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Abstract  

The Arts are integral to our lives and the benefits of Arts education are widely 

documented. They offer us different ways of knowing and of making sense of our world 

and our own experiences. With their own semiotic systems, each Arts subject represents 

a rich store of understandings and skills, embracing nuance, complexity, and the 

perspectives of multiple intelligences. However, the inclusion of high-quality Arts 

education in primary schools may be threatened by the influence of high stakes testing 

which, in some cases, has been interpreted through narrower test-driven pedagogy. 

Despite calls for equity in the classroom, narrower pedagogical approaches may privilege 

some students and disadvantage others. The dominance of word-based texts and 

perceptions that going ‘back to basics’ will be a ‘silver bullet’ in improving student 

outcomes may cause non-high-stakes-tested subjects to receive lower priority in the 

curriculum. Where there is a tendency for subject areas and teaching practices to operate 

as ‘silos’, knowledge may be fragmented and deeper levels of cognition may be 

compromised. Teachers’ perceptions of an overcrowded curriculum and their own 

reported lack of training in Arts education require more creative attention. To address 

these challenges—improving student learning, building teacher capacity, and relieving an 

overcrowded curriculum—this research project develops an on-the-job professional 

learning model where an Arts specialist and a generalist teacher work together in the same 

classroom. An Arts Immersion approach provides an opportunity to increase teacher 

capacity while widening the learning pathway for students. In this scenario, the Arts 

become the home language of the classroom and are used across the curriculum as both 

a domain of learning and a vehicle to access other learning. 
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Chapter 1. Introduction 

To better understand how arts education may enrich the curriculum and overcome 

obstacles faced in the classroom, it will be important to investigate how the pedagogies 

that inform the Learning Area of the Arts (which consists of individual arts subjects) 

might also bring additional value by informing other Learning Areas (English, Health and 

Physical Education, Humanities and Social Sciences, Languages, Mathematics, Science, 

and Technologies). In renewing this natural interdisciplinarity and allowing Learning 

Areas and subjects to inform each other (Donahue & Stuart, 2008), we can deconstruct 

and reconstruct disciplinary identities (Sochacka, Guyotte, & Walther, 2016) by using the 

Arts across the curriculum (Goldberg, 2012). This research project will, therefore, explore 

how arts-based pedagogies might influence teaching and learning in a classroom. I want 

to know what can be gained by having experiences where the Arts are used across the 

curriculum to improve knowledge and skills in all Learning Areas. The reason for this 

study is to investigate ways in which arts-based strategies may be able to address issues 

faced by teachers and students, and contribute to positive outcomes. 

The vast international collection of literature regarding the benefits of arts education has 

become the basis for many research projects throughout the world (Bamford, 2006; 

Catterall, 2009; Deasy, 2002; Eisner, 2003, 2005; Fiske, 1999; Goldberg, 2012; Greene, 

1991, 1995, 2011; Robinson, 2011; Russell-Bowie, 2015; Wright, 2012). It has been 

increasingly reported that the Arts continue to be marginalized in the curriculum 

(Caldwell & Vaughan, 2012; Eisner, 2003; Ewing, 2010) while other approaches to 

learning have been prioritised (Baker, 2012; Barton, Baguley, & MacDonald, 2013; 

Eisner, 2003; Ewing, 2010, 2012a, 2012b). This situation has had adverse effects on 

funding and resourcing for pre-service teacher education in the Arts and has also led to 

diminished teaching capacity in this area (Barton et al., 2013; Russell-Bowie, 2011). 

Additionally, many teachers feel they are under pressure from having to negotiate an 

overcrowded curriculum (Ewing, Hristofski, Gibson, Campbell, & Robertson, 2011; 

Russell-Bowie, 2009a). Artists and arts educators from a range of different backgrounds 

and experiences have grounds for concern, based on the continued sidelining of the Arts 

across educational sectors. 
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Despite the rich collection of literature reporting the benefits of arts education, the 

marginalisation of the Arts continues to occur in some curricula, suggesting that 

additional strategies may be needed to address this difficulty. Somewhere between 

knowing the value of arts education and seeing the Arts maintain an important place in 

the curriculum, there appears to be a disconnection that prevents the benefits of arts 

education from being realized. Exploration is needed to look at strategies for overcoming 

this lack of connection. By deepening and broadening exploration into the function of arts 

education within the whole curriculum, it may be possible to gain a clearer insight into 

factors which hinder optimal student outcomes and professional learning. This would 

necessitate developing an informed understanding of how students might best learn and 

how teachers might provide the opportunities for this to happen. Arts education may have 

a potential role to play in bringing to fruition the key aspirational notions that underpin 

the curriculum. 

1.1. Research problem 

Improving teacher capacity for teaching the Arts may assist in negotiating an 

overcrowded curriculum, if the Arts can be used across the curriculum as a pedagogical 

tool to connect learning areas. Yet conflict may arise between an arts-centred approach 

and the “global education policy trend of using high-stakes testing” (Thompson, 2013, p. 

62). This trend has been based on the assumption that high-stakes testing programs will 

increase accountability and transparency, leading to improvements in the quality of 

learning (Polesel, Dulfer, & Turnbull, 2012). However, recent reports in Australia have 

noted that results from the National Assessment Program Literacy and Numeracy 

(NAPLAN) testing program show no improvement in some areas and lower results in 

others (Karvelas, 2016). Developed as a tool for collecting data, high stakes testing 

programs have been weighted with responsibilities for which they were never intended 

(Klenowski, 2011). There are reports that narrowing the curriculum to fit the test has 

contributed to the marginalisation of the Arts as non-tested Learning Areas (Ewing, 

2012a, 2012b), and that learning and teaching have been seriously interrupted by the 

considerable amount of time spent in preparing students for the test (Northam, 2017). In 

these circumstances, influences on learning outcomes have also been connected to issues 

of social justice (Comber, 2012; Klenowski, 2009). It has been noted that the significantly 

lower test scores of Indigenous students compared to non-Indigenous students “then feed 
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into a learner identity of failure” (Klenowski, 2010, p. 11). Equity in education may be 

compromised when students are not well served by the testing programs which were 

intended to assist them. 

These unintended consequences are not unique to Australia, having been previously 

reported in other countries which have pursued high-stakes testing programs. Relevant 

reports in other countries refer to the failure of learning outcomes to reach expectations, 

and note that the Arts may be largely excluded in the process (Au & Gourd, 2013; Groves, 

2002; Minarechová, 2012; West, 2012). In the United Kingdom, Hilton (2006) contends 

that “the ‘high stakes’ culture and the scoring of political points” (p. 818) has not been 

successful in achieving its proposed outcomes since “summative tests and a culture of 

league tables is not conducive to … deeper comprehension of written text” (p. 818). The 

No Child Left Behind Act of 2001 (NCLB) was a US Act of Congress, under which 

federal school funding was linked to annual academic progress as measured by high-

stakes testing programs. Again, this program failed to deliver the anticipated results, and 

by 2015, bipartisan support had dwindled. Critics of the program contended that NCLB 

was a “deeply flawed federal policy” (Ladd, 2017, p. 461) which overlooked “children’s 

need to access their many intelligences, especially those that enable them to negotiate 

between and among symbol systems” (Whitfield, 2005, p. 43). In view of the pre-existing 

available international reporting on this issue, it may be considered somewhat surprising 

that Australia has chosen to follow the same approach. The continuation of these 

unintended consequences means that an alternative approach needs to be found to 

improve learning and teaching practices. 

Ewing (2012a) claims that Australia needs to learn from international experiences, 

asserting that standards of learning and equity in the classroom are compromised when 

high-stakes testing regimes favour “traditional discrete subject-oriented academic 

intended curriculum frameworks” (p. 101) which privilege students from higher socio-

economic backgrounds. Researchers have expressed disappointment that Australia seems 

destined to emulate programs in other countries which have already failed to deliver their 

desired outcomes, and have excluded or reduced the Arts in their curricula (Caldwell & 

Vaughan, 2012; Eisner, 2003, 2005; Ewing, 2010, 2012a, 2012b; Thompson, 2013). 

Clearly there is a problem when the outcomes of a program do not align with its aims 

(Klenowski, 2009, 2010, 2011; Klenowski & Wyatt-Smith, 2012; Thompson, 2013), and 
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when there is increasing evidence of a connection between the absence of the Arts in the 

curriculum and adverse outcomes for teaching and learning (Baker, 2012; Eisner, 2003, 

2005; Ewing, 2010, 2012a, 2012b; West, 2012). Rather than repeating the experiences of 

other countries in this regard, policymakers in Australia could choose an alternative 

approach to improving student outcomes and building teacher capacity. 

For some time, there have been pockets of awakening heeding the call by arts advocates 

to bring back the Arts as central to the curriculum (Eisner, 2003, 2005; Ewing, 2010, 

2012a, 2012b; Heilig, Cole, & Aguilar, 2010; United Nations Educational Scientific and 

Cultural Organisation, 2006). These advocates contend that what is needed in education 

is the development of deeper cognition, inferential and critical thinking, creative problem-

solving, imaginative innovation, equity, increased participation and engagement with 

learning, and authentic integrated learning with real-world applications. They argue that 

these outcomes can be achieved by meaningfully bringing the Arts into core positions in 

the curriculum. In 2016, the US government published a report, Reinvesting in Arts 

Education: Winning America’s Future Through Creative Schools, documenting the 

benefits of arts education and best practices in the field, and confirming that the Arts 

could contribute to broader education reform by supporting transformation in America’s 

highest needs schools (President’s Committee on the Arts and the Humanities, 2016). In 

Australia, Caldwell and Vaughan (2012) are among those researchers who have provided 

evidence that the Arts can transform educational experiences, specifically in schools in 

low socio-economic areas, and that there are social and educational costs if the Arts are 

neglected. They note the importance of living creative lives, and observe that countries 

which have not sidelined the Arts score more highly in creativity (Caldwell & Vaughan, 

2012). The Report on the Curriculum and Assessment Arrangements in Wales 

(Donaldson, 2015) proposes that the Expressive Arts should have a core position in the 

curriculum as one of six areas of Learning and Experience. These voices contend that the 

Arts should be central to the curriculum because of the powerful influence they have on 

successful student outcomes. 

However, it is not enough merely to recommend that the Arts should be included in the 

curriculum without also recommending that appropriate high-quality pedagogy needs to 

support that stance. I concur with other educators who state that we have inherited from 

the previous century a false divide between Learning Areas which is often referred to as 
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the silo effect (Daugherty, 2013). Learning Areas have been viewed as disconnected 

silos—discrete single entities producing fragmented knowledge which is distanced from 

real-life or contextual understanding (Daugherty, 2013; Ewing, Miller, & Locke, 2014). 

There appears to be a disconnection between academic knowledge learned in separate 

silos and the physical experience of knowledge in the real-world (Root-Bernstein & Root-

Bernstein, 2001). Learning is a socio-cultural activity (Vygotsky, 1980) which does not 

exist in a void but is enhanced by collective creativity and by preserving the natural links 

between Learning Areas and subjects (Guyotte, Sochacka, Costantino, Kellam, & 

Walther, 2015). Deeper cognition is compromised when students are unable to transfer 

their knowledge across Learning Areas, subjects and contexts (Root-Bernstein, 2011). 

There is a need to explore how the Arts are to be meaningfully included in the curriculum 

and in what capacity they could function. In other words, how could the Arts address 

issues that may be encountered within the education system? 

1.2. Impetus for research 

I have always valued and enjoyed the Arts, expressing this commitment through a variety 

of arts experiences: as a high school music teacher; a primary school performing arts 

teacher; a choir director; an actor/musician; an author/composer; a tertiary drama 

educator; a standup comedian; a public speaker; and more recently, a researcher. This 

diverse background in the Arts has allowed me to experience and observe the benefits 

offered by the Arts, while also becoming aware of the challenges related to arts education 

that are faced in institutional settings and reflected in broader society. I have wondered 

how the benefits of the former could be a solution for the latter. It occurred to me that in 

bringing the Arts to a core position within the curriculum, it may be possible to improve 

not only the status of arts education, but the health of the whole curriculum at the same 

time. If that were the case, then the benefits of the Arts would be likely to flow to 

educators and students alike. 

This is not a new idea (Catterall, 2009; Goldberg, 2012; McDonald & Fisher, 2002, 2006; 

Robinson, 2011; Russell-Bowie, 2015; Wright, 2012), yet decades of extensive research 

(Flemming, Bresler, & O’Toole, 2015) and informed arts advocacy (Deasy, 2002; Eisner, 

2003, 2005; Ewing, 2010) have continued to face challenges (Adams, 2011; Ewing, 2010, 

2012a, 2012b). Therefore, this research project will further explore these ongoing 
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challenges for arts education and consider why the Arts continue to be sidelined in an 

overcrowded curriculum where Learning Areas and subjects compete for time and 

resources (Ewing, 2010; Caldwell & Vaughan, 2012). As the research site for this 

research project is located in an Australian school, reference will be made to Australian 

curricular documents. The Australian Curriculum: The Arts, Foundation to Year 10— 

Version 8 (Australian Curriculum Assessment and Reporting Authority, 2015) has been 

developed with interdisciplinary and cross-curricular connections to be accessed by 

generalist teachers. An ideal situation would be to have some arts specialists involved in 

the delivery of this curriculum. However, there are challenges for generalist and specialist 

arts teachers in delivering high-quality arts education. These include developing teacher 

capacity, negotiating adequate support, and overcoming the ‘silo’ separation of generalist 

teachers and specialist arts teachers. 

One of the big questions facing educators is the implementation of The Australian 

Curriculum: The Arts, Foundation to Year 10—Version 8 (ACARA, 2015) which 

mandates that “all young Australians are entitled to engage with the five Arts subjects” 

(ACARA, 2015, p. 1). This includes second language learners, students with disabilities, 

and exceptional learners (ACARA, 2015). It has been reported that Arts education 

contributes to equitable education practices by providing a diversity of expressive outlets 

and learning styles (Goldberg, 2012) and by assisting students who are considered to be 

disadvantaged (Caldwell & Vaughan, 2012; Robinson, 2012). In my work as a teacher, I 

have noticed that Arts education is often accessed when teaching students with disabilities 

or experiencing disadvantage because it offers a greater range of pathways towards 

achieving positive student outcomes. Additionally, students regarded as gifted and 

talented may be offered experiences in arts education (Tomlinson et al., 2002) because 

this deepens learning and provides challenges which can extend students’ capacity. As 

Shumway (2012) contends, arts education benefits students with and without disabilities. 

My contention is, therefore, that these attributes make arts education valuable for all 

students. 

I have been inspired by the work of Elliott Eisner, an internationally renowned researcher 

and educator, and much of my research draws on his definitions and approach to arts 

education, learning and teaching. Eisner’s (2004) vision of education celebrates the 

particular and pushes back against a pervasive trend towards uniformity represented by 
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an “increasingly technicized cognitive culture” (p. 4). He asks two pertinent questions: 

who are the Arts for and what do they bring to education? I concur with Eisner’s view 

which rejects the idea that the Arts are for an elite group of talented practitioners. 

According to The Australian Curriculum: The Arts, Foundation to Year 10—Version 8 

(ACARA, 2015), every learner is entitled to access the Arts in their education. Eisner 

shares this position, explaining that the Arts bring to education “the ability to deal with 

conflicting messages, to make judgements in the absence of rule, to cope with ambiguity, 

and to frame imaginative solutions to the problems we face” (Eisner, 2004, p. 9). These 

attributes position the Arts as vital to our flourishing in the twenty-first century. 

My motivation in undertaking this research is to explore how the benefits offered by 

positioning the Arts at the core of the curriculum might be able to address the challenges 

outlined in the research problem: improving teacher capacity for teaching the Arts; 

negotiating an overcrowded curriculum; addressing the marginalisation of the Arts in the 

curriculum; and improving learning and teaching in the primary school sector. This is 

important because there are long-term implications for enhancing teaching and learning 

in educational settings. The experiences we have in institutions of learning can determine 

our current and future attitudes to learning and to our self-concept. They can shape our 

worldview, develop personal and social attributes, and provide a framework for deciding 

our role in society. The learning that educators initiate in schools may set the trajectory 

for life-long learning, shaping the way we make meaning and form our identities. I believe 

that, if the Arts are positioned at the centre of the curriculum, then they may have a vital 

influence in determining this trajectory, enhancing personal and societal outcomes. 

1.3. Research aims 

This research project aims to explore whether using the Arts as a core to learning benefits 

both teachers and students. A further aim is to develop a model for a specialist arts teacher 

and a generalist teacher to deliver this approach in the classroom. The reason why this is 

important is to explore an approach that would be sustainable by generalist teachers, and 

by offering long-term strategies which are not reliant on temporary frameworks. There 

have been many examples of integrated arts education programs that were adopted for a 

unit of study or artist-in-residence programs (Brewer & Brown, 2009; Brouillette, 2010; 

Brown, 2007; Clark & Button, 2011). In attempting to create robust improvements in an 
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educational setting, I need to explore an approach that has longevity and is viable in the 

long term for teachers and students. However, for my project to provide a unique 

contribution to the solid body of research on arts education, I need to go further than 

creating an approach. It is important to explore how a specialist arts teacher and a 

generalist teacher may engage onsite in professional learning regarding an arts-based 

pedagogy approach in a generalist classroom. Additionally, it is essential to investigate 

whether using the Arts as core to teaching and learning can work in practice in a learning 

environment. 

1.4. Key concepts and definitions 

In this research project, the Arts are defined as Dance, Drama, Media Arts, Music and 

Visual Art. Arts integration refers to fruitful connections “with and through the arts” 

(McDonald & Fisher, 2006, p. 9) in which the Arts and other Learning Areas “inform 

understanding in each other” (Donahue & Stuart, 2008, p. 344). Each arts subject is 

considered to be distinct and yet related to the others, with its own language, symbols, 

techniques, processes and skills (ACARA, 2015). Of central importance to this project is 

Eisner’s definition of language: “the use of any form of representation in which meaning 

is conveyed or construed” (Eisner, 2005, p. 342), and his contention that the Arts have 

their own language with expressive and connotative meaning (Eisner, 2003). 

There is a wide range of approaches to incorporating the Arts into the curriculum and a 

lack of uniformity in the terminology used to describe these approaches. Different terms 

may be used to refer to similar approaches while the same term may be interpreted quite 

differently by individual arts practitioners. For this reason, I have chosen a generic phrase, 

arts-based pedagogies, to cover the varied methods which involve the Arts in the teaching 

and learning of other subjects within the curriculum. These various methods and 

approaches are discussed at length in Chapter 2. However, to describe my approach 

regarding the incorporation of the Arts in non-arts Learning Areas, I have created my own 

interpretation of the concept of Arts Immersion as an amalgam of concepts drawn from 

Arts Integration and Language Immersion. The view of the Arts as a set of unique yet 

related languages (ACARA, 2015) opens the way for considering the Arts through both 

a specialist and interdisciplinary perspective. In this research project I have defined Arts 
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Immersion as: the process of using the Arts as the purposeful medium through which 

enhanced learning occurs across disciplines to inform mutual understandings. 

1.5. Research significance 

This research project intends to build upon current research which has already 

acknowledged the benefits of arts education, and then to extend these understandings by 

exploring how putting the Arts at the core of learning can influence student outcomes. 

This could also impact pre-service teachers’ arts education by offering an alternative 

model of professional learning in arts education. While professional learning for teachers 

in their classrooms has already been recommended (Cole, 2004, 2012; Gulamhussein, 

2013), it has not yet been used as a sustainable strategy to build teacher capacity in arts-

based pedagogy. This research project provides a previously unexplored opportunity to 

develop new onsite strategies for building teacher capacity in arts-based pedagogy in a 

primary school generalist teacher’s classroom. The literature suggests there is a need for 

development in professional practice to build teacher expertise and confidence in arts 

education (Ewing et al., 2011; Garvis & Pendergast, 2012; Russell-Bowie, 2015). In this 

research project, there is potential to discover how to maximise the available time frame 

and contextual relevance of professional learning. New ways will be explored to offer 

potential strategies to address the trend, in some areas, in which arts education 

opportunities for pre-service teachers and school students are reduced (Barton et al., 

2013). It also offers a unique opportunity to explore ways to break down the ‘silos’ that 

have grown between specialist and generalist teachers so they can work productively 

together in a classroom setting. 

Administrators and policymakers in education sectors often need to be convinced that 

quality integrated arts education may be valuable and achievable, and to acknowledge the 

risks that may be involved in neglecting the Arts in our children’s education (Adams, 

2011; Caldwell & Vaughan, 2012). Despite the acknowledged value of arts education 

(Caldwell & Vaughan, 2012; Goldberg, 2012; Hartwig, Wise, & Faik-Simet, 2017; 

Russell-Bowie, 2015; Wright, 2012), it is questionable whether there is a consistently 

valued place for the Arts in our schools (Lummis, Morris, & Paolino, 2014). The fact that 

the Arts are not included in our current high-stakes testing program may unintentionally 

contribute towards these subjects being undervalued in the curriculum and marginalised 
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by policymakers (Eisner, 2003, 2005; Ewing, 2012a). Educational sectors may benefit 

from a broader understanding of literacy and numeracy, as these concepts are richly 

apparent in arts education and not merely synonymous with the Learning Areas of English 

and Mathematics. Future teacher education may be powerfully influenced by a potentially 

transformative view of the curriculum (Caldwell & Vaughan, 2012), with the Arts 

positioned as central to core learning experiences rather than situated on the periphery of 

what is recognised as legitimate knowledge. 

1.6. Research questions 

The overarching research question is: How does using the Arts as a core approach 

influence learning and teaching in a primary classroom? This is supported by two sub-

questions: What are the observable changes in students who experience learning with the 

Arts as a core approach?; and, How can learning with the Arts as a core approach 

influence the practices of generalist teachers working collaboratively with specialist arts 

teachers in a primary classroom? 

It is hoped that the research will provide further strategies for improving student outcomes 

and address needs that are not being adequately met by current approaches to learning. 

The research questions will explore how to use the languages, techniques, processes and 

skills of the five Arts subjects through arts-based pedagogies across the curriculum, and 

explore how this may influence teacher pedagogy. The responses to these questions will 

investigate any gains that may be made when learning occurs with the Arts in a core 

position. The development of an onsite professional learning model may provide an 

option for teachers who do not have the opportunity to study the Arts meaningfully in 

their pre-service training and who may not have the time and financial resources to 

undertake further study. Findings from this research project may provide teachers with a 

reason to work collaboratively and a way to go about doing this. 

1.7. Structure of thesis 

This chapter has introduced the topic of the research project, outlining the research 

problem, the impetus for developing the research, and the aims of the research project. 

Key concepts and definitions have been provided, as well as an explanation of the 
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significance of the research project, and the research questions that will guide the thesis. 

Chapter 2 will present a review of relevant literature, followed by Chapter 3 where I will 

outline the methodology used in the study. Chapters 4 through to 7 will focus on reporting 

the data, and to provide cohesion throughout these four chapters, analysis and discussion 

will be interwoven and interpreted through the theoretical framework of Practice 

Architectures (factors interacting within each practice). Chapter 4 will report on and 

discuss the Reconnaissance Stage, Chapter 5 will report on and discuss the Action 

Research cycles, and Chapter 6 will consider the data through the broad theoretical lens 

of Ecologies of Practice (relationships between practices). Chapter 7 will present a post-

cycle reflection based on an in-depth interview with the participating teacher, and Chapter 

8 will present conclusions and suggestions for future research. 

Chapter 2 will review the literature which informs the research topic. To understand the 

development of using the Arts as a core approach to learning and teaching, it is important 

to understand how arts education has functioned and changed over time. Additionally, 

insight into the challenges and opportunities that face learning and teaching in arts 

education can facilitate a deeper understanding of the factors which form the research 

problem. A summary of relevant literature will provide the background context against 

which the research questions are set, and will highlight how this research project may 

extend the literature relating to arts education.
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Chapter 2. Literature review 

The purpose of this chapter is to provide an overview of literature relevant to arts 

education in schools. The literature review is organised under the following headings: 

definitions for arts education; the Arts and education; Australian perspectives in arts 

education; arts education in Queensland; current challenges for arts education in schools 

(including high-stakes standardised testing, perceptions of an overcrowded curriculum, 

and building teacher capacity); benefits of arts education (including cognitive, social, 

affective and curricular benefits); arts-based pedagogies (including historical emergence 

of arts-based pedagogies as well as established and emerging arts-based pedagogies and 

programs); models of professional learning; addressing gaps in the literature; and a 

summary. 

Literature reveals the nature of the Arts and notes their historical importance to 

humankind. 

The Arts have been in existence for as long as human civilisation. As a way of 

human knowing and action, they play a central role in the identities and cultural 

practices of all indigenous peoples […] They are perhaps one of the defining 

elements of humanity… (Ewing, 2010, p. 1). 

This statement is supported by others, such as Russell-Bowie (2015), who acknowledges 

the importance of the Arts in connecting past, present and future societies by preserving 

cultural understandings and practices while strengthening social identity. To Goldberg 

(2012), the Arts are “humanity’s expression of life itself” (p. 7). Wright (2003, 2012) also 

reflects the primal nature of the Arts by contending that the Arts and Play are the first 

languages children learn, and part of their first literacies (McArdle & Wright, 2014). The 

Arts are considered inseparable from the cultures that their various expressions perpetuate 

and challenge. In regarding the Arts as foundational to the development of human 

civilisation and culturally located, researchers point out the wide range of styles and 

modes that are used to make meaning within cultural contexts (Albers & Harste, 2007; 

Albers & Sanders, 2010; Barton, 2013; Barton, 2014; Barton & Baguley, 2017; Barton & 

Unsworth, 2014; Wright, 2003, 2012). The multimodal nature of the Arts (Albers & 

Sanders, 2010; Bezemer & Kress, 2008; Eisner, 2003, 2005; Ewing, 2010, 2013; Ewing 

et al., 2014; Livermore, 2003; Wright, 2003, 2012) includes text, image, sound and 
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gesture (Barton, 2014), and can be accessed through multiple intelligences (Gardner, 

1993, 2006). In the Arts we engage in discourses to express ideas and emotions 

(Livermore, 2003) through the interpretation of signs or symbols which are unique to each 

arts subject (Wright, 2003). Scholars agree that the Arts provide us with valuable and 

unique alternatives to understand the world around us and to communicate our 

understandings to each other. 

It has been reported that the Arts enhance our understandings, by encouraging individual 

and collective creativity and imaginative responses (Albers & Harste, 2007; Ewing et al., 

2011; Harste, 2003). This provides us with a window to understand our world and a mirror 

to develop self-awareness (Farrell, 2010). Greene (1995) has written extensively and 

maintained a strong voice regarding connections between the Arts and our imagination, 

stating: “The arts, in particular, can release our imaginations to open up new perspectives, 

and identify alternatives. The vistas that might open, the connections that might be made, 

are experiential phenomena; our encounters with the world become newly informed” (p. 

18). Researchers report that the Arts help us to experience deeper ways of knowing 

(Caldwell & Vaughan, 2012; Eisner, 2003, 2004, 2005; Ewing, 2010) and of being 

(Greene, 1991). The literature shows agreement that the Arts are regarded as central to 

our human experience; foundational to our social, cultural, and individual development; 

and richly multifaceted and unique in their ability to express and communicate meaning. 

This process is encouraged when the Arts are meaningfully included in our education 

systems. 

2.1. Definitions for arts education 

Definitions pertaining to arts education focus on which subjects are included in the Arts, 

and the relationships between the Arts and education. There are many different 

interpretations and opinions regarding which subjects should constitute the Arts, and 

these are dynamic and evolving (Ewing, 2010; Goldberg, 2012). Arts subjects may 

include “craft, dance, drama, film, literature (from picture books to poetry), media arts, 

music, photography, visual arts and so forth” (Barton & Baguley, 2017, p. 4). Because 

data for this research project is collected from an Australian school, the subjects which 

constitute the Arts for this purpose are defined by The Australian Curriculum: The Arts, 

Foundation to Year 10—Version 8 (Australian Curriculum Assessment and Reporting 
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Authority, 2015), in which the Arts comprise Dance, Drama, Media Arts, Music and 

Visual Arts as distinctive but related subjects. 

There are various combinations of terminology which connect the Arts and education. 

Ewing (2010) explains three relationships between the Arts and education, and I have 

selected the terminology from these definitions which most clearly organises the three 

broad sections of this literature review : “Arts and education” (p. 7), to emphasise an 

equal, reciprocal and interactive relationship between the Arts and education; “arts 

education” (p. 7) which will “underline teaching and learning about the arts disciplines 

and processes” (p. 7); and “Education through the Arts” (p. 7), which places the Arts in 

a core curriculum position as a pedagogical tool. 

These three areas of terminology are also considered by other researchers such as 

Goldberg (2012) who similarly refers to “learning with the Arts” (p. 6), “learning about 

the Arts” (p. 6), and “learning through the Arts” (p. 6). Goldberg’s third aspect—learning 

through the arts—which is the focus of the overarching research question, is dependent 

upon the first two. It is not possible to use the Arts effectively as a pedagogical tool 

without having knowledge and skills in arts subjects and a meaningful relationship 

between the Arts and education. Several researchers argue that best practice in arts 

education involves the complementary approaches of specialised learning in the Arts, and 

arts integration across the curriculum, as well as an understanding of the relationship 

between the Arts and education (Babiak & Ohler, 2012; Cornett, 2006, 2011; Ewing, 

2010; Gulish & Elfstrom, 2017; Sinclair, Jeanneret, & O’Toole, 2012). Therefore, all 

three of these definitive phrases are relevant to this research project as they carry 

important implications for the role of the Arts in the curriculum, and they also frame the 

shape of the literature review. 

The first aspect, reflecting the relationship between the Arts and education, will be 

covered in the broad section on the Arts and education and the more specific section on 

Australian perspectives on the Arts and education which follows. The second aspect, 

concerning arts education, will be considered under the benefits provided by arts 

education and the challenges they face. The third aspect, education through the Arts, will 

be explored by reviewing literature concerning arts-based pedagogies. 
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2.2. The Arts and education 

A seminal document influencing the relationship between the Arts and education is the 

Road Map for Arts Education (United Nations Educational Scientific and Cultural 

Organisation, 2006) which emerged from the World Conference on Arts Education 

conducted by UNESCO. This aspirational and evolving document was designed to be a 

reference for creating common understandings by defining concepts and identifying good 

practices in arts education. The underlying intention was: 

to communicate a vision and develop a consensus on the importance of Arts 

Education for building a creative and culturally aware society; encourage 

collaborative reflection and action; and garner the necessary financial and 

human resources to ensure the more complete integration of Arts Education 

into education systems and schools (p. 3) 

The document presents four aims: 

1. Uphold the human right to education and cultural participation (p. 3) 

2. Develop Individual Capabilities (p. 4) 

3. Improve the Quality of Education (p. 6) 

4. Promote the Expression of Cultural Diversity (p. 6) 

The implications of these statements are of profound importance and relevance to this 

research project. When arts education is regarded as a universal human right, and 

necessary to fully develop the potential of an individual, those in positions of influence 

have a responsibility to see that all learners are able to access this right in all its fullness. 

This document supports extensive literature by crediting artistic processes with the 

potential to unlock individual creativity leading to cognitive growth, cultural engagement, 

and the development of “emotional intelligence and a moral ‘compass’ “ (UNESCO, 

2006, p. 4). Systematic and long-term experiences of arts education are recommended to 

equip individuals and nations to flourish in the 21st century. In this process the Arts are 

viewed as enhancing individual and social wellbeing. The assertion that arts education is 

capable of raising the quality of education throughout the world implies a valuable 

resource of knowledge. 
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Suggestions are made in this document to utilise effectively the enabling capacity of the 

Arts. The contention is that arts education can enhance learning by fostering learner-

relevance, promoting universal values, providing equity, and securing human rights. It 

follows then that the delivery of arts education by teachers who are competent and 

enthusiastic can address a range of challenges faced by educational systems. Educators, 

therefore, have an essential role in delivering quality arts education. This highlights the 

need for high-quality pre-service training and professional learning to build teacher 

capacity in terms of knowledge, skills and pedagogy. The reason this is important is 

because of the assertion that experiences and knowledge of the Arts enable unique 

perspectives. To accept that the Arts preserve and communicate cultural knowledge, is to 

acknowledge that arts education promotes an awareness, understanding and respect for 

one’s own and other cultures, thereby supporting cultural diversity. This document 

highlights the wider relevance of the Arts by acknowledging the implicit and explicit 

value of arts education. Strong connections are made between the Arts and the value they 

bring to individuals, society and education. 

Exploring the value of the Arts and its unique position in education continues to be 

important. In his widely cited research Eisner (2003, 2004, 2005, 2013), acknowledges 

the uniqueness of the Arts in transforming our thinking. Major examples include: 

 making sound judgements, particularly in the absence of rules 

 understanding that there may be more than one good solution to a problem 

 seeing and interpreting the world through multiple perspectives 

 being open to exploration and discovery as knowledge emerges and aims 

evolve within the unfolding of complex problems 

 acknowledging that words and numbers are sometimes inadequate to 

communicate a full understanding 

 embracing nuance and subtlety as small differences can have large effects 

 thinking through and with the material through which we work 

 using poetic capacities to express more deeply and accurately what needs 

to be said 

 offering a unique experience to explore the range and depth of our feelings 

 teaching educators and policymakers that the position of the Arts in the 

curriculum reflects their priorities for education 
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These points highlight the metacognition that underlies learning, as well as the uniqueness 

and intellectual rigour of arts subjects. The focus is on the enabling capacity of the Arts, 

suggesting that the position of the Arts in the curriculum can reflect the state of an 

education system by communicating adult educational priorities that may be preserved in 

practice traditions. 

The Arts have traditionally been valued for their perceived contribution to society, which 

has included their ability to instill desired values and attributes in the population 

(Boughton, 1989; Russell-Bowie, 2011), to foster an appreciation of high art forms, and 

to encourage cultural reproduction (Stevens, 1993; Russell-Bowie, 2011, 2015). As such, 

the Arts have often assumed the ‘handmaiden’ role of subservience to other higher status 

agendas (Bresler, 1995). Sanderson’s (1996) contention that arts education is often 

viewed as a form of emotional and social education, suggests that the intellectual rigour 

of the Arts has often been underestimated. These authors reveal a tradition in which the 

Arts have been dominated by adult perspectives and viewed as having extrinsic value to 

a higher cause. Such perceptions threaten the status of the Arts in the curriculum by 

regarding arts subjects as less important to learners’ cognitive development. 

In addition, the gradual introduction of each Arts subject into the education system has 

reflected differences in their individual status. Visual art has had the longest history of 

inclusion in school curricula, followed by music, then drama, and more recently dance, 

which was included in the curriculum within physical education under the influence of 

Laban (Taylor & Andrews, 1993). Drawing from several areas such as psychology, 

anatomy, philosophy and kinesiology, Laban Movement Analysis, which featured a 

multidisciplinary and integrated approach, was adopted by musicians, actors, dancers and 

athletes (Sutil, 2013). The discipline of Media Arts has grown out of the rapid rise of 

information technology since the 1980s (Barton & Unsworth, 2014; Dezuanni & Woods, 

2014; Livermore, 1993; Noad & Unsworth, 2007; Taylor & Andrews, 1993). This means 

that the diversity of subjects included in the Arts, the evolving nature of these subjects, 

and the value assigned to each arts subject, may have contributed to a protracted 

acceptance of arts education into the curriculum. It appears that often restricted forms of 

arts education have been accepted while debate continues as to the value and relevance 

of some arts subjects. 
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The Arts have continued to struggle for recognition in the curriculum. Barton and Baguley 

(2017) report a disjuncture between education policy priorities and the perceived benefits 

of the Arts in Western countries. The literature shows that attitudes towards the 

involvement of the Arts in education are strongly linked to wider educational trends, 

social developments and economically-driven political views (Caldwell & Vaughan, 

2012; Eisner, 2003, 2004, 2005; Heilig et al., 2010; Minarechová, 2012; Russell-Bowie, 

2011; Stevens, 1993; Taylor & Andrews, 1993; West, 2012). Researchers point out an 

apparent link between “standardized tests to measure student achievement in the current 

performance-based measurement climate” (Barton & Baguley, 2017, p. 1), and the 

marginalisation of the Arts in education (Adams, 2011; Baguley & Fullarton, 2013; 

Baker, 2012; Barton et al., 2013; Caldwell & Vaughan, 2012; Eisner, 2003; Ewing, 2010; 

Kratochvil, 2009; Morris, 2011; Russell-Bowie, 2011). A growing body of international 

research suggests that the unintended consequences of standardised testing programs 

(Polesel et al., 2012), have become detrimental to arts education in the United Kingdom 

(Minarechová, 2012; West, 2012), the United States (Au & Gourd, 2013; Groves, 2002), 

and Australia (Barton et al., 2013; Ewing et al., 2011). 

Concerns have been raised by Eisner (2004) regarding the narrowing of educational 

priorities, and the valuing of achievement over the richness of inquiry. This research 

shows a disconnection between the formalised rhetoric supporting the Arts, and the 

delivery of arts education in the classroom. The marginalisation of the Arts continues to 

diminish their importance in the curriculum. In contrast, Caldwell and Vaughan (2012) 

report that schools in Finland do not have standardised testing programs, yet demonstrate 

high performance standards and creativity. It appears that Finland’s example illustrates 

there are more effective ways to improve student outcomes, by ensuring that educational 

policy consistently flows through to classroom practice. 

Co-ordinated attempts have been made to seek improved student outcomes and challenge 

the diminished position of the Arts in the curriculum. The growing strength of arts 

advocacy since the 1980s has become a significant influence in the political and 

educational landscape. Arts advocacy groups have sought to address the marginalisation 

of the Arts in education and raise the status of the Arts in the curriculum by pointing out 

the benefits of arts learning (Eisner, 2003, 2004, 2005; Heilig et al., 2010; Robinson, 

1982; UNESCO, 2006). Ewing (2010) warns that although there have been improvements 



19 

in the status of the Arts in some education systems, there is still a disconnection between 

policy recognition and practice. While arts advocacy has contributed to greater 

international acknowledgement of the value of arts education and the role that the Arts 

play in wider education, the formalisation of these views has generally not produced the 

desired outcomes. This situation demonstrates that informed rhetoric has not been able to 

align education policy priorities with the benefits offered by including the Arts in the core 

of the curriculum. It would appear that other strategies are required to affect long-term, 

widespread and sustainable change regarding the position of the Arts in the curriculum 

and the value placed on it in educational systems. 

2.3. Australian perspectives in Arts education 

Arts advocacy in Australia, in which this research project is located, has seen an 

aspirational arts curriculum become a reality. A brief background to developments in arts 

education in Australia reflects a progression from disparate local interpretations to a 

unified national curriculum. Prior to the development of a national curriculum for the 

Arts, states and territories were usually responsible for their own arts education policies 

regarding generalist and specialist teachers (Hartwig et al., 2017; Russell-Bowie, 2011). 

This had contributed to a wide variety in the quality and quantity of arts experiences being 

offered across the country (Boomer, 1985; Caldwell & Vaughan, 2012; Hartwig et al., 

2017). In many cases, the teaching of individual arts subjects had been based on a narrow 

pedagogical understanding delivered through limited teacher capacity (Garvis & 

Pendergast, 2012; Russell-Bowie, 2011). This inadequate foundation may also have 

contributed to a tokenised view of the Arts in which arts education may be viewed as a 

‘frill’ rather than a necessity (Ewing, 2012a; Garvis & Riek, 2010; Hartwig & Barton, 

2013; Hartwig et al., 2017; Russell-Bowie, 2011). Arts advocates have resisted this 

characterisation of arts education by engaging in research informed discussion. Over 

decades, this has led towards at least some formal recognition of the value of arts 

education in the curriculum. 

In an attempt to improve the position of arts education in the curriculum, 

recommendations were formalised in documents developed at The Hobart Declaration 

(Ministerial Council on Education Employment Training and Youth Affairs, 1989), The 

Adelaide Declaration (MCEETYA, 1999), and The Melbourne Declaration on 
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Educational Goals for Young Australians (MCEETYA, 2008). This work acknowledged 

the critical role that access to arts education, as a human right, plays in educational and 

social equity; the transformative power of the Arts to enhance individual lives; and the 

significant contribution the Arts make to national creativity and economic potential 

(Russell-Bowie, 2011). National reviews, such as The National Review of Music 

Education (Pascoe et al., 2005), and the First We See: The National Review of Visual 

Education (Davis, 2008), have also made recommendations for improving individual arts 

subjects (Hartwig et al., 2017). It is problematic that few of the recommendations from 

Australian Government reports and reviews concerning arts education, have been 

realised, and the Arts have not been routinely included in all curricular directives. 

However, these steps have arguably prepared the way for more concrete plans in the form 

of a national curriculum document. 

Despite being initially omitted, the Arts were later included in a national curriculum under 

the strands of Dance, Drama, Media Arts, Music and Visual Arts (Hartwig et al., 2017), 

due to the effective lobbying of Peter Garrett (an Australian politician) and associations 

such as the National Affiliation of Arts Educators in 2009 (Russell-Bowie, 2011). The 

Australian Curriculum: The Arts, Foundation to Year 10—Version 8.3 (ACARA, 2015) 

has formalised a national approach to arts education in schools, acknowledging the 

uniqueness of each arts subject as well as their interrelationships. This document reflects 

international trends which acknowledge the influence of twenty-first-century globalism, 

the notion of many histories of art, multicultural respect and appreciation, and an 

emphasis on relevant learning to build for the future. It states that every student is entitled 

to experience arts education in each of the five Arts subjects to “develop their arts 

knowledge and aesthetic understanding through a growing comprehension of the distinct 

and related languages, symbols, techniques, processes and skills of the arts subjects 

(ACARA, 2015, p. 1). The rationale establishes the value of the Arts and outlines 

expectations for students of these subjects as they become makers of and responders to 

the Arts. 

The arts have the capacity to engage, inspire and enrich all students, exciting 

the imagination and encouraging them to reach their creative and expressive 

potential. The five Arts subjects in the Australian Curriculum provide 

opportunities for students to learn how to create, design, represent, 
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communicate and share their imagined and conceptual ideas, emotions, 

observations and experiences (ACARA, 2015, p. 1). 

The aims of the Australian Curriculum: The Arts include: 

 creativity, critical thinking, aesthetic knowledge and understanding 

about arts practices, through making and responding to artworks with 

increasing self-confidence 

 arts knowledge and skills to communicate ideas; they value and share 

their arts and life experiences by representing, expressing and 

communicating ideas, imagination and observations about their 

individual and collective worlds to others in meaningful ways 

 use of innovative arts practices with available and emerging 

technologies, to express and represent ideas, while displaying 

empathy for multiple viewpoints (ACARA, 2015, p. 1) 

More extended and specific forms of the rationale and aims are provided for each arts 

subject. Implementation of this curriculum in schools will be at the discretion and 

responsibility of state education ministers. Concern is held for the implementation stage 

of this document because the development of a high-quality curriculum document may 

not necessarily translate to the delivery of high-quality arts education in schools. The aims 

of this curriculum can only be realised if arts education is valued in the curriculum (in 

terms of time allocation and resources), and if teachers have the required knowledge and 

skills to deliver high-quality arts programs. In this endeavour, some states in Australia 

may be considered to have had advantages due to their previous experiences of arts 

education. 

2.4. Arts education in Queensland 

The specific focus of this research project is on data collected from a school in 

Queensland, so some attention will be given to providing an accurate educational context. 

In their overview of arts education in Queensland, Hartwig et al. (2017) note several 

developments where formalised documents or resources reflected a rise in the status of 

the Arts in the school curriculum. These include: the 1960 issuing of handbooks for the 

Arts to be used as resources for classroom teachers; the 1966 introduction of documents 

outlining an individual syllabus for each arts subject in secondary schools; and the new 
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music curriculum—The Departmental Curriculum Guide for Music in the Primary 

School—which was issued by the Department of Education in 1974. The Queensland 

Music Program, issued in 1980, included seven music work programs which were 

influenced by the Kodaly movement and featured the introduction of music specialists in 

primary schools (Hartwig et al., 2017). These authors highlight the arts subjects’ syllabus 

documents created by the Board of Secondary School Studies in 1988, the Music Syllabus 

and Guidelines Years 1–7, which was published by the Department of Education in 1996, 

and The Arts Syllabus—Years 1–10, (Queensland School Curriculum Council, 2002), 

which was an outcomes-based syllabus. With decades of experience in having music 

specialists in primary schools, and with a cohesive arts syllabus, Queensland has been 

prepared for further arts education curriculum developments. The latter syllabus was 

significant for initiating new changes in arts curricula. 

Southcott and Hartwig (2005) explain that The Arts: Years 1 to 10 Syllabus (QSCC, 2002) 

raised the status of the Arts by including, for the first time, the five Arts strands (subjects) 

in a state syllabus. This curriculum prescribed a minimum number of hours for arts 

education for each year level and required accountability through reporting on the Arts 

outcomes to the Minister of Education and the Arts (Southcott & Hartwig, 2005). Based 

on this document, the Arts became regarded as one of the Key Learning Areas in The 

Essential Learnings in 2006 by the Queensland Studies Authority, which was introduced 

into schools in 2008, though often not adhered to in classroom practice (Hartwig et al., 

2017; Stevens, 2010). Despite these challenges in implementation, The Arts Syllabus— 

Years 1–10 placed Queensland ahead of other Australian states in terms of developing an 

Arts syllabus which included several arts subjects. By considering the Arts an Essential 

Learning, the Queensland State Authority acknowledged that there were significant 

benefits offered by education in the Arts, and by including the arts in a key position in the 

curriculum. 

2.5. Current challenges for arts education in schools 

Unfortunately, these well-documented benefits of learning in and through the Arts, may 

not be realised if the Arts are marginalised or excluded from the curriculum. The 

challenges capable of threatening quality arts education in our schools will be presented 

through literature which discusses the influence of high-stakes standardised testing, 
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perceptions of an overcrowded curriculum, building teacher capacity, and models of arts 

integration. 

2.5.1. High-stakes standardised testing 

Researchers contend that individual student needs have been sidelined by the systematic 

dominance of high-stakes test data (Ewing, 2012a, 2012b; Polesel et al., 2012). This focus 

has sometimes resulted in high-stakes testing being viewed as the “de facto curriculum” 

(Hardy & Boyle, 2011, p. 220), thereby reflecting a reductionist view of education which 

narrows the curriculum as the basis of learning and restricts creativity (Angelo, 2011; Au 

& Gourd, 2013; Caldwell & Vaughan, 2012; Comber, 2012; Cormack & Comber, 2013; 

Ewing, 2012a, 2012b; Noddings, 2013; Thompson, 2013; Thompson & Harbaugh, 2013). 

High-stakes tested Learning Areas tend to be privileged (Barton et al., 2013; Ewing et al., 

2011), and a lack of contextualised learning often discourages a cohesive view of 

knowledge (Ewing, et al., 2011; Thompson & Harbaugh, 2013). In addition, researchers 

note that teachers often feel pressured by high-stakes testing programs to favour lecture-

based pedagogies and more formulaic teaching styles, and to exclude activities reflecting 

high-quality pedagogy (Au & Gourd, 2013; Comber, 2012; Cormack & Comber, 2013). 

These test-driven teaching methods (Ewing et al., 2011; Klenowski, 2011; Klenowski & 

Wyatt-Smith, 2012; Lobascher, 2011; Thompson, 2013; Thompson & Harbaugh, 2013) 

can lead to teachers perceiving themselves as becoming “progressively deskilled” 

(Ewing, 2012b, p. 11). This is a problem because teachers can feel undervalued and may 

question their own professionalism. When teachers perceive their teaching practice as 

lacking in quality, and their delivery as being compromised, their self-esteem, self-

concept and self-efficacy can be diminished (Barton et al., 2013; Garvis, 2012; Garvis & 

Lemon, 2013; Garvis & Pendergast, 2010; Jacobs, 2008; Russell-Bowie, 2009b). This 

situation can produce conflict between what is happening in the classroom and what the 

teacher believes should be happening. 

There are reports that narrowly conceived pedagogies can translate to lower level 

cognitive skills and impoverished learning experiences for students (Au & Gourd, 2013; 

Eisner, 2004, 2005). Students whose preferred learning style most strongly aligns with a 

traditional academic curriculum are privileged by this limited range of pedagogic 

strategies (Ewing, 2012a, 2012b). Additionally, researchers report that the adverse 

outcomes of high-stakes testing are more strongly experienced by disadvantaged students 
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(Kearns, 2011; Peters & Oliver, 2009). This represents a lack of equity in education 

because the achievement gap between advantaged and disadvantaged students is widened 

(Ewing, 2012a, 2012b). As well as these concerns, anecdotal evidence suggests that 

students who fail under high-stakes testing programs, experience increased stress and 

disengagement with learning, which causes lower self-esteem and self-image (Polesel et 

al., 2012). In view of this emerging data, Australian researchers have questioned the 

validity of the National Assessment Program—Literacy and Numeracy (NAPLAN) in 

achieving its stated aims, and warned against adverse consequences (Caldwell, 2010; 

Comber, 2012; Cormack & Comber, 2013; Jones, 2007; Kohn, 2000; Lingard & Sellar, 

2013; Minarechová, 2012; Munro, 2010; West, 2012; Wu, 2010). Such evidence suggests 

that high-stakes testing programs continue to negatively impact educational practices in 

general and arts education practices in particular. Authors point out that preparation for 

standardised testing takes a considerable amount of time from a curriculum that may 

already be considered time poor. This situation is problematic as it appears to place further 

stress on teachers. 

2.5.2. Perceptions of an overcrowded curriculum 

Researchers contend that teachers often feel adversely affected by their perceptions of an 

overcrowded curriculum (Ewing et al., 2011; Russell-Bowie, 2009a). These effects are 

manifested in reports regarding teachers’ perceived pressure to negotiate content-heavy 

curricula while maintaining or raising school high-stakes test scores (Hayes, 2010; 

Thompson, 2013; Wyatt-Smith, 2015). Daggett (2000) agrees, acknowledging that 

teachers struggle to select areas of focus in an overcrowded curriculum as they strive for 

a balance between achieving highly in national standardised testing programs and 

covering required content. In this stressful environment, Johnston (2002) contends that 

aspects of learning which are not formally assessed, including social skills and teamwork, 

may not be developed by teachers. The National Council for Curriculum and Assessment 

(NCCA), based in Ireland, uses the term ‘curriculum overload’ to describe content-heavy 

or overcrowded curricula, and notes that teacher perceptions in this regard are real rather 

than imagined. Their report (NCCA, 2010) notes the adverse effects of curriculum 

overload in primary schools, with time being named by principals and teachers as one of 

the biggest challenges facing curriculum implementation. Teachers reported that “they 

had insufficient time to meet the needs of all learners” (NCCA, 2010, p. 5). This evidence 

suggests that the current relationship between content-heavy Learning Areas within an 
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overcrowded curriculum and time management is not working effectively for teachers in 

the classroom. Alternative frameworks may be needed to address this stressful situation, 

which may be exacerbated if teachers feel that their knowledge and skills are inadequate 

in certain curriculum areas. 

2.5.3. Building teacher capacity 

Teachers’ capacity to deliver quality arts education determines their self-efficacy and 

self-esteem (Lummis et al., 2014; Russell-Bowie, 2012), which in turn influences their 

self-concept. The development of teacher confidence and competence in teaching the Arts 

is influenced by the following factors: the quality of pre-service training they receive 

(Barton et al., 2013; Russell-Bowie, 2012); their own arts experiences, expertise and 

habitas—the dispositions subconsciously formed by individuals’ personal histories and 

societal views (Garvis, 2012; Garvis & Pendergast, 2010; Garvis & Pendergast, 2012; 

Garvis & Riek, 2010; Jacobs, 2008; Lemon & Garvis, 2013; Russell-Bowie, 2012); and 

the quality of their ongoing professional development (Guskey, 2002; McDonald & 

Fisher, 2006; Sze, 2013). Some researchers assert that funding cuts to arts education in 

school and tertiary sectors are often driven by political agendas which currently tend to 

prioritise high-stakes testing (Barton et al., 2013). A reduction in allocated arts education 

time for pre-service generalist teachers, and a reduction in arts pedagogy courses for pre-

service specialist teachers has ensued in some institutions (Barton et al., 2013). 

Reductions in pre-service teachers’ arts education may negatively impact teacher 

confidence in teaching the Arts, and hinder the building of teacher capacity in this regard 

(Garvis & Pendergast, 2010; Garvis, 2012; Garvis & Lemon, 2013). Negative arts 

education experiences, or the omission of arts education, can prevent positive future 

outcomes unless they undergo reform (Russell-Bowie, 2012). Recommendations are 

needed to outline alternative strategies which may reform this situation. 

Teachers with inadequate pre-service arts education are in particular need of continued 

professional development to sustain professional growth (Sze, 2013). Research shows 

that while beginner teachers’ self-efficacy grows over time in the areas of English and 

Mathematics, it declines over the same period in relation to music due to a lack of 

professional development (Garvis, 2012). High-quality models of arts integration are 

needed to ensure that pre-service teachers have a good understanding of arts education. 

When teachers have inadequate knowledge and skills regarding learning in and through 
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the Arts, the teacher pedagogy models used for arts integration may not be of high quality. 

This suggests more effective professional development strategies may be needed in arts 

education. If reductions in pre-service arts education for teachers and inadequate support 

for professional learning in this area occur, alternative strategies for building teacher 

capacity will be crucial. My research will, therefore, seek to address these three 

challenges: restoring broader arts-based pedagogies to push back against the narrowing 

of the curriculum which may result from the dominance of high stakes standardised 

testing; using integrated arts-based pedagogies to increase the quality of learning in a time 

poor and overcrowded curriculum; and providing a new model for professional learning 

to build teacher capacity in arts-based pedagogies. 

2.6. Benefits of arts education 

There is a vast body of literature describing the benefits of arts education (Catterall, 2009; 

Deasy, 2002; Eisner, 2003, 2005; Goldberg, 2012; Robinson, 2011; Russell-Bowie, 2015; 

Wright, 2012), implying huge gains for all stakeholders when the Arts are meaningfully 

included in school curricula. However, some researchers express concern as to how the 

benefits of arts education are to be made demonstrably visible to policymakers and society 

at large, as the process of education is complex and cannot be reduced to a simple matter 

of cause and effect (Brooks, 2004; Caldwell & Vaughan, 2012; Ewing, 2012b). 

Researchers acknowledge that these benefits apply to learning experiences within arts 

education (Ewing, 2010; Wright, 2012), and to using the Arts across the curriculum in 

integrated arts programs (Ewing, 2012a, 2012b; Goldberg, 2012). In this section, the 

benefits of arts education will be presented under the following headings: cognitive; 

social; affective, and curricular. 

2.6.1. Cognitive benefits 

The literature abounds with statements which support the profound influence of the Arts 

on human cognition. Eisner (2003) contends that the Arts offer us: the means to express 

meaning; the opportunity to develop our minds; and the possibility of aesthetic 

experience. The Arts can transform our understanding of the world (Caldwell & Vaughan, 

2012; Ewing, 2012b) through unique ways of knowing (Eisner, 2003, 2005). Integrated 

arts programs provide intellectual and emotional growth through offering the following 

experiences: developing artistic perception; creating and performing art; analysing with 
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informed judgements; and making historical, cultural and interdisciplinary connections 

(Goldberg, 2012; McDonald & Fisher, 2002, 2006; Stevenson & Deasy, 2005). Arts 

education provides us with a philosophical viewpoint and a means to bring those views 

to fruition. This stance may also be influenced by other views regarding the nature of 

intelligence and the acquisition of knowledge. 

The concept of multiple intelligences was proposed to acknowledge the value of different 

ways of learning and understanding ourselves and the world (Gardner, 1993). While 

music is identified as having its own particular type of intelligence, the Arts draw on the 

range of identified intelligences which have come to be known as: musical intelligence; 

bodily-kinesthetic intelligence; logical-mathematical intelligence; verbal-linguistic 

intelligence; visual-spatial intelligence; interpersonal intelligence; intrapersonal 

intelligence; naturalistic intelligence; and more recently proposed, existential intelligence 

(Gardner, 2006). Broader inclusive views of intelligence may be more likely to value the 

cognitive processes inherent in arts experiences, and to acknowledge the importance of 

arts education. Researchers contend that when many pathways for learning are provided, 

it is more likely that students will become engaged in the learning process, and will be 

encouraged to develop the sustained attention necessary for improved outcomes 

(Robinson, 2011). The literature reports that student engagement with learning may be 

compromised by privileging certain intelligence types (consciously or unconsciously) in 

the classroom (Ewing, 2010, 2012a, 2012b). Arts education may be able to address this 

issue by opening up a wider educational experience for learners. Accessing a wider range 

of cognitive processes may contribute to strengthening learning attributes and improving 

student outcomes. 

Researchers contend that arts education encourages attributes which enhance learning and 

provide improved access to more diverse and high-quality learning experiences (Donahue 

& Stuart, 2008; Hetland & Sheridan, 2005; Root-Bernstein, 2011). Daugherty’s (2013) 

observation that there is a long tradition of “artists-turned-inventors” (p. 12) demonstrates 

that the attributes found in the Arts foster a curiosity about the world which can lead to 

explorative innovation and creative problem-solving in the 21st century. These benefits 

are widely applicable, demonstrating particular significance when beginning a long-term 

learning trajectory in early childhood, and when working with learners who are 

considered disadvantaged. Souto-Manning and James (2008) state that “teaching young 
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children literacy through the Arts sets a lifelong habit of critical consciousness” (p. 82). 

Researchers report that improved outcomes are particularly noticeable for students who 

are considered disadvantaged or marginalised (Ewing, 2010; Mason, Thormann, & 

Steedly, 2004; McDonald & Fisher, 2006; Robinson, 2011, 2012). In this way, the Arts 

contribute to narrowing the achievement gap—the significant and consistent disparity of 

student outcomes between different groups of students—as well as improving outcomes 

for all students. 

There is a considerable body of literature devoted to the cognitive benefits of arts 

education in integrated arts programs, in the areas of: memorisation; reading; pattern 

recognition; observation; problem-solving; critical thinking; creativity; understanding 

and openness (Best, 2000; Brewer & Brown, 2009; Donovan & Pascale, 2013; Ewing, 

2010, 2012b; Greene, 1991; Goldberg, 2012; Hall-Kenyon & Smith, 2013; Hefferen, 

2005; Hinde, 2005; Luftig, 2008; McDonald & Fisher, 2006; Minton, 2003; Overland, 

2013; Robinson, 2011; Souto-Manning & James, 2008; Wright, 2012; Yorke-Viney, 

2007). Ewing (2012b) describes the common features of the arts subjects as “play, 

experimentation, exploration, provocation, metaphor, design, expression or 

representation and aesthetic shaping of the body and other media” (p. 8). The literature 

shows broad agreement that the Arts can foster deeper cognition through the enhanced 

thinking skills we need to flourish in the 21st century, but there is concern that these skills 

are not extensively taught in classrooms. New discoveries in neuroscience methods are 

now able to measure a range of specific cognitive functions which are enhanced by 

experiences in the Arts (Brattico & Pearce, 2013; Cole, 2011; Ewing, 2012b; Huang, 

2009; Magsamen & Battro, 2011; Ramachandran & Hirstein, 1999; Schlaug, 2001). This 

provides arts advocates and education policymakers with scientifically measured 

evidence on how arts education and arts experiences are able to benefit neurological 

development and enhance cognition. 

2.6.2. Social benefits 

Scholars argue that the Arts bring benefits which are wider than individual experiences, 

as they provide insights into other times, cultures and places (Ewing, 2010; Russell-

Bowie, 2015; Souto-Manning & James, 2008). Civilizations have marked important life 

moments with artistic expression which can reflect the world and shape it by preserving 

and communicating culture, yet possessing the power to challenge it (Russell-Bowie, 
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2015). By preserving cultural and linguistic diversity (Glass, Meyer, & Rose, 2013), the 

Arts encourage respect for other perceptions, traditions and opinions. Goldberg (2012) 

explains the importance of broadening our multicultural and multiethnic understanding, 

noting that the Arts support a multicultural perspective, value cultural pluralism and 

embrace complexity. Ewing (2010) concurs, describing the Arts as a bridge both within 

and between communities. These reported benefits align with the Road Map for the Arts 

(UNESCO, 2006) and demonstrate that the Arts are capable of enhancing social and 

political harmony, as they foster respect for other cultures and perspectives, preserve 

diversity, and encourage learners to become global citizens. 

These advantages are also evident on a more intimate social scale. Clift (2012) notes that 

the Arts contribute to healthy social scripts (cultural participation which builds 

understanding in interpersonal interactions), which Brouillette (2010) states is crucial in 

students’ social-emotional development. Many studies have noted the positive effects of 

arts integration on social self-esteem (Deasy, 2002; Fiske, 1999; Hampshire & Matthijsse, 

2010; Pavri & Luftig, 2000), social relationships, school environment, school climate, 

and school culture, where arts integration is working consistently throughout the school 

(Fiske, 1999; Robinson, 2011). Experiences in arts education involve collaborative 

learning and require high functioning teamwork skills which promote creativity, problem-

solving and critical reflection (Robinson, 2011). As students learn to respond to artworks 

and collaborate with others to make artworks, they develop respect for and awareness of 

other opinions and perspectives. High-quality and consistent arts integration strategies 

may have the potential to function as a cohesive dynamic in school settings. These 

experiences may, therefore, prepare students to become highly functional team players 

and sought after employees in their future workplaces. The social inclusion which is 

fostered by learning in and through the Arts in the curriculum can contribute to affective 

benefits for students. 

2.6.3. Affective benefits 

It is contended that the Arts bring affective benefits as they awaken our senses and “lend 

powerful beauty, expression, mystery, and wonder to our lives” (McDonald & Fisher, 

2002, p. 1), releasing our imagination (Greene, 1991, 1995, 2011), fostering our creativity 

(Goldberg, 2012), and valuing student’s preferred modes of learning and intelligence 

(Bomer & Meyer, 2005; Gardner, 1993, 2006). Through the Arts, physical and emotional 
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health (Clift, 2012) may be enhanced with a sense of wellbeing that transcends the barriers 

of age, gender, and socio-economic group (Stacy, Brittain, & Kerr, 2002). In providing a 

vehicle for relating to the various communities to which we belong, the Arts can function 

as a source of empowerment for students and teachers (Goldberg, 2012). In addition, the 

Arts foster attributes that enhance educational and life outcomes, such as self-discipline 

and disciplined behaviour, motivated attendance, and involvement in tasks (Ewing, 

2010). This research suggests that the affective benefits offered by arts experiences extend 

beyond their original context. This means that the affective benefits associated with 

education in and through the Arts may extend beyond the bounds of an educational 

setting. 

The holistic affective benefits of Arts experiences have been presented through case 

studies concerning Arts and health. The role of the Arts in health is reported to be 

connected to the central role of creativity in human biological development in all 

societies, which influences the development of health and wellbeing (Schmid, 2005). 

Karkou and Glasman (2004) suggest that the Arts can contribute towards person 

wellbeing and social integration through the increased specialised knowledge and skills 

of arts professionals, while Preti and Welch (2011) explore the multifaceted effects of 

music in a hospital setting. Arts projects have also been connected with the wellbeing of 

youth through increased social capital (Hampshire & Matthijsse, 2010) and social 

wellbeing through rural vitalisation (Anwar McHenry, 2009). The wide-reaching effects 

of arts experiences on wellbeing have implications for arts experiences in educational 

contexts. If arts experiences can enable changes in student perceptions of their 

environment, they may be better equipped to deal with challenges and more inclined to 

feel accepted. 

Researchers report that a strong correlation exists between arts education and students’ 

attitudes, self-esteem, and motivation, leading to greater engagement with learning 

(Caldwell & Vaughan, 2012; Ewing, 2010; Goldberg, 2012; Sinclair et al., 2012). 

Robinson’s (2011) research review supports this stance, highlighting the connection 

between affective outcomes, academic achievement and cognition, including: “self-

esteem, motivation, self-efficacy, confidence, perseverance, self-perception, self-

regulation, and attitudes toward specific subjects and school in general” (p. 292). Ewing 

(2012a, 2012b) notes that similar improvements are even more keenly felt by students 
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who are marginalised and those with disabilities. These students may experience 

improved outcomes in academic motivation, social recognition, metacognition, cognitive 

processing skills, and content knowledge (Durham, 2010; Ponder & Kissinger, 2009; 

Robinson, 2012). Similarly, Goldberg (2012) notes that the Arts offer unique 

opportunities for people with differing abilities to express themselves and communicate. 

When students’ attitudes to learning and their perceptions of themselves are enhanced, 

the resulting improved outcomes may be widely felt across their school and personal 

lives. This is particularly important for disadvantaged students as their improved 

outcomes may be exponentially larger. 

Literature describing the impact of the Arts on learning, presents a wide range of benefits 

that have been evident in small-scale studies as well as those with a wider scope. The 

affective outcomes noted by Fiske’s (1999) compendium of studies have been 

summarized by McDonald and Fisher (2006) as “better communication skills, friendships 

with others, and fewer instances of violence, racism, and other troubling and 

nonproductive behaviors” (p. 6). These findings are consistently reflected in other large-

scale longitudinal studies (Catterall, 2009; Deasy, 2002) which discuss the mechanisms 

through which learning in the Arts is transferred to other Learning Areas, the academic 

and social benefits of arts education, and the essential role of the Arts in every child’s 

education and development. These affective gains are regarded as wide-reaching, 

sustainable, and capable of positively influence future outcomes if the Arts are 

meaningfully included in the curriculum. 

2.6.4. Curricular benefits 

There are also a number of curricular benefits which may be accessed through arts 

education and an integrated arts curriculum. Glass et al. (2013) assert that an integrated 

arts curriculum provides multiple means of representation, action and expression. Drake 

and Burns (2004) present an international report which focuses on the ways in which 

adaptable interdisciplinary approaches can address real-life situations and influence 

society. Other researchers refer to: a holistic approach to gaining interdisciplinary 

knowledge and skills (Guyotte et al., 2015); synthesising interdisciplinary knowledge 

(Lattuca, 2001); transcending disciplinary boundaries to reframe the way students view 

their home discipline (Holley, 2009); purposefully entwining Learning Areas and subjects 

(Guyotte et al., 2015); developing a synergy between Learning Areas and subjects 
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(Bequette & Bequette, 2012); and deconstructing and reconstructing disciplinary 

identities in an interdisciplinary space (Sochacka et al., 2016). These approaches 

acknowledge the added value of interdisciplinary learning. 

Researchers provide particular frameworks when proposing best practice approaches to 

integrated arts learning. Bresler (1995) recommends the coequal cognitive approach to 

arts integration, where the Arts are equal partners with other Learning Areas. This model 

favours knowledge or skills that are specific to particular disciplines and require higher-

order cognition. Similarly, Russell-Bowie (2009a) has created the word syntegration to 

describe a synergistic arts integration model which addresses subject-specific and generic 

outcomes. Goldberg (2012) advocates: structural integration (structural analogies 

between various Arts subjects); expressive integration (understanding layers of meaning); 

and process integration (integrating making and responding, creating and perceiving). 

These models provide rigorous frameworks for authentic integration strategies on which 

criteria for teachers’ self-reflection can be based. 

Additionally, researchers advocate for integrated arts and aesthetic education to 

encourage students to engage with, express, and interpret their world (Abbs, 1987; Fuller, 

1987; Greene, 1991). Such experiences would be characterised by immersed encounters 

rather than passive and objective observation (Greene, 1991). Ewing (2012a) argues that 

the emphasis on higher-order thinking, aesthetic understanding, and acknowledgement of 

the Arts as unique and valuable ways of knowing, conflicts with Australia’s high-stakes 

testing regime, and that educational reform is needed to access the potential of the Arts 

to transform education across the curriculum. Those who support this stance point out the 

metacognitive benefits of the Arts. Hetland and Sheridan (2005) framed Studio Habits of 

Mind which encourage students to: develop craft; engage and persist; envision; express; 

observe; reflect through questioning and explaining; reflect through evaluating oneself 

and others; stretch and explore; understand the Art world as a domain; and understand the 

Art world as communities. To encourage higher-order cognition, researchers at Harvard 

University have proposed intellectual pathways between works of Art (Visual Art and 

Music) and the curriculum. They have developed the Artful Thinking Palette with six 

thinking dispositions which are designed to strengthen students’ intellectual behaviours: 

reasoning; questioning and investigating; observing and describing; comparing and 

connecting; finding complexity; and exploring viewpoints (Tishman & Palmer, 2006). 
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Quality integrated arts curricula represent equity in education by providing more equal 

opportunities for all students to achieve positive outcomes (Gardner, 1993, 2006; 

Goldberg, 2012; Russell-Bowie, 2009a; Snyder, 2001), and giving a voice to all students 

(Colley, 2012). Goldberg (2012) notes the role that the Arts play in contributing to 

equitable education through a diversity of expressive outlets and learning styles, including 

second language learners, students with disabilities and exceptional learners. In this 

process, the Arts provide teachers with alternative forms of assessment which are more 

inclusive. Donovan and Pascale (2013) point out that integrated arts programs offer 

excellent opportunities for differentiated instruction through varied pathways to learning 

which support students in achieving their learning goals. Robinson (2011) suggests that 

the reason this is particularly valuable for students who are disadvantaged or marginalised 

is “because arts integrated classrooms exude a sense of organized freedom and artistic 

play with room for individual experimentation and interpretation which empowers 

struggling students” (p. 298). These particular experiences are uniquely represented by 

integrated arts curricula. They illustrate the ways in which an interdisciplinary arts 

approach, based on specific education in the Arts, can enhance the curriculum and address 

challenges in education systems. 

With acknowledged support for integrated arts programs, it is not surprising that concern 

has been expressed regarding the detrimental influence that a lack of integration may have 

on the curriculum and education systems. Hall-Kenyon & Smith (2013) assert that 

integrated arts curricula can avoid the dangers of teachers and teacher educators 

“operating in the traditional silos of their individual disciplines” (p. 106). These dangers 

have been described as presenting a fragmented view of knowledge (Ewing, 2010), and 

decontextualising knowledge from real-world experience (Root-Bernstein and Root-

Bernstein, 2001). By viewing Learning Areas and subjects through a different lens, 

teachers can gain a deeper understanding of each discipline while observing the natural 

connections between them (Ardzejewska, McMaugh, & Coutts, 2010). For this reason, 

McDonald and Fisher (2002, 2006) propose that generalist and specialist teachers work 

together toward achieving three goals in arts integration: classroom access to arts 

Integration; access to arts specialists; and learning with and through the Arts. They 

contend that a successful integrated arts program requires a desire to explore and 

experiment while enjoying administrative commitment and support. Brouillette (2010) 

observes that in this cooperative dynamic, the specialist teacher acts as the catalyst, but 
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the classroom generalist teacher plays the pivotal role in providing follow-up to specialist 

learning, thereby systematically integrating the curriculum. Souto-Manning and James 

(2008) demonstrate the advantages of an integrated arts curriculum by contrasting the 

linear progression of a single discipline lesson, with the more complex range of connected 

skills and cognitive processes required in an integrated multi-discipline lesson. These 

researchers contend that integrated arts curricula encourage a cohesive understanding of 

knowledge that produces deeper connections between concepts and ideas. However, they 

also express concern that the implementation of these curricula may face opposition due 

to practice traditions that favour knowledge taught in discrete ‘silos’ of information. 

2.7. Arts-based pedagogies 

A review of arts-based pedagogies will be presented by considering the historical 

emergence of different approaches to arts-based pedagogies, a brief overview of 

established and emerging arts-based pedagogies and programs, and models of 

professional learning. 

2.7.1. Historical emergence of arts-based pedagogies 

Since the 1950s, there has been a gradual movement away from the critical appreciation 

of quality art which relied on skills and standards based on adult perspectives (Taylor & 

Andrews, 1993), towards more child-centred pedagogies. The more formal style of earlier 

arts-based pedagogy was replaced by the recognition of child-centred creativity and self-

expression. This change was evident in the progressive views expressed by reformers 

such as John Dewey which began to be more widely accepted by educators (Boughton, 

1989). However, Karkou and Glasman (2004) point out that while child-centred arts 

education was helpful in removing the dominance of adult-centred arts instruction, the 

pedagogical pendulum could also swing too far in the opposite direction by focusing only 

on students’ personal issues. This literature demonstrates a need for arts-based pedagogies 

to balance the affective benefits of arts-based pedagogies with their cognitive, social and 

curricular benefits. Critics have warned that arts education in all its forms needs to 

maintain a high standard of learning and teaching. 

The rise of integrated arts pedagogy has previously been viewed by some arts advocates 

as a generic perception of the Arts, implying a lower skill level and knowledge base than 
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that of discrete arts subjects (Best, 1995; Smith, 1995; Stevens, 1993). The contention 

was that specific skills and knowledge would be diminished in favour of general 

competencies, and that this lowering of standards was motivated by economic interests. 

The influence of economic rationalism, which rose to prominence in the 1980s, has 

contributed to lowering the status of arts education by viewing the Arts merely in terms 

of a marketable commodity (Russell-Bowie, 2011; Weate, 1993). This stance often 

overlooks the intrinsic value of arts subjects and their value in wider education. Ewing 

(2012b) notes that this view continues to persist in some sectors, despite a considerable 

body of literature and curricular documentation that support a collaborative use of both 

high-quality specialist arts instruction and high-quality integrated arts approaches. 

Researchers who support Ewing’s view acknowledge the unique nature of each arts 

subject as well as the value of an integrated arts approach (Bresler, 1995; Russell-Bowie, 

2009a). Ewing (2010) notes that some competitive debate within arts education spheres 

has continued, reflecting a perceived hierarchy of subjects within the Arts learning area. 

This is significant given that divided opinions regarding a complementary view of 

specialist and integrated approaches to using the Arts in the curriculum can disrupt the 

unity of those who support the Arts. The failure of Arts supporters to agree on whether 

integrated arts learning will enhance or diminish arts education, may be further 

aggravated by the friction of supporters of individual arts subjects jostling for position 

within the curriculum. Such disagreements undermine the strength of a united arts voice 

and diffuse the focus of arts advocacy when a cohesive approach is needed to embrace 

the emergence of new arts subjects. 

As new subjects come under the ambit of arts education, arts-based pedagogies have 

become more complex with greater potential for interdisciplinarity in the curriculum. 

Developments in technology in industrialised nations gained pace in the 1980s and have 

continued exponentially to gain wider use and greater sophistication (Barton & Unsworth, 

2014; Dezuanni & Woods, 2014; Livermore, 1993; Noad & Unsworth, 2007; Taylor & 

Andrews, 1993). Connections between Design, Technology and Visual Art, and the 

development of Music and Media Arts technology, have continued to shape arts 

education. Barton and Unsworth (2014) consider the role of music, sound, and image in 

multimodal literacies and how this impacts meaning in multi-modal texts. They point out 

the movement of compositional pedagogy from word-based texts to digital multimodal 

texts. Dezuanni and Woods (2014) demonstrate the depth and potential impact of Media 



36 

Arts learning by claiming that “there is a relationship between technical and operational 

skills, material relations and the development of conceptual knowledge and literacy” (p. 

159). Noad and Unsworth (2007) explain that the multimodal texts found in digital 

technologies create meaning through texts that are written, visual, auditory and spatial. 

The new understandings and skills that continue to emerge from developments in 

technology have important implications for education in and through the Arts. They 

demonstrate how multimodal texts can shape literacy and highlight the potential for arts-

based pedagogies to create meaning in this space. 

2.7.2. Established and emerging arts-based pedagogies and 
programs 

Many of the terms used to describe arts-based pedagogies and programs in the literature 

are regarded as almost synonymous (Bresler, 1995). These include “cross-disciplinary, 

interdisciplinary, infused, thematic, trans-disciplinary, multidisciplinary, holistic and 

blended” (Russell-Bowie, 2009a, p. 3). Arts Integration has been described as the process 

in which the Arts “provide an avenue for rigorous investigation, representation, 

expression, and reflection of both curricular content and the art form itself” (Diaz, 

Donovan, & Pascale, 2006, p. 14). Other explanations refer to fruitful connections “with 

and through the arts” (McDonald & Fisher, 2006, p. 9) in which the Arts and other 

Learning Areas “inform understanding in each other” (Donahue & Stuart, 2008, p. 344). 

To Cornett (2006), constructing meaning through the Arts is central to quality literacy 

instruction. Gulish and Elfstrom (2017) argue that an integrated arts approach more 

accurately reflects the day to day experiences of current creative professions where a 

variety of disciplines collaborate in professional contexts. This means that educational 

sectors align more strongly with future work contexts by integrating disciplines within a 

creative process. Several researchers contend that activities in an integrated curriculum 

should represent genuine and authentic learning which avoids distorting the nature of the 

Learning Areas and subjects being recruited (Brewer & Brown, 2009; Colley, 2012; 

Goldberg, 2012; Hinde, 2005). Arts Integration can also be described as the process and 

pedagogy of using the Arts across the curriculum from an interdisciplinary perspective. 

This term and those that refer to disciplines seem to be most often used in research 

contexts, while other terms may be preferred by organisers of school-based and non-

school-based programs. 
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Arts Immersion is a term less frequently cited and usually used interchangeably with a 

range of other arts-based pedagogies including Arts integration and Arts Infusion 

(Cornett, 2006). In these instances, it usually describes a unit of study or an artist in 

residence program (Brewer & Brown, 2009; Brouillette, 2010; Brown, 2007; Clark & 

Button, 2011). The term, which may represent an aspect of a larger course or integrated 

projects of limited duration, has often been applied to programs based in schools with 

featured Arts departments, elite arts institutions or arts organisations. In the United States, 

Arts Immersion has been aligned with: intensive Arts Immersion dance programs offered 

to schools (National Dance Institute, 2018); a four-week residency summer arts program 

for high school students gifted in the Arts (Tennessee Governor’s School for the Arts, 

n.d.); and Arts Immersion Days for schools, groups and organisations (Schauer Arts 

Center, 2018). There are five school campuses in Colorado which are named as Arts 

Immersion schools (Arts Immersion, n.d.). However, these schools keep their arts 

programs separate from other Learning Areas rather than using an interdisciplinary 

pedagogy, and enrolment in the school requires an audition. They are based on a model 

which aims to develop high-quality skills in students who are gifted in the Arts, and in 

this regard, are seen as institutions which cater for an elite group of performers to prepare 

them for future careers in these areas. 

In Australia, the term Arts Immersion, has been applied to a Multicultural Arts Immersion 

program consisting of day workshops involving Visual Art, Theatre and Dance 

(Australian Centre for Contemporary Art, 2008), and interpreted as a way of engaging 

students in artistic processes and programs through artists in residence, student attendance 

at performances, and workshops (Rowville Secondary College, 2016). Although mention 

is made of using Visual Art and the Performing Arts across the broader curriculum, it is 

not clear how this occurs as the curriculum is evenly divided into three parts: Mathematics 

and Science; the Arts; and Sport. Arts Immersion has also been used as a title for an online 

site, Rainbow Arts Immersion (Rainbow Arts Immersion, n.d.), which is a project tracking 

workspace for users without explained curricular connections. However, teachers are 

offered much greater support by the arts integration and STEAM (Science Technology 

Engineering Arts Mathematics) online site, Education Closet (Riley, n.d.), which 

provides detailed examples of curriculum applications, programs, online conferences, 

strategies, resources and personal advice regarding fully integrated arts learning across 

the curriculum. 
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Although Arts Immersion has been used to describe the examples provided, these projects 

do not necessarily use an integrated arts education approach. Arts subjects are often 

included as separate areas of study with the potential to enrich the curriculum by 

providing a ‘full’ education. These choices demonstrate differing interpretations of 

integration: including the Arts as individual subjects in the curriculum; or integrating the 

Arts across the curriculum. It is rare to find educational institutions who consistently 

integrate the Arts across other Learning Areas in the curriculum on a permanent basis. 

One such school is Calgary Arts Academy in Canada (Babiak & Ohler, 2012), which 

describes the process of immersion as a deeper strategy than integration or infusion, 

where the Arts are taught as specialist subjects as well as being used to access other 

Learning Areas. They contend that the Arts are vital core subjects in a quality curriculum. 

Similarly, amongst researchers, the definition of Arts Immersion offered by Collins and 

Chandler (1993) differs from most other studies as it is not based on short-term projects. 

They describe Arts Immersion specifically as a method of weaving arts experiences into 

students’ daily study. Interdisciplinary approaches involving the Arts continue to evolve 

as a mechanism for adding value to the Learning Areas and subjects included in these 

programs. 

A more recent development has been the rise of STEAM education. Watson and Watson 

(2013) report that the acronym STEM, (Science, Technology, Engineering and 

Mathematics) was put forward in the United States as a concept in 2001 by Judith A. 

Ramaley of the National Science Foundation (Watson & Watson, 2013). This notion has 

been extended to form STEAM, by adding an “A” to represent the Arts (Hartwig et al., 

2017), and forming an interdisciplinary approach which is generally considered 

favourably. The emphasis in this area has been on creating greater potential through 

integrating these Learning Areas, and on reintegrating Science and the Arts after the 

dichotomy of scientific and humanistic cultures that emerged in Western society (Watson 

& Watson, 2013), a division earlier noted by Snow (1960). Piro (2010) notes that the 

current hierarchical view of Learning Areas in the curriculum contrasts markedly with 

the ancient Greek view that education is formed by a continuum of Learning Areas and 

individual subjects. STEAM education is recommended for the following: “driving 

student engagement in STEM topics through personal expression, creativity and 

aesthetics” (Engelman et al., 2017, p. 183); teaching us to embrace beauty, emotion and 

eccentricity (Bailey, 2015); developing effective solutions to address emerging world 
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crises (Gray & Colucci-Gray, 2014; Taylor, 2016); and re-integrating sociological and 

networked learning as technological advances move away from linear to more networked 

systems in the twenty-first century (Boy, 2013; Krajcik & Blumenfeld, 2006). While the 

potential benefits of a STEAM approach to education are generally acknowledged, there 

are disparate opinions regarding the design of STEAM curricula. 

Much of the STEAM literature refers to project-based learning (PBL) and 

interdisciplinary conversations which focus on the integration of one or two Learning 

Areas or subjects from each of the STEM and the Arts areas (Bequette & Bequette, 2012; 

Bush, Karp, & Nadler, 2015; Guyotte et al., 2015; Rule, Atwood-Blaine, Edwards, & 

Gordon, 2016; Stoycheva & Perkins, 2016). Boy (2013) contends researchers are 

becoming more aware that chaos theory (embracing a cross-disciplinary approach) rather 

than reductionism (based on learning in isolated Learning Areas or subjects) can enhance 

our understanding and help society to flourish. Chaos theory addresses the apparent 

paradox that while we experience increased interconnectivity and complexity in a global 

world, there is a greater need to engage in the social practices of local communities (Boy, 

2013). Human Centred Design (HCD) is advocated by Boy (2013) as a process for 

learning about thinking through our actions as well as through our ability to critique and 

express our understanding. This preference for active learning is supported by Krajcik 

and Blumenfeld (2006) who point out PBL helps to break the cycle of passive learning 

which results from the teacher-as-instructor model of education. A cross-disciplinary 

approach, which draws on active learning concepts supported by teacher-as-facilitator, 

aligns well with arts-based integrated pedagogies. The researchers mentioned generally 

express approval concerning the restoration of natural connections between STEM and 

Arts subjects. 

Researchers such as Daugherty (2013) and Root-Bernstein (2011) acknowledge the 

commonality that exists between scientists and artists as they ideally share a growth 

mindset, a need for critical thinking and creative problem-solving, imaginative responses 

to their environments, inquiry-based learning, and higher-order cognitive processes. 

There is still a degree of ambiguity regarding interpretations of STEAM and their 

pedagogical implications, ranging from including the Arts (Piro, 2010) to integrating the 

Arts (Boy, 2013). Debate ensues from different standpoints, such as concern that the Arts 

are reliant on STEM Learning Areas for their curriculum inclusion (Bequette & Bequette, 
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2012), and dissatisfaction from some STEM educators with the notion that creativity 

resides exclusively in the Arts (Sochacka, Guyotte, Walther, Kellam, & Constantino, 

2013). To Radziwill, Benton and Moellers (2015), there is a need for further research to 

achieve true integration in STEAM Learning Areas and subjects if we are to become 

comfortable with uncertainty and sensitive to discovery. It is possible that STEAM 

education can be refined by and aligned with arts-based pedagogies. However, without a 

system that acknowledges the Arts, we are in crisis. Integrated programs drawing on arts-

based pedagogies could provide insight into this situation if effectively delivered in the 

classroom. However, high-quality integration requires high levels of teacher competence 

in this regard. 

Researchers note that integrated arts approaches have not always represented high-quality 

learning and teaching (Bresler, 1995; Russell-Bowie, 2009a). Lack of teacher capacity to 

deliver quality arts education can result in superficial learning arising from shallow 

integration styles (Russell-Bowie, 2009a) such as: the subservient approach, where the 

Arts serve other Learning Areas; the affective approach, where the Arts are focused on 

students’ emotions and attitudes; and the social approach, where the Arts provide for 

social needs of students (Bresler, 1995). These approaches require limited expertise and 

knowledge, while greater teacher competence is required to teach a quality arts integration 

program such as the coequal cognitive approach (Bresler, 1995; Brown, 2007), and 

syntegration (Russell-Bowie, 2009a), where the Arts are equal partners with other 

Learning Areas. The literature suggests that there is a direct correlation between teacher 

capacity in arts education and the styles of integration they choose. Therefore, the quality 

of the curriculum is dependent on teacher expertise in designing a high-quality model of 

integration for the Arts. The key to further curriculum developments in arts education lies 

in the development of effective arts-based pedagogies. 

A highly successful and unique model for the practice of Arts Integration is the School 

Drama Project set up by Robyn Ewing in 2009 (University of Sydney, 2012), as a 

partnership between the Sydney University and the Sydney Theatre Company. This 

project brings together actors and primary school generalist teachers working together in 

classroom settings as they use drama strategies to address literacy or English outcomes 

(University of Sydney, 2012). Students are encouraged to embody or enact other 

perspectives, going beyond the simple decoding of a text to explore the deeper meaning. 
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The aim is to help teachers understand how drama strategies can be embedded in other 

key learning areas. The model used for professional learning involves a specialist drama 

mentor working alongside a generalist teacher in the classroom, demonstrating skills and 

strategies that can continue to be used after the conclusion of the specialist visit. The 

specialist visit is intended to be the catalyst for sustained transformational teacher action. 

The type of model used for professional learning will strongly influence its long-term 

sustainability. 

2.8. Models of professional learning 

Researchers contend that professional learning is more likely to act as a catalyst in 

changing teachers’ beliefs and attitudes when they perceive associated changes in student 

learning (Spencer-Chapman, 2008). Guskey (2002) concurs, suggesting the following 

progression of stages to improve professional practice: professional development; 

changed teacher practice; changed student learning; and changed teacher beliefs and 

attitudes. By learning ‘on the job’, teachers are able to note directly the effects of their 

improved practice on their students and may be more likely to change their beliefs and 

attitudes. Cole (2012) explains that the purpose of professional learning is to improve the 

effectiveness of teacher practice in order to benefit the teacher, school and student 

learning. Gulamhussein’s (2013) report makes the following observations: most teachers 

only experience professional learning in workshop-based approaches despite evidence 

that this is minimally effective; teachers find implementing new approaches much more 

difficult than learning about them; professional learning should be ongoing over time to 

effect genuine change in practices; the coaching/mentoring model is highly effective in 

assisting teachers with the implementation of new approaches; and professional learning 

is most effective when delivered in the teacher’s own context. A key point is that changes 

in student learning are required to affect changes in teachers’ beliefs and attitudes, so the 

former must precede the latter. 

These findings are supported by contentions that: professional learning is most effectively 

promoted by observation, feedback, and planning that is clear, intentional, and achievable 

through practical strategies appropriate to the given time frame (Cole, 2004); school 

professional culture, time management, professional relationships, learning location and 

purposeful interactions are key factors in professional learning (Kervin & Rodwell, 
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2007); effective mentoring can enhance the benefits of sharing expertise (Phillips, 2008); 

continually and intensively exploring outside curriculum ideas prevents professional 

learning from becoming too insular (Sparks & Fullan, 2003); student learning is 

profoundly influenced by teacher quality; and that significant school reform requires 

changes in school structures and culture as well as the building of teacher capacity 

(Hawley & Valli, 2000). May (2013) warns that teachers with different areas of expertise 

can only develop an effective integrated program if they collaborate, design and deliver 

lessons as a team. This is important as the delivery of high-quality arts-based pedagogies 

will depend on the provision of effective models of professional learning. 

2.9. Addressing gaps in the literature 

At this point, there is a gap in the literature regarding the effect of arts-based pedagogy 

on student outcomes when arts education is considered central to daily learning and 

teaching. This research project seeks to expand the literature by exploring the possible 

influence of arts-based pedagogy on student outcomes when accessed consistently on a 

long-term basis across the curriculum. This will be in contrast to the majority of the 

literature on arts-based pedagogy which has been framed as short-term projects, 

theoretical recommendations, or reviews on established traditions. This research project 

will also seek to identify models of professional development to build teacher capacity in 

arts-based pedagogy. A unique initiative of this research project will be to use the 

particular communicative elements of each Arts subject in the reporting, analysis and 

discussion of the findings. This concept will be discussed in greater detail in Chapter 3. 

2.10. Summary 

This literature review informs the use of arts-based pedagogy in learning and teaching. In 

the chapter I have provided an overview of literature describing the nature of the Arts, 

highlighting multimodal communication which has been foundational to all cultures, and 

shaped societies throughout history. It has provided definitions to frame the relationship 

between the Arts and the curriculum, learning within arts education and learning through 

arts-based pedagogies. The historical ebb and flow of the fortunes of arts education have 

been described as subject to wider social and political influences, both internationally and 

in Australian contexts. The review has shown that the status of arts education has been 
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prone to fluctuations and inconsistent policy decisions that have lacked a unified response 

to reported recommendations. This lack of uniformity has reflected a disconnection 

between policy and practice, and a hierarchy of acceptance regarding individual Arts 

subjects. 

While the worthwhile contribution of arts education has been widely acknowledged in 

terms of cognitive, social, affective, and curricular benefits, the literature suggests that 

there are challenges for its implementation. These include: the unintentional 

marginalisation of arts education due to high-stakes testing programs which are 

influenced by reductionist educational views; teacher perceptions of an overcrowded 

curriculum; and the lack of opportunities to develop teacher capacity in delivering high-

quality arts education. Established and emerging arts-based pedagogies have been 

outlined, indicating various interpretations of integrated arts education, and the relative 

strengths of these approaches. Gaps in the literature have been highlighted, revealing the 

needs that this research study will seek to fulfil by exploring: the influence of long-term 

arts-based pedagogies in daily use in a Year 6 classroom; an alternative model for 

professional development in arts-based pedagogies; and an arts-based approach to the 

reporting, analysis and discussion of the findings of this research project. A deeper 

understanding of the literature provides a foundation for the ensuing stages of the 

research. The next chapter, therefore, outlines the methodology for this research project.
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Chapter 3. Methodology 

The purpose of this research project was to explore how using the Arts as a core approach 

might influence learning and teaching in a primary classroom. Hostetler (2005, p. 17) 

states that “Education researchers have a right and an obligation to understand what they 

are doing, to stand for something worthwhile that gives their personal and professional 

lives meaning, and to articulate that thing to themselves and others”. By actively 

involving the participants in the research process, my intention was for the participants to 

join me in learning to understand how arts-based learning may function in a classroom, 

and to be able to articulate this through self-reflection and communication to others. I 

sought to create an accurate and nuanced picture to build understanding and improve 

educational outcomes for students and teachers. This chapter begins by explaining the 

overarching philosophy guiding the methodology selected to answer the research 

questions, which is used to introduce the following sections: Action Research; Critical 

Participatory Action Research (CPAR) (including participation, critique and the 

uniqueness of CPAR); theoretical foundations; theoretical lens; ethical considerations; 

research design—the Action Research Spiral (including Action Research cycles, data 

collection methods, and the analytical framework used to provide reliability and 

verification); participants and time frame (including the selection of participants, 

timeframe allocations and availability, selection of a year level, and school context); 

challenges; and a summary. 

I have adopted the stance of the pragmatic researcher (Onwuegbuzie & Leech, 2005) 

which uses a mixed methods approach, resting on the following contentions: that 

epistemology should not dictate data collection and analysis (Onwuegbuzie & Leech, 

2005); that a continuum of epistemological and methodological pluralism offers greater 

complementarity to address the complexities of our world (Johnson & Onwuegbuzie, 

2004); that an integrated approach to educational research is best represented by a 

continuum rather than a dichotomy (Ercikan & Roth, 2006); that qualitative and 

quantitative methods can be complementary (Sale, Lohfeld, & Brazil, 2002); and that data 

are representations of phenomena which can be “simultaneously qualitative and 

quantitative” (Ercikan & Roth, 2006, p. 16). As Alton-Lee (2006) notes, attempting to 

provide a spectator’s view of the project using paradigm silos (discrete belief systems) 
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could not be justified from this standpoint. In this research project, there have been 

opportunities to use both quantitative and qualitative data to enrich the quality and 

accuracy of the research. 

A mixed methods approach contends that the research question can be more thoroughly 

addressed by drawing on more diverse approaches to data collection and analysis. Day, 

Sammons and Gu (2008) point out that synergistic approaches are better placed to explain 

complex realities due to a more nuanced exploration of a wider range of data. There are 

three reasons for choosing a synergistic approach to the methodology and methods used 

in this project. The first was based on the pragmatic research stance which has already 

been outlined. Additionally, this thesis sought to build a deeper understanding of the many 

layers of interconnectivity that operate between Learning Areas, subjects, practices and 

inquiry processes. A multifaceted framework was necessary to accommodate the 

complexity of using the Arts (Dance, Drama. Media Arts, Music, and Visual Art) across 

the curriculum (including English, Mathematics, HaSS subjects—History and 

Geography, and Science). Thirdly, to provide a broad foundation for future inquiry in this 

area, this research project sought to speak to its audience through a range of data and 

analysis types. By providing quantitative data that showed trends and the spread of results, 

and qualitative data that demonstrates rich description, this research project provided a 

broad set of complementary data on the new topic of using the Arts as a core approach in 

a primary classroom. 

3.1. Action research 

The notion of practical inquiry which grew out of experience clearly related to the 

methodology of Action Research. In Action Research a practical solution is sought to 

address a “specific, practical issue” (Creswell, 2012, p. 577). This applied focus uses 

systematic procedures to gather information about a particular setting. The aim is to 

improve teaching and learning practices within the specific educational setting in which 

the research is located, to create “situational understanding” (Elliott, 2006, p. 173). This 

methodology provides a means for educators to take action by participating in the research 

with the intention of bringing about positive change. Kemmis (2011) refers to Action 

Research as “a form of collective self-reflective enquiry” (p. 13) to improve educational 

practices and the conditions in which they operate. Action Research has been considered 
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to be a practical science with the purpose of bringing research and educational practice 

closer together (Elliott, 2006). In this self-reflective process, educators can test new ideas 

by working democratically with stakeholders who are empowered to solve a particular 

educational problem. Data is collected from the educational setting in which the 

researcher is immersed, and then analysed. Action Research is collaborative and cyclical 

in nature, providing a model for teachers to use in their own classrooms and critique their 

own praxis with a view to future improvement (Hartwig, 2014). These researchers agree 

that Action research is essentially a practical, immersive and iterative methodology. 

There is disagreement as to how Action Research is categorised. Holden and Lynch 

(2004) regard Action Research as strictly interpretivist, and, therefore, belonging to the 

qualitative range of methodologies. However, Creswell (2012) considers Action Research 

as mixed methods inquiry since this design often utilises both quantitative and qualitative 

data. Hult and Lennung (1980) point out that Action Research is not distinguished by the 

methods that are utilised, but by how these methods are utilised. I concur with the stance 

taken by Creswell (2012) and by Hult and Lennung (1980), that mixed methods research 

incorporates different ways of knowing that are not oppositional to each other. Therefore, 

this research project was not regarded as residing in one of two mutually exclusive camps: 

qualitative or quantitative inquiry. These standpoints also reflect the position taken in this 

project that Learning Areas, subjects and practices, like epistemological positions, were 

not best represented by a portrayal of them as discrete entities. A richer exploration 

provided a more accurate picture by acknowledging a synergistic methodological 

approach, realised through a range of data types and theoretical approaches to explore 

interdisciplinary arts-based learning through interconnected practices. 

The synergy of a pragmatic Action Research position refers not only to methodological 

synergy but to the synergistic approach of “cogenerative knowledge creation” 

(Greenwood, 2007, p. 133). Collaborative understandings of emerging knowledge were 

intended to increase stakeholders’ capacity to bring about sustained change, using any 

“theory, method or technique” (Greenwood, 2007, p. 133) which most effectively 

addressed the research question. For my research language I have chosen to draw on 

written, aural and visual material, to align with Eisner’s (2005) description of language: 

“the use of any form of representation in which meaning is conveyed or construed” (p. 

342). Therefore, an authentic rendering of this research project also needed to include 
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arts-based languages in the investigation. Pragmatic Action Research focuses on the “co-

generative arenas” (Greenwood, 2007, p. 146) in which stakeholders identify challenges. 

The iterative development of synergistic layers of methodology, knowledge creation and 

the practices of learning and teaching, have been chosen to reveal emerging complexity. 

Complexity in this research project was revealed by a methodological approach that 

accommodated emerging, diverse and detailed data. As Wiliam (2008) explains, the 

building of a much richer picture can be better served by asking a more open-ended 

research question. Greenwood (2007) concurs, describing the iterative complexity of 

Action research as “messy, noisy, demanding and exciting” (p. 147). This position 

informed the methodological choices in addressing the overarching research question: 

How does using the Arts as a core approach influence learning and teaching in a primary 

classroom? A central understanding in this research project was that practices were 

inextricably interconnected, just as teaching and learning were inseparable. The two 

research sub-questions reflected this interconnectivity and interdependence of practices: 

What are the observable changes in students who experience learning with the Arts as a 

core approach?; and, How can learning with the Arts as a core approach influence the 

practices of generalist teachers working collaboratively with specialist arts teachers in a 

primary classroom? 

To explain how Action Research methodology was further refined in this research project, 

I will outline why one particular type of Action Research was used, and how this specific 

focus nested within a general understanding of Action Research. Hult and Lennung 

(1980) offer the following definition of Action Research: 

Action research simultaneously assists in practical problem solving and 

expands scientific knowledge, as well as enhances the competencies of the 

respective actors, being performed collaboratively in an immediate situation 

using data feedback in a cyclical process aiming at an increased understanding 

of a given social situation, primarily applicable for the understanding of change 

processes in social systems and undertaken within a mutually acceptable 

ethical framework (p. 247). 

A similar emphasis on practical collaboration in improving situational understanding, 

may be seen in describing Action Research as “an approach to living in the world that 

includes the creation of arenas for collaborative learning and the design, enactment, and 

evaluation of liberating actions” (Greenwood, 2007, p. 131). Kemmis, McTaggart, & 
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Nixon (2014) state that Action Research attempts “to give practitioners intellectual and 

moral control over their practice wherever their practice is justified by sustained and 

critical individual and collective self-reflection” (p. 26). In Action Research, the 

acknowledged central focus on the participants at the research site is supported by an 

intentional and strategic use of multiple methods and techniques to address the needs of 

particular groups and situations (Greenwood, 2007). This emphasises the collaborative 

nature of Action Research in which participants are empowered to take responsibility for 

critiquing and shaping their own practices. 

3.2. Critical Participatory Action Research (CPAR) 

There are several types of Action Research, including: Industrial action research; Action 

Science; Action Learning; Soft Systems Approaches; Participatory Research; and 

Classroom Action Research (Kemmis et al., 2014). This research project used Critical 

Participatory Action Research (CPAR) as the framework that guided the research 

methods. Kemmis et al. (2014) define CPAR as: “a social process of collaborative 

learning for the sake of individual and collective self-formation, realised by groups of 

people who join together in changing the practices through which they interact in a shared 

social world” (p. 20). They state that CPAR is more than a research methodology. 

It brings people together to reflect and act on their own social and educational 

practices in disciplined ways, to make their practices, the way they understand 

their practices, and the conditions under which they practice more rational, 

more sustainable and more just (p. 34). 

They describe CPAR as an opportunity to change one’s practice through self-reflecting 

on the conditions under which the practice operates, and the extent to which the practice 

may be considered by the participants to be legitimate and valid. To Kemmis et al. (2014), 

CPAR is a “practice-changing practice” (p. 26) where self-transformation is described as 

“a self-reflective process by which they remake their practice for themselves” (p. 26). The 

validity and legitimacy of a practice (Kemmis et al., 2014) aims to create human situations 

which are “more democratic, just, fair, and/or sustainable” (Greenwood, 2007, p. 133). 

This approach seeks to reveal disempowerment and injustice, and to create optimum 

conditions for participants’ learning, through developing the best teacher practice for their 

particular situation. CPAR seeks to change “what many people think and say, what they 
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do, and how they relate to others” (Grootenboer, 2015, p. 10). This process places the 

participants at the heart of the educational research, offering the opportunity to create 

genuine positive change for those most affected by the project in which they are involved. 

CPAR was well-suited to facilitate change through an immersive experience in the daily 

happenings of the participants at the research site. Specific conditions, including 

challenges and opportunities, influenced this experience. 

In this research project, I have chosen to address issues of injustice and disempowerment 

for teachers and students through exploring the unintentional influences of high-stakes 

standardised testing and their disproportionate effect on disadvantaged students (Polesel 

et al., 2012; Thompson & Harbaugh, 2013), the lack of opportunity to develop teacher 

capacity in arts education (Barton et al., 2013), and the limited used of high-quality 

integrated arts approaches due to the ‘silo’ effect of separating generalist and specialist 

teacher practices (Bresler, 1995; Russell-Bowie, 2009a). As Kemmis et al. (2014) 

contend, CPAR provides a mechanism for ensuring that a teaching practice becomes more 

rational, sustainable and just in enacting educational values. CPAR provided a suitable 

methodology for answering the overarching research question because it dealt with both 

the self-reflective aspect of improving teacher practice, and the need to improve 

educational outcomes through transformative action. This multi-layered and iterative 

approach was valuable in addressing social justice issues and pedagogical approaches. 

The aim of CPAR is to discover the best practice for the specific situation, rather than a 

generalisation based on principles (Grootenboer, 2015). Kemmis et al. (2014) describe 

this as using an approach like an historian who tells the story of ‘here and now’ rather 

than a scientist that seeks to find an answer that can be applied to all situations. However, 

Tracy (2010) acknowledges that high-quality situational research can also resonate in 

other contexts This means that although my inquiry centred on improving the teaching 

practice of participating teachers and the student learning practice within this context, the 

findings had an opportunity to highlight truths and strategies which could meaningfully 

affect another audience (Tracy, 2010). They could also be used in similar team-teaching 

scenarios in other schools wishing to explore the concept of using the Arts as a core 

approach for improving teacher practice and student learning. This stance reflected 

Elliott’s (2006) view that when teachers share the findings from their own concrete 
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experiences of Action Research inquiry, they can contribute to understandings regarded 

more widely as universally significant. 

3.2.1. Participation and critique 

The participatory component of CPAR refers to the actions taken by both the Generalist 

Teacher (GT) and Specialist Arts Teacher (SAT) to transform classroom practice, our 

understanding of our practice, and the conditions under which we practise (Kemmis et 

al., 2014). It is also reflected in the documenting and monitoring of the inquiry that was 

undertaken by the GT and SAT. The critical aspect of CPAR refers to the actual 

transformation that occurred through the close examination, through self-reflection, of 

both teaching practices, our understandings of our practices, and the conditions under 

which we practise to optimise learning. The objective in self-critiquing our teaching 

practices was to ensure that the ideas and strategies which underpinned our practices were 

coherently formed, comprehensible by stakeholders, imbued with equitable processes, 

and able to continue to support productive learning (Kemmis et al., 2014). Kemmis et al. 

(2014) contend that the way teachers engage in self-reflection of their practice with a 

view to transformative action is through communicative action, characterised by genuine 

open dialogue that relates to the critical and participatory components of CPAR. 

3.2.2. The uniqueness of Critical Participatory Action Research 

There are five attributes of CPAR, according to Kemmis et al. (2014), which uniquely 

positioned this methodology to function in a self-reflective and transformative capacity. 

These are applied to my research project to illustrate their relevance. To begin with, 

CPAR provided the conditions in which participating practitioners could self-reflectively 

critique our practices from an internal perspective. Additionally, the immersive nature of 

using the Arts as a core approach to teaching and learning were appropriately reflected in 

the immersive process of CPAR. Another attribute is that CPAR provided conditions for 

participating practitioners to reflect on our practice by communicating through a shared 

language. Further, CPAR provided conditions for participating practitioners to respond 

to a growing awareness of how our practices functioned by engaging in the actions and 

interactions that formed our practice. As well as these attributes, CPAR provided 

conditions for participating practitioners to share emerging knowledge by setting up 

communities of practice (Kemmis et al., 2014). Finally, CPAR provided conditions for 
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participating practitioners to “transform the conduct and consequences of their (our) 

practices” (Grootenboer, 2015, p. 8). Kemmis et al. (2014) describe the need for 

practitioners to confront and overcome practices which they term, irrational, 

unsustainable, and unjust. I chose CPAR as the methodology for this research project 

because it provided an opportunity for the participating teacher and myself to 

collaboratively and iteratively plan, reflect and self-reflect on practices from an 

immersive position. The developing nature of CPAR required a dynamic theoretical 

framework which aligned well with an iterative research design. 

3.3. Theoretical foundations 

In acknowledging the challenges and potential inherent in using the Arts as a core 

approach to learning and teaching, I sought to generate emerging change from within the 

research environment. It was essential in this research project for the building of 

knowledge to unfold without being preemptive, as my particular approach to using the 

Arts as a core in the curriculum was a new educational initiative representing unexplored 

territory. Elliott (2006) contends that educational research answers practical questions 

which relate to a particular educational setting. His assertion is based on the importance 

attributed to enacting educational values within the practice under exploration, and its 

focus on the practical nature of the understandings that emerge. This research project 

drew on the view that Action Research offers the possibility of bringing research and 

practice closer together (Elliott, 2006; Kemmis et al., 2014). Consequently, the evidence 

gathered was drawn from the everyday teaching experiences of a GT and a SAT in our 

shared classroom context. 

3.3.1. Theoretical lens 

The theoretical lens which I have chosen in this research project is centred on Practice 

Theory, and is concerned with the interconnections between practices (Kemmis et al., 

2013) and the interactive “practice architectures” within individual practices (Kemmis et 

al., 2014). Kemmis et al. (2014) describe an analytical framework in which practices are 

realised in an intersubjective space and shaped through practice architectures. They 

explain that practices are “interactionally secured” (Kemmis et al., 2014, p. 57) in three 

ways: through ‘sayings’; ‘doings’; and ‘relatings’. These combine with the dispositions 

(habitus) of practitioners within a project, so that there is an interconnection between the 
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practitioner and the practice. Jacobs (2008) states that “[h]abitus can be defined as a set 

of dispositions created and shaped by the interaction between objective structures and 

personal histories” (p. 60). ‘Sayings’ are then realised in ‘semantic space’ through the 

medium of language, ‘doings’ are realised in physical space-time through the medium of 

activity and work, and ‘relatings’ are realised in social space through the medium of 

power and solidarity. 

These all play out in the site where the practice takes place through practice architectures 

which can “enable or constrain” (Kemmis et al., 2014, p. 57) the interactions of these 

three processes. Such arrangements may be found in the site or brought to the site, but 

crucially, it is the site that holds practices in place. ‘Sayings’ (which are based on ideas 

and language) can be enabled or constrained through cultural-discursive arrangements, 

‘doings’ (which are based on the use of objects and spatial arrangements) can be enabled 

or constrained through material-economic arrangements, and ‘relatings’ (which are based 

on relationships between people) can be enabled or constrained through social-political 

arrangements. These practice architectures are then “bundled together in characteristic 

ways in practice landscapes and practice traditions” (Kemmis et al., 2014, p. 57). 

Importantly, enabling is not exclusively allied to all that is considered desirable for best 

practice, and constraining is not exclusively associated with that which is considered 

undesirable and, therefore, warranting constraint. Rather than judging the practice 

architectures at work within a practice according to their propensity to enable or constrain, 

researchers have a responsibility to determine what is being enabled or constrained. It is 

not possible to attach a value to the processes of enabling and constraining in and of 

themselves, since their nature can only be determined in relation to those things which 

they influence. For example, it would be considered desirable to constrain rather than 

enable harmful aspects of the practice architectures or practices which operate at a site, 

demonstrating that in this case, constraint represents the optimal outcome. Kemmis et al. 

(2014) have developed the following set of evaluative questions regarding ‘sayings’, 

‘doings’ and ‘relatings’. ‘Sayings’ are evaluated by asking “Are these rational and 

reasonable” (p. 80), which means “that people’s ideas and what they say are 

comprehensible, coherent, accurate, sincerely stated (not deceptive), and morally right 

and appropriate” (p. 82). ‘Doings’ are judged by asking “Are these productive and 

sustainable?” (p. 82). ‘Relatings’ are analysed by asking “Are these just and inclusive?” 
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(p. 82), since effective groups in CPAR “cross some important boundaries, especially the 

boundaries of people’s perspectives, their power, and their self-interest” (p. 150). 

Just as the arrangements of practice architectures (cultural-discursive, material-economic, 

and social-political) enable and constrain interactions within a practice, practices 

themselves continually interact to enable or constrain each other. Kemmis et al. (2013) 

describe five types of practice which form the Educational Complex: student learning; 

teaching; professional learning; leading; and researching. They describe the 

interconnections between practices as Ecologies of Practice, which they define as 

“relationships of ecological interdependence in which one practice enables or constrains 

another” (Kemmis et al., p. 57, 2014). It is important to note that the terms which are 

chosen to describe the participants and their practices in this research project do not imply 

that each participant has a singular independent practice (for example, teaching or 

researching) but are used as a descriptive label to distinguish between participants for the 

purpose of this research project. Similarly, since each aspect of practice architectures 

operates interactively, the separation in this discussion is a device for examining 

participants’ perspectives and the arrangements of the practice architectures that operate 

within each practice. In reality, practices do not operate as silos and practice architectures 

do not operate in isolation. The use of different categories is an academic construction to 

outline different aspects of what is undertaken by participants at the research site. In this 

research project, Practice Theory provides the lens for interpreting the data collected by 

using an Action Research methodology. 

3.4. Ethical considerations 

In addressing the ethical considerations of this project, I acknowledge the intimate and 

open-ended nature of this type of research, my dual role of teacher and researcher, and 

the close relationships I developed with the participants. All data collection has been 

completed in accordance with the ethical standards provided by the Human Research 

Ethics Committee at Griffith University—Reference Number: 2016/011. The relevant 

approvals and consent forms can be found in Appendix A (p. 321). The explanation of 

the methodology used in the research project, supported by the relevant ethical standards, 

provides the basis for reporting the Action Research cycles which follow. To preserve 
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confidentiality and maintain the anonymity of the participants and the research site, 

pseudonyms have been used. 

3.5. Research design: the action research spiral 

The Action Research design on which the research is based is the Zuber-Skerritt (1995) 

Action Research spiral (see Figure 3.1): plan; act; observe; and reflect. In CPAR, change 

and understanding occur simultaneously using a cyclic process that is iterative and 

emergent in nature (Hartwig, 2014; Kemmis et al., 2014). Hartwig (2014) describes this 

continually moving upward spiral as a representation of changes to practice and 

knowledge. Kemmis et al. (2014) explain that CPAR utilises these iterative cycles to 

collaboratively engage all participants, but also point out that in reality these cycles 

overlap and should not be regarded as discrete, unchanging ordered steps in a highly 

structured process. Rather, they emphasise that emerging experience and understanding 

continually reshapes planning through the interplay of action, observation, and reflection 

throughout this fluid process. 

 
Figure 3.1 Action Research Spiral (Zuber-Skerritt, 1995, p. 13) 
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3.5.1. Action Research cycles 

I chose to begin this research project with a Reconnaissance Stage of two weeks, to allow 

for observation of the teaching and learning at the research site. It was important to build 

an awareness of how the GT approached her teaching practice and delivered learning, the 

dynamics at work in the classroom, the ethos and infrastructure of the school, and the 

relationships between participants (teacher-teacher, teacher-student and student-student). 

I have used four action research cycles with intentional breaks between each cycle to 

allow the GT some time without the SAT in the classroom, so that she did not feel 

perpetually under scrutiny. 

While acting and observing took place during class work, planning and reflecting was 

largely completed during non-contact time (during, before and after school), though some 

aspects of these processes also occurred during the teaching process. The time chosen for 

the CPAR was based on the need to enable efficient data collection and to allow time for 

the findings to be measurable in terms of genuine changes in teacher practice and student 

learning. The allocation of time periods in this project provided opportunity for students 

to transform their learning practice and for the participating teachers to self-reflectively 

transform their teaching practice. 

The involvement of the GT and SAT in all aspects of this research spiral facilitated a very 

collaborative process, which provided the flexibility to accommodate unforeseen 

difficulties such as changes in the school timetable, unexpected reductions in teaching 

time, and the need to provide additional preparation to support student learning. These 

difficulties were jointly addressed by both teachers and strategies were cooperatively 

planned. The planning for Cycle 1 was based on data gained during the Reconnaissance 

Stage, while all subsequent planning drew on data gained from the preceding cycle. The 

acting phase of the spiral required both teachers to implement jointly planned intentional 

strategies (Hartwig, 2014), while maintaining flexibility and resilience to cope effectively 

with challenges that arose. The concepts arising from teacher conversations were enacted, 

and the observation process involved the continuous monitoring of a range of data across 

several curriculum areas. Actions emanating from the research project were evaluated, 

and their influence on teachers and students was determined. Documentation of this 

process occurred using a range of data collection methods employed by both teachers, 

and included both intentional and unintentional actions. Reflecting on these results 
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necessitated using the findings of each cycle to affect improvement and form conclusions 

(Hartwig, 2014). 

3.5.2. Data collection methods 

As the Arts constitute a range of semiotic systems of expression and communication, 

when they were combined in an interdisciplinary manner, they offered a considerable 

variety of multimodal options from which data was drawn. Due to the breadth of this 

project—the interdisciplinary use of five Arts subjects across at least five Learning Areas 

in the curriculum—the sampling principles used to collect data in CPAR required a 

variety of complementary multi-modal data sources to reflect actions, impressions, 

personal opinions, reactions, meetings, and observations. 

The data collection methods employed in this research study featured the collection of 

multi-modal data from multiple perspectives (Verster, 2002). 

 Pre and post Social-Emotional Wellbeing (SEW) surveys 

 students’ samples of work 

 teaching artefacts (planning documents, timetables, school calendars, and 

 resources used as stimuli for arts-based activities) 

 interviews with students and teachers 

 researcher and teacher journals 

 video and audio recordings of performances and classroom activities 

 visual representations 

 classroom layout plans 

The intention behind this diverse and extensive collection of data was to provide a very 

personal and self-reflective record (Hartwig, 2014). By collecting the data from my 

immersive position as a participant at the research site, I reflected individually and 

collaboratively on my own practice and on the practices of other participants. 

3.5.3. Analytical framework—reliability and verification 

The collection of a wide range of data reflected the broad pedagogy of the research 

project, and required both quantitative analysis (for the SEW survey, individual student 

assessment results and the spread of class results) and qualitative analysis (for open-ended 
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interviews, journals and observations, and in association with arts-based or arts-informed 

events, performances, or artefacts). This broad range of data sources was chosen to reflect 

a rich picture of the ways in which teaching practices had an opportunity to be self-

reflectively transformed. The perspectives of the various participants (teachers and 

students) provided additional lenses in the process of self-reflection. Multiple types of 

evidence and the varying methods required for their analysis allowed different facets of 

the research problem to be explored. 

A wider range of data types provided for a richer assembly of data from which to draw 

findings. Tracy (2010) states that by gathering multiple types of data, this approach 

“increases scope, deepens understanding, and encourages consistent (re) interpretation” 

(p. 843). By varying the types of intelligence accessed and the media in which skills and 

understandings were expressed, I sought to avoid privileging participants whose 

preference for learning resided in one particular mode. This type of multifaceted focus on 

evidence gathering, perspective and analysis has been termed crystallisation, which Tracy 

(2010) defines as “the practice of using multiple data sources, researchers, and lenses” (p. 

843). The inquiry is enhanced by thick descriptions of concrete details, referring to actual 

instances rather than abstractions, that characterise the setting in which the participants 

are immersed (Tracy, 2010). In terms of research credibility, Tracy (2010) contends that 

quantitative data is based on “reliability, replicability, consistency, and accuracy” (p. 

843), while qualitative data relies on “thick description, triangulation or crystallization, 

and multivocality and partiality” (p. 843). By using a mixed methods pragmatic approach, 

this research project was able to access the complementary advantages of both qualitative 

and qualitative data collection methods. 

Researchers who contend that a more holistic view is provided by this type of 

multifaceted focus on data gathering techniques (Alton-Lee, 2006; Day et al., 2008; 

Hartwig, 2014; Tracy, 2010; Wiliam, 2008), base their assertions on the broader scope 

derived from alternative perspectives, varied strategies and multimodal sources. Another 

term which can be applied to this process is triangulation, which Hartwig (2014) describes 

as “the process for cross checking the integrity of the information accumulated by the 

researcher” (p. 86). In this research project, where the participants themselves were 

immersed in the process, and wisdom was drawn from personal experience in particular 

circumstances. A deeper understanding was made possible by continually building on 
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emerging knowledge (Alton-Lee, 2006). This approach aligned well with CPAR and a 

Pragmatic Action Research stance. 

3.6. Participants and time frame 

3.6.1. Selecting participants 

I had a previous connection with one of the teachers at the school who was familiar with 

my teaching practice. On hearing that I was looking for a teacher of an upper primary 

school year level, this teacher introduced me to her previous teaching partner, and agreed 

to act as our Critical Friend in the research project. A ‘critical friend’ is one who can 

observe the research as it develops, providing a supportive and honest critique and 

preserving confidentiality (Kemmis et al., 2014). Pseudonyms were used to de-identify 

all participants and the location of the research site. I have used the pseudonym, Sunny 

Mountain Primary School to refer to the school in which this research project was 

conducted. The participating generalist teacher, Chelsea, was a good match for this 

investigation due to her interest in the Arts and enthusiasm towards being involved in my 

research project. The participants in this research project were: the participating 

Generalist Teacher (Chelsea); the Specialist Arts Teacher (myself); the Year 6 students 

at Sunny Mountain Primary School; and the Critical Friend (Charlotte). It should be noted 

that this project offered a unique opportunity which would not exist in the usual course 

of school planning—the chance for a Generalist Teacher to work with a Specialist Arts 

Teacher in a generalist classroom. 

The roles of the participants during the project are outlined as follows: 

 The Generalist Teacher (Chelsea) was responsible for initial planning, 

teaching, preparing, assessing students for class reports, and ultimate 

decisions regarding the class. She taught full time, taking the full teaching 

load on Thursdays and Fridays, and some of the teaching load on the days 

when I was present at the research site. She also engaged in planning and 

reflecting discussions with me, liaising with the school, and keeping a 

journal. 

 The Specialist Arts Teacher (myself) was responsible for follow-up co-

planning, teaching, preparing, as well as guiding and reporting the 
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research; some teaching on days when I was present at the research site—

Mondays, Tuesdays and Wednesdays. I also engaged in planning and 

reflecting discussions with Chelsea; liaising with University supervisors 

and other staff as needed; and collecting and recording data. 

 Year 6 students were responsible for fulfilling the usual expectations of 

the school and engaging in the research project activities. 

 The Critical Friend (Charlotte—a Year 3 teacher at Sunny Mountain 

Primary School) was responsible for providing feedback to Chelsea and 

me on the research project activities, and was offered optional 

opportunities to engage in these activities. 

I provided the impetus for the research project in my capacity as a SAT and enacted the 

skills required in this learning approach. There was opportunity for the Critical Friend to 

self-reflect on her own practice, based on her observations of the research project 

activities in action and through reflective discussions with Chelsea and myself. 

3.6.2. Timeframe—allocations and availability 

Chelsea, I and the Year 6 students, worked together in the classroom for three days in 

each school week—Monday, Tuesday and Wednesday—between February and 

September. Opportunities for the Critical Friend to visit the Year 6 classroom were 

influenced by timetable constraints. The building of professional relationships with other 

staff members was also sought. 

3.6.3. Selecting a year level 

In my own experience and through discussions over time with a number of other 

educators, I have found that the Arts are often more likely to be used in the early years of 

schooling. There seems to be an expectation that as we grow older there isn’t time for the 

Arts and that these activities are something we grow out of when we start ‘serious study’. 

With the current emphasis on high-stakes testing, I have often heard the catch cry that we 

should go, ‘back to basics’. The prevailing understanding behind this slogan seems to be 

that education should be reduced to a narrow core of Learning Areas in which students 

are drilled in formulaic responses which guarantee greater success in achieving prescribed 

benchmarks. In this ‘back to basics’ scheme, the Arts may be regarded as a ‘frill’—an 

unessential subject positioned outside the periphery of legitimate knowledge. This view 
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seems to be particularly applied to students who are struggling at school, where the 

assumption is that they would be better served by rote learning a small number of facts 

and formulae as if this is all they can be expected to achieve. In addition, I have found 

that teachers of year levels in Australia which are required to complete NAPLAN tests 

are often stressed and express feelings of being overwhelmed by the dual pressures of an 

overcrowded curriculum and the need to have their students produce high test scores. 

These factors informed my choice of year level for this project. There seemed little point 

in choosing a year level in the early years where the Arts were already more likely to be 

routinely included in the curriculum. Since my presence as a specialist arts teacher in a 

classroom was already an additional consideration for a teacher to work into their 

planning, I have chosen to avoid year levels which would have had NAPLAN tests to 

complete during my research project time frame (Years 1, 3, 5, 7 and 9). I was aware of 

the potential criticism that my chosen approach would only work with small class 

numbers as it would be too unwieldy with a larger group. For these reasons, I have chosen 

a Year 6 class (a non-NAPLAN year level) with 29 students, evenly split between boys 

and girls. My reasoning was that if my approach could work in the highest, and arguably 

busiest, year level in primary school in a class with larger numbers, then it could be 

successfully adapted to other year levels and smaller classes. 

3.6.4. School context 

Sunny Mountain Primary School is in a low socio-economic culturally diverse area. 

Working in a culturally diverse school located in a low socio-economic area presented 

advantages and challenges. The literature concerning integrated arts programs reports that 

disadvantaged students experience greater improvements than non-disadvantaged 

students when meaningfully engaged in these activities (Ewing, 2012b). I determined that 

this potential for greater improvement was advantageous in highlighting the effectiveness 

of my approach. However, additional challenges were anticipated, including: lower 

student literacy scores (reading and writing) that were associated with low socio-

economic culturally diverse areas; an increased number of students with EAL/D (English 

as an Additional Language/Dialect) home environments; generally lower levels of 

education pertaining to students’ families; trauma or dislocation associated with 

immigration experiences; a clash regarding the differing learning expectations of school 

and home cultures; and higher number of students with learning difficulties. I 
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acknowledged the opportunity for turning this situation to my advantage, since an 

approach which was considered effective in this setting could potentially be more likely 

to be effective in other less challenging environments. 

3.7. Challenges 

It is acknowledged that all research will present some challenges and that constraints may 

arise. Ewing (2012b) astutely warns against the dangers of trying to oversimplify research 

into arts education in an attempt to satisfy continuing demands to demonstrate cause and 

effect between arts education and improved learning outcomes. As Ewing (2012b) states 

“causation is extremely complex when we think about education and all the different 

variables that can affect what happens in a child’s education” (p. 10). This project does 

not claim to be exclusively responsible for all positive outcomes at the research site and 

acknowledges that there is a degree of subjectivity in self-reporting. To improve the 

credibility of these responses, data has been collected at different points in time from a 

variety of sources and from multiple participants. Because this research project was based 

on the experience of one class, there was no quasi-experimental comparison between this 

Year 6 class and another Year 6 class using a different high-quality approach to learning 

and teaching. 

3.8. Summary 

This chapter has explained my research stance which is that of a Pragmatic researcher 

using a mixed methods approach to Action Research. This methodology has been refined 

to highlight why CPAR was uniquely appropriate for this research project. Practice theory 

has been presented as the foundation for the theoretical lens of interactive practice 

architectures within practices, and Ecologies of Practice to describe the interconnections 

between practices. Ethical considerations have been provided, along with details 

regarding the Action Research design: the Action Research spiral; Action Research 

cycles; data collection methods; and the analytical framework used to provide reliability 

and verification. Particular information has been presented relating to the selection of 

participants, year level, school, and time frame, as well as the challenges which are 

pertinent to the research methodology. The next chapter will explore the Reconnaissance 
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stage in regard to preliminary data collection and the introduction of concepts from the 

research project. 
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Chapter 4. Reconnaissance stage 

In this research project, I have acknowledged that each Arts subject has its own language 

which can be manipulated to make works of art or to respond to them. To address the 

research questions I needed terminology which included the use of these languages to 

access learning in other arts subjects and in non-arts Learning Areas. For this purpose I 

have created the concept of Arts Immersion which I have defined as: the process of using 

the Arts as the purposeful medium through which enhanced learning occurs across 

disciplines to inform mutual understandings. By using an amalgam of concepts from Arts 

Integration and Language Immersion, I have positioned the Arts as a set of interconnected 

languages with both a specialised and interdisciplinary function. 

This Action Research project has four cycles. In this chapter, I report on the first stage of 

the research project, the Reconnaissance stage. This stage was planned for two weeks and 

occurred at the research site. I discuss: the purpose of the Reconnaissance stage; the 

theoretical lens; data collection tools; reporting of preliminary information gathering; and 

reporting the introduction of Arts Immersion learning and teaching. 

4.1. Purpose of the reconnaissance stage 

I have called the process of preliminary information gathering which occurred within a 

formation period, the Reconnaissance stage. In Critical Participatory Action Research, it 

is important to pay attention to the language, activities and relationships that are 

encountered at the research site from this early stage (Kemmis et al., 2014). My purpose 

during this stage was to gather preliminary information regarding the research context 

and to begin to introduce Arts Immersion activities to address the research questions. The 

presentation of this stage of the Action Research involved elements of self-reflection, 

description, and explanation. I reflected on my own practice, on my concept of Arts 

Immersion, and on the effectiveness of strategies which brought an Arts Immersion 

approach to the research site. Description and explanation apply to this self-reflective 

process, as well as to the activities I observed, the discussions and interviews in which I 

participated, and the Arts Immersion activities which I introduced into the classroom. 

Terminology is explained in the glossary. 
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4.2. Theoretical lens 

Reflections on the data will be viewed through the theoretical lens of Practice 

Architectures. The three aspects of this framework are: ‘sayings’ (realised in ‘semantic 

space’ through the medium of language); ‘doings’ (realised in physical space-time 

through the medium of activity and work); and ‘relatings’ (realised in social space through 

the medium of power and solidarity). ‘Sayings’ can be categorised as cognitive in nature, 

while ‘doings’ occur in the psychomotor realm, and ‘relatings’ are viewed as representing 

affective components (Kemmis et al., 2014). In this research project, I acknowledge that 

multimodal data can convey greater clarity, nuance and impact than a written description 

could provide. Therefore, I have chosen to collect multimodal data to enrich the 

understandings that emerged from the research site. 

4.3. Data collection 

This section will outline how data collection in the research project is viewed through the 

theoretical lens of Practice Architectures. Transcripts of the full interviews with Chelsea 

can be found in Appendix B Interview transcripts, from p. 327.  

4.3.1. ‘Sayings’ 

‘Sayings’ from Chelsea were collected as data from her journal and teacher artifacts (such 

as planning documents, assessment designs, school calendar, school newsletter, and 

school timetable). Data was also collected during observations of her teaching in action, 

informal discussions, planning/reflecting meetings, and formal interviews. I recorded this 

data in the form of written notes, journal photocopies, audio recordings and video 

recordings. My ‘sayings’ were collected from my journal notes and written records, video 

footage of lessons in which I taught; and audio recordings of informal discussions, 

planning/reflecting meetings, and formal interviews. Critical Friends observed my 

teaching lessons and sometimes provided learning and teaching support for students in 

the classroom. They reflected on the teaching practice and student learning which 

occurred during this time. Their ‘sayings’ were expressed through reflections and 

evaluations to Chelsea, myself and the students. Broadly speaking, they discussed using 

the Arts as a core approach from the teacher’s and the students’ perspective. Students’ 

‘sayings’ derived from data which were collected from observations, interviews, audio 
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and video recordings of their class work, and informal discussions. Participants spoke 

while engaged in the practice, and in formal interviews, feedback sessions, discussions, 

and planning/reflecting meetings about their practice. 

4.3.2. ‘Doings’ 

Chelsea’s ‘doings’ included: research; preparation and student assessment; observations 

of Arts Immersion lessons; discussions with other participants; recording Arts Immersion 

activities; journaling; and teaching students. My ‘doings’ involved: research and 

preparation; observing activities in the classroom; conducting interviews with 

participants; engaging in discussions with other participants; teaching students through 

Arts Immersion activities; journaling; and collecting and storing data. The Critical 

Friends’ ‘doings’ were: observations of Arts Immersion lessons; discussions with other 

participants regarding an Arts Immersion approach; and on occasion providing practical 

support during Arts Immersion activities. The students’ ‘doings’ took the form of 

participation in: Arts Immersion activities; other classroom activities; pre- and post-SEW 

surveys; performances; feedback sessions; informal discussions; focus group interviews; 

class interviews; and individual interviews. 

4.3.3. ‘Relatings’ 

The ‘relatings’ were based on the relationships between the participants which occurred 

simultaneously in a complex pattern of interactivity. The separating of these strands of 

connectivity for analysis purposes is an academic device, rather than a true reflection of 

the situation. Discussion in this research project is based on the understanding that these 

relationships function as an interdependent social web at the research site. Figure 4.1 

demonstrates the roles of each participant, and how they functioned in an interdependent 

cycle. 
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Figure 4.1 Roles of each participant and how they function in a cycle 

 

4.4. Reporting preliminary information gathering 

4.4.1. ‘Sayings’ 

The following ‘sayings’ demonstrate the language used by the participants and the ideas 

they expressed. In our journals, Chelsea and I used the term, ‘subject’, to refer to 

individual subjects and Learning Areas. Chelsea’s comments were taken from her journal 

and from an initial interview with me at the end of the first day of onsite research. The 

interview questions were designed to reveal influences on her habitas as a teacher, her 

views on pedagogy, and her aspirations for the research project. She described how she 

felt at the outset of the research project: 

Extremely excited… I can’t wait… to see what’s going to come out of this 

year… I know I could do more… I’m willing to give anything a try. (Chelsea, 

15 February 2016) 

In Chelsea’s journal, she used a replica of a poster (Figure 4.2) to explain her attitude at 

the outset of the onsite research: 
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Figure 4.2 Chelsea’s Journal (15 February 2016) 

 
The Arts experiences Chelsea had as a student in primary school and high school revealed 

a mixed heritage of enjoyment and discomfort. 

I did the usual stuff in primary school… the music and I was in the choir. In 

high school I chose Visual Arts as a subject, purely for enjoyment… I was such 

a shy kid that [performing arts] was really out of my comfort zone. (Chelsea, 

15 February 2016) 

Chelsea appreciated and enjoyed the Arts but felt her pre-service teacher training had not 

equipped her in this area. When speaking of her pre-service arts education, she said: 

I know I had a Visual Arts subject… a music subject… I remember Drama 

being slightly integrated… Music was how to teach a song. I love the arts, I 

love music, and I love going to theatre. But personally… I haven’t done a lot 

with it. When I’m planning, one of my areas that I find I struggle with the most 

is the Arts. (Chelsea, 15 February 2016) 

Most of Chelsea’s professional experience had been in Prep and Year 1, and this has 

strongly influenced her approach to teaching, which she described as: 

A hands-on approach… me being a facilitator more than the lecturer per se… 

it’s more about the kids experiencing and discussing and exploring and 
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questioning what they’re learning rather than me just telling them what the 

answer should be and to copy it down… I’ve got more of an early years 

approach. (Chelsea, 15 February 2016) 

An important aspect of the research which convinced Chelsea to participate was being 

able to build her capacity in teaching the arts subjects by engaging in professional learning 

in her classroom during the school day. She described the opportunity to learn how to 

integrate the Arts across the curriculum during her teaching day: 

I would like to learn more about how to do it without being another thing on 

top of everything else. (Chelsea, 15 February 2016) 

The status allotted to each subject area was another concern Chelsea voiced when 

referring to The Australian Curriculum: The Arts, Foundation to Year 10 (ACARA, 

2015). Chelsea said of the Arts: 

Teachers still struggle to cover all elements and that’s one of the first things 

that are dropped with time issues… because everyone’s first view is literacy 

and numeracy… there is a hierarchy of importance… unofficially. (Chelsea, 

15 March 2016) 

Chelsea’s aspirational objectives for her students were based on notions of: investigating; 

researching; brainstorming; summarising; analysing; concentrating; discussing; having 

conversations; providing feedback; and developing an understanding of context. This 

language was used when speaking about her practice, and when used to communicate 

with students during the practice as it was carried out. These ‘sayings’ aligned well with 

an Arts Immersion approach as they described processes that would be incorporated into 

practices at the site. 

In my journal, I note that Chelsea asked the students to: 

 Allow yourself to make mistakes, I like hearing, ‘I made a mistake’, 

that’s how scientists discover things (15 February 2016) 

 Have a go (15 February 2016) 

 Work it out for yourself (24 February 2016) 

 Try something new (29 February 2016) 

 Remember what you’ve learned (9 March 2016) 
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 Tell someone what you’ve learned (9 March 2016) 

 Discuss this in your groups and share your ideas (16 March 2016) 

 Do what you know (21 March 2016) 

 Have fun! (22 March 2016) 

Chelsea used a variety of different types of individual and group tasks and often took a 

facilitator role. In her class, students were encouraged to take the initiative in arranging 

the desks and chairs, to work with different groups of their peers, and to take 

responsibility for their own learning. While students seemed happy in their class 

environment, they also displayed hesitance in risk-taking. At this point, their cohort 

attitude could be described as positive but careful, with a reticence towards expressing 

their own opinions and ideas, and anxiety over making mistakes. There seemed to be a 

common desire to ‘get things right’ and not to look foolish. In my journal, I noted: 

Chelsea and I both encouraged the students to take risks, and I introduced the 

concept that there can be many ‘right’ answers in a context where 

interpretation and expression can broaden the capacity to communicate 

knowledge and understanding. (24 February 2016) 

As I began to get a feel for the class culture, I noticed three features of Chelsea’s teaching 

strategies that aligned well with an Arts Immersion approach: her encouragement of risk-

taking; her support of active learning styles; and her willingness to use a range of teaching 

strategies. 

4.4.2. ‘Doings’ 

To gather preliminary information, the activities I chose were: observation of the class; 

keeping a journal which was expanded into additional written notes; recording interviews 

with Chelsea; participating in discussions with participants; meeting with other teachers; 

visiting the student’s Year 6 specialist music class; and organising the SEW survey which 

was administered by Chelsea. Initially, I observed the class throughout the day, from a 

desk at the back of the classroom, to gain a sense of how the school functioned and how 

the classroom operated within this wider setting. During this time, I noted how the 

students related to each other and to their teacher, and began to have in-depth 

conversations with Chelsea. As previously stated, I conducted a formal interview with 
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Chelsea at the end of my first day at the research site. An additional unplanned interview 

took place towards the end of the Reconnaissance stage to collect further information on 

issues that arose during this time: interruptions to teaching and dealing with the content-

heavy curriculum. 

A key influence on the activities in the classroom was that the school is situated in a low 

socio-economic area. Consequently, students were not usually asked to buy textbooks and 

did not own a copy of the set novels. They learned the story as the teacher read to them 

and have not had much experience in reading the novel themselves. Chelsea explained 

that many of the students’ parents work at two or three jobs and do not have time to take 

the children to the library. These factors have shaped students’ reading experiences and 

continued to influence the degree to which students could provide equipment for 

classroom activities. 

4.4.2.1. SEW Survey description 

Before I began my teaching role, students completed their first SEW Survey on 23 

February 2016. The statistical results from this survey, which I received at the end of the 

Reconnaissance stage, were intended to provide an initial indication of students’ social 

and emotional wellbeing to which future changes could be compared. This anonymous 

strength-based survey is based on aspects which have been judged to contribute to 

students’ social and emotional wellbeing (ACER, 2016). These include: personal 

attributes in the form of emotional skills; social skills and learning skills; and indicators 

of social emotional wellbeing which are covered by positive and negative emotions and 

behaviours. 

4.4.2.2. SEW Survey analysis 

Chelsea administered the survey to avoid any perception of bias on my part and this 

provided greater validity to the data collected. She continually stressed that there was no 

‘right’ answer, that it was very important to be honest, that the survey should be taken 

seriously, that students should complete the survey individually without talking to others 

or looking at others’ surveys, and that there was no way we could trace students’ answers 

back to them as it was an anonymous survey. To facilitate maximum student participation, 
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teacher aides assisted those students with learning difficulties by explaining the question 

to them but taking care not to influence their responses. I acknowledge the possibility that 

students’ responses may not necessarily be completely accurate as they may have 

responded with their own expectations of what they believe the teachers would wish to 

see. It is also possible that students may have wished to present themselves in a positive 

light. While inaccuracies in responses may be partially reflected in the statistical report, 

it is unlikely that the whole class would have colluded to shape the findings in a particular 

direction, or that the findings were significantly biased so as to be meaningless. 

The following graphs (Figures 4.3 & 4.4) are taken from February 2016 ACER report. 

 
Figure 4.3 Demographic Information on Students Completing the Student Survey (ACER, 2016, p. 16) 
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Figure 4.4 Comparison of the distribution of Student SEW at Sunny Mountain Primary School against 

the national primary sample (ACER, 2016, p. 18) 

 
There was an even split between male and female students who participated in the survey. 

The overall summary showed that there were no student responses recorded in Level 6 

(Highest level of SEW) or Level 1 (Lowest level of SEW). In Levels 4 and 5 (High to 

Very High levels of SEW) there were less Sunny Mountain Primary School Year 6 

(SMPSY6) participating students compared to the average of other schools who had 

participated in the SEW Survey. In Levels 2 and 3 (Very Low to Low levels of SEW) there 

were more SMPSY6 participating students compared to the average of other schools who 

had participated in the SEW Survey. Overall 57% of SMPSY6 participating students 

scored High to Very High, and 43% of SMPSY6 participating students scored Very Low 

to Low. 

To measure particular skills (emotional, social, and learning skills) the six-point scale was 

then collapsed into the categories of Low, Moderate and High. These results indicated 

that the largest percentage of High scores was in Social Skills and the largest percentage 

of Low scores was in Emotional Skills. Generally, our students’ scores were similar to the 

average scores of other schools, and they showed that the majority of our students gave 

responses that were measured as Moderate or High: Emotional Skills—71%; Social 

Skills—82%; and Learning Skills—82% (Figure 4.5). 
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Figure 4.5 SEW Survey, February 2016—Emotional, Social and Learning Skills (ACER, 2016, p. 35, p. 

41, p. 47) 

As well as the activities that were undertaken at the research site, ‘doings’ included the 

use of physical space and resources. There were two Year 6 classes at Sunny Mountain 

Primary School, and Chelsea’s classroom was set out quite differently from the other 

Year 6 classroom. Her room featured new colourful desks which could be grouped in a 

variety of ways to accommodate group work and to be able to see the whiteboard at the 

front of the room. The configuration of desks was a responsibility that Chelsea gave to 

the students as a problem-solving task, and furniture was often moved to the side of the 

classroom when more free space was required. Students’ work was featured on the 

noticeboard and positive affective messages were grouped on one of the walls. Chelsea 

explained that the classrooms of upper year levels at this site tended to use the older style 

grey desks with tidy trays arranged in rows for teacher instruction. She identified that the 

teachers of upper school levels at this site determined the arrangement of space in their 

classrooms, and that the majority of material on the walls featured instructional content-

driven resources that were not student generated. Chelsea’s use of space and furniture in 

the classroom represented a change from the practice traditions at this site which were 

usually preferred in the upper school years. Her choices in this area reflected her 

pedagogy of viewing herself as a facilitator, and her use of a variety of learning activities, 

especially those requiring the students to move about. I had a small desk next to Chelsea’s 

desk at the back of the room. 

4.4.3. ‘Relatings’ 

From the outset of my onsite research, I demonstrated my respect for Chelsea’s role as 

the Year 6 generalist teacher of the students participating in the study, and sought to build 
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trust between the students and myself. To begin with, my role was that of a new learner 

to the site, since Chelsea had more experience and knowledge of the research setting. This 

position was reflected in my choice to initially observe the class initially and to interview 

Chelsea, thereby indicating that I was prepared for two-way learning to occur between us 

and that I valued her opinions. She had taught most of these students in the previous year, 

as the school favoured the practice of looping, where teachers have the same students for 

more than one year. Additionally, Chelsea had taught many of these students in Prep and 

Year 1, so she had a valuable longitudinal perspective regarding students’ development. 

I noticed that students were generally respectful of each other and of Chelsea, though 

somewhat unsettled due to continuous interruptions to the teaching day. Those who had 

been in Chelsea’s class during the previous year (which was the majority) showed a 

greater tendency towards active engagement and a more joyful demeanour in their 

learning. The students’ pleasure in being in Chelsea’s class was reflected in a comment 

she made to me regarding a girl who had been in her class during the previous year. 

When she found out she wasn’t in my class this year, she wouldn’t speak to 

me for a month. (Chelsea, 16 February 2016) 

I became aware that the relationships involving students at the research site were 

influenced by their culturally diverse backgrounds and by their learning identities. There 

were only three students in the cohort who had both parents born in Australia, so a 

developing understanding of parental expectations regarding their children’s educational 

experiences, assisted in accurately interpreting students’ responses to learning. Chelsea 

pointed out that most students came from cultural backgrounds that assumed a teacher-

as-instructor model of learning, where students were expected to memorise knowledge 

provided by their teacher. As this relationship contrasted markedly with an Arts 

Immersion approach to learning and teaching, sensitive strategies towards creating a 

change in student and family expectations were needed. Fortunately, Chelsea and I had a 

similar view based on a teacher-as-facilitator approach, so we presented a united teaching 

position. Chelsea explained that this school had been rated amongst other similar schools 

as quite competent in Mathematics, but identified as struggling in literacy (reading and 

writing) and, therefore, recommended for special support programs in this regard. Only a 

small group of students in the class had achieved the PM benchmarks (Progress for 

Meaning in reading levels) which are usually completed in Year 3. One facet of my 
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professional relationship with the students was, therefore, to assist them in developing 

confidence in learning, and active learning strategies. 

In seeking to establish professional relationships with others at the school, I met with the 

specialist music teacher, who was open to collaborating with our Arts Immersion 

strategies and invited me to visit the music room during music classes and choir 

rehearsals. I was also introduced to the visual art teacher, teacher aides, EAL/D teachers, 

and the leadership team, all of whom were welcoming. In discussions, the principal 

revealed her experience as an early years teacher and explained her support for the Arts 

and a broader pedagogy. Charlotte had accepted the role of Critical Friend before the 

onsite research began, but was unable to be present in Chelsea’s room during the 

Reconnaissance stage. However, other Critical Friends began to participate in this 

capacity of their own volition. They observed my teaching lessons and sometimes 

provided support for students in the classroom. These teachers included: Theresa, EAL/D 

teacher; Leah, teacher aide; and Liam, specialist classroom music teacher. The 

information gathered during the Reconnaissance stage informed the gradual process of 

sensitively introducing an Arts Immersion approach. 

4.5. Reporting the introduction of Arts Immersion 

4.5.1. ‘Sayings’ 

When asked about her aspirations for the research project, Chelsea responded: 

To embed the Arts so that all students have access to the Arts within the 

curriculum… to make it interesting for those kids who are really arts-

focused… to be able to help other teachers in the school embed Arts. (Chelsea, 

15 February 2016) 

Chelsea indicated that teachers felt there was not enough time to teach the Arts from a 

generalist perspective outside of specialist arts classes: 

It’s just a time factor, so trying to get it so all teachers can immerse into the 

curriculum. (Chelsea, 15 February 2016) 

The content-heavy curriculum posed a problem for Chelsea. She stated: 
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My biggest issue is making sure I cover all the content. (Chelsea, 15 March 

2016) 

The high number of interruptions experienced by the Year 6 classes exacerbated this 

problem. Examples of interruptions which Chelsea mentioned included seasonal 

celebrations, setting up furniture and equipment for other classes, and emptying rubbish 

bins. 

It’s extremely frustrating especially when you’ve put all the work into your 

planning, come up with tasks and activities and experiences for the kids that 

are really meaningful and worthwhile and they just don’t get to do them 

because of the timing. (Chelsea, 15 March 2016) 

This concern was also reflected in the discussions which Chelsea and I shared. 

Chelsea: That stresses me out no end because we just don’t spend the time 

doing what we need to do. 

Me: And that’s the frustration that builds stress continually because it 

looks like a lot is expected and yet you’re given less and less time 

to do it all. (15 March 2016) 

Chelsea’s concern was not only for herself but for her students. She explained: 

I know these kids, the potential they have, and it’s not being maximised. 

(Chelsea, 15 March 2016) 

Interviews and discussion with Chelsea, therefore, revealed several concerns regarding 

using the Arts in the curriculum, despite her enthusiasm for their inclusion. She was 

already open to the concept of integrated learning but was not sure how the Arts could fit 

into this picture. We both regarded the research project as a valuable opportunity to 

explore the use of rich tasks in an Arts Immersion approach. Within this context, our 

collaborative experiences held the potential to develop a creative response to an 

overcrowded curriculum. Our shared aim was to use the rich tasks of integrated learning 

to embed the Arts across the curriculum. Integrated learning was Chelsea’s preferred 

approach, rather than the segregation of subject areas: 

We’ve got an art teacher and a music teacher… people come in and do dance, 

it’s all very segmented… with a lot of my subjects and topics… I try and 

integrate where I can. (Chelsea, 15 February 2016) 
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My objective in the Reconnaissance stage was to introduce an Arts Immersion approach 

to student learning, so I could discover how best to plan strategies which positioned the 

Arts at the core of the curriculum. I found that I had to change my original intention of 

allotting two weeks to the Reconnaissance stage. Instead, to build a solid foundation for 

Arts Immersion learning and teaching during this formation period, I made the decision, 

with agreement from Chelsea, to extend the Reconnaissance stage to a period of six 

weeks. 

In my journal, I provided reasons for this decision: 

My original thinking had been to have a short Reconnaissance stage, but in my 

judgement, the class was not ‘Arts-ready’. By this, I mean that the students 

were not used to having the Arts used consistently in a key learning role in the 

classroom, and they associated the Arts more with specialist learning settings. 

While these students have experienced high-quality classroom Music and 

Visual Arts programs from Prep to Year 6, they have had minimal exposure to 

Drama and Media Arts. Dance has taken the form of [visiting group] classes 

taught in a weekly class of 60 minutes duration during Term 1, and has not 

been experienced as a regular and sequenced classroom program. Therefore, 

the Reconnaissance Stage was extended to the end of Term 1 to encourage 

students to feel more comfortable responding in and through the Arts. (25 

March 2016) 

I noted in my journal that students’ engagement in Arts Immersion activities was strongly 

influenced by a need to be guaranteed of success: 

It seems that the students weren’t used to these type of activities which require 

imagination and offer the opportunity to discover many “right” answers. They 

seem to be more comfortable with being told the right answer with which to 

respond, and appear to feel ill at ease when engaged in expressive activities. 

(15 March 2016) 

Chelsea also explained students’ anxiety when writing. 

I just need to make kids’ writing for enjoyment at the moment because … they 

stress terribly over writing. (Chelsea, 15 March 2016) 

To address this issue, I suggested using a non-word stimulus (such as music) for writing 

tasks and creating a drama script by asking students to change the context of the High 

School Musical Medley (Gerrard & Nevil, 2005) from a romantic perspective to a Sunny 
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Mountain Primary School perspective. Chelsea enthusiastically supported these ideas as 

part of our joint aim to find a way of reducing the amount of stress students experienced 

during writing tasks. In discussion, Chelsea and I expressed another shared objective—to 

develop the students’ confidence. My observation that the students were generally not 

confident in expressing themselves individually was supported by Chelsea’s statement: 

They clam right up, yes. (Chelsea, 15 March 2016) 

4.5.2. ‘Doings’ 

There was, therefore, a dual focus during the Reconnaissance stage: the regular use of 

introductory experiences in each of the arts subjects; and the gradual introduction of Arts 

Immersion activities with their interdisciplinary emphasis. Singing activities and drama 

games were used as focus moments to encourage concentration and build confidence. 

These attributes were associated with fostering deeper cognition and higher order 

thinking in the Arts Immersion activities which followed. It was also important to 

determine where students’ strengths and weaknesses might be by offering them familiar 

experiences as well as new activities. A new use of physical space and classroom time 

was for the students to have learning in and through the Arts taking place in their 

generalist classroom. This shift in location represented the use of unexpected activities in 

a familiar space. 

To build more of an Arts presence in the classroom, I asked Chelsea to bring in her 

keyboard and I borrowed a class set of ukuleles for the students to play. This 

complemented Chelsea’s established practice of displaying students’ Visual Art work on 

the large class noticeboard to demonstrate that their skills were valued. I extended this 

practice to include musical skills, providing a positive outlet for students who had piano 

skills, and engendering respectful interest from those who didn’t. The creation of an Arts 

presence in the classroom assisted in altering established school expectations (practice 

traditions) that the subjects of Visual Art and Music occur in specialist classrooms 

dedicated to that purpose. The students gradually became more comfortable with having 

arts experiences in their generalist classroom, and began to show a more focused and less 

self-conscious interest in activities which incorporated their strengths or offered low 

levels of risk-taking. 
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Having noticed that the students became unsettled after frequent interruptions to learning 

and after lunch breaks, I built on this increased focus on Arts Immersion activities by 

incorporating a mixture of familiar and new experiences. I used singing activities (in 

which students were already skilled) and simple drama games (representing new activities 

with low levels of risk-taking) to provide focus moments. These activities helped to 

prepare students for subsequent learning activities and to establish a connection between 

Arts Immersion activities, concentration, enjoyment and responsible behaviour. Students 

were less distracted and talkative when YouTube playlists of music by Mozart and 

Baroque composers were played while they worked quietly on individual Mathematics or 

writing tasks. On one occasion when Chelsea had complimented students on calling out 

correct answers to Mathematics questions, several students stated that they had done well 

because of the music. Chelsea replied, jokingly: 

Well, I’ll have to play it all day then! (Chelsea, 24 February 2016) 

As the students sang with confidence and skill, I used singing activities as a starting point 

to widen their confidence into other areas. Singing activities required students to 

collaborate and fostered a sense of cohesion in the classroom, so they promoted focus, 

confidence, and a sense of belonging. They were easy to set up and provided immediate 

positive aural feedback to the students which increased their confidence and enjoyment. 

The singing of four African-American spiritual songs, sung as partner songs, increased 

the focus and the energy levels in the classroom. I provided ukulele accompaniment to 

these songs—When the Saints Go Marching In (Traditional, 2006), Swing Low Sweet 

Chariot (Traditional, 2013), I’m Gonna Sing (Traditional, 2014), and This Train is Bound 

for Glory (Traditional, 2012a)—and the students added movement. Songs sung as rounds 

also assisted in building concentration as students had to focus to avoid being distracted 

by other groups who started the song at different times. Incorporating choreographed 

movement with a prop—such as the Tideo cup song (Hennessey, n.d.)—also demanded 

additional concentration and required the class to work in synchronisation. This provided 

a secure base for moving into areas of the Arts in which the students had minimal or no 

experience. 

It was crucial that I sensitively introduced into the curriculum those arts subjects which 

were unfamiliar to the class (Dance, Drama, and Media Arts). The drama activities I 

introduced took the form of games, short group improvisations, and simple individual 
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responses which required a short mime or a few words to be spoken. Students enjoyed 

the surprise element of the games though they seemed quite awkward with their initial 

participation. They were more comfortable experiencing the support of the group tasks, 

but found the short individual drama tasks very embarrassing. The great deal of humour 

that increasingly eventuated from the games and group drama tasks helped to diffuse 

embarrassment and engaged the rest of the class in their audience role. However, I saw 

that desensitisation to performing in front of the class would be necessary to assist 

students in feeling more confident with individual performances and with expressing their 

ideas. 

In her journal, Chelsea’s comments reflected my own perceptions of student discomfort 

with new activities, although she saw the value in these experiences for her class: 

Loved the Ushi Bushi game. It was interesting to see how the students were a 

little hesitant to give this a go. Maybe because it was something new. (15 

March 2016) 

After acquainting the students with a variety of activities in which they learned about the 

Arts, I began to introduce activities where learning occurred through the Arts. My first 

use of the Arts as a core approach in the wider curriculum used four strategies to study 

the novel, Hatchet (Paulsen, 2007): Imaging; ‘Talking Stick’; Collective Drawing; and 

Soundscapes. I asked students to see ‘with their mind’s eye’ as I read sections from the 

novel, to talk about what they could ‘see’, to collectively draw this, and to create a class 

soundscape to represent the scene. My intention was to awaken students to using their 

imaginations by translating imagined scenes into oral language, Visual Art, and sound. In 

my journal, I reflected on using a replica of a hatchet for a talking stick activity: 

Students were encouraged to explain what they saw in their mind’s eye as they 

held the ‘talking hatchet’. Most students were hesitant to volunteer to do this 

but Xavier, who experiences significant difficulties in learning, seemed to 

enjoy the tactile experience of holding the hatchet and it appeared to have the 

effect of anchoring him to the topic when he held it in his hand. He gave some 

perceptive responses which reflected his understanding of the story. (24 

February 2016) 

Students were comfortable engaging with Collective Drawing, although this activity 

revealed a lack of imaging detail. In my journal I noted: 
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It became clear that most students had only a general idea of the wilderness, 

and not an accurate spatial awareness of the surroundings in the novel. Chelsea 

and I… asked prompting questions [so]… they were able to alter their drawing 

to make it a more accurate representation of the wilderness near Brian’s shelter. 

(24 February 2016) 

After discussion with Chelsea and me, students coloured drawings showed increased 

detail and accuracy when compared to their original pencil sketches (Figure 4.6). The 

Collective Drawing activity had encouraged students to improve the quality of their 

listening by ‘seeing’ details in their mind’s eye. Students found this Visual Art and 

English collaboration less challenging than the following Drama and English 

collaboration. 

 
Figure 4.6 Collective Drawings from Hatchet (Paulsen, 2007) (24 February 2016) 

 
In my journal, I noted the reasons that the Soundscape activity, which required using their 

voices to make forest sounds, seemed to be quite challenging for students. 

They were somewhat self-conscious having never participated in this type of 

activity before… Chelsea explained that most of them would probably never 

have been camping or hiking in a bush environment and were therefore only 

familiar with urban or suburban sounds and environments. (24 February 2016) 

Further Arts Immersion strategies which followed—such as Narrated Mime, Voice in the 

Head, and Hot Seating—also elicited a hesitant and embarrassed response from students. 

Similar responses were common when creating tableaux and mime in a Year 6 Camp 



82 

Recount. When reflecting on the use of Narrated Mime to study the novel, Hatchet 

(Paulsen, 2007), I noted in my journal: 

I found this to be a painfully slow process as students stumbled over the words 

with many pauses and at times spoke so quietly that they could not be heard. 

Because of this, it was difficult to maintain the interest of the rest of the class 

when these sections were performed. In addition, as the text was so slow being 

read, this made it difficult for those miming to keep the action going and 

preserve the thread of the story which spluttered along like a motor about to 

break down. I felt like the activity had not been particularly successful for these 

reasons but Chelsea said it is important for the students to have experience at 

reading the book. (16 March 2016) 

In her journal, Chelsea noted these difficulties but expressed an interest in gaining a new 

drama strategy to study a novel. Her comments acknowledged students’ lack of Drama 

experience: 

I had always thought about doing Drama from passages of a book but didn’t 

know where to start. It was interesting to see how the students struggled a bit 

with miming to narration and even knowing where to face so the audience 

could see. More work needs to be done here. (16 March 2016) 

To provide learning support for the students in experimenting with Drama, I employed 

group drama strategies to encourage participation and engagement. Many students 

appeared more relaxed when they didn’t have to use their voices, so I found mime 

activities were a helpful introduction to Drama experiences. I used a Boal Circle strategy 

so students could use a freeze to reflect Brian’s character development: going to the 

airport; after the plane crash; when the rescue plane didn’t see him; and when he decided 

to survive. Students needed prompting to explore Brian’s character in-depth, to gain a 

deeper understanding of what motivated his choices, and to decide how they could use 

their faces and bodies to show Brian’s predominant character attribute at a particular point 

in the story. At this stage of the research project, they seemed more comfortable with 

recalling the order of the narrative than with exploring the meaning through inferential 

thinking. To provide more opportunities for students to develop inferential thinking I 

sought activities in which students could be immersed though acting a role within a given 

context. Our focus moved from the study of a novel in English to a topic in the History 

curriculum. 
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To help students understand the Australian parliamentary system in History lessons, I 

wrote a Parliamentary Play for them to perform. Chelsea cast the play as she was more 

familiar with students’ skill levels and needs. While the class responded positively when 

Chelsea read through the script, their own first read-through demonstrated several 

difficulties: a majority of the class found it difficult to read the script; many of them were 

embarrassed speaking in front of the class; most students had very limited drama 

experience; and several of the students were nearly inaudible. In my journal, I noted: 

This was a very frustrating process for me as it became obvious that the 

students really struggle with reading. It is difficult for them to read the words 

of the play, let alone show expressive acting ability. This will be a challenge 

for me as I will need to develop students’ confidence in portraying a character, 

being able to read and memorise the words of their part, being audible and 

being intelligible. Many students speak so softly they can hardly be heard. A 

small group of students were competent from the beginning, especially Zoe, 

who has excellent acting and reading skills and excels in subjects across the 

curriculum. She will need extension work to reach her potential, as will a 

couple of the other students. (29 February 2016) 

Despite my concerns about students’ reading and acting skills, Chelsea was very positive 

about the potential of this Arts Immersion activity. She noted in her journal: 

Read through parliament drama. Excited to see students engaged and eager to 

participate. Very hopeful to see learning happen in this way. (29 February 

2016) 

We continued to persevere with this play, as Chelsea and I also hoped that assisting 

students’ to develop fluency in reading might lead to improvements in their writing skills. 

She explained that most of the students find writing tasks very stressful so I introduced 

some Arts Immersion strategies to diffuse this writing anxiety. The following activity was 

described in my journal: 

I have noticed that some students will sit at their desks saying that they have 

nothing to write when there is a writing task. To preempt this response, I chose 

these drama activities to recall these ideas and experiences as a bank of 

memories on which a writing task could be based. Students could remember 

their camp experiences through embodying the memory as a tableau, a gesture, 

and a sound. All students were able to write something, so this strategy 

appeared to be successful. (7 March 2016) 
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One way to diffuse students’ anxiety and encourage their imagination was to provide 

more movement-based learning in the classroom. Arts Immersion activities with a 

kinesthetic focus tended to be immediately enjoyed by students as they represented new 

ways of learning, they provided an opportunity for movement, and they allowed students 

freedom from sitting at their desks. Examples of these types of experiences were the use 

of ukuleles to teach latitude and longitude in Geography, and enacting electrons in an 

electrical circuit in Science. 

Chelsea commented on these two Arts Immersion activities in her journal: 

Loved the idea of using ukuleles to teach longitude and latitude. Was a little 

hesitant initially but after seeing almost all children engage I think I may need 

to learn the ukulele. (22 March 2016) 

The drama that was used to illustrate the movement of electrons made a huge 

impact as reflected in student assessment when they drew the drama. (21 

March 2016) 

The following are examples of students’ assessment regarding their knowledge of an 

electrical circuit. Their diagrams were clearly reinforced by using Drama to enact the 

movement of electrons in this process. Heidi’s assessment results usually place her among 

the more competent students (Figure 4.7), whereas Zinta (Figure 4.8) often struggled with 

learning in class. Yet both students were able to draw a representation of an electrical 

circuit. 
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Figure 4.7 Drawing of Electrical Circuit—Heidi (21 March 2016) 

 

 
Figure 4.8 Drawing of Electrical Circuit—Zinta (21 March 2016) 
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4.5.3. ‘Relatings’ 

Chelsea and I began to establish a method of collaborative planning in which we 

discussed the planning documents she had created, and I then suggested opportunities to 

incorporate Arts Immersion activities. The third part of this process was joint decision 

making regarding which Arts Immersion strategies we would use, where we would use 

them in the curriculum, and when they would be used in the timetable. This arrangement 

preserved Chelsea’s status in choosing how the curriculum was to be interpreted for her 

class, based on her expertise in generalist teaching and her extensive knowledge of the 

students. We found it was necessary to develop a very flexible schedule for these tasks as 

there were many interruptions to the classroom routine. In order to work with Chelsea so 

she could stay on task according to her planning, I chose to teach Arts Immersion activities 

across almost all areas of the curriculum rather than focusing my teaching within one or 

two Learning Areas. 

We chose to trial using an Arts Immersion approach in the following Learning Areas: 

English; Science; Geography; and History. Through our collaborative planning, we 

decided to begin with incorporating Arts Immersion activities in English as part of our 

study of the novel, and in History to study aspects of the Australian parliamentary system. 

Later in this stage, we planned to utilise an Arts Immersion approach in Geography and 

Science. Our intention was that I would model the Arts Immersion learning strategies that 

were used in an Arts Immersion approach by teaching the class during these sessions so 

that Chelsea was free to observe my teaching delivery and the students’ responses to Arts 

Immersion experiences. Both of us were also open to the possibility of team-teaching as 

opportunities arose. 

In my journal, I noted: 

By bringing our own complementary skills and histories to the situation, we 

have been able to preserve a democratic teaching relationship. There appears 

to be a healthy two-way flow of information, even though I have been taking 

the lead in demonstrating new Arts Immersion teaching strategies. (25 March 

2016) 

The professional relationship between Chelsea and myself, and the process of decision 

making we employed, aligned with the iterative emerging methodology of CPAR. This 

is in contrast to the more prescribed methodology of an intervention which would 
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investigate the impact of an already established program on the participants. In discussing 

our planning process, Chelsea explained that she would put the Arts in the section of 

planning entitled, Links with Other Areas. She described this by stating: 

And then [there’s] the actual arts planning which I’ve never done before. I 

don’t think we’ve got a proforma for it which I’ll come up with. I’ll just have 

where we’re covering what bits of it in which subjects so I’m more sure of the 

planning, the official planning side of things. (Chelsea, 15 March 2016) 

This document, produced each term, became the basis of my arts planning and our 

collaborative curriculum planning. I explained to Chelsea the connection between her 

journal and the reflecting aspect of the research project, indicating that the journal could 

use a variety of representations to convey information—words, dot points, drawings, 

doodles, and photos. Chelsea and I planned the timeframes of the cycles in the research 

project before the commencement of Cycle 1. The particular emphasis of each cycle 

emerged during the Action Research process and was dependent on the Renaissance stage 

and previous cycles (Figure 4.9). 

 
Figure 4.9 Action Research Cycles at Sunny Mountain Primary School 
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4.6. Summary 

In this chapter I have outlined the purpose of the Reconnaissance Stage and referred to 

the theoretical lens of practice architectures as the framework for reporting, discussing 

and analysing the collected data. I have explained how the data was collected in the form 

of ‘sayings’, ‘doings’, and ‘relatings’, and used this structure for reporting the preliminary 

information gathering and the introduction of an Arts Immersion approach to learning and 

teaching. The collected data has been multimodal, reflecting a mixed methods research 

stance incorporating quantitative and qualitative data. This presentation of the 

Reconnaissance Stage as a formation period leads into a report of the four action research 

cycles in the next chapter.
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Chapter 5. Reporting the Action Research 

Cycles 

In this chapter, I report on the Action Research cycles which followed the Reconnaissance 

stage which was presented in the previous chapter. Each of the four Action Research 

cycles will be presented using the four stages of Zuber-Skerritt’s (1995) Action Research 

spiral model: planning, acting, observing, and reflecting. The reflecting stage of each 

cycle will be discussed through the theoretical lens of Practice Architectures, using: 

‘sayings’ (realised in semantic space through language); ‘doings’ (realised in physical 

space-time through activity and work); and ‘relatings’ (realised in social space through 

power and solidarity). These analytical structures will be used to explain the aspects 

which operate within the practices at the research site. 

5.1. Cycle 1 

5.1.1. Planning 

Data collected from the Reconnaissance stage revealed a need to assist students in 

becoming arts-ready and to assist Chelsea in dealing creatively with an overcrowded 

curriculum. In Cycle 1 we determined that the most effective approach to planning would 

be to prepare a series of Arts Immersion activities which could be employed within a 

continually changing timetable. The following data is taken from my journal unless 

otherwise stated. Chelsea’s words are taken from her journal unless used as quotes in the 

form of direct speech. 

Our preferred response was to look across the curriculum for opportunities to 

use Arts Immersion pedagogy, and this provided the flexibility necessary to 

accommodate both expected and unforeseen changes in the classroom 

timetable. Because of this planning choice, it was necessary to have a set of 

strategies available on any day for a variety of subjects. (7 April 2016) 

During the holiday break between the end of the Reconnaissance stage and the beginning 

of the first Action Research cycle, we met to plan Cycle 1. Chelsea expressed enthusiasm 

with some concern. 
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After meeting on the holidays and discussing ideas and opportunities for the 

children’s learning, I am really excited. I am a little worried about time 

however. Year 6 doesn’t seem to have much uninterrupted class time. 

Something to work on! (Chelsea, 11 April 2016) 

Detailed descriptions of activity types are explained in the Glossary and Appendices. We 

agreed to use Arts Immersion activities in the Learning Areas of: English; Science; 

Geography; History; and Religion (Table 5.1). 

Table 5.1 Cycle 1 Arts Immersion Activities: Allocations to Learning Areas 

Subject Activities 

English High School Musical Medley (Gerrard & Nevil, 2005) performance: (drama and 
music)—compiled class script 

Nanberry (French, 2011): drama—Hot Seating; Commentated Mime in pairs; 
Status Walks; and Boal Circle 

Science Earth and Space (effects of sudden geological changes and extreme weather events 
on the earth’s surface): drama—mime and tableaux ~ effects on the earth’s surface; 
visual art—replica of erupting volcano; media arts—simulate student’s experience 
of an earthquake 

Geography Latitude and longitude: music—ukuleles 

Biomes: visual art—class mural; drama—Postcards 

History Australian parliamentary system: drama—students memorise and perform my play; 
media arts—students film and edit this play (casting by Chelsea) 

Religion General concepts/themes: drama—tableaux; dance—interpret song (7 April 2016) 

 
By preparing a range of Arts Immersion activities across five Learning Areas, I felt that 

we would have a better chance of incorporating them into the continually changing 

timetable. 

5.2. Acting 

Two types of Arts Immersion activities were delivered in the classroom: focus moments 

and larger scale activities. 

5.2.1. Focus moments 

I continued to use focus moments at the start of sessions following breaks to encourage 

concentration and build confidence. In Cycle 1 songs were used for this purpose, 

including: Grandma’s Grammar Rap (Holmes A Court, 2009); Tideo (Hennessey, n.d.); 

the rounds—Black Socks (White, 2007) and It’s Dry (Bermingham, 2007); and Batman 

Shimmy (Butler & Roberts, 2009). Grandma’s Grammar Rap (Holmes A Court, 2009) 
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was used to enter the room, gather books and be seated. Tideo (Hennessey, n.d.) was 

performed in a circle using plastic cups for a rhythmic ostinato as they were passed around 

the circle. The rounds often incorporated movement to assist memorisation and express 

the mood of the song. 

5.2.2. Planned activities omitted 

The planned activities, Status Walks and Boal Circle, were not used during this cycle. 

5.2.3. Unplanned activities 

Unplanned activities arose based on perceived student needs, including using a 

Fruit/Vegetable Cheer based on a dance and drama stimulus to improve writing skills and 

reduce the students’ stress when writing down their ideas. The students used their voices 

creatively in their drama response, and turned their ideas into rhythmic movement for 

their dance response. The Fruit/Vegetable Cheer was based on the Banana Cheer (Jacobs, 

2013) which involved four lines of rhythmic chanting regarding actions which could be 

done with a banana and concluded with a cheer, “Gooooo banana!” 

In four table groups, students had five minutes to work out their own cheer for 

a fruit or vegetable. They chose: orange; potato; coconut; and pineapple. Each 

group presented their cheer twice in front of the class… without [and] …with 

my direction… [they] performed it a second time to make it more lively and 

‘funky’… students then wrote out their cheers. (12 April 2016) 

5.2.4. English 

Similarly, to extend students’ writing skills and diffuse stress during writing activities, I 

set them the larger task of reimagining the context of the High School Musical Medley 

(Gerrard & Nevil, 2005) to frame it with their own experiences. 

Changing context from romantic scenario between a boy and girl to their 

perspective on who has helped them in their lives. (12 April 2016) 

I used a Walk and Talk drama strategy in which students moved around the room to music 

and when the music stopped, they shared their ideas by speaking with the nearest person. 

This was based on the first song of the medley, Something New. To help the students 

create a collaborative script, they used this verbal sharing of their ideas as the basis for 

dramatic script development, built on the following scaffolding. 
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1. The people who have helped me in my life are… 

2. They help me by… 

3. Choose at least three examples from the lyrics of the songs that are 

meaningful to you and say why. (12 April 2016) 

The students also contributed to creating the choreography for the songs in this medley 

to reflect the mood and communicate meaning. 

Having used simple choreography as a kinesthetic language in the Fruit/Vegetable Cheers 

and more extensive movement in the High School Musical Medley (Gerrard & Nevil, 

2005), I connected this idea to using another kinesthetic language, mime. Both Dance and 

Drama strategies used expressive movement to convey meaning, though the interpretive 

aspect of movement became more stylised and rhythm-linked when the emphasis was on 

Dance. The students used mime to create art pieces and to respond to artworks, such as 

the novel. 

Two Drama strategies were used to study the novel, Nanberry (French, 2011). The first 

strategy was commentated mime, which provided a collaboration between kinesthetic 

language and aural language. 

Each pair had to decide which scene from the book to interpret… each pair 

presented their interpretation to the class and we reflected on each performance 

in terms of meaning-making and dramatic skills. (4 May 2016) 

The second Drama strategy, Hot Seating, linked these external expressions of meaning 

through kinesthetic and aural language with the internal process of inferred understanding 

based on perceptions of a character’s motivation. Selected students responded to open-

ended questions in the role of a character from the novel. This provided a foundation for 

future work in literacy rotation groups in which Chelsea and I both took teaching roles. 

Additional activities that drew on these Arts Immersion strategies included: developing 

vocabulary; looking at the meaning of aboriginal words; Soundwaves (English writing 

textbook) exercises; and participating in a sentence workshop. 

5.2.5. Science 

After giving the students an opportunity to experience various types of interpretive 

movement through Dance and Drama, I included the contrasting device of a tableau—an 
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interpretive freeze. We studied the effects of sudden geological changes and extreme 

weather events on the earth’s surface through using mime and tableaux. This Drama 

strategy created a visual representation of cause and effect, action and result, movement 

and stillness, dynamic change and established state. 

The class was divided into two groups, one group representing an extreme 

weather event and the other group representing its effect on the earth’s surface. 

The groups swapped roles each time so that each group had an opportunity to 

experience both the cause and effect of the chosen phenomenon. Each group 

began with a mime and finished with a tableau/freeze that was photographed. 

(27 April 2016) 

After embodying this process of change, the students then took on a different role as 

observers of change. To encourage student interest in the topic of volcanos, Chelsea 

showed the class a YouTube clip of a song, Lava (Murphy, Kahele, & Greig-Nakasone, 

2015), which students referred to when constructing a replica of an erupting volcano. 

Students used another Visual Arts strategy to deepen their understanding of the four 

stages of an earthquake. They created a storyboard in the style of a four-frame cartoon, 

which led to a Drama task (mime) to simulate their experience of an earthquake. This 

short project linked an individual Visual Art task with group Drama and Media Arts tasks. 

I used the Media Arts component for demonstration purposes by filming, editing, and 

explaining the process to the class. All three Arts Immersion strategies emphasised these 

four stages. 

1. Ground moves 

2. Cracks appear in the ground or road 

3. Buildings sway 

4. Buildings crumble (4 May 2016) 

5.2.6. Geography 

The use of ukuleles to explain latitude and longitude was repeated, consolidating the 

concept that latitude could be represented in a chord diagram by the frets, and longitude 

by the strings. When many of the more confident students were taken out of class for a 

school event held during this activity, I had the opportunity to spend individual time with 

the students who often avoided leadership tasks. The concept of locating something at the 



94 

intersection of two axes (in this case, a finger position) was reinforced. Musical 

understanding and skills derived from this task included: 

Four strings: G C E A; frets; chord charts; fingering; strumming; playing some 

simple songs; and singing to this accompaniment. (19 April 2016) 

The musical performance of the concept of intersecting axes provided a visual 

representation and kinesthetic experience of this knowledge. To assist in more accurately 

visualising a particular physical environment through a Visual Art strategy, six group 

murals were created to support the information which Chelsea had taught the class 

regarding biomes. After generating group discussion and creating detailed 

representations, each group displayed their mural to the class and explained how this 

represented the biome they had studied. 

1. Taiga/Boreal forests 

2. Chaparral/Mediterranean 

3. Tropical rainforests 

4. Temperate forests 

5. Grassland 

6. Desert (3 May 2016) 

Each of these collaborative murals was then extended by presenting a dramatic postcard 

by cumulatively forming a tableau to represent elements of their chosen biome. Each 

student had to accurately complement the formation of this presentation by enacting an 

aspect of a particular biome. 

5.2.7. History 

Students’ experience of Drama strategies was extended to more demanding activities. An 

important focus in this cycle was the final rehearsals, performance, filming and editing of 

the Parliamentary Play. This large-scale project required dramatic skills in developing 

physicality and vocal production, an understanding of the Australian parliamentary 

system, knowledge of filming strategies, a perception of the motivations of each 

character, the memorisation of script (words to be spoken), and blocking (positioning of 

actors). Additional activities were added to develop the background context of the play, 
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and links were made to the political focus in the online presentation created for school 

students, Behind The News (http://www.abc.net.au/btn/). 

We showed photos of politicians and asked questions regarding the 

parliamentary seating plan. (11 April 2016) 

Knowledge from the history curriculum was communicated through drama rehearsal 

strategies and performance, to express this knowing through the language of Drama. 

Students … worked on memorising their lines by practising them by 

themselves or by working in a pair…[or in] scene groups. We ran through the 

play in the style of reader’s theatre with students holding their scripts, and 

alternated this with rehearsing without their scripts… I directed the blocking 

process and students were asked to share their ideas. They practised achieving 

vocal variety by saying the lines of each character as a group presentation and 

copying my expression. This concept was extended to group gestures, stance 

and physicality which the students practised as a whole class, as different 

political parties, and as opposing individuals. Students practised 

communicating through facial gestures, hand gestures, and posture, as well as 

practising speech that could be heard and understood. (11 April 2016) 

The Media Arts strategies required to film the play were also introduced, and these were 

generally new concepts for the students to learn. 

Editing: tight, mid and wide shots; camera angle to reflect the status of the 

character; changing shots every few seconds; scene, shot, take. (11 April 2016) 

The various stages of the production were explained and discussed, including planning 

the non-acting aspects of creating a short film. 

I provided the storyboard for the filming and the filming schedule explaining 

the purpose of each and the thinking behind the choices that were made. The 

class was involved in discussing the use of props, and the possibility of 

sourcing appropriate costumes from the school supply in the hall and what they 

had at home. (11 April 2016) 

The filming took place over one day in the second week of Cycle 1 in the meeting room 

next to the school hall and involved all students in the class. The day before their history 

assessment occurred in week four of this cycle, students were asked to formulate stimulus 

questions for their upcoming History assessment. These included: 
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 What is parliament? 

 What is done there? 

 Who is in parliament? 

 What specific jobs are there? 

 How are laws made? 

 What is the difference between a minister and a member? 

 What is a bill? 

 What is the role of the speaker? (3 May 2016) 

I provided the following description of their History assessment task. 

Their task was to fill an A3 piece of paper with everything they knew about 

the Australian parliamentary system, using whatever means of written 

communication they wished [e.g., words, pictures, diagrams, etc.]. (4 May 

2016) 

5.2.8. Religion 

The experience of engaging the students by immersing them in an enacted context was 

also used on a smaller scale in this Learning Area. The aim was to engage the students in 

discussion and reflection rather than just recalling facts. Arts Immersion activities were 

used so that students could demonstrate their understanding by applying these concepts 

to their own lives, and by distilling the central meaning of the message. To do this, the 

students created three movements to interpret the theme of a song—Live Love Today 

(Brisbane Catholic Education, 2016). 

Each table group of students had 30 seconds to create movement for the 

keywords of the song which form the title Live Love Today… Each movement 

set was presented to the class. (9 May 2016) 

The time limit provided was intended to encourage the students to think widely and 

quickly with imaginative focus. This activity was further refined by concentrating on a 

section of this thematic material at a time. 
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Each table group of students had one minute to create a tableau to interpret a 

section (Michah 6:8) of (what it means to)…”live justly, love tenderly and 

walk humbly” (Barker, 1985, p. 1377). (9 May 2016) 

5.2.9. Mathematics 

Although we had not chosen Mathematics as a Learning Area in which to introduce Arts 

Immersion activities, Chelsea and I collected data from students’ work for future 

planning. 

5.3. Observing 

5.3.1. Focus moments 

The students settled more quickly during the focus moments when they sang a given song. 

They demonstrated confidence in this area and there was greater focus and energy in the 

room when using movement. The students especially enjoyed Tideo (Hennessey, n.d.), 

which required plastic cups for choreographed percussion while singing, and well-

synchronised teamwork in time with the beat. When Chelsea and I observed the students 

creating their Fruit/Vegetable Cheer, we both noticed that they responded positively and 

that different student leaders emerged. For example, Sheena, who has been regarded as a 

‘low’ student who struggles with learning, became a leader in her group. 

Students appeared to be energised and focused after performing the 

Fruit/Vegetable Cheer. When they began to work in groups there was much 

discussion about ideas, and students were engaged with the task. Sheena led 

the discussion and decision making in her group. (12 April 2016) 

5.3.2. English 

The kinesthetic learning in Dance and Drama often intertwined students’ focus and 

enjoyment. Students seemed to enjoy the idea of musical theatre as they were familiar 

with dancing and singing. However, they were somewhat uncertain as to how to proceed 

and lacked confidence in their ability to create a musical theatre piece and perform it. 

Students very excited however a little shy to start with. (Chelsea, 12 April 

2016) 
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The class also seemed to be uncomfortable during the Walk and Talk activity and 

struggled when writing down their ideas for the compilation script. It appeared that the 

students were more accustomed to being told where and how to move. Some students 

preferred to seek out only friendship groups which they perceived as a more secure 

environment in which to share their ideas. The majority of the class seemed hesitant to 

express their ideas in writing. 

Many students seemed somewhat embarrassed and were not sure where to 

walk so I had to demonstrate how to move around the room using all the space 

available. Only Zinta seemed to respond to the music when it was playing by 

adopting a more dance-like style of movement, whereas the rest of the class 

seemed rather self-conscious and just dawdled or tried to stay in friendship 

groups. A small number of students wrote a paragraph or more as a result of 

this Walk and Talk preparation. (12 April 2016) 

This seemed to be the pattern of response produced by the students. A new activity or 

strategy was met with concern and hesitance, but further exposure to these experiences 

drew more confident responses. For example, there was a noticeable improvement in the 

way students approached their work on Nanberry (French, 2011) during Cycle 1 when 

compared to their earlier work on the novel, Hatchet (Paulsen, 2007), during the 

Reconnaissance stage. Some students still struggled with the notion of improvising or 

inferring knowledge and required quite a lot of scaffolding to complete the task. 

In the commentated mime in pairs, most students showed an understanding of 

the more simple concepts such as the type of character and what happened. 

Chelsea and I asked questions to extend students’ understanding and prompt 

deeper thinking. Some pairs responded to this when given the opportunity and 

others froze, unable to continue. (4 May 2016) 

Though a small number of students were engaging with more confidence during Hot 

Seating for Nanberry (French, 2011), most were still reluctant to volunteer. This strategy 

was one of the most individually challenging Arts Immersion approaches to learning. 

Almost all the class found individual presentation tasks more demanding and preferred to 

work with others. 

Philip and Zinta both struggled to take on their characters and tended to give 

short minimal answers. By contrast, Alistair and Elizabeth generally gave 

considered and detailed responses that reflected a deeper understanding of their 
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characters and an ability to take on another perspective. Some perceptive 

questions were asked and it was interesting to see that Donald, who is usually 

very quiet and reticent, asked perceptive and searching questions. (9 May 

2016) 

5.3.3. Science 

I observed that most students were much more comfortable working as a group and 

showed more confidence when doing so. After some initial reticence, most students 

engaged enthusiastically in creating mimes and tableaux to depict the effects of extreme 

weather events on the earth’s surface. Once they understood what was expected of them, 

students worked with more cohesion and purpose. 

Students responded well though reticent at first… more comfortable when 

performing action as a group rather than individually… forthcoming when 

responding with information but required time to get used to improvising 

ideas… as they became used to this, they enjoyed collaborating and listening 

to… ideas… [students were] keen to suggest an extreme weather event. (27 

April 2016) 

The students found the construction of erupting volcanos a less complex task and enjoyed 

working outside the classroom. This change of scene brought fresh energy to that 

particular activity and those which followed, even when they returned to the room. The 

class seemed to be more comfortable with Visual Art tasks, where the focus was on the 

product they were making or the process they were recreating. This Visual Art 

construction task provided a contrast to Performing Arts tasks, where the self-focus was 

on using their body or the voice as an instrument of communication. 

[They] worked well in their groups and each group was able to achieve some 

type of volcanic effect. They exclaimed with obvious enjoyment when their 

volcanos erupted. (10 May 2016) 

Subsequent work on this topic demonstrated students’ understanding of volcanic 

eruptions. 

[They] appeared to have no difficulty understanding the information contained 

in the YouYube clip on this topic [Freeschool, 2015]… seemed to find the 

follow-up sheet on volcanos quite easy to fill in… able to form their answers 

promptly. (10 May 2016) 
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The students were engaged in the topic of volcanos and often asked to view the Lava song 

(Murphy et al., 2015) which Chelsea had shown them. They really enjoyed this piece of 

music and joined in by singing the song. This fascination with spectacular geological 

processes included sudden geological changes and extreme weather events. They enjoyed 

chatting in groups about the dramatic spectacle that these phenomena can produce. Most 

students were able to present four cartoon pictures (Figure 5.1) which functioned as 

storyboard frames to show the four stages of an earthquake, thereby demonstrating a clear 

grasp of the topic. 

 
Figure 5.1 Earthquake Storyboards—Heidi & Zoe (3 April 2016) 

 
The students easily remembered these stages when asked to recall this information for 

filming their response to a simulated earthquake. 

They called out answers as a class and were also prompt in deciding which 

mimed movements would show how they would be affected in each stage of 

this event. I had to remind them that it was a mime as they wanted to add vocal 

expressions as well. Only one rehearsal was needed as the class quickly 

understood the concept. In the editing process, I explained how … to create an 

effective final product. (4 May 2016) 

I could see that the class enjoyed this activity and that they followed my cues, working 

well as a team. One of the more serious and high achieving students demonstrated some 

rare humour by commenting: 

In our sli………..de, we could do the earthquake dance, Miss. (Damien, 4 May 

2016) 
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5.3.4. Geography 

The students demonstrated knowledge retention and enjoyment in a variety of Arts 

Immersion activities. They were keen to play the ukuleles again and easily recalled that 

frets represented latitude on a chord chart (horizontal lines) and strings represented 

longitude (vertical lines) (Figure 5.2). For a full transcript of student feedback regarding 

this activity see Appendix C, p. 441. 

They enjoyed choosing their favourite colour ukulele to play and found that 

the colour coded dots on the fingerboard made it much easier to find the places 

to put their fingers… some students who generally struggle at school, like 

Sheena, were able to pick up the ukulele with ease, in some cases, more quickly 

than higher achieving students. They became more excited as the number of 

strums on each chord were reduced, responding to the challenge of having to 

change the chords more frequently. All students participated in each aspect of 

introducing the chord charts and most students learned how to read these 

diagrams. Their favourite activity was being able to play and sing songs as a 

group. (19 April 2016) 

 
Figure 5.2 Ukulele Chord Chart and Ukulele Fingerboard (19 April 2016) 

 
Visual representation was an Arts Immersion strategy which continued to assist students. 

When studying Biomes, students used group discussion and drawing to be more accurate 

in recalling the specific details of their chosen Biome. They were able to represent these 

characteristics more explicitly on their collaborative mural. 
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Students were able to express their knowledge further by showing their group 

pictures to the class and commenting on their formation. (4 May 2016) 

Creating dramatic postcards of biomes by building on the knowledge presented in their 

murals was a more challenging activity for the class as they had to overcome some 

embarrassment when performing in front of each other. However, once they overcame 

this, they responded by trying to think of aspects of their biome that nobody else had 

chosen to depict. 

Students were reminded that they could choose to represent animals, 

vegetation, geographical or weather features which should be depicted using 

three levels of frozen positions [high, middle and low]… once a couple of 

groups had presented their postcards, the rest of the class seemed less 

threatened by the activity and appeared to find the task not difficult, especially 

as spoken words were not required. (4 May 2016) 

5.3.5. History 

Performing and filming the Parliamentary Play was a huge and demanding project. 

Quite a few students seemed surprised that they were able to learn their script 

from memory and would proudly inform Chelsea or myself when they had 

achieved their memorisation goal… Students were able to work more 

expressively when they weren’t trying to read their scripts and when they 

spoke their lines as a group… I found that by practising whole group responses 

with the class, students seemed better equipped to adapt these to their own 

contexts… They really enjoyed rehearsing the chaotic uproar together as a 

class. (20 April 2016) 

By providing immediate feedback and critique on their performances, the students were 

able to build their performance skills. The following students, who were less confident 

and spoke very quietly without expression, were able to make progress that was noticed 

by the whole class and applauded. 

Ciara and Zinta have shown a marked improvement in their acting skills. (20 

April 2016) 

The class were unaware of some of the Media Arts aspects involved in filming but learned 

these protocols ‘on the job’ as we were filming. 
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The idea of having a film schedule to make the best use of the time available 

was a completely new idea for them… In this new experience, the students 

were amazed at how long the filming process took. (20 April 2016) 

Excellent resilience, focus, perseverance, teamwork and stamina was shown by the 

students to complete the filming in one day. They expressed pride in being known as the 

class that was doing something very demanding and creative. 

On the day of the filming, the students were very excited and enjoyed the 

interest of other students in the school when they changed into their costumes. 

The boys, in particular, seemed to be very proud of their business shirts and 

ties. (20 April 2016) 

This was a long process, as Chelsea and I wanted the students to operate the 

video camera. Students gradually became used to the routine of holding a 

‘clapboard’ [i.e., small whiteboard] in front of the camera at the beginning of 

each scene to show scene, shot and take. (20 April 2016) 

As they gained confidence, students made more suggestions in relation to 

problem-solving. (20 April 2016) 

The class did very well, maintaining concentration and being quiet when 

filming. They were very appreciative of their lunch breaks… and despite being 

exhausted, there was a loud cheer at the end of the filming when I said, “that’s 

a wrap!” (20 April 2016) 

The students’ engagement in this large project was reflected in the quality of their 

responses in their history assessment. Chelsea noticed that even students who usually 

struggled in history tests were able to express their understanding of the Australian 

Parliamentary system by recalling the Parliamentary Play (Figure 5.3 &  5.4). For the full 

transcript of student feedback on the parliamentary play, see Appendix C, p. 441441. 
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Figure 5.3 Parliament Assessment—Damien (4 May 2016) 

 

 
Figure 5.4 Parliament Assessment—Kieran (4 May 2016) 
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5.3.6. Religion 

The increased confidence which students developed through engaging in more 

demanding tasks, like the Parliamentary Play, spread to other tasks as well. They seemed 

to find creating three movements to portray the theme of a song quite an easy task to 

perform and memorise, and most students were involved in the planning process. 

The class was interested to see what each group presented and they responded 

positively to the song and the YouTube clip which engaged their attention. (9 

May 2016) 

The group tableaux, which built on the previous dance activity, gave the students more 

freedom to come up with their own ideas. 

Students were engaged in the discussion as they were asked to find ways in 

their own lives where they could live out the meaning of the words. 

Occasionally a group chose a vague response which needed further 

clarification. Most students tended to work well within the time limit provided, 

though they did become rather exuberant and excited during the planning 

stages. Most students were involved in the planning of the tableaux through 

discussion and demonstration, and many students’ hands went up to explain 

their interpretations of a tableau after it had been performed. (9 May 2016) 

5.4. Reflecting 

5.4.1. Sayings 

During reflective discussions, Chelsea and I noted: aspects of the students’ learning that 

were making steady gains (Commentated Mime, constructing volcanos and simulating a 

filmed experience, ukulele work, Biome Murals, Tableaux and movement to interpret a 

song, Fruit/Vegetable Cheers and Drama Postcards); aspects that continued to be 

challenging for them (Hot Seating, scripting for the High School Musical Medley (Gerrard 

& Nevil, 2005), as well as sharing ideas and opinions); and aspects that reflected 

surprising and encouraging improvement (Mime and Tableaux of extreme weather 

events, and especially the Parliamentary Play). Our ‘sayings’ described general trends 

and also made specific reference to examples of Arts Immersion activities. 
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We acknowledged steady improvement in students’ ability to pay greater attention to 

detail through representing their knowledge in another mode or language—translating 

research to a Visual Art mural. The use of oral language to explain these to the class 

consolidated student learning and contributed to students becoming accustomed to small 

amounts of public speaking. 

The biome murals were a little slow to start but eventually got there. (Chelsea, 

4 May 2016) 

The gradual improvement that could be seen when comparing the Commentated Mime 

activities in the Reconnaissance Stage and Cycle 1 suggested that the students were 

becoming more comfortable with a range of Arts Immersion approaches. We decided to 

continue introducing these activities as they encouraged the students to be more active 

learners. When directing the students, my ‘sayings’ encouraged deeper cognition. 

In the commentated mime activity, I found I had to continually reinforce the 

concept of digging for knowledge and looking further than what is first 

apparent. (4 May 2016) 

My reflections provided ‘sayings’ which justified this approach. 

This strategy assists in developing a point of view and fosters the ability to 

express the knowledge that is being gathered. (4 May 2016) 

The resulting interpretation in Commentated Mime was presented through spoken 

narrative and mimed action, thereby using two modes of expression simultaneously to 

strengthen the understanding of the student presenters who communicate with their 

audience. 

Students are becoming more used to using Drama as a mode of expression but 

some pairs are still uncomfortable with finding information themselves and 

being responsible for determining their own form of presentation. (4 May 

2016) 

At this point in the research, some of the most difficult challenges for the students 

included embarrassment, lack of confidence, and avoidance of risk-taking. My reflections 

noted that: 
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This… tends to limit the success of Arts Immersion activities which require: 

personal responses; individual ideas; a reliance on non-scripted drama, 

improvisation or oral expression; and open-ended questioning. (11 May 2016) 

This was an aspect which most of the students found challenging, and Chelsea explained 

that the notion of using an inquiry model, to encourage active learning by accessing 

deeper cognition, is not a practice tradition in the upper school years at Sunny Mountain 

Primary School. It appears that this situation may have contributed to students’ reluctance 

to relinquish the role of passive learner which compliments the role of teacher-as-

instructor. 

It has taken some time for students to learn how to ask questions that illicit 

more complex answers… At present most students struggle with inferential 

thinking and accessing deeper cognition by considering topics in greater 

complexity. (9 May 2016) 

The students’ reluctance to share their opinion was evident in forming the collective re-

contextualised script to accompany the High School Musical Medley (Gerrard & Nevil, 

2005). 

They seem somewhat at a loss when asked to express their ideas and seem to 

need a large amount of scaffolding for each task. Only a small number of 

students demonstrated an effective grasp of the writing task. (12 April 2016) 

Chelsea also noticed this in her journal. 

This week our “Celebration Performance” was introduced to the students— 

High School Musical Medley. … Hope to see more confidence and enthusiasm 

when it comes to developing around the songs and changing lyrics to suit. 

(Chelsea, 11 April 2016) 

We agreed that the effective strategy of developing additional unplanned Arts Immersion 

activities to respond to student needs, contributed to creating more Arts Immersion tools 

in our pedagogical toolkit, and emphasised our iterative use of data as it emerged. In our 

planning we prioritised students’ needs and identified strategies to address these issues 

over time. 

Chelsea has explained that the students become very anxious whenever they 

have to write, so I am trying to think of ways of beginning with small writing 
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tasks which can help to desensitise students to this anxiety and to build their 

confidence. (12 April 2016) 

The expressions used in our reflection to describe positive changes in students’ attitudes 

included: becoming accustomed; becoming comfortable; becoming desensitized; and 

becoming less stressed. My hope was that these changes would correspond to an 

improvement in students’ social-emotional wellbeing. 

Shorter writing tasks, like the Fruit/Vegetable Cheer, which used an Arts 

stimulus, accessed other intelligences and diffused student anxiety. (12 April 

2016) 

Both Chelsea and I actively worked at replacing student ‘sayings’ which adversely 

affected their learning experiences. These ‘sayings’ outlined the situation we faced and 

supported our reason for using an Arts Immersion approach to address this issue. 

Students often [searched] for the one “correct” answer… despite Chelsea’s 

continual encouragement to “have a go” and take risks because making 

mistakes is a normal part of learning. An Arts Immersion approach can address 

these issues by seeking the best answer rather than the quickest answer, and 

acknowledging that there is often not just one “correct” answer. (9 May 2016) 

The ‘sayings’ in our journals often noted students’ enjoyment of Arts Immersion 

activities, especially those which involved a group response. 

The last session with the ukuleles was a hit! (Chelsea, 19 April 2016) 

It became obvious that the students’ increased competence in the new activities found in 

an Arts Immersion approach increased their confidence and enjoyment. For instance, in 

the Mime and Tableaux depicting the effect of extreme weather events on the earth’s 

surface, I noted that: 

As their confidence increased, the students were keen to suggest extreme 

weather events and shouted out their suggestions with enthusiasm. (27 April 

2016) 

This activity successfully built on the previous visual arts activity of presenting a 

collaborative mural, creating a sequence of learning that flowed naturally from one mode 

to another. 
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By using activities that required different modes of expression, and hence 

different intelligences, more pathways for learning were created. In this way, 

the concepts being studied are able to be reinforced without repetition of the 

same learning taking place using the same mode and the same type of 

intelligence or set of intelligences. (27 April 2016) 

Different roles for Arts Immersion activities continued to emerge: short focus activities; 

larger scale activities; and a new role, stimulus activities for further learning. Although 

the Lava song (Murphy et al., 2015) and construction of the volcano did not provide a 

store of scientific details, it aroused the students’ interest and engaged them in the topic 

so that they engaged in further research. 

Their enjoyment of this hands-on experience reinforced their memory of the 

visual process of an eruption… and… the class enjoyed [the Lava] song and 

would ask to see it again, even after we had finished the topic of volcanos. As 

a result, students appeared energised and confident in supplying answers to 

questions on this topic. (10 May 2016) 

In discussions, we noted that students had developed new skills, such as: 

…script memorisation, vocal and facial expression, physical representation, 

filming and editing Media Arts projects. (26 April 2016) 

We became aware that these growing competencies and an associated rise in student 

confidence were being transferred across the curriculum. 

These new competencies often built increased competence in other areas, 

showing links between improvements in: script memorisation and reading; 

acting and presentation skills; constructing a volcano and remembering the 

eruption process; as well as visual storyboarding and enacting a simulated 

earthquake. (26 April 2016) 

Perhaps the most influential Arts Immersion activity up to this point was also the largest 

project we had undertaken, the Parliamentary Play. In this activity, student learning 

exceeded our expectations and this encouraged us to continue challenging them. 

Lights! Camera! Action! The students were excited and pushed to extend 

themselves which was great! (Chelsea, 20 April 2016) 

My ‘sayings’ reflected the importance of this impact on the students. 
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Students’ persistence and resilience grew… Arts Immersion activities are 

beginning to shape the students’ identities as confident and competent learners. 

(20 April 2016) 

One of the students provided a reflection in their History assessment of the Australian 

parliamentary process. This quieter student was new to Chelsea’s class and began the year 

with a very blank facial expression. She refrained from participating in discussions or 

offering ideas, and never smiled in class. Her ‘sayings’ refer to dramatic performance and 

reasoning. 

When we were doing our Parliament film we kind of changed it a bit to make 

it funny and to have fun. I understood some things about parliament that I 

didn’t know before, like having to use a really loud and clear voice when 

speaking in front of a room full of people. I also learnt that when you are 

agreeing and disagreeing on something you have to know why. (Sheena, 4 May 

2016) 

During a time set aside for collective reflection, the students provided reasons for why 

they felt the Parliamentary Play had been a very useful Arts Immersion activity. 

I think it helps my knowledge because learning it through Drama is more fun 

than just sitting down and looking at a board and copying it and it’s just better 

to learn it that way because then we can all learn it in a fun way. (Zoe, 27 April 

2016) 

You’re spending a lot more time on it than just copying it down from the board. 

(Ian, 27 April 2016 ) 

You remember things if you like it and if you don’t like it you don’t remember 

it. (Chloe, 27 April 2016) 

You’re telling yourself not to feel shy in front of other people. (Ian, 27 April 

2016) 

As the positive outcomes of an Arts Immersion approach in Cycle 1 became visibly 

apparent in the classroom, Chelsea’s ‘sayings’ reflected her enthusiasm regarding her 

students’ improvements in learning. Her language also reveals her desire to adopt Arts 

Immersion strategies in her pedagogy. 

Science drama was fabulous! Looking at the natural disaster and then the effect 

it had on the earth’s surface. (27 April 2016) 
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The part that I really saw the children engage in was the biome Postcards where 

they came in one at a time and “became” an element of their biome. (Chelsea, 

4 May 2016) 

Chelsea created this collage (Figure 5.5) to express her ‘sayings’ in Cycle 1. She 

portrayed a process of change in which she was willing to open up to the possibilities of 

an Arts Immersion approach, even as she addressed her own concerns. The use of a 

collage to communicate her ‘sayings’ provided additional layers of meaning. 

 
Figure 5.5 Chelsea’s Collage for Cycle 1 (11 April 2016) 

 

5.4.2. Doings 

The activities and work of Cycle 1 included: those undertaken by Chelsea and me (formal 

planning meetings, informal planning coordination, further professional reading, 

individual and combined reflective discussions); those undertaken by me (preparation and 

delivery of Arts Immersion lessons, and participation in non-Arts Immersion lessons); and 

those undertaken by students (formal and informal feedback, and participation in 

classroom learning). The Drama activities of Mime and Tableaux, Hot Seating, Postcards 

and Commentated Mime, as well as the Dance strategy of repeated movements required 
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no additional resources. The Parliamentary Play required play scripts for rehearsals, while 

the filming of this activity and the simulated earthquake experience required a video 

camera or iPhone as well as editing software. The latitude and longitude activity, as well 

as the singing activities, used ukuleles. Generally, classroom activities also made use of 

student laptops, whiteboard, data projector, and selected media files. The Biome Murals 

made use of large sheets of Butchers Paper and felt pens, and the most resource heavy 

activity was the construction of erupting volcanos, which required: 

Small cylindrical plastic container, food colouring, plasticine, vinegar, 

disposable roasting tray, bicarb of soda, plain flour and a section from an egg 

carton (10 May 2016) 

Chelsea and I felt that it was important to retain the flexibility of having a varied selection 

of Arts Immersion activities prepared so that we could accommodate ongoing changes in 

the timetable and cuts to the teaching time available in the classroom. To facilitate this 

flexibility, Chelsea established a method for changing the layout of the room which could 

be achieved quickly and competently by the class as they took responsibility for this task. 

Desks could be arranged in groups, in a variety of other configurations, or stacked with 

chairs around the edges of the room to create a free space. It was very helpful having a 

varied selection of Arts Immersion activities that were quick to set up and which used 

little or no equipment. Drama activities were particularly useful in this regard, as they 

often required only the students themselves and could take place in smaller or larger 

spaces (Figures 5.6, 5.7 & 5.8). 

The students demonstrated renewed energy when they were able to access an outside 

learning space, such as when constructing their erupting volcanos (Figure 5.9). An 

atmosphere of positive energy was also created by those Arts Immersion activities which 

favoured a group response, especially when a group kinesthetic response was required in 

a larger space. This can be seen in the Mimes and Tableaux which were used to depict 

the effect of an extreme weather event on the earth’s surface. By dividing the class into 

two groups, the students could represent the cause and effect of each event, which 

emphasised this scientific process. 
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5.4.2.1. Drought 

 
Figure 5.6 Students perform Drought 

 

5.4.2.2. Hurricane 

 
Figure 5.7 Students perform Hurricane 

 



114 

5.4.2.3. Tsunami 

 
Figure 5.8 Students perform Tsunami 

 

5.4.2.4. Volcano 

 
Figure 5.9 Students perform Volcano 

 
Enacting knowledge in a larger space was also used at a much more demanding level 

when using the Drama and Media Arts strategies of performing and filming a 

Parliamentary Play. This activity required individual performance, reading skills, aural 

language, memorisation and expressive physicality. Rehearsals took place in the 

classroom in a cleared space and the filmed performance occurred in another area of the 

school. Visual data from this activity best illustrates the benefits of this large-scale Arts 

Immersion project. Students could use their space as an audience (responders) or as 

performers (makers). I used the space in the classroom for discussion, demonstration and 

direction. Students’ use of space allowed for differentiation as they could choose how to 
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the physical space provided. Arts Immersion activities tended to unfold with supported 

scaffolding rather than to be prescriptive, so fluidity in the use of physical space became 

an asset. 

5.4.3. ‘Relatings’ 

By providing other pathways for students to express their understanding, the class 

dynamic began to change as other intelligences were accessed and valued. For example, 

using musical intelligence to teach latitude and longitude by referring to the frets and 

strings of a ukulele allowed students, for whom this is their preferred intelligence in the 

categories of Gardner’s multiple intelligences (Gardner, 1993, 2006), to shine and gain 

kudos from other students. Similarly, Sheena, who struggled with reading and writing, 

became a leader in her group when creating the Fruit/Vegetable Cheers. Chelsea noticed 

this and commented on this change in leadership roles in her journal. 

Loved the fruit cheer! Interesting how my “lower” students could do this a lot 

quicker than my “top” students. (Chelsea, 12 April 2016) 

Both teachers and students were surprised and encouraged to see different students taking 

on leadership roles within the class. 

An Arts Immersion approach contributed to enhancing equity in the classroom 

by creating respect for other ways of knowing. A wider group of students have 

an opportunity to lead and to be considered competent learners. (12 May 2016) 

Correct performance protocols during Arts Immersion activities encouraged the students 

to show respect for their peers, and assisted in creating a safe, supportive classroom 

environment. The Parliamentary Play provided opportunities for the students to work in 

different social groupings, thereby assisting in beginning to break down some of the 

barriers between social sub-groups within the class. To increase confidence as well as 

skills in memorisation and timing, students were placed in situations where they could 

build from the combined energy created by a duo. This was particularly effective in 

disarming students’ self-consciousness and built trust between peers as well as pride in 

their combined performance. When working in two large groups representing the 

government and opposition, the students demonstrated greater confidence in their 

responses. They also developed the ability to synchronise their vocal and physical 
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responses, while previously less confident students responded competently to their cameo 

roles in the play. 

Within the school, the class was gaining a reputation for producing creative and 

interesting work with a high degree of competence. 

The filmed performance of the Parliamentary Play was noted across the school, 

and other staff members overheard these students competently discussing 

aspects of the Australian parliament in relation to the upcoming election. (12 

May 2016) 

This shared success and heightened positive profile within the school was reflected in the 

strength of the group scenes in the Parliamentary Play, in which students showed 

considerable engagement, enthusiasm, creative improvisation and sustained energy. 

The combined planning between Chelsea and me continued to foster professional respect 

for our roles as generalist and specialist teachers. By basing the Arts Immersion activities 

on Chelsea’s planning documents, I acknowledged her responsibilities regarding school 

expectations and curriculum demands. We maintained our flexible attitude to timetabling, 

being sensitive to teaching and research needs. Our professional relationship was based 

on a reciprocal agreement to support all teaching that occurred in the classroom. This 

meant that I also participated in activities that were not Arts Immersion, and was willing 

to forego some of the activities I had planned when Chelsea was pushed to find time for 

other work that needed to be accomplished. There was a fine line that had to be maintained 

when allocating time to classroom tasks. This was crucial in avoiding conflict in our 

professional relationship. As Chelsea noted: 

Having a Nanberry rotation was also great during literacy rotations. Thanks 

for being so flexible this week! (Chelsea, 28 April 2016) 

In Chelsea’s collage, the inclusion of the word conflict, in her ‘sayings’ revealed a sense 

of honesty that was helpful to our working relationship. In her journal, Chelsea records 

some of her concerns. 

One area that I am struggling with is the lack of time! I am finding that 

sometimes some activities are too long and take time away from the small 

amount of modelled teaching that needs to occur. (Chelsea, 21 April 2016) 
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However, Chelsea also noted that the extra time taken on a large project could be 

worthwhile. 

Big focus this week was on completing Parliament drama/filming. It is great 

to see the connections the learners are making between their drama and real-

life. It’s been time-consuming but beneficial. (Chelsea, 11 April 2016) 

She chose to broaden her pedagogy and use her own Arts Immersion activities in her 

planning, and was also willing to consider the suggestions I made, responding positively 

to these new ideas in her journal. Referring to the Drama Postcards of Biomes, Chelsea 

notes: 

I am becoming a Postcard convert! (Chelsea, 4 May 2016) 

I gradually developed professional relationships with some of the other teachers. The 

classroom music teacher offered to help with the High School Musical Medley (Gerrard 

& Nevil, 2005) performance, and the Teacher Aide commented that in her opinion our 

Parliamentary Play was much more successful in teaching the students about the 

Australian Parliamentary system that the strategies she had witnessed in previous years. 

5.5. Cycle 1 Summary 

The students were reassured by consolidating Arts Immersion strategies that had become 

familiar to them. They became more accustomed to working in and through the Arts in 

their classroom, and Chelsea and I collaborated effectively in each stage of the Action 

Research. 

5.6. Cycle 2 

5.6.1. Planning 

Following Cycle 1, which revealed further disruptions to our teaching time, Chelsea and 

I continued to plan for a series of Arts Immersion activities which could be employed 

within a continually changing timetable. An additional challenge was Chelsea’s absences 

due to Professional Learning commitments and ill health. Because there was no holiday 

break between Cycles 1 and 2, Chelsea and I had to develop a different approach to 

planning. For Cycle 2, we were unable to complete all our planning during one meeting 
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out of school time, as we had done in Cycle 1. We were not able to discuss an overall 

plan for Cycle 2 until the beginning of the second week of that cycle. In the first week of 

Cycle 2, we had to rely on short snatches of conversation in which to quickly construct a 

daily plan. It was fortunate that the supply teachers were open to using an Arts Immersion 

approach in the classroom, or the research might not have been able to proceed when 

Chelsea was absent. For Cycle 2, we decided to use Arts Immersion strategies in the same 

Learning Areas we had chosen for Cycle 1: English; Science; Geography; History; and 

Religion (Table 5.2). 

Table 5.2 Cycle 2 Arts Immersion Activities: Allocations to Learning Areas 

Subject Activity 

English High School Musical Medley (Gerrard & Nevil, 2005) performance (drama, dance 
and music) 

Nanberry (French, 2011): drama—Hot Seating, Commentated Mime in pairs, 
Status Walks, and Boal Circle 

Science Earth and Space (effects of sudden geological changes and extreme weather events 
on the earth’s surface): drama—live presentation ~ effects on the earth’s surface; 
media arts—record a news report concerning this science phenomenon 

Geography Biomes project choices: visual art—poster, newspaper, diary or a coffee table book; 
drama strategy—live performance; media arts—Television Travel Show, creative 
PowerPoint/Prezi, blog, advertisement or a radio show 

History Democracy, citizenship and human rights: drama—Teacher in Role and Process 
Drama; media arts stimulus for discussion—The Rabbit-Proof Fence [Motion 
Picture] (Noyce, Olsen, & Winter, 2002) 

Religion To be advised by Chelsea later in the cycle. (30 May 2016) 

 

5.7. Acting 

Based on the types of Arts Immersion activities which were delivered in the classroom in 

Cycle 1, we expanded the original plan outlined at the beginning of that cycle. As well as 

using focus moments and larger scale activities, from the outset we included using Arts 

Immersion activities as a stimulus for further learning. 

5.7.1. Focus Moments 

Singing activities still featured strongly as focus moments in Cycle 2. These included: 

rounds—Hey Ho Nobody Home (Traditional, 2009b), It’s Dry (Bermingham, 2007), and 

Black Socks (White, 2007); partner songs—four Spirituals learned in Cycle 1; and a 

continuation of the song, Grandma’s Grammar Rap (Holmes A Court, 2009). These 



119 

activities were expanded to include Drama and Dance activities: Ushi Bushi (Jacobs, 

2013) and Shake Your Maths, which was based on Shake a Leg (Jacobs, 2013). Ushi 

Bushi (Jacobs, 2013) is a circle game which connects specific words with particular 

actions in certain directions, and requires focus and quick thinking. In Shake Your Maths, 

students perform a series of a gradually reducing number of shakes in a movement pattern 

of right arm, right leg, left arm, left leg—starting with eight of each and finishing with 

one of each. I started by teaching patterns counting backwards in ones, and then 

introduced counting backwards in twos and threes. This activity was used to stimulate 

quick pattern thinking before Mathematics tasks. 

5.7.2. Planned activities omitted 

Due to time constraints, some activities, such as the Drama strategies of Commentated 

Mime, Boal Circle, Teacher in Role and Role Play were not used. Chelsea had intended 

to use the Role Play strategy when I was not at the research site, but the class only 

completed the group preparation for this activity: group discussions representing 

character types from the first fleet. This activity provided the basis for my use of Status 

Walks. Chelsea ran out of time to implement planning in Religion, so our focus shifted 

to making general connections between the themes in the Religion curriculum and the 

High School Musical Medley (Gerrard & Nevil, 2005). 

5.7.3. Unplanned activities 

Unplanned activities continued to be incorporated to meet student needs which were 

revealed in the data. The new Drama strategy, Conscience Alley, will be discussed in 

association with English activities. We continued addressing the need to improve 

students’ writing skills and to reduce their related anxiety. Arts Immersion activities 

which functioned as a stimulus for further learning were used in this capacity. This 

included using a Media Arts stimulus (a photo of an old train track going through a forest) 

and a Music stimulus, The Old Castle from Pictures at an Exhibition (Mussorgsky, 1874) 

to guide the writing task. The students wrote a descriptive narrative using this scaffolding: 

orientation; complication/s; and resolution. Chelsea provided a possible Mind Map 

(Figure 5.10) to show some possibilities of where the story might go. 
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Figure 5.10 Mind Map for Writing Task in response to Photo Stimulus (13 June 2016) 

 
I provided a more open-ended Mind Map (Figure 5.11) for the writing task based on a 

music stimulus to encourage students to develop more of the ideas themselves. 

 
Figure 5.11 Mind Map for Writing Task in response to Music Stimulus (14 June 2016) 

 
These writing tasks were on a larger scope than those in Cycle 1, and also drew on forms 

of Arts languages in supportive follow-up activities. For example, students sang the song, 
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Grandma’s Grammar Rap (Holmes A Court, 2009), and then acted out the sentences they 

had constructed based on this information. 

Sometimes Chelsea would use activities that weren’t part of our initial planning together, 

and which weren’t Arts Immersion activities. However, the pedagogy and understandings 

inherent in these activities provided a solid basis for an Arts Immersion approach, as they 

encouraged the students to be active learners and take responsibility for their learning 

through self-reflection. 

Chelsea asked the students to write down their own general comments—what 

type of worker you are, what you need to work on etc., how much effort you 

put in. (30 March 2016) 

Similarly, Chelsea gave the class the task of rearranging their desks to see how they 

negotiated solutions, considered ideas and took on leadership roles. 

5.7.4. English: 

The High School Musical Medley (Gerrard & Nevil, 2005), included Dance, Drama and 

Music activities. Drama strategies which were used included: reusing the Walk and Talk 

approach of sharing responses to the remaining five songs in the Medley; writing these 

ideas for use in a compilation script; and performing the compilation script. The other 

five songs were: Breaking Free; Get ‘Cha Head in the Game; What I’ve Been Looking 

For; Bop to the Top; and We’re All in This Together (Gerrard & Nevil, 2005). 

Arts Immersion activities which synthesised knowledge, such as using the 

music stimulus of the High School Musical songs to promote further script 

writing, were chosen for their ability to help students determine a central 

message. (24 May 2016) 

After writing a paragraph of their ideas regarding the High School Musical Medley 

(Gerrard & Nevil, 2005) songs, students were given the task of constructing a “Y 

Diagram” so that they could apply these ideas to a specific situation. They had to use 

direct speech, correctly punctuated, to describe the three sections of this diagram (Figure 

5.12). This brought an analytical dimension to their writing skills. 
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Figure 5.12 Y Diagram (24 May 2016) 

The compilation script built upon the confidence gained in Cycle 1 when students 

performed as a group during the Parliamentary Play. Individual Drama roles were offered 

to extend the skills of students who excelled in this area, thereby catering for 

differentiation. 

The dialogue was spread between: 

 Individuals 

 Parts 1 and 2 

 Groups A,B,C,D (13 June 2018) 

Music skills involved singing in unison and two parts, with the classroom music teacher 

assisting. The Dance aspect of the performance involved learning and creating 

choreography for the songs. The central role of meaning-making was to highlight the 

students’ personal perspectives, distinguishing between their own story contexts and 

those of others. 

To encourage students to explore alternative perspectives in literature, Drama strategies 

were used to develop characters’ viewpoints when studying the novel, Nanberry (French, 

2011). These included the planned strategies of Status Walks and Hot Seating (used in 

Cycle 1). 

Status Walks, provided a kinesthetic experience to help students feel what it 

might have been like to be a monarch, rich man, poor man, woman, child, or 

indigenous person during the late 1700s in the Sydney area [the setting for 



123 

Nanberry]. This knowledge was enacted through embodying these 

understandings. (25 May 2016) 

In the unplanned Drama strategy, Conscience Alley, students stood in two close lines, 

each line representing a particular stance when debating an issue. The students responded 

to a question, giving reasons for their choice. 

Two questions were posed to the class for them to consider through this strategy: 

1. Should Surgeon White adopt Nanberry? 

2. Should Surgeon White marry Maria? 

As this was a new strategy for learning, students were allowed to choose their 

own side of the alley, which was a metaphor for which side of the argument 

they chose to support. (6 June 2016) 

5.7.5. Science 

The concept of using Arts Immersion strategies to contextualise knowledge was used 

across the curriculum. Students were given the choice of presenting a live Drama 

performance or creating a Media Arts recording to convey an experience of an extreme 

weather event. These options were chosen to enable students to recall and enact the details 

of a topic. 

All students chose the drama activity, which was a live performance to present 

their information. The task which students had to complete was to plan and 

present a television news report on a specific natural disaster [extreme weather 

event]. Students worked on this in class using laptops to research their 

information. (6 June 2016) 

5.7.6. Geography 

Students were offered a range of different format types and biome types on which to base 

their projects. The choice of format type shaped the knowledge presentation and required 

different skills. Some options were more heavily scaffolded than others, and varying 

degrees of creativity and risk-taking were required. 

Suggestions for types of possible presentations: 

 Prezi 
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 Poster 

 Newspaper 

 Travel show 

 Coffee table book 

 Blog 

 PowerPoint 

 Diary 

 Television or radio advertisement (24 May 2016) 

5.7.7. History 

To offer a more inclusive experience in which EAL/D (English as an Additional 

Language/Dialect) students and those with learning difficulties would be less likely to be 

disadvantaged, we chose a Media Arts stimulus to introduce History topics. The feature 

film—The Rabbit-Proof Fence [Motion Picture] (Noyce et al., 2002)—was used to 

communicate aspects of democracy, citizenship and human rights as it has applied to 

Australia’s first peoples. This film communicated through using the language of Media 

Arts rather than the written word. 

5.7.8. Religion 

Drama, Dance and Music languages were used in the High School Musical Medley 

(Gerrard & Nevil, 2005) to convey general themes which connected with the Religion 

curriculum: health and welfare needs; challenging injustice; expressions of mercy; 

comforting; forgiving; bearing wrongs patiently; concern for the common good; personal 

responses to the challenge of serving others; and living out your faith. 

5.8. Observing 

5.8.1. Focus moments 

The class have learned to settle quickly during focus moments so that transitions between 

activities and returning to the classroom after lunch breaks have both become smoother. 
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Generally, the students were still more comfortable with focus moments involving 

singing than those which involved Drama activities, although they have become faster at 

the Ushi Bushi Drama game (Jacobs, 2013) which Chelsea enjoyed watching. 

5.8.2. English 

I noticed a difference in the students’ response to writing tasks depending on which type 

of stimulus was used. In the first experience of this strategy—Chelsea’s use of a photo 

stimulus—students were initially very anxious. 

Most students seemed nonplussed about creating a story using a photo as a 

stimulus. They asked many questions which revealed their confusion and 

anxiety: “Where is that?”; “What is it?”; “How do we know what the story 

is?”; “What does it mean?”; “When did it happen?”; “What is it called?”; 

“What do you mean?”; “How do we know what’s going on?”. This task 

required much prompting from Chelsea to create a collaborative Mind Map of 

ideas on the whiteboard. Once some direction was given as to listing ideas from 

which a choice of topic could be made, students seemed more settled. (13 June 

2016) 

The following excerpts taken from students’ completed stories showed that a more 

imaginative approach to writing was developing. 

July 18th 1949: I board the train from Brisbane to Sydney at 9.00pm to only 

leave my family for my work. I feel the cold sad loneliness as I board the train 

and look at my family in despair. (Kieran, 13 June 2016) 

The old ancient and abandoned railway track in Argentina’s rainforest is foggy. 

It has moss on it and leads to an old haunted cave. (Donald, 13 June 2016) 

“The only way to get to your destination is to go through the old railroad”. 

Everyone was speechless. (Heidi, 13 June 2016) 

They were fast. He was tired. He’d been running for at least 10 minutes now. 

He was sixteen and a spy for a secret society called CONTROL. (Elizabeth, 13 

June 2016) 

The prophecy was true. This has been an old train track for eternity and the 

imaginative true queen will be able to control it with her mind. (Zoe, 13 June 

2016) 
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When a music stimulus was played throughout the writing activity, students seemed more 

relaxed and disinclined to interrupt the music by talking. 

Some students, such as Ian, Elizabeth and Zoe, got straight into writing a quite 

sizeable written response. Others, like Tom and Chloe, took a little longer to 

begin and complete the task, but were also able to produce a considerable 

amount of writing. I asked Xavier to draw first and then write. He wrote about 

2/3–3/4 of a page which is a substantial amount for him. (14 June 2016) 

Zoe’s story based on the music stimulus combined direct speech with description and 

showed connections with the themes in the High School Musical Medley (Gerrard & 

Nevil, 2005). 

Everyone hated him, because he wouldn’t let anyone use him. He sprinted 

down the steps and onto the stage. Jake got his black, boring yet beautiful and 

amazing violin. He always used to get his sorrow and anger out by playing the 

violin. He danced and practised and tried his very best. “Bullies”, he muttered 

under his breath. “Bullies are… are mean and cruel!” The clock ticked and 

chimed. (Zoe, 13 June 2016) 

Ian’s story based on the music stimulus seemed to also express hardship. Both students 

interpreted the music as having connections to melancholy, injustice and loneliness and 

created stories that reflected this mood. This may have been a response to the minor key 

which can evoke a feeling of loss and sadness. 

There was a boy who lived in the city with his mother and he was only young 

when his mother went out and never came back. Ever since then he has roamed 

the city streets looking for her and all he has left of her is this key. (Ian, 13 

June 2016) 

The students were surprised when I explained the importance of having a creative 

imagination in the workplace. 

I … [pointed] out that ideas are valuable and cost money to use in real-world 

situations… introduced the idea of intellectual property. (14 June 2016) 

Most students engaged very positively in Drama strategies which aimed to build their 

competence in grammar usage, as one of the tools of writing. 

There was a good deal of laughter in this session, especially when students 

were acting out the sentences. (14 June 2016) 
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The class contributed to constructing these sentences which were recorded on the 

whiteboard (Figure 5.13). The students’ vocabulary was also extended in this activity. 

 
Figure 5.13 Sentences on the Whiteboard (14 June 2016) 

The Walk and Talk strategy to develop a compilation script to accompany the High 

School Musical Medley (Gerrard & Nevil, 2005) was more successful that in Cycle 1. The 

following example shows some of the ideas which were written on the board during class 

discussion. I developed a compilation script from these ideas and made connections 

between these ideas and aspects of the Religion curriculum. 

Breaking Free: 

 Breaking free from bullying, fighting, arguments, boredom, low 

expectations 

 Raising the bar 

Get ‘Cha Head in the Game: 

 Being a good sport 

 Studying well 

 Never give up 

 Focus on a goal  

We’re All in This Together: 
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 Working as a team 

 Have a bigger life (23 May 2016) 

Students began to learn how to perform this script. 

We discussed the mood and tone and content of the message and how this 

might be expressed through our voices, bodies and facial expression… students 

made suggestions and tried these out to see what worked the best. They 

provided verbal feedback on areas they felt were working well and areas which 

needed improvement. (13 June 2016) 

When singing the songs from the High School Musical Medley (Gerrard & Nevil, 2005), 

I encouraged students to apply their musical knowledge and to sustain focus rather than 

work on ‘automatic mode’. 

Asking for student feedback is valuable as students are required to think more 

specifically on the quality of their sound and aspects such as: memorisation [of 

words and notes]; volume; pitch direction; length of notes; part singing… 

breathing; the mood of the song; and the quality of the sound being made. (13 

June 2016) 

Many students found that performing and memorising the combination of choreography 

and singing was a challenging mental task. Some students offered to take responsibility 

for specific tasks which contributed to the performance. For example, a small group of 

girls—Zoe, Elizabeth, Taryn, Hannah and Sheena—worked during lunch hours to create 

the choreography for some of the songs. Despite this challenge, students’ knowledge and 

skill level continued to improve. 

Students’ drama, music and dance skills are improving markedly… Their 

suggestions and reflective comments demonstrate a growing understanding of 

the messages expressed in this performance piece, and the nature of the skills 

required to communicate this to an audience. (23 June 2016) 

These advances were also evident in the repetition of other known activities, and the 

growing positive outlook with which they viewed new Arts Immersion experiences. The 

class continued to engage readily with Drama strategies when they were applied to the 

novel, Nanberry (French, 2011). Chelsea and I both observed that while the students still 

found Hot Seating a challenging activity, they were definitely improving in this area. In 

retrospect, it would have been better to do this activity with three students at a time taking 
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on the Hot Seating role. This would have provided additional support for the students in 

the Hot Seat, as well as offering different interpretations of the character’s possible 

responses. 

The class is becoming more competent at asking open-ended questions to the 

student taking on that role. (31 May 2016) 

The level of improvement in this activity has been amazing! (Chelsea, 31 May 

2016) 

The new Drama strategy, Conscience Alley (where students stood in two close lines to 

represent two different opinions), was enjoyed by the students who quickly engaged in 

this activity from the outset. 

Most students, even quiet students like Ben who don’t normally voice an 

opinion, were able to come up with good reasons to support their side of the 

argument. Xavier volunteered to be the person walking down the alley trying 

to make up their mind on the issue or question posed. (6 June 2016) 

The students found that the experiences of Conscience Alley and Hot Seating formed a 

helpful basis for their writing task: creating a newspaper article from Surgeon White’s 

perspective (Figure 5.14). Chelsea used these writing pieces for assessment purposes. 
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Figure 5.14 Zoe’s letter giving reasons for adopting Nanberry (6 June 2016) 
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5.8.3. Science 

The process of developing a coherent argument provided an opportunity for students to 

analyse information. More practice was needed in this area for students to develop the 

deeper levels of cognition necessary to build competence in categorising and synthesising 

information. Most of the class were able to source their information on an extreme 

weather event but they found it more difficult to create a summary. To develop a deeper 

understanding of an extreme weather event, I encouraged students to put themselves in a 

context either as a newsroom reporter or as a live reporter at the scene. All students chose 

the live presentation rather than the Media Arts option of filming their report, although 

their work was supported by showing PowerPoint images on the large screen behind 

them. 

Most students found this aspect of the task very challenging, so I explained 

that they should consider how they would present themselves by asking: what 

sort of person they were in this situation; how they were affected by the natural 

disaster; and what they could see at the time of their broadcast. (6 June 2016) 

Only Zoe completely accepted the challenge of presenting her report from the perspective 

of a news reporter. Her presentation was of a very high standard and greatly enjoyed by 

the class. 

This is breaking news! …There is a humongous, destructive tornado ripping 

trees out of the ground, destroying homes and devouring about 20 villages! As 

you can see behind me, there are ambulances… since we have estimated over 

12,000 people are injured… Tornados start with cool air forming into a 

cloud… when it touches the ground, the funnel cloud is officially a terrible 

tornado!!! …Oh no! My microphone!! Ahhh!!! (8 June 2016) 

5.8.4. Geography 

Most students were also reluctant to try alternative explorative options to present their 

Geography biome assessment using an Arts Immersion approach. They tended to be risk-

averse when left to their own individual choices for expressing understanding. Out of 29 

students in the class, 16 students chose to make a poster and 11 students chose PowerPoint 

to present their information. Some students may be motivated by a need to remove the 

anxiety of a task as quickly as possible. 
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Although the class was shown how to present other alternatives, most students 

preferred to find the quickest way to complete this task. (30 May 2016) 

Only two students chose a more creative response. Zoe chose to film her presentation as 

a Television travel show on Yemen and Ian chose to create a Turkish newspaper. 

5.8.5. History 

Teacher-facilitated group work allowed students to experiment with alternative 

expressions of knowing in a safe environment. When the class participated in the Status 

Walks regarding the social classes evident at the time the first English fleet landed in 

Australia, it was immediately evident which students understood the concept. 

Some students engaged readily with this activity and provided a very 

convincing response to the task by effectively demonstrating, through their 

physicality, stance, gesture and facial expression, the status of their character. 

Others were self-conscious and tended to shuffle about and some giggled 

nervously to hide their discomfort. (25 May 2016) 

Subsequent experiences of a strategy often showed an improved response. Many more 

students presented more convincing Status Walks the second time it was used. 

Students’ interest was aroused by the wider variety of approaches to learning and teaching 

that Arts Immersion activities offered. When watching the movie, The Rabbit-Proof 

Fence, [Motion Picture] (Noyce et al., 2002) all students were engaged and focused. The 

EAL/D teacher observed that this was an excellent strategy, assisting all students to access 

learning regarding the impact of issues such as human rights and citizenship on 

Australia’s first peoples. I sat next to Xavier during the film and noted that he provided a 

relevant commentary throughout the movie, so I recorded his responses. This data reveals 

his understanding of the issues presented through the Media Arts form of a feature film. 

They’re so mean, that’s mean, that’s sad, so cruel… they were here first 

Discipline like the army… They were very strict at that time. 

Oh, he’s a hunter, oh no, he’s got a rifle… That bounty hunter is still trying to 

find them. 

Me: Why is she happy to find the Rabbit Fence? 

Xavier: Because it’s the way back. (25 May 2016) 
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5.8.6. Religion 

Arts Immersion learning opened up opportunities for discussion. The students made 

connections between the themes covered in the Religion curriculum and those expressed 

in the High School Musical Medley (Gerrard & Nevil, 2005). They revealed their 

understanding in the ideas they submitted for the Drama script and in the choreography 

they devised. These have been previously discussed. 

5.9. Reflecting 

5.9.1. ‘Sayings’ 

Students who chose Arts Immersion strategies demonstrated higher levels of cognition. 

For example, in the biome project, Ian used a pseudonym as a journalist to construct a 

Turkish newspaper and Zoe created a filmed travel show about Yemen. Rather than 

simply recording facts, these students chose to view a place within their chosen Biome 

from the perspective of a stakeholder in that environment. This choice provided the basis 

for selecting relevant information (requiring editing skills), and for following through 

with the investigation process to determine how that information might shape the lives 

and environments of those who live there (applying knowledge to situations). Similar 

cognitive processes were noticed in the formation of the compiled class script for the High 

School Musical Medley (Gerrard & Nevil, 2005). By making connections between their 

own lived experiences, the words of songs, and topics outlined in the Religion curriculum, 

students were able to transfer knowledge across a range of contexts. Through detailed 

group reflection, students have learned to analyse the dramatic meaning of these Arts 

languages and to take responsibility for being attentive to all the aspects required for an 

excellent performance. 

When Arts Immersion activities fostered deeper cognition, they challenged students to 

extend their skills, thinking more deeply as active learners in the process of inquiry. Hot 

Seating was a particularly demanding activity in this regard as both the students asking 

the questions and the students answering the questions had to carefully consider what 

they said. In this strategy the students had to be able to recall details from the novel, make 

appropriate connections between them, and infer the possible responses of the character 

they portrayed in the Hot Seat. 
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The thought processes required in these complex tasks were enhanced by learning how to 

understand a situation from a character’s point of view. To understand how a character 

might respond in a particular situation, the student needed to understand the personality, 

attitude, beliefs, motivation, and status of the character, as well as the situation and 

environment in which the character is placed. Two levels of understanding intersected 

and shaped each other in these types of Arts Immersion activities. By entering the 

imagined world of another era or context, students could consider perspectives outside 

their own experiences, thereby widening their view of the world and transforming their 

learning. Similarly, in the Conscience Alley strategy students provided justifications for 

the stance they took on behalf of a character regarding a particular issue. In this way, the 

issue being debated evolved from an academic argument to an understanding of how 

choices can affect peoples’ lives. The students were required to consider the attitudes of 

participants and their constraints in a particular historical context, rather than merely 

learning facts. 

[Chelsea and I] both agreed that Conscience Alley was a great strategy for this 

class. The students were more keen to offer their opinions here than in Hot 

Seating as they don’t feel they’re on show. (6 June 2016) 

This deepening understanding has facilitated an increased engagement in learning which 

Chelsea has noted in her journal, including a pictorial symbol (Figure 5.15) to represent 

her excited response to this improvement. 

The children have been really engaged and are becoming more and more eager 

to participate in Hot Seating and general classroom discussions. (Chelsea, 25 

May 2016) 

The improvement in the questions being asked and the analysis of both the 

book and the answers to questions really shows how good/effective this 

strategy is. I have even heard the students at lunchtime say, “We should Hot 

Seat that and see what could happen”. Proud teacher moment! (Chelsea, 31 

May 2016) 
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Figure 5.15 Chelsea’s Journal—Hot Seating + Nanberry (Chelsea: 31 May 2016) 

 
Most students, including those with learning difficulties, continued to demonstrate 

obvious focus during Arts Immersion activities. Those who struggled to learn using only 

the written word, demonstrated increased understanding when learning through the Arts. 

For example, Xavier, who has been officially identified as learning impaired, provided a 

running verbal commentary (see Table 5.3) as we watched the film The Rabbit-Proof 

Fence [Motion Picture] (Noyce et al., 2002). I have categorised samples from his many 

responses into four types of comments. For a full transcript of Xavier’s responses see 

Appendix D, p. 456. 

Table 5.3 Categorising Xavier’s Responses to The Rabbit-Proof Fence (Xavier: 25 May 2016) 

Category Xavier’s response 

Understands the action “He’s gonna track them down.” 

“Oh! It’s the fence! They’ve found their way home!” 

“His plan failed.” 

Empathises “I kind of feel sad for all those people.” 

“I hope it’s not the whip! That must be painful.” 

“Did you see the sky? It’s beautiful, they’re nearly home… YES!” 

Asks pertinent questions “Could that happen to my family?” 

“Why would they tease them like that?” 

“Don’t they deserve to live in the wild?” 

Infers meaning “It’s really really hard to find food, they’ve fainted because they don’t 
have water or food.” 

“It’s a sign now they’re close to home (spirit bird), I think they are 50 
kilometres away, they’re nearly over the barrier, they’ve come way too far 
(singing), I think they’re praying… they’re gonna escape. I think… if 
you’re the only one of this place like Australia you’re allowed to make up 
a law.” 

“They’re crying to see each other again because when you find each other 
when you’re lost you start to get happy and run to your parents and you 
start to cry to see your parents again.” 

 
These types of responses were shared across the class. When students became more 

deeply engaged in activities that offered opportunities to view a situation from the 

perspective of a character involved, they began to empathise with those characters and 
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extend those understandings to their own lives. The students took on the perspective of 

Maria, Nanberry and Surgeon White during Hot Seating and Conscience Alley, and Zoe 

immersed herself in the imagined experience of reporting from the site of a tornado. 

During literacy rotations, we discussed a situation involving alcohol which occurred in 

the novel, Nanberry (French, 2011). One of the students responded by sharing some 

personal information and asking a relevant question that had caused him some concern. 

Miss, my uncle died of that. He lived across the road to a shop and he would 

go over and buy some beer and then sit at home drinking it all day… Miss, 

when I grow up do I have to drink? (Alistair, 1 June 2016) 

Asking students to express their ideas and opinions, and to use their imaginations to turn 

an Arts stimulus into a written story encouraged the students to replace the practice 

traditions they had accumulated from previous educational experiences. Often these 

established learning traditions favoured passive learners rather than active inquiry-based 

learning. Chelsea and I aimed to move the students beyond their fear of writing tasks. 

There is a wide variety of student responses to writing tasks. As a whole class, 

there seems to be a general impression of timidity and a “deer in the headlights” 

approach to starting a writing task… most students in the class feel unsure of 

how to begin unless they are told exactly what to do. (13 June 2016) 

Another powerful influence which impacts students’ learning lies in their family views 

and expectations of education. Chelsea explained that the majority of the students came 

from cultural backgrounds which tend to view the teacher as an instructor imparting 

superior knowledge. In this type of learning system which tends to represent a colonised 

view of the curriculum (Hendrick & Young, 2017), students are expected to passively 

memorise legitimate knowledge and replicate transmitted content during assessment. 

Chelsea pointed out that deference to authority is also reflected in many traditional non-

Western cultures, where it is seen as a sign of respect for the teacher. Student compliance 

in education is, therefore, highly valued by those cultures, and regarded as desirable for 

future successful employment. 

[Chelsea] agreed that some of this risk-averse behaviour is cultural, saying that 

many families of students in the class have adults who are working two or three 

jobs to support their families as their own education has been limited and 

doesn’t equip them for more well-paid employment. She explained that 

because of their own lack of education, parents want their children to have a 
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better life than they did by engaging in more skilled and higher paid 

employment. They are not aware of new developments in education that 

require risk-taking, making mistakes, taking on another perspective, sharing 

your opinion/ideas, creative problem-solving, etc. (13 June 2016) 

In many Arts Immersion activities, students’ understanding (Figure 5.16) and skills are 

quickly demonstrable and are less likely to be masked by passivity. Passive learning 

models may not require immediate student responses and may favour lower levels of 

cognition by choosing a predominance of activities such as copying work from the board 

or listening to teacher instruction. 

It was really interesting to see everyone in the Status Walks. It showed 

personalities but also the students understanding of the book and human 

rights/social justice aspects that we have been focusing on in History and 

Religion. (Chelsea, 25 May 2016) 

 
Figure 5.16 Chelsea’s Journal—Status Walks (Chelsea: 25 May 2016) 

By offering a wider pathway to learning through using Arts languages to convey and 

express meaning, equity was fostered in the classroom. Chelsea was already open to using 

a range of teaching and assessment strategies to allow students to learn more effectively 

and to express what they know. 

I am someone who asses students through multiple facets and multiple aspects 

of knowledge and skills. (Chelsea, 24 May 2016) 

Chelsea notes that her class are much better expressing themselves verbally 

than in writing so she has decided to concentrate on ensuring they understand 

topics and can express themselves in this way, rather than focusing only on 

writing tasks. (6 June 2016) 

They could have spoken more than they wrote. (Chelsea, 6 June 2016) 
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The students have expanded their learning options by using Drama languages to make 

meaning and communicate the message to an audience. These skills and understandings 

were evident in: the Drama strategies of Hot Seating, Conscience Alley, and Status 

Walks; the writing and performance of the compiled script for the High School Musical 

Medley (Gerrard & Nevil, 2005); and the live news report delivered from the perspective 

of a journalist embedded at the site of an extreme weather event. 

Arts Immersion strategies provided other pathways for students to learn and express their 

understanding, realising that their perspectives, ideas and individual strengths were 

valued in the educational process. By building on existing strengths, such as the beautiful 

sound the class produces when singing together, students have been encouraged to 

develop new skills. Activities such as the miming of humorous sentences to demonstrate 

parts of speech assisted in knowledge retention by anchoring the learning through an 

enjoyable visual, aural and kinesthetic memory. Arts Immersion strategies have continued 

to engage students, holding their focus, extending their concentration, and refreshing their 

energy levels. The class has also enjoyed high-quality examples, such as Zoe’s live 

presentation of a tornado experience. These activities were beneficial to students across 

the range of abilities as they were able to extend students’ knowledge and skills as well 

as support them in their learning. 

This broader pedagogy is providing greater scope for differentiation in the 

classroom. (8 June 2016) 

While most of the students accepted the challenge of activities which require deeper 

cognition, there continued to be times when students reverted to the earlier practice 

tradition of communicating facts rather than understanding. In these instances, they 

demonstrated a surface understanding of the concept but struggled with deeper cognitive 

processes. For example, most students were able to source their information on an 

extreme weather event, but found it more difficult to create a summary and present that 

information using the Drama strategy of enacting the perspective of a fictional participant 

immersed in the event. In this case, the majority of students continued to display risk-

averse behaviour. However, Chelsea and I continued to encourage the class to use more 

creative contexts for demonstrating their knowledge. Even though most students chose to 

do a more traditional Science presentation, Chelsea expressed the view that the quality of 

their presentations has improved markedly due to their increased confidence gained 
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through Arts Immersion experiences. Preparation for these activities has been essential in 

supporting the students to become arts-ready. 

The students are growing in ‘arts readiness’ although their confidence and 

expertise varies across each arts form. (22 June 2016) 

Chelsea created a collage [Figure 5.17] to represent her ‘sayings’ regarding 

Cycle 2, strengthening the meaning of her words by supporting them with 

visual language. Her emphasis is on discovery, openness, and moving forward 

through continued questioning and investigation. What is newly emerging in 

Cycle 2 is the impact of Arts Immersion strategies on Chelsea’s teaching 

practice, which is flowing through to the students’ learning practice. Chelsea 

(23 May 2016) 

 
Figure 5.17 Chelsea’s Collage for Cycle 2 

5.9.2.  ‘Doings’ 

The activities and work of Cycle 2 included: formal planning meetings involving Chelsea 

and I; informal planning coordinated between Chelsea and I; further professional reading 

undertaken by Chelsea and I; individual and combined reflective discussions shared by 

Chelsea and I, my own preparation and delivery of Arts Immersion lessons; my 

participation in non-Arts Immersion lessons; informal student feedback; and students’ 

participation in classroom learning. We continued to focus on process-driven tasks, but 

included opportunities for the students to work towards a final performance. These tasks 

were filmed at various stages of their development and provided students with a recorded 
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example of their own progress and achievements. Performances, such as the High School 

Musical Medley (Gerrard & Nevil, 2005), which incorporated dance, drama and music 

strategies, could also be viewed by a live audience. 

We continued to use several configurations of desks and chairs to create different spaces 

for different activities. The students are well-practised at taking responsibility for shifting 

the desks and chairs to create a large furniture free space for Arts Immersion activities. 

This large open space was used for rehearsing the High School Musical Medley (Gerrard 

& Nevil, 2005), Hot Seating, Status Walks, Conscience Alley and viewing the film The 

Rabbit-Proof Fence [Motion Picture] (Noyce et al., 2002). Ushi Bushi (Jacobs, 2013), 

Shake Your Maths and the songs could take place around the desks or in an open area. 

The Science presentations took place in front of the classroom, while Science and 

Geography research occurred at desks arranged in groups. The drama activities required 

no additional resources, and the other Arts Immersion activities required a minimum of 

equipment including student laptops, whiteboard and data projector, and selected media 

files. 

5.9.3. ‘Relatings’ 

Chelsea knew that I was prepared to participate in all classroom activities, not just those 

which were based on an Arts Immersion approach. This reinforced the respect we held 

for each other in our professional roles and demonstrated flexibility in being willing to 

assist with whichever activities needed to be completed. Both Chelsea and I worked 

towards helping each other to achieve our goals within the time frame available. 

Sometimes this required ‘catching up’ to put us back in line with Chelsea’s planning and 

reporting schedule. We had an understanding that we could trust each other in this regard. 

Chelsea asked me to read lots of Nanberry… so I read chapters 27, 28, 29, 30, 

31, 32. (23 May 2016) 

This was not always the case with supply teachers who filled in for Chelsea more often 

during Cycle 2. There were occasions when they did not follow the instructions that 

Chelsea had left and this put me in a difficult position. As a visiting researcher, I felt it 

wasn’t my place to correct them. 

This was awkward as although [supply teacher] did an excellent job of 

explaining detail, we had already covered this topic earlier. (23 May 2016) 
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There were times when Chelsea felt obviously frustrated by the interruptions to her 

teaching time, especially when the students were taken out of class every day to practise 

sports for the athletics carnival. When this happened I heard her say: 

These specialist lessons kill me! (6 June 2016) 

For Chelsea, losing teaching time because of additional time taken for specialist lessons 

made implementing her planning more difficult in a situation where she was already time 

poor. An Arts Immersion approach addressed this issue by providing an opportunity 

through rich integrated tasks to cover several learning objectives from different Learning 

Areas at the same time. 

The school leadership team had been frustrated with the lack of data they had been able 

to collect to demonstrate Xavier’s skills and understandings and his ability to learn. They 

needed documented evidence that they could pass on to his high school for the following 

year. I was able to give them the notes I had taken to record Xavier’s responses when we 

watched the film, The Rabbit-Proof Fence (Noyce et al., 2002). The school found this 

very helpful and were appreciative of my choice to share that data with them. 

[Chelsea] pointed out that the quiet students don’t like to be ‘public’ so she 

finds it more successful in avoiding risk-averse behaviour if she roams around 

the class looking at students’ books rather than collecting them. (30 May 2016) 

By using Arts Immersion activities consistently in the classroom, I aimed to add to the 

positive environment Chelsea had already created over the past year when she taught the 

students in Year 5. This inclusive environment, where students felt safe and accepted, 

instigated a shift in the nature of the student group. There continued to be a change in the 

way students related to each other, by recognizing a wider spread of leadership potential. 

Both individual and group competence played a role in shaping these relationships. 

Chelsea and I continued to use Arts Immersion activities to build the students’ confidence 

and to encourage them to trust us by taking risks. A necessary step in this process was to 

help diffuse student anxiety. We could then address the embarrassment, lack of 

confidence, and avoidance of risk-taking which sometimes threatened to compromise the 

gains we are making through using an Arts Immersion approach. This became more 

possible as students also learned to trust themselves and their ability to complete more 

complex tasks. Additional opportunities for writing tasks were created in a continued 
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attempt to diffuse students’ anxiety and build their confidence. We encouraged students 

to avoid an overreliance on teacher direction, and to take responsibility for their own 

learning using Arts Immersion strategies. Chelsea and I acknowledged the need to put 

strategies in place to encourage maximum participation in challenging tasks: 

…so that students’ self-esteem is as robust in individual tasks as it appears to 

be in group tasks. (25 May 2016) 

As Chelsea became more convinced of the benefits of an Arts Immersion approach, she 

shared her views with her colleagues. 

I am encouraged by Chelsea’s willingness to use the Arts in a cross-curricular 

capacity without my prompting, and by overhearing her conversation with 

another teacher, explaining the drama strategies that our Year 6 class had 

enjoyed when studying the novel. (31 May 2016) 

5.10. Cycle 2 Summary 

Chelsea and I challenged the students through persistent exposure to activities which they 

found more demanding, but which built resilience in them as learners. Despite the 

additional pressure on our teaching time due to end of semester reporting which resulted 

in less time available for Chelsea and me to meet, our professional relationship continued 

to foster high-quality classroom learning and teaching. 

5.11. Cycle 3 

5.11.1. Planning 

Following Cycle 2, which revealed a gradual improvement in ‘arts readiness’, Chelsea 

and I chose to use Arts Immersion activities which targeted specific areas in which the 

students were still developing. Knowing that Term 3 would be very busy and that this 

was my last term at the school, our planning covered areas in Cycle 3 and Cycle 4. As the 

year progressed, the cumulative pressure of trying to stick to the curriculum planning we 

had put in place despite the teaching time lost, meant that changes had to be made to 

accommodate a revised planning schedule. In this cycle, our ability to remain flexible in 

our planning was paramount. Chelsea was also required to fulfil other roles such as school 
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literacy planning, associated professional learning and Acting Principal. Due to school 

building refurbishments, the hall was in high demand and it was difficult to find time to 

rehearse our High School Musical Medley (Gerrard & Nevil, 2005) and other 

performances. Despite these added pressures, I felt that Chelsea was in a more buoyant 

mood at the start of Cycle 3. 

Chelsea also had a specific emphasis on improving reading as Sunny Mountain Primary 

School had been identified as a school suitable for the Accelerated Literacy Learning 

(ALL) program. This emphasis was combined with a focus on improving writing skills 

and I planned to explore Arts Immersion strategies that would help with these connected 

areas of learning. Similarly, we planned to work on aspects of Mathematics where the 

class generally showed weaknesses, and to introduce Arts Immersion strategies in this 

Learning Area. Towards the end of Cycle 2 I began to work on some conceptual ideas 

that I thought might work in this area of learning. In this cycle, Chelsea and I particularly 

wanted to focus on building students’ stamina in learning. Two areas where this would 

be especially pertinent were independent reading and the performance of the High School 

Musical Medley (Gerrard & Nevil, 2005). In both activities, students were required to 

motivate themselves and sustain their level of focus and performance. Knowledge and 

skills associated with performance also became a particular focus in this cycle. Areas of 

focus in Cycle 3 included: performance; English; Science; History; Religion; and 

Mathematics (Table 5.4). 

Table 5.4 Cycle 3 Arts Immersion Activities: Allocations to Learning Areas 

Subject Activity 

Performance Piano group 

High School Musical Medley performance (Gerrard & Nevil, 2005) (drama, dance and music) 

English: Martial Arts Punctuation and Enacted Punctuation with Props (drama and visual arts) 

Chelonia Green: Champion of Turtles (Mattingley, 2008): drama—Hot Seating, Postcards, 
Imaging, Soundscapes, Conscience Alley, Research Ropes; visual arts—Collective Drawing; media 
arts—Claymation 

Science: Biological Sciences (micro-organisms—yeast and mould): drama—Master Chef bread making 
competition, Mould Symposium 

History: Immigration to Australia: drama—Boal Circle and Collage Drama; media arts—conduct and film a 
class media interview with three people who have immigrated to Australia, YouTube stimulus—
Waves of Migration (Australian National Maritime Museum, 2013); visual art—The Arrival (Tan, 
2015) used as stimulus for drama strategies 

Religion: Church history from 1900 to present day: organisation, teaching, social issues, voice: drama—
interviews with students playing the role of non-fictional characters 

Mathematics: Revising Tables: dance—Shake Your Maths 

Geometry: dance—combined human shapes 

Problem-solving: drama—Teacher in Role (11 July 2016) 
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5.12. Acting 

5.12.1. Focus Moments 

These continued in the same manner as earlier cycles, adding the sung round, Come To 

Dinner (Traditional, 2012b) which I accompanied on the ukulele. I also introduced two 

different strategies which I called Thinking Activities. These encouraged students to think 

deeply and widely within a short space of time. The first activity, Squiggles, was a Visual 

Art based activity where I drew a squiggle on the whiteboard and the students provided 

verbal responses. They had to offer as many interpretative ideas as possible in two 

minutes. This strategy was suggested by a colleague, Ms Elizabeth Bullock, who provides 

professional learning in the area of gifted and talented education. The students could also 

help to construct the squiggle by suggesting shapes and their positioning. The second 

Thinking Activity was a Drama based strategy where I gave the students one word— 

“green”—to interpret using their voices, faces and bodies. These activities were designed 

to encourage lateral thinking as students communicated through the language of Drama. 

Shake Your Maths was extended and used as a warmup for other Mathematics activities, 

so it will be included in that section. 

5.12.2. Planned activities omitted 

Martial Arts Punctuation was deemed more suitable for younger years so that activity was 

omitted. The combined human shapes which had been planned to depict geometrical 

shapes in Mathematics were omitted in favour of other strategies which focused on the 

students’ weaknesses in this Learning Area. Some Arts Immersion strategies were left for 

Cycle 4: Chelonia Green, Champion of Turtles (Mattingley, 2008)—Hot Seating, 

Conscience Alley, Research Ropes, Postcards and Claymation; the Mould Symposium; 

Immigration to Australia—Boal Circle and Collage Drama; The Arrival (Tan, 2015); and 

interviewing non-fictional characters from church history. 

5.12.3. Unplanned activities 

The following Arts Immersion activities had not been included in our planning: Thinking 

Activities (used as Focus Moments); The Best of Me (used to link writing with a 

photography stimulus); a Dance/Drama strategy (used to teach reflection, rotation, and 

translation in Mathematics); and M and M Sheets (used to link numeracy in Mathematics 
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and Music). The latter two strategies will be discussed in the Mathematics section. 

Chelsea had sourced the activity, The Best of Me, and I assisted with its delivery. Each 

student was asked to think of a physical feature about themselves that they liked and to 

think of reasons why this was so. They were required to take a photo of that feature and 

then write a supporting paragraph which could be displayed together on the back 

noticeboard in the classroom. Additional opportunities, such as this one, were created for 

writing tasks that were on a larger scope than those in Cycle 1. I taught an extension group 

(Zoe, Susan and Damien) during the literacy rotations which Chelsea organised on 

Wednesday mornings. Particular attention was given to: grammar; sentence construction; 

spelling; figurative language; and punctuation. 

5.12.4. Performance Groups 

Having noticed that several students learn the piano outside of school time, I decided to 

offer interested students an extension opportunity to join a performance group. These 

groups rehearsed in the lunch hour. Initially, I suggested to Tom that we could play a duet 

together. At his request, I also included Elizabeth and Ian and invited Liam (the music 

teacher) to join us. We still had Chelsea’s keyboard in the classroom and there were many 

keyboards in the music room which we were given permission to use. I brought several 

pieces of duet music to school and the students selected their favourites, including a waltz 

and Do-Re-Mi from The Sound of Music (Rogers & Hammerstein, 1959). At this point, 

the High School Musical Medley (Gerrard & Nevil, 2005) focused on performance 

aspects. During rehearsals the students worked on performing the singing and 

choreography together, as well as communicating the drama script effectively. 

5.12.5. English 

The term, Punctuation People, was used to describe the Drama and Visual Arts strategy 

of enacting punctuation with props. 

Students were divided into four groups and each group was given a list of four 

unpunctuated sentences. They had to put themselves in order with each student 

saying one or two words and holding a large yellow laminated piece of 

punctuation [visual punctuation)] before or after their word. Where there was 

an apostrophe, the student had to hold up a number of fingers to represent how 

many letters came before the apostrophe. Then they had to speak their words 

as a sentence to convey the meaning of the sentence by choosing appropriate 
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pauses, inflections and vocal tone. Visual punctuation used: full stop; comma; 

inverted commas; question mark; exclamation mark; hyphen; apostrophe; and 

capital letter [this was represented by a party hat]. There was additional scope 

with these visual pieces to create a colon and a semi-colon if required. (25 July 

2016) 

The following are examples of the five different sentences that I gave to each group to 

interpret. 

 dont you talk to me like that 

 why havent you finished it 

 didnt I see you at the shop asked his mother 

 yelling shouting laughing and waving the children raced towards the 

boat 

 a campfire gleamed in the darkness (25 July 2016) 

The Arts Immersion activities that were selected to study the novel Chelonia Green, 

Champion of Turtles (Mattingley, 2008), included: Imaging; Collective Drawing; and 

Soundscape. 

I asked the students to use their Mind’s Eye to see while I read pages 6 to 9 of 

the novel which described eight beaches. (19 July 2016) 

Students were divided into eight groups to create a collective drawing of their 

allotted beach… Students followed this up by reading the passage themselves 

and checking for accuracy. (19 July 2016) 

Students were given one minute to create a soundscape and then show these to 

the class… students were then given one minute to devise descriptive words 

and phrases for their beaches and these were performed for the class… these 

vocal collages were added as an additional layer to the soundscapes, working 

in groups and as a class, swapping roles. (19 July 2016) 

5.12.6. Science 

Chelsea taught the class how to conduct a simple experiment investigating what happens 

when yeast was mixed with sugar and water. This became the prelude to the Master Chef 

Bread Making Competition. For the competition, the class was divided into six groups, 
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and each group had to choose a name and a recipe, noting the ingredients and method 

required. Chelsea provided all the ingredients and utensils. 

The first session of the day was preparing the bread up until the point where it 

has to wait to rise. Cooking was done in the oven in the teachers’ staffroom… 

each group had to present their final product… and answer aural questions 

from a panel of judges—four teachers [Chelsea, Liam, another teacher and 

myself]… questions included references to the making process and the 

function of yeast… teachers engaged in discussion before announcing the 

awards. (1 August 2016) 

5.12.7. History 

As a background for Arts Immersion activities, Chelsea talked to the class about what 

they liked about moving. This discussion introduced the idea of Waves of Migration to 

Australia expressed through a YouTube clip (Australian National Maritime Museum, 

2013) which uses almost all visual language with no dialogue and almost no text on 

screen. The questions and discussion which followed included: 

Ten-pound Poms; Vietnamese Boat People after the Vietnam War; the First 

Fleet; Europeans after World War II; the White Australia Policy 1901; Chinese 

migration in the Goldrush—1857; Afghans 2009; Captain Cook East Coast of 

Australia; Dutch coming to the West coast of Australia but not interested in 

founding a colony as they deemed it too sandy. (12 July 2016) 

Their assessment task was to develop a series of questions with which to interview a 

migrant to Australia. The framework was a Media Arts strategy where the students 

formed a studio audience who asked questions of an invited guest. The visitor that they 

interviewed was an immigrant to Australia. Three guests were invited to be filmed as part 

of the class TV show: 

1. Mr J.—a young man in his twenties who arrived from D.C. Congo in 

the twenty-first century—political refugee (18 July 2016) 

2. Ms A.—a lady in her sixties who arrived from Vietnam in the 

1970s—political Refugee (27 July 2016) 

3. Ms S.—Spanish teacher at Sunny Mountain School in her fifties who 

arrived from Argentina in the 1980s—economic refugee (3 August 

2016) 
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5.12.8. Mathematics 

I continued to use Shake Your Maths which had been introduced in Cycle 2. In Cycle 3 

the students counted backwards not only in ones, but in twos, threes, fours and fives, 

using the following patterns: 

 Round 1: 8, 7, 6, 5, 4, 3, 2, 1 Round 2: 7, 6, 5 and so on. 

 Round 1: 16, 14, 12, 10, 8, 6, 4, 2 Round 2: 14, 12, 10 and so on. 

 Round 1: 24, 21, 18, 15, 12, 9, 6, 3 Round 2: 21, 18, 15 and so on. 

 Round 1: 32, 28, 24, 20, 16, 12, 8, 4 Round 2: 28, 24, 20 and so on. 

 Round 1: 40, 35, 30, 25, 20, 15, 10, 5 Round 2: 35, 30, 25 and so on. 

Chelsea and I used observations of student work and the data collected from the students’ 

exercise books to determine which Mathematics areas they found more difficult. Three 

different Arts Immersion activities were used to provide a context where those aspects 

could be addressed: Teacher In Role; M and M Sheets; and Shake Your Maths. 

Teacher In Role (Drama): 

 Negative or positive (Cook, Farmer) 

 What’s the temperature? (Cook, Farmer) 

 Fraction fruit sets 1 (Cook, Farmer) 

 Fraction of an amount (Cook, Farmer) 

 Multiply decimals (Bikie, Cook, Farmer) 

 Divide decimals (Bikie, Cook, Farmer) 

 Percentage to decimals (Cook) 

 Mentally calculating percentages (Cook, Farmer) 

 Percentage word problems (Cook, Farmer) 

 Percentages and decimals (Cook, Farmer) 

 Grams and kilograms (Cook, Farmer) 

 Kilometer conversions (Bikie, Farmer) 

 Litre conversions (Cook, Farmer) 

 Volume: rectangular prisms 1 (Cook) 

 What time will it be? (Cook, Farmer) 

 Time taken (Bikie, Cook, Farmer) 
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The Cook and Farmer roles were saved for Cycle 4. This was the first time I had used the 

Drama strategy, Teacher in Role, to communicate Mathematics concepts. 

I entered the room as Dead Rat the Bikie, explaining to the students that I had 

to choose between three different bike tours… I was raising money for research 

into spinal injuries and would be sponsored per kilometre of travel. Aural 

background information and questions were provided by the teacher in role 

and students were also given written information and questions to support this. 

The three tours were labelled, The Beaut Bronze Trip, the Super Silver Trip, 

and the Great Gold Trip… students were required to answer the following set 

of four questions for each of the trip options: 

1. How long will it take to get there? 

2. How many kilometres will Dead Rat travel? 

3. How much will the trip cost Dead Rat? 

4. How much money will Dead Rat earn? (13 July 2016) 

M and M Sheets (Music and Mathematics) and Shake Your Maths strategies were used 

for: 

 Choosing the next number in a sequence 

 Describing patterns 

 Calculating pattern rules 

 Recalling tables 

The term, M and M sheets, has been used to describe the combination of Music 

and Maths patterns within the same task which students are asked to identify. 

(25 July 2016) 

A Dance activity using body positions was used to represent Mathematical operations by 

manipulating shapes in different positions. 

1. Reflect: 

This Arts Immersion activity was first demonstrated by Alistair and Donald 

who were asked to face each other, and to mirror each other in a freeze. They 

then flipped their freeze out so that they were both facing the same way. I 

explained that the line around which they flipped out was the axis of symmetry, 

reflecting a pattern that was the same on each side [i.e., for each student]. 
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Students were then put into pairs to try this activity themselves and then each 

pair presented their frozen reflection and their flipped freeze to the rest of the 

class. (2 August 2016) 

2. Translate: 

Four students were used to demonstrate this activity: Chloe; Ciara; Stacey; and 

Annabelle. Two students sat on chairs next to each other and two students 

stood behind them. All four students faced the same way, towards the class. 

One student was asked to freeze with their hands on their hips. Then I gave 

directions for the freeze to slide to a different student, for example, to the back, 

to the right, to the front diagonally. The rest of the class observed this 

demonstration but did not replicate the activity. (2 August 2016) 

A Visual Art activity was used to show the Mathematical operation of rotating a shape. 

To demonstrate the concept of rotation students were directed to make an 

animation booklet [a flip book]. Working in groups of three or four, students 

divided their two pieces of A4 card into twelve equal parts and cut these out… 

The same stick figure was drawn on each of the small pages but when they 

stapled the book together, the figure had to rotate [turn] 90 degrees to the right 

[one clockwise quarter turn]… when the pages of the booklet were quickly 

flipped, the stick figure appeared to be cartwheeling [turning]. (2 August 2016) 

After engaging in these Arts Immersion strategies, the students completed a Mathematics 

sheet to demonstrate their understanding of the three Mathematical operations: reflection; 

translation; and rotation. 

5.13. Observing 

5.13.1. Focus Moments 

The class continued to sing confidently, remembering known songs and quickly learning 

the new song, Come To Dinner (Traditional, 2012b). The class seemed to enjoy the 

Squiggle activity and quite a few students contributed to offering twelve ideas within the 

two-minute time frame. Over time more students participated with quite a few offering 

more than one idea. Most students were able to come up with an idea to represent “green”, 

although their performances usually only lasted a few seconds and generally consisted of 

a freeze or mime. Taryn, usually a fairly quiet student, used some sound effects creatively. 
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It was encouraging to see how much the students enjoyed trying to guess what each person 

was portraying. There were many student responses to guess the topic of each 

performance and much laughter in the classroom. Stacey had been a very unresponsive 

student before she joined Chelsea’s class in 2016. 

Zoe was very strong and chose to portray The Hulk, which was very humorous 

as she has a small and slight build. Many of the ideas were rather simple such 

as trees, bush, and seaweed, but their presentations were accurate. (25 July 

2016) 

5.13.2. Unplanned activities 

The Media Arts and writing task, The Best of Me, showed that many students in the class 

are still unsure of how to begin a writing task unless they are told exactly what to do. Less 

confident students became anxious about having to make their own choice and straight 

away defaulted to Chelsea’s suggestion of writing about their hands. I encouraged 

students to think why this was important to them and to give examples that were 

interesting and imaginative. 

A small group of children experimented with a more creative approach, using 

more descriptive words, affective connections and personal applications to 

events in their lives. (13 July 2016) 

Many students seemed to find it more difficult to take risks by experimenting in writing 

tasks. While they are generally exploring more imaginative responses in other activities, 

in writing tasks they seemed to prefer secure options that lack creativity. 

There is a tendency for quite a few students to write in a pattern that uses 

repeated phrases to begin sentences, such as: “And then…”; “I like…”; “There 

was…”; or “My eyes/hair/feet, etc….” (13 July 2016) 

However, Chelsea and I continued to encourage individual students, providing guidance 

and examples of more imaginative responses. As in other Arts Immersion activities, we 

fostered deeper cognition by extending students responses. In this case, this was achieved 

by asking the students to move beyond a simple physical description to expressing the 

connections between the physical attribute they had chosen and their life experiences. 

Some students considered a more symbolic interpretation, reflecting a deeper 

understanding. Despite some hesitance, the examples that follow demonstrate an 
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improvement in the students’ writing. The secondary benefit of this activity was in 

building students’ self-esteem. This was done by providing a positive focus on a personal 

physical attribute for which they expressed gratitude. 

Students responded productively when put into writing groups based on similar 

knowledge and skill levels. 

The extension group that I have is very focused and hardworking… [I am] 

challenging them to provide more imaginative and creative applications of 

their knowledge. (20 July 2016) 

Improvement in students’ writing was supported by their increased interest in reading. 

This was reflected in their ability to focus in silence for longer periods during independent 

reading. 

Students have been reading so well that the library has changed the rules for 

Chelsea’s class saying that they can borrow three books at a time [instead of 

two]—one for home and two for school. (19 July 2016) 

5.13.3. Performance Groups 

The Piano Group enjoyed being allowed into the classroom during the lunch hour. Many 

other students were curious and wanted to hear them. 

The group of piano students were very keen to play duets together and learned 

these quite quickly, especially Tom who learned the pieces from memory. (26 

July 2016) 

The students continued to improve in the three areas of performance focus we had for the 

High School Musical Medley (Gerrard & Nevil, 2005): acting; singing; and dancing. They 

seemed much more comfortable expressing themselves through acting than they had been 

when we first began the Parliamentary Play in the Reconnaissance Stage. 

Students gradually improved their memorizing of the script as well as their 

capacity to use their voices in terms of audibility, intelligibility, and expressive 

presentation. They used their bodies [gesture and stance] and facial expression 

to extend the meaning of the text. (19 July 2016) 

A big challenge for the students was combining the singing and choreography. 
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They gradually responded to direction regarding breathing, posture, and 

opening their mouths, but tend to focus on one to the detriment of other aspects. 

The pattern of the rehearsal is usually that concentration and energy wanes, 

and the standard of the singing deteriorates when the students have to 

concentrate on dancing as well. We will need LOTS of practice to get the 

singing and movement going with confidence and enthusiasm. (11 July 2016) 

The class enjoyed having the opportunity to offer suggestions for the choreography, and 

some good-natured laughter resulted when the class tried out various suggestions. They 

noted that the interpretation and style of the movement greatly influenced its execution. 

Liam (music teacher) taught them Latin dance moves for the song, Bop to the Top 

(Gerrard & Nevil, 2005). 

Some students retain dance stamina and focus throughout while others 

struggle. There is a wide range of dance competence in the class and some 

students still seem to be embarrassed. (11 July 2016) 

Over time, my journal entries revealed evidence of the students’ improved performance 

confidence and competence. When asked to provide feedback on the rehearsals, their 

responses demonstrated knowledge of what was required for a successful performance 

and an awareness of the level at which they were currently working. 

Several students provided helpful and accurate comments which gained 

agreement from the class. Most students were trying hard and improving. The 

back row of boys did particularly well and Chelsea told them they “rocked it” 

which made them very chuffed. (19 July 2016) 

Filming the rehearsals proved to be a very valuable tool regarding self-assessment for the 

students. 

The students found watching the footage of their rehearsal an illuminating 

experience as they had not been aware of what they looked like when 

performing. This led to a productive discussion regarding strengths and 

weaknesses and highlighted which students were performing well. (20 July 

2016) 

Student focus was much improved and I talked about developing stamina and 

strength in a rehearsal situation. (27 July 2016) 
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5.13.4. English 

In the Arts Immersion activity, Punctuation People, the students readily understood where 

to place the punctuation but were less competent in using their voices to make meaning. 

While students enjoyed the novelty of speaking the words and holding the large 

pieces of punctuation, they tended to become distracted and lose focus when 

other groups were presenting their sentences. Each group put the punctuation 

in the correct place, but some groups were better at expressing the meaning of 

the sentence using pause, inflection and vocal tone. (25 July 2016) 

The students were more comfortable using Imaging to envision the beaches in the novel, 

Chelonia Green, Champion of Turtles (Mattingley, 2008). 

Most students had improved in this area of paying attention to detail since they 

used this strategy with the novel, Hatchet, in the Reconnaissance Stage. They 

were now quicker to begin a task using their “mind’s eye” and their drawings 

tended to be more accurate and detailed. (19 July 2016) 

There was a similar improvement in the Collective Drawing activity that flowed from the 

Imaging work, and the students engaged in the self-assessment which followed by 

working effectively with those in their group. 

Students seemed to be more purposeful in completing this task, showing less 

hesitation to begin with than they had shown with this strategy in the 

Reconnaissance Stage… more animated discussion and greater participation 

from all group members. After their initial work on the drawing, students read 

and then re-read the relevant descriptive passage from the novel… they 

continued to check the written details to see how closely they corresponded to 

the details in their drawing. (19 July 2016) 

Having used the strategies of Soundscapes and Vocal Collage in the Reconnaissance 

Stage, the students were more familiar with my expectations and engaged more quickly 

in the activities. 

Most students were able to quickly devise vocal sounds representing the 

sounds found at a beach environment… most… were sounds of wind and 

waves… a few students, such as Tilly, chose to do bird calls. (19 July 2016) 
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Some students made use of the introduction Chelsea had provided regarding 

figurative language… simile, personification, imagery, alliteration and 

onomatopoeia… “simmering shells” and “whistling wind”. (19 July 2016) 

5.13.5. Science 

The students were very excited about this activity, especially when they arrived at school 

and saw the classroom all set up for the Master Chef competition. Unfortunately, some 

students were so excited that they didn’t read the recipe carefully. 

“Keiran came to me and said he thought something was wrong but the rest of 

the group were like mad scientists chucking everything in!” (Chelsea, 1 August 

2016) 

I was just in time to prevent this group from putting in ½ cup of salt rather than 

2 teaspoons of salt…[and] over ½ cup of yeast rather than 2 tablespoons of 

yeast! (1 August 2016) 

However, it was immediately obvious that the students were engaged with the task. Their 

discussions reflected their involvement in the process of learning and their desire to keep 

their conversations focused on the topic. 

Kieran:  We’ve got the flour and the tablespoons, now we need yeast and oil. 

Ian:  Do we have to put the plastic wrap over the top? 

Tom:  We need active dried yeast. 

Chloe:  We need oil, four tablespoons. 

Michael:  It’s foaming!! (yeast) It’s good as!! It’s gonna be fantastic!!  

Perrin:  Put more flour in, it’s too sticky. 

Kyle:  Miss, will we keep checking it? 

Me:  No, we have to keep it warm. 

Tom:  Because of the yeast. (1 August 2016) 

5.13.6. History 

When watching the YouTube clip, Waves of Migration (Australian National Maritime 

Museum, 2013), the students noticed that many people who came to Australia didn’t want 
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to come here, so Chelsea asked them why this might be. They engaged in this discussion, 

making links to their own experiences of moving house. Students developed a list of 

questions to ask their first invited guest (Mr J.). Chelsea asked them to work in groups to 

divide these into three categories: Living in Africa; travelling to Australia; and living in 

Australia. 

 How old were you when you came to Australia? 

 Who came with you to Australia? 

 Were you treated like royalty back in the Congo (I had told them that 

in his traditional society, Mr J. was regarded as a prince) 

 How did you feel when you first came to Australia? 

 What did you do when you came to Australia? 

 Why did you come to Australia? 

 How did you come to Australia? 

 How did you leave Africa? 

 Were there organisations to help you? 

 What were your first impressions of Australia and its people? 

 Would you go back? 

 What was it like to travel to Australia? 

 Did you leave any family behind? 

 Did you know anybody in Australia? (17 July 2016) 

While Xavier (identified as learning impaired) found writing tasks quite difficult, his 

work (Figure 5.18) demonstrated engagement with the topic and empathy with the 

interviewee. 
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Figure 5.18 Questions from Xavier for an Immigrant to Australia (17 July 2016) 

 
This list and further questions which students developed by themselves were submitted 

for their History assessment after the three interviews had been completed. The class 

eagerly anticipated Mr J.’s visit the day following the creation of their first list of 

questions. Chelsea said that she felt sorry for the other Year 6 class as they were missing 

out on all the valuable Arts Immersion activities we were doing, so she invited them to 

participate in the studio audience. 

From the moment Mr J. saw the students milling outside the room during the 

lunch hour he engaged them in jovial banter, joining in their birthday 

celebrations for Zoe. They warmed to him immediately and appreciated his 

sense of humour. During the interview session, students asked many questions 

and often laughed good-naturedly with Mr J. (18 July 2016) 

The students added their own questions, extending their inquiry beyond the list of class 

questions they had compiled together. Mr. J. sang and played an African welcome song 

to the class that focused on welcoming people to Australia, and then joined in playing the 

djembe to accompany their four African-American partner songs. Chelsea and I were 

disappointed to see that several boys from the visiting Year 6 class spoke and lost focus 

during Mr J.’s answers, so we decided not to invite them to further sessions. 

Both of the other guests on subsequent occasions also provided very interesting primary 

source information for the students in their role as a studio audience. As there were many 

students from Asian backgrounds (especially Vietnamese) in the class, this put Mrs A. at 

ease when she entered the room. 
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Mrs. A. immediately squatted down on the floor to talk to students who were 

sitting cross-legged on the floor… they asked… what is your favourite 

Vietnamese dish? Mrs A. often used humour which was engaging but also had 

quite a strong accent which meant that students often had to concentrate to 

understand what she was saying. (27 July 2016) 

The class knew Mrs. S. quite well as she has been their Spanish teacher at school for some 

time. However, they were not familiar with this aspect of her identity and seemed to find 

these additional details very interesting. She had come to Australia for economic reasons 

rather than to escape political unrest and conflict. The students voted for the name of the 

show and the television channel: Migration Generation produced by 6GTV. Footage of 

the interviews was edited in a format to reflect a television show with a studio audience. 

Elizabeth, Ian and Zoe wrote and recorded the introductions and conclusions 

for each guest. (3 August 2016) 

5.13.7. Mathematics 

When participating in Shake Your Maths, students initially had to be reminded to say the 

numbers at the same time as the movements, rather than leaving it up to those students 

who are good at remembering or calculating tables. 

Most students are able to use the activity as an aural memory task by the time 

we get to the final four numbers, so that part of the activity increases in pace 

and becomes very fast and energetic. It is quite tiring mentally and physically 

and at the end of the task, students are happy to sit down and less inclined to 

fidget. (19 July 2016) 

The students were quick to engage in the three M and M sheets and keen to have a turn 

at writing their answers on the board. Many hands went up to provide answers for each 

question and we held a quick student survey, based on a show of hands, to see how 

difficult the class found the test. 

Easy: 9 students; Medium: 12 students; Difficult: 3 students (25 July 2016) 

Students results on the M and M Sheets indicated that most students understood both the 

music and the mathematics patterning. 
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The students were focused and demonstrated competence when engaging in the Dance 

strategy focusing on positions to represent mathematical operations. I made the following 

observation as students depicted reflection using their bodies as mirror images. 

Students responded readily and were able to complete the task quite quickly. 

They appeared to enjoy looking at each pair’s freezes and having the 

opportunity to move. Some pairs needed a small amount of teacher direction 

to flip their freeze but they were also assisted by watching other pairs perform 

this movement. (2 August 2016) 

This concentration continued while using the same strategy to depict the mathematical 

operation of translation, which was demonstrated by a group of four students. They 

seemed to find this quite an easy concept to understand. 

This activity was very quickly completed and the class were very attentive 

during the demonstration. (2 August 2016) 

When using the Visual Art strategy of creating an animation booklet (a “flip” book) to 

depict the mathematical operation of rotation, students were also assisted by the supply 

teacher. 

Some booklets worked better than others but students seemed to understand 

the concept and they appeared to enjoy using their hands to make an object. (2 

August 2016) 

What was noticeable in these activities was that all students were able to draw the correct 

answers when completing a Mathematics sheet regarding these operations. It was 

apparent that Xavier was very proficient in expressing his understanding through 

drawing, despite having been identified as being learning impaired. 

When students completed their Maths sheets they were very quiet and focused 

and were keen to draw their own answers on the whiteboard for the class to 

see. Xavier was especially enthusiastic about this, demonstrating his 

engagement and competence in this task. He appeared very proud to show the 

class that he was good at this work and found it easy. (2 August 2016) 
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5.14. Reflecting 

5.14.1. ‘Sayings’ 

Both Chelsea and I noticed that Arts Immersion activities continued to foster deeper 

cognition in the students’ responses. I recorded this intention in my aims. 

My goal was to encourage the students to think deeply, widely and quickly 

rather than waiting to be ‘spoon-fed’ information. I wanted to provide 

opportunities for students to learn to make connections rather than perceiving 

knowledge as … fragmented silos of learning. (4 August 2016) 

Developments in this attribute were evident in the Thinking Activities as well as in more 

extensive Arts Immersion strategies. It was more effective introducing the open-ended 

activity of portraying “green” during Cycle 3 than it would have been in earlier cycles. 

This activity was more valuable once students had developed their “arts 

readiness” and were more accustomed to imaginative approaches and 

exploring their own ideas and responses. (25 July 2016) 

Thinking activities such as this one and interpreting squiggles worked well as 

introductions to larger scale Arts Immersion experiences, as they created an open frame 

of mind and more agile thought processes. The element of limited time added some 

excitement and encouraged students to think more quickly. By recording the number of 

ideas offered, students had a benchmark against which they could compare future efforts. 

In a sense, students were creating Mind Maps in their heads, pursuing alternatives 

internally and testing them out by choosing to take a risk through the external expression 

of their ideas. 

As there was obviously not one correct answer, this gave the students the 

freedom to contribute an answer without fear of being incorrect. As several 

answers were quite funny, this created a safety net for students to make 

suggestions that might be considered unusual. (25 July 2016) 

Because many students in the class have a history of struggling with concentration and 

focus, we continued our emphasis on developing stamina in learning. It was rewarding to 

see these attributes improving during Cycle 3. 
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I have noticed that with the extra reading, you’ve been doing there’s even an 

improvement in your conversations. (Chelsea to class, 2 August 2016) 

The progress made by the students in our class was brought home to Chelsea when both 

Year 6 classes were in the same room forming a studio audience to interview Mr J. It was 

interesting to see how my class could analyse the answers to the questions to come up 

with new questions/to dig deeper. (Other Year 6 teacher’s) class kept asking the same 

thing in different ways. 

My class—deeper level of questioning 

Other Year 6 class—surface level of questioning (Chelsea, 18 July 2016) 

As the class had more opportunities to adopt the role of active learners taking 

responsibility for their own learning, their competence in devising informed questions 

increased. This was evident over the course of the three studio audience interviews with 

immigrants to Australia. The students responded warmly when listening to immigration 

stories through face-to-face interviews. The personal perspective on immigration 

provided by the interviewees was viewed with empathy as all but three of the students 

had at least one parent who had emigrated to Australia. By casting students as media 

interviewers, the students took responsibility for driving the investigation and responded 

with enthusiasm when they realized they were directing the shape of the interviews. This 

was apparent during the third interview with Mrs A. 

Questions improved after last time. It was great to see the quieter kids give it 

a go. (Chelsea, 27 July 2016) 

From the original compilation of 15 questions, students added to this list over time. Their 

work (Figure 5.19) shows an increased understanding from the immigrant’s perspective. 
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Figure 5.19 Questions for a migrant to Australia: Heidi (2 August 2016), Zoe (2 August 2016) 

 
Chelsea recalled similar student responses when using the Hot Seating strategy to explore 

the novel, Nanberry (French, 2011), in Cycle 2. Through these Arts Immersion activities, 

the class came to view historical issues through personal viewpoints. This more vivid 

understanding reinforced the fact that history and current affairs have real impacts on real 

people. 

However, there were challenges in attempting to reshape students’ learning identities as 

active rather than passive learners, as students had to work against practice traditions 

which did not encourage these attributes. 

Chelsea explained… often the perception of education from families, 

students… and some teachers seem to be about spoon-feeding students 

information and asking for it back in formal assessment tasks. (27 July 2016) 

The use of more diverse learning strategies in Arts Immersion activities has contributed 

to greater engagement in learning activities. In an interview, Chelsea stated: 
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I like the way that the kids are engaged in learning. At some point every day, 

everyone’s engaged in something which is progress… like Michael for 

example—he was never engaged in anything, but at some point every day he’s 

engaged. (Chelsea, 25 July 2016) 

By using a greater variety of learning strategies, students have had more opportunity to 

access their preferred intelligence from the categories of Gardner’s multiple intelligences 

(Gardner, 1993, 2006). Students demonstrated accuracy in creating a collective drawing 

through actively listening to the teacher reading a description of the beaches from the 

novel. There has been a marked improvement in the extent of students’ accuracy and 

detail when visually interpreting aural text, compared to their work in the Reconnaissance 

Stage. Through the Arts Immersion strategy of Imaging, I have encouraged the students 

to see things “through their mind’s eye” by playing a sound, still image or movie in their 

heads. 

Students were required to transfer learning between different modes, from an 

auditory mode to a visual mode. This… reinforces knowledge and 

understanding, deepening cognition and enhancing knowledge retention. (19 

July 2016) 

The added benefits of moving between different modes of learning were often maximised 

by creating clusters of complementary Arts Immersion activities. For instance, a group of 

complementary strategies—Imaging, Collective Drawing, Soundscape and Vocal 

College—were combined to explore the novel, Chelonia Green, Champion of Turtles 

(Mattingley, 2008). In this approach, students were required to engage in imaginatively 

picturing a setting, visually representing this setting through a drawn image, creating the 

mood of the setting by reproducing accurate vocal sounds and using descriptive oral 

language to portray the physical characteristics of the setting and their emotional response 

to that imagined experience. Within the security of the wash of sound created by the class 

in the soundscape, some students chose to explore descriptive oral language, making 

connections to their experience of using figurative language in their writing. 

Those students who did experiment with devices such as alliteration, and 

combined this with an appropriate tone of voice, seemed to be quite proud of 

themselves when they heard how effective their contribution was. (19 July 

2016) 
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Generally, the class grew more comfortable with writing tasks. There were two factors 

which seem to have contributed to a historic pattern of stress when writing. Firstly, all 

except three students come from homes where English has been used as a second 

language, and secondly, it appears that many students have missed out on learning all the 

component aspects required in being able to write the English language. 

To remedy this situation, Chelsea is revising… to fill in the gaps of knowledge 

that appear to have widened over the primary school years. (11 July 2016) 

The Best of Me, a collaboration between Media Arts and writing, utilised a photo of each 

student’s favourite physical attribute as a stimulus for thought and a starting point for 

writing. The display of the finished products on the back noticeboard had a positive 

influence on the students’ self-esteem and fostered greater self-awareness. The 

Punctuation People activity was devised to use drama and physical props created through 

Visual Art to engage students. The element of humour made the study of punctuation 

more enjoyable, and enacting a sentence by taking on the role of words kinesthetically 

immersed students in the learning process. 

Arts Immersion strategies encouraged a more experiential and immersive approach to 

learning. Rather than perpetuating the more theoretical approach which Chelsea 

explained tended to be favoured by practice traditions in the upper primary years, we 

chose to set up situations where the students could experience knowing by doing. This 

was particularly evident during the Arts Immersion activity, Master Chef, where students 

worked in groups to create a final product from a yeast-based recipe. This was a clear 

example of visible learning as the baked food product provided evidence of mastering a 

goal which was achieved through the deliberate practice of working with yeast. Chelsea’s 

enthusiasm was reflected in her journal entry during the Master Chef preparation. 

Excited to see how incorporating the idea of a TV show will go. Students seem 

very engaged. (Chelsea, 28 July 2016) 

This highly successful activity encouraged physical activity, engaging students from the 

outset, developing a range of skills and fostering equity in the classroom. 

All students were required to take part in the physical making of the bread, 

giving each of them a chance to be physically active. (1 August 2016) 
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The setting up of the room in a Master Chef spatial arrangement, and the 

provision of ingredients and equipment created much excitement and a 

sustained feeling of energy and focus in the room. (1 August 2016) 

All the senses were engaged—sight, sound, touch, smell and taste. (1 August 

2016) 

The length of time taken to complete the task fostered stamina and endurance, 

developed an applied knowledge of the nature of yeast [a microorganism], and 

relied on sustained fine motor skills to produce a final product. (1 August 2016) 

Students whose strongest skills were not word-based, also had a chance to 

shine by assuming leadership and decision-making roles within each group. 

The situation resulted in a more equitable spread of power and status amongst 

the students. (1 August 2016) 

Chelsea was thrilled with the students’ responses. Her journal entry reflects the notion 

that Arts Immersion activities can also provide teachers with a broader range of 

assessment strategies. 

The students were totally engaged in the process of making bread [Figure 

5.20]. Students were unaware that they were being assessed. Love 

incorporating Media Arts into other KLAs. Fabulous Day! (Chelsea, 1 August 

2016) 

 
Figure 5.20 Chelsea’s Journal—Master Chef (Chelsea: 1 August 2016) 

 
Arts Immersion activities often employed physical components which refreshed the 

energy levels in the room and encouraged a kinesthetic expression of understandings. 

This could be seen in Shake Your Maths and the use of dance strategies to communicate 

the mathematical concepts of reflection and translation. These activities were easy to set 

up and didn’t require additional resources, making it easy to include in class planning. 

Shake Your Maths was successful… students were energized by the 

movement; the connections between the movement, the mental calculations, 

and the speaking of the number pattern appeared to reinforce the concept more 
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strongly and students appeared to retain the knowledge… can be used readily 

at any time of the day in a variety of settings… a focus [when] coming in after 

a lunch break (or) a warmup before Maths tasks. (19 July 2016) 

Reflection: engaged the students… by watching the students’ movements, the 

teacher can immediately see whether they understand the concept of reflection 

[in Mathematics]. (19 July 2016) 

Translation: students quickly responded correctly to my directions of where to 

slide the frozen position. With more time, students could develop more 

complex freezes and work in larger groups to extend their understanding. (19 

July 2016) 

More languages for learning, each with their own semiotic system (meaning-making 

elements of communicative behaviour), were made available to the students through an 

Arts Immersion approach. For example, the mathematical concept of rotation lent itself 

very well to Visual Art preparation for the concept of animation. The creation of a flip 

book provided strategy which used a non-word-based language and semiotic system. 

Students seemed to enjoy the tactile feeling of making a small book, and the 

steps [of the procedure] were sufficiently simple that students from different 

developmental levels of learning could manage the task… group problem-

solving… used a good deal of discussion and encouraged language 

development as well as fine motor skills and the understanding of Maths 

concepts. (19 July 2016) 

In using the Arts to communicate, Arts Immersion strategies have continued to access 

multiple intelligences, thereby fostering equity in the classroom by giving students 

opportunities to use their preferred intelligences from the categories of Gardner’s multiple 

intelligences (Gardner, 1993, 2006). By learning how to use the Arts to communicate and 

how others can do so, students could engage in Arts experiences as both makers and 

responders (ACARA, 2015). The Arts Immersion strategies of Imaging, Soundscapes and 

Vocal Collage supported students in being makers of the Arts. Whereas Imaging had an 

internal independent focus, encouraging students to see a scene in their mind’s eye, 

Soundscapes and the Vocal Collage used sound as an external group expression to 

interpret the novel, Chelonia Green, Champion of Turtles (Mattingley, 2008). As students 

created this auditory piece, they acted as meaning makers. By contrast, the YouTube clip, 

Waves of Migration (Australian National Maritime Museum, 2013), which required the 
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data projector and screen, positioned the class in the audience role as responders to an 

artistic stimulus which communicated through Media Arts. 

Students’ growing confidence influenced their competence in performing in and through 

the Arts. The consequent improvement in their performance skills was noticeable in the 

Drama, Music and Dance aspects of the High School Musical Medley (Gerrard & Nevil, 

2005). 

Students have gained confidence in expressing themselves through Drama by 

working as a group. The strategy of choral speaking has provided students with 

additional support which seems to be less threatening than solo work… 

however [some] solo work… provides refreshing contrast to the texture… an 

opportunity for individual students to excel. (19 July 2016) 

However, they found that combining several skills together was a challenge. By lifting 

my expectations students had to work harder to reach this new benchmark of competence. 

My aim was to increase the students’ level of resilience and perseverance to enhance their 

general capabilities. Developing confidence in a public performance situation was crucial 

in shaping the formation of a positive class identity and encouraging the students to take 

more risks. 

The class is capable of singing very well but is not used to performing or 

sustaining appropriate levels of performing energy… I am trying to work on 

developing self-concept, self-esteem and self-efficacy to that the students can 

learn to acknowledge their identity as competent performers whose wellbeing 

is enhanced by what they do. (12 July 2016) 

It was not surprising that quite a few students continued to find that dancing and singing 

at the same time was difficult, as this was a more cognitively and kinesthetically 

demanding skill. However, overall the class was developing a positive dance culture. 

Susan and Zoe are easily capable of singing and dancing at the same time 

without compromising either aspect of the performance. Most of the boys have 

shown that they can perform the dance moves and that this has become an 

acceptable activity which no longer appears to cause awkward embarrassment. 

(20 July 2016) 
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Increased confidence was also seen in the piano group, who enjoyed the personal attention 

of being allowed in the classroom during the lunch hour. They seemed to gain higher 

status within the class because of their particular performance skill. 

Another feature of Arts Immersion strategies was to draw on real-life problems and 

context to demonstrate the relevance of learning for the students. By immersing students 

in the real-life context of a studio audience, they were able to experience learning by 

relating to a real-life immigrant with real experiences. This immersive approach 

generated interest, understanding, empathy and a rich bank of interview questions. 

Similarly, the students were entertained as they engaged in helping Dead Rat (the bikie) 

solve real-life problems. This teacher-in-role approach to Mathematics required deeper 

cognition through viewing the problem from that character’s perspective. While I felt 

there was a good deal of promise in this strategy, it needed to be refined in the following 

cycle to realise its full potential. 

If students have activities to complete throughout the activity this assists the 

focus of those who may lose concentration if the emphasis is on aural 

communication… there needs to be a writing component that is very 

structured. (13 July 2016) 

Chelsea’s collage for Cycle 3 depicted a more positive acknowledgement that she was 

able to make connections between an Arts Immersion approach, the curriculum and daily 

classroom activities. She reflected greater confidence and determination to follow 

through with this broadening of her pedagogy, despite logistical aspects which could 

sometimes be challenging. This collage (Figure 5.21) confirmed my perception that 

Chelsea was in a more positive frame of mind when we began Cycle 3 than she had been 

previously. Some of the images suggested she would even consider what seemed to be 

impossible. 
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Figure 5.21 Chelsea’s Collage for Cycle 3 (Chelsea: 11 July 2016) 

 

5.14.2.  ‘Doings’ 

When engaged in discussion, reflections or planning with Chelsea, we continued to sit at 

her desk at back of room or moved to another space in the school depending on the 

availability of quiet spaces. During these times our discussions topics related to the class, 

the school, our approaches to teaching, relevant literature and our teaching experiences. 

In our planning times, we continued to refer to Chelsea’s planning documents, curriculum 

documents, the school calendar, resources and relevant literature. Our times of reflection 

related to daily activities, the current cycle we were experiencing, and the overall progress 

of the Action Research. In Cycle 3 there were no formal interviews planned but I set up 

an informal interview with Chelsea regarding the differences between her class and the 

other Year 6 class as this was becoming a pertinent issue. Students were not involved in 

formal feedback sessions as the need to complete many tasks created pressure on the 

classroom time available. 

I continued to teach lessons using Arts Immersion strategies, assisting in lessons where 

Chelsea instigated an Arts Immersion activity (such as The Best of Me) which Chelsea 

had planned, and participating in non-Arts Immersion activities led by Chelsea. 

Observations were taken in the form of journal notes, as well as audio and video 

recording. Chelsea’s keyboard continued to be kept on top of the cupboards on the side 
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of the room so it could be used during class time or for rehearsals with the piano group. I 

provided the music for the duets we learned but students were also welcome to play their 

own music choices. 

Chelsea’s room was always colourful and welcoming and she consistently displayed 

students’ work. The photographs and writing segments from The Best of Me activity, 

remained as a large display on the noticeboard at the back of the room to acknowledge 

the value of the students’ work. The resources for this activity included black cardboard, 

white paper, camera, pencils, glue and printing facilities. Several of the Arts Immersion 

strategies occurred when students were sitting at their desks in groups: M and M Sheets; 

Maths with Dead Rat; Squiggles; “Green”; Imaging; Soundscape; Vocal Collage; 

Collective Drawing; Flip Books; and Waves of Migration (Australian National Maritime 

Museum, 2013). The M and M Sheet and Maths with Dead Rat had writing components 

and alternated between collaborating as a class and quiet independent work. Both 

strategies required photocopies, exercise books, writing equipment, and the whiteboard, 

with a costume for Dead Rat (Figure 5.22). The teacher in role Drama strategy varied the 

type of focus required in the classroom by providing a contrast between the high energy 

humorous input from the character, Dead Rat, and the quieter focus of the writing work. 

 
Figure 5.22 Dead Rat—teacher in role to teach mathematical problem-solving (13 July 2016) 

Activities such as Collective Drawing and Flip Books required coloured pencils, paper, 

scissors, a stapler and discussion in small groups. These resources were easy to source, 

inexpensive and catered for by the classroom budget and school supply of materials. They 

developed students’ imagination, fine motor skills, and ability to follow a procedure. By 

the end of the task, the students had a final product for display for future reference, which 
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functioned as a physical prompt for learning. Developing lateral and imaginative ideas 

from the Visual Art stimulus of a squiggle required only the whiteboard for the initial 

drawing. This task was quickly set up and the time limit of two minutes encouraged an 

intense focus for a short period of time. 

Another use of space which worked well in the classroom was having the desks arranged 

in groups, but providing students with the opportunity to stand up away from their desks 

and move. Movement in a larger space was usually more successful when done by a group 

or the whole class rather than being initiated by individual students. Although the students 

were welcome to stand up when portraying “green” in dramatic form, only Zoe was 

confident enough to make this individual choice. This Arts Immersion strategy, as well as 

Imaging, Soundscapes, and Vocal Collage, required no additional resources. These types 

of Arts Immersion activities were time efficient as no furniture had to be moved, but they 

allowed the students to be refreshed by the physical movement and to enjoy a break from 

sitting down. They included Punctuation People (with Visual Art punctuation props), 

Shake Your Maths, and Reflection and Translation as mathematical operations. 

Some activities, such as singing songs, were flexible and could take place in a range of 

different settings—either in a large open space, at desks or standing back from desks. 

These focus times could settle the class after a lunch break or function as transitions 

between larger tasks. However, there were certain Arts Immersion activities where a 

larger open space was necessary rather than optional. In these cases, it was the students’ 

responsibility to set the room up and rearrange the furniture. Chelsea had organised this 

efficient process with the class and with practice, it had become quite streamlined. This 

arrangement was used for our rehearsals of the High School Musical Medley (Gerrard & 

Nevil, 2005), to prepare the class for performing on the stage in the school hall. A larger 

space was needed to accommodate the movements used in the Drama and the 

choreography (Dance), and the resources included a data projector, MP3 files, sheet 

music, and sometimes a keyboard. The three episodes that we filmed for our 6GTV 

Migration Generation program also required a large open space so that the studio audience 

(the students) could sit on the floor and ask questions of the guest interviewee (the 

immigrant to Australia). We used the Television live show format where I took the role 

of the host, sitting with the guest on the ‘set’. This task required a filming device and 

students’ books with interview questions. The majority of the Master Chef activity took 
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place in the classroom, except for the cooking stage where we accessed the staffroom 

oven. Chelsea organized the large number of other resources which were required for this 

activity (utensils and ingredients). Chairs were removed so that students could move 

easily around the room to access equipment and return to desks, which were arranged in 

groups, for preparation. At the conclusion of this activity, the four judges (four teachers, 

including myself) were seated at tables at the front of the room. Each group presented 

their final product, explained their process and answered questions from the judges, while 

Chelsea took notes for assessment purposes. 

5.14.3. ‘Relatings’ 

Due to Chelsea’s absences, we often had supply teachers in the classroom during Cycle 

3. 

We were fortunate that one of the supply teachers we had during this cycle had 

experience in theatre and was happy to contribute to developing the 

choreography for one of the songs in our High School Musical Medley. She 

was also very supportive when we used music as a stimulus for a writing task. 

2 August 2016) 

None of the supply teachers was opposed to an Arts Immersion approach, and they 

commented favourably on the students’ achievements. Generally, the supply teachers did 

not have pre-service training in Arts education and integrated learning, so their experience 

in Chelsea’s classroom provided professional learning opportunities for them. They 

encouraged the students to engage in Arts Immersion activities and responded positively 

to the planning and teaching that Chelsea and I had undertaken. Regarding the High 

School Musical Medley (Gerrard & Nevil, 2005) rehearsals: 

[The supply teacher] was impressed with the students’ ability and made 

supportive comments, also providing critical feedback where appropriate. (2 

August 2016) 

Liam, the classroom music teacher, was continually supportive of our Arts Immersion 

approach as he already highly valued Arts education. He offered to dedicate considerable 

time in his classroom music lessons to teaching the songs from the High School Musical 

Medley (Gerrard & Nevil, 2005), and taught the students the Latin dance moves that we 

used for the song, Bop to the Top (Gerrard & Nevil, 2005). Liam joined the Learning 

Support as well as Chelsea and me in judging the MasterChef competition. 
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I often have very productive discussions with Liam who comments that in the 

school there seems to be a lack of risk-taking, creativity, and an adventurous 

attitude. This is despite the positive school atmosphere and culture of caring. 

(11 July 2016) 

Mrs S, the LOTE (Language Other Than English) teacher who taught Spanish, also 

assisted in teaching Latin dance steps for the musical performance and happily agreed to 

be interviewed as an immigrant from Argentina for our studio audience. Other support 

staff, acting as voluntary Critical Friends, continued to participate in Arts Immersion 

activities and offer positive feedback regarding this approach. Their eager involvement 

presented a unified working team who agreed that an Arts Immersion approach 

represented benefits for students. 

The positive professional relationship between Chelsea and myself continued to be 

foundational in moving forward with Arts Immersion objectives. Our favoured pedagogy 

was based on a more experiential and immersive approach to learning, and our planning 

reflected this emphasis. Even though an Arts Immersion approach was new to Chelsea, 

her own pedagogy aligned very well with this approach. This degree of commonality built 

a productive professional relationship and fostered synergy in our professional practice. 

Chelsea was continually willing to broaden her pedagogy by incorporating Arts 

Immersion strategies. For example, when reflecting on the use of a studio audience in a 

television context to interview immigrants to Australia, Chelsea noted in her journal: 

Will definitely use this technique in the future. (Chelsea, 27 July 2016) 

Chelsea was also happy to provide considerable amounts of equipment and resources to 

support Arts Immersion activities, such as the ingredients and equipment which were 

required for the MasterChef strategy. Her established practice tradition of arriving at 

school early to set up and leaving later in the afternoon after school, facilitated the success 

of these activities and was a valuable support to my research. Reciprocally, I continued 

to participate in non-arts based activities in the classroom, such as leading an extension 

group in weekly literacy rotations. The focus on figurative language was incorporated 

into Arts Immersion activities, as an example of the ways in which I built upon whatever 

topics Chelsea chose from the curriculum. There were times when I wished we had more 

time to discuss options, feedback or preparation, but I tried to leave space for all the non-

research-based work that needed to be accomplished. While it was possible to create a 
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good deal of overlap through building rich tasks, there were additional demands on 

Chelsea from the school that were outside this scope. 

In Cycle 3 the relationship between the two Year 6 classes played a stronger role at the 

research site. As an Arts Immersion approach grew more firmly grounded in Chelsea’s 

class, it became obvious to Chelsea and me that the difference between the way the two 

Year 6 classes operated was widening. While the practice traditions in Chelsea’s class 

were broadening to accommodate changes, the practice traditions in the other Year 6 

class, already very different to Chelsea’s class, had not altered. This change shaped the 

relationships between the students and teachers of each class as some of their work was 

done with both classes together. Chelsea’s responses were pertinent as she had taught 

both Year 6 classes for various sessions during the previous twelve months as Year 5s 

and currently as Year 6s. In an interview regarding these differences between classes, she 

described the influence of an Arts Immersion approach on students’ learning identity. 

My class… are more readily eager… to try new things and take more risks, 

because we’ve had lots of different opportunities for aiming things at their 

level, or with their interests. Whereas, the other class, because their teacher is 

very set in sort of ‘old school’ ways, they’re not as good at taking risks, or if 

it’s put back on them to come up with something they really struggle with it. 

(Chelsea, 25 July 2016) 

These attitudinal changes in the students’ self-concept were enabled by Chelsea’s practice 

traditions and reflected in daily tasks. 

Organisation’s another thing. My kids are very… organised and know what 

they have to have out... whereas next door’s class… you have to basically 

spoon feed them what they need. (Chelsea, 25 July 2016) 

Chelsea also noted the capacity for extension work and differentiation within a task which 

was provided by Arts Immersion strategies, and how the presence or absence of this 

approach generated differences between the two Year 6 classes. It was her view that Arts 

Immersion strategies enabled effective differentiation while its absence constrained this 

aspect of a teaching and a learning practice. 

The other class… there’s no real extension, they do the work and that’s it. 

Whereas in here the kids… cos there’s no sort of boundary as to what they are 
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to do… they just keep going until they’ve gone as far as they can, which is 

what I want. (Chelsea, 25 July 2016) 

This difference was also noted by teachers who spent time in both classrooms and by the 

students themselves. Chelsea and I were aware of how this was affecting the students, 

and we acknowledged the role that each of us played in this development (25 July 2016): 

Chelsea: I know the class next door still have a lot of interest in what we do 

in here… 

Me:  Yes, some of them come to help… 

Chelsea: Yeah they’re very interested in what’s going on… or they’ll try to 

come and sit in here as a joke and they’d love to come in and I think 

have a look at how things are done in here. 

Me:  And I think there’s more difference now because it was already 

different… because you teach very differently… 

Chelsea Yeah, but then the Arts Immersion stuff has really opened it up… so 

that… the classes are very aware of how different they are, like how 

different things are run… even down to Science last term when we 

did the volcanos I had one of the kids from next door say to me, 

“Why don’t we do anything like that in Science?”. So theirs is very 

tech-driven, research-driven… writing, whereas we’re very 

expressive and… 

Me:  …multimodal… 

Chelsea: …so it suits all children’s learning styles. 

Me:  Yeah, that’s what we’re aiming for… because I think unconsciously 

the traditional way at school, it’s not what people set out to do, but 

they choose one way and that privileges certain kids. 

Chelsea explained the difficulty that some teachers have in changing their practice 

traditions. When different practice traditions operate within the same school, this can 

contribute to conflict when teachers are required to collaborate. The resulting 

inconsistency in teaching approaches can be confusing for students as they learn to adapt 

to teacher requirements. Within teacher-student relationships, teachers define legitimate 

education for their students. Chelsea highlighted the importance of teachers modelling 

aspirational changes for their students. 
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That’s where we’re heading as a system… with all our visible learning 

initiatives and things like that. But it’s taking a long time for teachers to 

reframe themselves… and to just give it a go, to be the risk-takers that we want 

our students to be. It’s taking them a long time to let go of what they’ve always 

done and do something new. (25 July 2016) 

We agreed that preparing the students to be arts-ready was crucial in the learning process. 

Me:  Yeah, a lot of its just experience and exposure isn’t it, as to what is 

expected in the class as normal practice? 

Chelsea: Yeah, and see I think that’s the difference between the two 

[classes]… these guys have had a lot more exposure to the different 

ways of teaching. (25 July 2016) 

The relationships between the students in Chelsea’s class, and between these students and 

Chelsea and me, played a key role in this research project. Both of us encouraged the 

students to take on the role of active rather than passive learners, taking responsibility for 

their learning and becoming less dependent on us. Chelsea often gave the class an 

opportunity to solve problems and organise something themselves, such as asking the 

class to rearrange the furniture in the classroom. We discussed our observations during 

this activity, and then Chelsea provided feedback to the students at the conclusion of the 

task. At the beginning of Cycle 3, which was also the beginning of Term 3, Chelsea told 

the class that there were three groups of attitudes during the desk moving task: 

1. Movers and shakers: who continually problem solve by trying new 

solutions, discussing alternatives and directing students to bring these 

changes about 

2. Cooperators: who are happy to follow instructions or ideas that others 

initiate 

3. Stand back and do nothing people: who are either too lazy to do 

anything and are happy to piggyback on somebody else’s effort and 

ideas, or who will only cooperate if their own ideas are followed. (11 

July 2016) 

Chelsea encouraged the class to think about which group they were in and to consider 

stepping up and having a go at being movers and shakers as they will need to be able to 

solve problems in their lives. She pointed out that there were some creative options 
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explored for positioning the desks and the class almost created a new arrangement, but 

then returned to the original four groups with which they started. This was a very useful 

exercise in developing group problem-solving, teamwork, bigger picture thinking, and 

taking responsibility. Chelsea’s feedback increased the students’ awareness of how 

relational dynamics played out in their classroom, and how this understanding could 

contribute to future change. 

5.15. Cycle 3 Summary 

Chelsea and I expanded the scope of the Arts Immersion activities to include Mathematics 

as well as incorporating new Arts Immersion strategies. Both teachers and students were 

refreshed after the end of semester holiday break, and the students developed their 

capacity as makers of the Arts. 

5.16. Cycle 4 

5.16.1. Planning 

Following Cycle 3, which revealed a cumulative improvement in ‘arts readiness’, my aim 

was to consolidate strategies we had already used as well as to introduce some new 

activities to extend and challenge the students. As the onsite component of the research 

project drew to a close, the pressure of having limited time available to try new Arts 

Immersion options intensified. However, Chelsea and I continued to work well together, 

using flexible planning to accommodate reductions in teaching time. Term 3 was a very 

busy term with Chelsea often absent from the class, which gave me greater responsibility 

in the classroom. Chelsea explained that as quite a few of the students help work in their 

parents’ shops and attend Saturday school in a language other than English, they become 

very tired towards the end of the term. Since most of fourth term was dedicated to 

preparation for the students’ graduation and moving to high school, the majority of the 

assessment took place in third term. Due to additional time constraints, Chelsea was not 

able to maintain her journal but created a collage to represent her response. 

It was difficult for Charlotte (the staff member who agreed at the end of 2015 to be a 

Critical Friend in the research project) to attend many classes due to timetabling structures 

and her own class commitments. Though Charlotte and I had chatted informally during 
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the first three cycles, we planned to invite her to observe classes in progress and to provide 

feedback during this cycle. As there were only a limited number of times when Charlotte 

could rearrange her classes or organise supervision, it was decided that her visit to 

Chelsea’s classroom should take place in Cycle 4, when the class was more arts-ready. 

While we did not have continuous and regular visits by our official Critical Friend to 

Chelsea’s classroom, there were the unexpected benefits of having other teachers in the 

classroom who often acted as Critical Friends throughout my time at the school. These 

teachers included the music teacher, the Spanish teacher, the EAL/D teacher, teacher 

officers/aides and specialist teachers who assisted students who had learning difficulties. 

These teachers continued to be very positive in their responses to an Arts Immersion 

approach and provided formal and informal feedback. Areas of focus in Cycle 4 included: 

performance; thinking activities; English; Science; History; Religion; and Mathematics 

(Table 5.5). 

Table 5.5 Cycle 4 Arts Immersion Activities: Allocations to Learning Areas 

Subject Activity 

Performance: Piano group Ukulele group 

High School Musical Medley (Gerrard & Nevil, 2005) performance (drama, dance and 
music) 

Showcase of our Arts Immersion work. 

Thinking 
activities: 

Portray an open-ended topic—drama—voice, body, gesture, mime, freeze 

Squiggle warmup activity—visual art—form a mental picture from this stimulus 

English: Punctuation: drama with visual art props—Punctuation People 

Chelonia Green, Champion of Turtles (Mattingley, 2008): drama—Research Ropes, 
scripting and recording voiceovers, Hot Seating, and Conscience Alley; media arts—
Claymation; visual arts—make the characters, sets and props for the Claymation; and 
collaborative media arts/music– write words for a song/poem to be recorded; music—
create music for Claymation; music/media arts—record and edit music for Claymation 

Science: Biological Sciences (micro-organisms—mould): drama—live presentation at a Mould 
Symposium 

History: Waves of migration to Australia: visual art– stimulus of picture book, The Arrival 
(Tan, 2015); drama—Boal Circle and Collage Drama (soundscape + words and 
phrases = vocal collage; news report; two letters; mime to music—happier or sadder 
choices; four freezes to tell a story; and four repeated stylised dance moves to tell a 
story; visual art strategy of creating a timeline of the waves of migration to Australia; 
and music—stimulus songs for discussion regarding migration 

Religion: Broad links between Religion and High School Musical Medley (Gerrard & Nevil, 
2005) 

Mathematics: Revising Tables: dance—Shake Your Maths Geometry: dance—combined human 
shapes Problem-solving: drama—Teacher in Role Music—patterns and sequences 

Collaboration between Maths, History and dance/drama/media arts to reflect a photo 
through a tableau (15 August 2016) 

 



179 

5.17. Acting 

5.17.1. Focus moments 

These short activities, including the rounds, It’s Dry (Bermingham, 2007), and Black 

Socks (White, 2007), continued to be used as they had been throughout the earlier cycles, 

to maintain focus and promote lateral thinking. I reused the strategy from Cycle 3 of 

interpreting a word through Drama, this time using the word red. The squiggle activity 

was extended by asking students to suggest shapes and their positioning before guessing 

what it might be. 

5.17.2. Planned activities omitted 

The Dance strategy of using groups of students to create geometric shapes in Mathematics 

was not used as Chelsea did not focus on this topic. Some unplanned activities were 

developed but then not able to be included due to time constraints. These included: using 

Dance Cards to reflect body positions; and using songs as a stimulus for discussion 

regarding migration to Australia. 

5.17.3. Unplanned activities 

To assist students with their spelling, an activity emerged which had not been included in 

the original planning for Cycle 4. This activity was based on the following songs from 

the book and accompanying CD, Sing 2009 (Thomson, 2009): 

 Grandma’s Grammar Rap: known song (Holmes A Court, 2009) 

 V—E—G—E—T—A—B—L—E—S: new song (Buchanan, 2009) 

 Back of a Crocodile: new song (Traditional, 2009a) 

 The Overlander: new song (Traditional, 2009c) 

Students worked in pairs to complete the three steps in this process: 

1. As students listened to a recording of the song they were asked to write down pairs 

of rhyming words. 

2. Students had to put these words into two groups: those in which the rhyming 

sound was spelled differently (for example, weight and late); and those in which 
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the rhyming sound was spelled the same in both words (for example, skate and 

late). 

3. Students were asked to add some of their own words to each list, for example, see 

Table 5.6: 

Table 5.6 Rhymes (5 September 2016) 

Rhymes spelled differently Rhymes spelled the same 

weight skate 

late late 

bait date 

 
In Mathematics, Chelsea and I could see the need for the class to work on understanding 

decimal places as their Mathletics scores in this area were low, so we introduced the 

unplanned Drama activity, Decimal People. This was a variation of Punctuation People 

where the students enacted number positions, and the teacher then directed other 

operations such as: “Multiply this number by 10”; and “Divide this number by 100”. 

The Media Arts stimulus of a set of A4 sized original archive photos of immigrants to 

Australia were used as an unplanned collaboration between Mathematics, History, and 

Dance/Drama. Archival photos of immigrants to Australia were placed in a timeline and 

used as the basis for group tableaux using the mathematical operation of reflection. 

Through the Tap and Talk Drama strategy, students “came to life” using voice, stance, 

posture, gesture and movement to convey the feelings and context of their chosen 

character through improvisation. They were encouraged to respond to the following 

stimulus questions: “Why are they there, what are they doing and what are they feeling?” 

Prompting questions included: 

 Who am I? 

 Where did I come from? 

 Why did I leave? 

 Why am I here? 

 Where am I going to? 
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 Do I know anyone in this new place? 

 Who have I left behind? 

 What happened just before this photo was taken? 

 What happened after this photo was taken? 

 How am I feeling? (6 September 2016) 

The class suggested words connected to the experiences of immigrants to Australia, and 

categorised them into four thematic groups: 

 Positive word association groups: freedom and home 

 Negative word association groups: risk and racism 

Student groups interpreted these concepts through dance movements and written personal 

reflections on coloured coded cardboard which were presented to the class. 

 Risk = red 

 Racism = green 

 Home = yellow 

 Freedom = blue 

Visual Art representations were also found to be valuable in other Learning Areas. In 

English, we had not planned to use Visual Art postcards to portray locations from the 

novel, but we found that we could scaffold the students’ written response by beginning 

with a Visual Arts task. 

5.17.4. Performance groups 

The piano group rehearsals continued during lunch breaks when students (Tom, Ian, and 

Elizabeth) and teachers were free from other commitments. The focus was on the duet 

chosen for the Showcase, Do-Re-Mi (Rogers & Hammerstein, 1959). As there was still 

solid interest in playing the ukuleles, twelve students chose to join the ukulele group to 

practice: When the Saints (Traditional, 2006); Swing Low (Traditional, 2013); I’m Gonna 

Sing (Traditional, 2014); This Train (Traditional, 2012a); and the Lava song (Murphy et 

al., 2015) from Cycle 2. Our preparation for the High School Musical Medley (Gerrard & 

Nevil, 2005) performance now focused on singing, Drama and Dance as the showcase 
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date drew closer. Liam continued to assist with singing and choreography based on Latin 

dancing, and some of the rehearsals took place in the final performance venue (the floor 

area and stage of the school hall). 

Showcase preparation began at the start of Cycle 4. 

[Students] were keen to volunteer for roles. The MC [Master of Ceremony] 

roles were given to: Zoe; Elizabeth; Tom; and Ian. (16 August 2016) 

The event took place on the final day of Cycle 4 (7 September 2016) in the school hall, 

and families, students and staff were invited. This event consisted of samples of Arts 

Immersion strategies that we had engaged in over the year, and included our High School 

Musical Medley (Gerrard & Nevil, 2005). The work was presented in three forms: live 

performances; live demonstrations; or filmed edited segments. All students were involved 

in this presentation and in the setting up and putting away of the required equipment. 

5.17.5. English 

This time, Punctuation People (enacted punctuation with props) was used as one approach 

in a rotation of several literacy activities, and students also wrote the word/words they 

were saying on a small whiteboard which they held. Other students holding the 

punctuation then stood in between those students who were holding the whiteboards. 

The following Arts Immersion strategies were applied when exploring the novel, 

Chelonia Green, Champion of Turtles (Mattingley, 2008), in greater depth. In the activity, 

Research Ropes, the class engaged in structural analysis of the novel, where each of four 

groups represented a section of the novel. Students positioned themselves holding 

interconnecting ropes to represent the structure of the novel, while presenting verbal 

summaries of their focus section. Their physical position in the room represented the mind 

map below (Figure 5.23). 
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Figure 5.23 Mind Map for Research Ropes (17 August 2016) 

 
To extend the Drama strategy, Hot Seating, instead of exploring human characters, the 

students were asked to take on the role of animals from the novel, such as a turtle, curlew, 

seagull, ray, fish, or dolphin. Students answered questions from the class from the 

perspective of the animal they had chosen to portray. Chelsea built on this knowledge by 

providing the class with the following statement to develop their inferential thinking: 

It is easy to save a threatened species. 

This was explored through the known Drama strategy, Conscience Alley, where students 

formed two rows representing the affirmative or negative position. They were asked to 

justify their argument by drawing on their knowledge of the novel and applying this 

knowledge to a wider context. To extend writing skills and to build on previous activities, 

I introduced poems and songs as “a slice of thought”, and asked the students to write a 

minimum of four lines of their choice—poem or song—from the perspective of an animal 

in the novel. This Arts Immersion activity flowed on from Hot Seating, and incorporated 

brainstorming words and phrases with connections to figurative speech. In this Media 

Arts and Drama strategy, the writing of these poems/songs was done by the students, 

while the recordings were done by myself and my son as there was not time for each 

student to record their own. Further non-Arts Immersion writing activities were 

undertaken in weekly Literacy focus groups (for the combined Year 6 classes), and 
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Chelsea asked me to keep leading a small group of students who needed extension work. 

I continued to use the song, Grandma’s Grammar Rap (Holmes A Court, 2009) to 

reinforce parts of speech and their function. 

To express knowledge of the novel through layers of meaning-making, I presented 

examples of Claymation to the students and explained the principles for creating this 

Media Arts genre. This form of Arts Immersion communication was applied to the novel 

in terms of planning, filming and editing. In the editing process, we intended to add two 

other layers: original music to reflect the mood; and recorded voiceovers to help tell the 

story. We discussed reasons for different types of shots, as well as shots from different 

angles in relation to the focus object. The class had already encountered this information 

having previously participated in the Parliamentary Play. 

We planned what we would need to make and source [based on]… the 

Research Ropes summaries… backdrops, objects, and characters. (22 August 

2016) 

Students worked on their assigned items…[those] who were particularly 

skilled in creating characters out of clay [plasticine] were given the task of 

making the characters: Xavier; Alistair; Ciara; and Ben. (23 August 2016) 

Filming: …assembled at the back of the classroom … on desks… camera and 

an iPhone… set up to take photos [Figure 5.24] …Tidy trays …set up 

containing sand, water, rocks, seaweed and marine life to represent the sea. 

Land scenes… set up putting sand on the horizontal surface of the desks… 

Students … rostered on in their groups to help with the filming, taking turns 

with moving the characters and objects. (24 August 2016) 

 
Figure 5.24 Selection of photos from the animation (24 August 2016) 

Due to time constraints, Chelsea and I agreed that I would edit the footage but explain to 

the class how this was done. I wrote a script which was a compilation of the ideas 
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expressed by the students in the Research Ropes and planning session. Zoe recorded the 

voiceovers in one of the library rooms, and the background music was given to a group 

of students to record in the hall. Ukuleles, xylophones and glockenspiels were used to 

improvise on a pentatonic scale to create the effects we wanted. The emphasis was on 

recreating a believable scene occurring in a real-life context. 

5.17.6. Science 

A real-life scenario was also applied to the Mould Symposium, which was a live enacted 

presentation combining Drama and research to explore the microorganism, mould. 

Chelsea introduced preparatory tasks by creating a letter which she read to the class. The 

students were asked to take on the role of scientists to address the issues found in the 

letter from Greg Grocer, who was having difficulties with mouldy bread in his shop. 

Chelsea led a class discussion and made a list of students’ suggestions and questions on 

the whiteboard using the letter as a stimulus for inquiry: 

 Where is the best place to put bread to stop it becoming mouldy? 

 What conditions does mould need to grow? 

 Test how mould grows on bread: 

o temperature 

o light 

o ingredients 

 How long does mould take to grow? 

 Does packaging impact? 

 What is mould? 

 Different types of mould 

 Come up with a name or your professor [something connected with 

mould]. (30 August 2016) 
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On the following day, students continued to research on their laptops and Chelsea led a 

class discussion. A summary of what the students had learned so far was written on the 

whiteboard as follows. 

Characteristics of mould: 

 Needs oxygen 

 Needs moisture 

 Needs heat 

 Needs natural foods [mould grows better on these than on processed 

foods] 

Mould is stopped by: 

 Salt 

 Cold 

 Dry 

 Plastic packaging (31 August 2016) 

I combined this summary in a Mould Dance using a recording of the song, Mouldy Old 

Dough (Fletcher & Woodward, 1972). This was not an activity we had planned, but an 

extension of our preparation for our Mould symposium. In subsequent lessons, students 

continued to research the topic of mould to see what information might help solve Greg 

Grocer’s problem with the mouldy bread in his shop. Students were asked to summarise 

relevant points and information. For the event, I purchased props and second-hand white 

shirts/lab coats from charity shops. The seating in the room was arranged in an open U-

shape to represent a symposium, and I was seated at a small desk out the front in my role 

as chairperson and facilitator. Students assumed the persona of a scientist and delivered 

their written reports verbally, as well as offering impromptu questions and answers, which 

I facilitated in my role as a scientist. Awards were given at the end of the session and all 

participants were required to maintain their role of scientists, each with their own 

perspective, throughout the activity. 
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5.17.7. History 

Personal experiences continued to be referenced in activities with a History emphasis. 

Chelsea asked groups of students to make a large timeline using Visual Art to represent 

the waves of migration to Australia since European settlement. This activity was 

undertaken on days when I was not at the research site. The following Arts Immersion 

activities referred to a personal perspective in the book, The Arrival (Tan, 2015). We used 

the Visual Art stimulus of hard copies of this picture book which featured moving to a 

new country. Each group perused a hard copy of the book, choosing one page as their 

focus. Students were to become “detectives” piecing together a story that had no words, 

noting which aspects of the pictures they felt described a literal narrative of what 

happened in the story, and which aspects functioned in a more symbolic role. I used a 

Boal Circle, formed from concentric circles, to represent two groups: performers (inner 

circle using individual freezes to interpret negative aspects of immigration); and a 

walking audience (outer circle). Instrumental music was played to set the atmosphere and 

encourage student focus. The music changed and the groups then swapped roles, 

repeating the activity from a positive perspective. In the collage drama, groups selected 

one of the following dramatic conventions to interpret their chosen page and perform it 

for the class. 

 Soundscape + words and phrases = vocal collage 

 News report 

 Two letters from two characters to each other 

 Mime to music (positive or negative experiences) 

 Four tableaux to tell the story 

 Four repeated stylised dance moves to tell the story. 

5.17.8. Religion 

I made the broad links with the themes inherent in the Religion curriculum more apparent 

by conducting activities to link this knowledge with our music theatre medley. Towards 

the end of this cycle students were asked to complete a “Y” diagram to show their 

understanding of the connections between these themes through three focus questions: 

 What did I learn through my experience with rehearsing and performing 

our version of the High School Musical Medley? 
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 How does this connect to my faith? 

 What would this look like in my life? 

5.17.9. Mathematics 

I reused the Drama strategy of Teacher in Role to teach mathematical problem-solving in 

a real-life context, this time taking the role of Mrs Chapmore the cook and working with 

decimals, percentages, grams, kilograms, mililitres and litres. Chelsea gave me a list of 

mathematics topics in which students required additional support. I then developed ways 

of incorporating these topics into a Teacher in Role activity using a farmer character. 

These applications are demonstrated in Table 5.7 below. 

Table 5.7 Mathematics Through Teacher in Role—Farmer (6 September 2016) 

Mathematics topic needing 
improvement 

Application to farmer scenario 

Positive and negative numbers Weather—maximum and minimum temperatures 

Grams and kilograms Weight of pumpkins 

Time taken—what time will it be? Schedule of time taken to do farming tasks and to take 
produce to the local show 

Volume—litre conversions Volume of milk gained from each cow (Big Bessy, 
Looloobell, Miss Twinkle, Mrs Munch, Little Plop and 
Maisey Daisy) 

 
I set up a model of my farm, moving in and out of role as the farmer. The background to 

each mathematics question was provided in role and I moved out of role to help the class 

work on the mathematics operations required to answer the questions, referring to the 

farm model throughout the process. We continued the Dance activity, Shake Your Maths 

using multiples of three, four and five. The M and M sheet, a collaboration between Music 

and Mathematics, was extended in Cycle 4 to include more difficult patterns. I followed 

Chelsea’s suggestion to ask the students to write the rule for the pattern next to the 

question they were doing. 

5.18. Observing 

5.18.1. Focus moments 

The class continued to be very confident and comfortable singing rounds and other songs 

at various times of the day. Having portrayed the topic of “green” before, the students 
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were generally more confident in their presentations relating to “red”, and quicker in 

developing a wider range of ideas. 

5.18.2. Performance groups 

The connection between themes in the High School Musical Medley (Gerrard & Nevil, 

2005) and the religion curriculum were reinforced through discussion, director’s 

comments and feedback on the rehearsals. Although the students were familiar with the 

“Y” diagram, as time was limited, these pieces of work were not as comprehensive as 

they might have been. Our preparation for this performance now often had a combined 

Drama/Music/Dance focus, since the most challenging aspect for the students was 

developing the required stamina to sustain the appropriate energy levels in each area. My 

journal entries showed the progress students had made in their musical theatre 

performance, the piano group and the ukulele group. 

Most students’ singing was very weak, lacking in confidence and energy, so 

Liam [the class music teacher] and I showed the contrast in performing with 

strength and without strength through demonstration. (15 August 2016) 

This was a good session with Liam and myself leading the rehearsal. As the 

drama has been progressing well, we gave that a rest for today and concentrated 

on the singing and dancing aspects of the production. When reminded, the 

students sing well and are very capable of singing tunefully and expressively. 

(22 August 2016) 

The students in [the piano] group are improving in competence and confidence, 

scheduling additional rehearsals at times when I am not at school. Tom is able 

to play Do-Re-Mi from memory. (17 August 2016) 

The [ukulele] group is very keen to practise, and asked if they could have 

rehearsals during lunch breaks as well. Although the students are keen to 

continue to play the ukuleles as a full class activity, the lack of time and 

instruments available prevented this. … Students who have access to ukuleles 

outside of school were given a chord chart of the song to take home and learn 

if they wished. (24 August 2016) 

The major performance focus in Cycle 4 was our Showcase which progressively became 

more streamlined with students taking responsibilities within the program. The class 

became very competent with knowing what to do, where to be, and what equipment was 

needed. On the day of the showcase, students were very keen to help set up in the hall, 
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remembered to bring their costumes, and were very excited about showing the audience 

what they had achieved this year. 

Chelsea and I were very happy with the way the students performed, 

demonstrating competence and confidence. Our four MCs … did an excellent 

job and several students were able to overcome their nervousness and surprise 

themselves with the standard that they achieved… This was also an 

opportunity to catch up with the parents/carers who attended. Several of these 

people expressed their appreciation for the work we had done with the students 

this year. Elizabeth’s mother expressed much gratitude for the work we had 

done and said that Elizabeth had thoroughly enjoyed her year. (7 September 

2016) 

While I was delighted with the students’ work, I was disappointed by the lack of support 

from other areas in the school. 

A small number of classes came to watch. One Year 4 class were left there 

without their teacher who left to get a cup of coffee. The other Year 6 class 

attended but their teacher didn’t watch the performance and spent the time 

doing other work, presumably marking and preparation… [before the finale] 

the other Year 6 class left, leaving us with rather a small audience. 

Unfortunately, there was only a very lukewarm clap at the end, which drew 

frustrated comments from Chelsea and Leah [teacher aide]. (7 September 

2016) 

The Deputy Principal, who attended the showcase for a longer period of time, was very 

supportive in her comments and impressed by the students’ work. Liam (music teacher) 

was very helpful with setting up the sound and keyboards, as well as performing the 

keyboard duet with the piano group. After lunch, Chelsea and I told the students how 

pleased we were with them, as this was a considerable achievement and they have come 

so far in development their skills, confidence and understanding. This was particularly 

important as the students didn’t feel they had done well. This seemed to be due to: the 

small audience size; having a class leave before the end of the program; seeing teachers 

walking in and out during the program; and noticing that the other Year 6 teacher wasn’t 

often watching them. After our debrief and discussion, the students felt much more 

positive about their accomplishments. 
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5.18.3. English 

The students were more settled using Punctuation People and less distracted by other 

groups. Writing each word on a small whiteboard which was held by individual students 

appeared to make the process easier. When using songs to assist spelling, students focused 

well and listened intently for the rhymes, working effectively in pairs and keeping up with 

the pace of the music. As students recognised a rhyming pair of words they would say the 

word aloud as they wrote them down. Each pair produced a list of rhyming words and 

most students were able to aurally identify these, distinguishing between those whose 

rhymes were spelled the same and those whose rhymes were spelled differently. The 

students continued to improve in their writing tasks and memorised parts of Grandma’s 

Grammar Rap (Holmes A Court, 2009) which they enjoyed singing. I challenged the 

extension writing group to provide more imaginative and creative applications of their 

knowledge. 

When exploring the novel, Chelonia Green, Champion of Turtles (Mattingley, 2008), the 

students engaged in groups of Arts Immersion strategies. Most students found the Drama 

strategy of enacting the structure of the novel, Research Ropes, quite difficult. 

Questioning students as they formed the research ropes for the rest of the class 

to observe seemed to be a more effective way of teaching this concept. In doing 

so I was able to ask strategic questions to help the students summarise, 

categorise and select information. (17 August 2016) 

In the Hot Seating activity, the students were becoming more successful in asking open-

ended questions, though they tended to find taking on the character of an animal from the 

novel more challenging. This strategy provided the students with a starting point for 

writing words to a poem or song. Chelsea explained that to the majority of them, this form 

of writing was an entirely new experience. 

Most students struggled at first with this task but gradually began to use more 

imaginative approaches. Some students, like Susan and Ben, were 

uncomfortable with the freedom being offered to express themselves in this 

form and were more concerned with ‘getting it right’ than exploring new ideas. 

However, Zoe revelled in the task, creating an extensive piece of writing which 

reflected a great deal of perception and empathy in viewing the story from an 

animal’s perspective. (30 August 2016) 
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Chelsea and I were surprised that all the students wrote something and many showed 

evidence of figurative writing and an understanding of rhyme. When the recordings 

(voiced and edited by myself and my son) were played to the students, they were very 

enthusiastic and proud of their writing efforts. The examples (Figure 5.25, Figure 5.26) 

below show the range of levels of writing in the class. 
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Figure 5.25 Range of levels of writing in class (Donald, Evelyn, Heidi, Ian: 30 August 2016) 
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Figure 5.26 Range of levels of writing in class (Zoe: 30 August 2016) 

 
When engaged in constructing the Visual Art Postcards (Figure 5.27, Figure 5.28), the 

students relaxed while drawing the scenes, and this provided a ‘way in’ for the writing 

aspect of the task. This strategy held four functions: soothing the students’ writing stress; 

fostering creativity; making connections between visual representations and written 

expression; and providing a stimulus for further thought. Visualising the scene first and 

then drawing it enabled the writing to flow more naturally, as demonstrated in the 

following examples of student work. 
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Figure 5.27 Examples of student work: postcards Elizabeth & Kieran (17 August 2016) 
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Figure 5.28 Examples of student work: postcards Taryn & Tom (17 August 2016) 

 
All students engaged in the familiar Drama strategy, Conscience Alley, and provided 

some good justifications for their reasoning regarding their positions on the statement: “It 

is easy to save a threatened species”. Some students had to be reminded that the wording 

of the statement referred to “species” and not “turtles”. Students focused well in this 

activity and followed teacher direction where appropriate. They seemed comfortable with 

this activity, and made reference to relevant points in the novel as well as transferring this 

knowledge and adapting it to other contexts. This was an example of Chelsea using an 

Arts Immersion activity to lead to an assessment piece. After talking about their opinion 

in Conscience Alley, the students wrote down their ideas. They responded to the 

statement: It is easy to protect endangered species. I have kept the students’ original 

spelling and format. 

Zoe passionately disagreed with the statement (29 August 2016) 
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Absolutely not. I disagree. First of all, there are many environmental hazards, 

such a deforestation and pollution. Why are those hazards there? HUMANS. 

And unfortunately, many humans DO NOT CARE about what they do to the 

earth… Secondly, there are diseases that affect many animals… And finally, 

THE PROGRESS. IT is extremely long and difficult. We have to find… the 

endangered animals… humans will illegally poach them… they would be close 

to EXTINCTION! 

Heidi calmly agreed with the statement (29 August 2016) 

I agree… there are bins everywhere so we can put our rubbish in the bin. SO 

animals don’t see them and think they are food. Second of all, if everyone 

doesn’t harm them or kill them they wouldn’t be hurt. There are also people 

out there like organisation groups that can look after them. Also if we don’t 

ruin their habitats, there will be places fr them to stay in and keep safe. 

Ben could see both sides of the argument (29 August 2016) 

Yes and also No. Yes is because there are lots and lots of people out there that 

are really good at taking care… No, because in our big, big world, there are 

too much… for us to help… and many more causes… 

Chloe wrestled with her view and showed how it changed (29 August 2016) 

I agree because some people from the No’s said it costs a lot of money. I 

personally think the No people are going crazy. Can money get the exdient 

[sic] species back I don’t think so!! Those lovely species that are about to 

disappear in the world… I was thinking neither but ‘Yes’ because there are a 

lot of good people in the world… so my yes is stronger than my ‘no’. 

Taryn, normally a very quiet student who lacks confidence in writing, clearly thought out 

the aspects that contributed to the viewpoint she chose in Conscience Alley. This strategy 

enhanced her writing skills. (29 August 2016) 

I disagree because, you’re not always going to be with them. Some people 

don’t care. It will waist [sic] a lot of time because the rubbish just keeps on 

getting into the ocean. It will cost a lot of money, when there is more important 

to spend the money such as porr [sic] people. There is a lot of poaching too 

when we’re not looking. 

Having seen an example of a Claymation project produced by other Year 6 students, the 

class was keen to create a Claymation film themselves. The Research Ropes activity had 
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provided the students with a clearer picture of the overall structure of the novel, so they 

discussed where the story was headed and which characters, animals and scenery pieces 

were involved. The students who were responsible for making the characters—Xavier, 

Alistair, Ciara and Ben—enjoyed a higher status in the class due to their expertise in this 

area. My journal entries showed students’ responses to each stage of this large-scale 

process of planning, making and filming. 

The students were excited about this project and keen to offer ideas about what 

would be required for the project and were engaged in the class discussion. 

Many students contributed with creative ideas and practical solutions as to how 

to represent the story with the materials they had. (22 August 2016) 

Chelsea was required elsewhere during the making stage so this part of the process was 

difficult as not all students were independent workers. 

The making of the items for the Claymation project was a rather frenetic 

process. I had expected to have the assistance of the supply teacher who was 

taking the class that day, but she was marking assessments for the other Year 

6 teacher, which left the entire making project to me to supervise. (23 August 

2016) 

The filming of the Claymation was a very busy time as we needed to complete the task 

by the end of the school day. Due to this time constraint, the story had to be shortened, 

which contributed to some stress during the filming. Additionally, problems arose which 

had to be solved immediately if the filming was to continue. Sometimes these situations 

created a good deal of humour and the laughter helped to diffuse the tension. Students 

were constantly asking me a stream of questions, so rather than answer all the questions 

I replied by saying, “I don’t know, you’ll have to problem solve”. Students were required 

to find answers to questions which included: 

 How can we keep the characters standing up? 

 How can we mend the damage on this character? 

 Is it possible for this character to kneel, bend or sit without breaking? 

 How can we remove the reflection from the fluorescent lights on the 

water? 

 How can we make this scene look as though it happens at night? 
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 We are running out of time so where should we finish our story so it 

still has a strong ending? 

 Where should we put the house so that a character can walk from the 

house to the beach? 

 How will we show all the small turtles hatching? 

 How will the helicopter land if it has to fly through the air first? (24 

August 2016) 

Each group that was rostered on to the filming was able to provide effective responses to 

creative problem-solving so the filming could continue. Students were able to help move 

characters and other items, fix problems, change scenes, and make sure continuity was 

preserved between shots. Most students focused well and were keen to be involved, 

offering to work through the lunch breaks to complete the project by the end of the day. 

To meet our deadline, we decided to shorten the scope of the story by finishing at the 

campfire scene, thereby implying: “I wonder if the turtles were saved?” 

The post filming processes of recording the voiceovers and the music were both 

competently done by selected students. Zoe recorded all the voiceovers in one take. 

[Zoe’s] voice is clear and expressive, communicating an excellent 

understanding of the message and mood of each scene. She demonstrates a 

high degree of skill and a mature attitude to learning, as well as being able to 

work very productively in a group or independently. (29 August 2016) 

The group of students who were chosen to play the instruments were very 

excited about doing so and followed directions well. They were happy to 

experiment with different styles of playing until we found the one that we 

thought would be most appropriate for our project. (29 August 2016) 

The class was very engaged as I explained how the editing process had worked and why 

it was constructed from different layers of material. They were thrilled to watch the final 

edit of the film and made positive comments and exclamations throughout the viewing. 

There was some amazement that the techniques we had used were so effective, and 

although the original idea had been shortened, the students were proud of the final 

product. All students participated in this project. 
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5.18.4. Science 

There was a high level of participation from the class in the Mould Dance as well as a 

good level of energy in the room. The students enjoyed this activity and laughed as they 

danced to music and recalled the factors that enhanced and inhibited mould. The 

preparation and presentation for the Mould Symposium far exceeded our expectations. 

The students engaged well with the discussion and readily contributed suggestions or 

asked questions which addressed the issues in Greg Grocer’s letter. They enjoyed the idea 

of being a professor with a name sourced from their research. Each student found some 

information on mould which they summarised, and presented at the Mould Symposium. 

The students enjoyed choosing props and writing their professor name tags to add to their 

costumes. 

I welcomed all the ‘professors’ to the symposium and Zoe read out the letter 

from Greg Grocer so we could discuss possible solutions. Each student 

presented their information on mould in the form of a report, and some students 

asked questions (Zoe) or offered responses (Zinta). Others (including Zoe, 

Elizabeth, Ian and Xavier) used entertaining voices to effectively enact their 

role as a professor. Kieran demonstrated an excellently acted response to some 

of the issues that arose. (5 September 2016) 

It was particularly rewarding to see Zinta hypothesising in her explanation to a question 

as her own learning practice tradition of not offering answers has had a constraining 

influence on her personal confidence. As host professor, I encouraged the students to 

respond verbally to everything that was said by using the German word for “yes” (“ja”) 

and by waving their ‘clappy’ sticks. Students referred to their own research and the 

research of others in asking questions and responding to questions. Chelsea and I 

consulted each other and gave the following awards: 

1. Very interesting facts 

2. Excellent explanations 

3. Excellent advice 

4. Excellent questions 
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This activity took most of the two-hour middle session as students were very enthusiastic 

and focused. As chairperson, I kept the pace moving and Chelsea was busy filming to 

keep a record of the event which could be used for her assessment. 

5.18.5. History 

I was only present for the research stage when the students were creating a visual timeline 

of the waves of migration to Australia by working on their laptops to source relevant 

information (including photos, drawings, paintings and other visual art representations). 

The students appeared focused on this task and discussed the form their section of the 

timeline would take. 

The following activities were based on the book, The Arrival (Tan, 2015). When perusing 

this picture book there was a good deal of relevant discussion in each group and students 

seemed to find the pictures very interesting. They talked and shared ideas and possible 

explanations as they pointed to the pictures in the book. The following reflective 

comments by students showed inferential thinking through using the Visual Art to 

communicate. 

You had to use your inside space and mind. (Elizabeth, 17 August 2016) 

Orange… means they were happy, and black and white means that it was hard. 

(Susan, 17 August 2016) 

(Pointing to a dragon-like figure) That’s the shadows of darkness. (Xavier, 17 

August 2016) 

Having participated in a Boal Circle, a Drama strategy used in the Reconnaissance Stage, 

the class was familiar with the process and followed directions very efficiently. 

Almost all students created a perceptive freeze and were able to hold that freeze 

while the class walked around the outside of the circle and viewed their work. 

The students accurately reflected the mood of the music and the overall 

impression was a very effective interpretation of the theme—the negative and 

then positive aspects of being a refugee. While each student expressed their 

own experience through a freeze, the collection of freezes formed a cohesive 

whole that was quite striking in its impact. (17 August 2016) 

My journal entries showed the students’ responses to each part of the Collage Drama. 
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Soundscape + words and phrases = vocal collage 

Tom:  We’re running out of time 

Xavier:  Sound FX clock ticking standing behind Tom  

Elizabeth:  We’ll take some memories 

Percy:  Sound FX wooshing sounds 

Zinta:  Sound FX clapping hand on thigh 

Ben:  I’ll miss you 

Students were familiar with this activity and effectively expressed their 

response. 

News report 

The group included some helpful aspects of the story but did not quite grasp 

the genre of a news report. It was not imaginatively delivered, and the class 

were less engaged as an audience. 

Two letters 

(not attempted) 

Mime to music (happier or sadder choices) 

The students were focused … followed Susan’s leadership and cooperated. 

Four freezes to tell a story 

The group was focused and completed the activity successfully but needed 

prompting in the question time after the performance to draw out further details 

of the story. 

Four repeated stylised dance moves to tell a story 

First word war: hands held straight out and pointing 

Second word pollution: holding nose with other hand waving away smells 

Third word fear: hands pushing away from body 

Fourth word sadness: hands over face and heads bowed. (17 August 2016) 
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Although there was some self-consciousness in the students’ responses, it was clear that 

they had thought more deeply about the issues involved. Group work conversations 

featured proactive and open-ended questioning, and problem-solving statements in which 

students applied their knowledge. The visiting teachers in the room indicated that they 

were impressed with the thoughtfulness of the students’ responses, the quality of the 

group discussions, and the inclusiveness of the pedagogy. For the full transcript of student 

feedback regarding this activity see Appendix C, p. 441. 

When reflecting an archival photo of immigrants to Australia, most groups were able to 

create their freeze and understand the thinking behind this task. As we referred to the 

known mathematical operation of reflection, there appeared to be two particular 

challenges: firstly, noting the details of each character’s position; and secondly, 

imagining the context of the photo. Some students gave minimal information, but that 

still represented an improvement in their capacity to comprehend and comment on a 

situation. Other students provided more thoughtful and insightful comments and the 

visiting teachers were surprised to see that the strongest of these came from Susan who 

did not usually offer imaginative responses or presentations that drew on feelings and 

emotions. 

Before I came on this boat there was a big bomb BOOM BOOM BOOM!!! 

And I freaked out so I ran on the boat. (Susan, 6 September 2016) 

When Susan offered this response, the whole class, including the teachers were amazed 

at the impact of her work and there was spontaneous applause. Charlotte (Critical Friend) 

was actually teary as she was genuinely moved by the depth of understanding revealed 

and the outstanding quality of Susan’s work. 

To prepare for the writing and dance collaboration, the students made helpful word 

suggestions in association with the concept of migration to Australia. More teacher-led 

discussion was required to place these words into the four categories chosen: freedom; 

home; risk; and racism. Each group was able to quickly create four dance movements to 

portray their allocated word, and the class was focused and engaged during their 

preparation and performance. 

I noticed that students’ dance movements were generally more effectively 

expressed when they were accompanied by the music in performance than 
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when they were rehearsed without the music during the planning stage. (6 

September 2016) 

Every student wrote their own interpretation of the word on the back of the cardboard 

(Figure 5.29) and read it to the class. The teacher aide helped students who struggled with 

writing so that they could complete their work. 

 
Figure 5.29 Postcard about Home—Zoe (6 September 2016) 

A PowerPoint [Figure 5.30] was constructed to feature these cards and this was shown at 

the Showcase (7 September 2016). 

 
Figure 5.30 PowerPoint about Home—Elizabeth (6 September 2016) 

 

5.18.6. Mathematics 

The class seemed to find the Dance activity, Shake Your Maths, tricky when we extended 

the strategy to using multiples of three or four (five they found less difficult). Some 
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students relied on others to say the numbers and had to be reminded to make their own 

calculations. By the final four numbers, this became an aural memory task which was 

very fast and energetic. It was quite mentally and physically tiring, so at the end of the 

task, the students were happy to sit down and less inclined to fidget. When enacting 

number positions in the Drama activity, Decimal People, the students were keen to 

volunteer and enjoyed standing and holding the small whiteboards. They engaged in the 

game, quickly following directions, and were able to successfully answer the questions 

successfully. After my initial explanations regarding the M and M Sheet Two, the students 

worked quietly and independently, contributing to a restful atmosphere in the room. 

While the students have become more comfortable with finding patterns in Music and 

Mathematics, their results in this task were lower than those in the first M and M Sheet, 

due to the more difficult nature of the questions. 

The class enjoyed both occasions where the Drama strategy of Teacher in Role was used 

to explain mathematical problem-solving, although the second occasion was much more 

successful than the first. While the character of Mrs Chapmore the cook was engaging, 

the Mathematics questions were too difficult. Students found the Australian farmer 

entertaining and were interested in the model of the farm which became the focus point. 

They answered questions readily and seemed to understand the concepts involved, 

laughing at the funny names of the cows and having no difficulty determining when I was 

in and out of role. 

5.19. Reflecting 

5.19.1. ‘Sayings’ 

During Cycle 4, I set up times for the Critical Friends to observe Arts Immersion strategies 

in progress and to engage in formal interviews to gauge their feedback. The ‘sayings’ that 

follow will, therefore, include these additional teacher perspectives, as well as student 

reflections on their learning. 

5.19.1.1. Perspectives of teachers in the classroom: Chelsea and myself 

Both Chelsea and I could see many benefits for students which came out of their 

experience of Arts Immersion activities. We noticed further improvements in the students’ 
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imagination and their ability to think deeply, widely and quickly during the squiggle 

activity and when portraying red, through the language of drama. They continued to 

become less risk-averse by making suggestions, sharing their ideas and improvising 

music to accompany the Claymation. 

Squiggles encourages students to take risks and experiment with ideas without 

worrying about being “wrong” or being judged. (15 August 2016) 

As students’ ‘arts readiness’ improves, they have shown an increased capacity 

to use their imagination and to explore their own ideas and responses. For 

example, when depicting “red”, Elizabeth ran to and fro to portray blood 

running through our veins. (17 August 2016) 

[When writing words to a poem/song]… overcoming the hurdle of wanting to 

be given the “correct” answer to learn, rather than exploring the possibilities 

inherent in their own unique deeper understandings. (30 August 2016) 

The opportunity for students to experiment with improvising music to 

accompany the Claymation project encouraged them to take a risk and to come 

up with their own interpretation. (29 August 2016) 

During the filming of the Claymation, the students demonstrated their creative problem-

solving under pressure. 

Students had to problem solve quickly and continually throughout the process 

as problems arose… constantly answering questions which required solutions 

to successfully complete the project, formulating hypotheses and 

experimenting with various suggestions… required continued focus and big 

picture thinking skills to consider all the aspects involved in making a 

decision… students built on their peers’ ideas, ultimately synthesising the 

information and selecting the most appropriate solution. (24 August 2016) 

Their opinions were thoughtfully expressed during the Conscience Alley consideration 

of species preservation which drew on understandings from the novel. 

Deeper levels of cognition were demonstrated through their ability to select 

relevant information from the novel, and to transfer that knowledge, with 

appropriate adaptations, to a wider context [i.e., from saving turtles to saving 

a species]. (29 August 2016) 
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They continued to grow more comfortable with sharing their own ideas in the creation of 

the Collage Drama segments and by writing the words to a poem or song. 

While there is still some self-consciousness in some students, they are now 

more accepting of other ways of expressing their knowing. They are learning 

to ask deeper questions and to make inferences. (17 August 2016) 

This form of literacy became a potential vehicle for developing students’ 

creativity and imagination while reinforcing the technical aspects of figurative 

speech and spelling. As well as being a reflection of culture, this type of writing 

requires selecting the most effective words for a limited space, so it is a more 

distilled type of expression. (30 August 2016) 

Arts Immersion strategies, such as Hot Seating, helped the students to develop ideas which 

could be used in writing tasks that linked to Chelsea’s literacy groups, although in 

retrospect, I could have used it more effectively. 

It would have been better to use three students at a time in the Hot Seat as then 

students can feel more supported by the physical proximity of their peers, and 

one student doesn’t hold all the power of shaping a character’s perspective. (30 

August 2016) 

Punctuation People provided visual and aural reinforcement for writing concepts. 

By having students write the word on small whiteboards which they held as 

well as saying the word, they could make a connection between the spoken 

word and the written word. (7 September 2016) 

The students have grown accustomed to using a variety of learning strategies that access 

Arts languages. The physical representation of enacted concepts, seen in Research Ropes, 

Punctuation People, Decimal People, and Conscience Alley gave the students 

opportunities to move from their sitting position at desks. 

Higher cognition… summarise, categorise and select information…[Research 

Ropes] helped students to analyse the structure of a work and to be able to 

communicate the important points concisely … class needs more practice with 

this. (17 August 2016) 

[After engaging with Decimal People] It was interesting to note that over half 

the class answered the question on decimal numbers in the M and M Sheet 2 

with 100% accuracy. (31 August 2016) 
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The physical activity in the Mould Dance, Migration Dance and Shake Your Maths 

energised the students and they enjoyed this type of kinesthetic learning. 

Mould dance: 

Having students move increased their concentration and motivation for the task 

which contributed to a higher energy level in the room. (31 August 2016). 

Migration dances: 

The kinesthetic aspect of the task helped the students to develop a degree of 

empathy with the migrants which they could tap into when they participated in 

their written task. (6 September 2016) 

Shake Your Maths: 

Students seem to respond positively to the opportunity to move which has the 

potential to stimulate thinking. The energy level in the room is raised and focus 

can be enhanced. (17 August 2016) 

By varying the learning pathways, Arts Immersion strategies continued to access a variety 

of intelligences and senses. This was reflected in the tactile experience of making the 

props and characters for the Claymation which developed fine motor skills and visual 

literacy. 

By noting the function and significance of each item and their 

interrelationships within the story, students learned to improve their visual 

literacy. The experience of using their imagination to create a physical object 

from a reading stimulus enhanced deeper cognition by transferring knowledge 

and expression across different modes. (23 August 2016) 

A wider pathway for learning offered more students the chance to succeed as a broader 

range of skills and abilities was sought and valued. Through an Arts Immersion approach, 

equity in the classroom continued to be fostered. Arts languages—such as those used in 

the picture book, The Arrival (Tan, 2015), the Collage Drama (see responses by Critical 

Friends), the Mould Dance, Migration Dances, the Boal Circle, and using music to 

improve spelling—created sharper interest and provided other ways of knowing for the 

students. All these experiences continued to build the students’ ‘arts readiness’. 

[The Arrival] was very valuable in communicating to students that language is 

more than words. This picture book introduced the idea that there are different 
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types of languages and that a story can be told without using any words. By 

using a different language of communication [illustrations—Visual Art], 

students who would be more inclined to observe discussion, or disengage with 

that activity, were able to contribute or even lead the discussion in their group 

as they “read” the picture book. (17 August 2016) 

The students’ efficiency in creating their [Migration Dance] moves suggested 

that they were becoming more arts-ready… students had to capture the heart 

of the meaning rather than just telling a story. This required skills in 

summarising and analysing as well as being able to apply the word to a 

situation… tried to identify with the experiences of [refugees]. (6 September 

2016) 

Spelling Through Song: 

Enjoyment of the music encouraged their engagement … constant pace of the 

music held their concentration and focus… connections between aural 

language and written language, demonstrating the concept that words that 

sound the same may be written the same or differently. Students appeared to 

find this approach more interesting than when a similar task was done from a 

textbook such as Sound Waves which treated this concept as a purely written 

activity. (5 September 2016) 

In [the Boal Circle], students were able to demonstrate their “arts readiness” 

by understanding exactly what they had to do and being comfortable engaging 

in the task. (17 August 2016) 

The rich tasks based on collaborations between the Arts and other Learning Areas—such 

as reflecting an archival photo of immigrants through a freeze—explored natural 

connections and provided a more cohesive view of knowledge placed in context. 

Students were required to hypothesise about the possible connections and 

relationships between the group of immigrants in the photo. This activity 

required students to synthesise their knowledge and select which aspects would 

be most relevant to these characters. The class needed to consider the personal 

and political circumstances of each context and the interactions between the 

characters and their context. Students needed to explore and investigate the 

possible motivations and feelings of each character, as well as a possible 

sequence of events. (6 September 2016) 
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Solving problems from real-life contexts—in the Mould Symposium and during the 

Teacher in Role strategy during Mathematics—presented more authentic tasks for the 

students, and provided reasons for wanting to discover the answer to the problem. 

Chelsea’s letter from Greg Grocer was an excellent stimulus for learning as it 

anchored the knowledge in a real-life context and required creative problem-

solving rather than remembering a list of facts. By commencing this activity 

with class discussion, students took on the responsibility of directing the 

investigation by deciding on the questions they needed to ask in order to find 

the necessary information to solve the problem. (30 August 2016) 

Teacher in Role [The Farmer] was the most successful format… due to: 

moving between “in role” [to explain the context] and “out of role” [to 

complete the Maths operation]; having a physical model of the farm; having 

questions set an appropriate level; and not being too long. (6 September 2016) 

Activities such as Research Ropes, Shake Your Maths and the Mould Dance, also assisted 

students in being able to recall information. 

When students were asked about the information summary the following week 

they had remembered the points on which the [Mould] dance was based. (5 

September 2016) 

Some Arts Immersion activities required quite a complex skill set, for instance, the 

Research Ropes incorporated skimming reading, analysing and synthesising information. 

The Boal circle and the Collage Drama, (with reference to The Arrival), required students 

to take on the perspective of a refugee through inferred knowledge. 

[Boal circle] By taking on the stance, posture, position, gesture and expression 

of a refugee experience frozen in time, students were able to engage in a clearer 

understanding of a refugee’s viewpoint and experience. (17 August 2016) 

Arts Immersion experiences also had a positive influence on classroom dynamics. 

Leadership continued to be more fluid as students acknowledged the various skills of their 

peers and different students were sought after for their expertise, as was the case when 

making the characters for the Claymation, or in performing ensembles like the ukulele 

group. 

The small [ukulele] group that emerged consisted of students who were not 

always the high achievers or leaders in the class. These students gained a higher 
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status based on their performance skill and demonstrated their ability to 

combine several intelligences in this process, including: musical intelligence 

[playing the song]; spatial intelligence [following chord charts]; and 

logical/mathematical [recognising the relationships between chord patterns 

and sound]. (5 September 2016) 

Through large-scale Arts Immersion projects like the Claymation and the High School 

Musical Medley (Gerrard & Nevil, 2005), the students were developing patience, stamina 

and focus. It was clear that they had learned how to work well as a team during problem-

solving as well as when creating ideas and presentations. Students’ confidence, 

competence and self-esteem continued to rise and shape an increasingly positive learning 

identity, which was also evidenced by the Mould Symposium. 

The skills they learn in self-direction in the High School Musical Medley will 

be valuable to transfer to other contexts. (22 August 2016) 

The students were surprised how long the [Claymation] filming process took. 

(24 August 2016) 

Students had to cooperate well together for [the Claymation] to work and had 

to be ready to take on whatever task was required. (24 August 2016) 

By identifying each student as a “professor” who had the responsibility to 

present relevant knowledge at the Mould Symposium, each student became 

accountable for their upcoming presentation. (30 August 2016) 

By playing the role of scientists, students became one of the stakeholders in 

the situation and this also defined their learning identity, giving them higher 

status as the “expert” problem solvers. (5 September 2016) 

It was equally important to extend gifted students as to support those who were struggling, 

and Arts Immersion strategies catered for differentiation within each task. 

Zoe is a very competent role model for the other students and is respected by 

her peers for her skills. (29 August 2016) 

[She] is readily able to access her creative imagination and is willing to take 

risks to try something new and extend her skills and understanding. (30 August 

2016) 

The final Showcase was a key event in the onsite research as it demonstrated students’ 

enthusiasm, engagement and willingness to show to others what they had achieved. 
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This event was valuable for a number of reasons: 

 The teachers [Chelsea and I] and the students had an opportunity to 

demonstrate what we have accomplished this year to staff, other 

students and parents/carers. 

 The students had an opportunity to be involved with the planning 

 The students had an opportunity to overcome performance anxiety 

and to rise to the occasion. 

 The parents/carers of students had an opportunity to speak to me, 

offer feedback and express thanks. 

 I had an opportunity to be accountable to the Sunny Mountain 

Primary School community who had supported my research and 

chosen to sign on to participate. 

 We had an opportunity to show other teachers, students and 

administrative staff alternative approaches to teaching and learning. 

 The event required teamwork and co-operation, fostering a sense of 

belonging. 

 We had a chance to celebrate our success. 

 We had fun! (7 September 2016) 

Chelsea’s final collage (Figure 5.31) for Cycle 4 continued to show her frustration with 

the lack of time needed to complete the tasks in her planning, but this was accompanied 

by many positive attributes. Enjoyment, confidence and engagement in learning were key 

features which were paired with cooperative learning to produce desired results. A 

powerful emerging theme was the rise in student and teacher agency, seen in the saying 

that encouraged teachers to “get out of the way”, and in the photo entitled “powerful”. 
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Figure 5.31 Chelsea’s Collage for Cycle 4 (Chelsea: 15 August 2016) 

 

5.19.1.2. Perspectives of Critical Friend  

Broadly speaking, the Critical Friends discussed Arts Immersion activities from the 

teacher’s and the student’s perspective, incorporating specialist ‘sayings’ from their own 

teaching expertise and experience, as well as from additional Arts experiences. Charlotte 

and Theresa provided the students with feedback while engaging in the practice as 

observers. When observing the lesson focusing on immigration to Australia they made 

particular reference to the use of the Boal Circle (a Drama strategy) in encouraging 

empathy and embodying a migration experience (Figure 5.32), as well as their ability to 

work effectively in groups. For the full transcript of Theresa’s and Charlotte’s feedback 

see Appendix E, p. 459. 

[Speaking to the students] So when you were doing that [the Boal Circle], I 

noticed that you actually had an opportunity to slip into what it would feel like 

to be a migrant… It’s one thing to read about that on a page, which we do in 

the newspaper, but… to actually take on those feelings… and all of the 

activities I’ve seen you do this morning gave you that opportunity to see… to 

step into someone else’s shoes… which helps us to grow in compassion and 

understanding for what other people are experiencing. It’s one of the things 
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that adults need to learn… so it’s lovely to see you guys learning it now. So 

well done! (Charlotte, 17 August 2016) 

I was impressed with the whole morning! I thought it was fantastic the way 

you worked together in teams and came up with some wonderful 

performances. I’ve learned a lot. I can’t wait to take it to other classes, what 

I’ve learned. It’d be great if some of these things you did this morning you 

could do with your buddies I think too. I just think it’s awesome. Well done! 

(Theresa, 17 August 2016) 

 
Figure 5.32 Boal Circle—experiences for immigrants coming to Australia (17 August 2016) 

 
Outside of class time, the Critical Friends provided me with feedback about the practice, 

explaining the ways in which they viewed the teaching practice as enabling the student 

practice by using rich tasks to enhance learning. This concept is particularly challenging 

in a culturally diverse school, so Charlotte expressed her surprise to see the students’ 

ability in this regard. 

I was really impressed with the overlap of KLAs [Key Learning Areas] … as 

they were working, I could see drama, English, social-emotional learning, 

critical and creative thinking… I could see literacy and… music and visual arts 

all layered over the top… and in a particular way… there were lots of 

opportunities for them to use inferential thinking… actually for our kids [at 

Sunny Mountain School], because of their vast cultural differences… that’s 

often one of the things they really struggle with… the capacity to think more 

deeply than just what’s on the page… I’ve been at this school for a long time… 

I know that these children in particular, because of language… often, making 

inferences about what’s behind the scenes, thinking more deeply about images 

and… stories and text is very challenging, so that was one of the things that I 

noticed. (Charlotte, 17 August 2016) 



215 

I liked the oral language that came out of it, and the way that the children 

worked together in teams. I think it helped with their empathy… with the 

refugees’ and migrants’ experience… and some of the children may well have 

experienced [that in their own families]. So I just thought it brought out a whole 

lot of issues in a really great way. (Theresa, 17 August 2016) 

Charlotte contended that an Arts Immersion approach was more capable of extending 

student’s learning, especially those who had learning difficulties and struggled in a 

system where learning was governed by a narrow pedagogy. Her comments refer to a 

student who has been identified as having significant learning difficulties. 

Xavier, for example, he’s progressed so much but if he had had these sorts of 

foundational experiences from [a] younger [age], it would be interesting to see 

where he would be now. People would often say of him, “He doesn’t make 

connections between topics or different ways of thinking”. But that’s exactly 

what he was doing [during this lesson]. (Charlotte, 17 August 2016) 

After stating “teaching is so complex that it’s easy to get lost in the detail”, Charlotte 

described the pressure that teachers face in an overcrowded curriculum. She explained a 

teaching perspective based on perceived expectations of lengthy and detailed planning 

documents which are unachievable. 

When we read the curriculum and use that to plan, I think we probably overload 

our units with so much stuff that we lose the heart of what we actually have to 

report on. As teachers, we have the achievements standard which we have to 

report on, but then we see all of this—content descriptors and da da da da da— 

and suddenly we’ve written ourselves a unit plan that we know we’re never 

going to make it through, and so we get lost in stuff that’s really huge. 

Somehow there has to be that balance between staying really clear, really 

focused on what we’re actually reporting on, and also the children who are in 

front of us and how they learn best. I think we overload our units a lot. 

(Charlotte, 17 August 2016) 

In her view, Arts Immersion activities helped to build students’ confidence and wellbeing. 

I taught a lot of these kids in Prep, so knowing their little personalities as well, 

it was really interesting to see them. Elizabeth… so quiet… such a little mouse 

so often… and yet there she is, she’s the one who goes in the circle to act out 

the blood going through the veins… it was amazing… and obviously, for her, 

this has given her an opportunity to actually step outside of herself and express 
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herself in other ways that she wouldn’t normally do. So that was lovely. Xavier 

blew me away (chuckles)… I was just amazed at the opportunity for him to 

show what he knew. (Charlotte, 17 August 2016) 

The on-the-job model of professional learning (professional development) was seen as 

the preferred model. 

As someone who’s been through a lot of PD [Professional Development], one 

of the really challenging things is, you’ll hear PD and then you’ll be like, “But 

what does that actually look like?” You know, you can hear the theory but I 

actually want to be able to get in and see what it looks like. I actually need to 

get my own hands in there… same as our students learn in a particular way… 

I think teachers need that opportunity to learn like that as well. And sometimes, 

as adult learners, we kind of think we learn differently, but we actually don’t, 

we’re just human learners. (Charlotte, 17 August 2016) 

These thoughts were applied to her own current teaching practice. 

Having come from Prep into Year 3, it’s really easy to feel like, “Well, the 

teacher on this side [of my classroom] is teaching that way and the teacher on 

that side is teaching another way”, but I have my early childhood hat on and 

I’m going, “Ooooh is that the way you’re supposed to teach? I’m not sure”. 

I’ve just moved into a new area of the school but I still believe what I believe— 

how children learn—and so how am I going to see that modelled in other ways? 

And what I saw [in the Arts Immersion lesson], was that modelled like I would 

hope this morning. (Charlotte, 17 August 2016) 

Theresa concurred that professional learning regarding an Arts Immersion approach 

would be valuable for the whole school: (to me) 

You could come and do ‘in service’ for the rest of the school… that would be 

so good. (17 August 2016) 

Referring to the limitations of writing-dominated learning strategies, Charlotte (17 

August 2016) noted that “So often we ask them (students) to tell us something … and we 

ask them to write it down… it’s such a limited focus in terms of the tools that we ask 

them to use”. By contrast, she explained that an Arts Immersion approach offered “a bank 

of strategies that they can use to express themselves”, stating that within this broader 

framework “the scope for differentiation was significant as well”. She contends that there 

is common ground between an Arts Immersion approach and her own early childhood 
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pedagogy which is “all about multiple ways of learning and making sure that we’re using 

our hands and our voices and our bodies and all of that as well”. For Charlotte, it is easier 

for an early childhood teacher to adopt an Arts Immersion approach because: 

It feels like it’s quite easy in the lower grades to be more artistically creative 

in a way that can help the kids communicate. I think that part of it is a mindset 

of that phase of learning, that people approach that phase of learning, 

understanding that kids need to move. They need to engage all of their senses 

in learning… and so, there’s a little bit more space and there’s a little bit more 

expectation that that’s what it will look like. (Charlotte, 17 August 2016) 

Charlotte (17 August 2016) explained her discovery that this type of pedagogy can be 

also effective in higher year levels: “I’m finding that… moving from Prep to Year 3, the 

challenge of trying to still bring in those creative ways. So I see this and I go, ‘Oh! That’s 

how you can do it in older classes!’”. She acknowledged that in providing other tools for 

students to express their understanding, thorough preparation was essential in assisting 

the students to become arts-ready. 

When speaking about the need for pedagogical change, Charlotte recalled the conflict that 

teachers face in knowing the approach they would like to take with their class but feeling 

constrained by the pressures of a very full curriculum, preparation for national testing, 

and opposing practice traditions. She referred to learning styles which are teacher-led, 

word-based instructional drill when making the following comments. 

We’re [teachers] are communicating that that’s what learning looks like… and 

actually that isn’t what learning looks like (laughs)… and… changing our 

perceptions of what learning looks like so we can recognise it when we see 

it… that the messiness is okay… I loved it!! (Charlotte, 17 August 2016) 

She described using a detailed application of Arts Immersion activities in her teaching 

practice as a positive response to practice traditions which constrain effective learning. In 

doing so, she issued the following warning to teachers. 

The trick is to remember all of these tools so that you don’t fall back on to the 

‘same old same old’ all the time… It’s really easy … when you’ve got a 

curriculum screaming at you to go, “Oh! I’ll just go back to the boring way of 

doing stuff” (laughs) which isn’t necessarily good. (Charlotte, 17 August 2016) 
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5.19.1.3. Students’ perspectives 

Student comments also provided evidence that higher levels of cognition and inferential 

thinking were required for Arts Immersion tasks, since they used Arts languages to convey 

or construe meaning. The comments below refer to the picture book, The Arrival (Tan, 

2015). 

I enjoyed reading the book because you had to find out what was happening in 

it and you had to use your inside space and mind and stuff. (Elizabeth, 6 

September 2016) 

It had an amazing story to it, about… how migration happens… pictures taught 

us slowly on what was happening and why it was happening… (Kieran, 6 

September 2016) 

I thought I actually learned a bit because I… saw a world made… and the 

drawings were so well done. (Xavier, 6 September 2016) 

The colours would be different… orange… It means they were happy and 

black and white means that it was hard… (Susan, 6 September 2016) 

The reflections that the students provided regarding the Teacher in Role strategy to teach 

Mathematics demonstrated their enjoyment of an Arts Immersion approach to learning. 

These comments also showed evidence of critical thinking when evaluating different 

aspects and examples of this strategy. Most students indicated that their favourite 

character was the farmer, that having a model constructed was helpful to their 

understanding, and that using ‘in role’ and ‘out of role’ distinctions were helpful. 

The farmer was very funny…[the Maths] was easy. (Ciara, 6 September 2016) 

I liked the biker… because (chuckles) because it was… swag (chuckles). [The 

Maths] was medium [difficulty]. (Zinta, 6 September 2016) 

I liked the farmer because he had a small mini version of the farm on the table. 

[It was helpful]…’cos you know what the farm looks like. (Tilly, 6 September 

2016) 

I liked Dead Rat [the Bikie]. (Michael, 6 September 2016) 

I liked the farmer one because it was like kind of a joke [‘in role’] and then we 

entered the Maths [‘out of role’]. (Chloe, 6 September 2016) 
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For the full transcript of student feedback regarding Teacher in Role to teach 

Mathematics, and the following Mould Symposium experience, see Appendix E, p. 459. 

The comments students made about the Mould Symposium indicated the impact of this 

strategy on their learning identity and showed how taking on the role of a character gave 

them greater confidence and closer engagement with the Arts Immersion task. 

It was really clever for our understanding. (Elizabeth, 6 September 2016) 

It was good because… um… we were dressing up as scientists and the boys 

had moustaches and the girls had stickers… and we had the clapping things, 

and if it was a good answer we would use them and stuff. (Susan, 6 September 

2016) 

I thought it was fun because we got to play the role of the scientist and we were 

all also sharing ideas and learning from each other. (Ian, 6 September 2016) 

When we dressed up like scientists we were like completely different (Chloe, 

6 September 2016) 

When you dressed up like a scientist you feel like you’re one and you’re more 

comfortable with it… you’re confident. (Ciara, 6 September 2016) 

5.19.2. ‘Doings’ 

In Cycle 3, the activities included: Arts Immersion strategies and projects in which 

Chelsea and I both took part; non-Arts Immersion activities in which both of us 

participated; informal discussions and short planning meetings with Chelsea (often daily); 

observations; journal keeping (not for Chelsea in this cycle); audio and video recordings 

of class activities; the Showcase; and the second Social Emotional Wellbeing (SEW) 

survey. The spaces and times in which these occurred were a continuation of the formats 

and procedures used in Cycle 3. Most activities took place in Chelsea’s classroom, except 

for a small number of Showcase rehearsals which took place in the school hall. Chelsea 

and I continued to refer to her planning documents, curriculum documents, the school 

calendar, resources and relevant literature. School resources were supplemented by 

resources provided by Chelsea and myself, and we continued to use Chelsea’s keyboard. 

The students continued to be adept at shifting class furniture and efficiently rearranging 

the classroom to suit a range of activities. 
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We continued to use a variety of spaces in different ways during Arts Immersion activities. 

Most of the High School Musical Medley (Gerrard & Nevil, 2005) rehearsals took place 

in the classroom, although a small number took place in in the hall as our Showcase drew 

nearer. When using the Teacher in Role strategy for teaching Mathematics, I dressed in 

character (Figure 5.33) and moved about the room to engage students in the problem-

solving. 

 
Figure 5.33 Teacher in Role for Mathematics 

 
We used an open classroom arrangement without chairs to work on our immigration 

activities. 

I also used the circle formation in an open spaced classroom free of furniture for singing 

or drama focus moments. Elizabeth, a capable but quite shy student (Figure 5.34), showed 
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a creative use of space by portraying “red” by depicting veins running through blood 

vessels. 

 
Figure 5.34 Elizabeth’s response to “red” (17 August 2016) 

 
An open space also worked well for whole class dancing, while we arranged the desks in 

a large “U” for the Mould Symposium to maintain reference to a formal real-life context. 

I chaired the proceedings, in character as a scientist, from a desk at the front of the room 

(Figure 5.35). 

 
Figure 5.35 Teacher in Role as the chairperson at the Mould Symposium (5 September 2016) 
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Some activities, such as Research Ropes and Decimal People, were able to be 

accommodated at the front of the room or in a space between the desks. Other tasks, such 

as writing based on a music stimulus, M and M sheets, Visual Art postcards, research for 

the Mould Symposium, as well as making props and characters for the animation, were 

undertaken while sitting at grouped desks. Many of the Arts Immersion activities required 

no additional resources, and some only needed access to the whiteboard, data projector, 

music files (MP3) and on occasion, students’ exercise books and photocopied sheets. 

Hard copies of the picture book, The Arrivals, (Tan, 2015) were needed for the collage 

drama, coloured card for another immigration activity, plain card and coloured pencils 

for Visual Art postcards, ropes for Research Ropes, and my costumes for Teacher in Role 

activities. The most extensive use of resources was for the Mould Symposium which 

required white shirts/lab coats for all the students, along with coloured moustaches, owl 

stickers, trophies, and clapping toys. 

5.19.2.1. Second SEW Survey 

The second administering of the SEW Survey provided a comparison between pre- and 

post-project scores. The following graphs, taken from the ACER reports of the two SEW 

Surveys, illustrate a comparison between the data from February and September, 2016 

(Figure 5.36, Figure 5.37, Figure 5.38, Figure 5.39 and Figure 5.40). 

 
Figure 5.36 Demographic Information on Students Completing the Student Survey 
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Figure 5.37 Comparison of the distribution of Student SEW at Sunny Mountain Primary School against 

the national primary sample 

 
Figure 5.38 Comparison of the distribution of Student Emotional Skills at Sunny Mountain Primary 

School against the national primary sample 

 

 
Figure 5.39 Comparison of the distribution of Student Social Skills at Sunny Mountain Primary School 

against the national primary sample 

 



224 

 

Figure 5.40 Comparison of the distribution of Learning Skill Responses at Sunny Mountain Primary 
School against the national primary sample 

 

5.19.3. SEW Survey discussion 

5.19.3.1. Class demographic 

There was a small change in the class demographic with slightly fewer students in the 

second survey because of student absence due to family relocation, illness, and students 

visiting specialised sports events. The following discussion will concern comparisons 

between the February and September responses in terms of the overall summary of SEW, 

as well as the break-down of that figure into the personal attributes which are considered 

to contribute to SEW: emotional skills; social skills; and learning skills. These skills were 

measured on graphs as high, moderate or low. 

5.19.3.2. Post cycle SEW Survey 

The overall summary of the second SEW indicates that there were no students who were 

identified as being in the highest level (Level 6) or the lowest level (Level 1). I 

acknowledge that there would be wider school influences on the students as well as those 

which emanate from an Arts Immersion approach. Regarding the lack of students in the 

highest level of SEW, this possibly reflects the fact that as a group, these students 

sometimes demonstrated insecurities and looked to the teacher to solve these issues. 

Traditionally, they were generally more inclined towards self-criticism than self-praise, 

and sometimes appeared to reflect home cultures that tended to favour children’s reliance 

on adults, rather than independent entrepreneurial perspectives from younger age groups. 
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In addition, some students came from home environments that were economically 

disadvantaged and were associated with past histories of deprivation and dislocation in 

terms of migration experiences. I wish to draw attention to the fact that these changes in 

students’ responses, have occurred over a period of only six months during which I 

worked in the classroom for three days each week. That any improvement in students’ 

SEW levels occurred during this minimal time frame is noteworthy. 

Despite these influences and the fact that Sunny Mountain Primary School is located in a 

low socio-economic area, students were not represented in the lowest level of SEW. There 

is a very positive atmosphere here and the school has a reputation for creating a 

wholesome and encouraging teaching and learning environment. It is likely that the 

degree of support offered by the school, generally guides their students towards healthy 

levels of SEW, and is often capable of overcoming other adverse influences. While the 

percentage of students in the very high level of SEW (Level 5) stayed constant between 

the two survey responses, there was a steady movement of students to higher levels of 

SEW. The key indicators here were: 

 the fall from 18% to 8% in students identified as having a very low level 

of SEW (Level 2) 

 the rise from 25% to 32% in students identified as having a high level of 

SEW (Level 4) 

This means that the percentage of students having a high or very high level of SEW rose 

from 57% in February to 64% in September, with greater potential to exert a positive 

influence on the classroom environment and class dynamics. There was a slight fall in the 

SEW indicators between February and September, showing a shift in the percentages of 

students with moderate or high SEW indicators: February results showed 43% at a 

moderate level and 46% at a high level (total 89%); while September results showed 48% 

at a moderate level and 40% at a high level (total 88%). However, this slight fall was not 

reflected in the data groups representing the personal attributes of SEW. 

5.19.3.3. Emotional skills 

The key indicator regarding changes in students’ emotional skills was the percentage of 

students moving from the moderate level of SEW to the high level of SEW. Almost all 

movement (except for one student) was to a higher level of SEW, with the percentage of 
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students having a high level of SEW rising from 32% to 44%. The components of social 

skills which were tested by the SEW Survey are: rational attitudes; resilience and coping 

skills supporting emotional regulation; and behavioural control. An Arts Immersion 

approach required students to develop self-awareness as they learned about their own 

responses and attitudes to situations, and how their own experiences shaped their 

interpretations. 

5.19.3.4. Social skills 

The change in students’ social skills was reflected in the key indicators which showed an 

increase in students who were identified as having Moderate or High levels of SEW. In 

the February SEW Survey, 18% of students were identified as having Low SEW levels 

with 82% having Moderate or High levels of SEW. In September, these percentages 

changed to 12% with Low levels and 88% with Moderate or High levels of SEW. The 

components of social skills which were tested by the SEW Survey were: conflict 

resolution; friendship making; caring; and respect. In an Arts Immersion approach 

students were engaged in group work which required negotiation and the respect of others 

perspectives and ideas. 

5.19.3.5. Learning skills 

The key indicator of change regarding students’ learning skills was the rise in the 

percentage of students identified as having High levels of SEW. From February to 

September this figure increased from 43% to 56%. The components of learning skills 

which were tested by the SEW Survey were: work confidence; persistence; organisation; 

and cooperation. Students’ engagement in Arts Immersion activities fostered student 

confidence by increasing their competence and promoting risk-taking, built resilience and 

persistence through large-scale demanding tasks, encouraged active learning practices 

where students took responsibility for their learning, and required groups of students to 

collaborate to achieve shared goals. 

5.19.3.6. Survey findings 

Data from the two SEW Survey reports, collected in February and September, showed a 

rise in SEW levels overall, and specifically in the personal attributes of emotional skills, 
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social skills and learning skills. These attributes worked synergistically to shape students’ 

personal and learning identities. The analysis of these reports revealed findings which 

aligned with the emerging themes from the Action Research Cycles. These findings do 

not claim to prove causation or suggest that all improvements in students’ SEW levels 

were due to Arts Immersion activities. However, these results, when viewed alongside the 

observations and assessments of the participating teachers, interviews with participants, 

samples of student work, and footage recorded of students in action, suggest that an Arts 

Immersion approach is likely to have influenced this improvement in students’ SEW 

levels. 

5.19.4. ‘Relatings’ 

Key relationships which were influenced by this research project include those which 

were: between Chelsea and I; between Chelsea and her colleagues and leadership team; 

between myself and other staff at the school; between the students and myself; between 

the students and Chelsea; and between the students themselves. The key relationships in 

this research project grew out of the various practices which were found in the site or 

brought to the site. 

By the end of Cycle 4, Chelsea and I had developed a level of trust and respect that 

allowed us to work well together. Chelsea understood that she had ultimate responsibility 

for the class and that I would defer to her regarding planning and daily activities. As well 

as being able to offer Chelsea my expertise regarding an Arts Immersion approach, I was 

comfortable in taking advice and receiving feedback from her. 

In Punctuation People, I followed Chelsea’s suggestion to assist the process by 

incorporating visual support as well. (7 September 2016) 

Because Chelsea and I had much in common regarding our pedagogy, it was easier to 

introduce Arts Immersion activities, as this approach to learning and teaching was a good 

fit for Chelsea’s classroom. I was able to gain a better understanding of a generalist 

classroom by observing a Year 6 class through the week, and engaging in discussions 

with Chelsea regarding the demands that a Year 6 generalist teacher has to meet. Chelsea 

and I were able to team-teach and support each other’s planning, despite the pressures 

associated with reductions in teaching time. Chelsea was confident enough to make 

suggestions for Arts Immersion activities during our planning time and discussions, such 
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as creating the name, Mould Symposium, and writing the letter from Greg Grocer who 

had a mould problem in his grocery shop. I considered that my professional relationship 

with Chelsea was more important than trying to push for more Arts Immersion activities 

and more data, especially as I had already collected quite a deal of material and tried a 

wide range of strategies. Therefore I chose to conduct further interviews with Chelsea 

after the onsite research had concluded, to avoid placing her under additional pressure in 

a situation that was already stretched for time. 

A significant event which occurred during this cycle was that Chelsea was successful in 

being appointed as the first PLL (Primary Learning Leader) of the school. This is a new 

position that has just been created in a number of schools and Chelsea commented that 

she referred to her Arts Immersion experience during her interview for the position. She 

will hold this position at the school for the next three years and will be able to use this 

role as a platform to introduce an Arts Immersion approach to other teachers. In this role, 

her influence can potentially carry more weight as she will be employed by the school to 

advise other teachers on strategies to improve literacy. This change in Chelsea’s future 

role within the school will provide a focus on using Arts Immersion strategies to improve 

literacy across the school. She explained to me that this would be particularly valuable to 

the teachers of Years 4, 5 and 6 as they have not generally been exposed to wider 

pedagogies. 

Chelsea made the point that a lot of upper primary years teachers have only 

taught Years 4, 5 and 6 over the last few years and aren’t familiar with how 

children are taught to read. [She reiterated that] a lot if the way she teaches is 

because she taught early childhood and understands how to teach concepts 

from early stages. (15 August 2016) 

Chelsea related comments made by other teachers regarding our work. 

A Year 4 teacher said that he could see knowledge retention at work when he 

saw us doing Shake Your Maths in the hall and suggested that Chelsea could 

teach that to the rest of the school next year in her new literacy role. (31 August 

2016) 

Chelsea showed our parliamentary film to two teachers who both said the 

students’ work was excellent. Theresa noted that the students really knew and 

retained the knowledge about the Australian parliamentary system. (31 August 

2016) 
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I continued to have productive professional relationships with other staff in the school, 

and Liam was eager to help with our High School Musical Medley (Gerrard & Nevil, 

2005) performance and to perform with our piano group at the Showcase. He also offered 

to manage the microphones for us at the Showcase and we exchanged ideas regarding 

music classes and choir repertoire. 

After witnessing the rise in understanding and skill levels which emanated 

from a specialist classroom music program which he teaches across all year 

levels, Liam [classroom music specialist] recommended a similar approach 

using specialist drama lessons to encourage inferential thinking and build 

students’ confidence. (22 August 2016) 

Leah (Teacher Aide) was present in many of the Arts Immersion activities and continued 

to be very supportive of my research. 

Leah noted that the rigorous planning of an Arts Immersion approach provided 

effective support for student learning in the Parliamentary Play. She contended 

that when this topic was covered with the previous Year 6 class in 2015, the 

approach used by those teachers was not successful as they did not provide 

preparation, structure or strategies for the class to effectively fulfil the task of 

portraying an Australian parliament. Leah also noted the engagement of the 

class during Arts Immersion activities. (15 August 2016) 

I was involved in professional discussions with Charlotte and Chelsea regarding planning, 

feedback and timetabling variations so Charlotte was able to observe some Arts 

Immersion classes. During Cycle 4, Charlotte was able to attend some of our classes and 

responded to an interview as well as providing feedback for the students. When we were 

studying immigration to Australia, both Charlotte and Theresa (EAL/D teacher) were 

present, and both gave very positive feedback to the students and very supportive 

comments regarding an Arts Immersion approach. While I had positive professional 

relationships with the supply teachers, some of them didn’t follow the directions left by 

Chelsea and this caused friction in some cases. For instance, during Chelsea’s absence 

when the students were making Claymation props and characters, I had expected to have 

the assistance of the supply teacher, but she was marking assessments for the other Year 

6 teacher. Although Chelsea has left individual quiet work for students when they weren’t 

participating in filming the Claymation, the supply teacher conducted alternative noisy 
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activities which clashed with our filming discussions. The sound emanating from both 

activities was somewhat distracting but there was no other space in the school to use. 

As time went on, the other Year 6 class became more curious about what we were doing 

in Chelsea’s class, and more aware that there were obvious differences in the way each 

Year 6 class was run. Students from the other Year 6 class continued to ask Chelsea why 

they didn’t get to do all the activities that her class did. 

Several students from the other Year 6 class came to the door and looked in 

forlornly asking if they could help, so I let some of them assist in a small way. 

They were very appreciative at being allowed to be involved and applied 

themselves well to the tasks they were given. However, halfway through the 

lunch hour a supply teacher for the other Year 6 class came into the classroom 

and ordered the students from the other class outside. (15 August 2016) 

Over the last six months, the students in Chelsea’s class gradually came to trust me and 

to engage in activities which they would once have found very odd and perhaps even 

threatening. They have surprised themselves with what they have been able to achieve, 

learned new skills, and become more comfortable with speaking in front of their peers. 

Students have come to view each other as more competent learners, and to see leadership 

ability across the class. Chelsea and I discussed the growing confidence that we saw in 

most students. In particular, we noted that the quieter students have shown progress in 

this regard. 

Donald offered to take Hannah’s place in the High School Musical Medley 

when her family left Australia, Stacey offered to speak in the liturgy, and Percy 

spoke more in class and participated in discussions, which really surprised 

other teachers who have witnessed this change in behaviour. (15 August 2016) 

The class had developed a positive reputation in the school, and Chelsea and I wanted the 

rest of the school to see their achievements. 

The dual purpose of [the Showcase] was to develop the students’ performance 

skills and to show the rest of the school a sample of Arts Immersion strategies. 

By demonstrating the achievements the students, Chelsea and I hoped to 

further build the confidence and shape their identities as competent learners. 

(15 August 2016) 
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After the Showcase, several parents thanked me for the work I had been doing in the 

classroom and explained how much their children had enjoyed the Arts Immersion 

experiences. It was their opinion that this approach had been of great benefit to their 

children by building their skills, confidence, and enjoyment of learning. When the 

Showcase concluded, the class presented me with a lovely bunch of flowers which was 

accompanied by a heartfelt speech by Zoe. 

5.20. Themes from action research cycles 

The themes which emerged from the Action Research cycles will be presented through 

the theoretical framework of Practice Architectures: ‘sayings’; ‘doings’; and ‘relatings’. 

5.20.1. ‘Sayings’ 

The cognitive themes that emerged through the medium of language showed the impact 

of Arts Immersion strategies on all the practices at the research site. This approach 

addressed challenges for students and encouraged: cognitive enhancement; positive 

affective changes; wider learning experiences; immersive learning; and new 

competencies. The ‘sayings’ expressed by Chelsea and me, demonstrated perceived 

advantages to our teaching and professional learning practices. We noted that Arts 

Immersion strategies: enriched our pedagogy; provided opportunities for differentiation 

within tasks; tended to unfold with supported scaffolding rather than to be prescriptive; 

could allow students’ understanding and skills to be quickly demonstrable (showing 

visible learning) and less likely to be masked by passivity; and could also provide teachers 

with a broader range of assessment strategies. The impact of Arts Immersion strategies 

on Chelsea’s teaching practice continued to flow through to the students’ learning 

practice. 

The Critical Friends expressed support for Arts Immersion strategies based on perceived 

benefits for students and teachers. In their view, students: developed empathy and oral 

language; embodied learning; worked well in teams; successfully used inferential 

thinking; and gained increases in confidence and wellbeing. They contended that teachers 

using this approach could: overlap Key Learning Areas through rich tasks; both extend 

and support student learning through differentiation in tasks; create inclusive tasks; 

refocus on the “heart” of learning; model deeper learning and risk-taking; provide 
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multiple ways for their students to learn; be more artistically creative (like early childhood 

teachers); and avoid word-based instructional drill. Students indicated that Arts 

Immersion experiences had a positive impact on their learning because: they were 

enjoyable; they made learning clearer to understand; they helped students to remember 

knowledge and skills; and they helped to build their confidence. 

5.20.2. ‘Doings’ 

The psychomotor themes which emerged through the medium of activity and work 

acknowledged that Arts Immersion activities: could be used in several different forms 

(short focus activities, larger scale activities, and stimulus activities for further learning); 

could be regularly used to generate and collect data (teaching, taking video and audio 

recordings, short discussions with students and between Chelsea and I; taking observation 

notes, and writing my own reflections); could be used as time permitted to generate and 

collect data (collaborative planning between Chelsea and me, Chelsea’s journal entries, 

feedback sessions with the students, and collaborative reflections between Chelsea and 

me and the students); could be occasionally used to generate and collect data (formal 

interviews and administering the SEW Survey); could be process oriented, product 

oriented or a combination of both; were best supported by using a flexible work space 

which was time efficient to arrange and included several configurations of furniture 

(desks and chairs in a whole class arrangement, enacting knowledge in a larger space, 

sitting at desks in groups, and standing away from desks during physical movement); 

regularly shared documents prepared by Chelsea and the school for wider use; and often 

required little or no resources, making them easy to plan for and accommodate during the 

school day. 

Some resources were accessed repeatedly, while others were only required for specific 

activities. For instance, in our collaborative planning activities, Chelsea and I continued 

to refer to her planning documents, curriculum documents, the school calendar, resources 

and relevant literature. For those activities which required minimal resources for learning 

tasks, these were easy to source, inexpensive and generally catered for by the classroom 

budget and school supply of materials. Where necessary, Chelsea and I supplemented 

these resources, but this was not regularly required. Examples of activities which needed 

more extensive resources included: the Mould Symposium (costumes and props); the 

Claymation (characters, sets and props); the Parliamentary Play (costumes, sets and 
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props); and the Master Chef Competition (ingredients and utensils). Students also 

contributed to providing props and costumes for some activities. 

5.20.3. ‘Relatings’ 

Affective themes which were enacted in ‘relatings’ (and referred to in ‘sayings’) noted: 

respectful professional relationships were established between Chelsea and I, and 

between myself and other staff members; trust developed between the students and 

teachers; and respect grew between students. Chelsea and I maintained a respectful and 

friendly professional relationship, built on our own individual expertise (as a Generalist 

teacher and Specialist Arts teacher) and our agreed common goal (using Arts Immersion 

pedagogy in the classroom). This was reflected in our collaborative planning and our 

willingness to be flexible in accommodating our teaching and research needs at the 

research site. Chelsea regularly adopted Arts Immersion strategies in her pedagogy and 

was open to using a range of teaching and assessment strategies, even without my 

prompting. Despite challenging logistical aspects (such as dealing with a content-heavy 

curriculum and interruptions to teaching time), Chelsea was keen to broaden her 

pedagogy through an Arts Immersion approach. I was prepared to participate in all 

classroom activities, not just those which were based on an Arts Immersion approach. The 

Critical Friends, Music teacher. Spanish teacher, EAL/D teacher, Learning Support 

teacher, and Teacher Aides, were all supportive of an Arts Immersion approach and 

suggested expanding this pedagogy across the school. The principal was appreciative of 

data I provided showing evidence of Xavier’s learning. The broader range of Arts 

Immersion strategies for learning and teaching highlighted a wider range of skill sets 

which became valued by participants in the classroom. This increased students’ respect 

for their peers by acknowledging different types of competence and creating more fluid 

opportunities to share leadership in classroom tasks. In creating a safe and accepting 

environment, Chelsea and I encouraged students to be less risk-averse and they responded 

by volunteering in a larger variety of school tasks. Increased student confidence, 

competence and self-esteem encouraged greater trust between the students and Chelsea 

and me. 

A powerful emerging theme was the rise in student and teacher agency, as their capacity 

to act was enabled by the establishment of Arts Immersion practice traditions. These new 

practice traditions constrained those which tended to be prevalent, according to Chelsea’s 
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evaluations, in the upper years of the school (teacher working as instructor and students 

operating in a passive role), and enabled the practice traditions created by Arts Immersion 

pedagogy (teacher working as facilitator and students operating in an active role). 

Although Chelsea had limited professional and pre-service experience in Arts Immersion 

learning, our practice traditions aligned well. Staff at the school whose pedagogy reflected 

the practice traditions of Chelsea and me, found that their professional learning practice 

was enabled by this research project. The learning identities of participants in this 

research project were enhanced as their understanding and skill level in Arts Immersion 

learning and teaching grew. 

5.21. Cycle 4 Summary 

Chelsea and I focused on synthesising Arts Immersion strategies with other aspects of our 

pedagogy, and ensuring that this approach was used consistently across the curriculum, 

including assessment. Similarly, the students synthesised their understanding and skills, 

and positive changes to their learning identity were demonstrated through their increased 

confidence and competence. 

5.22. Summary 

This chapter has reported on the data from each of four Action Research cycles, framed 

by the four stages of Zuber-Skerritt’s (1995) Action Research spiral model: planning; 

acting; observing; and reflecting. Analysis and discussion regarding the data has been 

presented through the theoretical lens of Practice Architectures in the reflecting stage of 

each Action Research cycle. A summary of this data, highlighting common themes, 

concludes the reporting of these cycles. Just as there was continual interaction between 

the ‘sayings’, ‘doings’, and ‘relatings’ within each practice at the research site, there was 

also an ongoing interdependence between the practices at this site. Having considered in 

this chapter the aspects that function within a practice through the theoretical lens of 

Practice Architectures, the next chapter will analyse the ways in which practices at the 

research site shape each other through ecologies of practice.
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Chapter 6. Ecologies of practice—analysis and 

discussion 

In the previous chapter, the analysis and discussion regarding each Action Research cycle 

used practice architectures as the framework for understanding the interactions within 

individual practices. The purpose of this chapter is to explain the interconnectivity 

between the practices that operated at the research site, and how the interactive 

relationships between practices formed an ecology of practices which influenced the data. 

This concept is presented by Kemmis et al. (2013) who contend that connections between 

practices occur at particular sites within specific relationships. Their theory of ecologies 

of practice has been developed as a response to their observations that the practice 

architectures, which unfold in an emerging practice, enable or constrain other practices. 

Kemmis et al. (2014) provide the following definition of practice. 

Practice is a socially established cooperative human activity in which 

characteristic arrangements of actions and activities (doings) are 

comprehensible in terms of arrangements of relevant ideas in characteristic 

discourses (sayings), and when people and objects involved are distributed in 

characteristic arrangements of relationships (relatings),and when this complex 

of sayings, doings and relatings ‘hangs together’ in a distinctive human social 

project (p. 52). 

In providing the analytical framework of ecologies of practice, Kemmis et al. (2013) have 

focused on five practices: student learning; teaching; professional learning; leading; and 

researching. This research study rests on the assertion that the various practices of each 

participant are continually interdependent, and that their separation is, therefore, a device 

used for academic analysis and does not mirror how practices operate in reality. Kemmis 

et al. (2013) point out that their attention “is not on how different participants co-inhabit 

a site, but on how different practices co-inhabit and co-exist in a site, sometimes leaving 

residues or creating affordances that enable and constrain how other practices can unfold” 

(p. 43). They are concerned with how “the particular practices and practice architectures 

of one practice come to shape or be shaped by the practice or practice architectures of 

another practice” (p. 44), rather than noting a general tendency for practices to interact. 

Their work deals with the specific and the particular, which is the focus of Critical 
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Participatory Action research, and of this research project. It is in analysing and 

discussing what is specific and particular that valuable insights are gained, and education, 

formed by the practices that inhabit educational sites, may be improved. 

For the purposes of this research project, the five practice types defined by Kemmis et al. 

(2013) are represented by Figure 6.1. 

 
Figure 6.1 Interactions between practices 

 
Tables 6.1 to 6.5 summarise the connections between practices which occurred within 

specific relationships at the research site. They are centred on the practices of Chelsea 

and me, as we were responsible for facilitating learning experiences at the research site. 

While the Critical Friends provided valued feedback on Arts Immersion activities, they 

were not ultimately responsible for student learning at the research site, and were, 

therefore, not cast in the same pivotal role which Chelsea and I held. This synthesised 

format draws on the work of Kemmis et al. (2013) and Kemmis et al. (2014), which has 

formed a basis for the design. As part of the coding of information, the practice which is 

analysed as shaping the other practices (e.g., student learning) is presented in a darker 
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version (e.g., dark blue) of the original colour used to represent that practice in the 

ecologies of practice (e.g., light blue). 

Table 6.1 Practices shaped by student learning 

HOW IS THE PRACTICE OF: 

STUDENT 
LEARNING 

TEACHING TEACHER 
LEARNING 

LEADING RESEARCH, 
REFLECT, 

EVALUATION 

SHAPED BY THE PRACTICES OF: STUDENT LEARNING 

Students’ prior history 
of learning 

Students’ cultural and 
social backgrounds, 
values and experiences 

Chelsea’s accumulated 
observations of student 
learning 

Chelsea’s particular 
observations of student 
learning through an 
Arts Immersion 
approach 

My accumulated 
observations of student 
learning 

My particular 
observations of student 
learning through an 
Arts Immersion 
approach 

Chelsea’s reflections 
on accumulated data 
regarding student 
learning 

Specifically, Chelsea’s 
reflections on data 
regarding student 
learning using an Arts 
Immersion approach 

My reflections on 
accumulated data 
regarding student 
learning 

Specifically, my 
reflections on data 
regarding student 
learning using an Arts 
Immersion approach 

Observations of 
student learning by 
school administration. 

Chelsea’s appointment 
for the following year 
as a school leader in 
student learning. 

Using Critical 
Participatory Action 
Research to reflect on 
and evaluate student 
learning using an Arts 
Immersion approach. 

Using research data 
regarding student 
learning to shape 
teaching practices. 

Adapted from Kemmis et al., 2013, p. 265 

6.1. How are the five practices operating at the research 

site shaped by student learning? 

Student learning at the research site has been influenced by the accumulation of students’ 

past and present learning, and by the expectations and attitudes they derive from their 

own cultural and social backgrounds, values and experiences. Our teaching practices have 

been reflexively shaped by our observations, over time, of how students learn most 

effectively. Chelsea’s observations come from a generalist teacher’s perspective, while 

my observations are those of a specialist arts teacher. For example, through our teaching 

experiences, Chelsea observed that students are more likely to be engaged with learning 

when they are encouraged to explore topics and take reasonable risks, and I observed that 

the Arts access multiple intelligences and represent deeper learning and greater equity for 

students in the classroom. Our teaching practices were specifically shaped by our 

particular observations of how the students at the research site improved their learning 

through an Arts Immersion approach. Chelsea has reflected on her own learning as a 

generalist teacher by using a range of data about her students’ learning to inform her 
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teaching, and specifically, to consider how her students have used an Arts Immersion 

approach to increase their knowledge and skills across the curriculum. I have also used 

this data to reflect on my own learning as a specialist Arts teacher, specifically 

considering how it is possible for students in a generalist classroom context to use the 

Arts as both a domain of learning and a vehicle to enhance student learning. 

Leading practices influenced students and teachers at the research site. When student 

learning experiences at Sunny Mountain Primary School were seen to respond to 

individual needs, class needs and school needs to achieve positive outcomes, this was 

noted by the school administration. The current and potential improvement to student 

learning through an Arts Immersion approach contributed to Chelsea’s appointment for 

the following year as a school leader in student learning. This will provide her with a 

platform to bring this approach to other teachers. The purpose of this Critical Participatory 

Action Research project is to determine which conditions and pathways (practices and 

understandings of their practices) are most effective in encouraging student learning. By 

engaging in research with opportunities to reflect on and evaluate how student learning 

can be optimised, the participating teachers were given a reason to transform their 

teaching practice. 

Table 6.2 Practices shaped by teaching 

HOW IS THE PRACTICE OF: 

STUDENT 
LEARNING 

TEACHING TEACHER 
LEARNING 

LEADING RESEARCH, 
REFLECT, 

EVALUATION 

SHAPED BY THE PRACTICES OF: TEACHING 

Chelsea’s teaching 
strategies, delivery and 
pedagogy 

My teaching 
strategies, delivery and 
pedagogy 

Chelsea’s accumulated 
teaching experience 

My accumulated 
teaching experience 

Formal professional 
development 

Informal discussions 
with other teachers 

Collaborations with 
other teachers 

Professional reading 

Reflecting on our own 
teaching practices 

My postgraduate study 

Chelsea’s new role as 
a school learning 
leader 

My role as a leader in 
the development of 
Arts Immersion 
practices. 

Chelsea’s reflection 
and evaluation of her 
teaching practice 

Reference to data 
collection 

Action Research 
Methodology: 

Plan, Act, Observe, 
Reflect 

Adapted from Kemmis et al., 2013, p. 266 
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6.2. How are the five practices operating at the research 

site shaped by teaching? 

Student learning in this Year 6 class was shaped by Chelsea’s teaching strategies and 

manner of delivery (friendly, brisk and focused with humour). Chelsea encouraged 

students to: take appropriate risks; ask pertinent questions; develop an explorative 

mindset; work cooperatively in groups; be responsible for the layout of the room; and 

express their knowledge in a variety of ways and through various media. Student learning 

in this class was also shaped by the researcher’s teaching strategies and manner of 

delivery (friendly, expressive and encouraging with humour). I encouraged students to: 

think widely and deeply; use the Arts as their first port of call to unpack knowledge and 

develop skills; develop an explorative mindset; creatively problem solve; look for the best 

answer rather than the quickest answer; use the Arts as a language to express different 

ways of knowing; develop inferential thinking; and learn to categorise and synthesise 

knowledge. Our teaching was underpinned by our previous teaching experience. In 

Chelsea’s case, she has taught across several year levels of schooling in different primary 

schools and her experience as an early childhood teacher has provided her with a broader 

pedagogy than some teachers who have only taught older primary school students. 

Chelsea’s teaching choices were also guided by the fact that she has taught most of her 

Year 6 class when they were in Year 5 the year before. Her ability to reflect honestly on 

her experience informed and encouraged an openness towards justified change in her 

teaching practice. My own teaching history includes: teaching specialist arts classes in 

primary schools (P-6/7); music classes in high schools (7/8–12); and drama to pre-service 

teachers undertaking tertiary training. This teaching experience in schools from higher 

and lower socioeconomic areas, in public and private sectors, continues to inform my 

teaching practice and my commitment to extend my practice to the generalist classroom 

by using an Arts Immersion approach to teaching. 

Both Chelsea and I have engaged in teacher learning experiences which inform our 

teaching, including: formal professional development sessions (both privately sourced 

and organised by the schools in which we have been employed); informal discussions and 

collaborations with other teachers; professional reading; and reflecting on our own 

teaching practices as a basis for teacher learning. My own teacher learning continues to 

be informed by my postgraduate study, especially regarding integrated arts learning, 
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language and literacy. Chelsea is considering postgraduate study in the near future, and 

expressed a desire to build her teaching capacity and take on leadership positions so she 

can share her knowledge and skills with colleagues. Chelsea’s teaching practice has been 

transformed through an Arts Immersion approach which has shaped her position as a 

learning leader in her school and contributed to her appointment in this official leading 

role. My own teaching practice has been transformed through extension from a specialist 

music teacher, to a performing arts teacher, and then to a teacher working in a generalist 

classroom setting using an Arts Immersion approach. This has shaped my role as a leader 

in the development of Arts Immersion practices. Chelsea’s reflection and evaluation of 

her teaching practice influences research and reflection practices which draw on data 

generated by Sunny Mountain Primary School, national bodies, and educational 

organisations. The purpose of these evaluative processes is to improve student outcomes 

through improved teacher capacity. Teaching practices shape the action research 

methodology I have used in this project. 

Table 6.3 Practices shaped by teacher learning 

HOW IS THE PRACTICE OF: 

STUDENT 
LEARNING 

TEACHING TEACHER 
LEARNING 

LEADING RESEARCH, 
REFLECT, 

EVALUATION 

SHAPED BY THE PRACTICES OF: TEACHER LEARNING 

Chelsea’s learning as a 
generalist teacher 
regarding an Arts 
Immersion approach 

My learning as a 
specialist teacher 
regarding an Arts 
Immersion approach 

Formal and informal 
professional 
development 
opportunities 

Chelsea’s observations 
of an Arts Immersion 
approach 

My delivery of an Art 
Immersion approach 

Teacher-sourced 
learning opportunities 

Chelsea’s accumulated 
teacher learning 
experiences 

My accumulated 
teacher learning 
experiences 

Chelsea’s growing 
awareness of an Arts 
Immersion approach 

Chelsea’s upcoming 
appointment as a 
learning leader in her 
school 

My research underpins 
future professional 
learning and 
consulting 

Chelsea reflecting on 
her practice and 
evaluating through an 
Arts Immersion lens. 

Using Action Research 
cycles for reflection 
and evaluation 

Adapted from Kemmis et al., 2013, p. 267 

 

6.3. How are the five practices operating at the research 

site shaped by teacher learning? 

The Year 6 students’ learning has been shaped by Chelsea’s learning as a generalist 

teacher regarding an Arts Immersion approach, and by my learning as a specialist teacher 

regarding the exploration and implementation of an Arts Immersion approach. Both of 

our teaching practices have been informed by our teacher learning in formal and informal 
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professional development opportunities. Chelsea’s teaching was specifically shaped by 

teacher learning through observing an Arts Immersion approach at work in her classroom, 

and my own teaching was being specifically shaped by the process of applying my teacher 

learning to deliver an Art Immersion approach in this Year 6 classroom. Both teachers 

took responsibility for seeking teacher learning opportunities in addition to those offered 

by our workplaces. Our previous teacher learning experiences continued to affect our 

current choices in teacher learning. Chelsea’s history of teacher learning, including her 

pre-service training, has revealed minimal teacher learning in arts education, so to address 

this deficit, Chelsea has chosen to participate in this project. My own history of teacher 

learning, including my pre-service training, has reflected an emphasis on specialist arts 

education. Therefore, I have chosen an immersive teaching experience to broaden my 

understanding of how the curriculum is addressed in both generalist and specialist 

settings. 

At Sunny Mountain Primary School, leading practices have been influenced by teacher 

learning. As Chelsea became more aware of the strategies used in an Arts Immersion 

approach, and witnessed their effectiveness in her Year 6 class, she built her capacity to 

lead by example in her school. Her appointment as a learning leader in her school for the 

following year acknowledges the value of her teacher learning in this regard. My own 

learning as a result of this research project is leading towards opportunities to present 

these findings at professional learning events for other teachers, and for potential future 

work in classrooms in a consultative capacity. By reflecting on her practice through an 

Arts Immersion lens, Chelsea has become committed to ensuring that her teacher learning 

informs her ability to evaluate the effectiveness of teaching and learning in her Year 6 

classroom. Through choosing an Action Research methodology, I have had access to a 

cyclical structure that emerged from the observations and reflections of the previous 

cycle. In this way, my teacher learning has been foundational to my research and has 

shaped its trajectory. 
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Table 6.4 Practices shaped by leading 

HOW IS THE PRACTICE OF: 

STUDENT 
LEARNING 

TEACHING TEACHER 
LEARNING 

LEADING RESEARCH, 
REFLECT, 

EVALUATION 

SHAPED BY THE PRACTICES OF: LEADING 

Students’ 
understanding of the 
significance of the 
research project 

Students’ key role as 
participants in 
developing an Arts 
Immersion approach 

Students’ leadership to 
peers and l to their 
Year 2 buddies 

Students led by adult 
participants and others 

Leading educational 
professionals, 
experienced 
colleagues, previous 
and current school 
administration teams 

Chelsea’s leadership 
roles within and 
beyond the school. 

My leadership role 
towards colleagues 
and pre-service 
teachers 

Leading practices of 
experienced teachers, 
tertiary lecturers, 
authors of academic 
literature and other 
educational 
professionals 

Reflecting on our own 
leadership experiences 

Chelsea’s leadership 
towards me regarding 
generalist teaching 

My leadership towards 
Chelsea regarding an 
Arts Immersion 
approach 

Future leadership 
opportunities 

Previous experiences 
of providing and 
receiving leadership 

Chelsea’s upcoming 
leadership role in the 
school 

My immersive style of 
leadership in 
modelling an Arts 
Immersion approach 

Chelsea informs 
school staff of current 
research 

Chelsea encourages 
colleagues to evaluate 
and reflect upon their 
own teaching practices 

My Arts Immersion 
research project that 
has been designed to 
address specific 
problems in the 
classroom 

My use of the four 
stages of Action 
Research to model 
reflection and 
evaluation: Plan; Act; 
Observe; Reflect 

Disseminating my 
findings through 
published articles 

Adapted from Kemmis et al., 2013, p. 268 

6.4. How are the five practices operating at the research 

site shaped by leading? 

The Year 6 students in Chelsea’s class have been informed of the significance of this 

project and of its importance in leading the way towards changing education. As 

participants in the project, these students have also been participants in developing an 

Arts Immersion approach. This new way of teaching and learning aims to become a 

leading influence in education. Student learning has been influenced by their role in this 

leading project, by the peer leadership they provided through group work in the 

classroom, by the leadership they offered to their Year 2 buddies, by the leadership 

provided by Chelsea and me when we taught them, by the guidance of the school 

leadership team, and by wider educational organisations who have input into classroom 

policy, decision making and accountability. Our teaching practices have been shaped by 

leading educational professionals and experienced colleagues, as well as by previous and 

current school administration teams. Chelsea’s teaching has also been influenced by her 

various leadership roles in organising special interest groups within the school, 

representing the school in wider educational forums and committees, leading curriculum 
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planning when working with other teachers of the same year level, and in particular, her 

upcoming role in leading literacy learning at Sunny Mountain Primary School. The 

leading practices of experienced teachers, tertiary lecturers, authors of academic literature 

and other educational professionals have affected our professional learning as teachers. 

Our ability to reflect on our own leadership experiences also shapes our teacher learning. 

Chelsea has provided leadership in helping me understand the nature and functioning of 

a generalist Year 6 classroom, and I have provided leadership to Chelsea regarding the 

nature and functioning of an Arts Immersion approach. In both cases, the leadership 

provided has informed our professional learning as teachers, and our experiences of 

leadership (for example, delivering professional development at teacher learning events 

and delivering papers at academic conferences). 

Previous experiences of providing and receiving leadership have shaped our current 

choices regarding leading practices. Of particular significance has been my choice to 

develop an immersive style of leadership. The leadership role I have played in Chelsea’s 

Year 6 classroom by modelling Arts Immersion strategies, has now been passed to her to 

disseminate at Sunny Mountain Primary School. Through her upcoming leadership role 

in improving learning in literacy, Chelsea will work with the teachers at Sunny Mountain 

Primary School to develop a wider range of teaching strategies to encourage 

improvements in learning. By disseminating information regarding an Arts Immersion 

approach to her teaching colleagues and administration team, Chelsea is able to inform 

them of current research. Following Chelsea’s leadership, other teachers will be 

encouraged to evaluate their own teaching pedagogy and to reflect upon their own 

teaching practices in relation to the quality of student learning in their classrooms. This 

process flows from my own initiation of an Arts Immersion research project that has been 

designed to address specific problems in the classroom (such as an overcrowded 

curriculum, narrow teaching pedagogy, and lack of equity in the classroom) through 

maximising student learning and building teacher capacity. I have been able to model an 

effective framework for reflection and evaluation. 

  



244 

Table 6.5 Practices shaped by researching, reflection and evaluation 

HOW IS THE PRACTICE OF: 

STUDENT 
LEARNING 

TEACHING TEACHER 
LEARNING 

LEADING RESEARCH, 
REFLECT, 

EVALUATION 

SHAPED BY THE PRACTICES OF: RESEARCHING, REFLECTION AND EVALUATION 

Educational research 

Arts education 
research 

Chelsea’s reflections 
and evaluations 

My reflections and 
evaluations 

Chelsea’s ongoing 
reference to education 
literature and 
resources 

Chelsea reported on 
this literature to her 
colleagues 

Chelsea’s reflection 
and evaluation of an 
Arts Immersion 
approach 

My ongoing reference 
to arts education 
literature and 
resources 

My reflection and 
evaluation of an Arts 
Immersion approach 
through the Action 
Research cycles 

Chelsea experiencing 

an Arts Immersion 
approach in her own 
classroom 

Regular discussions 
and formal interviews 
between Chelsea and 
myself 

My study of other arts 
education research 

My immersive 
experience of a Year 6 
generalist classroom. 

Encouraging staff to 
provide peer 
leadership 

Equipping staff to 
provide school 
leadership 

Fostering student 
leadership 

Chelsea’s research 
informed school 
leadership roles 

Chelsea’s reflection 
and evaluation 
regarding an Arts 
Immersion approach 

My research informed 
leadership roles in 
classroom and 
research settings 

My reflection and 
evaluation, embedded 
in the Action Research 
cycles regarding an 
Arts Immersion 
approach 

Chelsea’s accumulated 
reflections and 
evaluations 

Chelsea’s 
investigation of 
relevant literature 

Chelsea’s specific 
reflections and 
evaluations of an Arts 
Immersion approach 

Discussions and 
interviews between 
Chelsea and myself 

My experience of the 
iterative Action 
Research process 

My literature review 

Anecdotal discussions 
I have had with other 
teachers and 
researchers 

Adapted from Kemmis et al., 2013, p. 269-270 

 

6.5. How are the five practices operating at the research 

site shaped by researching, reflecting, and 

evaluating? 

Although students’ learning has been shaped by years of educational research, there has 

been a minimal influence of research in arts education in the broader reach beyond 

individual schools, which has often been relegated to the periphery in discussions 

concerning how students best learn. However, current Arts education research has formed 

the basis for approaches to student learning in this research project. In addition, student 

learning has been shaped by Chelsea’s reflections and evaluations as a teacher observing 

an Arts Immersion approach in her classroom, and by my reflections and evaluations as a 

teacher delivering this approach at this research site. Chelsea has continued to refer to 

research which shapes her teaching, and the literature topics she has pursued this year 

have included: feedback in schools; how to write sentences; and planning for and 
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monitoring independent reading. Chelsea has reported on this literature to her colleagues 

at Sunny Mountain Primary School during staff meetings, and used this knowledge to 

shape her teaching practice. As a result of this research project, Chelsea’s teaching 

practice is now also shaped by the research on which an Arts Immersion approach is 

based, and by her reflection and evaluation of the efficacy of this teaching approach in 

her classroom. My own teaching practice is strongly shaped by a vast bank of Arts 

education research, and by my reflection and evaluation of the research project through 

the four stages of each Action Research cycle. Chelsea’s learning during this research 

project has occurred through an immersive approach in which I modelled the concept of 

an Arts Immersion approach in her own Year 6 generalist classroom, and through the 

regular discussions and formal interviews in which we shared together. My own teacher 

learning has similarly been informed by research which has been put into practice in the 

classroom. Through this immersive approach, I have worked with Chelsea (through 

discussions and interviews) and her class (through teaching, discussion and interviews) 

to increase my understanding of how a Year 6 generalist class operates, and of how an 

Arts Immersion approach can be best applied in this setting. 

Sunny Mountain Primary School has sought to develop leadership practices through self-

reflection and evaluation, and by referring to educational literature. The aspects involved 

in providing cohesive leadership at this school include: encouraging staff to provide peer 

leadership; equipping staff to provide school leadership; and fostering student leadership. 

However, not all teachers at the school were aware of the benefits of being open to current 

arts education research, and Chelsea is aware of resistance from some teachers towards 

broadening their pedagogy. This resistance is based on teachers’ perceptions that they 

lack time to cover curriculum content, and lack the skills and confidence to teach arts 

education` due to constraints on pre-service teacher training in the arts. Chelsea now has 

a key leadership role in enhancing this awareness and leading by example, as she 

continues to draw on wider research and on this research project in particular. My own 

leadership practice is shaped by both wider arts education research, and by the reflection 

and evaluation embedded in the Action Research cycles of this research project. Chelsea’s 

practice of self-reflection during her years of teaching has influenced her current 

reflections on her teaching practice, as has her investigation of relevant literature. In this 

research project, her reflections have taken on the specific focus of determining the 

efficacy of an Arts Immersion approach. She has had opportunities to observe her class 
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using this approach, to record her responses in a journal, and to engage in discussions and 

interviews with me. My own work at the research site has been informed by the iterative 

Action Research process, where knowledge and understanding progressively emerges. 

Each cycle is based on the one before, so that honest reflections and evaluations are part 

of a continuing revelatory process. This research project has been designed after an 

extensive literature review and anecdotal discussions with other teachers and researchers. 

6.6. Summary 

This chapter has provided the analytical framework of ecologies of practice, to discuss 

the continually interdependent relationships which operate between five types of practices 

at the research site: student learning; teaching; professional learning; leading; and 

researching. A key aspect in determining how practices shaped each other is to examine 

the sustainability of the changes that occurred. For this purpose, data was collected by 

visiting the research site several weeks after the conclusion of Cycle 4, and by 

interviewing Chelsea the following year. The following chapter will consider this aspect 

of the research project.
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Chapter 7. Post-cycle reflection 

The purpose of this chapter is to determine the sustainability of an Arts Immersion 

approach. For this research project, sustainability depended on whether the classroom 

teacher, Chelsea, was able to continue to adopt Arts Immersion strategies without my 

presence in the classroom, and whether she was able to persist with this extension to her 

pedagogy when faced with the challenging demands of her teaching position. There were 

three occasions after the completion of Cycle 4 where I engaged in follow-up activities 

to determine the sustainability of an Arts Immersion approach for Chelsea and the school: 

interviews with Chelsea during the holiday break after the end of Cycle 4 (29 September 

2016) as well as during the semester break the following year (3 July 2017); and 

interviews with Chelsea and the students during the return onsite visit to the school 

several weeks after I had finished Cycle 4 (14.11.16). 

7.1. ‘Sayings’ 

7.1.1. Part 1: Interview with Chelsea (29 September 2016) 

In this extended interview (which is fully transcribed in Appendix B, p. 327) there were 

no prearranged questions. Instead, Chelsea brought up topics that held key importance 

and relevance for her participation in the research project. These topics were developed 

by prompting questions which emerged from the discussion, and allowed for more 

detailed and open responses within a more relaxed time frame which was not possible 

during the school term. The four cognitive themes that emerged from this interview were: 

the benefits of an Arts Immersion approach for students; the need for more equitable 

teaching and assessment strategies; the struggle towards explorative learning and teaching 

practices; and the implications of improvements in teaching practices. 

7.1.1.1. Arts Immersion benefits for students 

Chelsea brought up the topic of the Research Ropes strategy, noting that “possibly with 

content they were really familiar with, they would have caught on pretty quickly”. She 

explained her view that Arts Immersion strategies could address gaps in the students’ 

learning, especially with writing skills. 
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That’s the whole thing where we’re working on paragraphs. The kids don’t 

know why we have paragraphs, what the point is to a paragraph… so there’s a 

big gap back in their English learning that they’ve missed which would help 

with the whole summarising thing. 

After indicating that the new school leadership team was trying to change this situation, 

Chelsea provided three reasons for why these gaps in students’ knowledge existed. 

After talking with many people we put it down to [the fact that] some teachers 

don’t know themselves so they can’t teach it if they don’t know it. Other 

teachers think that because our kids are ESL [English as a Second Language] 

that we need to work on just the basics and make sure they’ve just got those… 

and others assume that someone else has done it or is going to do it and it’s 

just kind of missed. 

For Chelsea, Drama was very important in the curriculum. 

There’s a big social-emotional part in drama, social-emotional impacts and a 

place for it in teaching that I find kids of today really need. And the interaction 

is another thing too. Kids don’t interact in person anymore… they don’t 

interact face to face. They’re actually saying that boys are losing… by a certain 

age… their five senses. Because they’re being dumbed down so much through 

lack of human contact and the chemicals that… should be released, these 

chemicals aren’t being released and they can’t judge their senses. That’s what 

the latest findings are… Wow! So, the whole drama thing in schools and using 

that for learning is really really important. 

We discussed the current tendency of many students to flip between activities and 

devices, and to show limited concentration on one task at a time. Chelsea contended that 

this has had an effect on students’ reading skills. 

That’s like reading. You ask how many kids read at home. Not very many. 

Whereas when I was a kid, when the new Babysitters Club book came out… 

everyone had it, no one saw each other that day because we all sat and read it 

and talked about it afterwards. It just doesn’t happen anymore. 

I reminded Chelsea of the Arts Immersion strategies we used to foster a deeper 

understanding of a novel, and of her comment to the students earlier in Term 3: “From 

your reading I’ve noticed a difference in your conversations”. 
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Yes… they have conversations! (laughs) They ask each other about books 

and… they’re using more of the vocab, which I think… they just never used, 

‘cos they didn’t talk about stuff. Like they knew certain words and they various 

things, like if you ask them “What’s another word for this?”, they could tell 

you. But they just never used that knowledge for anything. But now they’re 

talking about things and… even talking to me… they get a big kick out of me 

borrowing a book that they’ve read. (laughs) 

Chelsea recalled the progress that individual students in her class have made. 

Zinta was quiet, shy, wouldn’t do anything at the start, a bit like Stacey, and 

see ‘cos I only had Stacey this year, so I’ve had Zinta for two years, so Stacey’s 

a few steps behind, and [their] progress is out of this world. [Stacy] was always 

sad and sullen [but now she will] talk and volunteer for stuff. 

[Ben] came out from Vietnam last year… at the beginning of last year, he came 

with the new arrival students… so I think he came maybe Day 2 of the school 

year… he kind of got to the country on the Wednesday and came [to school] 

on the Friday… he learned English in Vietnam and he got “As” in it but he still 

wasn’t living it… the way I teach here is very different to the way they teach 

in Vietnam where it’s all very structured and quiet and individual… this year 

I’ve seen him turn a corner and he’s now a happier student. The ESL teacher 

just said she thinks it was good he was put in my room in that he learned how 

to become his own student, not just like a robot… Especially personally, not 

necessarily academically ‘cos he’s very bright and he’d do that wherever he 

was ‘cos he’s very driven… this year he has a joke with everyone… watching 

him with the drama and the dance and the art, ‘cos he’s very good at drawing… 

um… he’s kind of gone, “I don’t just have to be good at the academic stuff, I 

can be good and have fun in this other stuff as well”. 

It was difficult for Chelsea to retain a diplomatic position when approached by students 

in the other Year 6 class who wondered why they were not allowed to try an Arts 

Immersion approach to learning. Both of us acknowledged that we felt sorry for the 

students in the other Year 6 class as they were not able to participate in an Arts Immersion 

approach. 

The real sporty boys in my teaching partner’s room kept saying to me, “Why 

don’t we make volcanos and why didn’t we do this and… they’ve even asked 

me about drama but [the other teacher] just doesn’t value drama at all, [the 

other teacher] told them it was a waste of time… you can see the kids [from 

the other Year 6 class] next door would look in, if we were in doing something 
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or say, “Can we come and watch?”… Yeah, asking all the time… They’d only 

say something to me about what we were doing if… their teacher wasn’t at 

school. 

Chelsea recalled the time when she felt sorry for the other Year 6 class and invited them 

to one session of our Migration Generation TV show on the understanding that only her 

class could ask questions as the studio audience. She comments on the other Year 6 class 

on this occasion: 

You can tell how eager they were… we told them not to ask questions… and 

they just couldn’t help themselves (laughs)… they were really into it. 

To Chelsea, it was important to begin the establishment of healthy student learning 

practices right from the beginning of their schooling. In her opinion, if students have a 

well-grounded learning practice tradition, they could withstand conflicting messages 

from other sources. 

I think it needs to be done from Prep. It needs to be done early on… [I] don’t 

think the impact from high school will be as great then because it would be 

ingrained in them… their… growing cycle is hitting a point … where they flick 

into their next rapid growth phase… there’s a lot of other things going on in 

there that are going to make the person that they are. So if this is instilled early 

on… I don’t think this is all conjecture… I don’t think high school and even 

family would have a big impact on what type of learners they are. 

As Chelsea explained, the Sunny Mountain Primary School leadership team was very 

supportive of her aim to build a healthy learning practice tradition from the early years at 

school. 

They’re trying really hard to get a really solid early years team… that will be 

willing to… make [learning] play-based and rich and investigative. 

This showed evidence of a cohesive team approach to strengthening student learning by 

establishing an effective learning trajectory emanating from students’ initial schooling 

experiences. 

7.1.1.2. Need for more equitable teaching and assessment 

When discussing the Migration Generation activity, Chelsea pointed out that although the 

students started with a bank of questions they had developed as a class, they were able to 
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move far beyond these during the interview because they “comprehended what was being 

said”. For Chelsea, this was a more accurate reflection of students’ comprehension skills 

than standardised testing regimes. 

I really don’t like the PATAR [Progressive Achievement Tests in Reading] 

test… it doesn’t relate to them at all… it’s like all these different bits and 

passages. 

She said that this inequity also applied to PM (Progress for Meaning in reading levels) 

benchmarking and NAPLAN testing. Her contention was that assumptions are made 

when compiling these tests, so that some students are disadvantaged because they have 

no understanding of the context. 

PM benchmarking… the problem that the kids at our school have—not all of 

them –a good percentage of them, is that they don’t understand the content or 

the context of the story. For example, when I taught earlier, there’s a book on 

Level 2 talking about a playground and one of the questions asked them, “What 

is something they can climb up?”… and, “What two things can you slide 

down?”… and they always got the slide but they never got the pole, ‘cos they 

didn’t know what the pole was or even that it existed. So I had to make sure 

that I took them outside and taught them at the beginning of every year… all 

the different elements of the playground, purely so that they could go up a level 

in PM benchmarking. So I’m finding the kids in the upper years… there’s a 

book about… a skate park… well none of the kids at our school skateboard 

and have had nothing to do with skateboarding. So you kind of have to explain 

it before you start reading. 

To Chelsea, the students’ lack of knowledge about context strongly influenced their 

comprehension and benchmarking testing. She felt that her students’ backgrounds were 

not understood or valued. 

They can read you the story … but when it comes to asking the inferential 

questioning and the detailed understanding they don’t have it because they 

don’t have the basic content knowledge or anything to draw on … Whereas if 

there was one on the Vietnamese New Year … they can tell you everything 

about it and why things are done ‘cos that’s their world. 

I recalled my incorrect assumption that the students would know about forest sounds 

when we were creating a soundscape for the novel, Hatchet, during the Reconnaissance 

Stage. Chelsea acknowledged that she had been through a similar learning process. 
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It took me a long time to work that out too, like kids to the beach… A few kids 

that we took to [Year 6] camp [this year], they’d never been to the beach 

before. 

Chelsea explained that while their NAPLAN results in Mathematics were quite good at 

Sunny Mountain Primary School, the students continued to struggle with their English 

scores. 

For English, we have not done very well at all. We’ve progressively gone 

backwards, especially in writing. That’s why we are one of the schools chosen 

in the diocese to be part of the ALL project—the Accelerated Literacy 

Learning project… our focus is reading… ‘cos we figured [if] we can get our 

kids reading more and reading better, it should flow into their writing. That’s 

our theory. 

By contrast, Arts Immersion activities provided context and the development of 

inferential thinking to build understanding. A variety of learning strategies were used to 

avoid repeatedly privileging the same students, and to encourage curiosity and pleasure 

in learning by using the Arts languages to make meaning. Chelsea strongly supported the 

contribution that Arts Immersion strategies made towards creating equity in learning. 

She warned against the dangers of dismissing the potential of students with learning 

difficulties and highlighted the importance of providing other forms of assessment. As 

evidence, Chelsea cited the changes in Xavier that began with her pedagogy and were 

continued through an Arts Immersion approach. 

[Xavier’s] been officially verified as intellectually impaired… when I first got 

him he basically thought he didn’t have to do anything that the rest of the kids 

did… but he is now writing, like chapter stories… he’s been working really 

hard… he’s got a school officer he goes out to a few times a week for about 

half an hour a day… he now listens to what’s going on and he can contribute… 

in a lot of areas like science, he is at expected level… you just have to modify 

how he shows the information. If it’s written based, usually you can’t get it, so 

he… draws a picture and explains it to you and then you kind of go from 

there… At the start of last year, he just didn’t do anything with the class, and I 

feel that that’s how he went through school. Because he was intellectually 

impaired he was kind of, “Oh we won’t worry, you just do those couple of little 

things I’ve set you while I teach the rest of the class”. 
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The following aspects of Chelsea’s pedagogy—based on her own experiences as a 

student—were supported by an Arts Immersion approach, and assisted the whole class, 

including Xavier. 

If I have to listen, without drawing or something, I don’t hear anything, my 

brain goes off on a tangent … so… when I read to the kids I let them have 

paper and draw and write notes… I found it’s worked with [Xavier]. He’s 

really… focused in, he knew the story… the novels… even though they’re not 

at his reading level, he picked up on everything, especially Nanberry was one 

that got me… he was really in on what was happening. 

Chelsea was aware that her view of assessment also differed from the practice traditions 

currently held in the upper school years at the school. An Arts Immersion approach 

creatively accommodated her choice to include a range of different types of assessment. 

Examples of an Arts Immersion approach to assessment which aligned with Chelsea’s 

practice traditions included having the students present research and discuss its 

application at the Mould Symposium, and assessing students as they explained their use 

of yeast in the Master Chef competition. 

I’m one of these teachers that likes to get the teaching done properly and the 

kids have authentic experiences and things like that … I would rather the kids 

really experience it and know it, than having to prove to me that they know it. 

I do a lot of observations and stuff and from their responses and their 

interactions and discussions we’ve had. 

7.1.1.3. Struggling towards explorative learning and teaching 

When Chelsea first started teaching this group of students she found they were very risk-

averse. She explains that she has tried to model healthy risk-taking to resist established 

practice traditions. An Arts Immersion approach was viewed by Chelsea as extending the 

work she had already started with her class. 

My kids are quite aware that I stuff up all the time (laughs) and they’re OK 

with it… I’ve had most of these kids now for nearly two years, it’s taken me 

till about the beginning of Term 3 this year for them, nearly all of them, to go, 

“I’ll give it a go”. You know… when I first got them, getting them to write 

anything was a challenge, getting them to say anything was a challenge. You 

get your handful of really good learners who love school and wouldn’t be 

anywhere else, who did what you wanted, but the rest would just sit there. But 
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it’s come to they’re volunteering stuff now, so even a few of the kids who were 

[in the other class] last year and have come into my room this year, you 

wouldn’t even know that they said nothing for the first half of the year. 

Chelsea noted the advantages of encouraging all of her students to be less risk-averse, 

which aligned well with an Arts Immersion approach. 

The whole class dynamic of working on, “It’s alright to make a mistake, it 

doesn’t matter if you stuff it up, if you don’t know that’s OK too, give it a 

go”… I find there’s less bullying with regards to schoolwork… so that they 

know that they’re all on their own journey. I just need them to progress… that’s 

what I’m looking for. 

Chelsea talked about the difficulty of working with students who she described as, “very 

closed”. Each of the students she mentioned responded by engaging positively in Arts 

Immersion experiences, showing evidence of deeper cognition and inferential thinking 

during the Action research cycles. 

There are a few in my class that are very closed and they’re only just sort of 

opening the door a little so you can see in… Donald is definitely one. Alistair 

can be another because he’s very conscientious, he worries too about what 

people think about him… he can be very confident, but then afterwards you 

see him try and look for reassurance from his peers… Stacey… Zinta was one, 

she’s not so much anymore… Damien to an extent… he’s very bright but he 

doesn’t volunteer a lot… or you really have to pry it out of him… in small 

groups, he’s fantastic… he’s more our latest one I’m working on (laughs)… 

and he only came in [to her class] this year. 

Both Chelsea and I agreed that we had noticed a problem with students tending to expect 

to be “spoon fed” information, in some cases at home and also at school. Chelsea’s 

pedagogy and an Arts Immersion approach both favoured the process of inquiry and 

exploration so that students became more responsible for their own learning. Chelsea 

explained some of the factors from students’ home backgrounds that might influence their 

dependence on being told what to do. 

I find the longer I have been teaching… 13 years now, the more protected the 

kids are when they come to school… I don’t know if it’s protected as in the 

sense that the parents don’t want them to hurt themselves… others… especially 

in our school, they work all the time so it’s just easier to throw them in front 

of a TV or an electronic device… as a babysitter… and they’re not 
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experiencing stuff like rolling down a hill or… in the playground… so they’re 

not learning anything for themselves… you very quickly learn when you touch 

something hot that you don’t touch it again ‘cos it’s hot it’s going to hurt. 

Whereas kids aren’t necessarily… they’ve been told that that’s hot [but] they 

don’t know what hot is. 

The difference between the explorative school culture fostered by the pedagogy preferred 

by Chelsea and me, and a protective home culture was something that Chelsea 

acknowledged could be confusing for students. 

When they come to school and we ask them to… especially teachers that work 

like I do… to go and explore and… like I’m very play-based, especially in the 

early years… they don’t know how to do it… because they’ve always been 

told what to think and what to do. I don’t know whether it’s to protect them or 

the parents think they’re doing the right thing… it’s a whole part of learning 

that some kids are missing. 

Similarly, when students move from a protective school environment where a teacher 

may see themselves as an instructor and favour passive student learning, this can function 

as a watershed in their learning journey. 

[Students will] eventually [get] a teacher… hopefully… that is completely 

different [to the instructor model] … those kids really struggle and they either 

completely bomb out or it changes them and they soar… I think a lot of it has 

to do with kids’ personality types as well and their connection with the teacher. 

It was Chelsea’s contention that most students would flourish with teachers who act as 

facilitators, but she also thought that some students may just be lazy and would prefer to 

be told what to do. 

I think… if they get a teacher early on who is very passionate and wants them 

to explore and encourages and has that safe environment, kids… will tend to 

do better… but then you get kids [who say]… “I don’t want to think for 

myself”… and as a teacher, you need to be able to work with those kids too, to 

get the best out of them… sometimes personality just plays a part. It can be [a 

stronger influence] and as a teacher, we have to teach thirty different people 

the same thing in a way that’s going to catch them all. 

Regarding a comparison between the influences in the school and the home, Chelsea 

described how students adjusted as they moved from a home situation where they were 
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told what to do, to her classroom environment where they were encouraged to inquire for 

themselves. 

I think it should be a partnership between the two [influences] but… I tend to 

find kids who are in a classroom where they have to investigate for themselves 

… are happy to do that and at home they’re told what to do… they wear two 

different hats. [This is] a major generalization, but our Vietnamese kids… go 

to a Viet school on Saturdays… a lot of them… in [my] class they’re all happy 

and performing and drama and calling out answers and debating with me, but 

at Viet school they don’t say anything, they sit there and they do things by rote 

learning … and just the different hats, they’ve learned when they can do it 

when they can’t. 

Chelsea’s response to this was to make the resolution of this situation the responsibility 

of her students, as they determined their own learning identities. 

My job lately, I’ve talked to them about working out who they are as a 

learner… and to take that with them everywhere, to be life-long learners. 

The challenge of encouraging both students and teachers to reshape their practices 

through active inquiry-based learning, was something Chelsea wanted to continue to 

address. 

The problem I think we’re having now is the kids coming through are waiting 

for us to tell them what to do… starting from home… and then you get some 

teachers too who think, “It’s just easier to teach if just tell them what to… what 

to do”. The whole inquiry model… some teachers embrace and others [say] 

“It’s a lot of work so I won’t”. But part of my job next year [as the Primary 

Learning Leader] is making sure the gradual Release of Responsibility model’s 

being followed. 

Chelsea gave the following reasons for why some teachers, particularly those in the upper 

primary school years, avoid exploring other types of pedagogy. 

At times, it’s effort… it’s just easier to have the kids research it on the 

computer and write an essay on it or write it up on the board and have them 

copy it in their books. I also think… [some teachers don’t] … know what to 

do… wouldn’t even know where to start to do a drama lesson… or [they] 

couldn’t run one if [they] tried… it’s not [their] thing… really, [they’re] more 

scared, it’s a fear of failure thing in front of the kids and that too. 
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In her interview for the PLL position, Chelsea referred to the work we had been doing 

using an Arts Immersion approach in her classroom. 

They were talking about making lessons interesting and more meaningful and 

so I talked about what we’d been doing and that the kids had a say too in what 

we did and how we did it and they gave feedback on what was good and what 

didn’t happen. 

One of the interviewers said to Chelsea: 

I’m going to put my hat on and be the horrible teacher…[taking that role]: 

“I’ve been teaching for thirty years… the parents are happy when their kids are 

in my class, their kids progress, why should I do anything you tell me to do?” 

Since Chelsea is aware that this practice tradition does represent some of the teachers in 

the school, she already had a strategy in mind for encouraging attitudinal change. 

I said, “It’s a ‘gently gently’ approach. You pick one small aspect to bring in 

and you just do it very slowly… and through showing them that it’s OK as 

well”. 

Chelsea noted the individual teaching structures that operate in classrooms, suggesting 

why some teachers might resist this change to their practice traditions and explaining her 

choice to change her own practice traditions. 

And it’s personality, a lot of people feel they’re being attacked. I used to be 

like that, I used to go, “You can come in my room but please don’t say anything 

about what you saw because I just don’t want to know what you thought”. 

(laughs)… [now] I think, “Tell me what I need to improve on ‘cos I’m more 

than happy to give it a go”. 

When considering the impact of teaching practice traditions on students who are shy, 

Chelsea voiced concern for their future learning experiences. 

I was one of those kids at school, I was extremely shy, and if you asked me a 

question, I’d basically go red and nearly pass out…(laughs) so I can get those 

kids … all of them have improved in their response to learning [with Arts 

Immersion]. I’m just worrying about high school next year (laughs). 
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Regarding the reconfiguration of students’ learning practice traditions, Chelsea expressed 

the view that these newly established practice traditions might not be nurtured in a high 

school setting. 

I also think it depends on what high school they go to as well and what happens 

there, because they’ve only just sort of started this journey in the last couple of 

years… and then they go to high school for five years… It’s taken me two 

years to break them out of, “Don’t write what you think I want to hear, I want 

to see what you think… I want your opinion and your thoughts”. 

There is cause for concern when effective student learning practices are constrained by 

the practice traditions of individual teachers or schools. 

7.1.1.4. Improving teaching practice 

Chelsea noted that improvements in teachers’ professional learning practice can 

encourage improvements in students’ learning practice. It was crucial to her view of 

building teacher capacity that teachers should model best practice in their school. The 

opportunity for Chelsea to engage in professional learning regarding an Arts Immersion 

approach in her own classroom encouraged her plans to continue learning through 

postgraduate study. 

I’m… looking at my Masters… going educational leadership… possibly at the 

beginning of next year. 

I asked Chelsea for her comments regarding our strategy for planning together, where she 

produced the initial planning document and I expanded on that with Arts Immersion 

options. 

I appreciated it that way because I like to think I taught that way but I’d never 

put it in my planning, so having me plan like I normally do and then have you 

go through and go, “Well you could do this with this…” [was helpful]. [In 

fourth] Term when I’m planning and you’re not going to be there I’m going, 

“Well I can put this in here and I can put this in here”… thinking about what 

you would be saying to be if you were reading it. 

Reiterating to Chelsea that I had learned a lot from reading her planning, I noted she often 

used strategies which aligned well with an Arts Immersion approach. She explained that 

she enjoyed working in a team and found it frustrating in situations where there was no 
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coordination between teachers, and planning was kept very separate. Chelsea referred to 

the issue of over-planning and overloading the content intentions of planning documents 

which Charlotte (Critical Friend) had mentioned previously. 

I never stick to a plan, even the ones I write for my class… a lot of the reason 

I definitely over-plan is because it gives me options… if the kids get something 

really quickly or if they don’t like an activity or aren’t getting something from 

it, I’ve got other options in there already that I don’t have to come up with… 

also because I try and plan… not just for my class, I plan for the other class as 

well… I’d rather have more in it… than not enough. My biggest issue is 

making sure I cover all the content, and not get stuck on one little bit… which 

seems to be… a teacher’s thing… teachers tend to do that. 

The tendency Chelsea refers to for teachers to “get stuck on one little bit”, could be 

addressed by embracing the rich tasks advocated by an Arts Immersion approach, where 

different areas of learning are nested within each other rather than added separately as a 

string of fragmented pieces of knowledge. On further reflection, Chelsea brought up this 

option herself, demonstrating why her pedagogy aligned so well with an Arts Immersion 

by providing an example. 

Our curriculum at the moment it’s very… content heavy. There’s a lot in there 

to cover… but I’m of the mind that you can link a lot of it… Year 5 and 6 

curriculum’s very good for that. Although this term… it’s a bit clunky to fit, 

but if you really know your stuff and really go through your Line of Sight 

documents and your Content Descriptors and achievement standards… there’s 

a lot that can be linked and you can assess English, the Arts and Science or 

History all in one go, if you’re clever about it. Like when we did Nanberry, a 

lot of our discussions and that talked about Religion… rights… History and… 

English. 

In Chelsea’s opinion, pre-service training can influence teacher’s choices regarding 

interdisciplinary work and their attitude to the Arts. 

A lot of people see the Arts as another subject to teach which is why it’s not 

being taught. If you look at all the classes, they see the Arts as Visual Art and 

Music, that’s it… I don’t think people are comfortable with [the Arts]… it’s 

usually one subject at Uni and that’s all people have ever done … they don’t 

know what to do. Like, for drama, if you said, “Run a drama lesson”, I’d really 

have to go and research… I know it but I haven’t done it enough to have the 

bank of… strategies. Whereas if I was in Maths and you said to me, “Go and 
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teach a Maths lesson on this”, I could pluck out heaps of different stuff because 

I’ve had to do a lot of that. So I think that’s why teachers are also very… wary 

of the Arts as in they haven’t had the experience and they don’t have the 

knowledge too. 

According to Chelsea, learning in her class has been enhanced by offering the students 

more alternatives in the way they express what they know. She explained the tension 

between trying to balance the need to pay attention to students’ punctuation and 

handwriting skills with her long-term goal of engaging students in deeper learning within 

an inquiry model. 

Writing … that’s the worst thing they’re able to do … which is why we have 

a lot of presentations and discussions and debates and… because they’re a very 

oral class… you get them to write it down and they forget what they’re trying 

to say ‘cos they’re too busy trying to do the conventions of writing… they’re 

worried about their handwriting and their capital letters, which they should be, 

because when they go to high school it’s going to be an issue, but I would 

rather them at the moment… get as much out of all the other subjects and 

content that we’re doing… and being able to draw conclusions and apply 

knowledge… than being able to write down what they think I want to hear. 

This tension was intensified by the students’ imminent move to high school. The 

upcoming Fourth Term held challenges for Chelsea and her students in terms of time 

constraints. 

I have to teach, I have to do graduation, we have to do the school magazine… 

so it’s a very busy term. 

It was obvious that time constraints would have a large impact on Chelsea’s teaching in 

the final term of the school year. The later interviews with Chelsea and her students 

indicated the sustainability of an Arts Immersion approach. 

7.1.2. Part 2: Interview with Chelsea and the students (14 
November 2016) 

My return to the school occurred nine weeks after I had left the research site. I needed to 

determine whether an Arts Immersion approach was still being used in the classroom, so 

I conducted three interviews (for examples of interview questions see Appendix F, p. 
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470470): a whole class interview with the students; a focus group interview with the 

students); and an interview with Chelsea (see Appendix B, from p. 327). 

7.1.2.1. Interview with Chelsea 

When describing her ‘sayings’ after my participation in the site had concluded, Chelsea 

indicated that through the combined influence of her Arts Immersion observations and 

her own pedagogy, she felt that this approach had been “ingrained” in her teaching 

practice. She described her use of Arts Immersion strategies (such as Hot Seating, 

Conscience Alley and Live Interviews) after I had left the research site as “automatic” 

and transmitted these ideas to her student teacher. Chelsea expressed a keen desire to 

continue this approach with her class despite experiencing a busy Term 4, noting that 

there was value in “knowing what other strategies you can draw on if something’s not 

working.” Her response to using an Arts Immersion approach in her teaching practice 

expressed: a desire to experiment; enjoyment of this teaching style; satisfaction in 

expanding her teaching strategies; and excitement in trying something new. She provided 

this analogy of broadening her pedagogy and building her capacity: “Now that I have this 

new little toolkit (chuckles)… I tend to just draw on it.” When asked about aspects of an 

Arts Immersion approach that she found difficult, Chelsea acknowledged the challenge 

of the Teacher in Role strategy where the teacher is required to take on the role of a 

character to facilitate learning. She commented: 

“I’m not a dramatic person usually… (laughs)… I’m not a performing arts 

person… sometimes that can be hard, taking on that role as a teacher. I don’t 

do that stuff.” 

Regarding her future direction as a teacher, Chelsea responded by saying: “I don’t think 

there’s anything that would prevent me (from using an Arts Immersion approach), ‘cos I 

really like teaching that way. I’d like to develop more strategies and skills and research 

more and try new things.” The following quote summarised Chelsea’s perception of the 

influence of Arts Immersion on her teaching practice. 

I think it’s built on what I wanted to happen and I didn’t know how to do it. 

Having taught early years for most of my career and being an upper (years 

teacher) for only two years now, I wanted to make sure (the students) became 

more independent, that we weren’t spoon-feeding them. “Here you need to 
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know this. Regurgitate what I’ve told you.” So, this approach for me has helped 

me achieve that. It’s helped me throw it more back in (the students’) hands. 

Chelsea’s commitment to the sustainability of an Arts Immersion approach was revealed 

in her reply regarding the prospect of continuing this approach in her teaching practice: 

“Yeah, totally. My biggest thing is to build on more strategies for all five (Arts) areas 

since I’m not really trained in any of them.” 

There were three cognitive themes which emerged from Chelsea’s sayings: building her 

capacity through an on-the-job learning model; improving student outcomes; and 

implications for the wider teaching community. 

7.1.2.2. On-the-job learning model 

Chelsea outlined her preference for learning-on-the-job, explaining that she would have 

found it difficult to complete many hours of professional learning outside of school hours, 

in addition to her preparation and marking. In her opinion, the model used for on-the-job 

professional learning regarding an Arts Immersion approach achieved maximum 

relevance by being designed specifically for her class in her classroom environment. She 

explained that the method of modelling the teaching of this approach, undertaken by the 

SAT, was an effective way to demonstrate an Arts Immersion approach at work. 

It gave me a chance to see how would it be modelled and done properly… to 

co-teach at times and also to see how the kids responded… When you’re the 

teacher you don’t necessarily always see how the kids are responding to you 

because you’re too busy trying to get the point across… So, it was really good 

to see the progress too in both my knowledge and the students’ knowledge and 

participation. 

When comparing the on-the-job model of professional learning with attending a 

professional development workshop, Chelsea comments concurred with those expressed 

earlier by Charlotte (Critical Friend). 

Most people walk out of a workshop and go, “Yeah, I’m so going to do that.” 

And then they get back to the classroom and this happens and this happens … 

and it’s kind of pushed out… you get back to school and you go, “I have no 

idea how to incorporate this, and what did they say?”… The modelling 

approach—which is what we do with the students anyway—the best way to 
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teach them is to do it first and show them and then gradually build it so that 

they’re doing it and you’re watching. 

These comments explain that modelling a pedagogical approach in a teacher’s classroom 

effectively demonstrates the application of concepts in a relevant context to consolidate 

teacher learning. It is suggested that this style of professional learning is more likely to 

influence student learning. 

7.1.2.3. Improving student outcomes 

As Chelsea became more familiar with each art form—Dance, Drama, Media arts, Music 

and Visual art—she adopted the terms and ideas which I used (Arts-Immersion-specific 

language brought to the site) to access the curriculum over all Year 6 subject areas. Our 

common understandings emphasised an explorative mindset, appropriate risk-taking and 

working cooperatively in groups. Chelsea’s use of Arts-Immersion-specific language 

usually took place during the planning and reflecting stages of the Action Research cycle, 

or when supporting me in the classroom. For Chelsea, confirmation of the efficacy of an 

Arts Immersion approach was evidenced in the improved outcomes of her students, and 

reflected in her following statements: 

All of them have improved in their response to learning this way. 

They were engaged in the process… and they were comprehending what was 

being said. 

They’re desperate, they want to do it. If we’d just started that at the start of the 

year, and said to them, “You have to interview each other”, they would have 

all just died. Whereas they keep asking me when we are actually going to be 

presenting… so that is one major shift. 

Accepting other people’s opinions on different things—this group tends to 

have an opinion now and they’re quite open to say what they think, and I think 

a lot of it has to do with the activities we’ve done in Arts Immersion. 

Both Year 6 classes were tasked with choreographing their graduation dance: 

I found that my kids were more, “Oh let’s just get in and do it and here’s some 

ideas”. Whereas the other class sort of went, “Well we have no idea where to 

start with this”. 
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I think they’re more comfortable as a group now. Everyone’s done something 

within the group. Different people started putting their hand up to volunteer. 

Arts Immersion facilitates: 

Being able to question—physically questioning people but also questioning an 

idea, or an activity. 

Useful skills to take into high school. 

The kids are excited learning that way, it was incredible, and what they came 

up with was amazing. 

Something they’ll always remember I think. 

To pinpoint the crucial factor underpinning her decision to use an Arts Immersion 

approach in her classroom, Chelsea explained: 

For me, it is the engagement of the students. Hands down. I know it can be 

considered a bit more work, but the whole point of our job is to have the 

students learning and engaged and passionate about what they’re doing, and if, 

from what I’ve seen, Arts Immersion has done that with nearly all… I’d say 

99% of the students—and the 1% are just the stubborn ones who have off 

days—there’s no other encouragement needed. I’ve seen the benefits of it and 

having been an early years teacher I kind of taught like that down there 

anyway, so it was good to see how to do that up, in the upper school. It’s never 

really considered to do that up here… in the upper [school], so… that’s been a 

big… big plus. 

These comments show that a teacher’s choice to change their teaching practice results 

from observing positive changes in their students. This experience may act as a catalyst 

for sharing professional learning with other staff. 

7.1.2.4. Influence on wider teaching community 

In describing her intention for disseminating an Art Immersion approach to other staff in 

the school, Chelsea stated: “Another thing I hope to achieve is to be able to help other 

teachers in the school embed Arts … it’s just a time factor”. When communicating with 

her colleagues, leadership team, and student teacher, Chelsea focused on the positive way 

her students were responding to an Arts Immersion approach, as reflected in their 

improved understanding, engagement and confidence in learning. She also described the 
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range of new Arts Immersion strategies she was collecting in her ‘teaching toolbox’, and 

her commitment to sharing these in the future. Chelsea felt this was a change that should 

happen throughout the education system, stating that “university professors need to have 

a look as well (laughs)”. 

In preparing for her new Primary Learning Leader (PLL) role which was due to begin the 

following year, Chelsea outlined two objectives: 

Looking at data, and working out specifically what needs to be focused on… 

and … showing teachers ways on how to teach that. So my job’s basically 

working with the teachers on their pedagogy… the Arts Immersion approach 

will definitely come into it. 

This conventional data can then be used formatively in the initial planning stage of 

improving student and teacher practices, and contribute to whole school strategies. 

A positive aspect of future directions in professional learning at the school, was that the 

principal had many years of experience as an early childhood teacher, and was open to 

using a range of strategies which embraced the Arts and favoured an explorative mindset. 

Chelsea explained that she felt supported by her principal’s view, especially in her new 

role as PLL. In her opinion, the fact that an Arts Immersion approach had fostered an 

obvious improvement in students’ comprehension skills would be an effective foundation 

on which to build teacher support. Chelsea described her goals in this new job as: 

Trying to share this knowledge with other people … start with willing 

participants. There are a few teachers who are really interested in what we’ve 

done down here… part of my job is to go into certain classrooms to start with 

and model, like you did, but with literacy. We’re focusing on literacy and 

reading. 

When bringing in new approaches to learning and teaching, it can be helpful to begin with 

willing participants to create positive points of reference for other staff to observe. The 

success of a teaching practice may be measured through the effectiveness of their 

students’ learning practice. 

7.1.2.5. Interview with students 

The specialist language which was used by students emanated from their experiences as 

student learners participating in Arts Immersion activities. They provided a subjective 
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perspective on what it felt like to be using an Arts Immersion approach to learn. This 

‘inside’ perspective was uniquely theirs, as the adult participants were responsible for the 

delivery or observation of Arts Immersion strategies. Five cognitive themes emerged from 

students’ ‘sayings’: Arts Immersion activities were enjoyable and interesting; Arts 

Immersion activities improved their learning; Arts Immersion made the class more 

confident; Arts Immersion is sustainable; Arts Immersion has benefits for teachers; and 

Arts Immersion should be used by others and spread to other contexts. 

7.1.2.5.1. Arts Immersion was enjoyable and interesting 

Many of the students ‘sayings’ focused on their enjoyment of Arts Immersion activities 

and how this aroused their interest and engaged them in learning. They also expressed the 

view that this process led towards greater knowledge retention, helping them to develop 

their memories. This is evident in the following quotes. 

It’s fun and everyone pays attention to it. (Tom) 

The kids might concentrate more because it’s more fun and they’re not just 

sitting down all the time, they’re moving around. (Ian) 

I think the teacher would like it because she can see her students are having 

fun and they’re learning in a fun way and she can pass it on to other teachers… 

what she’s learned. (Ian) 

[Chelsea] would use… the Drama again because she sees us having so much 

fun and… she can… help the younger kids to have more fun. (Susan) 

When we did the Maths thing with you… we did the pumpkin weighing, the 

muffin things, and the dead rat (smiles)… it adds a bit of character. (Susan) 

These opinions and the enthusiasm with which they were expressed reflect the warm 

response students had towards Arts Immersion activities. This provided a foundation for 

other student benefits. 

7.1.2.5.2. Arts Immersion improved learning 

Students noted that Arts Immersion activities encouraged them to take on other 

perspectives. The following student words demonstrated a deeper and more personal 

understanding as they took on other perspectives, such as politicians and scientists. 

Students described further examples of knowledge they had gained and strategies they 

had found helpful to their learning. 
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We learned about the outside world and about the words in parliament. (Chloe) 

It was good because… we were dressing up as scientists and the boys had 

moustaches and the girls had stickers… and we had the clapping things, and if 

it was a good answer we would use them. (Susan) 

Students appreciated the wider worldview they experienced through Arts Immersion 

experiences, and the positive influence this had on their personal and learning identities. 

7.1.2.5.3. Arts Immersion developed confidence 

Many students commented that Arts Immersion had improved their confidence. This was 

shown in Elizabeth’s self-reflective comments about volunteering for a drama role, and 

in the following peer observations. 

When you dressed up like a scientist you feel like you’re one and you’re more 

comfortable with it… confident. (Ciara) 

They like grew more confidence in themselves… like getting up on stage and 

talking in front of the crowd and stuff. (Taryn) 

We’re just confident more… and people who didn’t talk as much can do all 

this stuff. (Elizabeth) 

A lot of people got confidence, they pushed their speaking. (Chloe) 

It expresses their individuality and it helps them get more creative, more 

imaginative and more confident. (Zoe) 

These comments reflected students’ awareness of themselves and their peers and the 

importance they placed on building confidence. They regarded these changes as ongoing 

rather than transient. 

7.1.2.5.4. Arts Immersion is sustainable 

The sustainability of an Arts Immersion approach was addressed during a whole class 

interview, a focus group interview, and an individual interview with Zoe. I asked the 

students three questions: 

 Can you explain what Arts Immersion means? 

 Can you recall any Arts Immersion activities you did when I was working 

in the classroom? 
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 Are you still using Arts Immersion activities in your classroom? 

Zoe gave the following description of Arts Immersion: 

Arts Immersion is when the five arts… so Dance, Drama, Visual Art, Music 

and Media Arts… combined together with the usual subjects to help us learn 

in a different way. 

The examples of Arts Immersion strategies which students could readily recall were: the 

Boal Circle; Hot Seating; Conscience Alley; the Parliament Play; the High School 

Musical Medley; the Mould Symposium; Claymation; and Master Chef. To demonstrate 

that they had continued to use Arts Immersion activities since I had left the research site, 

Susan gave the example of “our Saints Interviews”, and Zoe provided the example of Hot 

Seating from the book Someone Like Me. The class could describe both of these activities. 

There was a strong consensus that Chelsea was likely to continue using an Arts Immersion 

approach in the future. Susan explained that this was because Chelsea “wanted us not to 

just write down on a piece of paper (but) actually do it so people would remember”, while 

Xavier’s reason was “because we had a big experience with you”. The clarity of student 

responses suggested that Arts Immersion experiences were ongoing and valuable. 

7.1.2.5.5. Arts Immersion is good for teachers 

Students’ provided a variety of reasons why they thought an Arts Immersion approach 

was good for teachers. 

It makes us learn more. (Xavier)  

Because we get better marks. (Tilly) 

‘Cos the teacher, she can… repeat a thing that we did and then pass it to like 

the next year. (Chloe) 

These students thought it was effective having two teachers working together in the same 

class on an Arts Immersion approach because: 

I think it was great because… one teacher working with another is really 

helpful for the other teacher… because… you’re making us learn more with… 

our teacher. (Xavier) 
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Because two heads are better than one (chuckles) and so since there are two of 

you, you can think more and you can plan more and things get done more. 

(Zoe) 

Reasons students gave for teachers not using Arts Immersion included: 

Sometimes [the students] muck around? (Tilly)  

It’s a little bit more work. (Ian) 

It uses up more time. (Damien) 

‘Cos in a Drama you want everyone to have a part… and they have to practise 

that part. But then if you’re writing it down on the board, you can just tell… 

the students to write it down in their books. (Susan) 

7.1.2.5.6. Arts Immersion should spread further 

Students’ support for this idea was reflected in their opinion that Arts Immersion would 

assist them in the future, have benefits for future students, help teachers to work well 

together, and provide an opportunity for Chelsea to reach more teachers and students in 

her new PLL role next year. Knowledge retention was again referred to as a benefit of 

Arts Immersion activities. 

‘Cos the children will have to pay attention but if you had to write it in your 

books, some people would just write it without reading it. (Perrin) 

They connected the notion of enjoyment with better learning. 

Since [Chelsea’s] seen that the… Arts Immersion has made us learn more and 

made us have fun, she will think that she will tell other teachers, so that their 

kids will have the same experience as us. (Zoe) 

The focus group of students described the changes that an Art Immersion approach had 

made to their class which included: better learning; good preparation for the future; 

increased confidence and a positive outlook. 

We… learned more experience, what you taught us… and we started to learn 

more and more and more… all the way up to the top. (Xavier) 

What you’ve taught us… in the past term, I think we can apply that in the future 

to other things when we’re learning. (Ian) 
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Yes, because it had a really big impact on our positivity… and… more progress 

in education. (Tom) 

The students went on to explain how they felt about these changes to the class, noting 

positive feelings towards high school preparation, increased confidence and an 

opportunity to pass on this approach as potential future teachers. 

Good… we have good marks for high school, and later, if we become a teacher, 

we can do that with our students too. (Perrin) 

Happy, because instead of like writing stuff on the board and copying 

everything down we can have more experience of being more confident. 

(Ciara) 

I think it would help in like English or history or something, like if you have 

to put on a presentation, instead of just doing a boring slideshow or whatever… 

you could pretend to be a character, you could do an interview and act… like… 

as if you were in the Hot Seat… you can use… all the things we did and put it 

in a cool presentation. (Zoe) 

The focus group agreed they would recommend that other schools use an Arts Immersion 

approach. They provided the following explanations which highlighted enjoyment and 

improvement in learning, developing a useful collection of strategies, having a positive 

learning tradition to pass on to others, developing valuable skills for the future, and 

becoming more creative, imaginative and confident individuals. 

Yes, because if you pass it down to the other school and if they like it… they 

will have good marks and when they grow up they will have better jobs. (Tom) 

If they bring that into the school they’ll have more fun… before, we didn’t 

really have an Arts teacher. (Chloe) 

Yes… because it expresses their individuality and it helps them get more 

creative, more imaginative and more confident. (Zoe) 

Yes because maybe the other schools … don’t like their situation of learning 

right now, so if we pass it down they might like it and then it will spread to the 

whole entire world. (Tom) 

The most verbally articulate student in the class was Zoe and she embraced Arts 

Immersion as this approach offered her opportunities for extension work. She provided 
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several perceptive justifications for the effectiveness of this approach, noting that in Arts 

Immersion activities there are a group of outcomes being addressed together in what I 

have termed rich tasks. Zoe also described the process of learning how to summarise and 

select relevant information which was part of some Arts Immersion activities. In this 

instance, she referred to the Mould Symposium. 

Zoe: It helped with our confidence because we had to put our hand up… 

we weren’t forced to. So we were learning about mould, but we were 

also learning how to research… we didn’t really have much help, 

we researched by ourselves, and it helped us because we learned to 

get information but we learned to shorten it and just make it 

clearer… because some websites just really like… there’s lots of 

information but you don’t really need all of it. 

Me: So even though that actually took longer time, you felt it was worth 

it? 

Zoe: (nods) Yeah (laughs)… even though all of the projects we did, like 

the parliament play and things, we still learned more instead of just 

copying down things from the board. Because when people copy 

down things from the board, they don’t really… learn the mind… 

like, get that information because you’re just copying down… on a 

piece of paper, you’re not copying it in your brain (laughs) so… if 

we talk about it… as a group…if we’re having fun… because when 

you’re having fun you have better experiences and you want to 

remember that, so it helps us remember all of the information as 

well. 

7.1.3. Part 3: Interview with Chelsea based on stimulus responses 
(3 July 2017) 

In this research project, I have consistently maintained that the Arts represent a set of 

languages and that language can, therefore, not be limited only to words. As outlined in 

Chapter 1, Eisner’s definition of language -”the use of any form of representation in which 

meaning is conveyed or construed” (Eisner, 2005, p. 342)—opens the way for ‘sayings’ 

to include more than words, and yet still operate within cultural-discursive arrangements 

of a semantic space (Kemmis et al., 2014). To mirror a strategy I had used with the 

students during the Action Research Cycles, I utilised the photograph cards as a stimulus 

for Chelsea’s responses, asking her to look through the pack and select those which spoke 
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to her most strongly. I then encouraged Chelsea to explain how this visual media arts 

language resonated with her experiences of this research project. These responses to the 

photos are grouped according to three cognitive themes: students’ experiences of Arts 

Immersion (Table 7.1); teachers’ experiences of Arts Immersion (Table 7.2); and broad 

pedagogical statements. 

Table 7.1 Students’ experiences of Arts Immersion 

Experience Quote Resources 

Through Arts Immersion, 
students journeyed 
towards understanding 

Nanberry… Rabbit-Proof Fence… Xavier… really 
gelled with that one… the kids’ understanding… some 
of it was a bit jagged, but by the end, it was all sort of 
connected. 

See Appendix G 
Resources —
Barbed Wire 

Arts Immersion 
strengthened students’ 
learning identities 

That to me is my class. They each have their own little 
fire burning. We saw different elements of it burn 
brighter doing different activities and Arts activities. 

See Appendix G 
Resources—
Candles 

Arts Immersion brought 
excitement and 
engagement to students 
and made a greater 
impact on disadvantaged 
students 

This one, the electricity towers, mainly the first word 
that came to mind was “spark”, it was seeing the sparks 
in the kids, especially the shy kids or the kids that were 
considered low [ability]. You saw sparks of 
excitement, engagement in their learning through the 
Arts. 

See Appendix G 
Resources—
Electricity 
Towers 

Arts Immersion may hold 
the key to unlocking 
learning for many 
students 

That kind of symbolises to me, especially the kids who 
are always considered low in their academic stuff, that 
when they were given the opportunity to express it in a 
different way, like through the Arts, it kind of unlocked 
a spark in them and also in me, knowing that they 
didn’t know it and I had to find a way for them to 
express it. 

See Appendix G 
Resources—
Key in Lock 

Arts Immersion is an 
inclusive approach to 
learning and teaching 
which encourages 
leadership 

…showing the way forward. I guess the Arts gave a lot 
of our kids an opportunity to move forward, that they 
wouldn’t necessarily have had if they weren’t 
encouraged to express their ideas… And it was also 
good in letting the kids know that they could be the 
leader of the room as well, it wasn’t just the teacher. 

See Appendix G 
Resources —
Lighthouse 

 
Table 7.2 Teachers’ experiences of Arts Immersion 

Experience Quote Resources 

Trying an Arts 
Immersion approach 
needs to be an active 
move towards change 

…have to get on board to actually go somewhere. So, 
to be a change agent you have to be willing to get on 
the conveyor belt or on the stairs. Whereas a lot of 
teachers now, who would like the results but aren’t 
willing to get on the train… 

See Appendix G 
Resources  —
Escalator 

Pedagogical change may 
be challenging for 
teachers who are time-
poor and experience 
interruptions to their 
teaching day 

…half the clock’s cut off… it symbolises the 
frustration… I’m sure that we both felt at all of the 
interruptions and things not working, and general life 
as a teacher. 

See Appendix G 
Resources—
Half a 
Clockface 
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Experience Quote Resources 

Battling an overcrowded 
curriculum may have 
many ups and downs 

The roller coaster… because the whole journey was up 
and down, trying to fit stuff in, all the… organisational 
logistics. 

See Appendix G 
Resources—
Rollercoaster 

Effective teacher 
planning requires 
required self-reflection 
and collaborative 
reflection 

That reminds me of planning… all the shredded paper, 
and the “No, that’s not going to work”, “Yes, that will 
work”, “I should have put that in”, “That wasn’t 
finished”… “Let’s see if this works.” 

See Appendix G 
Resources—
Shredded Paper,  

Reflection is an essential 
part of teaching in an 
Arts Immersion approach 

It just makes me think of reflecting back on old 
practices, things that worked well, things I’d do again, 
things that I have done again, that whole cycle of doing 
and then reflecting I found to be really important. 

See Appendix G 
Resources—
Two Old Ladies 
on a Bench 

Collaborating teachers 
need to make time to 
connect meaningfully 
with each other 

Partners in crime (laughs)… the two of us trying to 
connect, and find the time to connect! 

See Appendix G 
Resources—
Two Phone 
Boxes 

Pigeon-holing students 
can constrain meaningful 
learning but the Arts 
allow freedom 

When we used the Arts the kids could be any colour in 
any box, it didn’t really matter. 

See Appendix G 
Resources—
Pastels in Box 

Broader pedagogical 
statements 

Learning is a life-long process in which all practices 
continually shape each other…all of us shaping each 
other… we all kind of learned from each other… we 
were all students at the same time… moulding each 
other. 

See Appendix G 
Resources—
Breadmaking 

The “Butterfly Effect”—
small things matter 

…how something so little can have such a big 
impact… it’s the same with the way teachers teach. 

See Appendix G 
Resources—
Ladybird on a 
Leaf 

We are all shaped by and 
attached to our past 

It’s kind of like a lifeboat, I guess… I still had what I’d 
previously done backing me up… I was still tethered 
but I was willing to give it a go. 

See Appendix G 
Resources—
Boat With Rope 

Challenges are inherent 
in reaching our 
objectives, even when 
our objectives are clear 

The light got me at the end of this one. The dark 
alley—it was kind of like the start of the journey. I 
knew it would be good at the end, I just had to work 
out how to get to the end. Although it’s straight it’s 
bumpy. 

See Appendix G 
Resources—
Dark Alley to 
Light Tower 

Being open to different 
perspectives may widen 
educational possibilities 

I think the reason why it speaks to me is… looking 
forward… It’s looking out…at possibilities, and… we 
got the chance to explore those possibilities, that… I 
probably wouldn’t have done, if I didn’t have you in 
the room, for example—if we weren’t working 
together to do it. I would have done elements of it but it 
wouldn’t have been a conscious way of doing things. 

See Appendix G 
Resources—
Looking Out 
Window 

Collaborations may 
include multiple ideas 

… the railway tracks. From this perspective, it’s sort of 
merging into one track… it could go either way but 
they’ve moved it into one. I turn it around though and 
it’s from one into two. So I like it this way better 
[merging into one] so multiple ideas merge into one… 
collaboration… that’s what I’m looking for. 

See Appendix G 
Resources—
Train Tracks 
Converging 
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The data which follows demonstrates the additional analysis and meaning-making that 

was derived from this arts-based inquiry strategy by combining a copy of the original 

photo which is overlaid by written text. The research project consistently maintains the 

position that the Arts have their own languages which are capable of expressing meaning-

making and eliciting a meaning-making response. Therefore, this data formatting 

expresses layers of meaning created through the Media Arts language of photography 

superimposed with written text. By responding to the photograph cards which most 

strongly resonated with her experience of the research project, Chelsea was able to reveal 

connections that would have otherwise been missed. My analytical process was to provide 

a transcript of Chelsea’s responses, to highlight the themes that emerged, to point out the 

ways in which enhanced meaning-making was derived from a visual stimulus, and to 

summarise the educational implications that followed from this response. This integrated 

use of different languages reflects an Arts Immersion approach. 

7.1.4. Overview of teachers’ ‘sayings’ 

The data which was collected during the Reconnaissance Stage, the four Action Research 

Cycles and the post cycle reflection indicated that there was a marked contrast between 

the cultural-discursive arrangements supported by Chelsea, the Critical Friends and 

myself, compared to the current practice traditions which tended to be held by teachers 

of the upper school years, for example, the other Year 6 teacher. During times when the 

two Year 6 classes were combined and from individual interactions with students in the 

other Year 6 class, differences in viewpoints became apparent. The following table (Table 

7.3) summarises the viewpoints from an Arts Immersion perspective, and contrasts these 

with opposing views which are based on information provided by Chelsea and the Critical 

Friend during discussions. These viewpoints are expressed through a representative voice 

(not direct quotes). 

Table 7.3 Summary of viewpoints from an Arts Immersion perspective, and opposing views 

‘Sayings’ expressed as key ideas at the site 
(Chelsea, myself, and Critical Friends) 

Practice traditions reflected in ‘sayings’ 
expressed as key ideas at the site (e.g., the 
other Year 6 teacher) 

These ‘sayings’ enabled interaction in exploring 
an Arts Immersion approach and constrained 
current practice traditions at the site 

These ‘sayings’ constrained interaction in 
exploring an Arts Immersion approach and 
enabled current practice traditions at the site 

The Arts represent a valuable Learning Area 
consisting of five subjects to be used across the 
curriculum 

The Arts are not necessary in the generalist 
classroom as they are less important, not tested by 
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‘Sayings’ expressed as key ideas at the site 
(Chelsea, myself, and Critical Friends) 

Practice traditions reflected in ‘sayings’ 
expressed as key ideas at the site (e.g., the 
other Year 6 teacher) 

NAPLAN, and already partly covered in 
specialist lessons. 

Integrated strategies represent deeper and more 
authentic learning 

Fragmented learning occurs because that is what 
has usually happened 

Arts Immersion favours integrated strategies 
based on rich tasks which can achieve multiple 
outcomes, preserve authentic connections 
between disciplines, and address the issue of an 
overcrowded curriculum by increasing the quality 
rather than the quantity of the time required 

Integrated strategies provide more work and will 
add more tasks, one after the other, to our already 
overcrowded curriculum—they are messy and 
time-consuming, and discrete disciplines (silos) of 
learning are clearer to understand and quicker to 
complete 

Students should experience, discuss, explore and 
question what they’re learning 

Students should be told what to learn and fed that 
knowledge by the teacher 

I prefer to use an inquiry model and often make 
use of group work 

I prefer an instruction model, providing directions 
and setting up quiet individual learning 
experiences 

Students who struggle to learn should be 
supported to stay on task and participate in class 
activities 

Students who struggle to learn should be allowed 
to engage in whichever activities keep them quiet 
in class 

Using additional equipment and a range of 
teaching strategies may take extra time but this 
time is justified by the deeper learning it fosters 

Using additional equipment and a range of 
teaching strategies can’t be justified as it takes too 
much time in preparation and execution 

My teaching practice is lacking Arts knowledge, 
skills and teaching strategies, but would be 
enhanced and strengthened by professional 
learning which broadens my pedagogy 

My teaching practice is lacking Arts knowledge, 
skills and teaching strategies, but I am 
uncomfortable working in this area and do not see 
the need to incorporate these aspects into my 
pedagogy 

The Arts should be used by all teachers across the 
curriculum in every classroom 

The Arts should be taught by specialist teachers in 
the specialist teacher’s classroom 

I am uncomfortable with the hierarchy of subject 
importance that demotes the Arts and prioritises 
Mathematics and English, as students’ lives can 
be greatly enriched by unique opportunities in 
Arts experiences 

I am comfortable with the hierarchy of subject 
importance that demotes the Arts and prioritises 
Mathematics and English, as these are the most 
important Learning Areas. 

We have a lot of ESL learners but all students 
have a right to access deeper learning, to be 
enriched by that process, and to be better 
equipped for the future by developing associated 
skills and strategies 

We have a lot of ESL learners and the best they 
can hope to achieve is to manage ‘the basics’ in 
learning 

I seek out where the gaps are in student learning 
and seek to fill these with the knowledge and 
skills required to build further learning 

Every teacher is responsible for teaching their 
own part of the curriculum, so I assume they’ve 
done their part and just concentrate on my part 

I use a variety of teaching strategies and 
assessment tasks 

Most of my teaching strategies and assessment 
tasks are writing-based 

Risk-taking is encouraged Risk-taking is not prioritised 

The Arts are essential for all students’ learning 
and they have a right to these experiences within 
the curriculum 

The Arts are for those students who are competent 
in this area and who enjoy the Arts and if they 
want more they can have specialist tuition outside 
of class time 
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Each participant drew language from a variety of sources. Chelsea and I shared a bank of 

common language regarding our pedagogy which we brought to the site. This is important 

because teachers may not often be given opportunities to talk about their pedagogical 

beliefs and practices. These shared ‘sayings’ were discussed in Chapter 5. As the research 

project progressed, participants incorporated the thoughts and language of an Arts 

Immersion approach by including those of each Arts subject. Chelsea’s ‘sayings’ also 

encompassed arts education as an integrated pedagogy with supporting strategies, and the 

Critical Friends incorporated these into their observations of an Arts Immersion lesson. 

My own ‘sayings’, while driving the change towards an Arts Immersion approach, were 

adapted to include concepts expressed in a Year 6 generalist classroom. The strong 

alignment between the Action Research Cycle and teaching practice is demonstrated in 

the following table (Table 7.4). 

Table 7.4 Alignment between Action Research Cycle and teaching practice 

Description Action Research Cycle Teaching Practice 

What we intend to do Planning stage Planning 

What is done Acting stage Teaching in the classroom 

What we see happening when 
that is done 

Observing stage Teaching in the classroom 

How well has this worked and 
what does this mean? 

Reflecting stage Assessing / evaluating / 
reflecting (student learning and 
teaching practice) 

 
This shows the commonality between Chelsea’s teaching language and my research 

language, so little adjustment was necessary in our collaborative teaching and research 

process. 

7.1.5. Evaluation of ‘sayings’ 

Kemmis et al. (2014) use the following question as the basis for analysing ‘sayings’, “Are 

these rational and reasonable?” (p. 80), and by this they mean “that people’s ideas and 

what they say are comprehensible, coherent, accurate, sincerely stated (not deceptive), 

and morally right and appropriate” (p. 82). In this research project, the ‘sayings’ of the 

participants have been able to justify their assertions regarding an Arts Immersion 

approach as they observed the strategies in action in the classroom, experienced learning 

through Arts Immersion strategies, and reflected on the practices that came within this 

influence at the site. The research was not funded or influenced by any organisations 
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which could be perceived to have a vested interest in the findings. The authenticity of 

students’ comments and opinions were supported by video and audio evidence, and 

witnessed by several teachers. Their ‘sayings’ about the practice appeared to be an honest 

reflection of their personal experience, and their viewpoints regarding the use of an Arts 

Immersion approach by future students and teachers demonstrated consideration for 

others, which I would judge to be “morally right and appropriate” (Kemmis et al., 2014, 

p. 82). When working in the practice, their ‘sayings’ were sincerely stated and accurate 

to the best of their ability. 

The teachers involved in the research project have outlined the Arts Immersion strategies 

which were used, noting how they were applied in the classroom and how the students 

responded. They have referred to their own observations and journals, as well as audio, 

video, and written evidence of students’ work in analysing the influence of these 

strategies on student outcomes. These participants have described with authenticity the 

challenges they face in their practices, and clearly and consistently explained why this 

approach effectively addressed some of the concerns they shared in their practice. Their 

viewpoints have been coherently expressed and emanate from a genuine desire to see 

practices improved, viewing teaching as a calling rather than merely a job. I would judge 

the desire to improve teaching and learning as “morally right and appropriate” (Kemmis 

et al., 2014, p. 82) since it seeks optimal outcomes for all participants, and aspirational 

objectives for all schools. 

7.2. ‘Doings’ 

The post cycle reflection used three different material-economic arrangements: 

interviews with Chelsea and the students which were based on open-ended questions; an 

interview with Chelsea with questions that emerged from her own iterative discourse; and 

Chelsea’s response to the stimulus of a series of photograph cards—Picture This card set 

(Deal, 2007). The interviews with Chelsea and the students were conducted to provide 

triangulation by checking the integrity of the data I had collected. Both teacher and 

student perspectives were considered in the analysis and discussion. By providing a whole 

class interview, all students in the class were offered a chance to express their opinion 

regarding a question and none were excluded. The smaller focus group of twelve students 

provided a more intimate context for students to share their points of view in greater 
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detail. These students were chosen because they represented a range of different 

backgrounds and developmental levels, and because they were considered more likely to 

be willing to articulate their viewpoints. Chelsea’s responses to the stimulus photograph 

cards were generated and directed by her own choices. From the Picture This pack of 75 

colour photographs (Deal, 2007), Chelsea chose 18 with which she made connections to 

the research project. Her responses demonstrate additional connections which were 

elicited by the photograph stimulus, but which did not emerge with as much nuanced 

detail from the other interviews. 

The Part 1 and 3 interviews with Chelsea (29 September 2016 and 3 July 2017) took place 

offsite, sitting at a table on which a recording device was placed. The Part 2 interview 

with Chelsea (14.11.16) was set up similarly, but occurred at the back of her classroom 

outside of teaching time with no other participants present. The whole class student 

interview (Part 2—14 November 2016) took place in the classroom where it was filmed 

by Chelsea, and I filmed the focus group student interview (Part 2—14 November 2016) 

in a small room next to the school library. Apart from the recording devices, the only 

resources required were the set of photograph cards for Chelsea’s Part 3 interview. 

Triangulation was extended to crystallization with the use of stimulus photo cards in a 

discussion with Chelsea, as the emerging data drew on two different inputs: another 

participant’s perspective; and references made to another mode of understanding 

(responding to the visual stimulus). 

The five psychomotor themes which emerged from the ‘doings’ through the medium of 

activity and work showed that: open-ended questioning assisted students by providing 

them with a starting point to express their opinions; students appeared more comfortable 

when expressing their viewpoints in a smaller group and provided more detailed answers 

during this activity; open-ended questioning was able to elicit information which was 

relevant to answering the research questions; the interview with Chelsea which occurred 

away from the research site without prearranged questions or time constraints was more 

relaxed, open, and wide-ranging in terms of the details and connected topics that emerged; 

and the use of photographic stimuli elicited more nuanced answers and connections which 

were completely generated by Chelsea. 
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7.2.1. Evaluation of ‘doings’ 

The evaluative question regarding ‘doings’ is: “Are these productive and sustainable?” 

(Kemmis et al., p. 82, 2014). I would contend that the ‘doings’ in this research project 

produced worthwhile outcomes for the participants based on the evidence found in 

collected data (written, aural and visual). Participants were convinced of the value of an 

Arts Immersion approach as a result of their observations and experience of these 

activities. The teachers involved in the research project broadened their pedagogy and 

added a bank of effective tools and strategies to their teaching skills. Professional 

Learning on the job saved time and maximised the relevance of the activities, while 

student learning and wellbeing was enhanced by this work. The ‘doings’ were productive 

because they enhanced the skills and understanding of the participants and created a 

positive trajectory for further improvement. Their sustainability is evident in several 

aspects: 

 An Arts Immersion approach continued to be used in work at the site after 

I had left 

 Chelsea’s appointment as a Primary Learning Leader provided her with a 

platform for disseminating this approach throughout her school, with this 

work commencing in 2017 

 The model of experiencing professional learning as an activity which 

occurred in the classroom alongside student learning conserved teachers’ 

time and reduced stress 

 Material resources, time and energy were effectively used by addressing 

multiple objectives and learning areas at the same time, through various 

pathways and modes. 

7.3. ‘Relatings’ 

I would have liked more time to interview Chelsea and engage in discussions with her 

during the Action Research cycles. However, I felt it was important not to add additional 

demands to her already very busy schedule, as keeping a well-functioning professional 

relationship was a higher priority. Consideration of Chelsea’s wellbeing was essential to 

the success of the research project. Another advantage of leaving time between the end 

of Cycle 4 and further interviews with Chelsea was that there was space to process the 
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professional learning which had occurred and this added depth to those later reflections. 

Without the pressure of having to plan and prepare classroom work, which was our focus 

during the Action Research Cycles, Chelsea and I were able to consider some of the 

broader educational questions which underpinned our practices. 

The ease with which discussions between Chelsea and me unfolded when not at the 

research site revealed a comfortable and cooperative professional relationship. Gradually 

our professional relationship shifted, as Chelsea prepared to take on her new role of 

Primary Learning Leader. Both of us became advocates for an Arts Immersion approach, 

and in the discussion with Chelsea which occurred the following year, her reflections 

came from the new position of fulfilling this role in the school. Her comments reflected 

her perspective as an enabler of students, a peer-mentor to her colleagues at school, and 

a co-advocate of an Arts Immersion approach. Over this time, both of us have continued 

to develop our educational leadership practice, and Chelsea enthusiastically accepted my 

invitation to co-deliver professional learning to teachers in the future. This will allow us 

to present both a Generalist Teacher perspective and a Specialist Arts Teacher perspective 

of an Arts Immersion approach. 

7.3.1. Evaluation of ‘relatings’ 

The evaluative question regarding ‘relatings’ is: “Are these just and inclusive?” (Kemmis 

et al., p. 82, 2014). Kemmis et al. (2014) state that effective groups in Critical 

Participatory Action Research (CPAR) “cross some important boundaries, especially the 

boundaries of people’s perspectives, their power, and their self-interest” (p. 150). I would 

contend that this group of research participants did cross such boundaries, and that the 

practices and social-political arrangements in the site demonstrated respect for others’ 

perspectives and avoidance of power relationships. Participants considered and valued: 

each other’s perspectives; the ways of knowing inherent in Arts Immersion strategies; and 

the multiple intelligences accessed to build associated skills. By working in a healthy 

ecology of practices, we acknowledged and respected the contributions each practice 

made to the interconnected whole. By considering students’ perspectives, adult 

participants learned to adopt Arts Immersion strategies that would assist students to build 

on their strengths and address their weaknesses. Chelsea and I encouraged students to 

take responsibility for their own learning within an Arts Immersion approach. Students’ 

respect for their peers grew with an appreciation of the different ways of knowing possible 
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when communicating in, with, and through the Arts, and their changing perceptions that 

multiple types of intelligence were more widely spread in the class than they had realised. 

This discovery formed the basis for greater leadership sharing amongst students as well 

as increased participation in class discussions. The relationships which underpinned 

ecologies of practice were just and inclusive, since each practice was dependent upon the 

success of the others. 

7.4. Summary 

This chapter has shown how the characteristic ‘sayings’, ‘doings’, and ‘relatings’ of all 

the participants continued to interact with each other within practices and between 

practices at the research site after the conclusion of the final Action Research cycle. The 

gathering of this data, which supported the sustainability of an Arts Immersion approach, 

completed the assembling of data relevant to answering my research questions. The 

following chapter will present a concluding summary of the findings in this research 

project, review the benefits, challenges and implications, and identify where this research 

could be developed further.
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Chapter 8. Conclusion 

In this concluding chapter, I will firstly present a brief summary of the key findings of 

the research project where a specialist arts teacher (myself) and a generalist teacher 

worked together in a Year 6 general classroom to investigate the use of the Arts across 

the curriculum. The key findings are grouped under the following headings: ‘Arts 

readiness’; benefits for students; effective model for teacher professional learning; equity 

enhancement; strategies for addressing an overcrowded curriculum; and provision of a 

sustainable learning approach. I will then discuss the implications that can be drawn from 

these findings. These implications are grouped into two areas which are integrally 

connected: classroom learning and preservice teacher training. The findings from this 

research suggest ways to support effective learning in classrooms using an Arts 

Immersion approach, and provide a means to equip teachers to bring this to fruition. I will 

then discuss the limitations of the research, specifically in relation to the nature of 

research which occurs in a single classroom context, before proceeding to identify future 

research opportunities. 

8.1. Summary of key findings 

The overarching research question was: How does using the Arts as a core approach 

influence learning and teaching in a primary classroom? The two research sub-questions 

were: What are the observable changes in students who experience learning with the Arts 

as a core approach?; and, How can learning with the Arts as a core approach influence 

the practices of generalist teachers working collaboratively with specialist arts teachers 

in a primary classroom? The data revealed benefits for students, teachers and the 

curriculum and these are discussed using the six key findings as stated above. 

8.1.1. ‘Arts readiness’ 

For students to be able to effectively engage in an Arts Immersion approach, they need 

to be ‘Arts ready’. 

This means that they need to be familiar with using the Arts (Dance, Drama, Media Arts, 

Music and Visual Art) to make meaning in a variety of settings. When the Arts were used 
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as the home language of the Year 6 classroom, they became the first port of call to build 

understanding and skills. Data showed that when students became ‘Arts Ready’, they 

were comfortable in using a range of arts-based strategies for learning. ‘Arts readiness’ 

was fostered by creating an Arts presence in the classroom, reminding the students that 

the Arts were central to learning across all learning areas of the curriculum. This replaced 

the notion that the Arts were silos of learning which take place in a specialist classroom 

under the instruction of a specialist teacher. As makers of and responders to the Arts, 

students were able to use the Arts as another way of knowing to enhance learning in the 

Arts themselves, and in other learning areas through the Arts. 

8.1.2. Benefits for students 

An Arts Immersion approach can enhance students’ engagement with learning and 

improve their focus in the classroom. 

The students at this research site found Arts Immersion activities enjoyable and 

interesting, and these activities strengthened their learning identities, building their 

confidence and competence in learning. The energy in the classroom was refreshed by 

the opportunity for movement and kinesthetic learning, and improved outcomes in student 

work and assessment were evident. These improvements included the following aspects: 

deeper cognition; inferential thinking; knowledge retention; an awakening imagination; 

creative problem solving; critical thinking; synthesising and analysing knowledge; and 

enhanced social emotional wellbeing. Arts Immersion activities also fostered resilience, 

risk-taking, empathy, an appreciation of other perspectives, and respect for their peers. 

8.1.3. Effective model for teacher professional learning 

The practice of having a specialist arts teacher model an Arts Immersion approach in the 

classroom can be an effective strategy for professional learning. 

The generalist teacher learned ‘on-the-job’ which conserved her time, reducing the need 

to engage in additional hours of learning outside of school time, as she was working in 

her classroom with a specialist arts teacher. Arts Immersion concepts were modelled by 

the specialist arts teacher with the generalist teacher’s class to demonstrate their 

application. Working collaboratively with the generalist teacher’s planning documents 

and the students ensured that the Arts Immersion activities were relevant. The generalist 
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teacher had an opportunity to observe her class learning and the Action Research spiral 

provided an efficient structure for evaluating feedback on Arts Immersion activities in a 

timely manner. At this research site, the generalist teacher and specialist arts teacher 

worked effectively together, sharing their complementary experience and expertise; the 

generalist teacher built her capacity by expanding her pedagogical ‘tool kit’ and trialling 

new ideas with support from the specialist arts teacher; and the generalist teacher was 

given an opportunity to articulate her pedagogical beliefs. This is particularly important 

in building teacher knowledge and skills when some pre-service teacher education 

programs have experienced funding cuts with consequent time reductions. 

8.1.4. Equity enhancement 

Equity may be enhanced in the classroom as an Arts Immersion approach can widen the 

pathway for learning by using a range of strategies across the curriculum. 

Student leadership became fluid as more students were encouraged to access their 

preferred intelligence in a range of multiple intelligences. Consequently, many students 

experienced moments to ‘shine’ and this fostered peer respect. This inclusive approach 

created effective learning opportunities for students who were regarded as disadvantaged 

due to learning difficulties and EAL/D (English as an Additional Language/Dialect) home 

backgrounds. The Arts Immersion approach provided a strong foundation for 

differentiation in teaching the students across the developmental spectrum. These 

strategies enabled differentiation by offering learning support for disadvantaged students, 

as well as extension opportunities for students who were considered gifted or talented. 

8.1.5. Strategies for addressing an overcrowded curriculum 

An Arts Immersion approach uses rich tasks to collaboratively cover several learning 

objectives from different subjects and learning areas at the same time. 

 By using the Arts as a core approach across the curriculum, Arts Immersion strategies 

were able to relieve the pressure created by an overcrowded curriculum. The integrated 

learning of the Arts Immersion approach enhanced the quality of the learning across all 

learning areas, presenting a cohesive view of knowledge, preserving the natural 

connections between subjects as they exist in real-world contexts, and reducing the time 

taken to cover the content of the planning documents. 
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8.1.6. Provision of a sustainable learning approach 

An Arts Immersion approach to learning and teaching can be sustainable. 

At the research site, the Arts Immersion approach became the preferred pedagogy which 

was also reflected in the opinions and preferences of the students. The appointment of the 

generalist teacher to the position of Primary Learning Leader provided affirmation of her 

pedagogical beliefs and skills, as well as providing a platform to share an Arts Immersion 

approach with colleagues. The sustainability of the Arts Immersion approach was also 

underpinned by adopting a creative use of space and resources, and selecting many 

activities which required minimal setting up. This research project has shown that 

teachers may benefit by being given ongoing opportunities to articulate their pedagogy 

throughout their teaching service. Generalist teachers may also be better supported during 

pre-service training if interdisciplinary pedagogy could be included. 

8.2. Implications and recommendations 

The concept of Arts Immersion reflects a philosophical standpoint that underpins all 

learning, rather than a short duration project. In this Arts Immersion research project, I 

have been able to trial a sustainable way for teachers and students to be able to access the 

benefits of this approach. The focus of this research project has not been on what is 

required to satisfy the aims of a short term project, but on why arts languages should be 

consistently integral to teaching and learning in the classroom. From this viewpoint, 

through the Arts Immersion approach, the Arts have been repositioned, shifting from their 

optional status on the periphery of educational practices, to becoming an enriching 

interwoven part of the fabric of high-quality education that cannot be separated from the 

rest of the curriculum without impoverishing learning. The potential of Arts Immersion 

may be maximised by using a whole-school approach. This would assist in preserving 

consistency and fostering a unified understanding of and commitment to learning and 

teaching. More conventional types of school, class and student data could also be 

incorporated into the initial planning stage of developing an Arts Immersion approach, to 

highlight learning areas which need to be addressed. 

I, therefore, contend that rather than excluding the Arts from the curriculum in an attempt 

to address educational challenges (such as poor student outcomes, lack of teacher 
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capacity, pressures of high stakes testing, and an overcrowded curriculum), the Arts may 

be successfully used to address these very challenges. The pressures of an overcrowded 

curriculum may be addressed by nesting learning activities within rich contextualised and 

collaborative frameworks, rather than clinging to a linear interpretation of the curriculum. 

While the quantity of learning time cannot usually be increased, the quality of teaching 

and learning may be enriched. 

By changing the way we use spaces in schools, we may overcome the practice tradition 

that certain activities and subjects always take place in particular spaces which define 

their relevance and status. My Arts Immersion approach may help build the understanding 

that Arts experiences can happen anywhere, and that they are not limited to being ‘siloed’ 

in a set time in one removed space, regulated by a timetable that supports this separation. 

Such changes may involve sharing school spaces or making Arts activities more mobile. 

This view supports the teaching of the Arts by generalist teachers, and by specialist arts 

teachers where they are available. Flexible timetabling could allow these teachers to 

collaboratively plan and co-teach. 

By demonstrating the effectiveness of using an on-the-job model of building teacher 

capacity in adopting an Arts Immersion approach, I have addressed the challenges often 

faced at universities in providing sufficient pre-service arts education for teachers and the 

ongoing need for professional learning in the Arts. Budget cuts to some educational 

sectors have led to reductions in arts education in some schools and tertiary institutions. 

I have provided a model, which may also be appropriate for other educational settings, 

where teachers could build their capacity on-the-job. 

8.3. Limitations of the research 

This research study was undertaken with one Year 6 class, and, therefore, constitutes an 

in-depth study with one year level. The subjectivity of self-reporting, which was used for 

the teacher journals, interviews and the SEW Survey, is acknowledged, noting the 

possibility of personal and/or social bias. Case studies are acceptable means of collecting 

data because of their ability to report in-depth and nuanced information that reveal 

unexpected and new ideas which may not be planned for in large-scale survey tools. In 

addition, the data was triangulated by collecting responses from the students, the 

generalist teacher, the critical friends and the specialist arts teacher across various points 
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in time to minimise the potential for bias. I chose to use self-reporting as it was a time-

efficient and easily accessible method for collecting both quantitative and qualitative data, 

and the results could also be summarised into tables and graphs (SEW Survey). Despite 

the small scale of the research project, it is likely that there are areas of commonality in 

the teachers’ and students’ experiences that may be shared in other similar schools. 

Therefore the findings relating to this research site may resonate with other settings. 

8.4. Suggestions for future research 

As my concept of Arts Immersion represents a new area of study, there is considerable 

scope for future research. Exploring the concept of Arts languages would be valuable 

because language, the vehicle for developing literacy, is critical to the development of 

literacy skills. Further inquiry into the use of Arts languages when compared to the use 

of other languages may be able to provide further evidence regarding their uniqueness 

and educational value. Additional comparisons could be made between different year 

levels and socio-economic areas to determine whether these aspects might influence the 

outcomes of learning and teaching in primary school classrooms. This research approach 

could also be used with a Specialist Arts teacher with expertise in one arts subject who 

wanted to extend their expertise to other arts subjects. Another opportunity to deepen 

implications for this research could be a longitudinal study to follow up students from the 

original Arts Immersion research to determine whether the outcomes persist over time or 

are hindered by other factors. 

To gain a more detailed understanding, a comparative study could look at differences 

between each Arts subject—Dance, Drama, Media Arts, Music and Visual Art—to 

investigate if any were perceived as being more effective, and if any non-arts subjects 

were more likely to be linked with a particular Arts subject. Consideration could be given 

to differences between using two or more Arts languages together compared to using 

them separately but still integrated with other Learning Areas. Research in Arts 

Immersion could be undertaken in secondary and tertiary settings, to compare different 

student perspectives (for example, students with learning difficulties or students who are 

considered gifted), or teacher perspectives (teachers with varying Arts backgrounds or 

teachers with experience in different year levels). Smaller studies could also be done 

using a narrower focus, such as exploring Arts Immersion in one other subject (for 
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example, using all five Arts subjects to teach Mathematics), using one Arts subject in one 

other subject area (for example, using Music to teach English), or using one Arts subject 

to teach all other subjects (for example, using Visual Art to teach English, Mathematics, 

Science, Geography and History). 

8.5. Conclusion 

There is an abundance of research regarding the benefits of arts education. The 

marginalisation of the Arts in the curriculum, cuts to pre-service teacher training in the 

Arts, and current challenges for education are also well documented. However, this 

research project has shown how positioning the Arts as a set of unique languages at the 

core of the curriculum in a primary school classroom can provide a sustainable and 

equitable approach to learning and teaching. These findings show that the Arts, as a 

domain of learning and a vehicle to access other learning, can enhance practices and 

transcend the boundaries of developmental levels, personal habitas, cultural backgrounds, 

and aspects of disadvantage. Moreover, they demonstrate how this can be done through 

on-the-job training by breaking down the silos that exist between Learning Areas and 

between practices. Arts languages can communicate meaning which embraces diversity, 

nuance and complexity. The rigorous and robust capacity of the Arts to explore our inner 

selves and the world around us may well represent a valuable contribution towards 

unlocking further potential for young learners in today’s classroom. 
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Glossary  

Term Meaning 

Arts Immersion the process of using the Arts as the purposeful medium through which 
enhanced learning occurs across subjects to inform mutual understandings 

Arts Presence the visual, aural, kinesthetic, or cognitive representation of the Arts subjects 
in the classroom through artefacts, ideas or performances (live or recorded). 

Arts-ready the level of development where students have been appropriately prepared to 
engage productively in Arts experiences 

Biomes a community of plants and animals that have common characteristics for the 
environment they exist in 

Boal Circle two concentric circles of participants are used to portray an idea, a feeling or 
a story—the inner circle maintains a frozen position while the outer circle 
walks around them as a moving audience 

Choreography using movement and stillness to portray an idea, feeling or story, usually to 
music 

Claymation a type of animation where the characters and props are made out of “clay” 
(plasticine) 

Collage Drama a cohesive collection of different drama conventions used to portray an idea, 
feeling or story 

Collective Drawing two or more students collaborate to create a drawing together 

Commentated Mime a student (or group of students) provides an oral presentation which is 
simultaneously interpreted by another student (or group of students) through 
mime 

Conscience Alley two lines of participants stand in an alley formation facing each other; each 
line represents one side of an argument or point of view; a participant walks 
down the “alley” inviting other participants to share their viewpoints; the 
participants forming the “alley” can provide a “conscience” for the 
participant who walks down the “alley” 

Decimal People students each represent a number or a decimal point by standing in a line 
holding a small whiteboard which shows the appropriate symbol 
(number/decimal) 

EAL/D English as an Additional Language/Dialect (new term) 

ESL English as a second language (old term) 

Giving Witness a participant pretends to be a character that was present in a particular 
situation and is then questioned by the rest of a group of participcants 

Hot seating one or more participants sit in a chair and take on the role of a character; the 
rest of the participants ask open-ended questions to try and gain a better 
understanding of that character in a particular situation 

Imaging imagining a scene, situation or character 

M and M sheets a sheet of questions based on the combination of Music and Mathematics 
patterns; students are asked to identify these patterns 

Master Chef a television show where participants compete against each other by 
preparing food as chefs 

Mathletics an online Mathematics program which records students responses 
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Term Meaning 

Mime using the face and body (but not the voice) to portray an idea, feeling or 
story 

Mind’s Eye a way of personifying imagination through figurative speech 

Mirroring copying the position or movements of a person across a line of symmetry 

Musical Medley a selection from several pieces of music joined together to comprise one 
cohesive musical composition 

Postcards Visual Art—a drawing or other form of visual representation is used to 
depict an idea, feeling or story; Drama—participants represent the animate 
or non-animate features of a postcard by cumulatively forming a frozen 
position and explaining who/what they are and what they are doing as they 
enter the performing space 

Process Drama a method of teaching and learning drama where participants use a variety of 
dramatic conventions and strategies to explore an idea, feeling or story 

Punctuation People Enacted Punctuation with Props 

Reflection the mathematical process of reflecting a shape/object across a line of 
symmetry 

Research Ropes a physical representation 

Role Play when participants take on a role within a drama to build understanding and 
pose questions 

Rotation the mathematical process of rotating a shape/object in a circle around a fixed 
central point 

Scaffolding the process where teachers provide a framework to show how to solve a 
problem and then support students to complete the task 

Script the written words of a dramatic composition 

Shake Your Maths a Dance/Drama strategy where students count backwards in patterns of ones, 
twos, threes or other numbers, shaking their arms and legs in time as they 
say each number (right arm, left arm, right leg, left leg), omitting one 
number in each repetition. For example: 

Round 1 8,7,6,5,4,3,2,1 

Round 2 7,6,5,4,3,2,1 

Round 3 6,5,4,3,2,1 

Round 4 5,4,3,2,1 

Round 5 4,3,2,1 

Round 6 3,2,1 

Round 7 2,1 

Round 8 1 

Soundscape using vocal sounds, body percussion or available props to create the 
atmosphere or mood of a particular situation 

Squiggle a group of random shapes and lines drawn together as part of the same 
“picture” 

Status Walks participants walk in a manner that represents the status of the character or 
character type they are portraying 

Storyboard a sequence of drawings and directions to represent a film, process, idea or 
story 
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Term Meaning 

Studio Audience a group of participants who are chosen to attend a televised or recorded 
presentation 

Tableau a group of participants who remain still or briefly frozen in time to depict an 
idea, feeling, story or process 

Tap and Talk when the teacher taps a student who is in a frozen position and the student 
comes to life using spoken language 

Teacher in Role a teacher takes on a role within a drama to build understanding and pose 
questions 

The Best of Me a learning strategy where students choose one of their own physical 
attributes which they particularly like, and explain why through written text 
supported by a photo of that physical attribute 

Translation a mathematical process where an unchanged shape/object is moved a 
particular distance 

Vocal Collage using voices to portray an idea, feeling, situation, process or atmosphere 

Voiceover using spoken script where the narrator of the script is not seen in the 
performance area 

Walk and Talk a strategy where participants walk around a space while music is played and 
when the music stops, they share their ideas with the nearest person 
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Appendix B Interview transcripts  

Researcher and Chelsea (Teacher) 15 February 2016  

RESEARCHER: Hello Chelsea and thank you very much for doing this for me. I have 

thoroughly enjoyed this first day watching. I’m just going to ask a 

couple of questions but if you lead off somewhere else connected, 

that’s fine, they’re really open-ended. So the first thing I’d like to ask 

you it is, could you briefly outline your teaching experience?  

CHELSEA: Um ... This is my 13th year as a teacher. Ah ... my first year was in Wee  

Wah with ten students in kindergarten ... and then I did four years in 

Glenn Innes, so ranging from years Prep/1 and then I did Year 5. Um 

.. And have been here at Sunny Mountain Primary School now since 

2009, so mainly Prep and One but ... Was promoted to Year 5 last year 

and Year 6s ... Yeah.  

RESEARCHER: And so you got the same class ... Ah this year for Year 6 that you had 

last year for Year 5, is that right?  

CHELSEA: Ah ... Yes, my teaching partner and I asked ... um ... the principal, wrote 

a proposal. ... um ... as to whether we can loop, it’s called looping ... 

um ... the students, which is where we take them for a couple of years 

in a row. Cos we’ve established the ... um ... expectations and routines 

and things and don’t lose that term one teaching time. And ... yeah.  

RESEARCHER: Ok, cool. Thank you, that makes sense. Could you describe your 

approach to teaching and learning?  

CHELSEA: Oh ... Tricky question (they both laugh).  

RESEARCHER: Just generally ...  

CHELSEA: Um ... My approach to teaching ... Well, I’ve always wanted to be a 

teacher so I’ve been watching my teachers from Year 1 .. um .. is more 

hands-on approach ... um ... me being a facilitator more than the 

lecturer per se. Um ... So it’s more about the kids experiencing and 

discussing and exploring and questioning what they’re learning rather 

than me just telling them what the answer should be and to copy it 
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down. So I’ve got more of ... I guess an early years approach, the hands-

on approach, so ... Yeah ....  

RESEARCHER: Mmm ... It seems like your early years teaching definitely influences 

and shapes what you do in the upper years. Would you agree with that?  

CHELSEA: Ah ... yes ... when I went to uni I actually didn’t want to teach early 

years, I wanted to do upper ... um ... and ended up in early years and 

love early years. Um ...  

RESEARCHER: Why is that?  

CHELSEA: I think it’s because they really take on what you’re doing and why 

you’re doing it, and with the older kids a bit more attitude comes in and 

you’ve got to come at it from a different angle. Um ... And they make 

so much growth in the early years. In the upper they do improve. It’s 

not as obvious. Mmm ... You really have to search for it.  

RESEARCHER: Um ... what interests you about an Arts Immersion approach to teaching 

and learning?  

CHELSEA: Um ... because when I’m planning one of my areas that I find I struggle 

with the most is the Arts. Um ... here at Sunny Mountain Primary 

School we’ve got an Art teacher, like a Visual Art teacher, and a Music 

teacher. But then we have people come in and do Dance. It’s all very 

segmented. Um ... and with a lot of my ... um ... subjects and topics and 

things I do I try and integrate where I can. A lot of my students this 

year are very interested in the different Arts especially Drama. Um ... 

so yeah ... when I was approached I was very excited (they both laugh) 

because I would like to learn more about how to do it without being 

another thing on top of everything else.  

RESEARCHER: Sure. Thank you. And I’m very excited too because ... hoping this will 

be a win-win for both of us because our professional development is 

actually on the job. So it’s as you say, it’s not extra time ... which we 

don’t have. Ah ... could you describe your own arts experiences?  

CHELSEA: Ooh ... Um ... well ... arts for me ... I ... I did the usual stuff in primary 

school ... The Music and I was in the choir and all of that. Um ... in 



329 

high school I chose Visual Arts as a subject, purely for enjoyment. I 

wasn’t a talented drawer or anything like that, far from it. But it was 

purely for enjoyment and things like that. Um ... Drama ... I have 

actually done bits and pieces and pantomimes and stuff like that when 

I was in high school, but I was such a shy kid that it was really out of 

my comfort zone. Um ... but apart from that I haven’t done too much 

of anything of that kind. I love the Arts, I love music, and I love going 

to theatre. But personally myself, I’m not a ... I haven’t done a lot with 

it ... so ... Yeah ...  

RESEARCHER: That’s ... That’s interesting to know ... that’s good. Um ... How would 

you describe your own competence and confidence in using the Arts in 

your own classroom?  

CHELSEA: Um ... In the classroom I am slowly improving ... um ... But um yeah 

that’s when this opportunity came up I was very excited because I know 

I could do more, I just ... in hearing ideas that even Sue’s mentioned 

today ... Um ... I got ... I’ve seen that before I could do that ... or ... yeah 

... It’s just not of the top of my head so ... Um ... At the moment I’m 

willing to give anything a try, but we’ll just have to see how I go with 

implementing it, so ...  

RESEARCHER: Sure ... And the area that I’m learning in is what’s happening in the 

generalist classroom, because that’s something I’m not familiar with. 

So I’m learning and thinking, ”Ok how does this tie together”. So I’ve 

really enjoyed today from that point of view, taken heaps of notes. Um 

... Why did you choose to be involved in this research project? You 

know, what do you hope to achieve through your involvement?  

CHELSEA: Ah ... A couple of things. One, I hope to be able to embed the Arts so 

that all students have access to the Arts within the curriculum. Another 

one is to make it interesting for those kids who are really Arts-focused 

or that’s their main passion. Um ... Another thing I hope to achieve is 

to be able to help other teachers in the school. Um ... Embed arts, 

because I know a lot of it, in talking, is one thing that’s pushed to the 

side. Visual Art is covered, the Music is covered, Dance is covered ... 



330 

um ... But everything else is kind of pushed to the side, especially 

Drama. And Media Arts, the kids are very passionate about Media Arts 

and things like that. And it’s just a time factor, so trying to get it so all 

teachers can immerse into the curriculum.  

RESEARCHER: That’s great because that’s one of things I’m looking at is a model for 

actually having Arts Immersion work in a school. And the idea would 

be if you have someone like me come in and work with the teacher, 

then that teacher knows how it works and then they can show another 

teacher, and another teacher. (Chelsea makes positive concurring 

sounds).  

RESEARCHER: Thank you for bringing that up, I’m really happy about that! Um .. And 

then finally how would you describe your feelings and outlook at this 

stage of the research project?  

CHELSEA: Um ... Extremely excited. (Both laugh)  

CHELSEA: ... Um ... No I can’t wait for ... to see what’s going to come out of this 

year and the topics that we are where investigating and researching and 

looking at, and how the children are going to respond to it as well. So 

... no ... I’m really looking forward to seeing how it goes.  

RESEARCHER: Mmm ... that’s great. Thank you so much Chelsea.  
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Researcher and Chelsea (Teacher) 15 March 2016  

RESEARCHER: Now I’ll say that again ... this is a chat with Chelsea on Tuesday, 15 

March. Now, what were we talking about before? Um ... we were just 

talking about how much pressure there is on the teachers ... um ... to 

get so much done and yet they get interrupted all the time, and I’m 

wondering if you can remember what those interruptions are ... as many 

examples of the ah ... interruptions ...  

CHELSEA: Examples of interruptions I have found teaching year 6 this year ... um 

... there are a lot more interruptions ranging from setting furniture up 

to moving tables for people, from ... um ... moving sporting equipment 

so different classes can use different spaces ... through to war cry 

writing and um ... presenting them through to um ... doing required ... 

um ... work for data for BCE, which should be embedded in our 

teaching but isn’t because we aren’t having any time to teach what we 

need to teach. So there’s a lot of consolidation and cutting of really 

good activities and learning experiences to just try and get what we 

need done because of interruptions. Book Fair was another one, for 

Book Fair we had to go and look at all the books ... swimming carnival, 

inter-school sport, there’s heaps of them ... um .. next week we have 

Stations of the Cross ... um ... on Wednesday (chuckles) ... um ... so 

yeah, the way we’re trying to fix it is by having days ... so next Monday 

we’re having a Science Day, so we do Science for the day to try and 

get through the unit, or at least some of the unit before we have to come 

back next term and start the next content area we have to cover. So ... 

yes, lots of interruptions ...  

RESEARCHER: Yeah ... and I can see that it must be so frustrating ...  

CHELSEA: It’s extremely frustrating ... extremely frustrating, especially when you 

put all the work into your planning ... um ... coming up with tasks and 

activities, experiences for the kids that are really meaningful and 

worthwhile and they don’t get to do them ꞏcos of the timing ... so yeah, 

that’s frustrating. And when I taught Prep and Year 1, we didn’t have 

anywhere near as many ... Year 5 last year we had some but Year 6 is 
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just incredible. So on Friday morning after assembly, we’ve lost half 

an hour ꞏcos we had to set up for their (visiting dance group) concert, 

so ... yeah ... and then I lose at least half our kids to interschool sport ... 

so ... yeah, we just lose days all over the shop.  

RESEARCHER: And I think you were saying before that when you talk to other Year 6 

teachers they say the same?  

CHELSEA: Yeah ... well see, I have never taught Year 6 before ... but um ... just as 

a general consensus, it seems to be across the board in most schools ... 

which is good to hear it’s not just us ...  

RESEARCHER: I’ve definitely heard that too from Year 6 teachers I’ve ...  

CHELSEA: I had a teacher, a Year 6 teacher from last year asked me yesterday if I 

was liking Year 6 and I told him something about, “I don’t know I 

haven’t taught Year 6 yet”, and he goes, ‘Well once you get over that 

... um ... you’ll enjoy Year 6” So ... and that really hit me hard because 

I’m not one of these people that can just coast through, if I need to 

cover it I need to cover it. So ... yeah ...  

RESEARCHER: Mmm ... and that’s the frustration that builds stress continually ...  

CHELSEA: Yes ... yep ...  

RESEARCHER: ... Because it looks like a lot is expected and yet given less and less 

time to do more and more…  

CHELSEA: ... To do it in ... yeah that’s right ... and in content areas too ... like 

Spanish in Year 6, we get an hour and a half a week whereas from Year 

5 down they get one hour a week. So that extra half hour a week we 

lose ... um ... and I’ve gone, “Some weeks they have more Spanish than 

English because of interruptions”, which is a bit of a worry. And that 

stresses me out no end ... yeah ... ‘cos we just don’t spend the time 

doing what we need to do. Like what these kids need to do, especially 

to get ready for high school.  

RESEARCHER: Mmm ... Do you feel that as an added pressure, them getting ready for 

high school?  
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CHELSEA: ... Um ... not ... But to some extent ... um ... but I know these kids, the 

potential that they have, and it’s not being maximised because we’re 

not getting what we need to done ... yeah ...  

RESEARCHER: Yeah ...  

CHELSEA: So that’s very frustrating ...  

RESEARCHER: ... It is very frustrating and that’s tricky the way we’re working together 

too as well and I have to be very sensitive to your situation ...  

CHELSEA: .. And I feel guilty all the time because I didn’t realise how bad it was 

going to be, so ... when you’d email me and say, ‘What are we doing 

tomorrow?”, I think, “Oh!” ... and that’s another thing ... I need to plan 

in detail my week, and at the moment I’m going day-to-day ‘cos I just 

don’t know what’s coming up the next day.  

RESEARCHER: Yeah, and I’ve noticed that even when there’s the daily plan ... that can 

change ...  

CHELSEA: ... Yeah ... adjusted as well ... spelling test today, that is just not going 

to fit in.  

RESEARCHER: Yeah, so it just changes all the time ... and then you were mentioning 

before how difficult that is in terms of setting up a routine and 

everything ...  

CHELSEA: Oh ... we have no routine at the moment ‘cos we haven’t actually 

worked a full week without something major happening. And I know 

it’s a shorter term and we’ve got (visiting dance group) this term and 

things like that ... um ... yeah, but Term 1 just seems to really ... been a 

bit of a blowout ... (both laugh)  

RESEARCHER: Yeah ... and I think we will still be able to work together ...  

CHELSEA: Yeah ...  

RESEARCHER: ... And there are good things that will be worthwhile doing.  

CHELSEA: Yes .. It’s just, this term has not been great, and I’ve been looking at 

the calendar for next term ... um ... it doesn’t at the moment seemed to 

be as many interruptions, so the setting up for sport and things won’t 
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be as big because there’s no (visiting dance group). So, for sport, the 

PE teacher’s not being moved out. So there’s little bits and pieces that 

should dry up because (visiting dance group)’s not on and that type of 

stuff, so ...  

RESEARCHER: Yeah ...  

CHELSEA: Fingers crossed ...  

RESEARCHER: (Chuckles) Fingers crossed ...  

CHELSEA: lnterschool sport I don’t think’s on next term either, I think it’s Term 3 

again. But ... yeah ... We actually gain a few more chunks of time.  

RESEARCHER: Yeah, yeah, that’s good. So I yeah I think that we’re looking at Term 1 

as just being the Reconnaissance Stage ... Just trying to set things up ...  

CHELSEA: (Chuckles) ... not through lack of trying ... (both laugh)  

RESEARCHER: I know, we’re both really trying aren’t we? And we both come up with 

all these great ideas we can do, but it’s just trying to fit them in when 

the time evaporates ...  

CHELSEA: ... And the poor ... I feel sorry for the kids. Like today they’re off really 

because it’s the first day they’ve had to actually work for the majority 

of the day this year. So it’s been months really since they’ve had a 

genuinely full structured school day.  

RESEARCHER: Yeah ... And that’s a good point because you build up your fitness for 

anything and so they need to build up their fitness for work, which they 

haven’t had a chance to do yet ...  

CHELSEA: ... Which is why we’ve got the people in the bad moods today and the 

ones being silly and the ones not doing anything and the tears and the 

... ugh! (Sigh) ... Yes ...  

RESEARCHER: (Sigh) ... Yes…  

CHELSEA: (Laughs)  

RESEARCHER: Which is probably all exacerbated by, you know, pre-teenage hormonal 

changes ...  
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CHELSEA: Oh yes, the hormones, yes ...  

RESEARCHER: Oh ... It’s a juggle, isn’t it? So ... we’re going to start Cycle 1 next term 

...  

CHELSEA: Yes ...  

RESEARCHER: ... But then what we need to do, that is ... um ... to plan ... and I’ll give 

you a copy of this ... those four stages: plan, act, observe, reflect. So 

basically, you say, “This is what I’m planning to do”, and I say, “This 

is what I could do, how would you like that to fit in?” ... So that’s our 

planning together. But then that needs to be really ... I suppose, specific 

in terms of what we write down. I don’t think we can say things like, 

“We’re only going to do this subject here, this subject there ...  

CHELSEA: No, that’s not ...  

RESEARCHER: No, I think we need to be really open and flexible and say, “Okay, our 

view of how this can work is whenever there are opportunities for Arts 

Immersion on whichever day, I’ll just go with that” ... and just follow 

wherever the planning ...  

CHELSEA: ... And that seems to be how we work (laughs) ...  

RESEARCHER: ... Yeah ...  

CHELSEA: ... Yeah ...  

RESEARCHER: ... But then we’ll probably ... I’ll have to think about that and talk about 

it with my  supervisor to see if ... How I’m supposed to write down 

goals and planning like ... at the end of the cycle. So we thought there’s 

11 weeks in next term?  

CHELSEA: Yes, there’s 11 weeks ...  

RESEARCHER: Yay!  

CHELSEA: (Laughs)  

RESEARCHER: So the suggestion that (my principal supervisor) made was that we do 

a five week cycle where we say, “Alright, this is what we will achieve 

in these five weeks”, then have a week off, so you just have a break 

from me and I’ll madly write up all that stuff as well ... and I’ve got to 
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be writing every day when I get home as well.. and it’s not ... I have to 

be careful that I put my ‘researcher hat’ on not my ‘teacher hat’ on ... 

So I’m not just writing up lesson plans, but writing up what’s going on 

and what the implications of that are and how the kids are working. So 

then the ‘act’ bit is do what we’ve said our plan was and then the 

‘observe’ bit is like I’m observing as I’m going along, watching what 

the children are doing but you’ve got probably a bigger picture 

observing everything because you’re looking at both of us: me working 

and the kids. So you need to be brutally honest and say, “Sue, I didn’t 

think that worked”, or “This worked” or “This bit of it worked but this 

bit didn’t” ... and then that’s good ... all of that’s good because then this 

is what we put in the research.  

CHELSEA: Yes.  

RESEARCHER: What works and what doesn’t work. So it’s really important to get it 

all.  

CHELSEA: I can do that (chuckles) ...  

RESEARCHER: (Chuckles) ... Yeah, I’m sure you can (laughs) ... and then ... um ... The 

‘reflect’ when we’re doing that and you’re reflecting on how you think 

it worked and then based on that is then what we do for the next cycle. 

So you can’t plan ahead because everything grows out of what precedes 

it.  

CHELSEA: Sure.  

RESEARCHER: So depending on what we think worked well or didn’t work well in the 

first cycle, we go, “Okay, more of this, less of that, put this in, try that, 

cut that out”, and then we’ll plan what to do for the second one and 

then do five weeks for that.  

CHELSEA: Sounds good.  

RESEARCHER: Does that sound okay?  

CHELSEA: That sounds good.  

RESEARCHER: Yay!  
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CHELSEA: And as soon as we have our timetable of what’s happening next term.  

RESEARCHER: ... Yeah ...  

CHELSEA: I will do up a calendar for you like I did this term (laughs) ...  

RESEARCHER: Thank you, that’s great. Anything you can throw me. And I did find 

that information you had given me for the term, the planning all about 

Physical Science and electricity, you have given me that in detail. I 

think what I had in my head was the overall yearly plan ...  

CHELSEA: ... Oh the ... Yeah, the scope and sequence thing ...  

RESEARCHER: Yeah that’s it. So when we get a bit more detail with the other Science 

then ... then I can go into more detail on that planning, and then if we 

could use as that aim to get ... um ... (Science Officer) out …  

CHELSEA: ... Yes ... he’s been out to something we had here once.  

RESEARCHER: ... Ah ...  

CHELSEA: So he’s been here before, but yeah, that would be cool…  

RESEARCHER: That would be good ‘cos they’re really looking for the STEAM rather 

just the STEM ... To use the Arts in an immersive sense to access all 

those other, you know, Science and Maths, Technologies and things, 

so ... that would be really cool.  

CHELSEA: Very cool…  

RESEARCHER: What else do we need to cover that we haven’t covered? We’ve talked 

about what we’re doing tomorrow ...  

CHELSEA: ... Yes …  

RESEARCHER: .. We’ve talked about the cycle idea … Oh! I know ... um ... the idea, 

the musical idea ...  

CHELSEA: Oh yes …  

RESEARCHER: So in a nutshell… You know how you said that the kids wanted to do 

a musical...  

CHELSEA: ... We were talking about that yesterday, yes …  
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RESEARCHER: ... But I’m aware that that would be good for them but you have to think 

of it on a small-scale or it takes too much time. And then I was talking 

to Liam at break about that as well, and he’s saying, “Well they really 

need Drama to be able to know how do a musical, they can’t just have 

music” ... “And it needs to go right through the school”, he was saying, 

and I agree ...  

CHELSEA: ... Totally, yes …  

RESEARCHER: ... Same with music, it needs to become part of the fabric of who you 

are. So ... um ... this is the difficulty  you were mentioning before that 

you thought it would be beneficial for them to have like a specialist 

Drama teacher here as well. 

CHELSEA: They used to have someone here … um ... A couple of years ago and 

she ended up moving to the states ...  

RESEARCHER: ... Oh ...  

CHELSEA: ... And they never replaced her. I don’t know why…  

RESEARCHER: …OK ...  

CHELSEA: ... So it was for 5s and 6s I think at the time? 5, 6, and 7.  

RESEARCHER: So that... That helps a bit but ...  

CHELSEA: .. But it wasn’t the whole way through ...  

RESEARCHER: ... It needs to go right through because ...  

CHELSEA: ... And one thing I’ve found since the new Arts Curriculum has come 

out ... um ... teachers still struggle to cover all elements and that’s one 

of the first things that are dropped with time issues and time constraints 

... um ..  

RESEARCHER: Why do you think that is?  

CHELSEA: It’s … Because everyone’s first view is literacy and numeracy ... And 

then religion and it sort of flows on from there.  

RESEARCHER: Mmm ... It’s a hierarchy of importance? ...  

CHELSEA: Yeah, there is a hierarchy of importance ... unofficially …  
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RESEARCHER: ... Yeah ...  

CHELSEA: ... But yeah there is, which is why doing the Arts Immersion, having it 

within, and having it ... um ... assessable within each of those KLAs 

and stuff ... Yeah ... I thought it was very valuable.  

RESEARCHER: Mmm ... Yeah ... I’m just thinking, in view of the overcrowded 

curriculum, and particularly for a Year 6 class, as it has so many other 

demands and interruptions ... um ... the only way I think that we can 

look at this is to have the rich tasks ...  

CHELSEA: Yes …  

RESEARCHER: ... Where we’re ticking six boxes instead of one …  

CHELSEA: Yeah, that’s right ... instead of just trying to add on more and more and 

more things ....so ... I was really interested too when we were talking 

about the writing tasks before, and how we can use ... um ... a different 

stimulus, like a painting or music as a ... so I’d be really keen to explore 

that a bit... Yeah ... no I am too and the ... is it audimentory ... l’ve 

forgotten what he called it, but the one with the app.  

RESEARCHER: Oh yes ... Augmented?  

CHELSEA: I think it’s augmented something it was?  

RESEARCHER: I can’t remember either.  

CHELSEA: Augmented stimulation ... I can’t remember what it was either ... um ... 

but yeah ... And how they can use an iPad or something to hover over 

a picture and it does something and you can use that image through … 

to make comments and …  

RESEARCHER: ... Yeah ...  

CHELSEA: ... I just want kids writing for enjoyment at the moment, because it is a 

major … they stress terribly over writing. Talking, no, writing, yes, 

they realty stress over it.  

RESEARCHER: Yeah, I could see that today ... when they were doing ... and you were 

doing your best to diffuse that tension …  
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CHELSEA: ... And it’s just still ... and I can tell by some of the things that they hand 

in, that it wasn’t their best ‘cos they were stressed over it, yeah.  

RESEARCHER: Yeah, and when we’re stressed we can’t do our best work.  

CHELSEA: Yeah.  

RESEARCHER: That’s it, yeah. Oh, and now I’ve got distracted. So what I was talking 

about with the musical idea ... um ... so where I teach, for a couple of 

years the kids have been asking to do High School Musical, and I 

thought, “Oh ... it sounds full of cheesy stuff and teenage hormones” ... 

didn’t really appeal to me to be honest, but in my Extension Choir they 

... um ... they really like music theatre ...  

CHELSEA: Yeah …  

RESEARCHER: ... And it’s good because you’ve got your Music and your Drama and 

your Dance, so it’s like that whole triple threat, it’s a much richer 

experience that just the formal choir experience. So I thought, “Alright, 

I’ll have a look, so long as there’s nothing rude in it”. So I had a look 

and ... What I like using is a medley ...  

CHELSEA: ... Yes …  

RESEARCHER: ... Because then you just get a snippet of each, it doesn’t go too long 

but they’ve had a taste of it, and then they can get a taste of different 

styles of music ... And then the other thing I find is useful, is you get 

the backing CD ... And then just put it on and then all you need to worry 

about is your singing and your choreography and all that sort of thing. 

So I thought we could use it, if we made some alterations. Like some 

of the words I think would be good to alter. There were two instances 

I thought of: one where they’ re singing about Wildcats and I thought, 

“Well, if they put Sunny Mountain Primary School in instead of 

Wildcats” ... make it relevant ... and the other thing was ... and I wonder 

if the people who wrote this realised that the sort of ... The clash and 

the contradiction ... One song is about, ”0h we’re gonna make it to the 

top and fighting, kicking, scratching ... “, and I’m going, “Oh ... not 

nice” ... And then the next song is, “We’re all in this together” ... and 

I’m like, “Really? After you’ve scratched and kicked? That’s very 
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interesting.” So I thought it would be good for the kids to have as a 

writing task: ”How can we change those words and make them more 

in line with what Sunny Mountain Primary School believes?”  

CHELSEA: That’s cool, I like that, yeah.  

RESEARCHER: And hopefully that will be less stressful for you ...  

CHELSEA: That’s very cool…  

RESEARCHER: So they could re-do that and then just change the context so that it’s not 

done, say, as a romantic thing like for instance the opening one, “I’m 

here with you tonight and it’s great that we’re here and this is really 

meaningful”, not because, “I want to smooch with you”, but basing it 

... um ... to the school and to their families ... like ... “This is a journey 

we’re on together, we sing to you that we are happy that you’re with us 

here tonight on this journey”.  

CHELSEA: Oh that’s very cool, yeah.  

RESEARCHER: So I’ve gone through with each ... um ... sort of song ... re-adjusting the 

context to see ...  

CHELSEA: ... Oh no … They’d love that…  

RESEARCHER: ... And then I wondered if we set those contexts so people understood 

where we’re coming from ... that um ... could be another writing task 

... um ... and we could even divide it amongst groups ... to write the 

intro ... um ... that sets the context for each song. Like say there’s six 

songs or something ...  

CHELSEA: ... That sounds good, yeah …  

RESEARCHER: They could do it ... and then they could write it as a little bit of script 

that they could do before ... mmm ... And just looking at how they 

respond ... you know today when we were going through the 

parliamentary script, altogether all this expression comes out...  

CHELSEA: ... Individually they clam right up …  

RESEARCHER: Exactly ...  

CHELSEA: ... And they do yeah …  
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RESEARCHER: Right back into their shells ... So I thought maybe that would be the 

way to do that, if it was like ... some group things, group lines, not long 

things but really little pithy, condensed, distilled, punchy bits ...  

CHELSEA: Yes, yes … No that sounds good.  

RESEARCHER: Yay! Okay! (Both laugh)  

CHELSEA: I’m very excited.  

RESEARCHER: So when ... When you get a chance, like I know you’re just up to your 

eyeballs and you haven’t had any sleep worth speaking of and you’ve 

been on camp and you’ve had an all-day swimming carnival ...  

CHELSEA: Fun stuff...yeah, that’s okay …  

RESEARCHER: ... Yeah, but when you get a chance you can have a squiz and ...  

CHELSEA: No. that sounds good. No I will definitely, yeah, that’s alright.  

RESEARCHER: And I’m open to changes too and if you say, “Oh, I think it would work 

better this way if it was this”, that’s cool.  

CHELSEA: Very cool.  

RESEARCHER: That’s alright. Was there anything else you wanted to check with me?  

CHELSEA: Um ... I don’t think so, not at the moment. I know once I have looked 

at ... like the general planning ‘cos I’m planning English, History ... I 

think the same ones ... I think I’m doing Geography this time ... so I’m 

doing Religion, Science, English. History ... something like that, yeah.  

RESEARCHER: Okay ... So when ...  

CHELSEA: So we have to have all that done by day one Term 2, so we had our 

planning day on Friday ... um ... actually we didn’t get a lot done ... 

(Both chuckle)  

CHELSEA: .. So ... um ... So yeah, I’ve done a bit of Religion, I’ve done a bit of 

English ... um ... and I’ve done a bit of Science, so there’s Science, I 

will have done relatively soon I think ... um ... So as soon as I get 

anything written, I’ll flick it through so you can brain storm and then 
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I’ll do it ... After I’ve planned it I’ll also look at ways that I think we 

can put the Arts in …  

RESEARCHER: Yeah ...  

CHELSEA: So that’s ... Just so I’m starting to embed that in planning as well…  

RESEARCHER: Yeah, that’s great ...  

CHELSEA: ‘Cos there is a section on our planning that says links with other areas, 

so I can put the Arts and stuff like that in there.  

RESEARCHER: Mmm ... Yeah, that would be really good ...  

CHELSEA: ... And then in my actual Arts planning, which I’ve never done before, 

I don’t even think we’ve got a proforma for it… um ... which I’ll come 

up with ... um ... I’ll just have where we’re covering what bits and 

within which subject so … I’m not sure of the actual planning. Like the 

official side of things as well…  

RESEARCHER: Yeah, that’s ... Ooh that’s really good so hopefully then that’s really 

useful for you and then ... um ... And then you’ve got your journal…  

CHELSEA: Yes …  

RESEARCHER: ... Which doesn’t have to be like pages and pages of writing … No, 

little notes or a dot point or a squiggle or a picture ... or a ... whatever 

(chuckles) ...  

CHELSEA: Yes …  

RESEARCHER: ... And you can also include that, you know, like which things you 

thought worked better than others ... or how you’d use it ... or ... you 

know ... again, just like short, pithy ...  

CHELSEA: Yep …  

RESEARCHER: ... Expressed however you want … When are we doing Geography 

again?  

CHELSEA: Um … We’ll definitely be doing it next week ‘cos I want to do the … 

Ukulele lesson we talked about in Week 5?  

RESEARCHER: Yeah ...  
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CHELSEA: Um … yeah, so I’ll have it down for probably … Tuesday? Tuesday in 

the middle session, so block the middle session off.  

RESEARCHER: Okay, that sounds good. So then what I will organise to do, because the 

lady who can give me the ukuleles from (university) is only there on a 

Wednesday, so that means tomorrow afternoon I can go and pick them 

up.  

CHELSEA: Sure.  

RESEARCHER: So we’ve got a big stash of ukuleles ...  

CHELSEA: Cool.  

RESEARCHER: We’ll have fun!  

CHELSEA: We will.  

RESEARCHER: Hooray! Oh thank you so much, Chelsea, for doing this when you’ve 

got such a complicated year.  

CHELSEA: Yes, very different, Year 6. Very different.  

RESEARCHER: Very different, okay. We’ll do wonderful things. 
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Researcher and Chelsea (Teacher) 29 September 2016  

CHELSEA: Was it the research ropes?  

RESEARCHER: Yes!  

CHELSEA: I think it was one group in particular that was better at it than others, I 

think they got the concept … I think the others ... um ... if they had 

done it a few times ... um ... possibly with content they were really 

familiar with, they would have caught on pretty quickly.  

RESEARCHER: Mm ... So it was difficult when they were still learning the content?  

CHELSEA: Yeah, yeah …  

RESEARCHER: ... And it’s quite a sophisticated thing, that whole summarising and 

analysing, it’s quite a hard skill … ‘cos I’m finding, you know, some 

of my BEd students can’t do that...  

CHELSEA: Yeah.  

RESEARCHER: I’m having to explain to them how to write the essay with all the 

readings that they do and conflate those themes and they can’t do that. 

They tend to write it as a narrative: “Well we did this and we did this 

and we did this and we did this ... “ “And then and then and then ... “ 

…Yeah, and then how do you group them? 

   

CHELSEA: Yeah, and that’s the whole thing where we’re working on paragraphs. 

The kids don’t know why we have paragraphs, what the point is to a 

paragraph and that type of stuff. So there’s a big gap back in their. … 

their English learning that they’ve missed which would help with the 

whole summarising thing.  

RESEARCHER: Yeah. Do you find that tends to be an ongoing problem, that in lots of 

areas there are gaps?  

CHELSEA: At our school, yes. At our school. … which is why I think with the new 

leadership team and the new role and all that type of stuff … um ... 

we’re hoping to change.  
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RESEARCHER: Mmm ... What do you think that’s due to, those gaps?  

CHELSEA: I think ... well after talking with many people ... ah .. we put it down to 

(the fact that) some teachers don’t know themselves so they can’t teach 

it if they don’t know it... other teachers think that because our kids are 

ESL (English as a Second Language) that we need to work on just the 

basics and make sure they’ve just got those rather than … um … and 

others assume that someone else has done it or is going to do it and it’s 

just kind of missed.  

RESEARCHER: Mmmm ... Yeah that makes sense ... it’s interesting ...  

CHELSEA: And so when I’m planning and stuff like that, I said to my teaching 

partner .. um ... I said I just throw anything I can find or anything I want 

to do in there and what we do we do and what we don’t we don’t. It’s 

just more .. and that my class is different to his in that my kids are very 

into the drama and into that type of stuff, I guess because we’ve done 

it a lot … um … and are willing to take a risk, so the things I tend to 

pick out of the units I write are different to what he picks ꞏ ‘cos he’s 

very conservative and structured and ... so yeah, he’s a very ... his are 

all written, his tasks are very writing based. Whereas mine are very ... 

we don’t get much on paper, and it looks like we’ve done nothing … 

(both laugh)  

CHELSEA: Um ... but we have done a lot!   

   

RESEARCHER: Yeah ... And that’s interesting, ‘cos I was noticing, and this was 

something we were going to talk about so we may as well talk about it 

then, is the difference between the two classes. Because that became 

really obvious to me and I’ve only been there just this year.  

CHELSEA: Well last year, for a semester, we swapped classes. So he taught my 

class History and I taught Science to his class which was great because 

I did all the experiments and that type of stuff. Just the way I teach I 

think was different so in his class the quiet kids started to actually 

contribute and listen and um ... but he won’t have a bar of it … um … 
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which will be interesting next year when I’m actually in there with him 

going, “Look, you could be doing this!”  

RESEARCHER: (laughs) So this is in your new role ...  

CHELSEA: Yes, in my new role.  

RESEARCHER: What’s your new role actually called?  

CHELSEA: So it’s the Primary Learning Leader. So it’s … basically I work with 

teachers on pedagogy and curriculum.  

RESEARCHER: Yeah. That’s really good.  

CHELSEA: And that’s all I know so far ‘cos we have to sit down as a team and 

figure out what my role actually is!  

RESEARCHER: ‘Cos it’s never been done before.  

CHELSEA: No, ‘cos it’s a new role.  

RESEARCHER: Ok. I’ll come back to that later. But then back to this one. Yes, that’s 

interesting. So why do you think that the other teacher doesn’t use all 

these other types of pedagogy?  

CHELSEA: I think … um … it’s a couple of reasons. It’s going to sound horrible. 

At times, it’s effort … 

RESEARCHER: Mmm ...  

CHELSEA: Um … so it’s just easier to have the kids research it on the computer 

and write an essay on it or write it up on the board and have them copy 

it in their books. It’s easier to do, it’s not as much effort for him.  

RESEARCHER: But that’s true because you think if like when we did the ... um ... 

Master Chef, all the stuff you brought to school for that was huge!  

CHELSEA: Um ... but I do like ... he was away when we did that, his class still got 

to make bread and that’s because the teacher next door was willing to 

do it with them. Even though I brought all the stuff in, she was still 

willing to do it, and the kids loved it. They even talk about … like the 

real sporty boys in… in ... um ... my teaching partner’s room …. um … 
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kept saying to me, ‘Why don’t we make volcanoes” and “why didn’t 

we do this” and …  

RESEARCHER: Yeah ...  

CHELSEA: Um … and they’ve even asked me about Drama but he just doesn’t 

value Drama at all, he told them it was a waste of time.  

RESEARCHER: Oh dear...  

CHELSEA: Um … and I … who ... yeah ... (laughs) … so um …  

RESEARCHER: Where do you go with that? That’s tricky because it comes back to 

fundamental understandings and how you see something.  

CHELSEA: Yeah, that’s right  

RESEARCHER: And some people think that Drama is either just a frill that doesn’t do 

much, or else it’s fine for those kids who are really into it and want to 

pursue it as a career later on. But this is what I’m trying to say to my 

BEd students that are going to be  teachers, that’s fine if you don’t want 

to act on the stage. That’s only one aspect of how Drama can be used. 

How about as part of your pedagogy? As a tool for this, as a tool for 

that, have you considered that? And if people don’t see that …  

CHELSEA: ... Yeah, like there’s a big social-emotional part in drama ... social-

emotional impacts and a place for it in teaching … um … that I find 

kids of today really need. And the interaction is another thing too. Kids 

don’t interact in person anymore, it’s all by ... you know ... skype or ... 

we were talking about it at (Youth Event), (Youth) Conference ... and 

one of the things was, “Yeah, they don’t interact face to face”. They’re 

actually saying that boys are losing their, by a certain age, their senses, 

their five senses.  

RESEARCHER: Really?  

CHELSEA: Because they’re being dumbed down so much through lack of human 

contact and the chemicals that are being, that should be released, these 

chemicals aren’t being released and they can’t judge their senses. 

That’s what the latest findings are. I went “Wow!”  
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RESEARCHER: That’s really interesting …  

CHELSEA: So the whole Drama thing in schools and using that for learning is 

really really important.  

RESEARCHER: Yeah, I agree. I’m wondering too if it comes into that whole ... the 

ability to concentrate on one thing and to think deeply in that one area 

because I know I’ve read research too that talks about ... um ... you 

know ... a lot of ... um ... kids of a certain age ... they ... just looking 

briefly at something and not being able to concentrate on one thing 

because they flip between activities all the time, like they flip between 

devices .., and they just stay on the surface of something and ... and 

they almost have a fear of concentrating on … 

BOTH: …Just one thing ...  

RESEARCHER: ... At a time ...  

CHELSEA: That’s like reading. You ask how many kids read at home. Not very 

many. Whereas when I was a kid, when the new Babysitters Club book 

came out or the new ... you were there and everyone had it, no one saw 

each other that day because we all sat and read it … um … and talked 

about it afterwards.  

RESEARCHER: Yeah ...  

CHELSEA: It just doesn’t happen anymore.  

RESEARCHER: See there’s a whole lot of things in that because when you were doing 

that, that was concentration on one thing and then the fact that you 

talked about it afterwards ...  

CHELSEA: The whole lot of us, yeah … that doesn’t seem to happen, unless it’s 

some type of TV show or…  

RESEARCHER: Yeah, but even then the quality of the discussion ...  

CHELSEA: No, it’s not…  

RESEARCHER: Yeah, and I remember hearing you say to the kids, “From your reading 

I’ve noticed a difference in their (your) conversations”.  

CHELSEA: Yes, they … um ... they have conversations (both laugh) 
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CHELSEA: So … and they ask each other about books and things like that too and 

… um … and they just ... their vocab is a lot … they’re using more of 

the vocab, which I think they had, they just never used, ‘cos they didn’t 

talk about stuff. Like they knew certain words and various things, like 

if you ask them, “What’s another word for this?”, they could tell you. 

But they just never used that knowledge for anything. But now they’re 

talking about things and … um … even talking to me, like they’ll come 

up to me and say, “Look, this book’s like this one that we read because 

this is ... and this happened”. I’ve gone, “Wow you’ve read that one 

before and all”. And I’ll borrow them from the library. I never get to 

read them, never, but they get a big kick out of me borrowing a book 

that they’ve read. (both laugh) 

CHELSEA: Yeah …  

RESEARCHER: Yeah ... my kids used to do that too ... We started with Harry Potter, 

“Mum, you’ve gotta read Harry Potter”, “OK” ... and then of course I 

really got into it ...  

CHELSEA: Yeah, me too …  

RESEARCHER: Yeah, it was great. Yeah it’s so important and this is the thing about 

connecting the dots and deeper cognition is you’ve got to have a deep 

understanding of something. If you ... if you underestimate and you 

don’t bother to use it ...  

CHELSEA: ... Yeah, I also think … um … he, my teaching partner, doesn’t know 

how to go … doesn’t know what to do.  

RESEARCHER: Mmm ....  

CHELSEA: Wouldn’t even know where to start to do a Drama lesson ... or he 

couldn’t run one if he tried, he just has never ... it’s not his thing, never 

paid attention ... really, he’s more scared, it’s a fear of failure thing in 

front of the kids and that too. Whereas my kids are quite aware that I 

stuff up all the time (laughs) and they’re OK with it ... (both laugh) 

RESEARCHER: I know you talk about that and I do too, and I’ve said that too, and you 

know when I ask for feedback and I go, “What did you think about this 
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... I didn’t think that one worked really well ... and I thought that could 

be better”. Like talking about myself. Or sometimes when I’d get the 

wrong thing, I’d go “Nuh, Mrs Chapman, where’s your brain?!” You 

know. And I think that … um ... provides a real connection with reality.  

CHELSEA: Yes, it does …  

RESEARCHER: ... And a relief for a lot of kids ...  

CHELSEA: ... And it’s taken me, ꞏcos I’ve had most of these kids now for nearly 

two years, it’s taken me till about the beginning of Term 3 this year for 

them, nearly all of them, to go, “I’ll give it a go”. You know, it’s not... 

um ... when I first got them, getting them to write anything was a 

challenge, getting them to say anything was a challenge. You get your 

handful of really good learners who love school and wouldn’t be 

anywhere else who did what you wanted, but the rest would just sit 

there. Um … but it’s come to they’re volunteering stuff now, so even 

a few of the kids who were next door last year and have come into my 

room this year ... you wouldn’t even know that they said nothing for 

the first half of the year…  

RESEARCHER: Yeah ...  

CHELSEA: You know, it’s just ... um … and I know this approach isn’t for all kids 

and stuff like that but if you adjust it variously, like you don’t ... I don’t 

feel I … do ... um ... like everyone sees me as the ... the Drama and the 

acting and the furniture moving and the singing and the ... but there are 

times when the kids are going to research stuff and have to write a 

report and .... I write stuff on the board and they copy down. This year 

hasn’t been as much, but … um … for those kids that … I was one of 

those kids at school. … I was extremely shy … um … and if you asked 

me a question, I’d basically go red and nearly pass out… (both laugh) 

RESEARCHER: You poor thing ...  

CHELSEA: So I can get those kids that … that aren’t like that ... that I see myself 

in my kids, that they have … all of them have improved in their 

response to learning this way. I’m just worrying about high school next 

year (laughs).  
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RESEARCHER: Ah ... When I talk to other people, everyone talks about high school as 

being almost the dead spot in education.  

CHELSEA: Yeah …  

RESEARCHER: ... Because it’s so cemented in ...  

CHELSEA: ... You get your few teachers that are …  

RESEARCHER: Yeah ...  

CHELSEA: ... But you’ve got to find them.  

RESEARCHER: Yeah, and that’s ... and that’s why people have advised me and said, ”lf 

you want to make a change, go for primary school and tertiary”. OK ... 

the one thing I suppose we can console ourselves with is ... even if they 

don’t have all those rich and creative pedagogies happening ... if 

they’ve learned how to be critical thinkers and how to analyse and how 

to open up topics and think more deeply ... um ... that’s gonna aid them 

if they can apply it themselves even if their teacher isn’t. But it will 

take stronger, more mature kids to do that if the teacher isn’t 

scaffolding it for them.  

CHELSEA: Yeah.  

RESEARCHER: So that will be really interesting. I mean, that would be a great 

longitudinal study wouldn’t it?  

CHELSEA: Yeah, it would be …  

RESEARCHER: ... To follow kids right through ... yeah ... Are you still thinking of any 

postgrad study?  

CHELSEA: Um .... I’m either looking at my Masters in RE but I was thinking of 

possibly going educational leadership, ‘cos it’s got the RE component 

to it but also the other …  

RESEARCHER: Ah ... You could do both ... yeah I can see the value of that ...  

CHELSEA: Just because of the new role ... so yeah ... Possibly at the beginning of 

next year, we’ll just wait and see … (both laugh) 
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RESEARCHER: I can see you doing really well with that and thinking that maybe, what 

you’re going into now could really lead into that, ‘cos I know when I 

was doing my ... um ... Masters and stuff, often if you were picking a 

project or something that you’re actually working on, and if you’ve got 

something like that, that would be perfect ... You’re almost getting 

credit for what you’re already doing ...  

CHELSEA: Yeah …  

RESEARCHER: ... As well as learning ... to inform what you’re doing ... that’s really 

good ... oh well, see ...  

CHELSEA: .. We’ll see what happens …  

RESEARCHER: Where were we ... oh yeah … We’re talking about everything, that 

doesn’t matter .. (both laugh) 

RESEARCHER: We’ll sort this out afterwards ...  

CHELSEA: Yeah, good luck (both laugh)  

RESEARCHER: Yeah ... so ... Just checking that I’ve got as much as I think. So we’ve 

talked about the difference between the two classes which I really 

noticed ... everything from teaching styles to how the room is laid out 

to the amount of colour in the room to how the kids respond ...  

CHELSEA: And you can see the kids next door would look in, if we were in doing 

something or .. say, “Can we come and watch?” or … even a lunch 

times if kids were practicing, whatever, or … “Can we come in and ..” 

which I always let them in .. um ..  

RESEARCHER: ... Yeah I did too, and it was tricky that day that you weren’t there and 

some of them looked really forlorn at the door, ‘cos we just had to keep 

doing the animation all through the day to get it finished, and they’d 

say, “Can we come in?” and I’d say “Yeah, look so long as you don’t 

touch anything and cause a problem, come in and have a look”. And 

then as it turned out, we needed an extra pair of hands and they were 

just ...  

BOTH: So keen .. .  
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RESEARCHER: ... To help ... And then I felt really bad because one of the other teachers 

who was a supply teacher said, “You aren’t supposed to be in there, get 

out!” ... and I thought ... “Oh ... (sad sounds) I was actually happy 

having them there ... yeah ... yeah ... so that was something I noticed, 

and I did have kids saying, “Why aren’t we doing the choir, we’re doing 

that ... ?” ...  

CHELSEA: Yeah, asking all the time …  

RESEARCHER: Yeah, and you feel sorry for that ... I’ve ... I wonder how that made the 

other teacher feel?  

CHELSEA: I don’t think they ever ... I don’t think they ever said anything to him, 

and they always made sure, especially the few … I won’t call them 

favourites ... he has a few in there that he really ... (looks 

uncomfortable)  

RESEARCHER: Gets on well with?  

CHELSEA: Yeah ... They do all the jobs for him and they’re the sporty boys and 

the … (looks uncomfortable)  

RESEARCHER: Ah ... OK and they have that connection ‘cos he’s a sporty boy …  

CHELSEA: ... Um ... They’d only say something to me about what we were doing 

if he … If their teacher wasn’t at school…  

RESEARCHER: Ah ... (understanding noise)  

CHELSEA: So they’d made sure he wasn’t around to hear it.  

RESEARCHER: OK so that’s interesting and I wonder what that is? Do they feel disloyal 

if they’re saying it or do they not want to upset him?  

CHELSEA: Yeah I don’t know, I don’t know what it is … But I just found it very 

interesting that after ... the few times they’d said it to me I thought, 

“Now hold on, you’ve only really said it in the beginning of last term 

when he was away for five weeks … ah ... a lot of comments … um .. 

and like one of them said, “We only got to do the bread making stuff” 

(Pretending to reply to the student): “You know what, you’re luck you 
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got to do that, because if he’d have been here, you know, you wouldn’t 

have”.  

RESEARCHER: Yeah, that’s interesting ... So if he had have been there they wouldn’t 

have done that ... um ... yeah and then you invited them in for one of 

the interviews too when we were looking at immigration ...  

CHELSEA: ... And you can tell how eager they were because they were the ones, 

we told them not to ask questions, ‘cos my class ... and they just 

couldn’t help themselves (laughs) …  

RESEARCHER: Yeah, they were into it ...  

CHELSEA: ... Yeah they were really into it … so …  

RESEARCHER: Yeah ... I really liked that because I felt the forum of saying, “Alright 

here we are, this is your own news show, ask questions” ... um ... made 

them more proactive ...  

CHELSEA: ... Yeah …  

RESEARCHER: ... Rather than if we had have said, “Write down questions”, and left it.  

CHELSEA: Well we did ... We wrote a huge list and they wrote some and then I 

wrote ... we wrote them on the board and they copied them in their 

books, but they were all their questions, but they didn’t tend to use them 

…  

RESEARCHER: ... Yeah ... that was just a starting point I thought ...  

CHELSEA: ... It was more … yeah it was more a, “Here are some things if you get 

stuck” But they didn’t use a lot of them, they asked some pretty good 

questions.  

RESEARCHER: Yeah, they were ...  

CHELSEA: ... From what was being said …  

RESEARCHER: I think so too, and that showed that they were engaged in the process 

...  

CHELSEA: ... And they were comprehending what was being said …  

RESEARCHER: Yeah ... See that’s all those important things about comprehension ...  
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CHELSEA: ... Which is why with the comprehension tests I really don’t like the  

Pat R test … um ... because it’s all ... you have to read it, process it and 

comprehend it … all within a ... and it’s not … it doesn’t relate to them 

at all ... it’s like all these different bits and passages ... that they ... that 

doesn’t really relate …  

RESEARCHER: Yeah ... I find those things a bit narrow too …  

CHELSEA: ... The standardised test yes, I ... I struggle with them …  

RESEARCHER: ... And they’re very very word based and ... in the same format ... and 

they don’t realise how everything influences everything that you do. 

Even the fact that it’s written on a piece of paper ...  

CHELSEA: Mmm ... (agreeing sound)  

RESEARCHER: ... Is ... straight away that disengages a whole lots of kids.  

CHELSEA: Yep ... And like the laptops are another thing …  

RESEARCHER: Yeah ...  

CHELSEA: ... A lot of kids ... although the kids, most kids have access to laptops 

and screens and that all the time, well our school ... only half I think do 

at home …  

RESEARCHER: Yeah ...  

CHELSEA: ... So you’ve already got half at NAPLAN going ... you’ve already got 

half behind the eight ball to start because … they don’t have the 

frequent … it’s only a school. Um ... and reading off a screen is 

different to reading off paper.  

RESEARCHER: It’s true. And this is where I don’t think people realise, the manner in 

which we do things prejudices the outcome. They see all those things 

as just neutral. And they’re not, they’re all ... laden ...  

CHELSEA: ... Even down to whether it’s a bright and sunny day or if it’s a rainy 

day contributes to how they go on any form of testing … yeah  

RESEARCHER: ... It does ... it’s really interesting to see how that works.  
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CHELSEA: Um ... at our school our NAPLAN results are ... um ... for English … 

for Maths I think we’re in the top 80 schools for progress in Australia 

... um ... but for English we have not done very well at all. We’ve 

progressively gone backwards, especially in writing. That’s why we are 

one of the thirteen schools chosen in the (area) to be part of the ALL 

project - the Accelerated Literacy Learning project ... ah ... which kicks 

off next year, and our focus is reading ... ‘cos we figured reading ... we 

can get our kids reading more and reading better, it should flow into 

their writing. That’s our theory.  

RESEARCHER: Mmmm, that makes sense ...  

CHELSEA: Um ... Rather than starting with writing and then trying to work back 

to reading, we thought what … yeah … so we’ll focus on reading.  

RESEARCHER: Yeah ... Because it’s by reading that you get a sense of... um ... sentence 

structure and vocabulary and ...  

CHELSEA: Yep ... and punctuation …  

RESEARCHER: ... And all those things. Yeah. ‘Cos you’ve seen it in context, and so it 

makes more sense.  

CHELSEA: That’s our plan.  

RESEARCHER: OK.  

CHELSEA: Hopefully. Yeah .. so .. um .. be interesting to see over the next few 

years … that will take a while ... to see how our NAPLAN results differ.  

RESEARCHER: Mmmm ... That will be very interesting.  

CHELSEA: Yeah.  

RESEARCHER: So there’s one student in the class (Xavier), how would you describe 

his learning?  

CHELSEA: Well he’s been officially verified as intellectually impaired and there’s 

a new term but I can’t remember what it is … um ... yes ... but his 

official. … when he was verified a few years ago was intellectually 

impaired. So he has an older brother that is the same although I think 

he has been verified autistic, and I taught him as well. But ... yeah ... so 
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when I first got him he ... basically thought he didn’t have to do 

anything that the rest of the kids did … he sort of loved to draw so he 

drew all the time and wanted to go on the laptops all the time and ... 

and I wouldn’t have a bar of it. He had to do what I set for him first 

before he could do that. So we’ve slowly weaned him off all that type 

of stuff. He still draws at various points but it usually has something to 

do with what we’re doing and every so often ... he used to draw very 

violent detailed diagrams and decapitations and wars and ... so we’ve 

managed to direct that elsewhere.  

RESEARCHER: Yeah, where do you think that comes from?  

CHELSEA: Um ... I’m guessing he plays video games and that. Well he’s got an 

older, a lot older brother I think, and Dad’s into all that type of stuff too 

... yeah … so … I think that’s where that comes from.  

RESEARCHER: Yeah he talks about being on the computer a lot.  

CHELSEA: All the time. Yeah so ... um ... but he is now writing, like chapter stories 

and … um ... yeah ... he’s been working really hard with his … um … 

he’s got a school officer he goes out to a few times a week for about 

half an hour a day ... but he’s been working on that and looking at 

stories and his ... he now listens to what’s going on and he can 

contribute and … um ... in a lot of areas like Science and that, he is at 

expected level. He can do ... what is expected at that level, you just 

have to modify how he shows the information. If it’s written ... written 

based ... um ... usually you can’t get it, so he either draws a picture and 

explains it to you and then you kind of go from there, or yeah … so … 

talking with him and modifying how he is assessed.  

RESEARCHER: And it’s interesting that I would notice that when we had an activity 

like Hot Seating, he would be one of the few to put his hand up and 

volunteer ...  

CHELSEA: Which last year he would not ... at the start of last year he just didn’t 

do anything with the class, and I feel that that’s how he went through 

school. Because he was intellectually impaired he was kind of, “Oh we 
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won’t worry, you just do those couple of little things I’ve set you while 

I teach the rest of the class”.  

RESEARCHER: Mmmm ... interesting ... So by pushing him, you’ve actually picked up 

on that momentum so that he will then be more inclined to be engaged 

with learning.  

CHELSEA: Yeah ... and ꞏcos we had a meeting with his mum earlier in the year and 

she wanted to put him in a special school for high school and I lost it 

(laughs) and said, “No, don’t you dare”, so we’ve managed to get him 

into (a private high school), which is really good because … um … and 

his brother’s going there too, so they’re moving them both over there. 

So excited, ‘cos they’ll cater exactly to what he needs.  

RESEARCHER: Oh that’s great, he seemed very excited about that.  

CHELSEA: Yeah .. So …  

RESEARCHER: That’s cool ...  

CHELSEA: Yeah …  

RESEARCHER: ‘Cos I thought often he gave really good answers when he was doing 

that (Hot Seating) ...  

CHELSEA: Yeah ... and he … I’ve worked out … ‘cos I’m one too, if I have to 

listen, I’m not an auditory person at all. If I have to sit and listen without 

drawing or something I don’t hear anything, my brain goes off on a 

tangent and I’m off ... um … so that’s why when we do ... when I read 

to the kids I let them have paper and draw and write notes or … um … 

at their table so that ... ‘cos I found it’s worked with him. He’s really ... 

he focused in, he knew the story ... the novels and stuff … um ... even 

though they’re not at his reading level, he picked up on everything, 

especially Nanberry was one that got me. When we read Nanberry, he 

was really in on what was happening ... yeah …  

RESEARCHER: Mmm ... That was really good to see, ‘cos he did volunteer for quite a 

few of those activities, and they were ones where you didn’t know what 

question was going to be asked ...  

CHELSEA: Conscience Alley …  
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RESEARCHER: Yeah ...  

CHELSEA: He did that one a few times … yeah …  

RESEARCHER: Yeah ... and he seemed to really like that and not be threatened at all 

by the fact that he ...  

CHELSEA: ... And I think that’s another thing too, the whole class dynamic of 

working on, “It’s alright to make a mistake, it doesn’t matter if you 

stuff it up, if you don’t know that’s OK too, give it a go” … so ... they’re 

more inclined to ... I find there’s less bullying with regards to 

schoolwork, not necessarily in general, but in regards to schoolwork 

and stuff there’s not the ... not as much either in ... what marks they got 

... not that I tend to give them marks, I give them more feedback than 

(marks) ... ‘Well you need to work on this area, you’ve done well here, 

here and here” ... um ... so that they know that they’re all on their own 

journey. I just need them to progress, I don’t care where they are … so 

I think that’s helped him too.  

RESEARCHER: I’m sure.  

CHELSEA: Yeah .. (as if to a student) “Even though you’re below, that doesn’t 

matter, you’ve made progress, that’s what I’m looking for” ... So …  

RESEARCHER: Mmm ... That’s right ... yeah ... like for instance your ... when we did 

the showcase and ... um ... [Zinta] was really worried because she said, 

“Oh, I said Nanberry instead of Maria!” and I said, “It doesn’t matter, 

what I was really thrilled with was is you just got up with this big open 

excited face with a lovely loud voice that was clear and everyone could 

hear ... enthusiastic ... and you just went out and just did it and I was 

really thrilled!”  

CHELSEA: Yeah, she’s come a long way.  

RESEARCHER: Yeah ...  

CHELSEA: She was quiet, shy, wouldn’t do anything at the start, a bit like Stacey, 

and see ‘cos I only had Stacey this year, so I’ve had Zinta for two years, 

so Stacey’s a few steps behind, and her … and Stacey’s progress is out 

of this world.  
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RESEARCHER: She’s started to smile!  

CHELSEA: I know! And talk and volunteer for stuff and …  

RESEARCHER: Yeah ... and even have a little joke ...  

CHELSEA: Yeah …  

RESEARCHER: I was like, “Wow, this is really different from the start of the year!”  

CHELSEA: She was always sad and sullen and …  

RESEARCHER: She did look sad ... I know, and I thought, “I wonder why this is?”, ‘cos 

with kids … you know ... and because I’m new on the scene you never 

know whether a terrible thing has happened or there’s an awful 

situation at home or they’re just ... that’s them or whatever. Well it 

wasn’t her ‘cos she changed.  

CHELSEA: Yeah, she has.  

RESEARCHER: OK so with Ben ... And I’m going to change all these names afterwards 

... um ... he had come from Vietnam?  

CHELSEA: Yeah, so he came out from Vietnam last year ... at the beginning of last 

year he came with the new arrival students … So I think he came maybe 

Day 2 of the school year? So he kind of got to school on the ... got to 

the country on the Wednesday and came on the Friday …  

RESEARCHER: Wow ..  

CHELSEA: Um ... To the school … so his English … like he learned English in 

Vietnam and he got “A”s in it but he still wasn’t living it so my whole 

teaching … and in Australia we talk really quickly so he used to 

disappear to the toilet a lot and he’d just have to leave for a break and 

throughout the year as he got better at learning English and 

understanding, he went less frequently. He doesn’t go very much any 

more … (both  laugh)  

CHELSEA: Um … But he struggled to start with, with the way we teach ... the way 

I teach here is very different to the way they teach in Vietnam where 

it’s all very structured and quiet and individual and ... um ... so this year 

I’ve seen him turn a corner and he’s now a happier student. The ESL 
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teacher just said she thinks it was good he was put in my room in that 

he learned how to become his own student, not just like a robot.  

RESEARCHER: Yeah ... I agree, I don’t think he would have moved as far being put in 

a room ...  

CHELSEA: ... Especially personally, not necessarily academically ‘cos he’s very 

bright and he’d do that wherever he was ‘cos he’s very driven, but more 

of a personal … like he didn’t have any friends last year … like he 

played with no one then … um … this year he has a joke with everyone 

and .. yeah ... so …  

RESEARCHER: He’s learned to relax a bit more ...  

CHELSEA: Yes, he has, which has been good to see ..  

RESEARCHER: Mmmm ... And I think it gives them more confidence too if they aren’t 

just fed everything.  

CHELSEA: Yeah ... well see he … sport was the first time we saw him smile ... 

First time we saw him smile was during a sport game we were playing 

and (my teaching partner) and I both went “Ohhhh, he’s smiling!” (both 

laugh) 

CHELSEA: Um … But then watching him with the Drama and the Dance and the 

… um … and the Art, ‘cos he’s very good at drawing ... um ... he’s kind 

of gone, “I don’t just have to be good at the academic stuff, I can be 

good and have fun in this other stuff as well” … so …  

RESEARCHER: Yeah, I think having fun is the big thing isn’t it too and if you ... if you 

teach people to be more independent and don’t spoon-feed them 

everything you actually empower them.  

CHELSEA: Well that’s the problem I think we’re having now is the kids coming 

through are waiting for us to tell them what to do.  

RESEARCHER: Yeah ...  

CHELSEA: Like when we were kids we were taught how to … like I … I … when 

I taught Prep, I used to teach them the very first term how to pack their 

bags and we’d start at quarter past two and it would take us to three but 
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they’d all get their bag and bring it in and they’d all get their homework 

folder and put their things in there and it took us forty five minutes for 

the first term but they could do it. Because if we didn’t, if we left it any 

longer, the parents would come and get their bags off the port racks and 

they’d carry their bags out and ... so I made sure that all my preppies 

walked out of their room with their own bag on their back. What 

happened after that was ... I couldn’t control ... But they’d packed it 

and worked out how to put things in like the lunchbox and the … um 

… so … Because they are spoon-fed everything …  

RESEARCHER: So they’re spoon-fed everything from home?  

CHELSEA: Starting from home …  

RESEARCHER: Yeah?  

CHELSEA: ... And then you get some teachers too who think, “It’s just easier to 

teach if just tell them what to … what to do” The whole inquiry model 

… um ... some teachers embrace and others … “It’s a lot of work so I 

won’t” Um … But part of my job next year … um … is making sure 

the gradual Release of Responsibility model’s being followed.  

RESEARCHER: Ah yeah ...  

CHELSEA: So … um … and people go … and in my interview actually they asked 

me about, “Well you can’t do that in Prep”, ‘Well, actually you can…  

RESEARCHER: (laughs)  

CHELSEA: ... And I told them how I’ve done it in Prep, so … yeah … um … yeah 

… I’m looking forward to doing that, yeah.  

RESEARCHER: They were probably just taking a resistant view to see what you might 

come up with?  

CHELSEA: Oh yeah ... And I had done it and the only real question I remember 

sitting up going, “Yes, I can answer to this one!” (both laugh)  

RESEARCHER: Did they ask anything much to do with what we’d done this year?  

CHELSEA: Um … yeah, well they knew what we’d been doing, well the leadership 

team, the area supervisor didn’t … It was brought up about how ... oh 
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they were talking about making lessons interesting and more 

meaningful and so I talked about what we’d been doing and that the 

kids had a say too in what we did and how we did it and they gave 

feedback on what was good and what didn’t happen and … um … yeah 

… so I talked to them all about that as well.  

RESEARCHER: Mmmmm ... That’s good  

CHELSEA: Yeah … um …  

RESEARCHER: So do you have the same area supervisor as that we have?  

CHELSEA: We have (name) at the moment.  

RESEARCHER: Ah yeah, we have (name).  

CHELSEA: Oh OK, I know (name). It used to be (name) but I don’t know what 

she’s doing at the moment.  

RESEARCHER: OK.  

CHELSEA: So (name) is our area supervisor at the moment.  

RESEARCHER: OK so how did he (area supervisor) seem to respond when you were 

talking about all that?  

CHELSEA: He ... he was ... he tried to play the devil’s advocate in the whole thing, 

like he was the reluctant teacher and everything I said he’d (makes 

hitting sounds) hit me with. He said one of the questions was, “I’ve 

been teaching for thirty years, I have ... the parents are happy when 

their kids are in my class, their kids progress, why should I do anything 

you tell me to do?” Um ... he said, “I’m going to put my hat on and be 

the horrible teacher” I said, “You know what? There are teachers like 

that here. I’m aware of that.”  

RESEARCHER: (laughs)  

CHELSEA: I said, “It’s a ‘gently gently’ approach. You pick one small aspect to 

bring in and you just do it very slowly” Um … and I said. “And through 

showing them that it’s OK as well.”  

RESEARCHER: Yeah well that’s true ‘cos a lot of it is fear. ..  



365 

CHELSEA: ... And it’s personality. a lot of people feel they’re being attacked.  

RESEARCHER: Yeah ...  

CHELSEA: I used to be like that, I used to go, “You can come in my room but 

please don’t say anything about what you saw because I just don’t want 

to know what you thought” (laughs) ... um ... but I’m not so much 

anymore I don’t think. I think I’m um ... “Tell me what I need to 

improve on ‘cos I’m more than happy to give it a go” … so …  

RESEARCHER: Yeah, I find that helpful too and that’s what I’ve been trying to do and 

look at things and go, “Yeah that was OK, that was fine, that was .... 

no ... (both laugh)  

CHELSEA: “Yeah let’s not do that one again”. Yeah I’ve had days like that too … 

or I’ve had days like … “You know what, just close your book because 

we’re not doing that lesson anymore, we’ll come back to that a different 

day (laughs)  

RESEARCHER: Ah ... yeah ... yeah ....  

CHELSEA: ... And that’s OK…  

RESEARCHER: Like it’s very freeing. And whenever we do that I think we model that 

sort of attitude ...  

CHELSEA: ... But I think it’s good with the kids ... I’ve done that before, I’ve said, 

“Look, you guys aren’t into this, I’m not into this at the moment, we’ll 

come back to it, let’s go and do something else” ... yeah …  

RESEARCHER: Gotta know your points to do that, that’s a really good idea. So how did 

you think it worked with the idea that we used for our planning, that 

you would do your planning and then I would look at it and say, “I 

think these things might help, how would you like to put them in?” Did 

you ... 

   

CHELSEA: Um … I appreciated it that way because I like to think I taught that way 

but I’d never put it in my planning … um ... so having me plan like I 

normally do and then have you go through and go.,“Well you could do 
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this with this.. .. this term when I’m planning and you’re not going to 

be there I’m going, ‘Well I can put this in here and I can put this in 

here” … um … thinking about what you would be saying to do if you 

were reading it … so …  

RESEARCHER: Oh ... OK ... that’s nice.  

CHELSEA: Yeah ... (laughs) … so  

RESEARCHER: ‘Cos, mind you, I would often read some of your suggestions and go, 

“Wow, that’s a really good idea, and ... you know ... some of those 

things you already had, and that’s why I sent you that email going, “I 

really like this, I really like this, we can do this and this”…  

CHELSEA: Yeah…  

RESEARCHER: And I was learning a lot by reading your planning…  

CHELSEA: See that’s how I like to plan …  

RESEARCHER: Yeah…  

CHELSEA: ... But I find with my teaching team at the moment ... it’s very separate, 

it’s very ... it’s like we were talking earlier this morning … um … and 

it’s … he (other Year 6 teacher) hasn’t asked me anything about what 

we’re doing in English or Science or anything. He is just doing …  

RESEARCHER: His own thing ...  

CHELSEA: ... His thing and then we’ll just use each other’s plan. And I was talking 

to another teacher in Prep and she’s trying to plan. She said, “I don’t 

know how to plan for all three classes” I said, “You don’t”. I said, “You 

plan for what you want to do with your class and the other teachers are 

meant to read your plan and adjust it to suit their class.” She said, “Oh”. 

I said, “Yeah, that’s what’s meant to happen” I said, “You’re not meant 

to be just giving your plans to everyone and them just work off it”. I 

said, “I never stick to a plan, even the ones I write for my class I never 

stick to” ... (laughs) so …  

RESEARCHER: Yeah ... and ... I’ll ask you this now while we’re into it. This is 

something I asked Charlotte ‘cos we’re talking about this whole thing 
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for how much planning we do, we do so much planning and we know 

we’re never gonna get through it all, but we do all this planning because 

we feel we should.  

CHELSEA: I ... I ... a lot of the reason I definitely over-plan is because it gives me 

options. Um ... so ... if the kids get something really quickly or if they 

don’t like an activity or aren’t getting something from it, I’ve got other 

options in there already that I don’t have to come up with. Um ... also 

because I try and plan ... not just for my class, I plan for the other class 

as well in what their teacher will do and try and make that interesting 

(both chuckle) in the things that they’ll pick to do. So … um … I’d 

rather have more in it ... than not enough. My biggest issue is making 

sure I cover all the content, and not get stuck on one little bit … which 

seems to be ... a teacher’s thing ... teachers tend to do that.  

RESEARCHER: (chuckles)  

CHELSEA: Um ... yeah … So I tend to get stuck on one area and we do it really 

really well but we never really get to the end. It’s a rush to get to the 

end, yeah.  

RESEARCHER: Yeah ... it’s ... um ... do you think ... there is a lot of content to get 

through?  

CHELSEA: Um … in our … well … in our curriculum at the moment it’s very … 

very ... what’s the word I’m looking for …  

RESEARCHER: … Content heavy?  

CHELSEA: Content heavy, yeah. There’s a lot in there to cover … um … but I’m 

of the mind that you can link a lot of it … ah … which ... Year 5 and 6 

curriculum’s very good for that. Although this term’s not, it’s a bit 

clunky to fit, but if you really know your stuff and really go through 

your line of sight documents and your content descriptors and that type 

… achievement standards ... um ... there’s a lot that can be linked and 

you can assess ... English ... um ... the Arts and Science or History all 

in one go, if you’re clever about it. Like when we did Nanberry, a lot 

of our discussions and that talked about Religion, we were talking 

about rights, we talked about History and the rights of people, we talked 
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about ... um … we were looking at English as well. So all that stuff is 

assessed in one … in one lesson.  

RESEARCHER: Mmmm ... That ties in really well with the whole idea behind Arts 

Immersion ... (Interruption as someone came into the room)  

RESEARCHER: ... That is about doing rich tasks ...  

CHELSEA: ... because a lot of people see the Arts as another subject to teach which 

is why it’s not being taught. If you look at all the classes, they see the 

Arts as Visual Art and Music, that’s it. So … um …  

RESEARCHER: Why do you think that is?  

CHELSEA: I. .. I don’t think people are comfortable with it ... um ... it’s usually 

one subject at Uni and that’s all people have ever done in ... most of it. 

So ... and they don’t know what to do. Like, for Drama, if you said, 

“Run a drama lesson”, I’d really have to go and research … um … and 

I know it but I haven’t done it enough ... to ... to have the bank of ... 

strategies. Whereas if I was in Maths and you said to me, “Go and teach 

a Maths lesson on this”, I could pluck out heaps of different stuff 

because I’ve had to do a lot of that. So I think that’s why teachers are 

also very … wary of the Arts as in they haven’t had the experience and 

they don’t have the knowledge too …  

RESEARCHER: Mmmm ... yeah ... so when you taught the Arts, did you ... were you 

taught all the Arts as part of your teacher training?  

CHELSEA: I’m trying to think ... I know I had a Visual Arts subject, I know I had 

a Music subject … and I don’t know … oh I had a Drama subject. 

That’s it.  

RESEARCHER: OK, so you didn’t go into Dance or Media Arts?  

CHELSEA: No.  

RESEARCHER: Maybe, I’m guessing, were they just teaching about that as a domain 

not in an integrated ...  

CHELSEA: No … ah … I know Drama ... I remember Drama being integrated 

slightly because we looked at a book, like a picture book, and we ... um 
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... we did an activity ... we used literature a lot for Drama, which is 

what we’ve done this year … um ... to some extent, well that’s our main 

extent, but we’ve done it other ways ... but um ... Music was just Music, 

how to teach a song, that type of stuff ... and ... what was the other one? 

... Music ... Drama ... oh, Visual Art … there was no real …  

RESEARCHER: ... If there’s not connections to pedagogy then how you would integrate 

across the curriculum, I can understand why ....  

CHELSEA: ... It would be interesting to ask, like (young teacher), who’s been out 

for a couple of years, or (another teacher), to see what they did, ‘cos I 

finished mine 13 years ago ...Whereas (young teacher)’s 2 (Year 2), 

(young teacher)’s one (Year 1) … just to see the difference in the 

degrees.  

RESEARCHER: Yeah ... I’d be interested to see that, ‘cos I found it interesting, I was 

filling in for someone with Music who was away and they said, “Oh 

can you just teach the music component?” and I was told, “Well it’s a 

two hour slot but realistically it’s probably about an hour and a half”, 

and I said, “Alright, each week”, and they said, “ No, total”, and I said, 

“That’s it? Total?” Oh!!! (gasp) What on earth?! And I was trying to 

show how you can use Music in an interdisciplinary way and how it 

would tie in with the curriculum ... yeah, if you’re not taught that, it’s 

just like a bridge too far when you’ve got all this other content to get 

through.  

CHELSEA: Yeah.  

RESEARCHER: So ... talking about assessment…  

CHELSEA: Alright … in regards to assessment we were just talking about … um 

… I’m one of these teachers that gets ... likes to get the teaching done 

properly and the kids have authentic experiences and things like that 

but the assessments ... the formal, tangible assessment ... sort of ... is 

really rushed or falls by the wayside. I would rather the kids ... um ... 

really experience it and know it, than having to prove to me that they 

know it. I do a lot of observations and stuff and from their responses 

and their interactions and discussions we’ve had ... but if someone 
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walked in and said, “Prove to me why you gave them that mark”, it 

would all have to come off my notes. I don’t ... yeah ... yeah …  

RESEARCHER: And interestingly I remember we talked about this one time before ...  

CHELSEA: Yeah …  

RESEARCHER: ... You probably get a better ... um ... and a more accurate indication of 

what they know by observing and having them tell you than by 

necessarily what they might write down.  

CHELSEA: Yeah, especially when writing for my class ... writing isn’t their great 

... that’s the worst thing they’re able to do, so you have to be ... which 

is why we have a lot of presentations and discussions and debates and 

... because they’re a very oral class ... as opposed to ... you get them to 

write it down and they forget what they’re trying to say ‘cos they’re too 

busy trying to do the conventions of writing.  

RESEARCHER: That’s true, and you know how you’re always saying, “Read over what 

you’ve done and remember it”, and often, you know, if I was with them, 

you’d say, “Read over that”, and it wouldn’t make sense and you’d say, 

“ Is that what you meant to write?”. (describe students’ response)”Oh, 

no”.  

CHELSEA: So ... so and like I finally got through to them that I’m not marking their 

spelling and their writing, unless I’ve told them it’s a writing task, that 

I’m looking at that. I think they’ve quietly worked that out. (both laugh)  

RESEARCHER: Yeah and that ... do you think that frees them a bit more?  

CHELSEA: I think so, yeah …  

RESEARCHER: ... What they put down, ‘cos they’re not so anxious?  

CHELSEA: I think so, ‘cos they’re worried about their hand writing and their 

capital letters, which they should be, because when they go to high 

school it’s going to be an issue, but I would rather them at the moment 

... get as much out of all the other subjects and content that we’re doing 

... And being able to draw conclusions and apply knowledge and that 

type of stuff, than being able to write down what they think I want to 

hear.  
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RESEARCHER: Mmmm ... That sounds like a quote to me. (laughs) Good.  

CHELSEA: So in Term 4, because of my new role as well ... um ... in Week 1 I’m 

at (Indigenous Learning Centre) looking at resources ... the principal’s 

booked me in for that, so I’m out that day …  

RESEARCHER: What’s that thing called?  

CHELSEA: (Indigenous Learning Centre), it’s the Aboriginal/Torres Strait Islander 

Centre (gives location) 

RESEARCHER: Ah ... Sorry can you just spell it for me ’cos I’ll get it wrong.  

CHELSEA: (spells  the name of the Indigenous Learning Centre).  

RESEARCHER: Thank you.  

CHELSEA: (laughs) So yeah that’s the Aboriginal and Torres Strait Islander Centre 

that (educational organisation) run.  

RESEARCHER: OK  

CHELSEA: Um … And they teach about the culture and stuff ... so yeah ... a lot of 

schools go there, so that’s on the Thursday. Week 2 I have the day out 

with the leadership team to see (name of educator), he is one of the 

gurus in what we’re doing in  (educational organisation) at the moment, 

at (venue). Week 3 I have a day out with ... um ... the deputy ... um ... 

(executive leader) .. um ... with all the other PLLs ‘cos all schools have 

to have one as of next year so … I think they’ve all been employed by 

now … um … so that’s another day out (laughs).  

RESEARCHER: And remind me PLL stands for ...  

CHELSEA: It’s for Primary Learning Leader  

RESEARCHER: OK, cool ...  

CHELSEA: And the following week I’m away for a day for … um ...(health 

reasons) … so … and that’s without …. and then swimming starts the 

following week for four weeks and we’re off! (laughs)  

RESEARCHER: Wow ...  

CHELSEA: (laughs) … So …  
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RESEARCHER: ... And you have to finish everything off and plan…  

CHELSEA: I have to teach, I have to do graduation, we have to do school magazine, 

we have ... Oh there’s something else I thought of we have to do, I can’t 

think what it is ... but yeah ... so it’s a very busy term ...  

RESEARCHER: Wow ... As opposed to all the others….  

CHELSEA: Yeah …  

RESEARCHER: ... That were also very busy ... (both laugh)  

RESEARCHER: So these things come up all the time ...  

CHELSEA: Especially being a Year 6 too doesn’t help, although a lot of this is 

because of next year, but in the previous three terms it has purely been 

‘cos we’re Year 6. Yeah … so …  

RESEARCHER: Did I remember this correctly? You were saying all schools have to 

have a PLL?  

CHELSEA: Um ... All primary schools, except for the ones that have like a P-12 

‘cos they ... they have another … they have someone with them already 

…  

RESEARCHER: Ah ... OK ...  

CHELSEA: I think that’s the story ... but yeah ... It’s a new ... it’s like the old LNIT 

role which is the Literacy Numeracy Improvement Teacher, all schools 

had that for a few years, and a lot of people sort of got rid of them, and 

the funding for that ran out a couple of years ago but we kept it on at 

our school  

RESEARCHER: OK ...  

CHELSEA: Um … But yeah ... So now it’s just transferred to that, I don’t know 

why, I’m sure I’ll find out in a few days or in a few weeks time when I 

go to that meeting.  

RESEARCHER: Sounds good.  

CHELSEA: Um … So we’re talking about the PM bench marking and the problem 

that the kids at our school have - not all of them - a good percentage of 
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them, is that they don’t understand the content or the context of the 

story. For example, when I taught earlier, there’s a book on Level 2 

talking about a playground … um … and one of the questions asked 

them, “What are the ... what ... is something they can climb up?” ... I’ve 

forgotten what it was now ... maybe the net or something ... and, “What 

two things can you slide down?” ... and they always got the slide but 

they never got the pole, ‘cos they didn’t know what the pole was or 

even that it existed. So I had to make sure that I took them outside and 

taught them at the beginning of every year ... all the different elements 

of the playground, purely so that they could go up a level in PM bench 

marking. So I’m finding the kids in the upper years ... there’s a book 

about ... um … ah ... this class writes to the council about creating a 

skate park because … um … they’re damaging all the different things, 

but it talks about all the different tricks they do, well none of the kids 

at our school skateboard and have had nothing to do with 

skateboarding. So you kind of have to explain it before you start 

reading.  

RESEARCHER: So you’re saying context and lacking knowledge about context really 

influences their comprehension.  

CHELSEA: Yeah, they can read it ... they can read you the story and stuff like that 

but when it comes to asking the inferential questioning and the detailed 

understanding they don’t have it because they don’t have the basic 

content knowledge or anything to draw on.  

RESEARCHER: Mmm ... I’m wondering how much that connects to like the socio-

economic area ...  

CHELSEA: Yeah …  

RESEARCHER: .. And the variety of experiences ...  

CHELSEA: ... Whereas if there was one on the um … like Vietnamese New Year 

or anything … they can tell you everything about it and why things are 

done ’cos that’s their world … um ... yeah ... So certain stories we 

found … even to the point when we found sometimes ... and we’re not 

supposed to ... we skip over them. If they can’t read ... if they can read 
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the next one we keep them up there. If not, we have to go back and ... 

um ... because they just don’t have the ... the basis to understand the 

story.  

RESEARCHER: They don’t have anything to refer to ...  

CHELSEA: No.  

RESEARCHER: Yeah, and that’s a mistake I made when I started off doing a drama 

activity and said, “Let’s make sounds in the forest” ... you know ... 

(pretends student’s response) ... “I haven’t been in a forest” ... So it was 

more than just, “I’m a bit embarrassed” ...  

CHELSEA: It took me a long time to work that out too, like kids to the beach ... I 

think some of them when we went to camp this year .. a few kids that 

we took to camp, they’d never been to the beach before.  

RESEARCHER: Wow …  

CHELSEA: Yeah … yeah …  

RESEARCHER: ... And that’s Year 6! And you don’t expect that in Australia do you?  

CHELSEA: No … no …  

RESEARCHER: ... Well certainly for people who live on the Eastern seaboard side area 

...  

CHELSEA: Yeah ... I just ... um … I found it very hard coming from a school which 

was inland ... um ... where they had money and where kids went to the 

beach on holidays and that, like they’d all kind of been to an area which 

wasn’t that far from the beach ... and they’d never been.  

RESEARCHER: Yeah ... I found that when I was teaching in a school nearby there years 

ago, and I got them in a competition where they had to come into town, 

and they’d never been to town.  

CHELSEA: Yep ... I was one of those kids when I was ... I went to school at the 

catholic school at (suburb) that used to be there and I used to think 

(local shopping centre) was the city. That was as far as I went, I didn’t 

go anywhere else. Yeah ... it wasn’t until I was older, I think I was in 

Year 6 or 7, I went. .. I was chosen to go to St Stephens (cathedral) to 
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represent the school and I went, “Oh my gosh! There is a whole other 

world there!” So ….  

RESEARCHER: Actually isn’t that the key to a lot of what we do? “Oh my gosh there’s 

a whole other world!” And we’re trying to help them find that whole 

other world.  

CHELSEA: Yeah, that’s right. Yep.  

RESEARCHER: So we were talking about ... um ... some of these kids being very 

protected in the home maybe?  

CHELSEA: Yeah … um … I find the longer I have been teaching … um … which 

I think is 13 years now, the more protected the kids are when they come 

to school, like they haven’t ... I don’t know if it’s protected as in the 

sense that the parents don’t want them to hurt themselves or whatever 

else, it could be for some of them. Others are ... especially in our school, 

they work all the time so it’s just easier to throw them in front of a TV 

or a… an electronic device ... um .. as a baby sitter ... and they’re not 

experiencing stuff like rolling down a hill or ... like in the playground 

with the poles that we were talking about before that. They haven’t 

been to playgrounds or if they are it’s all very protected ... “Oh you 

can’t do that and you can’t touch that and you can’t...” ... so they’re not 

learning anything for themselves. Like ... you very quickly learn when 

you touch something hot that you don’t touch it again ‘cos it’s hot it’s 

gonna to hurt. Whereas kids aren’t necessarily ... they’ve been told that 

that’s hot, “Don’t touch that it’s hot, no, it’s hot” and they don’t know 

what hot is. Not that I’m saying go and burn everyone’s hand! (both 

laugh)  

CHELSEA: Um ... so when they come to school and we ask them to ... especially 

teachers that work like I do ... to go and explore and … like I’m very 

play-based, especially in the early years … they don’t know how to do 

it ... because they’ve always been told what to think and what to do. I 

don’t know whether it’s to protect them or the parents think they’re 

doing the right thing ... um ... and it’s a whole part of learning that some 

kids are missing.  
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RESEARCHER: Mmm … So that’s really interesting. If they come to school and they 

have a teacher who also just feeds them everything then they will never 

ever ..  

CHELSEA: ... And they’ll eventually hit a teacher ... hopefully ... that is completely 

different and they struggle. Those kids really struggle and they either 

completely bomb out or ... it changes them and they soar.  

RESEARCHER: Mmmm ... and what to do think causes it to flip one way or the other 

when ...  

CHELSEA: I think a lot of it has to do with kids’ personality types as well ... um ... 

and their connection with the teacher.  

RESEARCHER: OK. So I’m just wondering what the weight of that influence is, 

whether the school influence is stronger than the home or whether their 

equal or the home influence is stronger or the amount of years of history 

of that view of the world or ...  

CHELSEA: ... All of that is incorporated. I think ... if they get a teacher early on 

who is very passionate and wants them to explore and encourages and 

has that safe environment. … um ... kids can ... will tend to do better ... 

um ... but then you get kids ... my brother is an example. He hated ... 

oh he didn’t hate school, he just was lazy, he didn’t want to ... just tell 

him what to do, “I don’t want to think for myself” ... and he’s still like 

that now, that’s who he is. It doesn’t matter. .. he had the great teachers 

that I had ... um ... he’s “No, this is ... I... this is who I am” ... and as a 

teacher you need to be able to work with those kids too, to get the best 

out of them. ‘Cos sometimes personality just plays a part.  

RESEARCHER: Yeah ... do you think that can be stronger even than other influences?  

CHELSEA: It can be, and as a teacher we have to teach thirty different people the 

same thing in a way that’s going to catch them all.  

RESEARCHER: Yeah ... that’s hard ...  

CHELSEA: ... And but it’s hard to work out all the time, especially when kids are 

very closed. Like there are a few in my class that are very closed and 
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they’re only just sort of opening the door a little so you can see in ... 

um …  

RESEARCHER: Which ones do you think will change the most?  

CHELSEA: Um … Donald is one …  

RESEARCHER: Yeah ...  

CHELSEA: ... Donald is definitely one. Alistair can be another because he’s very 

conscientious, he worries too about what people think about him ... um 

... like he can be very confident, but then afterwards you see him try 

and look for reassurance from his peers. Um .... Stacey. Zinta was one. 

She’s not so much anymore but she was definitely one. Um ... who else 

... Damien to an extent ...  

RESEARCHER: ... Yeah because he’s very secure in a small ...  

CHELSEA: ... Yeah he’s very bright but he doesn’t volunteer a lot ... or you really 

have to pry it out of him … and he gives very short  ... and he can, in 

small groups, he’s fantastic … yeah ... he’s more our latest one I’m 

working on (laughs) ... yeah ... and he only came in this year, he was in 

(my teaching partner)’s room last year …  

RESEARCHER: Ah ... OK ...  

CHELSEA: ... So he’s only just come in um ... now, yeah ... and there’s some ... 

there’s kids that when they’re messing around I find it really hard to 

get cranky with them because they’re starting to show themselves ... 

(both laugh)  

CHELSEA: I find it really hard to get, “Stop talking! You’re meant to be listening!” 

... because I want them talking ...  

RESEARCHER: Yeah ...  

CHELSEA: Yeah ... So it’s hard, it’s really hard …  

RESEARCHER: That’s to be ... And then you’ve got to be seen to be fair ...  

CHELSEA: ... And constant, yeah ...  
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RESEARCHER: ... And the other kids can go, “Well why are they allowed to talk?” So 

... Now I was going to ask you something connected with something to 

do with that ... um ... we were talking confidence ... oh it’s gone out of 

my head now ... it will come back to me ... um ... Do you think the 

school can be a stronger influence than the home regarding that aspect 

of giving everything to the kids as opposed to encouraging them to 

enquire for themselves?  

CHELSEA: I think ... it should be a partnership between the two but if the ... I tend 

to find kids who are ... um ... in a classroom where they have to 

investigate for themselves and things and are happy to do that, that at 

home they’re told what to do ... they wear two different hats.  

RESEARCHER: Ah ... Yes ...  

CHELSEA: ... Especially ... Which is a major generalisation ... but our Vietnamese 

kids ... um ... ‘cos they go to a Viet school on Saturdays ... a lot of them 

... so they ... at ... in class they’re all happy and performing and drama 

and ... um ... calling out answers and debating with me, but at Viet 

school they don’t say anything, they sit there and they do things by rote 

learning and … um … and just the different hats, they’ve learned when 

they can do it when they can’t. Um ... My job lately, I’ve talked to them 

about working out who they are as a learner.  

RESEARCHER: Yeah?  

CHELSEA: So ... um … so things like … um … and to take that with them 

everywhere, to be lifelong learners … not just ...  

RESEARCHER: ... Yeah that’s ... um ... that’s very interesting. I wonder ... how that will 

... influence them as they can older, what they will end up choosing, 

which way they will follow, and what they will prefer for their own 

children?  

CHELSEA: Yeah ... It will be interesting to see too. And it ... l also think it depends 

on what high school they go to ... um … as well and what happens 

there. Because they’ve only just sort of started this journey in the last 

couple of years ... and then they go to high school for five years … um 

…  
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RESEARCHER: ... Do you think the high school ... well it sounds like you’re saying that 

the high school has the power to keep opening that up or to shut it 

down.  

CHELSEA: Yeah …  

RESEARCHER: Wow ...  

CHELSEA: ... And it comes down to I think personality too. If you get told, “No, I 

told you to do it this way” enough, you will just ... you won’t think for 

yourself ... you will just do what you’re told. It’s taken me two years to 

break them out of, “Don’t write what you think I want to hear, I want 

to see what you think” Um …  

RESEARCHER: Yeah ... I’ve noticed that they continually have to be given ...  

BOTH: Permission ...  

CHELSEA: ... To do it, yeah ... and still ... we’re still going, “I don’t care what you 

write down or what you say, I want your opinion and your thoughts”.  

RESEARCHER: Yeah ... But perhaps if they haven’t been encouraged, either at home or 

by previous teachers to do that ...  

CHELSEA: ... And I think it needs to be done from Prep.  

RESEARCHER: Yeah, I agree.  

CHELSEA: It needs to be done early on ... um ... so that there won’t be ... and don’t 

think the impact from high school will be as great then because it would 

be ingrained in them ... because they’re about to go through their next 

... change, like their whole growing change, growing cycle is hitting a 

point that we’re at the age where they flick into their next rapid growth 

phase ... um ... and because there’s a lot of other things going on in 

there that ... that are going to make the person that they are. So if this 

is instilled early on we ... I don’t think this is all conjecture ... I don’t 

think it ... high school and even family would have a big impact on 

what type of learners they are.  

RESEARCHER: So ... yeah ... that’s why it’s so important to get this right ... all of us ... 

how we’re teaching ...  
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CHELSEA: Yeah …  

RESEARCHER: ...’Cos it really helps form them as people, doesn’t it?  

CHELSEA: Yeah, and that’s why ... um … now the leadership team met yesterday 

to try and put people in classes for next year, and they’re trying really 

hard to get a really solid early years team … um … to try ... that will 

be willing to do this type of stuff ... make it play-based and rich and 

investigative and all that type of stuff …  

RESEARCHER: That’s great because I think that the ... the trajectory ... that’s what I’m 

trying to say ... yeah, puts the feet on the path in the direction they will 

go.  

CHELSEA: Yeah.  

(The following comments relate to the first SEW -Social-Emotional Wellbeing - survey results 

as Chelsea and I perused the report together)  

RESEARCHER: So that’s the first thing they’ve got about learning skills ... any 

comments about that one?  

CHELSEA: Our kids have a pretty good learning skills view, ‘cos we’re above ... 

in the high and moderate ....  

RESEARCHER: So ... looking at this one ... our ... our school ... um ... so this is the SEW 

Survey ... um ... most schools ... oh all schools are 40% in the high and 

we were 49, in the moderate’s 30% and we were 34, and then in the 

low most schools were 30% and we were only 17. So we came off 

pretty well ... this is the first SEW Survey we’re looking at ... so this is 

the question, “Outside my school and family I have an adult I can go to 

if I have a problem” ... oh that’s just an example isn’t it ... and then 

that’s got other things we can look at ... summary results, that’s what 

we want ... OK, so we are the blue ... oh but in this case the boys are 

the blue and the girls are the rust colour ... that’s just demographics of 

the group to show half and half, that’s alright, and they’re all Year 6s, 

so far that’s pretty simple ...  

CHELSEA: (chuckles)  

RESEARCHER: ... Goodo ... and there’s the overall summary ... so we’re the ... blue ...  
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CHELSEA: Yep ... We’ve got the majority of our kids, or 32% are at Level 5 which 

I’m assuming is second top ... um ... nobody had themselves at Level 6 

which is interesting … um ... so we’re just under ... um ... compared to 

other schools or primary schools in Level 4 and 5, but when it comes 

to Level 2 and 3 … um .. our … um … they’re more of the kids in our 

school that think we’re there ... or that they’re there.  

RESEARCHER: Mmm ... OK ...  

CHELSEA: ... So we’re not far off the national average either with the national 

average being 118.6, we’re 116.8  

RESEARCHER: ... So is this on like Level 6 is happiest and Level 1 is ...  

CHELSEA: ... That’s my assumption ...  

RESEARCHER: ... Yeah ... so we didn’t have anyone on either extremes, happy or 

unhappy, but we had a bit more on the lower ...  

CHELSEA: .. Than the national ...  

RESEARCHER: ... Yeah, alright, so ... indicators of Social-Emotional Wellbeing ... they 

had it all together and then broke it down to emotional, social, and 

learning.  

CHELSEA: Yep.  

RESEARCHER: So ... um ... overall they look like they come out pretty well because 

you’ve got more kids on high, same on moderate and less on low. 

Emotional ... We had less on high, more on moderate, more on low. 

Social ... We’ve got a little bit more on high, a bit less on moderate and 

about the same on low ... Learning skills ... We’ve got a bit less on high, 

a bit more on moderate, a bit less on low. I don’t know, how accurate 

do you reckon that is?  

CHELSEA: Um ... At the start of the year, I’d say, yeah the kids are pretty ... pretty 

good ... um, that’s how I think they saw themselves. Um ... the kids that 

usually put low are the ones who suffer from anxiety and ... um … and 

that type of stuff.  
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RESEARCHER: Mmmm ... Okay. So that’s the overall summary that we looked at 

before ... okay ... ah ... Yep, and that’s it in tables. I find it easier looking 

at the graph ...  

CHELSEA: ... Than the tables ... yeah, same ...  

RESEARCHER: They’re the numbers ... ah ... Then we’ve got a pie graph, that’s sort of 

showing a similar thing ... and lots of numbers ...  

CHELSEA: So it shows that more than half the class thought that they were a Level 

4 or 5?  

RESEARCHER: Yeah ... yeah, so that’s good ... Now this is the distribution ... Oh, it’s 

okay, that doesn’t ...  

CHELSEA: I don’t really know what we’re looking at there ...  

RESEARCHER: No ... It’s not working for me ...  

CHELSEA: (chuckles)  

RESEARCHER: ... Um, okay, what’s that, that’s about 20th, 50th and 80th percentiles 

for all year levels and for your school. .. Alright, so we’re a little bit 

under the A’s, we’re about the same as a ... I dunno, still doesn’t mean 

much to me ... um ... okay, so all schools, that’s all year levels but we’ve 

only done Year 6 ... So I don’t think we particularly need to look at 

that. Um ... When we’ve got ... yeah we’ve already looked at that, 

haven’t we? Oh, now these individual things ...  

CHELSEA: ... The questions ...  

RESEARCHER: Yeah ... So both boys and girls, 93% think they’re happy, so did we 

work out that it was percent … That it was two kids?  

CHELSEA: Yeah I think it was two kids for memory ...  

RESEARCHER: So two kids that weren’t. Do you think that’s fairly accurate?  

CHELSEA: Um ... At the time, yes.  

RESEARCHER: Yeah, ‘cos again this was at the start of the year ... And then “my class 

mates like me”. Interestingly, all the girls said their class mates liked 

them.  
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CHELSEA: Yeah, which is good. I was very happy when I saw that one. The boys 

one ... I would agree with that. There is a lot of friction between the 

boys, for popularity. So ... um ... There’s a handful of them that just 

don’t seem to fit ... like, they’re awkward in the group and ... um ... you 

can tell that’s what ... yeah ... not that the others are mean or anything 

to them all the time, it’s just they ... they just kind of don’t fit, so I’d 

assume they ‘re the kids that did that (ticked disagree). So I think 

there’s about three kids for memory.  

RESEARCHER: Yeah ... OK, sure ...  

CHELSEA: I think ... I’m not sure, I could be wrong ...  

RESEARCHER: Yeah ... So did we say ...  

CHELSEA: I think we said seven was one (7% = one student) ...  

RESEARCHER: Oh yeah ... That’s right ... That’s three kids. Okay, right, so this one, “I 

feel lonely”, might be…  

CHELSEA: Three kids again, yeah ...  

RESEARCHER: Three boys and two girls?  

CHELSEA: The girls I found interesting ‘cos the one above it, whether their class 

mates like them ... So I’m wondering whether it’s, “I feel lonely if it’s 

at home”?  

RESEARCHER: Yeah ... That’s the thing, because there was a bit of discussion where 

they said, “Oh, do you mean at school or everywhere?” ... um ... “I get 

along with my teacher” ... All the girls said they did and there was one 

...  

CHELSEA: ... One boy who didn’t. Yep ... Which is fine ... (chuckles)  

RESEARCHER: (laughs) ... No, but again ...  

CHELSEA: ... that could be the same boy earlier on that said they weren’t ... That 

there was one boy that told something about ... I can’t remember what 

the question was ... Yeah, it would be the same boy ...  
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RESEARCHER: I remember a discussion with that and you said, “Oh, is that right?” ... 

and I thought, “Yeah, I don’t think they actually think that”, judging on 

their ...  

CHELSEA: ... It could have been the day too. And you know what, there are some 

people, they don’t all have to like me ...  

RESEARCHER: Oh yeah ...  

CHELSEA: It’s not ... Yeah ...  

RESEARCHER: That’s true, but I‘m also trying to work out how accurate it is so ...  

CHELSEA: Well I know, for example, when we did the latest one, I sat ... ‘cos I 

read the questions to the three ‘lowies’.  

RESEARCHER: ... Yeah ...  

CHELSEA: .. And one of them (chuckles) put ... as he thought he was being funny 

... put it as a joke ... well that means you’re gonna mess up all the data 

for Mrs Chapman, and he went, “Oh”. So that could have happened 

there too.  

RESEARCHER: Yeah ... I’m sure ...  

CHELSEA: He fixed it, like he said, “I didn’t mean it”, and I said, “Yeah, but you 

put that on the form and Mrs Chapman’s going to get a result saying 

that someone doesn’t get on with me”  

RESEARCHER: Yeah ... And that’s ... that’s the thing when kids self-report that there is 

that element ...  

CHELSEA: ... Consequences ...  

RESEARCHER: Yeah ... They don’t get it. “I get into trouble a lot” ... only two girls and 

...  

CHELSEA: ... A few more boys (both laugh) thought they got into trouble ... I think 

that’s probably ... probably about four, how is that 29? Anyway ...  

RESEARCHER: ... Odd because 20 ... I remember going like 7 is 1, that’s kind of 4 and 

a bit, anyway…  
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CHELSEA: ... And that’s about right ‘cos the boys are the ones that I am stern with 

the most ...  

RESEARCHER: ... Yeah ...  

CHELSEA: ... Not that I’m not with the girls, but there is a handful (of boys) that 

always need speaking to so ...  

RESEARCHER: Yeah, that’s right and really only a couple of girls maybe, yeah ... ah ... 

“I clean up and try to make my classroom a nice place”. All the girls 

thought that they did and the boys ...  

CHELSEA: Yeah, there were three that didn’t. I know there are more than that 

though (chuckles) ...  

RESEARCHER: Yeah (laughs) ...  

CHELSEA: ... In reality, but ...  

RESEARCHER: Yeah, so that one’s not quite accurate. Right this one, “I like being at 

school”. All the girls did and only one boy said no.  

CHELSEA: Now, if I remember correctly last time, I remember thinking last time 

how this one child might have been the same one and he was just 

having a horrible day ...  

RESEARCHER: ... Yeah ...  

CHELSEA: ... Yeah .. So he might have had ... been in trouble that morning, he 

might ... but, yeah ...  

RESEARCHER: ... Could mean anything, yeah ...  

CHELSEA: ... A horrible day at home ... Yep ... This one I’m not surprised by : “I 

get nervous a lot” ...  

RESEARCHER: ... Yeah ....  

CHELSEA: ... Um ... As a school we’ve found there’s more and more kids 

becoming anxious.  

RESEARCHER: ... Yeah ...  

CHELSEA: ... Which could come down to before when we were talking about being 

fed everything and then coming to school and going, “Work it out 
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yourself” (chuckles) ... um ... and change ... kids don’t experience 

change or imagination, they don’t have to make things up anymore and 

so ... this one didn’t surprise me that we were ... um ... we had quite a 

few kids that were anxious or nervous.  

RESEARCHER: Yeah, so 71% of girls and 64% of boys getting nervous is quite high 

isn’t it?  

CHELSEA: Yeah ...  

RESEARCHER: Yeah ... um ... “I feel very bad for long periods of time”. That was 

interesting, I wonder if they really understood the long periods of time? 

They might just think, in their mind, I don’t know, like I’m being pre-

emptive by saying that. But I wouldn’t be surprised if it was actually 

sometimes rather than long periods.  

CHELSEA: Yeah.  

RESEARCHER: But anyway, 36%, more girls than boys?  

CHELSEA: Yeah, girls seem to hold on to stuff, the whole grudge thing comes into 

it..  

RESEARCHER: Ah ... I’d agree with that. Okay, ah ... “I feel safe and free from danger”. 

Just about all of them, only one girl and two boys didn’t (agree). Again, 

I wonder whether they ... that’s ...  

CHELSEA: School or home ...  

RESEARCHER: Yeah ... “I get along pretty well with members of my family”: all the 

girls except for one, all the boys except for three (agreed), wasn’t that 

interesting? “I like the kind of person I am”: all the girls liked 

themselves, one boy didn’t.  

CHELSEA: Yep.  

RESEARCHER: Um ... “I break things”, so ... no not many, only one girl breaks things, 

two boys. Um ... “ I yell and scream at people a lot ... so 29% of girls 

and 14% of boys. So more girls yell and scream?  

CHELSEA: Yeah.  

RESEARCHER: You reckon that’s accurate?  
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CHELSEA: They have more of the ... like if they fight, they scream and yell at each 

other ...  

RESEARCHER: Uhuh ...  

CHELSEA: Whereas the boys will just attack (physically).  

RESEARCHER: (chuckles) Yeah, fisticuffs, yep. “When I grow up I’ll have a good life”: 

all the girls thought yes and only one boy thought no ...  

CHELSEA: Yep ...  

RESEARCHER: They’re all pretty happy with it. Um ... “I love to learn”: most of them, 

yeah, only one girl said no, two boys … you might make a guess of 

who they might be? “I always want to know more about how things 

work”: All the girls do, only two boys didn’t. “I have lots of energy for 

everything I do at school”: same for boys and girls, 86%, does that look 

accurate?  

CHELSEA: Um ... It depends on the activity.  

RESEARCHER: Yeah.  

CHELSEA: I would have put that more at ... Now it would be interesting to see 

what results now.  

RESEARCHER: Yeah ... Um ... “I lose my temper a lot”: more girls than boys (agreed). 

What do you think?  

CHELSEA: Um ... I think girls remember it. When boys lose their tempers ... oh 

well this is just a huge generalization ... when boys lose their temper, 

it’s short, sharp and forgotten ...  

RESEARCHER: ... Yeah ...  

CHELSEA: Whereas the whole grudge thing comes in with girls, so they’re more 

likely to remember it.  

RESEARCHER: I’d agree with that. “I worry a lot about my school work”. It’s back to 

a worry one, this is where it comes up.  

CHELSEA: Yep. Anxiety again.  
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RESEARCHER: Yeah and “What others think about me”: both girls and boys 57% 

worry ...  

CHELSEA: Yeah.  

RESEARCHER: More worry than don’t. So it’s interesting, that’s a distinctive thing. l’m 

sometimes very mean to other people”: well they’re both the same, 

36% of boys and girls. I don’t know. Do you think that’s accurate?  

CHELSEA: Um ... I’d say more of them. I’d say 36% of people have worked out 

that they can be. Um ... but I haven’t seen it.  

RESEARCHER: Yeah?  

CHELSEA: If I had to fill it in, it wouldn’t be a high from me.  

RESEARCHER: Okay, that’s interesting. “I could do a lot better in my school work”: a 

lot of them agreed with that. Does that mean they feel pressured to work 

harder?  

CHELSEA: Um ... Pressure from home does come into it ... um ... and they’re very 

mark driven ...  

RESEARCHER: Mmmm ...  

CHELSEA: ... As opposed to progress driven ... um ...  

RESEARCHER: Okay ... Similar ...  

CHELSEA: So ... And we do teach them there’s always room for progress ...  

RESEARCHER: For improvement ...  

CHELSEA: Yeah, so…  

RESEARCHER: Yeah ... It depends whether they interpreted that as better or a lot better.  

CHELSEA: Yeah.  

RESEARCHER: So two girls and three boys thought they were doing well enough.  

CHELSEA: Yeah.  

RESEARCHER: Okay. Do you think that was accurate?  

CHELSEA: Um ... In their minds, yeah.  
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RESEARCHER: In their minds, yeah, okay. Emotional skills ... this is ... we had ... We 

were less than other schools for high, more on moderate and more on 

low for emotional skills, so maybe they ... Can you remember the one 

before?  

CHELSEA: I would have assumed the anxious ones would have come into this.  

RESEARCHER: Yeah ... “I can control my nerves if I get ... “Oh now it’s .... this is 

interesting ... see they feel nervous but they can control it ... more boys 

...  

CHELSEA: More boys feel they can control it whereas girls are even split.  

RESEARCHER: Yeah. Do you reckon that’s true?  

CHELSEA: Yeah.  

RESEARCHER: Yep. Okay. “When I’m angry I stop and think before I act” (both 

laugh): Okay ... 79% of boys ...  

CHELSEA: Oh actually, you know what? There’s three boys ... there’s only a 

handful of mine that don’t stop and think, and there would be about 

three I’d pick. So that’s about right ... if they’re the three that put it 

down (chuckles) ...  

RESEARCHER: Yeah, I know, it could be three others!  

CHELSEA: Yeah, it could be three others.  

RESEARCHER: And if ... and then looking on we say, “No, actually I think you do 

stop”, and the other ones who think that they don’t ... Yeah ...  

CHELSEA: Yeah ...  

RESEARCHER: ... And then with the  girls it was 50-50.  

CHELSEA: Yeah.  

RESEARCHER: I don’t know.  

CHELSEA: This is interesting ... yeah, ’cos girls normally, or my girls normally 

don’t necessarily go out for each other, they normally ... hold ... 

internalise it all, and moody and, “I’m not talking to you”, and ...  

RESEARCHER: Yeah ...  
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CHELSEA: ... So it’s not a lash out thing to stop and think about.  

RESEARCHER: Yeah. Maybe they might interpret “act” as just doing anything?  

CHELSEA: Yeah.  

RESEARCHER: ... Or ... I dunno ... “I can control my anger”: just about all of them said 

yes except for three boys and two girls.  

CHELSEA: Yeah, that’s about right.  

RESEARCHER: Ah ... “When I do badly at my schoolwork I think I’m stupid”: Ah ...  

CHELSEA: mmmmhmmmm ...  

RESEARCHER: So more boys agreed with that, like only about two girls agreed.  

CHELSEA: Yep.  

RESEARCHER: But the boys ... My guess with that is that boys tend to be more 

performance driven?  

CHELSEA: Yes.  

RESEARCHER: ... And therefore they would feel shame ...  

CHELSEA: Yeah ...  

RESEARCHER: ... If they couldn’t do that, maybe? That’s what I think. Um ... “I like to 

talk to someone when I feel bad”: that’s kind of what you expect - more 

girls do than boys.  

CHELSEA: Not by a lot though.  

RESEARCHER: No ... And ... and it’s ... actually it’s a more even sort of split ...  

CHELSEA: Yeah ...  

RESEARCHER: ... And not massively one way or the other.  

CHELSEA: No.  

RESEARCHER: Okay. “My feelings are easily hurt” ... More girls than boys ...  

CHELSEA: Yep ...  

RESEARCHER: ... Which I guess you’d expect, that’s um ...  

CHELSEA: ... That’s the resilience thing ...  
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RESEARCHER: ... Yeah ... And do you reckon that’s accurate? ‘Cos that’s almost an 

even split with the boys.  

CHELSEA: Um ... They all sort of care, they do. It’s just how they show it that’s 

different.  

RESEARCHER: Yeah. “When someone teases me I think I’m stupid”: most of them 

disagree with that.  

CHELSEA: Yeah, that’s good. That’s one thing we’ve been working on for a long 

time.  

RESEARCHER: Good. “I can calm down quickly when I feel bad” ...  

CHELSEA: Yeah, there’s those three boys again.  

RESEARCHER: Yeah, but interesting the girls, this is about the brooding ...  

CHELSEA: ... The whole ..  

RESEARCHER: ... Stewing ...  

CHELSEA: ... Grudges ...  

RESEARCHER: ... Yeah, grudges. “It’s hard for me to describe how I feel”.  

CHELSEA: Yeah, and I know the boys ... They’ll come to talk to you and tell you 

something, and they can’t get it out and they don’t know what they’re 

trying to say ...  

RESEARCHER: Yeah ...  

CHELSEA: ... You know, you have to try and ...  

RESEARCHER: Yeah, so the majority of the boys, yeah, 71% (agree) ... It’s a bit more 

even for girls. Ah ... “When I feel bad I try to do happy things”: most 

of them do, boys and girls. “When I feel bad I know that running and 

playing can help me feel better”.  

CHELSEA: More girls do that, which surprises me, ‘cos the boys tend to do that 

more. The girls tend to sit and brood.  

RESEARCHER: Yeah ... so don’t’ know ...  
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CHELSEA: It will be interesting to see what that one’s like (in the second survey) 

... um ... because a lot more of them have hit puberty and ... so the girls 

tend to ... yeah ...  

RESEARCHER: Yeah ... That will be interesting ... So that was emotional and then 

there’s social, this is the last one. So ... A bit more on top, a bit less on 

moderate, a bit less on low. “I know how to make friends”: more boys 

positive than girls but the majority for both.  

CHELSEA: Yep. Um ... Girls have their ... at our school, my class have their little 

clicks … 

RESEARCHER: Mmmhmm ...  

CHELSEA: Um ... And there’s the whole ownership thing. If you’re in this group 

you’re really not in that group ... yeah. So ... it’s hard for new kids to 

break in. It is getting better, like they’re ... they’re not necessarily all 

tied together any more ... yeah ... at the start of the year it was ... 

Especially with the few new kids that came in from the other class ... 

yeah ...  

RESEARCHER: Yeah, this is interesting. “I think it’s important to treat all people with 

respect”: everyone says yes.  

CHELSEA: Yep ... They don’t necessarily do it ...  

RESEARCHER: (laughs)  

CHELSEA: ... But ...  

RESEARCHER: We agree with the principle  

CHELSEA: ... We think it should be there.  

RESEARCHER: “I can behave well and follow rules”  

CHELSEA: Yep ... There’s those three boys ...  

RESEARCHER: ... Three boys ... and one girl ... I can guess who that was ...  

CHELSEA: Mmmhmmm ...  
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RESEARCHER: Um ... They all agreed it’s important to take care of our parks, rivers, 

oceans and animals ... everyone agrees ... “I can be trusted to do and 

say what I’m going to do”: ...  

CHELSEA: ... Interesting ..  

RESEARCHER: Yeah ... So only one girl said no, and more boys. Is that accurate?  

CHELSEA: Yeah ... No I guess so. The boys will tell you, “Yeah yeah I’ll do it for 

ya”, and nine times out of ten they don’t follow through. Whereas the 

girls will go ... Like it might be emptying the bin or going and telling 

someone a message at lunch time or ... um ... and I think it’s not ... the 

boys forget ... it’s not high on their radar. Whereas the girls ... The girls 

in my class are quite happy to go and do anything for anyone. The boys 

are happy to do it, but they’ve got to do it now or they’ve forgotten it, 

it’s gone ... they’ve moved on to something else…  

RESEARCHER: It’s a memory thing and they don’t ... (indistinct) ... yeah ... alright, so 

... “I feel bad when other people feel bad”: more girls than boys, you 

reckon that’s ...  

CHELSEA: Um ... Ah, now I’d say no, the boys have, I think, a lot more empathy 

and they care for everyone ...  

RESEARCHER: Mmmmm ...  

CHELSEA: ... But unless I ... they didn’t know what that question meant ... 

(indistinct) ...  

RESEARCHER: Yeah ... yeah ... “I think someone who treats me unfairly is a bad person 

and it’s okay to hurt them back”: ... Okay so only two girls agreed with 

that but more boys agreed.  

CHELSEA: That’s the whole ... and that can be cultural as well ...  

RESEARCHER: Mmmm ...  

CHELSEA: ‘Cos I know the Samoan culture and that’s very much, “You hurt 

someone or something that I love, you have to pay for that”. So ...  

RESEARCHER: Retribution ...  

CHELSEA: Yeah.  



394 

RESEARCHER: “I try to make sure that everyone has a fair chance to win even if it 

means that I lose”: most people said yes.  

CHELSEA: Yep.  

RESEARCHER: Why is that 1 % difference ...  

CHELSEA: I don’t know (chuckles) ...  

RESEARCHER: That’s odd.  Most like helping someone with a problem”: all the girls 

said yes, most of the boys except for two said no.  

CHELSEA: Yeah.  

RESEARCHER: Um ... “I’m good ... “ ... oh, do you think that was accurate?  

CHELSEA: Yeah, totally.  

RESEARCHER: “I’m good at solving conflicts without fighting”: most of the girls said 

yes and the boys, it was close to half and half.  

CHELSEA: Yeah, and we’ve been working on that too ... about ways of solving ...  

RESEARCHER: Yeah ...  

CHELSEA: ... Issues without ...  

RESEARCHER: ... Without ... (indistinct). “I try not to say or do things to hurt other 

people’s feelings”: they’re the same, most of them, they ...  

CHELSEA: Yeah, normally they don’t like hurting each other’s feelings. If they do 

say something, it’s usually as a joke or a ... um ...  

RESEARCHER: ... yeah ...  

CHELSEA: ... So the whole process of teaching them that jokes aren’t always funny 

and can hurt people’s feelings ...  

RESEARCHER: Yeah, that’s important.  

CHELSEA: Yeah ...  

RESEARCHER: This one, it might be interesting to see how it goes with the latest 

survey, the learning skills? So we had less on high, more on moderate, 

less on low. Alright, “I can do schoolwork that’s hard to understand”: 

it’s kind of an even split, half and half, do you reckon?  
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CHELSEA: So your positive kids, the ones that would give anything a go, and then 

the ones that are anxious and worried and ... yeah ...  

RESEARCHER: ... Yeah ...  

CHELSEA: ... And that’s about right.  

RESEARCHER: That’s about right?  

CHELSEA: Yep.  

RESEARCHER: Okay. “I try very hard to complete all my work”: (laughs) all of them! 

100% of all boys and girls!  

CHELSEA: In their heads at the start of the year, yes, they probably did (laughs) ... 

but in their practice, not necessarily (laughs)  

RESEARCHER: No ... what do you think would be more realistic?  

CHELSEA: Um ... Girls-wise ... I have maybe three, three or four that ... (indistinct) 

oh no she tries ... maybe two?  

RESEARCHER: Yeah ...  

CHELSEA: Um ... Boys-wise ... I’d say two or three. It’s not too far wrong. Most 

of them really do want to do it, there’s just something stopping them. 

The ones that don’t try hard are the lazy ones ... who are capable ...  

RESEARCHER: Yeah ... “I’m disorganised, forget pencil, don’t write homework down, 

have a messy book”: only one girl but some more boys ...  

CHELSEA: Yeah ... That’s about right.  

RESEARCHER: Yeah. Okay, “I think about planning my time so I get all my homework 

done”: all the girls said yes.  

CHELSEA: Yep, and you get the ones that really don’t care, and that’s the two I 

was talking about before.  

RESEARCHER: The two boys?  

CHELSEA: Yeah, the two boys, yeah ...  

RESEARCHER: ... That don’t ...  

CHELSEA: Yep.  
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RESEARCHER: “I’m good at helping others with their class projects or jobs”: more girls 

than boys ...  

CHELSEA: ... Yeah ...  

RESEARCHER: ... Boys sort of even split ...  

CHELSEA: That would be interesting in the next survey, ꞏcos you find the boys are 

actually ... There’s a handful of boys that are really ... when they finish 

... going to help off their own bat.  

RESEARCHER: Yeah ...  

CHELSEA: Um ... And there are more of them starting to do that, so ...  

RESEARCHER: That’s good, so it will be interesting to see where that comes out. “‘I 

shouldn’t have to do schoolwork that is boring”: two of the boys and a 

few more of the girls ...  

CHELSEA: ... Which surprised me, because as a kid I would have put down 

(chuckles), “No I shouldn’t”.  

RESEARCHER: (laughs) ... Maybe that was ... they felt that was the right answer?  

CHELSEA: Yeah, I think that might have been a ‘that’s what we’re expected to put 

down’ answer.  

RESEARCHER: Yeah, because they probably don’t like doing boring stuff (laughs) ...  

CHELSEA: ... No, who does? I don’t like teaching it either.  

RESEARCHER: No, I don’t (chuckles) ... um ... “I want to do my very best with my 

schoolwork”: um ... 100% said yes ...  

CHELSEA: I have a feeling ... They all would like to, they just don’t put the effort 

in. But I also think that’s what they ... “We were supposed to put that 

down”. Yeah, by this point we’re. ..  

RESEARCHER: Yeah ... “We’re doing the answer that we think we should”. Ah ... 

“When I don’t understand something I think, ‘I can’t do this” so ...  

CHELSEA: That’s about right.  

RESEARCHER: Yep? 50-50 split for boys and girls? Yeah, okay. “‘When I do not 

understand something I give up easily”  
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CHELSEA: Um ... Yeah that’s about right.  

RESEARCHER: Yeah? More boys than girls so ...  

CHELSEA: ... Which is pretty good if you look at a lot of other classes, it would be 

interesting to see what the other class (the other year 6 class at the same 

school) was like.  

RESEARCHER: Yeah ... So you feel these ... these kids are a bit more ‘have a go’ ?  

CHELSEA: Yeah.  

RESEARCHER: Yeah, I agree. Ah ... and then ... I think that’s it because it’s just how 

you use your results and do all this stuff and that’s something that I’ll 

have to do.  

CHELSEA: All the fun stuff.  

RESEARCHER: Oh gosh, I hope that’s all we need. How glorious. Well thank you for 

that.  

CHELSEA: That’s okay.  
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Researcher and Chelsea 14 November 2016 (a)  

RESEARCHER: So we’re just talking about the Mathletics results.  

CHELSEA: Yes. Um ... we did the same tests twice, like twice over a term. So we 

did it the 9th of June which was the end of Term 2, and then we did it 

at the end of Term 3 ... and ... um ... it was an analysis tool to see what 

areas the class needed to work on and I discussed it with the kids. And 

... um ... (pause) ... one thing we noticed when they sat it the second 

time was a lot of their personal percentages dropped, and we had a 

discussion about it and it was because the questions they got right last 

time they got wrong this time because they didn’t read them properly. 

“I got it right last time, I thought I put that” ... um they were 

concentrating on the ones they got wrong previously and they wanted 

to get them right. So ... um ... so we did the big thing about, “You still 

have to read the questions and answer all the questions that you’re 

doing”.  

RESEARCHER: Sure. Thank you. So were you saying that they’d improved in the areas 

that we’d focused on?  

CHELSEA: Yes, and they went backwards in the other ones.  

RESEARCHER: Oh, interesting.  

CHELSEA: And that was purely because they didn’t read (the question).  
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Researcher and Chelsea (teacher) 14 November 2016 (b)  

RESEARCHER: So the first question: have you had any opportunities to use an Arts 

Immersion approach to teaching since I left the research site?  

CHELSEA: Um, slightly ... the main restriction has been time and me not being 

here, ‘cos I think the first week I was here full time was Week 5, and 

it’s been the only week I’ve been here full time (chuckles) ...  

RESEARCHER: ... wow ...  

CHELSEA: So ... um ... we had (the student teacher) in for three weeks as well, so 

...  

RESEARCHER: ... student teacher ...  

CHELSEA:  ... student teacher, yes. So she was teaching pretty much full time as 

well. So I tried to incorporate bits where I could, but it wasn’t actually 

me running it. So I haven’t actually done a lot of teaching since you 

left. (Both laugh) Not surprising, but yeah ... um ...  

RESEARCHER: ... so why have you ...  

CHELSEA: ... so ... bits I’ve done is ... I go ... with the Hot Seating ... um (the 

student teacher) actually had that in her lesson but I co-taught it with 

her ...  

RESEARCHER: ... sure ...  

CHELSEA: ... SO ... um ...  

RESEARCHER: ... so have you been using then some Arts Immersion with her?  

CHELSEA: Yes, though I was showing ... ‘cos she had seen bits with you when she 

was here on those Wednesdays ...  

RESEARCHER: ... yeah ...  

CHELSEA: ... so ... it’s just kind of become a bit ingrained now.  

RESEARCHER: … Cool …  

CHELSEA: ... as these are the strategies I use. ‘Cos when we first started we (you 

and I) were very similar in how we taught anyway ...  
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RESEARCHER: ... yeah ...  

CHELSEA: ... but now that I have this new little tool kit (chuckles) ... um ... I tend 

to just draw on it. And it can happen at random points. We can be 

talking about something ... like the ... we haven’t done it yet but the 

U.S. election ... ‘cos we did all that parliamentary stuff ...  

RESEARCHER: ... oh yeah ....  

CHELSEA: ... but they’ve been so obsessed with it and they’re very upset that 

Trump won (chuckles). Very upset. But I would like to do some type 

of Hot Seating or ... or debate between the two ... to have them question 

...  

RESEARCHER: ... yeah ...  

CHELSEA: ... so that was a plan I had for this week, hopefully, ... um ... and that’s 

just stuff I automatically think of now which I wouldn’t have before.  

RESEARCHER: Oh that’s great ...  

CHELSEA: So ... um ... the other things ... was the Religion assessment, we changed 

it ... oh well I changed it, I don’t think the other teacher did ... um ... 

but I changed it so it was more of an interview based ... especially since 

my kids struggle with writing. Not that I’m trying to avoid writing, but 

I really would like to see what they can (do) ... so they had to research 

and write it and write the questions and then we came together. A bit 

like when we did with the ... in Term 3 ... you know in Term 3 when 

we had Mr J and Ms A..  

RESEARCHER: Ms A, yeah ... good memories ... (chuckles) ...  

CHELSEA: (Interruption with another teacher entering the room with a question) 

So they wrote questions and then we co-wrote questions on what they 

might ask the saint ... um ... and they’re very eager to present, which is 

new too, ‘cos they weren’t eager to present before (chuckles)… ‘cos 

we keep running out of time to do it. Like Friday we had a big kafuffle, 

behavioural kafuffle ... so we didn’t get to it on Friday and I went, “Oh 

no!” (both laugh)  
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CHELSEA: ... so ... um ... yeah, so it’s just kind of a ... but more ingrained, and I 

haven’t done as much as I would like to ... um ... but hopefully in the 

next couple of weeks with Christmas and that type of stuff, when things 

start petering off ... um ... they will ... I know with the graduation dance, 

the PE teacher I’ve been working with ... we’ve both decided, we’ve 

given them, I think about ... (pause) ... just trying to think ... four counts 

of eight each ... ah, I think, and they had to choreograph it as their little 

group ... ah ... which was interesting, ‘cos I found that my kids were 

more, “Oh let’s just get in and do it and here’s some ideas”. Whereas 

the other class sort of went, “Well we have no idea where to start with 

this”  

RESEARCHER: Ah ... that’s interesting isn’t it?  

CHELSEA: Yeah ... so that’s another thing we’ve been working on as well. That’s 

about it, that’s all I’ve done.  

RESEARCHER: So I was going to ask you before, why was it like that you didn’t get to 

teach till week five is that mainly because of the student teacher or ... ?  

CHELSEA: Well, the student teacher was in week two, three and four. We also had 

week one, four days, two of those days I was out- one was I had to take 

kids to (the Indigenous Learning Centre) ‘cos (Media Group) was 

filming over there and used our kids as the kids. Um ... so I was the 

teacher that had to go with them. And then the Thursday ... it was 

something to do with my new job next year, I can’t even remember 

what it was. Thursday I had something on. The following week, I think 

the Wednesday I was off ... I’ll look in my diary ... so (the Indigenous 

Learning Centre) …  

RESEARCHER: I’ll get you to write down the spelling of that if you don’t mind ...  

CHELSEA: Oh (the Indigenous Learning Centre), yeah I can do it for you (chuckles 

and spells the name)  

RESEARCHER: ‘Cos I will never get it right (Both chuckle).  

CHELSEA: I remember, I was at (the Indigenous Learning Centre) twice. (The 

student teacher) went with me again on the Thursday ‘cos they released 
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a new ... um ... indigenous living history. So they had ... um ... Auntie 

J, I think was her name ... I can see her, I think it’s Auntie J ... um ... 

she filmed all the stuff with (educational organisation) and ... for 

resources for History and Geography unit and that type of stuff. So they 

launched it and we got to go through (the Indigenous Learning Centre).  

RESEARCHER: Okay ... well that sounds really ...  

CHELSEA: ... so that was the first week, so I only really had a few days with the 

kids then. Week two what day was I out? Ah ... I was at a leadership 

thing, the leadership team were at (leader of educational organisation) 

in (venue) with all the leadership of (educational organisation). So that 

was that Wednesday. The next Wednesday I had my PLL day with all 

the other PLLs.  

RESEARCHER: Remind me what that stands for.  

CHELSEA: So, Primary Learning Leader.  

RESEARCHER: Yep.  

CHELSEA: So that ... um ... was a day to kind of all meet and try and work out what 

our job is, which we all went, “I still have no idea” ... (Both laugh)  

CHELSEA: ... but anyway ... so we kind of networked on that day ... hold on ... 

week four ... where was I week four? Ah ... week four I was here but 

on Friday we had the Gala Day so we were out all day with sport. So 

week five had them full time and then last week I ... on the Thursday 

was down at a leadership conference, leadership cluster meeting down 

at (a more distant location) with the leadership team from here.  

RESEARCHER: ... wow ...  

CHELSEA: So I’m never here. I feel really bad for the kids and I can understand 

why they’re starting behaviour-wise to play up a bit, but ... and we’ve 

got swimming at the moment... every Tuesday we have swimming. 

Thank goodness we only have it then, the rest of the school has it 

Tuesday, Wednesday, Thursday, Friday for three weeks.  

RESEARCHER: ... wow ...  
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CHELSEA: We only have it Tuesdays, Year 6s. But then there’s Christmas concert 

practice every Monday morning (chuckles) and um ... grad (graduation) 

dance practice and so teaching time is really quite hard to fit in! (both 

laugh)  

RESEARCHER: Well,  I think it’s amazing that you are still ...  

CHELSEA: So we’re trying really hard!  

RESEARCHER: Yeah, but that, I mean, in a way that’s really encouraging ‘cos it says 

even with all that against you, you’re still using Arts Immersion.  

CHELSEA: Oh no, I really ... the kids are really engaged in those activities. I did 

actually give them ... um ... after this book, just to see ... um after the 

book they just read which they loved, it’s this one, Someone Like Me 

...  

RESEARCHER: Yeah ...  

CHELSEA: Have you read this one?  

RESEARCHER: No I haven’t.  

CHELSEA: Very good book. Um ... there’s a real twist in the last paragraph of the 

whole book. But basically he’s bullied, this kid at school ..  

RESEARCHER: Yes! Now I remember, you did talk to me about that and I thought I’ve 

got to read that.  

CHELSEA: Yeah, you’ve got to read it, it’s very ... he’s bullied and all that and his 

friend from Ireland comes over. He ends up getting shot ‘cos they fight, 

you know ... all that type .. . ‘cos he’s old Irish, like IRA type stuff and 

he’s come out here and in the end it turns out that he’s blind. And the 

whole story you don’t know that until the very last line. I think it’s the 

last line ... where is it? And he’s very musical ... very musical.  

RESEARCHER: I love ... (indistinct) ...  

CHELSEA: And he gets into this academy and he goes ... they get the letter saying, 

‘We’re delighted to inform you” ... and it goes, ‘What?”, mum says, 

“But I can’t explain. It’s just ridiculous sending a letter like that to a 
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blind kid. It’s like me printing out this story for them in braille”. And 

that’s how you find out he’s blind.  

RESEARCHER: Goosey!  

CHELSEA: I know, it’s such a good book, the kids loved it. So what I did ... we did 

a bit of Hot Seating with it during the book, but as an assessment piece 

everything we’ve done’s been kind of “artsy” I went back to the work 

sheet, answer these ten questions on the book.  

RESEARCHER: Yeah.  

CHELSEA: They went, “Why are we doing this for?” (both laugh)  

CHELSEA: But, we talked about the questions and stuff in other ways beforehand, 

so they were more engaged. And they knew the answers, they could do 

it, but they kind of went, “What? You want us to write this down?” 

(both laugh)  

CHELSEA: Yeah ... so ...  

RESEARCHER: ... interesting ... yeah ... and you’ll find it interesting, I’ll send you a 

copy of the kids responses ... you know when they ...  

CHELSEA: Oh ... yeah ...  

RESEARCHER: ‘Cos everything they’ve said supports what you’re saying.  

CHELSEA: Yeah…  

RESEARCHER: So it will be nice for you to get ...  

CHELSEA: ... Yeah I threw that in there ... purely, next door, that’s how they 

function anyway ... um, but I just really wanted to see the difference 

between having to write. ‘Cos in High School they’re going to have to 

write everything down. They don’t do a lot of the Arts stuff, so I didn’t 

want to set them all up with the ... this as well and then go ... pull the 

rug out from under them. So I kind of did both, but yeah, they did okay 

in the written stuff, but the look when I gave it to them and they all 

went ...  

RESEARCHER: ... “What?” ...  
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CHELSEA: “What are we ... “ ... yeah ...  

RESEARCHER: Interesting, because one of the questions that I asked them, you know, 

how do you think this has been used and how has it changed you and 

everything ... um ... they were saying that it (Arts Immersion) does give 

us strategies that we can use, you know, in High School. And I’m 

wondering whether even when the teacher doesn’t formally set up those 

strategies whether they will recall ...  

CHELSEA: Yeah, they can draw on them ...  

RESEARCHER: Yeah ...  

CHELSEA: I hope so ... l hope so ... just their ability to question, and their 

confidence has skyrocketed. Like ... there’s a couple in here who I 

didn’t have last year, so they’ve never had any of the sort of freedom 

to move around and make choices for themselves and ... that I have in 

my room ... but to see them this year ...  

RESEARCHER: mmm ...  

CHELSEA: ... is incredible in how far they’ve come.  

RESEARCHER: Yeah, yeah, there’s a couple I can recall that just at the beginning there 

was nothing. No facial expression, wouldn’t take part in discussion, 

wouldn’t offer to do anything ...  

CHELSEA: ... right, yeah ...  

RESEARCHER: ... interesting. And that’s one of the things they mentioned too, the kids 

mentioned confidence and they also mentioned moving ...  

CHELSEA: Yes …  

RESEARCHER: ... instead of just sitting all the time  

CHELSEA: Yeah …  

RESEARCHER: Very interesting ... yeah…  

CHELSEA: That’s good.  

RESEARCHER: I should probably move on to the next question. (Chelsea laughs)  

RESEARCHER: I think that was ... what was that?  
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CHELSEA: That was the first question. (both laugh)  

RESEARCHER: Oh this is funny ...  

CHELSEA: Yep ...  

RESEARCHER: Five hours later ... alright ... Question Two: How has it been for you 

teaching an Arts Immersion approach without me in the classroom?  

CHELSEA: Um ... the chance I have had I think it’s more ... time has been a big 

thing for me. Um ... and knowing what other strategies you can draw 

on if something’s not working. It’s more, I think, just me trying to get 

in there and experiment a bit. Um ... not having a drama background or 

a music background ... or ... um ... yeah ... if you were just able to go, 

“Oh, we could do this, or we could just throw this in ... “, whereas me, 

I have to go, “Oh, a bit more research”, so that’s about it. (both laugh)  

CHELSEA: So, um, yeah, the teaching side of it was fine, it was just me making 

kind of sure I knew what I was ... was doing and was doing it properly. 

That’s all.  

RESEARCHER: Oh that’s interesting. Um ... the next question, it was ... I’m also 

thinking of, as you were saying, tying it in with other things.  

CHELSEA: Sure.  

RESEARCHER: ... and thinking of a question that I should have asked was one of the 

things that I said ... (indistinct) and I asked them, “Why might someone 

not use Arts Immersion?” ... and they said, “ ‘cos it takes more time”. 

But then I was saying, “Is that time more effective?” ... and they 

thought, “Yes”. And so what I should, I think, have then done is, “Well 

what other things do you think you were learning in that time apart 

from just that?”  

CHELSEA: Yes…  

RESEARCHER: Maybe I will ask Zoe that ...  

CHELSEA: Grab a couple when they come out, yeah ...  
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RESEARCHER: ... that’s a good idea. Okay. I had to say that before I forgot it. Um ... 

Question Three: how do you think it has been for the class with you 

teaching an Arts Immersion approach without me in the classroom?  

CHELSEA: Um ... I think they’ve missed elements of it because we haven’t done it 

as often ... um ... but we’ve been so busy with everything else ... um ... 

but they’re desperate, they want to do it. Like their Religion Interviews 

and stuff, if we’d just started that at the start of the year, and said to 

them, “You have to interview each other about a saint”, they would 

have all just died. Whereas they keep asking me when we are actually 

going to be presenting at the moment. Um ... so that is one major shift. 

Um ... (pause) ... but I  think they miss elements of it a bit, but like I 

said, we’re doing a Grad (graduation) Dance so they’re out 

choreographing dance bits and that type of stuff as well, which is not 

immersion at all, it’s just flat out dance arts (chuckles) ... um ... but ...  

RESEARCHER: ... And yet it’s expressing the theme of the song, which is part of the 

message for their celebration of graduation ...  

CHELSEA: Yeah ... so ... um ... and like time, they keep saying stuff about time, 

they’re all very conscious that we don’t have time for anything 

anymore ...  

RESEARCHER: ... which often seems to be the case in fourth term isn’t it?  

CHELSEA: Yeah…  

RESEARCHER: You’ve got all the graduation stuff.  

CHELSEA: Yeah and I didn’t realise how big it was and how much work was ... I 

knew it was big but I didn’t realise how big (laughs).  

RESEARCHER: Yes, it is huge, it takes so much time.  

CHELSEA: So ... yes.  

RESEARCHER: Okay that’s cool. Alright, let’s have a look, um ... Question Four: what 

do you think would prevent you from using an Arts Immersion 

approach in your classroom?  
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CHELSEA: Um ... I don’t think there’s anything that would prevent me, ‘cos I really 

like teaching that way. Um ... and I’d like to develop ... more strategies 

and skills and research more and try new things. Um ... I think time is 

a big one ... um, because you’d need sometimes, you need to just squash 

everything in and shoot it out ... um ... especially when you’re never in 

the room or ... or there’s sports on all the time as you were aware when 

you were here ...  

RESEARCHER: Yeah definitely ...  

CHELSEA: iIterruptions ... um ... and it’s a matter of being organised too. If you’re 

organised to do it you can just sort of ... and really know it, you can put 

it in without even thinking about it as well. You can just ... like with 

the novel you can be reading and you just go, “You know what? Let’s 

Hot Seat that or let’s do a Status Walk for that or Conscience Alley 

that, so ... yeah ...  

RESEARCHER: Yeah, that’s really good to hear. And then, the other side of that 

question, Question Five: what do you think would encourage you to 

use an Arts Immersion approach in your classroom?  

CHELSEA: Um ... for me, it is the engagement of the students. Hands down. Um 

... I know it can be considered a bit more work and stuff like that but 

the whole point of our job is to have the students learning and engaged 

and passionate about what they’re doing, and if, from what I’ve seen, 

Arts Immersion has done that with nearly all. .. I’d say 99% of the 

students and the 1% are just the stubborn ones who have off days ... 

(both laugh)  

CHELSEA: Um ... but yeah, so ... for me ... yeah, that’s ... there’s no other 

encouragement needed. I’ve seen the benefits of it and um, and having 

been an early years teacher I kind of taught like that down there anyway 

so it was good to see how to do that up, in the upper school.  

RESEARCHER: Yeah ... um ... do you think that’s been an asset, having been an early 

years teacher?  

CHELSEA: Yeah, I think so. You need to be a lot more flexible and a lot more 

dramatic ... um ... to draw the kids in down there (in the early years) 
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and keep their focus, so ... yeah ... and it’s never really considered to 

do that up here ... in the upper (school), so ... that’s been a big ... big 

plus.  

RESEARCHER: Yeah. Oh, cool. And the next one ... urn ... Number Six: are there any 

aspects of an Arts Immersion approach that you found easier to use?  

CHELSEA: Um ... (pause) ... easier to use? I guess the ones I’d been familiar with 

like Hot Seating I’ve done, I did that when I was at school, and that 

type of stuff, so we drew on that one a lot. Um ... the ones where the 

students had to ... (pause) ... I’m just trying to think ... the ones I wasn’t 

familiar with I guess ... (another teacher briefly interrupts) the ones that 

the students weren’t familiar with I guess ... um ... and I wasn’t familiar 

with ... um ... were the more difficult ones. But ones I’d done before 

and seen a lot of and the kids really liked I found easier to do.  

RESEARCHER: Sure, so we’re answering the next question as well ‘cos I’m going 

which ones were easier, which ones were more difficult ...  

CHELSEA: Sure. Yeah.  

RESEARCHER: So which, yeah, do you want to ...  

CHELSEA: So things like Hot Seating was easy ... um ... once we got through 

questioning, a lot of our stuff built on questioning, being able to 

question, and questioning and physically questioning people but also 

questioning an idea, or an activity and things like that. So once that type 

of stuff was established, I found a lot of the activities easy. But if the 

kids couldn’t question, or analyse what they were talking about, the 

activities were difficult to run. One that I found that I didn’t do, but you 

did, which was a difficult one I remember it was in Hatchet (novel) 

when they did the bits from the book and they had to act out like Tilly 

was the bird and the…  

RESEARCHER: Oh yes…  

CHELSEA: ... like they had no expression and no ... um ... but I think that if we’d 

have done more of that, and I would liked to have, and may even do 
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some because we have to do some stuff with preppies so I might even 

get them to do stuff with the preppies…  

RESEARCHER: Mmmm…  

CHELSEA: In the next couple of weeks. Um ... yeah ... their whole expression and 

taking what they’ve heard and acting it out, they’re not great with that. 

They can tell you about it ...  

RESEARCHER: Mmmm…  

CHELSEA: But, that ... so they’re your more typical activities. And I guess, ‘cos 

I’m not a dramatic person usually ... (laughs). Like I’m not a 

Performing Arts person or a ... sometimes that can be hard as well 

taking on that role as a teacher.  

RESEARCHER: Yeah…  

CHELSEA: So, like for example, when we did that Hot Seating and I was, like, 

Goldilocks ...  

RESEARCHER: You were Goldilocks, yes. I thought you were a really good Goldilocks.  

CHELSEA: That took a lot for me to do.  

RESEARCHER: Really?  

CHELSEA: Yeah, ‘cos I’m not ... I don’t do that stuff.  

RESEARCHER: Yeah…  

CHELSEA: I guess the group are a good group ...  

RESEARCHER: Yeah…  

CHELSEA: Like, they got into it and stuff like that.  

RESEARCHER: They really liked it.  

CHELSEA: Yeah, but um ... and I think other teachers would find that hard too, to 

put themselves ... and that’s why a lot of teachers don’t, I think, don’t 

do it. I’m the teacher and I’m not ... yeah ... I kind of ...  

RESEARCHER: Mmmm…  

CHELSEA: That was a round-about way of answering those questions.  
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RESEARCHER: No, no, that’s okay that was ... and more might come out in the next 

few. So now we skip to number eight because you kind of answered 

two in one.  

CHELSEA: Yeah ...  

RESEARCHER: Do you think your teaching has changed as the result of experiencing 

an Arts Immersion approach?  

CHELSEA: I think it’s built on what I wanted to happen and I didn’t know how to 

do it. Um, because I am, having taught early years for most of my career 

and being an upper (years teacher) for only two years now, um, I 

wanted to make sure they became more independent - that we weren’t 

spoon-feeding them. “Here you need to know this. Regurgitate what 

I’ve told you.” So, this approach for me, um, has helped me achieve 

that. It’s helped me throw it more back in their hands and go, “You 

know what? Tell me what you think. I don’t care if it’s wrong, um, it’s 

your opinion and if that’s how you interpret the book, that’s fine.” But 

maybe in ... um ... and accepting other ... This group tend to have an 

opinion now and they’re quite open to say what they think and I think 

a lot of it has to do with the activities we’ve done in Arts Immersion 

and going, “You know what?”  

RESEARCHER: Mmm…  

CHELSEA: And, they’re just kind of ... and I think they’re more comfortable as a 

group now.  

RESEARCHER: Yeah, yeah.  

CHELSEA: From having seen each ... everyone’s done something ...  

RESEARCHER: Yeah.  

CHELSEA: Within the group. Different people started putting their hand up to 

volunteer for stuff and ...  

RESEARCHER: Yeah…  

CHELSEA: Yeah, So ...  
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RESEARCHER: So that’s interesting because I know that one of the criticisms that have 

come from other areas ... have been ...  

CHELSEA: Yes…  

RESEARCHER: “Why are you doing this? It won’t help you in high school.”  

CHELSEA: High school, yeah.  

RESEARCHER: This is not how they teach.  

CHELSEA: Yes.  

RESEARCHER: But we’re saying that it’s teaching you to question and to dig deeper ...  

CHELSEA: Yeah it is.  

RESEARCHER: And not be spoon-fed.  

CHELSEA: And not ... yeah ... not just take what you’re told as right, if you don’t 

think it’s right, go and question it or if someone has a different opinion 

that’s ok ...  

RESEARCHER: Mmmm…  

CHELSEA: They’re allowed to have that as long as you believe in yours, you don’t 

... um ... yeah, there’s just a bit more flexibility in thinking and stuff 

and people can think what they like without ... usually ...  

RESEARCHER: (Laughs) Usually.  

CHELSEA: Usually. Not all the time.  

RESEARCHER: We do have some hormones kicking in ...  

CHELSEA: Yes we do have a few. There’s a few hormones. Just a few. Phew.  

RESEARCHER: (Laughs) And so, would your opinion be that that is ... they are useful 

skills to take away?  

CHELSEA: Oh, totally. Totally. If I was in the Year 6 classroom, if you had been 

doing the same type of things and building on them.  

RESEARCHER: Good to hear. Good to hear. Alright, the next one is question nine. Is 

this ... oh, kind of answering this ... is this an approach you would 

continue to use in your teaching?  
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CHELSEA: Umm, yeah, totally. My biggest thing is to build on more strategies for 

all five areas since I’m not really trained in any of them. Like, we focus 

on Drama a lot... which was good for our kids but Media Arts is another 

one I’d really like to look at cause we did Claymation, but there’s a few 

editing but I’d really like to do a lot more with Media Arts as well.  

RESEARCHER: Mmm…  

CHELSEA: Um, and Music, well I always have music on and bought a new speaker 

on the weekend.  

RESEARCHER: (Laughs)  

CHELSEA: Just so that we can use music for different things in the room and that 

type of stuff so ...  

RESEARCHER: Mmm…  

CHELSEA: Umm. The kids are excited learning that way. Like they had Master 

Chef day, look at that day, it was a Science day, it was incredible.  

RESEARCHER: It was wonderful.  

CHELSEA: And what they came up with was amazing, so, whereas we could have 

just made bread in a two hour session and that’s it. Or watched someone 

make bread on YouTube. So…  

RESEARCHER: Yeah …  

CHELSEA: Yeah, there’s a whole ... something they’ll always remember I think.  

RESEARCHER: Yes, that’s what I’m finding, asking them, and that’s why I was 

interested to ask their opinions at the beginning, what do you remember 

...  

CHELSEA: Yeah …  

RESEARCHER: And they were coming up with all these things.  

CHELSEA: Yeah …  

RESEARCHER: And they mentioned those in the interview as well. Yeah. And you ... I 

can’t remember if we covered this when we talked before.  

CHELSEA: Yeah …  
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RESEARCHER: So I’ll ask you now in case I haven’t covered it.  

CHELSEA: Sure.  

RESEARCHER: Um, do you feel that the way we did this in the classroom together was 

an effective model?  

CHELSEA: Yeah, yeah cause it got ... gave me a chance to see how would it be 

modelled and done properly and also gave me a chance to co-teach at 

times and see ... and also to see how the kids responded.  

RESEARCHER: Mmm …  

CHELSEA: When you’re the teacher you don’t necessarily always see how the kids 

are responding to you because you’re too busy trying to get the point 

across.  

RESEARCHER: Yeah …  

CHELSEA: So yeah, it was really good to, um, to see the progress too in both my 

knowledge and the students’ knowledge and participation and stuff.  

RESEARCHER: Mmm. Okay so in your opinion do you think that that’s probably a 

better model to use than, say, going away to a workshop and coming 

back?  

CHELSEA: Yes. In a workshop ... I heard something ... in one of my workshops, 

I’ve forgotten what it was, I wrote it down somewhere and it proves the 

point. It was basically, most people walk out of a workshop and go, 

“Yeah, I’m so going to do that I’m so going to do that”. And then they 

get back to the classroom and this happens and this happens and this 

happens and this happens and it’s ... it’s kind of pushed out. I think it’s, 

“Adopt from something adapt”. I’ve forgotten what they said, anyway 

it was basically that you go out of the thing going, “Yes, this is so what 

I want to do”, and then you get back to school and you go, “I have no 

idea how to incorporate this, and what did they say?”, like I just did 

then, ‘What did they say about this?” ... yeah ... so my job next year ... 

part of my job is to go into certain classrooms to start with and model, 

like you did, but with literacy, we’re focusing on literacy and reading 

... um ... literacy and that type of stuff. They’ll eventually have it so 
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that the teacher takes over. And I watch the teacher ... um ... and I go, 

“Oh I just did that with Sue this year.”  

RESEARCHER: (laughs)  

CHELSEA: So yeah, they ... um ... the modelling approach, which is what we do 

with the students anyway. The best way to teach them is to do it first 

and show them and then gradually build it so that they’re doing it and 

you’re watching.  

RESEARCHER: Mmm ... and this leads really nicely into my last question which you’re 

also sort of talking about ...  

CHELSEA: (laughs)  

RESEARCHER: ls ... um ... what will you be doing next year and will an Arts Immersion 

approach have any influence on that?  

CHELSEA: Um ... at the moment, I’m not quite sure what I’m doing next year, I’m 

still trying to nut that out. From what ... that was part of our meeting on 

Thursday (at a distant location). Um ... my big push is on data to start 

with. So looking at data, and working out specifically what needs to be 

focused on for what child and helping the teachers work that out. And 

another way is getting teachers ... showing teachers ways on how to 

teach that. So my job’s basically working with the teachers on their 

pedagogy and how to change that. So my ... the Arts Immersion 

approach will definitely come into it wherever I can fit it ... (both laugh)  

CHELSEA: Um .. but I think that’s just because that’s who ... who I am as well now 

... um ... and having seen it, especially in the upper (school), ‘cos I 

know how to do that stuff in the early years ... upper (school) was 

harder, and I know that a lot of the upper (school) teachers go, “We 

have no idea how to do any of that stuff up here”. So now that I’ve done 

this I kind of feel that I have more of an idea on ... since we’re focusing 

on reading, and we did a lot on novels, on how to pull a novel apart, 

and what activities we can do to get the kids to understand. 

Comprehension’s a major problem ... um ... so yeah, definitely hoping 

to put it in where ever I can next year (chuckles).  
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RESEARCHER: Ah yeah, that’s good, that’s really good to hear. And this of course was 

one of the reasons I chose a Year 6 level for my research. ‘Cos I’ve 

come across the attitude that a lot of people think it’s something that 

you grow out of ...  

CHELSEA: Yeah ...  

RESEARCHER: ... and that as you get older everything must become narrower and more 

boring ...  

CHELSEA: Yeah ...  

RESEARCHER: I have no idea who came up with this idea.  

CHELSEA: And university professors need to have a look as well (laughs).  

RESEARCHER: Yes! That’s another area I’d like to look at. My two areas of particular 

interest are primary and tertiary, so I completely agree with you. Um 

... and I think you’ve gone into the next bit: what do you think the future 

holds for you regarding an Arts Immersion approach to teaching?  

CHELSEA: Well I hope to share what I’ve learned this year. There are a few 

teachers who are really interested in what we’ve done down here ... um 

... this y ear, so ...  

RESEARCHER: ... that’s good to hear ...  

CHELSEA: ... so ... um ... yeah so I intend on sharing what I’ve done and ... 

whenever I can, whenever I’m in a classroom again, to continue on 

with that yeah, so ...  

RESEARCHER: That’s cool, and this is ... oh you’ve probably said this too. The last bit 

I had was: do you have any specific goals which relate to this concept?  

CHELSEA: So mine is basically, trying to share this knowledge with other people, 

and I’m going to start with willing participants - people who are eager 

to know, unlike certain said teaching partners (chuckles). So I’ll start 

with people who are interested to give it a go ... all that type of stuff 

first… and hopefully it sort of spreads that way (chuckles).  

RESEARCHER: That would be an idea. And then hopefully ...  

CHELSEA: ... like the voluntary teaching system ... yeah…  
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RESEARCHER: If then people could see it working well with a few teachers, that might 

...  

CHELSEA: ... Then there’s a few people they can go and see ... (Researcher greets 

another teacher)  

CHELSEA: …and that type of stuff ... yeah ...  

RESEARCHER: ... and it spreads…  

CHELSEA: Yeah ...  

RESEARCHER: Do you know what I’m thinking? As you’re talking ... um ... I’m 

thinking, all this stuff you’re saying is so good and so helpful. . You 

mightn’t like this idea, but I think the two of us together could take a 

really good PD.  

CHELSEA: Sure, yeah, I’m happy to do whatever. Yeah, no, it was great.  

RESEARCHER: Because it’s one thing for me to talk, but it would be really good for 

people to get the other side of it.  

CHELSEA: The teacher’s side. Yeah.  Love do that, any time.  

RESEARCHER: Woah, that’s good.  

CHELSEA: (laughs)  

RESEARCHER: That’s really good.  

CHELSEA: (laughs) Any time.  

RESEARCHER: Thank you!  

  



418 

Students—whole class 14 November 2016  

Some prompting by Chelsea (teacher) 

RESEARCHER: So this is just your opinion, OK? There’s no right or wrong answer. 

And here’s the first question: Can you remember what Arts Immersion 

means? Arts Immersion ... Remember we said we were having an Arts 

Immersion approach? OK, I’m going to do two things here. I’d like a 

hand count and then I’m going to ask your individual opinions 

(Xavier’s hand is already up) and I’ll ask you, Xavier. So, if you think 

you can remember, put your hand up so I can just count ... if you think 

you can remember, even if you’re not going to explain.  

CLASS: (Students have their hands hovering in a low position)  

CHELSEA: Up up up ... Think about it.  

RESEARCHER: ... So I can just count ... if you think you can remember ... Even if you’re 

not going to explain ... OK ... So I’ll have ... (to Chelsea) can you write 

down the number? Thank you, so that’s 1, 2, 3, 4 ... 0K 4, cool. So four 

think “Yes”, thank you those people, you can put your hands down. 

How many people think they’re not sure ... like you don’t know, kind 

of in the middle? Maybe that looks like most people. OK, so ... 1, 2, 3, 

4, 5, 6, 7, B, 9, 10, 11, 12, 13, 14, 15, 16, 17, 18, 19, 20 ... 0K, so that’s 

like the majority ... so is there anyone who would say ... um ... definitely 

”No”? That’s OK ... OK ... cool. Now those people who said that they 

could remember, would someone like to give their opinion of what they 

think it is? Yes Zoe ...  

ZOE: Um ... Arts Immersion is when the five arts ... so Dance, Drama, Visual 

Art, Music and Media Arts ... combined together with the usual 

subjects to help us learn in a different way.  

RESEARCHER: Wow, that’s a really good definition! Thank you, yeah ...  

CLASS: (Indistinct positive response in the background)  

RESEARCHER: ... Give her a clap.  

CLASS: (Class claps)  
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RESEARCHER: ... Awesome! OK ... um ... how many people think that after hearing 

what Zoe said, that jogs their memory a little bit ... that you think ... 

“Oh ... yeah ... l think I remember something about that”?  

CLASS: (Quite a few hands go up)  

RESEARCHER: ... Yeah ... That that’s not completely new information? OK, thanks 

everyone. Who else would like to comment on what they think it is? 

Anybody else? Or you’re kind of thinking, “That nailed it so much 

there’s not anymore that I could add”? OK, that’s fine ... here’s ... ‘Cos 

I’ve got five questions for you ... here’s the second one: um ... Can you 

give an example of something that you did when I was teaching you 

that used an Arts Immersion (teacher aid walks in and waves) ... Hi! ... 

approach? ... so something that you did when I was here, when I was 

teaching you ... can you think of an example of something that we did 

together that used an Arts Immersion approach?  

CHELSEA: (Provides indistinct prompting in the background)  

RESEARCHER: Ian?  

IAN: The Boal Circle thing (makes circular hand movements)?  

RESEARCHER: Yeah, the Boal Circle, cool. Um ... yes, Zinta?  

ZINTA: Hot seating?  

RESEARCHER: Hot seating, good girl. Yes, Perrin?  

PERRIN: (Indistinct)  

RESEARCHER: Say again.  

PERRIN: Conscience Alley?  

RESEARCHER: Conscience Alley, yeah, good boy. Evelyn?  

EVELYN: Drama?  

RESEARCHER: Yeah, good girl, that was definitely a strategy. Xavier.  

XAVIER: Acting?  

RESEARCHER: Yes, acting’s connecting with drama. Um ... Chloe?  

CHLOE: Um ... The parliament thingy?  



420 

RESEARCHER: The parliament ... um ... Play that we did and we filmed. Yeah, sure. 

Tilly?  

TILLY: High School Musical?  

RESEARCHER: High School Musical, good. Zoe?  

ZOE: The Mould Symposium.  

RESEARCHER: The Mould Symposium, good girl. Tom?  

TOM: Um ... The clay ..  

CLASS: ... Claymation!  

RESEARCHER: Claymation animation, great ... um ... Chloe ? 

CHLOE: The ... How do you say it ... mas ...  

CLASS: Master Chef ...  

CHLOE: Yeah, Master Chef!  

RESEARCHER: Master Chef, great ... Anyone think of anything else ... That’s a really 

good list...  

CLASS: (Indistinct sounds of class trying to come up with more examples)  

RESEARCHER: Alright, fabulous. Here is your next question, this is question number 

three: Have you still been using an Arts Immersion approach in the 

class room since I left?  

CLASS: (Heads nodding) ... Yes ...  

RESEARCHER: OK ... um ... Perhaps we should have a show of hands. How many 

people say, “Yes”? That looks like most hands. Alright, let’s ... let’s do 

it the other way. Hands down. How many people ... Is there anyone 

who thinks, “No”?  

CLASS: (No hands go up)  

RESEARCHER: Alright. Is there anyone who thinks, “I’m not sure”? ... will we do the, 

“I’m not sures”? Three ... five. So we’ve got five “I’m not sures” and 

everyone else, “Yes”, but there are no “Nos”. OK. So people who ... 

um ... said, “Yes” or “I’m not sure”, can you give me a reason for your 

answer?  
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SUSAN: (Indistinct)  

RESEARCHER: Can you say that again?  

CHELSEA: They have to interview a saint, so they’ve had to get questions ... We 

haven’t actually presented yet ’cos of time. But that’s tomorrow ... OK 

... Yeah, so we’ve been working on ...  

RESEARCHER: So ... so ... Because you can think of an example, you’re saying, “Yes, 

we’ve been using it” and you’ve given me that example? Yep?  

CLASS: (Heads nod)  

RESEARCHER: Great. Anybody else? Anyone from the ... um ... “I’m not sures” who’d 

like to give a reason for why they weren’t sure?  

CLASS: (Pause ... no volunteers)  

RESEARCHER: This ... it’s just your opinion, that’s fine, no right or wrong answer.  

CLASS: (Pause ... still no volunteers)  

RESEARCHER: Anyone like to try from the “I’m not sures”? There must have been 

something that made you think, “Oh, I’m not clear about it ... I don’t 

know”. Zoe, have you got an idea with that?  

ZOE: Um ... because ... The only thing that I remember we did using Arts 

Immersion was ... we did like a Hot Seat from the book, Someone Like 

Me, yes ...  

RESEARCHER: Ah ...  

ZOE: I don’t really remember ... I don’t really remember anything else we 

did.  

RESEARCHER: I see. OK. Alright. Can someone else remember anything else? So 

we’ve got the Hot seating and we’ve got interviews with Saints ... 

Xavier?  

XAVIER: The Imagine Alleyway?  

RESEARCHER: The Imagine Alleyway ... that was like the Conscience Alley, is that 

what you were thinking of? You ...  

XAVIER: ... About. .. about Nanberry.  



422 

RESEARCHER: Yes ... That’s something we did when I was here.  

CHELSEA: (Indistinct explaining)  

RESEARCHER: ... Yeah ... Since I’ve been gone, so when I’m not here. Anybody else 

like to mention anything else or ... no? OK, that’s good. And we might 

have even answered the last question ... oh no there’s two more. 

Number four: How do you feel about that? So whether you think you 

have been using, not, or you’re not sure, how do you feel about that?  

CLASS: (Pause - no volunteers)  

RESEARCHER: Anyone like to share a feeling?  

CHELSEA: (Indistinct explaining)  

RESEARCHER: So the question is: How do you feel about the fact that you have still 

been using Arts Immersion, or, for the people who said they weren’t 

sure, how do you feel about that. How do you ... feel about how that 

happens in the class?  

CHELSEA: So, to rephrase it, do you like doing it, are you happy we continued 

with Hot Seating and that type of stuff or would you prefer for us to go 

back and just ... um ... do worksheets and that on books and that type 

of stuff ... Respond!  

RESEARCHER: Yes, please say something. Ian?  

IAN: I think, ‘Yes”, I’m happy that we’ve been doing it because it’s a 

different approach to our work and it’s more fun than filling out 

worksheets.  

RESEARCHER: Cool. Thank you very much for your response. Anybody else like to 

add anything to that? Xavier?  

XAVIER: Um ... ah ... I forgot ...  

RESEARCHER: OK. Damien?  

DAMIEN: Ah ... I think it’s a better way of learning ‘cos it teaches us more.  

RESEARCHER: ‘Cos it teaches you more? Yeah. Would you like to say why you think 

that?  
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DAMIEN: It’s more fun than just writing out lines.  

RESEARCHER: Sure. Ok. Great. Um ... Tilly?  

TILLY: It’s more interesting.  

RESEARCHER: More interesting?  

TILLY: Yeah ...  

RESEARCHER: OK, thank you. Anybody else like to add anything?  

CLASS: (No hands go up)  

RESEARCHER: OK. And the last question is: What sort ... Oh, I think you’ve done this 

... What sorts of Arts Immersion activities have you done this term? 

Can you name them and describe them? So ... I think ... I’ve heard about 

some Hot Seating and I’ve heard about interviews ... um ... Anyone like 

to add any details of those, if you can describe what you did?  

CHELSEA: So with our Hot Seating who did what and who were the characters you 

were Hot Seating?  

CLASS: (Indistinct mumbled answers)  

RESEARCHER: Yeah? Can somebody tell me? Yes, Phillip?  

PHILLIP: (Looks around)  

RESEARCHER: Yes, you had your hand up?  

PHILLIP: Tas ...  

CHELSEA: Tas was the character that was being ... Who was Tas?  

PHILLIP: The main character.  

CHELSEA: Yeah but who sat in the seat as Tas?  

CLASS: Xavier.  

CHELSEA: Alright. .. And what part of the story was it?  

CLASS: (Calling out answers) ... When he got shot ... (More indistinct 

responses)  
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RESEARCHER: Cool. And then can someone tell me something about the interviews 

that you’re doing with the saints? Michael, could you tell me about 

that?  

MICHAEL: How they became a saint.  

RESEARCHER: Yeah ...  

CHELSEA: ... So what did you have to do ... when we do the interview there are 

two people up the front, who are they?  

CLASS: (Indistinct responses)  

CHELSEA: Who do you have to play?  

CLASS: The saint and the interviewer.  

CHELSEA: And if there’s time you’ll have a turn at each, yes. So you have to be 

able to what?  

STUDENT: Respond.  

CHELSEA: Respond to what?  

CLASS: The questions ...  

CHELSEA: ... The questions that we worked out as a group, yes  

RESEARCHER: Great. Thank you.  
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Students—focus group 14 November 2016  

Ms Walton (Chelsea: teacher) 

RESEARCHER: Alright, here we are all squashed into a little room in the library 

(laughs) ‘Cos it’s the only quiet place. Here’s your first question: Um 

... Why do you think you have or haven’t ... if you’ve said that you have 

... why do you think you have been using an Arts Immersion approach 

since I left? Why do you think you have been?  

ZINTA: Because we’ve gotten used to it.  

RESEARCHER: Because you’re used to it? Sure. Anyone else got another thought? 

Perrin?  

PERRIN: ‘Cos it’s a better way to learn.  

RESEARCHER: OK. Do you have a reason for saying that?  

PERRIN: Ah ... (Shakes head)  

RESEARCHER: You’re still thinking? That’s alright. Um ... Anyone else got a thought? 

(Tilly’s hand went up) Why do you think you’ve been using it, Tilly?  

TILLY: ‘Cos ... It’s fun and everyone does ... pays attention to it.  

RESEARCHER: Everyone pays attention to it? Yeah, great, thank you. Zoe?  

ZOE: Um. .. Because the last time we used it ... like last term, everyone ... 

like, had a good impact on it ... everyone learned more and so Ms 

Walton probably thought it was a good idea to use some ...  

RESEARCHER: Great ... Susan?  

SUSAN: Um ... Because ... because ... um ... Because we did Drama last term 

and ... she wanted us not to just write down on a piece of paper and 

actually do it so people would remember.  

RESEARCHER: Yeah ... OK ... So you did Drama last term and Ms Walton wanted you 

to ... to do that so that you’d remember and not just write down on a 

piece of paper. Yeah, cool, thank you. Anybody want to add to that 

one? OK, that’s great. Number two: what reasons can you give why a 
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teacher would use an Arts Immersion approach? It’s a bit similar to 

what you just said by why would any teacher? Yes, Perrin?  

PERRIN: ‘Cos the children will have to pay attention but if you had to write it in 

your books, some people would just write it without reading it.  

RESEARCHER: Yeah, cool, thank you.  

IAN: Um ... The kids might concentrate more because it’s more fun and 

they’re not just sitting down all the time, they’re moving around.  

RESEARCHER: Cool. Yes, Damien.  

DAMIEN: The teachers might think that everyone has a turn at it, ‘cos of that ...  

RESEARCHER: So you’re saying the teachers might think ...  

DAMIEN: Everyone wants to have a turn at it.  

RESEARCHER: Everyone wants to have a turn at it, is that right?  

DAMIEN: (Nods)  

RESEARCHER: Cool. Anybody else? Right then, they’re great reasons to hear. This is 

really interesting for me. Number three: What reasons can you give 

why a teacher would not use an Arts Immersion approach?  

GROUP: (Long pause)  

TILLY: Sometimes they muck around?  

RESEARCHER: In case the kids much around? Yeah, yeah?  

TILLY: (Smiles)  

RESEARCHER: Sure, can you think of anything else? Xavier?  

XAVIER: The ... I keep on forgetting ...  

RESEARCHER: You keep ... you forgot ... Alright, maybe think from the teacher’s point 

of view.  

GROUP: (Pause)  

IAN: It’s a little bit more work ... ah ... to put in ...  

RESEARCHER: Mmm ... mmm ... Yeah ... Anybody else got any ideas? Damien?  
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DAMIEN: It uses up more time.  

RESEARCHER: Mmm ... How do you think it uses up more time?  

DAMIEN: (Pause)  

RESEARCHER: Can you give an example? (Pause) Who can think of an example where 

... um ... that applies? Susan?  

SUSAN: ‘Cos in a Drama you want everyone to have a part and you have to give 

that person a part and they have to practice that part. But then if you’re 

writing it down on the board, you can just tell ... um ... the students to 

write it down in their books.  

RESEARCHER: So you’re saying it’s quicker if the teacher just wrote it on the board ... 

but ... um ... Which one do you think would get the best outcome?  

IAN: Arts Immersion.  

RESEARCHER: Mmm ... Why do you think that is?  

IAN: Because I think the kids would have more fun and they would be 

interested in learning that way.  

RESEARCHER: So do you think it’s worth taking the time?  

IAN: (Nods)  

RESEARCHER: So if I give you ... um ... an example ... Remember when we did Master 

Chef, you could have just copied down like ... ten facts about ... um ... 

yeast or something, but instead we did the whole ... Master Chef thing 

where you had to work it out yourself and then you had to understand 

the process, and then we got interviews and it was a competition and 

everything ... um ... So do you think it’s worth it taking that extra time 

and getting all that equipment ...  

GROUP: (Nodding)  

RESEARCHER: ... OK, so I’m getting lots of nods, anyone got a reason why they think 

it’s worth it?  

GROUP: (Pause)  
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RESEARCHER: ... Not sure, maybe it’s something you’ve already said, so let’s keep 

going, let’s do ... um ... I think you’ve partly answered this too. Number 

four: Do you think an Arts Immersion approach has been helpful for 

your teacher? Xavier?  

XAVIER: I think yes because it makes us learn more.  

RESEARCHER: Mmm ... So that’s from your point of view, do you think like ... Think 

about it from Ms Walton’s point of view, do you think it has been 

helpful for her?  

XAVIER: (Nods)  

RESEARCHER: Yeah? Why?  

XAVIER: Because we ... we did .. um .. umumum .. mmmm .. Don’t remember.  

RESEARCHER: Don’t remember. Tilly?  

TILLY: Because we get better marks ... and ... um ..  

RESEARCHER: Yeah, that’s OK, good. So think of it from the point of view of your 

teacher. Yes, Zinta?  

ZINTA: Um ... She gets ... um ... Better marks ‘cos we learn something ...  

RESEARCHER: Mmm ... How does the teacher get better marks?  

ZINTA: . .. Um ..  

RESEARCHER: ... Not sure ... Chloe?  

CHLOE: Um .. The teacher can like teach it for next year ... and keep you going 

...  

RESEARCHER: Yeah, can you say it a little bit louder?  

CHLOE: ‘Cos the teacher, she can like ... um ... repeat a thing that we did and 

then pass it to like the next year.  

RESEARCHER: OK, I get what you’re saying, good. Ian?  

IAN: Ah ... I think the teacher would like it because she can see her students 

are having fun and they’re learning in a fun way and she can pass it on 

to other teachers ... what she’s learned.  
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RESEARCHER: Mmm, cool, thank you. Anyone want to add to that? Xavier?  

XAVIER: Um ... um ...  

RESEARCHER: OK, we’ll come back to ...  

XAVIER: What was the question again?  

RESEARCHER: I’ll come back to you later. Let’s look at the next one ... um ... Do you 

think it worked, having two teachers working together on an Arts 

Immersion approach?  

GROUP: (Some students nodding)  

RESEARCHER: Xavier?  

XAVIER: I think it was great because ... Because two teachers work ... um ... One 

teacher working with another is really helpful for the other teacher.  

RESEARCHER: Mmm ... How is it helpful?  

XAVIER: Because ... um ... You’re making us learn more with ... with our teacher.  

RESEARCHER: Mmm ... Who’d like to add a comment to that? Zoe?  

ZOE: Um ... Because two heads are better than one (chuckles) and so since 

there are two of you, you can think more and you can plan more and 

things get done more ... more things get done.  

RESEARCHER: Mmm ... OK, cool. Anyone else want to add to that with the two 

teachers? No? Alright, let’s go to the next question ... um ...: Do you 

think your teacher will keep using an Arts Immersion approach in the 

future?  

GROUP: (Nodding)  

RESEARCHER: I’m getting nods. Xavier?  

XAVIER: I think yes, because we had a big experience with you so ... and she’s 

not really had ... like she’s not really gonna to be a class room teacher, 

she’s gonna like ... ah ... go to each class and help. Yeah, I’m pretty 

sure ...  

RESEARCHER: Who else would like to explain ... ‘Cos I got lots of nods so ... I’d like 

to hear the reason for your nods. Who hasn’t said something for a bit? 
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How about Ciara? So the question is, do you think your teacher would 

use that approach in the future?  

CIARA: Oh, yeah, because ... um ... When she did it with us ... um ... I think that 

... that she had a good experience with us doing it, ‘cos she would do it 

again with other people ...  

RESEARCHER: Mmm ... So she had a good experience doing it because ... I couldn’t 

quite hear the last bit ...  

CIARA: She had a good experience with us so she would ... and then…  

RESEARCHER: You’ve forgotten what you said ... Susan?  

SUSAN: Um ... She would use it... She would use the Drama again because she 

sees us having so much fun and the ... the Drama that’s gone into our 

head could go into our high school and then can do a lot of things for 

our Drama in high school and then when we’re in high school she can 

go to the younger kids and she can help the younger kids to have more 

fun ...  

RESEARCHER: Cool, thank you ... yes, Damien?  

DAMIEN: Ah ... ‘Cos she’s not going to be a class room teacher, she’s gonna be 

in the office where she can pass it on to other teachers and their 

students.  

RESEARCHER: Mmm ... Cool. Thank you very much for your opinions. Now the next 

question we’re up to ... um ... question eight, ooh, this is kind of what I 

think Damien’s already said: Do you think ... do you think you’re 

teacher will tell other teachers about an Arts Immersion approach in the 

future?  

GROUP: (Nodding)  

RESEARCHER: ... And then why or why not? Who hasn’t said anything? How about 

Donald? Do you think your teacher would tell other teachers about it?  

DONALD: Yes, because ... She’ll tell other teachers to do it and their kids will 

have more fun learning than ... doing other things.  

RESEARCHER: Mmm ... Sure. Anyone else got a thought about that? Xavier?  
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XAVIER: Ah ... I think ... ah ... I keep on forgetting ...  

RESEARCHER: Zoe?  

ZOE: Um .. Since she’s seen that the ... um ... Arts Immersion has made us 

learn more and made us have fun, she will think that she ... oh wait 

(chuckles) ... She will use that... she will tell other teachers, so that their 

kids will have the same experience as us.  

RESEARCHER: Sure, that makes sense. I understand what you’re saying. Alright, now, 

second last question ... um ...: Do you think your class has changed 

after using an Arts Immersion approach? Xavier?  

XAVIER: I think yes, because ... um .. since you left, we ... we learned more 

experience, what you taught us ... and we started to learn more and 

more and more ... all the way up to the top.  

RESEARCHER: Thank you. Ian?  

IAN: Ah ... I think yes, because what you’ve taught us ... um ... in the past 

term, I think we can apply that in the future to other things when we’re 

learning.  

RESEARCHER: Cool. Chloe?  

CHLOE: Um ... Since you left ... ‘Cos a lot of people got confidence, they pushed 

their speaking ...  

RESEARCHER: ... Got confidence in speaking ... yeah ... I’d like to hear some more 

people make a comment about that if you think ... I haven’t heard from 

Tom?  

TOM: Um ... What was the question again?  

RESEARCHER: The questions was; do you think this has changed your class?  

TOM: Yes, because it had a really big impact on our positivity ... and ... um 

... and (mouthed his next sentence to try it out) more progress in 

education.  

RESEARCHER: Mmm ... cool, anyone else like to add to that, how it’s changed the 

class? Tilly?  
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TILLY: (Smiles and hides her face behind her hands)  

RESEARCHER: (Laughs) OK ... um ... How does that make you feel? How do you feel 

about that, those changes and what we did? This is just your own 

opinion about your feelings on it. There’s no right or wrong answer. 

Perrin?  

PERRIN: Good, because we have good marks for high school and later, if we 

become a teacher, we can do that with our students too.  

RESEARCHER: Cool ... yeah ... Anybody else got something to say, how it makes you 

feel? Chloe talked a bit about confidence ... anyone else ... ‘Cos it’s a 

different sort of question ... have you got any ideas, Zinta, how it makes 

you feel that the class changed? Not sure? Ciara?  

CIARA: Happy, because instead of like writing stuff on the board and copying 

everything down we can have more experience of being more 

confident.  

RESEARCHER: Mmm ... yeah ... great. Chloe?  

CHLOE: ‘Cos in high school if you’re taking Drama or something ... your 

presentation ...  

RESEARCHER: OK, so in high school it helps with Drama and presentation. Do you 

think it would help with other things in high school apart from just 

Drama or Music?  

GROUP: (Nodding)  

RESEARCHER: So apart from the Arts, can it help with other subjects?  

GROUP: (Nodding)  

RESEARCHER: Mmm ... I’m getting some nods, anyone got a reason they can give me?  

SUSAN: Because when we did the Maths thing with you ...  

RESEARCHER: ... Big loud voice ...  

SUSAN: ... When we did the Maths thing with you ... um ... We did the pumpkin 

weighing, the muffin things, the .. (indistinct .. prompting by other 

students) .. And the dead rat (smiles) ...  
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RESEARCHER: (Laughs) ... The dead rat ... OK so you think that would help your 

Maths?  

SUSAN: (Nods)  

RESEARCHER: Why would it help your Maths?  

SUSAN: ‘Cos ... It adds a bit of character ...  

RESEARCHER: ... Adds character? OK ... cool. Let’s hear from Donald ...  

DONALD: It will be more fun and we will like to have a go at it.  

RESEARCHER: Oh OK, you’ll like to have a go at it, so you think you might try harder, 

wanting to have a go? Is that what you were meaning?  

DONALD: (Nods)  

RESEARCHER: Cool. Zoe?  

ZOE: Um ... I think it would help in like English or history or something, like 

if you have to put on a presentation, instead of just doing a boring slide 

show or whatever ... like you could do. You could pretend to be a 

character, you could do an interview and act ... like ... as if you were in 

the Hot Seat ... or yeah ... you can use ... all the things we did and put 

it in a cool presentation.  

RESEARCHER: Ah ... OK ... So it’s given you new strategies to use yourself?  

ZOE: Yes.  

RESEARCHER: OK, that’s a good point. Zinta did you have your hand up?  

ZINTA: (Shakes head)  

RESEARCHER: No? Alright, and the very last question ... um ...: Would you 

recommend other schools to use Arts Immersion?  

GROUP: (Mumblings of agreement and head nodding)  

RESEARCHER: I’m getting some nods. I’d love to get your opinions. Can you say why? 

Can we just have one comment from each person to finish with? So 

have a little think ... If you would recommend it to another school, why 

is that?  
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PERRIN: ‘Cos you’ll improve ... they’ll improve their marks ... and they can ... 

and it’s more fun.  

RESEARCHER: Thanks, Perrin. Damien?  

DAMIEN: Ah yeah ... so their school can have the same experience that we did.  

RESEARCHER: Great. Ian?  

IAN: Um ... Yes because if they use it, it might help with their learning and 

they can experiment and if it doesn’t work, they can always figure out 

some different strategies that are similar.  

RESEARCHER: OK ... Some strategies that are similar ... Yes, Ciara?  

CIARA: Yes, because like if we pass it on to another school, if they have a good 

experience with that, they can pass it on to other schools and then it 

will keep on going, and it will be even more fun ...  

RESEARCHER: Sorry ... What was the last thing you said?  

CIARA: ... It will be fun ...  

RESEARCHER: ... It will be fun, great. Zinta?  

ZINTA: I think yes because um ... It could be fun for them ...  

RESEARCHER: ... Sorry, can you put your face up so I can hear you?  

ZINTA: It could be fun for them and other people might involve their kids to 

that school.  

RESEARCHER: OK, so you think people might choose the school because it has Arts 

Immersion in it?  

ZINTA: (Nods)  

RESEARCHER: OK, good point, Susan?  

SUSAN: Instead of doing art ... art like drawing, it would be more fun for the 

kids if they could try out a different way to do Arts like Drama and that 

...  

RESEARCHER: Sure ... Thank you ... um and Tilly?  
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TILLY: Yes, because if you pass it down to the other school and if they like it 

... they will have good marks and when they grow up they will have 

better jobs and stuff like that.  

RESEARCHER: Ok, so are you saying good marks and better jobs?  

TILLY: Yeah.  

RESEARCHER: Yeah? Zoe?  

ZOE: Yes, because the Arts Immersion ... um ... There is really good skills to 

have in the future and ... um ... (Laughs) ... oh wait .. I forgot right ...  

RESEARCHER: That’s alright, I’ll come back to you. Chloe?  

CHLOE: ‘Cos like if some school doesn’t really have Art, if they bring that into 

the school they’ll have more fun ... Because some schools ... like this 

school before we didn’t realty have an Art teacher but if we give this 

to them they will have more ... (Indistinct) ...  

RESEARCHER: OK, cool. Zoe?  

ZOE: Yes ... um ... Also because it expresses their individuality and it helps 

them get more creative, more imaginative and more confident.  

RESEARCHER: OK, thank you for coming up with those three words.  

STUDENT: I forgot mine.  

RESEARCHER: I’ll come back to you. Who haven’t I heard from yet? Tom have you 

said something on this one?  

TOM: Um ... Yes because ... um ... Maybe the other schools have like ... 

maybe they don’t like their situation of learning right now so if we pass 

it down they might like it and then it will spread to the whole entire 

world.  

RESEARCHER: Entire world ... Oh that’s exciting! Thank you very much.  
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Elizabeth and Taryn 14 November 2016  

RESEARCHER: So If I said to you, what do you think about the Arts Immersion 

approach we used this year and ... do you think it changed your class 

or you or your teacher or. ..  

ELIZABETH & TARYN: Yes ..  

RESEARCHER: OK, do you want to give a reason or explain?  

TARYN: ‘Cos like we ... um ... like we ... were like doing different stuff instead 

of writing on sheets and stuff and yeah ... (Chuckles)  

ELIZABETH: We do it differently ... like ... our work.  

RESEARCHER: Mmm ... Can you explain how it was different?  

ELIZABETH: We don’t use as much worksheets ...  

TARYN: Yeah ... and like ... People have like goes at saying things.  

ELIZABETH: We’re more confident ...  

TARYN: Yeah ...  

RESEARCHER: More confident ... yeah ... well ... um ... Has that made a difference in 

class with people having a go at saying things?  

ELIZABETH & TARYN: (both nod)  

RESEARCHER: How has that changed things?  

ELIZABETH: We just have more people doing things sort of ...  

TARYN: ... Yeah .. Because ... .’Cos they like grew ... They like grew more 

confidence in themselves ... like getting up on stage and talking in front 

of the crowd and stuff.  

RESEARCHER: Mmm ... Did you feel yourself that you both became more confident?  

ELIZABETH & TARYN: (Nodding) Yes.  

RESEARCHER: Do you think you can give me an example of you being more 

confident?  

ELIZABETH: Um ... For our Christmas concert I wouldn’t have done it but I signed 

up to do an acting ... acting thingy ...  
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RESEARCHER: Ah ... Good to hear ... I didn’t know that ... and Taryn?  

TARYN: And um ... um ... I don’t know (chuckles)  

RESEARCHER: Well I’m remembering that you were the leader of the opposition ...  

TARYN: ... Oh ... Yeah ..  

RESEARCHER: ... And I think you did a good job of that. Did you think that you were 

being more confident when you were doing that?  

TARYN: A little bit ...  

RESEARCHER: A little bit?  

TARYN: Yeah.  

RESEARCHER: I there anything else in the year that you think, “Yeah, I know I’m more 

confident at this now?”  

TARYN: ... Um ... (Pause and chuckling) ...  

RESEARCHER: ... Or maybe it’s just a general sort of feeling?  

TARYN: Yes.  

RESEARCHER: How do ... If I said to you now, like you’re about to go to high school 

soon, how do you feel about yourselves now, at the moment?  

ELIZABETH: Good ...  

RESEARCHER: ... There’s no right or wrong answer, I’m just interested in your opinion 

... (Pause) ... Do you think it changed the class at all, doing the Arts 

Immersion?  

ELIZABETH: (Nods) Yeah.  

RESEARCHER: Yeah, in what way?  

ELIZABETH: We’re just confident more ... and people who didn’t talk as much can 

do all this stuff (Looks at Taryn)  

TARYN: Yeah.  

RESEARCHER: Mmm ... Anything else you’d like to add?  

ELIZABETH: It was fun (they all chuckle).  
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RESEARCHER: What were your favourite things?  

ELIZABETH: Doing the parliament.  

RESEARCHER: You really enjoyed that.  

ELIZABETH: Yes (nods)  

RESEARCHER: Mmm ... Yep ... OK .. Anything else you want to mention? No? OK, 

that’s alright.  
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Zoe 14 November 2016  

ZOE: So we were learning about Mould, but we were also learning how to 

research ... um ... how to ... how to (laughs) ... we were learning ... um 

... um ... we (laughs) ...  

RESEARCHER: That’s alright, I can edit this don’t worry.  

ZOE: We had more confidence and like ... it used ... it helped with our 

confidence because we had to put our hand up ... like we didn’t just 

have ... like we weren’t forced to, but like ... it helped with our (laughs) 

oh I don’t know how to say it! Words like ...  

RESEARCHER: No that’s OK, you were saying words like volunteer information, you 

weren’t forced to - you chose to put your hand up because you were 

confident to put your hand up. Is that what you were saying?  

ZOE: (Nods)  

RESEARCHER: And then research skills, can you give me a little bit more information 

about that?  

ZOE: Like we didn’t really have much help, we researched by ourselves, and 

it helped us because ... um ... like ... we learned to get information but 

like we learned to shorten it and just make it clearer ... because some 

websites just really like ... like there’s lots of information but you don’t 

really need all of it. So yeah ...  

RESEARCHER: OK ... So you’re telling me you’re learning to summarise and find the 

important points ... ?  

ZOE: Yep.  

RESEARCHER: OK, you’re having to do that yourself instead of having a teacher to do 

it for you, is that what you’re saying?  

ZOE: Yeah.  

RESEARCHER: Cool. I don’t want to put words in your mouth ... but I’m ...  

ZOE: (Laughs)  

RESEARCHER: Yeah, that’s great. Anything you want to add, Zoe?  
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ZOE: Um ... I think we’re good here.  

RESEARCHER: You think we’re good, so even though that actually took longer time, 

you felt it was worth it?  

ZOE: (Nods) Yeah (laughs) um ... Even though all of the ... All of the projects 

we did, like the parliament play and things, we still learned more 

instead of just copying down things from the board. Because when 

people copy down things from the board, they don’t really ... They 

don’t really learn the mind ... like, get that information because you’re 

just copying down ... you’re copying it down on a piece of paper, you’re 

not copying it in your brain (laughs) so ... if we talk about it and if we 

... if we like talk as a group ... if we’re having fun ... because when 

you’re having fun you have better experiences and you want to 

remember that, so it helps us remember all of the information as well.  

RESEARCHER: Thank you, Zoe.  
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Appendix C Student feedback  

Students, Chelsea/Ms Walton (teacher) and Researcher  

Parliamentary Play and Ukuleles—27 April 2016  

RESEARCHER: What I would like you to do is put your hand up if you would like to 

give any sort of comments about doing our parliamentary play. Do say 

something.  

ALISTAIR: There was a lot of people asking us why were we in those costumes 

like when we were playing around.  

RESEARCHER: Yes people were very interested because you looked different. What 

about the learning process of learning about parliament because what 

we were doing was we could have just talked to you and got you to 

write things down but we chose to do a drama about parliament because 

we thought that might be the more interesting way to learn and a 

different way to learn so if you’d like to make any comments on that?  

CHELSEA: So did you like it, did you not like it, would you rather me write on the 

board, “a speaker is responsible for ... “ and you write it in your books? 

Or what? Did you enjoy learning that way or not. Did you learn more 

that way?  

CLASS: (General response) Yeah.  

CHELSEA: Tell us okay. Tell. How did you learn more? What did you learn? Tell. 

Are there too many of you? Yes, Sally?  

SUSAN: How long it took to film it.  

CHELSEA: So how long it took, you learned about how long it takes the process of 

filming. How long it takes and how it was done. It takes a long time.  

SUSAN: Yeah.  

RESEARCHER: Okay so some other people because I saw lots of people before making 

noises so let’s hear what your noises mean. Damien, I heard you saying 

something. What’s your opinion?  

DAMIEN: Well, you know what it feels like in parliament.  
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RESEARCHER: So did you feel like that was helpful?  

DAMIEN: (Nods)  

RESEARCHER: If you were given a choice how would you prefer to learn about 

parliament?  

ELIZABETH: In the play.  

RESEARCHER: So you’d prefer to do the drama?  

ELIZABETH: (Nods)  

RESEARCHER: Can you say why?  

ELIZABETH: Well it was more interesting. And we learned two things ... and acting.  

RESEARCHER: So you’re saying you learned two things at the same time, acting and 

learning about parliament. Great. Anyone else add to that because Ms 

Walton and I would really like to hear your opinions because we know 

our opinions but it’s really important to hear from you and this is also 

part of my research because people ask, “Well how did the students 

respond and what did they think?” And that’s very important. When I 

meet with my supervisor she always asks, “Have you got any 

comments from the students?” So ...  

CHELSEA: It’s only ... it’s not ... when it’s recorded your name never goes in 

anything. It’s just so Mrs Chapman can go back and write her notes on, 

“the students said ... “  

RESEARCHER: And I won’t even say the name of your school, so I might say, “Happy 

Valley School ...” you know, “‘at Whoop Whoop ... “ and then I might 

call Tom “George” or something and say, “George said ... “  

CHLOE: We learned about the outside world and about the words in parliament 

and ... Um ..  

CHELSEA: So the words and stuff that they use in parliament yes?  

CHLOE: (Nods)  

RESEARCHER: So you learned about the outside world and more about parliament, is 

that right?  
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CHLOE: Yes.  

RESEARCHER: Thank you for saying that.  

CHELSEA: What do you know about parliament now, from doing that drama?  

MICHAEL: They argue.  

CHELSEA: They argue, yes. What else did you learn?  

KIERAN: They have to vote on the bills.  

CHELSEA: So what is a bill? (Several students call out answers).  

CHELSEA: Shhhh.  

KIERAN: A bill is part of a law.  

TOM: Okay so in the parliament people have to vote for the bill, a bill - “yes” 

or “no” and after it is sent into the ...  

CHELSEA: And where is it sent to? Can you remember?  

VARIOUS STUDENTS: The red room. The Senate.  

TOM: The Senate. And then it becomes a law.  

CHELSEA: And they say, “Yes let’s make the law’’ or they go, “No, we don’t like 

it,” and they work on it again. Now did you know any of that before ?  

CLASS: (Most students said, “No”, a couple said, “Yes”, and a couple said, 

“Some of it”).  

CHELSEA: Some of it. We had talked a bit about it last year when we were talking 

about BTN. (Brief discussion with Mrs Chapman about discussion last 

year regarding American trade deal). So if I had got you a book and 

said, “here, read this and learn everything about parliament”, do you 

think you would have remembered as much?  

CLASS: No.  

CHELSEA: Why?  

UNIDENTIFIED STUDENT: Because you didn’t act it out.  

CHELSEA: You didn’t act it out? You didn’t physically move and physically live 

it?  
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VARIOUS STUDENTS: (Nod)  

RESEARCHER: Could I just have a few more comments about if the acting was helpful 

or not.  

CLASS: Yes. It was.  

RESEARCHER: Thank you to people who’ve already made comments, they’ve been 

really good.  

TILLY: It helped you to improve your voice.  

RESEARCHER: Okay in what ways did it improve your voice?  

TILLY: Louder and clearer.  

RESEARCHER: Louder and clearer. And what else were we working on?  

TILLY: Expression.  

RESEARCHER: Yes expression was a big thing wasn’t it. I think you could all look 

back and see the big improvement that you’ve shown and you know 

I’ve shown you today all the notes that I’ve taken, lots and lots, I am 

saying, “this student has improved with this and this student has 

improved with that”. I wrote down lots and lots of improvements that 

you’ve made and that’s well done. So how about you notice some 

improvement in yourself. Can you tell me anything about 

improvements in your knowledge? So we’ve moved from drama skills, 

what did it do for your knowledge, what you know and what you 

understand?  

SUSAN: Memory.  

RESEARCHER: Memory. Yes it improved your memory too. But how did it do that?  

CHELSEA: What did you have to learn?  

SUSAN: Script. Remembering it.  

RESEARCHER: Okay so memorising your script improved your memory as well. Good. 

So how about your knowledge of parliament?  
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CHELSEA: ‘Cos we could do this unit by getting you to act out the three little pigs 

but instead of that we did something you had to learn anyway. Why do 

you think we did it that way? How does it help your knowledge?  

ALISTAIR: So we know what they do.  

CHELSEA: Yeah so you know what they do.  

RESEARCHER: Who’d like to add ... Put your hand up if you’ve already said something. 

Ok so those people, that’s really good. You can put your hands down. 

Can we have some comments from people who haven’t said anything 

yet? Zoe?  

ZOE: I think it helps my knowledge because learning it through Drama is 

more fun than just sitting down and looking at a board and copying it 

and it’s just better to learn it that way because then we can all learn it 

in a fun way.  

RESEARCHER: Does it make any difference to how you remember it, if you are acting 

it out or if you are writing it from the board, does that make any 

difference?  

IAN: I think it does because you’re spending a lot more time on it than just 

copying it down from the board.  

RESEARCHER: Is there anything different about how you remember it?  

CHLOE: You remember things if you like it and if you don’t like it you don’t 

remember it.  

RESEARCHER: That’s an interesting comment. She said, “You remember things if you 

like it and if you don’t like it you don’t remember it.” You remember 

things if you like it and if you don’t like it you don’t remember it. Why 

don’t you remember it if you don’t like it? 

GENERAL RESPONSE  

RESEARCHER: (Paraphrasing students’ comments) You remember things if you like it 

and if you don’t like it you don’t remember it. You don’t want to 

remember it because it’s boring. Do you want to say something?  

IAN: You challenge yourself not to feel shy in front of other people.  
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RESEARCHER: Yes that’s a good point. There were a lot of challenges in there weren’t 

there. Not feeling shy. Using your voice to be loud enough so we can 

understand you and so we can hear you, and developing your memory, 

and learning about knowledge. So there were a lot of things we were 

doing wasn’t there? OK that’s really good. I might just move on now 

to ask you, remember when we were doing the Geography task and we 

were learning about latitude and longitude, and we did rotations and we 

did an atlas activity and we did a battleships activity and we did a 

ukulele activity, and it was all about learning to find something where 

two different axes meet? Okay, so for the atlas we were finding some 

type of location, a river or town or something. For battleships we were 

trying to find some kind of ship. And for ukuleles we were trying to 

find sound. Now I’d like your feedback on just the ukulele. I’d like 

your opinions, whatever you think, there’s no right or wrong answer.  

IAN: We were learning to play a new instrument as well as learning about 

longitude and latitude in Geography.  

RESEARCHER: Yes.  

CHELSEA: Would you have known you were learning about longitude and latitude 

if you hadn’t been told?  

IAN: No.  

CHELSEA: That’s not one I came up with, Mrs Chapman told me about that, so 

that gave me a different point of view.  

RESEARCHER: So do you remember now, if I say to you, “If you’re choosing from 

longitude and latitude, the frets on the ukulele are they longitude or 

latitude?”  

CLASS: Latitude.  

RESEARCHER: That’s right. Lat is flat. And what part of the ukulele is the longitude?  

CLASS: The strings.  

RESEARCHER: The strings, well done. Good remembering. And that’s what you’re 

doing, using two axes to intersect and find something. Alright, can I 

have some more comments about the ukulele one. Other comments? 
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There’s no right or wrong answer if you liked something or didn’t like 

it.  

CHELSEA: If you didn’t like it, that’s fine. You don’t have to like everything.  

RESEARCHER: That’s right. Or something you found hard, or something you found 

easy or ...  

ELIZABETH: One thing that wasn’t so good was everyone was playing their 

instrument.  

RESEARCHER: Oh yes sometimes. Why do you think that happened?  

ELIZABETH: Because it was noisy.  

RESEARCHER: Yes it’s noisy. True. Ian?  

IAN: Maybe because no one ... usually that’s not a common instrument that 

we all play and they don’t all get the chance to play that.  

RESEARCHER: Oh yes sometimes. Why do you think that happened? So you’re saying 

they’re all a bit excited and they just want to keep playing that. Now 

I’m going to hear from Chloe and Susan. Chloe?  

TILLY: Changing your fingers was hard.  

RESEARCHER: Yes I agree. What’s hard about changing your fingers?  

SUSAN: It’s smaller than guitar so it’s hard.  

RESEARCHER: Okay so you’re saying ukulele is smaller than guitar so it’s trickier. 

What else is hard that we all had to learn? Particularly if we have to 

change fast, what’s hard about it?  

TOM: First time playing it you’re not used to it.  

RESEARCHER: That’s true, and what’s particularly hard about the fingers though, 

cause this bit’s strumming and that’s easier wasn’t it, that’s pretty easy 

isn’t it?  

CHLOE: You have to reach far and near and they’re very close.  

RESEARCHER: You have to reach far and near that’s true. What’s hard about it? Why 

can’t you just do it quickly?  

SUSAN: Because there’s so many positions.  
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RESEARCHER: Yes, it’s trying to find the position. And how do you find the positions?  

CLASS: From memory.  

RESEARCHER: From memory. And what do you have to follow to find the positions.  

CLASS: Follow the frets.  

RESEARCHER: Yes you’re following that chart, the longitude and latitude and you’re 

counting and you get used to that. Anyone else want to say any more 

about that one? Okay that gives us something to go with. Thank you 

very much.  
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History:Immigration—6 September 2016  

ELIZABETH: I enjoyed reading the book because you had to find out what ... what 

was happening in it and you had to use your inside space and mind and 

stuff ...  

RESEARCHER: Mm ... That’s right, you had to be a bit like a detective didn’t you? 

Because the words didn’t tell you everything, you had to use your 

imagination as well, and creatively problem solve. I heard some 

interesting things as I went round. Xavier, I heard you saying some 

interesting things. Where’s Xavier? Xavier can you come in a little bit 

away from there so I don’t get the back light behind you so I can see 

you? Can you tell us ... you know when you were looking at that page 

that looked like a dragon, what did that remind you of?  

XAVIER: Um ... Shadows and darkness taking over ...  

RESEARCHER: Who’d like to add something to that about their responses to the book? 

... Or something that you read, or something that you worked out?  

CLASS: (pause)  

RESEARCHER: Who’d like to make a comment about what they thought of the book? 

... Because we might look at it again later. Yes, Kieran?  

KIERAN: It had an amazing story to it, about (indistinct) ... and how migration 

happens. It doesn’t tell you how and why and names or anything ... it 

just tells you what’s going on.  

RESEARCHER: And how do you work the story out?  

KIERAN: ... Well ... pictures, the pictures taught us slowly on what was 

happening and why it was happening ...  

RESEARCHER: So how did you work it out from the pictures?  

KIERAN:  ... Mm ... From my mind’s eye?  

RESEARCHER: Yeah, you were seeing things from your mind’s eye, that’s good ... and 

what’s the other process that’s happening? Who’d like to add 

something? Kieran ... some really good information you’ve given us, 

that’s really helpful, thank you for saying that. Who can add to what 
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Kieran has said ... and that ... um ... how do we work out what’s going 

on in the pictures? How do we work out the story? Who thinks they 

could explain that? Susan?  

SUSAN: The facial expressions.  

RESEARCHER: Mm ... The facial expressions ... Tilly?  

TILLY: ... And movement ...  

RESEARCHER: The movement in the story, yeah ... anything else about the way the 

picture might be drawn? Zinta?  

ZINTA: ... There’s steps ...  

RESEARCHER: ... So there’s steps?  

ZINTA: ... Yeah ... The pictures show that ... um ... the girl was ... um ... sleeping 

and about to wake up ...  

CHELSEA: ... It shows all the progress as well ...  

RESEARCHER: ... Ah ... all the progress, frame by frame ... a bit like a cartoon? Yeah, 

good point. Anyone else? Heidi? No? Xavier?  

XAVIER: I thought I actually learned a bit because I ... saw a world made ... and 

the drawings were so well done.  

RESEARCHER: I agree with you. Yeah, Shaun Tan is an award winning ... um ...  

XAVIER: Artist?  

RESEARCHER: Artist, yeah ... yeah. No, Heidi? Alistair?  

ALISTAIR: I think it’s really cool because there’s a twist to it but ... there’s pictures 

but without reading ...  

RESEARCHER:  Mm ... And you found that helpful. Good. Susan?  

SUSAN: Heidi didn’t want to say this idea but she said ... um ... the colours 

would be different, because some were black and white and some were 

a little bit orange ...  

RESEARCHER: Ah ... So that’s a good point, the colours ... what ... what difference 

does it make if some are in black and white and some are in orange?  



451 

SUSAN: ... Orange ... It means they were happy and black and white means that 

it was hard ...  

RESEARCHER: OK, good.  

  



452 

Mathematics and Mould Symposium—6 September 2016  

RESEARCHER: OK, now I would like your opinion about something. Now I did a 

Teacher in Role acting a character to help with Maths. We did three of 

those, we did the bikie, and we did the cook, and we did the farmer, 

which was today. So I’d be interested in people’s opinions. Um ... Let’s 

have a vote on who liked which one best. How many people liked ... 

um ... the bikie one the best? (Some students put their hands up).  

RESEARCHER: ... OK ... a couple ... OK, cool, so that’s 1, 2, 3, 4, 5, thank you. How 

many people liked the cook the best? (One student unsure of whether 

to put their hand up).  

RESEARCHER: ... One? No? OK, how many people liked the farmer the best? (Lots of 

students put their hands up).  

RESEARCHER: ... And that’s virtually everybody else. OK, that’s really interesting. Um 

... I agree with you, I personally didn’t think the cook really worked 

‘cos I thought it was too busy and the Maths was too hard. That was 

my opinion, but I didn’t want to tell you that before I asked you your 

opinion. Um ... could you give me a reason for your opinion? I’d like 

some people’s comments, this is just for feedback for me. Yes?  

CIARA: The farmer was very funny ... and ...  

RESEARCHER: Did you think the Maths in the farmer one was OK? Could you do it?  

CIARA: Yes, it was easy.  

RESEARCHER: OK, cool. Yes?  

ZINTA: I liked the biker ... because (chuckles) because it was ... it was swag 

(chuckles)  

RESEARCHER & CLASS: (Chuckles)  

RESEARCHER: OK, how did you find the Maths with the biker? Was it too easy, too 

hard?  

ZINTA: It was medium (hand gesture).  

RESEARCHER: Medium, OK. Yes?  
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TILLY: I liked the farmer because he had a small mini version of the farm on 

the table.  

RESEARCHER: Was that helpful?  

TILLY: Yeah.  

RESEARCHER: OK, why was that helpful?  

TILLY: ‘Cos ...’cos it was ...’cos you know what the farm looks like.  

RESEARCHER: Sure. And how did you find the Maths with the farmer? Could you 

understand it OK?  

TILLY: Yeah.  

RESEARCHER: Yeah, might need a little bit more ... Who’s got another opinion? I’m 

really interested in your opinion.  

MICHAEL: I liked Dead Rat (Indistinct)  

RESEARCHER: Which one?  

MICHAEL: The biker.  

RESEARCHER: Because?  

MICHAEL: Because ... um ... I liked the Maths ... and ... yeah ...  

RESEARCHER: OK, thank you. Xavier?  

XAVIER: 1 liked ... l liked the cook because ... um I really liked ... like how to 

make pasta.  

RESEARCHER: OK, thank you. Who’s got another one? Elizabeth?  

ELIZABETH: I liked the farmer one because the Maths was understandable and there 

was the table and everything.  

RESEARCHER: OK, sure. Did you find ... here’s the question ... did you find it a bit 

better when sometimes I was the character and sometimes I wasn’t?  

ELIZABETH: Yes.  

STUDENT INERJECTING: I loved it when you were ...  

RESEARCHER: Hang on, let’s go one at a time. Evelyn?  
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EVELYN: I liked the farmer one because we learned something.  

RESEARCHER: OK, what did you learn?  

EVELYN: Um ... the ... (Pause)  

RESEARCHER: Not sure? OK, I’ll come back to you. I’ve got Richard.  

RICHARD: I like the biker because it has funny actions and really funny ... 

(Indistinct) ...  

RESEARCHER: OK ... did you find it easier to concentrate then, or did you get 

distracted after a while or ... ?  

RICHARD: (Shrugged) ... Distracted ...  

RESEARCHER: What distracted you after a while?  

RICHARD: (Indistinct)  

RESEARCHER: Sorry, what was that?  

RICHARD: The voice.  

RESEARCHER: The voice distracted you? (Chuckles) OK. Yes?  

CHLOE: Um ... I liked the farmer one because it was like kind of a joke and then 

we entered the Maths ...  

RESEARCHER: OK ... so you liked the change from being the character and then not 

being the character?  

CHLOE: Yes.  

RESEARCHER: Ok, cool. Um ... yes?  

XAVIER: Um ... l like it when you’re ... I like it when you’re the chef and the 

scientist person because I think it was pretty funny.  

RESEARCHER: OK. Actually, that’s a good point. Can I ask you for some feedback 

about yesterday, about our Mould Symposium. I gave you some 

feedback from my point of view.  

ELIZABETH: It was really clever for our understanding and that.  

RESEARCHER: OK, who’d like to ... Who else would like to make a comment about 

the Mould Symposium? I’ll come over here. Yes?  
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SUSAN: It was good because ... um ... we were dressing up as scientists and the 

boys had moustaches and the girls had stickers ... and we had the 

clapping things, and if it was a good answer we would use them and 

stuff  

RESEARCHER: Yeah, thank you. (To another student) ... were you going to say 

something? No? Could ... um ... do you think it helped that we dressed 

up and acted like scientists?  

CLASS: Yeah ...  

RESEARCHER: OK, now I’d like to know why?  

IAN: I thought it was fun because we got to play the role of the scientist and 

we were all also sharing ideas and learning from each other.  

RESEARCHER: Ah ... Yeah ... I’d agree with that. Let’s see ... yes?  

CHLOE: Um ... When we dressed up like scientists we were like completely 

different, so other people ... (Indistinct) We talked ... (Indistinct) with 

impressions ...  

RESEARCHER: Mm ... OK, thank you. Yes?  

CIARA: When you dressed up like a scientist you feel like you’re one and you’re 

more comfortable with it.  

RESEARCHER: Yeah, I think that’s a really important point. Did everyone hear what 

Ciara said?  

CLASS: Yes ... No ... (Various responses)  

RESEARCHER: OK, can you say it in a big voice Ciara?  

CIARA: When you’re dressed up as a scientist, you feel like one and you’re 

confident ...  

RESEARCHER: Yeah ... when you dress up like a scientist you feel more like one and 

... and you ... that gives you more confidence. OK, anybody like to add 

anything before we go and do our ... OK ... and now ... camera ... we’re 

going to do a flash mob because it’s Mr Jones’ birthday ... Hahah!  



456 

Appendix D Xavier’s Comments: The Rabbit-Proof Fence  

XAVIER: They’re so mean, that’s mean, that’s sad, so cruel. ... they were here 

first  

It’s got some sad bits in it, so sad, why did they do that?  

Why are they even listening to them?  

What didn’t they just turn the handle of the car? (Get out!!)  

That’s a nun! (shocked)  

Discipline like the army  

Oh my gosh that’s rude!  

Could that happen to my family?  

They used hands to eat, others used a fork.  

They were very strict at that time.  

Are those baby aboriginals?  

I hope it’s not the whip! That must be painful.  

Why would they tease them like that?  

Don’t they deserve to live in the wild?  

He’s gonna track them down.  

Oh, he’s a hunter, oh no, he’s got a rifle.  

Yes! (When they get food and matches)  

RESEARCHER: Why is she happy to find the Rabbit Fence?  

XAVIER: Because it’s the way back.  

That one must be the leader.  

Oh! It’s the fence! They’ve found their way horne.  

Good on ya!! They finally get to go back to their mother!  

I kind of feel sad for all those people.  
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How do they survive without food? That man gave them some and that 

lady gave them a bag.  

That bounty hunter is still trying to find them.  

RESEARCHER: Why did they take the socks off the line?  

XAVIER: To keep themselves warm (later - Oh, they used the socks so there’s no 

trails, oh there’s still footprints though)  

If they get into the desert country, they won’t be able to get them, they 

won’t get past the barrier.  

If they catch a train, they might get caught because trains are on a track 

so they can track them down.  

No no no! Don’t go that way!  

They’re gonna eat the eggs to get some food.  

They didn’t have rubber tyres then, they only had horses.  

She’s crying.  

Oh it looks like it’s a police officer, that guy has a rifle and they’re in 

the desert, they must have been walking really long - they’ve found 

something, it’s really really hard to find food, they’ve fainted because 

they don’t have water or food.  

That’s their mum (singing).  

It’s a sign now they’re close to home (spirit bird), I think they are 50 

kilometres away, they’re nearly over the barrier, they’ve come way too 

far (singing), I think they’re praying, they’re gonna get them but 

they’re gonna escape think. ... if you’re the only one of this place like 

Australia you’re allowed to make up a law  

Did you see the sky? It’s beautiful, they’re nearly home ... YES!  

They’re crying to see each other again because when you find each 

other when you’re lost you start to get happy and run to your parents 

and you start to cry to see your parents again.  

His plan failed.  



458 

It was pretty upsetting and pretty good at the same time.  
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Appendix E Feedback on group tasks 

Chelsea (teacher) and Theresa (EAL/D teacher)—17 August 2016 

History: Immigration 

RESEARCHER: So ... We’re just bouncing off each other while the kids are singing 

Happy Birthday. Just about some of your comments and I know you 

came in at different times to the lesson ... But just, you know, what you 

thought and .... 

THERESA: I liked the oral language that came out of it, and the way that the 

children worked together in ... in teams ... and I think it ... um ... helped 

with their empathy ... with the refugees’ and migrants’ experience ... 

and some of the children may well have experienced. So I just thought 

it brought out ... um ... a whole lot of issues ... um ... in a really great 

way ... Mm ...  

CHELSEA: Ah ... Coming in half way through the lesson ... um ... One of the things 

when I had put this bit in the plan ... um ... was to look at the concept 

of the book ... not being word driven ... So they think reading is just ... 

words. So ... um ...  

THERESA: ... and it’s just as powerful ...  

CHELSEA: ... Yeah, and it is ... So you can see that some of them, especially our 

lower kids who struggle with reading really got engaged with that. And 

it was good to see too ... And I don’t know how the groups were split 

up;,I don’t know how that happened ... 

RESEARCHER: ... I just counted one to six and then did it like that ...  

CHELSEA: ... Oh, OK ... it was good to see ‘cos it was a smattering of abilities in 

each group ... 

THERESA: Mm ...  

CHELSEA: .So that was random I know, but it just ... You could see kind of 

everyone was involved ... um ...  
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RESEARCHER: ... That’s good ... I was hoping that would happen ... The easiest way I 

could think of without spending hours was just say count one, two, 

three, four, five, six, all the ones together, all the twos ... so ...  

CHELSEA: ... Yeah ... so ... um and I was actually quite impressed with their ability 

... like with the ... um ... the four word ... the four word one ... that was 

quite powerful and the soundscape one, the vocal collage ...  

THERESA: That’s great ...  

CHELSEA: ... Because it’s not something, technically, that you usually teach at 

school.  

RESEARCHER: Yeah, it’s interesting, trying to get that across, you know, that 

sometimes a little can say a lot because that’s what it represents ...  

CHELSEA & THERESA: (Both agree)  

CHELSEA: So ... The news ... The news report and that type of stuff, you know, 

they do that a lot ... um ... but the rest of it was ... um .... (Pause) ... 

interesting, and they all got something out of the book, like they were 

all ... yeah ... no ... it was great. 

RESEARCHER: Thank you very much.  
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Charlotte (Critical Friend/Year 3 teacher) and Researcher—17 August 2016  

RESEARCHER: Okay, we’re good.  

CHARLOTTE: Cool. .. Alright ... so ... I jotted down a couple of things. I was really 

impressed with the ... the overlap of KLAs ... like when ... when ... you 

know, as they were working, I could see Drama, English, social-

emotional learning, critical and creative thinking ... I could see literacy 

and I could see Music and Visual Arts all layered over the top ... and in 

a particular way ... There were lots of opportunities for them to use 

inferential thinking with ... actually for our kids because of their vast 

cultural differences ... that’s often one of the things they really struggle 

with ... is the capacity to think more deeply than just what’s on the page 

... you know? Now ... um ... when I ... um ... because I’ve been at this 

school for a long time ... um ... It’s um ... maybe it’s like that in other 

schools as well, but I just kind of go, “Oh .... “ (Surprised tone) I know 

that these children in particular, because of language ... um ... often, 

making inferences about what’s behind the scenes, thinking more 

deeply about images and ... stories and (indistinct) and text is very 

challenging, so that was one of the things that I noticed. The scope for 

differentiation was significant as well. So Xavier blew me away 

(chuckles) ... I was just amazed at the ... opportunity for him to show 

what he knew ... um ... in a way that ... and it’s one of my bug bears ... 

but so often we ask them (students) to tell us something about History 

or Science or Geography or Religion and we ask them to write it down. 

And so it’s a ... you know, it’s such a limited ... um ... focus in terms of 

the tools that we ask them to use. So I can see how ... um ... kids like 

Xavier have that opportunity to ... share what he knew ... you know ... 

um ... knowing these kids, ‘cos I taught a lot of these kids in prep, so 

knowing how ... um ... their little personalities as well, it was really 

interesting to see them. Elizabeth ... so quiet .... so ... such a little mouse 

so often ... and yet there she is, she’s the one who goes in the circle to 

act out the blood going through the veins ...  

RESEARCHER: ... That’s amazing ...  
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CHARLOTTE: ... It was amazing ... and obviously, for her, this has given her an 

opportunity to actually step outside of herself and ... um ... express 

herself in other ways that she wouldn’t normally ... you know ... do. So 

that was lovely. Um ... What else did I write down? I could see that 

there’s obviously a lot of prep, like I’m seeing ... um ... the journey of 

... you know ... um ... So even the six ... um ... The six different options 

that they had at the end there, you’ve obviously done them with the 

kids before ...  

RESEARCHER: ... Yeah ...  

CHARLOTTE: So now there’s a bank or there’s a tool. .. Yeah a bank of strategies that 

they can use to express themselves ... so ... um ... yeah ... so that was 

um ...  

RESEARCHER: And that in itself has been a bit of a struggle because one of the things 

I’ve found is ... you can’t just come into a room and expect the kids 

will jump into using the Arts.  

CHARLOTTE: ... Yeah ...  

RESARCHER: And I really agree with what you were saying before, that coming from 

a school where kids are ... where I teach ... where they are super 

confident and used to doing those other things ... It is very different 

here ...  

CHARLOTTE: ... Yeah ...  

RESEARCHER: ... Hang on I just have to get a drink ...  

CHARLOTTE: No ... Go for it. .. Go for it. ..  

RESEARCHER: ... Keep talking ... (Coughing) ... sorry.  

CHARLOTTE: No ... No you’re right...  

RESEARCHER: I could just feel that tickle coming. That sort of hesitancy and just 

wanting to get the quickest answer instead of the best answer ...  

CHARLOTTE:  ... Yeah ...  
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RESEARCHER: ... And if that ... (Pause for student outside) ... If that isn’t supported at 

home or within their culture, it’s very difficult at school to work against 

... that expectation ... and um ... and what is considered acceptable ...  

CHARLOTTE: ... Yeah ...  

RESEARCHER: ... And what is valued ...  

CHARLOTTE: ... Yeah ... No, that’s exactly right. It’s ... um ....it’s a case of ... and 

maybe ... um ... you could see, I mean ... Chelsea said to me, Xavier, 

for example, he’s progressed so much but if he had had these sorts of 

foundational experiences from younger ... um ... it would be interesting 

to see where he would be now in terms of ... um ... because ... people 

would often say of him, “He doesn’t make connections between ... you 

know ... topics or ... um ... different ways of thinking”. But that’s 

exactly what he was doing. Um ... so having that ... having that ... I 

guess foundation to be built upon I could see that ... um ... at the other 

school ... because he’d being doing ... he’d been laying those 

foundations for a long time ... and Chelsea mentioned too, that there 

were six kids from next door (the other Year 6 class) who came in (who 

were not in Chelsea’s class last year) ... and then they struggled because 

they didn’t have that foundation and so ... um ...  

RESEARCHER: Yeah ... That’s a good point because there are very different teaching 

styles between the rooms, and what I’m doing aligns so well with what 

Chelsea does, ‘cos it’s trying to have all those different pathways for 

learning ... and getting the message across that learning is a rich and 

often messy experience. And it isn’t just a neat ‘tick the box’ ...  

CHARLOTTE: ... No  

RESEARCHER: ... “This is what you need to know, tell it back to me, tick the box, 

done”.  

CHARLOTTE:  ... Yeah ... yeah ...  

RESEARCHER: ... And I think it’s difficult if their families and their culture and 

sometimes our school system ... rewards that as being the privileged 

way of learning ... (They both laugh)  
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CHARLOTTE: Exactly ... We’re communicating that that’s what learning looks like ... 

And actually that isn’t what learning looks like (laughs) ...  

RESEARCHER: ... No ... I know ...  

CHARLOTTE: ... And wrapping ... and beginning to wrap our heads and changing our 

perceptions of what learning looks like so ... yeah ... we can recognize 

it when we see it... also that ... um ... that the ... um ... that the messiness 

is okay ... so ... yeah ... but um ... I loved it!  

RESEARCHER: Thank you! (Laughs)  

CHARLOTTE: Seriously! Yeah, I loved it. The other big thing ... I ... recognized was 

there’s obviously a supportive atmosphere that’s been created and I’m 

guessing ... you know ... that’s taken a lot of work as well. (Laughs) ... 

you know ... like I know what that takes, especially when ... um ... 

especially when there’s ... there’s kids, you know, trying to assert their 

place in a community and all those sorts of things ... so ...  

RESEARCHER: It can get a bit tricky ... you’ve got to develop that trust ... that the kids 

will trust you enough to want to come on that journey with you ...  

CHARLOTTE:  ... Yeah ...  

RESEARCHER: ... And let down some of their defences and walls ...  

CHARLOTTE:  ... That’s exactly right. ..  

RESEARCHER: ... And of course Chelsea’s really supportive of that, she encourages 

them, she says, “Take a risk, it doesn’t matter if you get something 

wrong, I get things wrong all the time”.  

CHARLOTTE:  ... Yeah ...  

RESEARCHER: ... And I’ll do that to, I’ll often say, “Oh silly Mrs Chapman, I haven’t 

got my brain plugged in” or ...  

CHARLOTTE:  ... Yeah I do the same thing ... So ... Any questions? (Laughs)  

RESEARCHER: I’m just guessing, it appears from your responses that this matches with 

your sorts of philosophies of teaching?  
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CHARLOTTE:  It does ... It does ... and one of the things ... and I actually mentioned 

this to Theresa before ... I said, ‘The trick is to ... um ... is to remember 

all of these tools so that you don’t fall back on to ... you know ... the 

‘same old same old’ all the time”. And so for ... um ... as a teacher ... 

to ... yeah ... to be able to go, “Oh’, You could do that as a News 

Report”, “Do that as a this”, “You could do this as a that” ... you know 

... it’s really easy in the business when you’ve got a curriculum 

screaming at you ... um ... to go, “Oh, You know ... 1’ll just go back to 

the ... the boring way of doing stuff” (laughs) which isn’t necessarily 

good, but um ... Yeah, but that could be also ... like it probably 

resonates with me ‘cos I’m early childhood trained as well ... so ... you 

know ... there’s lots of ... it’s all about multiple ways of ... of learning 

and ... you know ... making sure that we’re using our hands and our 

voices and our bodies and all of that as well. I mean, I’m finding that 

switch this year, moving from Prep to Year 3 ... um ... the challenge of 

trying to still bring in ... um ... those creative ... yeah, those creative 

ways. So I see this and I go, “Oh! That’s how you can do it in older 

classes!”  

RESEARCHER: (Laughs)  

CHARLOTTE: So it feels like it’s quite easy in the lower grades ... in the ... in the little 

ones ...  

RESEARCHER: ... Yeah ...  

CHARLOTTE: ... To be more ... um ... artistically creative in a way that can help the 

kids communicate, but ... um ...  

RESEARCHER: ... I think that’s a really important point. Um ... So two things I’m 

thinking of there. Why do you think it’s easier in the younger classes?  

CHARLOTTE: ... Mm ...  

RESEARCHER: ... ‘Cos I agree with you ...  

CHARLOTTE: ... I think ... I think that ... part of it is ... um ... a mindset of that phase 

of learning, that people approach that phase of learning ... come to 

approach it more ... understanding that kids need to move. They need 
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to engage all of their senses in learning ... and so, there’s a little bit 

more space ... um ... and there’s a little bit more expectation that that’s 

what it will look like. Um ... I think that. .. um ... yeah ... I think that 

also, we probably ... when we read the curriculum and use that to plan, 

I think we probably overload our units with so much stuff that we lose 

the heart of what we actually have to report on. Um ... so we kind of ... 

as teachers we ... yeah we ... we ... yeah we have the achievements 

standard which we have to report on, but then we see all of this ... 

content descriptors and da da da da da and suddenly we’ve written 

ourselves a unit plan that we know we’re never gonna make it through. 

Um ... and um ... and so we get lost in um ... lost in stuff that’s really 

huge, so somehow there’s ... somehow there has to be that balance 

between ... um ... staying really clear, really focused on what we’re 

actually reporting on and um ... and also the children who are in front 

of us and how they learn best, how they ... you know ... um ... as it says 

in a content descriptor ... you know ... whatever that is ... um ... that the 

... that’s the sort of ... the bits that come out in terms of what you could 

learn ... could teach ... um ... yeah but coming back to what the 

achievement standard actually says. So I think we overload our units a 

lot ... um ...  

RESEARCHER: Where do you think that expectation comes from?  

CHARLOTTE: (Pause) ... Yeah ... (Pause) ... I don’t really know. Some would say 

parents, some would say ... um ... yeah ... I don’t know ... I don’t ... I 

wonder too if it’s just the psyche of the teacher ... um ... that ... you 

know ... teaching is so complex that um ... yeah ... that ... that it’s easy 

to get lost in the detail, and ... um ... yeah, that’s a good question, I’ll 

have to think about that some more (laughs).  

RESEARCHER: ‘Cos I’m interested too. Some of the things that I’ve found, ‘cos I really 

agree with everything that you’ve said ...  

CHARLOTTE: ... Yeah ...  

RESEARCHER: ... And I can see so many advantages in having early childhood teachers 

teaching higher year levels because they have this openness and this 
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understanding of multiple pathways for learning. And um ... I can see 

a lot of value in that ...  

CHARLOTTE: ... Yeah ...  

RESEARCHER: And ... and the other thing I was going to ask you about is what do you 

think of the model of what I’m doing here where I work with Chelsea 

on the job and that’s the PD (Professional Development)?  

CHARLOTTE: And that’s the PD? Oh ... look, as someone who’s been through a lot 

of PD, one of the really challenging things is, you’ll hear PD and then 

you’ll be like, “But what does that actually look like?”  

RESEARCHER: ... Yeah ...  

CHARLOTTE: ... You know ... you can hear the theory but I actually ....  

RESEARCHER: (Loud noises from children outside) ... I’ll just have to shut this ...  

CHARLOTTE: ... Yeah but I actually want to be able to get in ... um ... And see ... see 

what it looks like. Like what does it actually look like? (Laughs) ... you 

know ... um ... because ... yeah ... it’s like anything ... it’s like ... you 

know ... I actually need to get my own hands in there ... same as our 

students learn in a particular way ... um ... I think teachers need that 

opportunity to learn like that as well. And sometimes we ... um ... as 

adult learners we kind of think we learn differently, sometimes ... but 

we actually don’t ... you know, we’re just human learners, we’re not 

(laughs) ... we’re not adult learners or child learners sometimes, and 

um ... and I think that was one of the great lessons of when I was doing 

early childhood, was that sense of, “But hang on, if I got a new 

computer program or I got a new iPad ... “. When I first got an iPad, I 

just turned it on and I started to play with it, and that’s how I learned it 

and I figured it out because of that. Um ... My husband tried to teach 

me (laughs) to use it and most of it went straight over my head and it 

wasn’t until I actually had the opportunity to go, “Okay, I need to 

actually use it and I need to see it being used ... um ... and be a part of 

that”. So ... you know ... to ... it was a wonderful learning experience 

for me this morning, I’m like, “Yes, that’s right, that’s right”.  
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CHARLOTTE: I remembered all that stuff and having come from Prep into Year 3, it’s 

really easy to feel like, ‘Well, the teacher on this side is teaching that 

way and the teacher on that side is teaching another way”, but I have 

my early childhood hat on and I’m going, “Ooooh is that the way 

you’re supposed to teach? I’m not sure”. Like I’ve just moved into a 

new ... you know ... area of the school ... um ... but I still believe what 

I believe, that ... how children learn ... and so how am I going to ... you 

know ... see that modelled in other ways? And what I saw, was that 

modelled like I would hope this morning ... so ...  

RESEARCHER: (Laughs) ... Oh that’s great...  

CHARLOTTE: ... So that’s why I kind of ... and you know, Theresa’s response as well 

... you know ... She said to me, “She could come and do ‘in service’ for 

the rest of the school” ... That would be so good ....  

RESEARCHER: Aw ... I would love to do that. That’s what I hope this will lead to 

because the thing I like about this too is that there’s a more democratic 

relationship between Chelsea and I. It’s not me coming in as the expert 

just going, um ... “Okay, yeah I have all the answers, sit back and this 

is going to happen”.  

CHARLOTTE: Yeah ...  

RESEARCHER: We’re both bringing all our expertise and experience to the table ...  

CHARLOTTE: ... Yeah ...  

RESEARCHER: ... And ... you know ... Chelsea knows so much about these kids like 

you do because you had them for Prep and she had them last year, and 

then she has the expertise of the generalist teacher ...  

CHARLOTTE: ... Yeah ...  

RESEARCHER: ... And I’m coming from the specialist teacher’s perspective, so I’m 

learning so much about being in the classroom ... So we’re working 

together to come up with things. So Chelsea’s in charge of the planning 

...  

CHARLOTTE: Yep ...  
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RESEARCHER: ... And I say. “What do we have to learn, what are we doing? Okay, 

how can I help unpack that?”  

CHARLOTTE: Yeah ...  

RESEARCHER: ... Using the Arts as ... as the vehicle and the home language of the 

classroom ...  

CHARLOTTE: ... That’s good ...  

RESEARCHER: ... I’m so pleased you could make it, thank you!  

CHARLOTTE: My pleasure, my pleasure ... and I will pop back in again next Tuesday. 

Tuesday morning my kids have got um .. Library at 10 to 10 ...  

RESEARCHER: 10 to 10 ... so you could come for say ... for 40 ...  

CHARLOTTE: I could probably only come for about half an hour ...  

RESEARCHER: Half an hour ... yeah ...  

CHARLOTTE: So I said to ...  

RESEARCHER: That’s alright ...  

CHARLOTTE: Um ... library’s usually not a non-contact time but I sort of negotiated 

with the teacher and said, “Can I duck off for half an hour?” and she 

said, “Yeah, that’s fine”.  

RESEARCHER: That’s very kind, I must thank them.  

CHARLOTTE: That’s alright.  

RESEARCHER: Alright, well we’ll plan for something then starting about 10 to 10.  

CHARLOTTE: Yeah, that would be great, even if you plan for 10 o’clock .. We’ll, if 

you’re rolling by 10 o’clock ...  

RESEARCHER: What I’m thinking of ... It might be good if you’re here, as I have to 

make an entrance (laughs). It’s something a bit different. (Both laugh)   
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Appendix F Interview questions 

Sunny Mountain Primary School Post-research site involvement  

Interview with Chelsea 

1. Have you had any opportunities to use an Arts Immersion approach to teaching since I 

left the research site? Can you explain why or why not? 

2. How has it been for you teaching an Arts Immersion approach without me in the 

classroom? 

3. How do you think it has it been for the class with you teaching an Arts Immersion 

approach without me in the classroom? 

4. What do you think would prevent you from using an Arts Immersion approach in your 

classroom? 

5. What do you think would encourage you to use an Arts Immersion approach in your 

classroom? 

6. Are there any aspects of an Arts Immersion approach that you found easier to use? Why 

or why not? 

7. Are there any aspects of an Arts Immersion approach that you found more difficult to 

use? Why or why not? 

8. Do you think your teaching has changed as a result of experiencing an Arts Immersion 

approach? Why or why not? 

9. Is this an approach you would continue to use in your teaching? Why or why not? How 

do you feel about that? 

10. What will you be doing next year and will an Arts Immersion approach have any 

influence on this? What do you think the future holds for you regarding an Arts 

Immersion approach to teaching? Do you have any specific goals which relate to this 

concept? If so, please describe them. 
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Interview with whole class 

1. Can you remember what Arts Immersion means? (Count hands?) If so, describe what 

you think it is. 

2. Can you give an example of something you did when I was teaching you that used an 

Arts Immersion approach? 

3. Have you still been using an Arts Immersion approach in the classroom since I left? 

(Count hands?) 

4. How do you feel about that? 

5. What sort of Arts Immersion activities have you done this term? Can you name them? 

If so please describe them. 
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Interview with small class group—Zoe, Tilly, Ian, Donald, Elizabeth, Tom, Susan, Chloe, 

Xavier, Zinta, Perrin, Ben 

1. Why do you think you have/haven’t been using an Arts Immersion approach since I 

left? 

2. What reasons can you give why a teacher would use an Arts Immersion approach? 

3. What reasons can you give why a teacher would not use an Arts Immersion approach? 

4. Do you think using an Arts Immersion approach has been helpful for your teacher? Why 

or why not? 

5. Do you think it worked having two teachers working together on an Arts Immersion 

approach? Why or why not? How did you feel about that? 

6. Do you think your teacher will keep using an Arts Immersion approach in the future? 

Why or why not? 

7. Do you think your teacher will tell other teachers about an Arts Immersion approach in 

the future? Why or why not? 

8. Do you think other teachers in this school would use Arts Immersion? Why or why not? 

How do you feel about that? 

9. Do you think your class has changed after using an Arts Immersion approach? Why do 

you think this is so? If you think it has changed, how has it changed? How does this 

make you feel? 

10. Would you recommend other schools to use Arts Immersion? Why or why not? 
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Appendix G Resources 

 



From Picture This card set, 2010, published by St Luke’s Innovative 
Resources

Barbed Wire



From Picture This card set, 2010, published by St Luke’s Innovative Resources

Boat with rope



  Transcript of

Teacher’s

Response: 

Themes: 

  Enhanced

meaning making

derived from

visual stimulus: 

  Educational

implications: 

From Picture This card set, 2010, published by St Luke’s Innovative Resources

Breadmaking



  Transcript of

Teacher’s

Response: 

  Themes: 

  Enhanced

meaning making

derived from

visual stimulus: 

Educational

implications:

From Picture This card set, 2010, published by St Luke’s Innovative Resources

Candles



Dark Alley to Light Tower



  Transcript of

Teacher’s

Response: 

  Themes: 

  Enhanced

meaning making

derived from

visual stimulus: 

  Educational

implications: 

Electricity Towers



  Transcript of

Teacher’s

Response: 

Themes: 

  Enhanced

meaning making

derived from

visual stimulus: 

  Educational

implications: 

Escalator



Transcript of

Teacher’s

Response:

  Themes: 

Enhanced

meaning making

derived from

visual stimulus:

  Educational 

implications: 

Half a Clock Face



  Transcript of

Teacher’s

Response: 

Themes: 

  Enhanced

meaning making

derived from

visual stimulus: 

  Educational

implications: 

Key in Lock



  Transcript of

Teacher’s

Response: 

  Themes: 

  Enhanced

meaning making

derived from

visual stimulus: 

  Educational

implications: 

Ladybird on a Leaf



  Transcript of

Teacher’s

Response: 

Themes: 

  Enhanced

meaning making

derived from

visual stimulus: 

  Educational

implications: 

Lighthouse



  Transcript of

Teacher’s

Response: 

  Themes: 

  Enhanced

meaning making

derived from

visual stimulus: 

  Educational

implications: 

Looking Out Window



Transcript of

Teacher’s

Response: 

Themes: 

  Enhanced

meaning making

derived from

visual stimulus: 

  Educational

implications: 

Pastels in Box



  Transcript of

Teacher’s

Response: 

  Themes: 

  Enhanced

meaning making

derived from

visual stimulus: 
  Educational

implications: 

From Picture This card set, 2010, published by St Luke’s Innovative Resources

Rollercoaster



  Transcript of 

Teacher’s 

Response: 

Themes: 

  Enhanced

meaning making

derived from

visual stimulus: 

  Educational 

implications: 

From Picture This card set, 2010, published by St Luke’s Innovative 
Resources

Shredded Paper



  Transcript of

Teacher’s

Response: 

Themes:

  Enhanced

meaning making

derived from

visual stimulus: 

  Educational

implications: 

From Picture This card set, 2010, published by St Luke’s Innovative Resources

Train Tracks Converging



  Transcript of

Teacher’s

Response: 

Themes: 

Enhanced

meaning making

derived from

visual stimulus: 

  Educational

implications: 

From Picture This card set, 2010, published by St Luke’s Innovative Resources

Two Old Ladies on Bench



Transcript of

Teacher’s

Response: 

Themes: 

  Enhanced

meaning making

derived from

visual stimulus: 

  Educational

implications: 

From Picture This card set, 2010, published by St Luke’s Innovative Resources

Two Phone Boxes




