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Current scholarship in education and pedagogy has raised new awareness about the 
presence of many voices, viewpoints, ways of knowing and being in schools and society, 
and of the necessity for teaching methods which acknowledge this. 

(Beattie 2000: 19) 

A
rts as an outlet for self-expression, imagination, innovation and creative problem 
solving are certainly valned and evidenced in the cases shared in this book. The 
literacy of the heart (Eisner 2003) is evident - emotion, passion and engagement 

are highlighted through the voice of artists, arts organizations, children and teachers, 
both primary school generalist and specialist, from a variety of sites situated in Australia. 
Immediately we can resonate with the narratives presented, and the EITM framework 
allows for analysis of unique lived experiences to be heard, considered and evaluated. This 
uniqueness of the collective presentation of cases within this book supports the sharing of 
often-evaded, hidden and unsayable stories. 

Many decision makers play a critical role in the quality of arts learning experiences. As 
Seidel et al. (2009) say, these can be categorized into three areas: 

1. people quite 'distant from the classroom', for example leaders, administrators or policy
makers

2. those people just 'outside the classroom, such as parents
3. those who are 'in the room', such as students, teachers and artists.

Through hearing the voices of these decision makers - the teachers, principals, students, 
artists, gallery educators, arts organizations and parents - we are provided with the power 
to support. However, we also have the influence to undermine the quality of the arts 
learning experience, even by those who can be influenced by decisions made by those 'in 
the room' (Seidel et al. 2009: IV). This book hopes to contribute to supporting arts education 
experiences by listening to the very voices of those who engage with, participate in, facilitate 
and become motivated by these opportunities. 

The Australian context contributes to the current climate of arts education conversations 
across the world, and particularly those situated in the United States and United Kingdom. 
We are familiar with the advocacy of providing arts-rich opportunities and of the integration 
of the arts into the primary cnrriculum based on documentation that those 'students whose 
learning is embedded in the arts achieve better grades and test scores, are less likely to drop 
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out of school, rarely report boredom and have better developed sense of self than those 
withont snch opportunities' (Gibson and Ewing 2011: 6). Interestingly, the value of these 
opportunities provided by educators from across a variety of settings is often presented 
from the perspective of the student or from evaluations undertaken by researchers. Few 
opportunities are provided for the educators to talk frankly about what goes into preparing 
such arts experiences - the highlights, lowlights, challenges, sacrifices and rewards. 
Moreover, there is little opportunity to hear stories about the reality of personal, social, 
cultural, negative, economic, ethical or catalytic domains, with many narratives positioned 
in the educational and innovation domain, although argument could easily be made that 
the intricacies of these areas are often presented from one perspective. The teacher's or arts 
educator's voice often is shared from the perspective of outcomes associated with curriculum 
development or student progress. Despite this long-standing knowledge and growing need 
for advocacy of arts education and the valuing of arts educators in the primary setting, there 
are still challenges surrounding listening to all the voices of arts education (Bamford 2009; 
Iwai 2003). These stories are what we can relate to, learn from and utilize in the importance 
of supporting and nurturing creative student engagement with, for and from the arts. The 
stories support reflective practice and critical thinking, and, in many ways, the stories are 
narratives of professional development. Being aware of curriculum decisions, actions, 
perceptions and beliefs all support understanding and continued mindfulness about arts 
learning experiences. As Beattie (2000) reiterates, 'narrative and story have long been 
regarded as an intellectual resource in the arts' ( 5). 

This book highlights nine domains of effect and impact and their subsequent intersections. 
Although the chapters are focussed on individual domains and cases that best represent and 
present insights, there is significant impact and interweaving across these narratives. What 
is evident throughout the cases is the passion and belief in what artists, arts organizations 
and educators are facilitating in arts education experiences for young people, and the drive 
for quality is persistent and far-reaching. Paralleling this sharing are the voices of students 
who are equally important in listening to the stories of learning and teaching from the arts 
education world. 

Intersections of the cases 

Research in Australia (Russell-Bowie 1993, 2004) and around the world (Garvis and 
Pendergasqo 12; Hennessy et al. 2001; Ore ck 2001, 2004; Smithrim and Upitis 2001) confirms 
that generalist teachers delivering arts education often grapple with challenges including a 
lack of confidence, motivation and knowledge to deliver the curriculum successfully. Many 
of these factors stem from the capacity to undertake the role effectively and are influenced by 
the teachers' beliefs about their competence; the school context; pressures of the curriculum; 
and expected benefits for students (Garvis and Pendergast 2012). The generalist primary 
teachers introduced in Chapter 3 - Debi, Linda, Madhu and Nora - are beginning their 
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careers as educators and are grappling with the need to integrate arts learning experiences 
into the generalist classroom. All come from a variety of personal, negative, ethical, and 
economically layered experiences that have shaped their own beliefs and influenced their 
own perceptions of arts skills. What is wonderful is their openness to innovative practices 
that can have a catalytic effect on their growth as primary teachers who can meaningfully 
integrate arts into their curriculum. The active participation in Twitter to connect to 
resources, ideas and peers extended teachers' networks and challenged many arts educators' 
feelings of isolation. Debi shared how she challenged her hesitation about being involved 
with another social media but opened up to the social aspects of learning with others and 
opportunities to access up-to-date and innovative content. Linda connected immediately 
to the content accessible via Twitter, but grappled with the balance between personal and 
professional content in relation to arts education. She was able to observe more and take on 
board the perspective of others. Madhu, like Linda, had access issues in regard to her Twitter 
use, which had a negative impact on her initial networking opportunities. Madhu was able 
to use social support systems to personally grow and build on her low self-efficacy regarding 
arts practices. She was able to reflect with others and reflect in action. With multiple access 
points to contributing to the Twitter conversations, Nora found the catalytic impact of 
integrating Twitter into her professional development tools rewarding and innovative. Her 
resources expanded and she relished in the opportunity to share in the moment and reflect 
in action with like-minded educators. Alongside Twitter, other digital tools to assist arts 
teachers to engage professionally with reflective practice have been explored throughout 
this book. In Chapter 8 we hear from Julie, Craig and Amanda in their journey into thinking 
critically about arts integration into the primary generalist classroom. 

Neal and Elaine in Chapter 2 shared the origins of their art. In both cases the connection 
to the personal and social domains was vital in the expression of their stories. While Elaine 
and Neal are at very different stages in their careers, it is clear that both have tenacity for 
their chosen art form and an enduring contribution to the next generation. It is hard not to 
recognize the master/apprenticeship relation that grounds many art disciplines in educators' 
drive to pass their passion, knowledge and skill on to others. In sharing these narratives, 
there is an apparent connection between realizing knowledge of self and accumulating 
happiness within your work. The personal narratives that Neal and Elaine freely shared 
highlight the personal impact, particularly gain, that working in the arts has had. Their 
stories tell of developing confidence through sustained resilience. It is evident that they are 
always aspiring towards their dream and ensuring enjoyment, fun and happiness is achieved 
while finding joy throngh working in the arts. 

Self-efficacy is a personal jndgment about one's ability to complete the task to a perceived 
level of competence, and for Tom and Claire in Chapter 10, it was influenced by a loss of 
control of teaching and curriculnm design. Both generalist teachers shared their nnhappiness 
and loss of independence as they experienced the day-to-day rnnning of the schooling 
context. While the change to the running of the school may be transient and always in a 
state of change, there is a long-term negative impact from lower self-efficacy. For example, 
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when arts is accepted and encouraged within a school curriculum, Tom and Claire may 
still remember feelings of loss and not be prepared to enter into revisiting those emotions. 
Likewise, tbe teachers may develop a coping strategy for living with limited arts in their 
schooling landscape. 

For the specialist art teacher, providing arts-rich education supports the improvement of 
skills and competencies with the arts as well as more broadly in areas such as interdisciplinary 
and social skills. In Chapter 9 we learn of Barbara's passion for innovation through her 
partnership with a national gallery, her students and the invitation of parent helpers. It 
was in the evaluation of the project that evidence of ethical and negative impacts emerged 
in regard to access to technology, perceived mutual respect by gallery security staff and 
pedagogical decisions by gallery educators to extend critical and reflective thinking. These 
challenges, although inhibitors at a variety of stages throughont the project, drive further 
understanding of how an arts educator can connect to the student perspective of learning 
and exploring the arts. Barbara, as a more experienced arts teacher, is juxtaposed in Chapter 
10 against Tennille, a gradnate teacher who, like Barbara, has the passion, vision and 
ambition to carry out arts projects, but who is struggling to cope with the tensions between 
personal arts experiences, professional capacity and the 'outside of the classroom' decision 
making. The negative impact is raw and emotional bnt lends itself to connecting with the 
personal, social and innovative impact of moving forward, reflective thinking and utilizing 
professional networks to strengthen as an arts educator and find one's true place within the 
variety of settings where arts opportunities can be facilitated. The parallels to Meagan also 
show the balancing act that many arts educators are required to make between the personal 
and professional costs associated with being directly involved in the implementation of arts 
programmes. 

Those providing arts experiences in learning settings outside of primary schools, such 
as galleries, highlighted the intersections between innovative and negative alongside social 
and catalytic impact. The partnership between a gallery, school, teachers and students with 
parental support in Chapter 9 is an inspiring example of an art-rich project centred on 
student voice. The challenges of such an endeavour present more student-centred learning 
opportunities in a gallery setting while also integrating mobile digital technology. Although 
the students generally thrived on sharing their voice while exploring their interest in 
artworks, the lack of reflective questions and interactions to explore voice had a negative 
impact on some students and led the arts specialist teacher to question the gallery educators' 
pedagogical decisions. The gallery space itself was a challenge in regards to the viewing of 
young people and the interpretation of mutual respect by security; however, the uniqueness 
of the gallery staff visiting the school and crossing learning space boundaries was a strength 
of the project that helped the students to feel valued in sharing their opinions. 

School settings provide an important context for the way arts education is delivered 
within the schooling landscape. In Chapter 7, we read of the disparity of equity in arts 
experience for children, based on the school settings. The arts are well resourced within the 
Darville All Girls' School setting, allowing many opportunities for children to engage with 

182 



Conclusion: Parallels, Overlaps and Potholes in Sharing Stories 

a range of arts experiences. Infrastructure and resources for arts education in the Maxton 
School are constrained by limited funding. While both schools are providing education, 
there is a difference in the amount of arts education available. These schools are juxtaposed 
against those in Chapter 8, who share innovative projects that inspire teachers, students and 
community alike. Appin Park Primary School saw the arts teacher work collegially across 
sites with other arts educators and artists during a project that saw cultural, ethical and 
economical exploration of public art. St Lucia College engaged with professional musicians 
to implement a music extension programme for highly able students who had already 
achieved beyond the music skills specified for the year level. 

The Arts 2 Excellence project described in Chapter 4 was designed primarily as an extension 
project but it accomplished significant change in the professional practice of classroom 
teachers at a classroom level. Individual teachers responded exclusively to the influence 
of the intervention introduced during professional development sessions. These responses 
were identified as changes in beliefs, values, attitudes and behaviours of teachers enacting a 
cultural change in varying degree. Although it is evident that the culture at Beachside State 
School has changed, the influence of cultural knowledge on individual behaviour is not 
foretelling, but interacts with other contextual variants such as individual characteristics, 
affective ups and downs and recurrent re-evaluation of motivations and rewards. 

Identified areas of cultural and innovative impact at Beachside State School have 
witnessed a financial commitment by the administration to continue funding the arts 
extension programmes that affords both students and staff the opportunity to develop and 
extend artistic skills. The school now offers a designated arts enrichment programme with 
prospects of advancing music, dance, drama and visual arts. The enrichment programme has 
become a positive contributor to the school marketing, especially when parents or caregivers 
present with a child who has not had the chance to shine in previous school environments. 
As a result of the teacher professional development and student extension programmes in 
visual arts, dance and music, Beachside State School now offers a rich ar ts-based learning 
experience for all. 

School settings that promote arts education also act as a space for community engagement 
and meeting. At the Treetops Community School, families were regularly invited to take 
part in cultural days at the school. At the Smithfield School, the arts act as a catalyst to help 
build a fabric of community within the school setting. This highlights how the arts within a 
school setting can act as a form of inclusion, promoting ethical behaviour among the school 
community. 

In all these settings the economic, social, ethical and catalytic impact of arts education 
raises as many questions about inclusion as it does about exclusion. Chapter 8 discusses 
one of the questions that is raised by how a school approaches their organization of arts 
education experiences, and presents attitudes towards elitism within arts education 
programmes. 

Parents can be seen as obServers, supporters and, in some capacity, honorary arts teachers, 
as seen in Chapter 9 and Barbara's utilization of parents as helpers when visiting a gallery 
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as part of her visual arts programme. Parents' assistance of the teacher in the delivery of an 
innovative programme helped greatly in the ethical caring of students while on an excursion, 
and represented a smart economical decision of using volunteers to assist instead of paying 
for the release of other teachers. The cultural impact of participating in the excursion as a 
helper was also significant for the parents, many of whom had not visited a gallery. The parents, 
who guided the students' exploration of artworks from afar throughout a multi-floor gallery, 
were also impacted in how they judged young people's differing styles of viewing and how 
mutual respect can support a community of learners. As described in Chapter 5, parents 
at the Smarts Grammar School and John's College also observed the educational impact of 
formal arts opportunities. The parents were able to see long-term benefits for their child's 
learning and potential, allowing them to feel confident in the schooling of their children. 
The parents also believed that involvement in the arts allowed the children to excel in other 
schooling areas, providing academic and personal gains. 

In Chapter 6 we also read about the ethical issues faced by parents at the Treetops 
Community School and the Smithfield School. At the Treetops School, cultural understanding 
is an important foundation of the curriculum. At the end of the term parents are invited to 
take part in a cultural day. Nearly all the parents attended the cultural days at the end of 
each term. Parents who couldn't attend were absent because of work or other commitments. 
Parents recognized the importance of the school cultural curriculum and felt it was important 
for helping their children understand the world and construct meaning making. 

Like the Treetops Community School, the Smithfield School believes in delivering a 
holistic education for children. The school is located in a low-socioeconomic suburb and 
has recently seen an increase in diverse groups within the school. Toe school has made 
a conscious effort to engage the community to provide a supportive and sustainable 
environment for all children. This has been achieved through many of the out-of-school
hours arts activities that involve family participation. Although these events are not part of 
the official curriculum of the school, they provide the fabric for creating and understanding 
the diverse community. 

Economic impact also appears in the perceptions of parents described in Chapter 7. In 
relation to the Darville All Girls' School, we read of the economic impact of an art gallery 
for raising school funds. Different parents have different viewpoints of the role of selling 
children's artwork for profit. While some parents are supportive of the approach, other 
parents believe it promotes competition and inequity between children. At the Maxton 
School described in Chapter 7, we also connect to the limited opportunities available 
for children with the arts because of lack of funds. Although parents might like their 
children to participate in the arts, the school has limited opportunities and funding for 
arts education. 

Listening to students' voices is a very powerful way to understand their total experience. 
Involvement in the arts, as has been advocated throughout this book, is seen as a great 
contributor to risk taking, confidence building and ownership oflearning (Bamford 2009). 
The cases of Melanie, Jim, Tim, Marcus and Rochelle described in Chapter 9 demonstrate 
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student voices about their experiences of visiting a gallery and their interactions with 
artwork and art gallery staff. The innovative use of accessible handheld digital technology 
places the student voice at the heart of the project and has an enormous part to play in 
providing a catalytic impact on all involved and beyond. Toe social and historical traditions 
of more teacher-centred gallery education experiences are challenged by the integration of 
technology into the programmes. Of particular note is the value the students placed on the 
gallery education staff visiting them at school to listen to their voice, allowing students the 
opportunity to ask questions, share their inquiry and state their opinions, wants and needs. 
All the way through these narratives we hear the strong message that high-quality work 
produced by arts education partnerships requires certain pre-conditions - that is, working 
together throughout the process to envisage, develop, implement, reflect upon and evaluate 
the partnership and value to arts education. 

In Chapters we explored students in formal and non-formal education settings involving 
arts opportunities. In all of the settings, the children spoke openly of the importance of 
the arts in their lives as learners and citizens, highlighting the educational impact of arts 
programmes. At Smarts Grammar School and John's College, the children suggest that the 
arts are important for their learning in other subject areas and aid their performance in 
standardized exams. At the Evelyn Regional Conservatorium of Music and the Tenderville 
City vacation care programme, teachers and students also expressed strong educational 
impact. The narratives shared highlight the value of arts to support the holistic development 
of an individual. 

Concluding remarks 

Research findings about the value of the arts for learning rarely invade the mainstream reading 
of policy makers, school administrators and parents. Likewise, too often arts advocates meet 
in separate chambers with other like-minded advocates determined to make a change at a 
distance from policy makers and administrators. The book was designed to challenge the 
reader to think about arts education within a bigger agenda of educational policy to link 
these key actors. By observing the different ways the arts impact the educational community, 
the reader is prompted to think about issues of equity, equality and access for arts education 
within the Australian educational landscape. Although the book is not intended to provide 
answers to problems with the provision of arts education, it is designed to promote deep 
reflective thought about arts education. Questions are raised about what can be done to 
protect and promote arts education within Australian educational settings within an ever
changing political landscape that influences educational funding and provision. Now 
is the time to explore and welcome places where children can actively engage with arts 
education. 

'Ihe case studies have been able to provide a snapshot of the way primary arts education is 
lived and played out in Australian formal and non-formal educational settings. It has shown 
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the different ways that students, families and the school community experience the arts. The 
snapshot has also provided insight into bubbling issues associated with arts engagement such 
as ethical issues, economic issues, risk and negative impact. Although it is assumed that arts 
education is a positive experience for all children provided with access within Australia, this 
snapshot has challenged this notion. It is interesting to note that these snapshots are situated 
in visual arts and music with touches of drama, media arts and dance. This is particularly 
telling of the dynamics of the current Australian arts education scene and which of the arts 
dominate in curriculum delivery. 

Representations of Working in Arts Education: Stories of Learning and Teaching provides 
an opportunity not only to share stories but also to begin to critically reflect upon the reality 
of the intricacies of being an arts educator or participant of arts education in Australia. 
Although there are wonderful examples of innovative practices that involve students, 
educators, artists, arts organizations, parents, school and/or the wider community, 
further development in how these partnerships can be highlighted is required. Planning 
and programming that includes young people needs to be called upon and approached 
in a way that sees all as learners and contributors to the arts education experience. The 
sustainability and quality of opportunities can then be considered alongside the evidence 
that professional development for educators and a forum for students to share their voice 
significantly impact the success of arts learning experiences. As Gibson and Ewing (2011) 
reiterate, 'it is difficult to understand why it is that ... to date Australian education systems 
have afforded the arts little funding, few resources and provided little teacher professional 
learning to enable teachers to develop the confidence and expertise to lead with the arts 
when it is appropriate and relevant' (212). Throughout the book we have seen a variety of 
snapshots of this approach, yet there is still an identifiable need to make these priority areas. 
However, this book provides the opportunity for arts educators, artists, students, parents, 
the community and policy malcers to begin to listen to each other under a united umbrella 
and to take these narratives of professional development and replicate, develop, extend 
or modify arts education. In many ways the parallels, overlaps and pitfalls in deepening 
the conversations assists in that very thing - deepening what we see, listen to and engage 
with. Advocacy for arts education in primary schools is not only about recognizing the 
importance, value and benefits of arts education as a whole or what the individual arts 
fields offer; it is also about acknowledging the pressures and the personal, social, cultural, 
negative, economic and ethical decisions that have to be made across layers of curriculum, 
resources, policy, educators, students and the wider community in order to be able to 
celebrate educational, invitation and/or catalytic impact. Arts education is complicated. It 
is, however, the one thing that is a uniting element across any arts education opportunity. 
The reader is invited to listen, consider, reflect and question their, your and our place in 
arts education while being provided with a window through which to see individual and 
collective rich narratives. Opening up the discussions, deepening the conversations and 
reflecting critically about the opportunity to listen to each is a significant step forward in 
acknowledging the hidden, evaded and often unsayable lived experiences. 
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