and meanings of the participants’ responses (Moustakas, 1994). The research 

questions used to understand the phenomenon is as follows: 

1. What are the perceptions of middle school band and choir teachers regarding the 

impact of music education on students’ academic achievement?  

2. What are teachers perceptions of their influence of the development of the whole 

child and students achievement through music education? 

The phenomenological research approach designed by Bogdan and Biklen (2006)was 

used to analyze the data. Bogdan and Biklen (2006)described their process for analyzing the data 

in the following statement, “Analysis involves working with data, organizing them, breaking 

them into manageable units, synthesizing, searching for patterns, discovering what is important 

and what is to be learned, and deciding what you will tell others” (p. 157). According to 

Lichtman (1996), phenomenological research approaches study the actual experiences of people 

regarding a specific phenomenon.  

Therefore, the phenomenological researcher must be open-minded toward a changing 

reality (Lancy, 1993). That is, he or she needs to be prepared to give explanations for observed 

phenomena. Phenomenology instructs the researcher to allow the phenomenon to reveal itself in 

its fullness. The participants are diverse, and they live in different states; however, at the same 

time, they experience common phenomena. It is necessary for the researcher to understand the 

diversity within the group of participants as inquiry is conducted. The researcher’s experience in 
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the position of band director served to provide the necessary knowledge to collect and correctly 

interpret the data while keeping biases in check.   

Boeree (2002) noted that the phenomena speak for themselves, meaning the researcher 

should be prepared to listen. In this study, the researcher examined the perceptions of middle 

school band and choir teachers regarding the impact of music education on students’ academic 

achievement, free of the researcher’s biases and beliefs as supported by the work of Gall, Gall, 

and Borg (2006). 

Context and Setting 

The researcher conducted the study using a non-probability sampling consisting of the 

snowball sampling of middle school band and choir teachers in the various states in the 

southeastern region of the United States of America.  

Table 1 

Characteristics 

 Alabama Arkansas Georgia Louisiana Mississippi Texas  

Students enrolled in the 
State 
Number of Middle 
Schools 
Students enrolled in 
Middle School 
Elementary and Middle 
K-12 
Charter School 

 

  
739,7

16 
1,483 
169,0

87 

 
479,432 

219 
112,056 

 
176,9621 

487 
416,726 

 
5 

 
689,185 

1,267 
160, 586 

 
470,668 

 
109,363 

636 
80 
5 

 
5,416,400 

1,496 
1,229,236 

 

 

 

Texas  
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Texas is in the southeastern region of the United States. The state has twenty regional 

service centers that was established to provide services to school districts throughout the state. 

Texas has an enrollment of 5,416,400 students in the 2018-2019 school year. Out of all the 

students 1,229,236 are enrolled in 1,496 middle schools with 417,587 in sixth, 406,716 in 

seventh, and 404,933 eighth (Texas Education Agency, 2020). 

Georgia 

Georgia is in the southeastern region of the United States. The state service a total of 

1,769,621 students for the 2018-2019. Out of all the 2,302 schools 487 are middle schools and 15 

K-12 schools. The K-12 schools have two or more grade levels that fall into two or more 

categories depending on where many of the students are enrolled. Out of all the students 416,426 

are enrolled in sixth 139,176, seventh 140,489, and 137,061 eighth enrolled in middle school 

(Georgia Department of Education, 2020). 

Alabama 

Alabama also in the southeastern region of the United States. The state service a total of 

739,716 students in 8 districts with 1,483 schools. Out of all the students 169,087 are enrolled in 

middle school (Alabama State Department of Education, 2018). 

Mississippi 

Mississippi also in the southeastern region of the United States. The state service 470,668 

students in 872 schools which of 636 elementary/middle school, 80 combined grades of K-12, 

and 5 charter schools. Out of 636 elementary/middle schools 38,520 in sixth, 35,753 seventh, 

and 35,090 eighth grade totaling 109,363 students (Mississippi Department of Education, 2020).  

 

Louisiana  
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Louisiana is also in southeastern region of the United States. The state service 689,185 

students during the 2018-2019 school year. Out of all the students in the state 160,586 are 

enrolled in 1,267 middle schools with 55,374 in sixth, 53,249 in seventh, and 51,963 in eighth 

grade (Department of Education Louisiana, 2020). 

Arkansas 

Arkansas also I the southeastern region of the United States. The state service 479,432 

students with a total of 1,054 schools. Out of all the schools 219 are middle school with 38,914 

sixth 36,579 seventh and 36,563 eighth-grade students (Arkansas Department of Education, 

2020). 

Participants 

The participants for this study were from the populations of the band and choir teachers 

in the states of Texas, Louisiana, Mississippi, Alabama, Georgia, and Arkansas. The contact 

information was obtained from the researcher’s private records, U.S. mail, email, Facebook, 

participants’ relatives, Twitter, Instagram, and LinkedIn. The purposeful selection was conducted 

by inviting all band and choir teachers that can be contacted to participate in the study. 

According to Bogdan and Biklen (2003, p. 65), “The method of sampling in analytic induction is 

a purposeful sampling. The researcher choose particular subjects to include because they were 

believed to facilitate the expansion of the developing theory.” Also, Gall, Gall, and Borg (2006) 

explained that the purpose of selecting participants in purposeful sampling “is to develop a 

deeper understanding of the phenomena being studied” (p. 165). Creswell (2013) stated that 

phenomenology involves a study of “multiple individuals who have experienced the same 

phenomenon” (p. 112).  
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The criteria for selection will include currently practicing band and choir teachers in 

Texas, Louisiana, Mississippi, Alabama, Georgia, and Arkansas. Once identified from the 

researcher’s private records, the participants will be contacted by U.S. mail, email, Facebook, 

participants’ relatives, Twitter, Instagram, and LinkedIn to participate in the study. The survey 

will be sent to 30-40 participants. The participants will be instructed to complete all survey 

questions and return the survey to the researcher. All the participants were invited to participate 

in a focus group session through “Go to Meeting” or Google Meeting, and invited to expand on 

their written responses to open-ended questions included in the survey. The focus group session 

was virtually recorded and coded by similar themes, concepts, and reparative statements.  

Instrumentation 

In reviewing the literature, the researcher identified and compared surveys currently 

being used to research the inclusion of the arts in core subjects in the classroom. One instrument 

that aligned with the purpose of the study was created and used by Oreck (2000) Teaching with 

the Arts Survey: The Role of Dance, Music, Theater, and Visual Arts in Your Classroom 

(TWAS). Oreck developed the survey based on two previously validated instruments the Arts in 

the Classroom Survey (ACS) (Arts Connection, 1996; Oreck, 1999), and the Teacher 

Background Questionnaire (Baum, Owen & Oreck, 1991). In addition, questions were adapted 

from the Stages of Concern Questionnaire (SoCQ) (Hall, George & Rutherford, 1986). The 

TWAS developed a 5-point Likert-type scaled for 31 items in relations to attitudes toward the 

arts and frequency of the use of the arts in teaching.  

There were general constructs that pulled from literature and previous research that were 

imperative contributors for implementation for creative and artistic teaching techniques. They 

were 1) motivation, 2) concerns, 3) self-efficacy, 4) self-image, and 5) support. The frequency of 
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use describes two types of arts activities in four of the major arts forms: 1) active participation 

and 2) exposure to arts. A panel of 10 content experts of arts educators, professional developers, 

a psychometrician, classroom teachers and content specialist became addition after extensive 

review of literature for the initial content validity. The survey was tested with a sample of 

teaches in the arts-based training at four sites to determine if the construct is valid. In the final 

revision of the survey principal components results were studied identified items that could be 

deleted. The survey used in the study was based on art-based professional development service 

providers. The Likert-type scale ranges from 1(not important) to 5 (very important) in 

importance, 1 (never) to 5 (daily) in frequency and 1(strongly disagree) to 5 (strongly agree) in 

agreement. The original instrument by Oreck (2000) was used to survey teachers recruited based 

on prior knowledge of professional development opportunities that were available. 

The researcher used the TWAS survey as the framework for the survey for this study. 

Oreck (2000) gave permission to replicate the survey. The survey consisted of 20-33 questions 

divided into three parts. The three parts are Part I- Demographic Data, Part II- Questions on a 

Likert Scale, and Part III- Open-ended Questions.  The survey is designed to measure three 

components, 1) the importance of various art forms and artistic activities in the classroom 

curriculum: 2) frequency use of art forms and different activities in the classroom and 3) self-

efficacy with concerns for the curriculum.  

 An example of a question measuring the importance of various art forms and artistic in 

the classroom curriculum is, “How important do you feel it is for your students to engage in 

music activities (e.g. create a sound score to accompany a story, write and sing a song in the 

style of a different time period)?” An example of a question measuring the frequency use of art 

forms and different activities in the classroom would be, “How frequently do you actively listen 
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to a piece of music with your students?” An example of a question measuring self-efficacy with 

concerns for the curriculum is, To what extent do you agree with the following statements? “I 

feel confident in my ability to facilitate music activities. and “I feel that there are many students 

in my class who would especially benefit from more arts activities in the curriculum.” The 

instrument utilized by the researcher in the study will be a questionnaire administered to band 

and choir teachers. A table will illustrate answers and the ranges of the responses in a Likert-type 

scale.   

Provision of Trustworthiness 

The survey questions and the focus group sessions met the criteria for validity according 

to Guba and Lincoln (1989); Erlandson, Harris, Skipper, and Allen (1993), who explained that 

qualitative research must have the following: truth, applicability, value, consistency, and 

neutrality to be considered valid. The researcher achieved consistency in the study by ensuring 

that every participant was provided the same questions on the survey and during the focus group 

sessions.  The criterion of truth was achieved using the participants’ unaltered responses.  The 

oral and written responses from the participants was typed into tables in a Microsoft Word 

document and coded into categories.  Neutrality was achieved by reducing the researcher’s bias 

when gathering participants’ responses.  A sincere effort was made to ensure that the researcher 

did not influence the participants’ responses.  The participants were notified that the researcher is 

a former band teacher through their informed consent document.  The researcher did not give the 

participants any positive or negative responses to her experiences as a band teacher. The 

collection of surveys, transcriptions, and focus group interviews for triangulation purposes 

helped to establish trustworthiness.   
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The following criterion was used to address rigor and trustworthiness (Erlandson et al., 

1993; Guba & Lincoln, 1989) and is required for qualitative research: credibility, transferability, 

and confirmability (Trochim, 2002).  Credibility entails establishing that the results of qualitative 

research are credible or believable from the perspective of the participants in the research.  The 

purpose of qualitative research is to describe or understand the phenomena of interest from the 

participants’ eyes (Trochim, 2002).  The participants are the only ones who can legitimately 

judge the credibility of the result.  Credibility was addressed in this study by asking the 

participants to describe their own experiences.  The participants’ responses to the interview 

questions once transcribed, the participants received a copy of the transcription to ensure 

accuracy, and if need corrections will be made.  Transferability in qualitative research refers to 

the degree to which the results of the study can be generalized or transferred to other contexts or 

settings.   

Transferability is primarily the responsibility of the researcher, who must clearly describe 

the setting or context of his or her study (Erlandson et al., 1993; Guba & Lincoln, 1989).  In this 

study, the researcher attempted to increase transferability by including a detailed report based on 

the transcriptions that the findings will prompt future studies.  Others can better determine the 

transferability of the results by analyzing the differences and similarities between their context 

and the context described in this study.  The person who transfers the results to a different 

context is responsible for making the judgment of how sensible the transfer might be (Trochim, 

2002).   

Confirmability refers to the degree to which the results can be confirmed or corroborated 

by others (Trochim, 2002).  Qualitative research tends to assume that each researcher brings a 

unique perspective to the study.  There are several strategies for enhancing confirmability.  The 
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researcher can document the procedures for checking and rechecking the data throughout the 

study (Trochim, 2002).  Confirmability will be addressed in this study by examining the common 

emerging themes from the participants’ oral and written responses to the open-ended questions.  

The participants’ verbatim responses were typed from written documents transcribed from oral 

responses then placed in tables in a Microsoft Word document. These questions revealed the 

participants’ levels of emotion, their thoughts, their experiences, and their basic perceptions of 

their experiences. 

Data Collection 

Band and choir teachers in the states of Texas, Louisiana, Mississippi, Alabama, Georgia, 

and Arkansas participated in the study. Ethical considerations for this study included concealing 

the responses of the participants and obtaining their permission. The consent form was included 

with the survey so that each participant could understand the expectations before responding to 

each question. As researcher bias was a consideration, the researcher minimized the potential for 

biases in the study by not intervening in the participants’ communication unless there is a 

question. The participants were told that their responses would be kept in a secure location with 

password protected database for seven years after completion of this research project.   

Data were collected through three means: (a) survey containing demographic 

questions, (b) open-ended questions, and questions on a Likert scale, and (c) focus group 

interviews using the open-ended questions from the survey, which would allow participants to 

expand on the written responses orally. 

Research Bias 

Researchers must be clear about their biases for stakeholders to be allowed to decide 

what they think about all the data that are presented (Heath, 1997). Researcher bias is an 
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important factor in qualitative research; therefore, the researcher used reflexivity to minimize 

bias. With the use of reflexivity, the researcher used self-reflection to manage personal biases 

and predispositions (Milinki, 1999). The researcher was a band and choir teacher. Therefore, the 

researcher was careful not to insert personal feelings and personal experiences into the responses 

of the participants. Therefore, it was important to document the participants’ responses verbatim. 

To analyze the qualitative data, the researcher reviewed the participants’ responses, which 

provided insight into their perceptions. To appraise the situation, the researcher put aside 

personal biases and remained open-minded when gathering data for the study. Only through this 

level of understanding could the researcher proceed effectively with a low level of bias and 

influence on the participants in a study.  

Data Analysis 

In this section, the researcher describes the data analysis procedures that was used to 

analyze (a) a survey containing demographic questions, (b) open-ended questions and Likert 

scaled questions, and (c) focus group interviews using the open-ended questions from the survey 

and allowing participants to expand on the written responses orally. The open-ended questions 

from Part III of the survey was used as a catalysts to conduct the focus group sessions with 

selected participants after the administration of the survey. The focus group sessions allowed 

opportunities for the participants to share examples and scenarios of situations and incidences 

that they experienced while at school, thus providing the researcher with more knowledge about 

distinct feelings and beliefs of the participants through open-ended dialogue.  The researcher 

took notes during the focus group session. The researcher reviewed and transcribed the open-

ended responses to provide disaggregate data into themes and concepts according to guided 

protocol. According to Bodgan and Biklen (2006), “Analysis involves working with data, 
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organizing them, breaking them into manageable units, synthesizing, searching for patterns, 

discovering what is important and what is to be learned, and deciding what you will tell others” 

(p. 157).   

Summary 

In this chapter, the researcher presented a specific methodology for the study. The 

participants were purposefully selected. The instrumentation section of this chapter describes the 

survey, which included demographic information, open-ended questions, and questions on a 

Likert scale. Data collection and analysis procedures are discussed for three means of data 

collection: (a) survey containing demographic questions, (b) open-ended questions and Likert 

scaled questions, and (c) responses obtained in focus group interviews using the open-ended 

questions from the survey and allowing participants to expand on the written responses orally. 

The findings are presented in Chapter IV. Chapter V will provide discussions, implications, 

recommendations, and conclusions.   
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CHAPTER IV 

FINDINGS 

Introduction 

The purpose of the phenomenological qualitative study was to examine the perceptions of 

middle school band and choir teachers regarding the impact of music education on students’ 

academic achievement. Music education has been known to enhance listening skills (Dryden, 

1992). Educators could benefit from the information obtained in this study and gain a better 

perspective on music’s impact on student academic achievement. Students are trying to find a 

balance in their life and one of the most empowering, positive ways to express oneself is through 

the arts programs (Clift et al., 2008).  

The focus of this study was the perceptions of band and choir teachers and how arts 

programs help students improve academically. This study gave voice to teachers in six different 

states regarding the arts programs in their respective state. The research questions used to 

understand the phenomenon were:  

1. What are the perceptions of middle school band and choir teachers regarding the impact 

of music education on student’s academic achievement? 

2. What are teachers’ perceptions of their influence of the development of the whole child 

and student’s achievement through music education? 

The purpose of this chapter is to report the results of the data analysis gathered from 

semi-structured interviews and surveys. The following chapter is organized as follows: 

introduction, demographics and participant background, analysis of the data, surveys, focus 

groups, interview questions, themes that arose from the interviews, and a summary. In this 

chapter, the researcher reported the data collected through interviews and surveys and discussed 
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how they address the research questions. With the national pandemic in our country, the 

researcher had to conduct two rounds of soliciting participants due to changes in job and the 

unknown of where they will be in upcoming school year. The researcher began collecting data in 

June by sending out 50 surveys through electronic mail. In return, there was 23 response with 

only 10 completing the survey. The researcher sent out 40 more surveys in November through 

electronic mail. The researcher had 36 completed surveys, which totaled 47 participants for the 

survey and 10 participants for the focus group.  

Demographics and Background of Participants 

 

Figure 1. Gender of Participants Smart Survey by A. G. Mosby, 2020.  
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Figure 2. Ethnicity of Participants Smart Survey by A. G. Mosby, 2020. 

 

 

Figure 3. Arts Instruction in School Smart Survey by A. G. Mosby, 2020. 
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The participants in this study were both male and female who are currently teaching band 

or choir on a middle school campus in the states of Texas, Louisiana, Alabama, Arkansas, 

Mississippi, and Georgia. Of the forty-eight participants in the study, 63 percent were females 

and thirty-eight percent were male. The study shows a diverse representation of ethnicity with 

African American  of 38 percent, White 49 percent, Latino 4 percent and other races at 9 percent. 

In the representation of the states are Texas with 55 percent, Alabama 15 percent, Mississippi 9 

percent, Arkansas 9 percent, Louisiana and Georgia with 6 percent. Only 70 percent of the 

participants were specialist at their schools while 30 percent were not.   In regards to teaching 

experience, 28 percent of the participants have 20 plus years of service, 17 percent with 15-20 

years of service, 15 percent with 10-15 percent of service, 26 percent with 5-10 years of years of 

service and 15 percent with 1-5 years of service. The participants classes taught were 33 percent 

choir and 67 percent band. The highest academic degree by the participants were sixty-one 

percent had a master’s in arts with thirty-six percent earned a bachelor’s in arts and two percent 

received a PhD/EdD.  

According to the results from the survey, teachers attend staff development workshops at 

the beginning of every school year.  The participants answered questions about attending staff 

development workshops in the past 3 years and attending fine arts workshop in the past 12 

months and the researcher was interested to know if their attendance was voluntary. The results 

revealed in the past 3 years forty-seven percent of the participants only attended 0-10 staff 

developments, thirty percent did 10-20 staff developments, twenty percent attended 20-30 and 

only three percent attended 30 or more staff developments. Regarding fine arts workshop eighty-

five percent stated they attended workshop in the past 12 months to help improve their skills and 

only fifteen percent did not attend. Eighty-seven percent of the participants stated that attendance 
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was voluntary, and thirteen percent said it was not voluntary. The participants gave  insight on 

how they would characterize the arts instruction in their schools. Of the four types of arts asked 

in the survey music had fifty-seven percent excellent instruction followed with a tie between 

music and visual arts at forty-three percent adequate instruction, theater at fifty percent and 

dance at fifty-three percent inadequate instruction.  

Data Analysis 

The data obtained from the online surveys  was analyzed by the researcher . The survey 

consisted of two major components. The two components were the importance of band and choir 

activities as part of the classroom curriculum to help students learn and communicate and the 

attitudes and potential concerns of the music in the curriculum. The second part of the research 

came from the focus group totaling of 5 questions each with each group only having one session. 

Each participates was identified by alpha lettering system for their responses to the questions. 

The focus group was identified as A-E and the second was identified as F-J. Each focus group 

brought about great insight for the researcher. To determine a complete analysis of what the 

researcher found information was explained in detail as to what the findings and analysis were 

for the two research questions pertaining to the survey itself as well as the focus group 

participant perspectives regarding the questions they were asked.  

Research Question One 

 What are the perceptions of middle school band and choir teachers regarding the impact 

of music education on student's academic achievement? 

Survey Likert Scale Responses 

The survey results of section II reveal the perceptions of teachers’ thoughts on how they 

feel band and choir activities in middle school as  a part of the classroom curriculum help 
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students learn and communicate what they know. The survey results regarding the importance of 

music education was broken down into seven subcategories that help to answer the  research 

questions revealed  the percentages as follows: 

 
Figure 4. Importance of how teachers feel about music education for students. Smart Survey, A. 
G. Mosby (2020) 

Focus Group 

Ninety-two percent felt it was very important music education helped to developed self-

esteem or confidence were the other ten percent felt it was important. Forty-two percent felt it 

was very important students read or attend a play where they study a culture, concept, or time 

period, and thirty-eight percent felt it was important, and twenty percent felt it was somewhat 

important. When asked about how engaging the music activities such as create a sound score to 

accompany a story, write and sing a song in the style of a different time period the results were 

thirty-eight percent felt it was very important while 40 percent felt it was important, seventeen 

percent is somewhat important and six percent feel as though it has a little importance.  
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Students who have been exposed to a wide range of musical styles from many different 

cultures and time periods survey revealed eighty-eight percent felt it was very important , ten 

percent thought it was important and two percent felt it was somewhat important.   When asked 

about supporting across the curriculum in reading and writing instruction forty-eight  percent 

said it was very important, twenty-nine percent said it was important, seventeen percent choose 

somewhat important and two percent said of little important, and four percent said not important. 

When asking about how they feel listening to a piece of music to help study a culture, concept, or 

time period fifty-four percent felt it was very important, and forty-four percent chose important 

and two percent felt it was little of importance. 

Focus Group 

The following responses are from the 10 selected participants chosen and who agreed to 

be a part of the researcher's focus group. The researcher asked the five questions to the group in 

one session where they could expound upon their thoughts from the open-ended questions from 

the survey.   

Participants A, B, and H agreed that some advantages are the engagement with other 

students of their age group, showing growth and moving the students to motivate them to one 

day making music a profession.  

Participant C stated: “Music education is for students to learn discipline in their life with 

forming study  habits and the ability to think and process differently because of how music taps 

into another portion of the brain. Learning music can be transferred to the real world to help 

students think outside the box when trying to solve a problem.”  

Participant D stated: “Being educated musically outside the classroom allows them to 

connect with life and culture in a real way and not just another subject matter in school. Music is 
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a part of so many aspects of life such as being a part of sporting events to help create excitement, 

creates suspense in movies, a part of commercial and tv sitcom jingles, dine-in restaurants and 

more.”    

 Participant E stated: “Outside of the classroom students can focus on music and instead 

of the other core subjects. For those students that learn music outside of the classroom they can 

get one on one and hands on help with learning music. Taken the lessoned learn outside of the 

classroom it can be used to enhance their in-class performance. Learning music outside of the 

classed eliminates common in class distractions such as talking and off task behavior.”  

 Participant F stated: “Advantages brings about teamwork, responsibility and 

accountability. The students can process emotions through an art form.” 

Participant G stated: “Students will be well-rounded and they can apply music to other 

subjects and make math, science/physics, English, history and so forth fun to learn.”  

Participant H stated: “Learning about music helps them dig deeper in their classes and 

the student gain appreciation in their chosen elective without the constraints of time and TEKS 

expectations.”  

Participant I stated: “Having a musical family member or taking private lessons gives 

the students leaps and bounds motivation and a different mindset.”   

Participant J stated: “Getting one-on-one attention with a specialist, working with 

characteristics of their instrument and the teacher can deal with individualized issues of each 

student.”  

Question 2: Do you find any negative aspects to having music education in schools? If so 

what?  Participants disagreed on this question which can lead to the fact of what state a person 

is teaching in.  



69 
 

 

Participants A and B stated: “There are negative aspects with music education in 

schools when competing with football and basketball. They feel as though they are in 

competition with the athletics students.” 

Participant A stated: “That music students were called names or looked at as “weirdos 

or lame” students because they are in band or choir. Most of the popular students are in football 

or basketball.” 

 Participant A also stated: “It was sad that parents felt the same way and supportive of 

their child being in band or choir  and that they are not looking at the fact of receiving a 

scholarship.  Parents would rather see their child on the football field but until they get hurt then 

the parents look at the fact that the child can do something different.”  

Participant B also stated: “That it is stems from getting money to run the programs with 

the instruments and support from the administration and parents. They feel as though this can be 

a way of life and getting students through school.”   

Participant B also stated: “Music is treated like an elective with no credit. The focus is 

on sports. They really had to do some soul searching which make it hard for them to teach music. 

Looking at child struggling to keep up just to be in sports but put labels on students who on are 

band or choir which is not so popular at this age.” 

Participant B stated: “Last statement was that they refused to let a child be labeled 

because they play an instrument.  

Participant C stated: “That they have not found any negative aspects to having music 

education in the school. It is very beneficial for all students.” 
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Participant D stated: “That there are not really any negative aspects of having music 

education in the school, but we must be careful not to allow it to be too institutionalized, such as 

jazz music.” 

Participant E stated: “There are no negative aspects to having music education in 

schools.”  

Participants G, H, I agreed: “There are no negative aspects to music education in the 

school.”  

Participant H stated: “Schools will benefit positively providing different music groups 

to students’ population.”  

Participant I stated: “Every child should have access to music education.”   

Participants F and J stated: “One negative aspect with music education in the school 

which where cost and  administration scheduling large classes. Participant F stated having a 

dependable resource  available to the district with owning their own instruments helps 

abundantly. Participant J stated avoiding placing music classes at the same time as singleton 

classes (calculus, German, etc.) with the understanding that music classes function best with 

ability  grouped rather than grouped by grade.” 

Question 3: What do you know about the effects of music education and how it can 

affect the academic achievement of students at the middle school level?  Each participant varied 

in their response, but they all agreed that it is very rewarding at the middle school level.  

 Participant A responded: “It helps with confidence, how they think and feel. As music 

educators we are guiding them as choir and band students based on statistic you have the highest 

score, smartest, most intelligent and brightest students because you can process and think at a 

higher  level. Playing an instrument or singing allows you to use your brain in ways most 
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students don’t use daily. One of the hardest things is getting the students to buy into the concept 

and believe in themselves that if you can master this instrument or this song it will translate over 

to what you are trying to do in the classroom. Therefore, they are better students and test scores 

are higher and it creates a positive atmosphere for the school in general.” 

 Participant B stated: “Due to Covid-19 their district is asking them to incorporate math 

into music. In response to this they have been telling them that music is already in math. In soul 

searching of how they are being treated by the administration and academics in how they deal 

with the band and choir students. With teaching music, it must be linked to the core subjects 

when  in fact music is already link to all the core subjects. Such as a math division and fractions. 

Having the basic elements of math there is not a math problem you cannot solve. Looking at the 

reading and interpretation. I have been trying to teach my students the basic music vocabulary. 

Hearn deals with English language and how they interpret music, and in the reading assignments, 

or how music should be played. The author expects their music to  be played and for you to feel 

what they wanted. But due to the lack of funding they have  force them to teach history and kids 

are liking it. The history in music is link to their regular history class and science. Given the 

explanation that anything dealing with the arts is link to other subjects you must open your mind. 

The example that was given was looking into Bach and how he read Newton book which covers 

the baroque period of  music. Bach used a formula from Newton and used it in his music to reach 

you emotionally and intelligently. This is how the arts helps focus and broaden you scope of all 

subjects and how to interpret them.”  

 Participant C response: “Middle school is a transition time for them and looking for 

positive activities for the students where they can challenge the students and encourage them at 

the same time. Music education develops students and connects them with other students who 
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are like them. Academic become a priority when compared to band and choir. When I was in 

middle school the enjoyment I had from it and how I loved to get better at my instrument  taught 

me discipline in my life and how I had to practice taught me that I also had to study to achieve in 

my academics.”  

 Participant D responded: “Music provides relaxation, concentration, excitement, hence, 

adds value to the learning process while listening to it during academic learning. It also ties into 

all other disciplines in school such as math, science, physics, history, and technology.”  

 Participant E stated: “Music students tend to be some of the smartest students on 

campus. Music can relate to  just about any core subject. Reading music helps students to know 

patterns. Teachers and parent can use participation in music to motivate students to do well in 

their classes.” 

 Participants F and I stated: “Learning time management helps with getting work 

completed before and after rehearsal.” 

Participant F shared that “Repetition helps with learning new concept and problem 

solving.”  

Participant I stated: “Students participating in arts are more focused self-motivated and 

can work in teams.”   

Participant G referred to Tim’s Lautizheiser’s Music Advocacy stuff and Music and the 

Brain.  

 Participant H stated: “Participating in music group helps students out academically. 

Students understand how passing all classes makes them eligible to perform in contest and play 

sports. This participant also suggested looking at SAT averages of high school students and how 

the music students score much higher than state and national averages.  Participant J stated multi-
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tasking helps with development. For example, musical training deals with reading and 

interpreting symbology, applying physical techniques (breathing, posture, and fingering, 

listening for analyzing one’s performance, emotional activity to produce sound) and working in 

teams is beneficial.” 

Common Themes  

The common themes that were aligned to research question 1 that the participants stated 

in the survey and focus groups were and how participating in music education can express one’s 

creativity, motivation, bring about growth in learning and life and help with social emotional 

learning. Participants 1, 2, 3, 5, and 8 stated in their own words the creativity aspects students 

can tap into their own creativity which gives students a better worldview and understanding from 

various perspective. Being expressive this an outlet to relieve frustration and appreciate and 

value the art of their time and the art they will produce. Furthermore, they spoke about the 

growth of music by encouraging one another to grow from their mistakes instead of bringing 

each other down. The students learn to communicate with their peers to resolve a conflict that 

may arise and how to respond to daily artistic responsibilities. As students are growing, they 

learn to evaluate their actions and consequences. In addition to creativity and growth, motivation, 

and social skill is equally important in music education. Participants 1,3,13,22,25,28 and 31 

pointed out that students learn to self-manage feelings and make short- and long-term goals to 

motivate themselves.  

As teachers see the childish aww for music, learning what they heard and new sounds 

motivates them to keep giving new information. The no pass no play law is a big deal for music 

students wanting to stay on top of the game to perform. Being invested in music in the arts; 

usually, the students are invested in their education; thus, they want to have achievement and do 
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well in school. One key point to the motivation of the kids is relationship building and 

consistency. Ensure that kids have a space to hold accountable and create a space to be consistent 

in expectations/standards. In support of music education, social skills play a major role. 

Participants 1, 4, 6, and 7 shared how students learn self-awareness in learning their roles in the 

ensembles; they can identify how their thoughts and feelings affect their performances. 

Respecting one another and appreciating each other’s culture allows the students to open 

up and learn to take chances when learning their art skills, building a social climate of safety and 

diversity. Teaching the shill of music and the art of expression fosters social growth and 

interactions. The focus group participants gave examples of students showing creativity, 

motivation, growth, and social skills.  Participant A, B, C, D, and E agreed that students go to 

concerts, festivals and learn to play instruments because it is something that they want to hear 

and learn and that it motivates them and inspire them to see other people do something like a 

future and to gain experience to help grow and see how it intertwines their lives and inspire.  

Research Question Two 

What are teachers’ perceptions of their influence of the development of the whole child 

and students’ achievement through music education? 

Survey Likert Scale Responses 

Eighty-six percent strongly agree that music study can improve student achievement in 

other subjects. The remaining thirteen percent was divided among seven percent agreeing, three 

percent neither agree nor disagree and three disagree. Thinking about how classroom teachers 

should integrate content from music class into other subject fifty-three percent strongly agree this 

should happen, following twenty-three percent neither agree or disagree, twenty percent agree, 

and three percent disagree. When asked about their school being supportive or innovative 
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teaching approaches fifty-three percent strongly agreed their school is doing this, with twenty-

three percent agree they have it in the curriculum, seventeen percent neither agree nor disagree in 

seeing this in their school, six percent disagreed or strongly disagree. The participants were 

asked how they felt if there are many students in their lass who would especially benefit from 

more arts activities in the curriculum. Over half of the participants strongly agreed of sixty 

percent followed by twenty-seven agreeing to the idea and thirteen percent neither agreed nor 

disagreed. 

Survey/ Open Ended Responses  

There was a common consensus of 29 participants regarding the motivation of arts with 

improving students' academic achievement and development of the whole child. Participants 4 

and 25 stated that the arts were a gateway to discovering a unique perspective of culture and 

history. It allows students to express themselves in genuine ways and helps make real-world 

connections. All participants stated that arts help students be confident, advocate for themselves, 

and become more well-rounded students. Participant 13 stated that instructional gaps are closing 

when comparing fine art students and non-fine arts students. In nurturing the child's 

development, the fine arts curriculum has embedded context in other academic and nonacademic 

courses.  Participant 17 stated that working in other classes stretches their brains to teach them 

skills that will be useful in classes and life, leading to leadership, perseverance, independence, 

the importance of a team, and not letting something be good enough. 

Focus Group 

Question 4: How does music education affect the cognitive growth of students learning? 

 Participant A stated: 
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 It is kind of like what they stated early that it heightens their thinking skills, they  are 

 more expressive, more creative, take everything to higher level in not given simple 

 responses and able to explain in more details with asking why.  

 Participant B responded:  

 By doing an experiment with the students listening to Bach fugue or cantata as they do 

 math or when listening to the math teacher online. They were to do this for a week and 

 report back their feelings. The students listening to the Bach the music gave them a 

 feeling of they knew or felt they understood what was going on in class or in the lesson.  

 Participant C responded: 

  The cognitive growth of students learning is greater with music education than without. 

 They did a study of third grade violin students STAAR test results versus non-violin 

 students STAAR test results. When they tracked the test scores, they found that most of 

 the violin students did score higher on the STAAR test than their peers to justify that 

 music education produces a greater amount of cognitive growth in students. Music 

 education trains the ears, so the students must be good listeners. Music education also 

 works with math and science as reading notes and sound waves are all in music.  

Participant D stated: 

Music causes one to tap into their critical thinking skill, such as analyzing music form 

 and structure, even some lyrics, learning about sequence, patterns, improvisation and 

 these things can translate to other subject and content areas.  

Participant E stated: 

Music makes your brain work. It calls for higher lever thinking and analysis. 

 Performing on an instrument aids with the development of hand eye coordination. 
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 Listening to performances helps students to think critically about what they hear.  This is 

 an opportunity for students to express their views and opinions about a piece of music.  

Participant F stated as students are processing a lot of information it helps with 

becoming a fluent reader in other classes as well as thinking through multi step problems.  

 Participant H stated: 

This is actually a very bad performance agreed with Participant F in how music teaches 

 problem solving skills which are no longer being taught in elementary schools. They 

 continue to state music education teaches how to recover from failure and 90% success 

 on a performance. 

 Participant I stated:  

 Students learn to deal with groups of people and individuals who may not think or 

 believe the same as them but able to work past their differences to meet a common goal. 

 Participant J stated theory and physically making music increases the brain ability to fire 

 transmission between different regions of the brain. They state that clinical experiments 

 have proven that the electrical speed increases because of the activeness of the brain as 

 you are physically engaged making music. Using music as memory device will learning 

 these examples: the quadratic equation song, order of presidents and so forth.  

Question 5: What are some resources available for teachers to include music education in the 

core curriculum of the development of the whole child? 

Participant A stated: 

 Resources at their school is the principal having the music teachers work with a science 

 teacher in the classroom and rotate them by the week. The core teachers would come to 

 the music teacher’s classroom. Outside of working together in the classroom emails 
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 would be sent out about different professional development and modules for them to 

 work on their own.  

 Participant B stated:  

 New articles from Newsela that I found last were it focused on reading a language 

 art. They incorporated pop culture, music. For as core teachers the resource would 

 be Math and Music which is free personally I have not used it but they have some  good 

 information in there. I have started finding my resources to help the students because the 

 school and students are focusing on doing well on the state test. In  order to show I am 

 team player I use NewsELA because the focus on learning is shifting towards the other 

 core subjects.  

 Participant C  responded: 

  The available resource that is free for all teachers to include music education in the core 

 curriculum is Youtube. On Youtube you can find all different kinds of music. Music for 

 studying, music for exercise or music to write about. As the student what kind of feelings 

 do they have when they listen to certain types of music, and as the students are working 

 let music play in the room to stimulate their mind.  

Participant D stated they would recommend the “jazz for young people curriculum” from 

Jazz at Lincoln Center because it covers much of what was discussed in this questionnaire.  

 Participant E stated:  

 I always use Making Music Fun as a resource to enhance instruction. This site has 

 musical exercises and cultural articles about music. It helps with math, history, and 

 reading comprehension. If my students are playing certain pieces of music, I try to relate 

 it to history so that the students will have that connection.  
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 Participant F stated:  

 Even though they have no experience but know of successful  teachers who taught 

 in core subject uses the concepts of songs from Youtube or created them their selves. As  

 a remembrance they shared when they were in 8th grade algebra using the song ‘Pop Goes 

 the Weasel” help with learning the quadratic formula.  

 Participant G referred to kindermusik to look at the benefits of classes.  

 Participant H gave a list of 5 websites to view for further information.  

 Participant I stated:  

 Cross curricular instruction in science about sound waves using bells, music time  periods 

 in history, counting in mathematics, and musical phrases just like sentences on paper. 

 Participant J stated they were unaware of any curricula beside singing games that already 

 tied to academic material.  

Common Themes 

The common themes that aligned to research question 2 that the participants stated in the 

survey and focus groups were teamwork, cross-curricular, critical thinking, discipline, self-

confidence, and problem-solving.   

Many participants stated they use arts as a motivator for their students because they must 

become leaders to other students, learn how to take the initiative, and make the right decisions 

for their lives. With the arts, you learn discipline through practice, learn how to be a team player, 

and learn how to push yourself to become a leader. Participants 21, 40, and 47 agreed teamwork 

is important to learn because, in music, you are playing with a diverse group of students from 

different backgrounds. In working in teams, everybody interprets the same experience differently 

while understanding other emotions. Teamwork, which is involved in ensemble playing, directly 
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influences one’s social skills in general. Participants 9,7, 13, 23, 40, 46 agreed how participating 

in music has helped them personally, or students achieve academically in other classes. 

Participants 40 and 46  stated that students are successful in the rest of the classes while 

participating in band as an example of working on something until it is the very best, and in 

order to participate in extra-curricular activities, they must pass their classes. Participant 40 

firmly believes that physical, intellectual, and emotional skills when correctly executing musical 

tasks serve to quicken the brain's firing synapses. 

 In addition, the multi-tasking inherent in music-making develops a higher level of 

physical and intellectual awareness. Fifty percent of the participants in the focus groups stated 

how they incorporate other subjects in their music class for cross curricular learning. Using 

music tunes such as Pop Goes the Weasel to learn the quadratic formula. When students are 

learning a new piece of music, they are able to make a connection to history. Allowing the 

students to read news articles based on a genre of music helps with reading comprehension. 

Teachers working together and collaborating after observing in their classroom to help 

incorporate each subject in the student learning.  

Thirty-three percent of the participants stated how music helps the development of the 

whole child. Fostering the development t of creative thinking skills, students develop skills to 

cope with unknown or unpredictable situations when they arise in their lives. The creative nature 

of arts lends itself well as a vehicle for developing this kind of thought process. Music has a way 

of developing aspects of a child that maybe neglected by the other academic areas. 39 percent of 

the survey participants stated that teaching music concepts significantly impact many of the 

academic areas. Teachers seeing the impact on the individual students notice their love for 

music, becoming young musicians and well-rounded individuals.  
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Students learn to develop self-confidence, how to interact with others, and develop the 

skills of collaborating with others to strive toward a common goal while still being distinctively 

different and unique. One participant stated that they had an interesting childhood and choir was 

a safe place and this is where they gained confidence. Every student has their niche, but arts is a 

motivating point for most. Not all students will be an excellent player, but those that take band 

begin to develop self-confidence and discipline all while making friends and having fun. Another 

participant explained how they left the corporate business to pursue a master’s in music 

education. Being in the classroom and watching their students grow in their art helped discover 

their creativity, explore music, and rise from low self-confidence. They did not regret their 

choice.  

Teacher influence in the arts is the best avenue to teach students Social & Emotional 

Learning (SEL). Through SEL in arts, students learn self-awareness by learning their roles 

within an ensemble and identifying how their thoughts and feelings affect their performance. 

Through the arts, students learn about diversity, respect one another, encourage one another to 

grow from their mistakes, create a community within their ensemble, and communicate with 

peers to resolve conflict. 

Summary 

Chapter IV provided an overview of the study's findings based on the middle school 

band's responses and choir teachers' perceptions of music education's influence on students' 

academic achievement. The participants gave their perceptions of how they feel about music 

education and its impact on students' academic achievements and their attitudes and concerns of 

music into the curriculum. The survey instrumentation revealed how music is perceived in 

middle school from various states in the United States' southeastern region and how students 
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participate in the music program, especially band or choir, because it will positively impact 

students' academic achievement. The first research question addressed the importance of band 

and choir activities; then, themes included expression of one creativity, motivation, growth in 

learning and life, and social social-emotional. The second research question addressed the 

development of the whole child and students' achievement through music education. The 

emergent themes include teamwork, cross-curricular, and problem-solving.  In Chapter V, the 

researcher provided an overall summary, discussion, implications, recommendations, and 

conclusions for this study's findings.   
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CHAPTER V 

DISCUSSION, IMPLICATIONS, RECOMMENDATIONS, AND CONCLUSIONS 

 Discussion 

The purpose of this phenomenological qualitative study was to examine the perceptions 

of middle school band and choir teachers is regarding the influence of music education on 

students' academic achievement. The theoretical framework which leads this study was based on 

Howard Gardener's Theory of Multiple Intelligences (MI).  The findings of this study align with 

the MI theory because the use of all of the intelligences allows one to achieve in all subject 

matters. The spatial intelligence  and logical-mathematical intelligence relate to the visual and 

spatial cognitive growth of a student when learning in mathematics. Personal intelligences which 

encompasses interpersonal and intrapersonal with music brings about the expressions of how one 

may be feeling at that moment and not able to put it into words. The linguistic intelligence helps 

students in music to understand the genre of  the music in which they are learning to play or sing 

which helps with cross-curricular learning of history and reading.  The natural, musical, and 

bodily-kinesthetic can be intertwined in any other of the intelligences with the performances in 

showing emotions of the piece of music. Allowing one voice or sound to convey the true raw 

emotions of the genre.  Gardner defines the seven intelligences: linguistic, logical-mathematical, 

spatial, musical, bodily-kinesthetic, personal (interpersonal and intrapersonal), and natural 

intelligence. The MI theory state that all seven intelligences are needed to function productively 

in society (Brualdi, 1996). The literature review provided evidence to support the impact of 

music education on students' academic achievement. Every Student Succeed Act (ESSA) 

guideline clearly stated that music and arts are included in the definition of a well-rounded 
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education. The purpose of this qualitative study is to gain a better perspective on music's impact 

on student academics and the benefit from the information obtained in this study.  

The study was created to analyze teachers' perceptions and how students participating in 

the arts, especially band and choir, increase students' academic achievement. Two research 

questions guided this study:  

1. What are the perceptions of middle school band and choir teachers regarding the impact 

of music education on students' academic achievement?  

2. What are teachers' perceptions of their influence on developing the whole child and 

student's achievement through music education?  

This qualitative research study included an analysis of data gathered from surveys and 

semi-structured interviews. The examination of the study was organized into two main 

categories. The first research question was to determine the perceptions of middle school band 

and choir teachers. The second was to determine if participating in band or choir influences 

students' academic achievement. The teachers in the six states were involved in the study. Their 

personal experiences and beliefs from the survey confirmed their perception of music education's 

importance in schools. The participants agreed strongly that music education influences students' 

academic achievement and the child's development. After examining the findings from the 

survey and focus groups, the findings revealed that students who participate in the band or choir 

are  able to express themselves through music, creativity, better communication, self-motivation, 

and social, emotional learning. The researcher gained knowledge of the participants' feeling and 

their perceptions from their personal experiences and teaching experience of band or choir.   
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Implications 

The data provided convincing evidence that art integration helps with critically thinking, 

uncovers the benefits of tolerance and empathy, and improves resiliency. Drama encourages risk-

taking, where the students gain the opportunity to transform themselves into characters of the 

material they have read (Gullatt, 2008). Adopting the arts' integration into content instruction, 

students benefit from learning and enhancing thinking dispositions (Hardiman, Rinnel, & 

Yarmolinskaya, 2014).  Taken altogether, the data presented here provide evidence that music 

causes one to tap into their critical thinking skill, such as analyzing music form and structure, 

even some lyrics, learning about sequence, patterns, improvisation and these things can translate 

to other subject and content areas.  

This teacher said, “I want my students to not just be good singers, but to be good people, 

and singing meaningful and diverse music in a tight knit choir expands their worldview and 

encourages cooperation and teamwork.”  

Music education is for students to learn discipline in their life with forming study habits 

and the ability to think and process differently because of how music taps into another portion of 

the brain. Learning music can be transferred to the real world to help students think outside the 

box when trying to solve a problem.  

One participant stated, “Even when the students aren’t choosing music as their career, 

many students have come back to reflect how important those classes are helping them in their 

careers.”  

The cognitive growth of students learning is greater with music education than without 

because this teacher stated “music stretches their brains to teach them skills that will be useful in 
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other classes and in life (ex: perseverance, leadership, independence, importance of a team, and 

not letting something be good enough).”  

Music education trains the ears, so the students must be good listeners. Listening to 

performances helps students to think critically about what they hear.   

A participant conducted an experiment with her students by having them listen to a Bach 

fugue piece while in math class or doing math work virtually. The participant wanted the 

students report their feelings after a week. In their experiment they learned they students felt 

confident in what they learning math and that they understood the work being taught them.  

Music education also work with math and science as reading notes and sound waves are 

all in music. For instance, a teacher stated the lyrics to songs can be used to look at meter and 

poetry for English.  

Time signatures in math, music history relates directly to social studies, and  how 

instruments and vocal chords produce sound in science. Music make your brain work by calling 

for higher level thinking and analysis. 

 A teacher indicated in her response that she was a firm believer in the idea that the 

physical, intellectual, and emotional skills required to correctly execute musical tasks serves to 

quicken the firing of synapses within the brain. In addition the multi-taking inherent in music 

making (reading, fingering, breathing, maintenance of proper embouchure, analysis of pitch, 

physical adjustments necessary to adjust pitch, listening not match others, making choices as to 

style and dynamics) develops a higher level of physical and intellectual awareness. This in turn 

can translate to higher achievement in strictly academic areas.  

This is an opportunity for students to express their views and opinions about a piece of 

music.  A teacher stated, “the arts help students express their emotional side in a way that is not 
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allowed or socially accepted in other areas of study or groups/teams. But, when I see a child 

open up, I am motivated to allow them to find their sense of worth and allow them to express 

themselves without fear of repercussion.” As in previous studies, the results of this analysis 

confirm that music helps with student achievement.  

Integrating arts into a curriculum provides students with a creative means of learning and 

applying classroom skills The Institute for Arts Integration and STEAM. (2020). Every school 

district should institute a fine arts program. Students in an intensive art setting excel in 

expressing thoughts and ideas, exercising their imagination, and task risks (Burton, Horowitz, & 

Abeles, 1999). The teachers who engage in arts integration practices find students who are 

motivated and engaged in learning (Cornett, 2007; Fiske, 1999; Noblit et al., 2009; Stevenson & 

Deasy, 2005).   

Ample evidence exists to support this implication from the participants responses. To 

validate these findings participants provided information about students will be well-rounded and 

they can apply music to other subjects and make math, science/physics, English, history and so 

forth fun to learn. Music can relate to just about any core subject. Reading music helps students 

to know patterns. 

Teachers and parents can use participation in music to motivate students to do well in 

their classes. The students participating in arts are more focused self-motivated and can work in 

teams. Music education develops students and connects them with other students who are like 

them. Academics becomes a priority when compared to band and choir. One participant gave an 

example of how being in middle school and the enjoyment they had and how they loved 

improving in learning their instrument taught self-discipline in their life and studying helped 

them achieve in their academics.  
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Recommendations for Future Research 

This research shows  a deep connection with developing a whole child's education and 

integration of the arts in other curriculum subjects. Based on the findings of this study, there are 

four recommendations for future researchers to investigate. The first recommendation for future 

researchers is to examine how participating in any fine arts program including dance, visual art, 

theater, and orchestra influence and benefit middle school students' academic achievement. In 

recent research studies on arts integration the theory of enhanced memory when student learn 

non-arts content through arts-integrated pedagogy. For example, Hardiman (2010) and Rinnel, 

Gregory, Yarmolinskaya, Hardiman, ( 2011) describe potential cognitive benefits of the arts on 

long term learning. Both authors talk on the cognitive science benefits of rehearsal, elaboration, 

enactment, oral production, effort after meaning, and pictorial representation.  

The second recommendation for the researcher would encourage studies to examine how 

elementary schools can consistently offer fine arts to students to gain foundational skills. As in 

previous studies, the results of future analysis could confirm that budgets cuts have an effect on 

music programs because that is the first extracurricular activity reduced from monetary 

allotment.   

The third recommendation would be a comparison study of arts program statewide. The 

future research would determine how the arts programs differ from various regions of the United 

States. The researcher conducted the study in the southeast region of the United States with an 

emphasizes on band and choir middle school students and students’ academic achievement . 

The final recommendation from this study would be to shed light on students social and 

emotional development embedded with music education when looking at the development of the 

whole child. In this study, an interesting side finding was that music students was looked as not 
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popular as the athletic students in the school which can play a part in a child social and emotional 

development. Having further research conducted in other states can show how participating in 

arts programs can help with the development of the whole child.   

Conclusions 

The organization of the study was compromised of five chapters. Chapter 1 included the 

background of the study, statement of the problem, statement of the purpose and significance, 

research questions, the definition of terms, theoretical framework, limitations, delimitations, 

assumptions, and organization of the study. In Chapter 2, the researcher explored the literature 

and provided evidence to support music education's impact on students' academic achievement. 

In Chapter 3, the researcher presented a specific methodology for the study.  

The participants were purposefully selected and currently teaching band or choir in 

middle school. The data collection and analysis procedure were discussed for three means of data 

collection, which included: (a) survey containing demographic questions, (b) open-ended 

questions and Likert scaled questions, and (c) responses obtained in focus group interview s 

using the open-ended questions from the survey and allowing participants to expand on the 

written responses orally. In Chapter 4, the participants shared their perceptions of how they felt 

about music education and its impact on students' academic achievements, along with their 

attitudes and concerns of music into the curriculum. The instrumentation of the survey revealed 

how music is perceived in middle school from various states in the southeastern region of the 

United States and how students' participation in the music program, especially band or choir, 

positively impacts students' academic achievement.  

The study was conducted to analyze teachers' perceptions and how students participating 

in the arts, especially band and choir, increase students' academic achievement. The examination 
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of the study was broken down into two categories (1) perceptions of middle school band and 

choir teachers and (2) participation in band or choir influence on student's academic 

achievement. The participants strongly agreed music education influences student's academic 

achievement and the development of the whole child.  In conclusion, the increasing problem is 

the emphasis on teaching tested subjects in public schools, which has resulted in severe 

reductions in arts education, including music.  

The data collected was based on middle school teachers’ perceptions of band and choir 

regarding the influence of music education on students’ academic achievement. This study 

provides evidence that music education had an impact on students’ academic achievement and 

development of the whole child. Every child is entitled to a wholesome education, and music is 

part of a child's development. An important finding that emerge in this study was from a teacher 

who stated: 

So many of our students are not receiving musical education at home—their parents  

 don’t sing to them, they don’t have exposure to instruments or different genres of music, 

 they don’t get to experience theatre or visual art at a high level. Many of my Title I 

 students are just struggling to get by. Fine Arts education gives them a place to express 

 their emotions, be exposed to creativity and beauty, overcome challenges, and tell their 

 story. 

As a result, the study provides educational leaders awareness about the importance of 

music education in schools.  Therefore, school leaders, both campus and district with legislatures 

on the state and federal level, should use these implications and recommendations when relying 

on music educators to support the child's development. The legislator should consider fully 

funding districts' music education programs because of their impact on child development and 
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students' academic achievement.   Keep the music programs at the top of the list when allocating 

money to departments will show the teachers' voices have been heard and value their 

contribution to students' academic achievement. Overall, the researcher will use the findings of 

the research to advocate for music programs to be consider a top priority when structuring 

courses, for the school year.   
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APPENDIX C 

 
On Sun, Sep 22, 2019 at 7:39 PM  
 
Mosby, Alta G <mosbya@hbu.edu> wrote: 

 
Good afternoon,  
 
I am currently seeking my doctorate degree in Executive Education at Houston Baptist 

University. My research topic is Arts Integra on with Student Achievement focusing on 4th and 
 5th students. I am interested in using your survey as part of my dissertation. In order to 
properly cite you. I am requesting your permission to use your survey and modify parts of the 
questions? Your permission will be included in my appendix and I can provide you a copy of the 
survey with the modifications that will be used.  Thank you in advance!  

 
From: Mosby, Alta G <mosbya@hbu.edu> 
 Sent: Monday, September 30, 2019 9:49 PM 
 To: Alta Mosby <agmosby@aldineisd.org> 
Subject: Fw: Teaching With Arts Survey 
From: Barry Oreck <barry@barryoreck.com> 
  Sent: Sunday, September 29, 2019 8:54 AM 
  To: Mosby, Alta G mosbya@hbu.edu 

 
 Subject: Re: Teaching With Arts Survey 
 External Email 

Alta, 
 
Yes, you have my permission to use the Teaching with the Arts Survey. As for modifications I 

 would suggest that you modify the introductory background questions and include additional 
 questions including more open-ended responses after the core 31 Likert scale items. Those scale 
 items are the core of the reliability tests on the instrument.  

However, I intentionally kept introductory background questions very brief because of the time 
 limitations I faced. More personal background information would have been helpful. For 
 example, many people did not consider everyday involvement in the arts (singing at church, 
 quilting, flower arranging, etc.) to count as arts involvement. Also the nature of the professional 
 development they had was not clarified in the current version. And limiting classroom arts to the 
 4 major art forms did not account for many other possible artistic activities (video, photography, 
 looking at or discussing art, to name just a few). 

So yes -- there is room to expand on TWAS but I would ask that you keep the core intact. I would 
 also request a copy of your version as you offer as well as your results as I continue to conduct 
 research in this area.  Let me know if you have any questions. I would be happy to talk to you  
 about your study.  
 Barry Oreck 
	 Barry	Oreck,	Ph.D. 
	 Consultant	in	Arts	Education	Research	and	Professional	Development	718-622-2176 
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APPENDIX D 

Teaching with the Arts Survey 

by 

Barry A. Oreck, Ph.D. 

The Role of Dance, Music, Theater, & Visual Arts in Your Classroom  

This questionnaire asks you to consider the role of the arts in your curriculum. Please answer all of the questions 
honestly and completely; if you leave any blanks your data is automatically excluded from the analysis. Choose an 
answer even if a specific item seems obvious or does not seem relevant to your current position or practice (i.e. 
frequency of teaching music if you are a music teacher). Your responses will be kept strictly confidential and will not 
be reported on an individual basis. A small percentage of respondents will be asked to participate in a voluntary 
follow-up interview.  

 
 

State ________  
 
 
Class ________________   Specialist? Y / N if yes, what area? ______________________  
 
Gender (please circle): Female/Male  
 
 
 
Ethnicity (please circle): African American / Latino / White / Asian / Other  
 
# of Years Teaching________  
 
Do you currently practice band or choir?  Yes/No 
 
Which art form(s)? 
______________________________________________________ 
 
How frequently do you practice? 
__________________________________________ 

 
Have you received instruction or performed in band or choir in the past, either as a child or as an adult?  
 
Which type of music (band, choir, or orchestra)? _________________________ 

 
For how long? ________________________________________________________  

 

What is the highest academic degree you have earned? ___ B.A.  ___ M.A.  ____ PhD. or EdD.  
 

Approximately how many staff development workshops of any kind have you attended this year?____  
 

How would you characterize the arts instruction in your school? 
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Continued 
 

  
 
The following questions ask you to rate the importance of band or choir activities in middle school as part of the 
classroom curriculum to help students learn and communicate what they know.  
 
IMPORTANCE SCALE 
1 = not important 
2 = of little importance 
3 = somewhat important 
4 = important 
5 = very important 
 
How important do you feel it is for your students to:  not important  very important  
 
 
1. Develop self-esteem or confidence?    1 2 3 4 5  
 
2.  Read or attend a play (e.g. to study a culture, concept, or time  1 2 3 4 5 
period)?  
 
3.   Engage in music activities (e.g. create a sound score to   1 2 3 4 5 
accompany a story, write and sing a song in the style of a  
different time period)?  
 
4.   Be expose to wide range of musical styles from many different  1 2 3 4 5 
cultures and time periods (popular, folk, classical, jazz, etc.)? 
 
5.   Learn information connected to the music     1 2 3 4 5 
(e.g. composer, biographies, names of instruments, musical terms, etc. )? 
 
6.   Create their own music (e.g. composition, improvisation)?  1 2 3 4 5 
 
 
7.  Be supported in reading and writing instruction   1 2 3 4 5 
(e.g. reading, writing across the curriculum)?  
 
 
8.  Listen to a piece of music (e.g. to study a culture, concept, or time   1 2 3 4 5 
period)? 
 

  



126 
 

 

 
The following questions ask you to rate the importance of band or choir activities in middle school as part 
of the classroom curriculum to help students learn and communicate what they know.  

 
IMPORTANCE SCALE  
1 = not important  
2 = of little importance  
3 = somewhat important  
4 = important  
5 = very important  
 
 
  9.  Music study can improve student achievement in other subjects.  1 2 3 4 5 
 
 
10. The classroom teachers should integrate content from music    1 2 3 4 5 
      class into other subjects.  
     
11. In general, my school is supportive of innovative teaching   1 2 3 4 5 
      approaches.  
  
 
12. I feel that there are many students in my class who would   1 2 3 4 5 
      especially benefit from more arts activities in the curriculum.  
 
13. I feel constrained by the demands of the curriculum I have to  1 2 3 4 5 
      teach. 
     
14. Music should be taught by a teacher certified in music education. 1 2 3 4 5 
 

 
The final open-ended questions ask you to consider why you use the arts and what would make you use them more. 

 
 15. What do you feel is the strongest current motivation for you to use the arts in your teaching?  

 
 
 
 
 
16. What motivate you to use the arts to help improve student achievement?  
 
 
 
 
 

 
Thank you for your time. 
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APPENDIX E 

Teacher Interview Questions 

   

1. What are some advantages for students to learn about music education outside the 
classroom? 
 

2. Do you find any negative aspects to having music education in schools? If so, what? 
 

3. What do you know about the effects of music education and how it can affect the 
academic achievement of students at the middle school level? 

 
4. How does music education affect the cognitive growth of students learning? 

 
5. What are some resources available for teachers to include music education in the core 

curriculum the development of the whole child? 
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