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Abstract

Using surveys, interviews, and observations, this study examines the impacts of a classroom-based professional development model on teachers participating in ArtsBridge, a unique arts education partnership between postsecondary institutions and schools. First findings show impacts on teachers include increased content knowledge in the arts, new opportunities to work with universities, integration of arts across the curriculum, and innovation in pedagogical approaches. Research indicates that although the program is widely appreciated by classroom teachers, it differentially impacts educators at primary and secondary levels. 

Limitations of the study are discussed and directions for future research on the model are proposed.
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INTRODUCTION
A number of researchers (Plihal, 1981; White and Stevens, 1988) have identified high teacher morale as contributing to higher levels of student achievement and as a fundamental component of effective schools (DuFour, 1985; Zigarelli, 1996). A growing scholarly literature suggests that many factors influence teacher satisfaction, including the presence of clear, shared goals; perceived levels of self-efficacy; high quality communication; clarity and certainty around practice; challenge in job; encouragement and reward for risk-taking, innovation, and good teaching; relationships with colleagues; attention to professional and personal needs; and opportunities for advancement (Nigro, 1984; Wentworth, 1990; Rosenholtz, 1991; Kim and Loadman, 1994; Klecker and Loadman, 1996; Perie and Baker, 1997; Lumsden, 1998; Anderson, 2000). 

For years, universities have struggled in their alliances with school districts and local education agencies to design professional development activities that increase teacher certainty and self-efficacy, thereby simultaneously enhancing teacher satisfaction. As part of a larger movement in educational reform, postsecondary institutions—primarily schools of education—have offered their services to public school teachers, but they have frequently met with mixed reviews. Too often, professional development training has taken the form of unsystematic, one-shot experiences offered outside of the classroom. Despite the best intentions of all involved, collaborative partnerships between universities and schools in providing professional development have historically produced thorny and uneven results. Why? The scholarly literature demonstrates that these efforts tend to unravel and breed discontent when roles are unclear (Gomez, et al., 1990). Other findings on professional development (Orlich, 1988; Bull et al., 1994; Abdal-Haqq, 1995; Little, 1996; Sobel and French, 1998; Pexiotto and Fager, 1998; Evans, 1995), supplemented by the authors’ own research (Beck and Appel, 2002) suggest that traditional professional development activities for teachers fail to increase self-efficacy or morale for the following reasons:

1. Professional development for teachers can prove arduous when it occurs outside the parameters of the normal school day. Even if teachers are compensated for activities that extend beyond their contracts, finding time before or after school, or on weekends is often difficult.

2. When professional development activities are held during the school day, they are too frequently held away from campus, requiring official permission for absence from the administrator, which is not always forthcoming.

3. When teachers are granted permission to leave campus during school hours, they are often replaced by inexperienced substitutes who are less effective at delivering instruction and managing classrooms. 

4. Schools incur extra expenses in hiring day-to-day substitutes, in addition to losing instructional quality.

5. Because professional development is typically delivered to groups of educators, it does not adequately address the needs of individual classroom teachers. Our data reveal that teachers need professional development that assists them in making progress with pupils in their respective classrooms, not highly generalized strategies designed for large audiences.

The ArtsBridge Classroom-Based Method of 

Professional Development

Effective professional development that contributes to higher levels of teacher efficacy needs to embrace consistency, relevance, flexibility, and sense of a bigger picture (Loucks-Horsley, 1996; Peixotto and Fager, 1998; Whitworth, 1999; McRobbie, 2000). Also, effective professional development for teachers should be ongoing; include training, practice, and feedback; have opportunities for individual reflection and group inquiry into practice, and coaching or other follow-up procedures; be school-based and embedded in teacher work; be collaborative, providing opportunities for teachers to interact with peers; focus on student learning, which should, in part, guide assessment of its effectiveness; encourage and support school-based and teacher initiatives; be rooted in the knowledge base for teaching; incorporate constructivist approaches to teaching and learning; recognize teachers as professionals and adult learners; provide adequate time and follow-up support; and be accessible and inclusive (Abdal –Haqq, 1995). Many works on educational renewal (Rosenholtz, 1991; Little, 1996; Oakes, 1985; Oakes and Lipton, 1990; Lytle, 1992; Olsen, 1994; Ogbu, 1994; Slaughter, 1988; Weiner, 1993; Bruner, 1996; Giroux, 1992; Murnane and Levy, 1996; Hill and Bonan, 1991) support these hypotheses, and have added to our theory building. 

Research on K-12/postsecondary partnerships (Fox et al., 1986; Gomez, et al., 1991; Fenske, 1997; Merren et al., 1997; Tafel and Eberhart, 1999; Allen and Palaich, 2000) also offers insight into best practices and frameworks that enable professional development collaboratives to endure. Arts-specific research, such as that undertaken by Harvard University’s Project Zero, lends insight into the factors unique to arts education outreach partnerships between postsecondary institutions and schools that contribute to their long-term viability and utility for classroom professionals. These works, taken in the larger context of teacher certainty, efficacy, and the needs of adult learners, have informed the creation of the ArtsBridge model of classroom-based professional development, depicted in Figure 1 below.

Figure 1. The ArtsBridge Classroom-Based Professional Development Model

FIGURE ONE ABOUT HERE

ArtsBridge is a program at work in many universities that sends arts majors (ArtsBridge scholars) into area classrooms to teach the arts to pupils and to offer professional development to teachers who want to learn more about how to include the arts in their curriculum. As Figure 1 illustrates, the ArtsBridge classroom-based professional development model is highly dependent upon communication and feedback between ArtsBridge scholars, host teachers, and pupils. These feedback loops guide ArtsBridge scholars and teachers as they engage in an exchange of content knowledge, and pedagogical and other skills designed to meet the needs of pupils. In normal student-teacher situations, new teachers benefit from interaction with the knowledge and skills of experienced teachers. This certainly happens in the ArtsBridge model. However, there is a simultaneous transfer of content knowledge and innovative approaches to instruction, based on practices in the arts, that passes from the ArtsBridge scholars to the experienced teachers. The pupils provide the teaching dyad with vital information about ability, understanding, pace, and interest. This information is processed by ArtsBridge scholars and teachers in a collaborative manner, who deliver instruction based on pupil feedback and the larger curricular framework. Unlike many other types of professional support, the model provides data in real time, as feedback is being generated constantly, even in the midst of a given lesson or project. 

Since its inception, ArtsBridge has provided classroom teachers in six states with opportunities to work collaboratively with university faculty members, top students in the visual and performing arts at 14 university campuses, and to gain experience with new disciplinary knowledge in the arts. Under the supervision of the host teachers, ArtsBridge scholars deliver arts instruction designed for an average of 30 students, meeting two to four hours a week for at least one semester, usually longer. ArtsBridge scholars endeavor to build projects with their host teachers that are integrative and cross-curricular, incorporating reading, writing and speaking. It is in the project planning process that the professional development relationship typically begins, emerging organically and reciprocally out of the cooperative work of ArtsBridge scholar and teacher. The parameters of the relationship are mutually determined and highly individualistic in nature, ranging from primary teachers with no arts training whatsoever to secondary specialists who are very much grounded in arts curricula and require highly specialized assistance. Expertise and value are typically acknowledged on both sides. 

The currency of the ArtsBridge professional development model is information and each partnership takes its own form to reach its objectives. As such, the method is neither linear nor prescribed. The “whats” are clearly understood, but the “hows” are left to the team to determine, themes that are consonant with findings from studies of effective learning organizations and communications theory (Senge, 1994; Stacey, 1992; Bolman and Deal, 1996; Choo, 1996; Argyris, 1993; Thomas and Ely, 1996; Weick, 1976, 1979). The ArtsBridge classroom-based model departs from traditional models of professional support in that the relationship between provider and receiver is co-dependent and highly reciprocal. The constant flow of information between partners allows the model to be sufficiently flexible to anticipate and adjust to change. Because the root of the partnerships can be found in the ArtsBridge scholar/teacher dyad and the level of consensus reached therein, professional support is highly individualized and tailored to each teacher’s perception of student needs. The model is highly dependent on the level of involvement of both scholar and teacher and clarity within their working relationship, which becomes embedded in classroom routine. Finally, the professional support provided by ArtsBridge is based on mutual mastery of content and delivery, not “seat time,” as is the case with many traditional training programs. The processes involved in providing support are straightforward and easily transportable to other settings, as is demonstrated by the model’s implementation in school communities in several states. 

Our work with ArtsBridge over five years has yielded a number of research questions, which emerged from ongoing study of arts education partnerships and data received from home campuses and host schools. These questions include the following:

· How does the ArtsBridge model of professional development impact teachers’ content knowledge and level of comfort with arts curricula and their delivery?

· Do primary and secondary teachers reap similar benefits from ArtsBridge professional support?

· What elements of the model work well in practice, and what might be changed to accommodate better the professional development needs of teachers?

· What impacts (if any) did professional development support provided by ArtsBridge have on teachers’ senses of efficacy and satisfaction?

· What other effects does participation in ArtsBridge have on teachers that are worthy of further study?

Testing the Efficacy of the Model: Research Methods

To examine the effects of the ArtsBridge model of classroom-based professional development on participating teachers’ senses of efficacy and satisfaction, we employed a triangulated research strategy designed to enhance the reliability, validity, and replicability of the study. This follows from similar studies of arts education partnerships that use multiple research phases, methods, observers, and data sources (for example, see Burton, Horowitz, and Abeles, 1999). The research design emerged from the authors’ previous work with educational renewal and employed three tools: (1) a survey questionnaire that included scaled-response and open-ended items; (2) interviews with selected host teachers; (3) field observations of the ArtsBridge model in practice; (4) teachers’ evaluations of ArtsBridge scholars that solicited comments about the program’s impacts. 

The Survey

In the spring of 2001, a ten-question survey that included scaled-response items and open-ended prompts was distributed to ArtsBridge host teachers at 237 schools across the state of California (N=237) representing eight University of California (UC) campuses. Two scaled-response questions on the instrument specifically addressed issues related to professional development, and invited opinion on culminating level of comfort with presenting arts curricula and arts content knowledge acquired.

Useable survey instruments were returned by 116 teachers, yielding a 49 percent return rate. After surveys were collected from each campus, they were subjected to a variety of treatments, including descriptive and summary statistics. Open-ended data were coded thematically and analyzed according to established standards of reliability and validity in qualitative research (for example, see Gummeson, 1994). 

Interviews

The need for interviews with host teachers arose from survey findings and evaluations of ArtsBridge scholars that required further clarification or elaboration. Interviews were also used to contextualize data emerging from observations. Although teacher interviews were largely informal, unstructured, and varied in length, they tended to support major thematic findings from the academic literature and our other forms of research. These themes included the necessity of high-quality instruction provided by ArtsBridge scholars, comments about the structure and nature of professional development offered, and overall satisfaction with the  ArtsBridge in-classroom approach. In total, the authors interviewed 15 host teachers at their school sites during the 2001-2002 academic year.
 These data were then coded and placed into outcomes categories established in the framework of the survey instrument.

Observations

Hour-long field observations were conducted at 15 schools in spring 2002 as part of a larger exploratory study of ArtsBridge
. These observations were initially designed to define measurable outcome variables for pupils and scholars, but have proven useful in illuminating the professional development process in action and its impacts on host teachers. Although a classroom observation protocol was used to facilitate the coding and analyses of data, the authors used ethnographic field notes to describe classroom activities and interactions between ArtsBridge scholars, host teachers, and pupils. These field notes were later coded and integrated with findings from surveys, interviews, and evaluations of ArtsBridge scholars. To increase the degree of inter-rater reliability, the authors compared notes with one another and others involved in the ArtsBridge project.

Evaluations of Scholars

In an effort to bring additional evidence to findings from surveys, interviews, and observations, the authors used evaluations of ArtsBridge scholars written by host teachers who had worked with them over the course of a semester during academic years 2000-2001 and 2001-2002. Because the formats of these student evaluations tended to vary somewhat among university campuses, thematic coding was employed of open-ended data commentary related to professional development, lending a modicum of consistency across ArtsBridge programs. As above, analyses of these qualitative data adhered to established standards within the research community for working with organizational text and archival information (for example, see Forster, 1994; Hornby and Symon, 1994).

Coding Schematic

Our coding schematic arose organically from data collected from various sources and served as the primary mechanism for content analysis. Each researcher involved in the project contributed to the codebook, which followed from previous work and similar studies of arts education partnerships. Through the process of triangulation and the use of multiple researchers to hone codes more finely, we believe that the analyses of qualitative data produced acceptable levels of reliability and validity.

Findings

In the aggregate, our exploratory research surfaced six important themes directly related to the classroom-based professional development provided by ArtsBridge and host teachers’ senses of efficacy and satisfaction. These thematic findings ares: 

· ArtsBridge host teachers demonstrated increased content knowledge and comfort with arts curricula. 
· Support provided by ArtsBridge provided teachers with unique new opportunities to collaborate with other professionals, resulting in reciprocal and mutually reinforcing learning.
· Collaboration with ArtsBridge scholars helped host teachers integrate the arts into other areas of the curriculum, and other areas of the curriculum into the arts.
· ArtsBridge afforded opportunities for teachers to explore new ways of working with pupils and to view these pupils in “ a different light.”
· Teachers appreciated the highly personalized classroom-based professional development provided in the context of ArtsBridge. 
· Support provided by ArtsBridge had differential impacts on primary and secondary teachers. 
Our research findings are discussed in greater detail below.
Increased Content Knowledge and Comfort with Arts Curricula

Host teachers participating in our research across eight campuses of the University of California reported an increase in disciplinary knowledge in the arts and/or arts-related technologies, and a higher level of comfort delivering art instruction to their pupils. For example, to Question 8 on the survey, Have you gained disciplinary knowledge of Art or Technology as a result of ArtsBridge?, 83 percent of the teachers responded affirmatively. To Question 9 on the survey, Do you feel comfortable presenting art instruction that you would not have felt comfortable presenting before your ArtsBridge project? 75 percent of the teachers responded affirmatively.

Within the context of interviews and evaluations, host teachers suggested these were findings that could be attributed directly to participation in ArtsBridge and their intensive work with university arts students. For example, a third grade teacher stated: “My appreciation for art, and belief in its necessity to be taught in schools has deepened because of my participation in ArtsBridge. I’ve learned from (my) ArtsBridge scholar that arts skills are developed in an atmosphere of judgment-free practice with productive, knowledgeable feedback (teacher’s emphasis).” Another host teacher stated that, “I have also broadened my own presentations in art instruction, especially in drama, because of ArtsBridge in my classroom.”  In many cases, ArtsBridge scholars were able to scaffold effectively upon the host teacher’s pre-existing content knowledge, adding a unique dimension. For example, a host teacher explained:




I am a musician and an arts enthusiast, so arts instruction has never

been a problem for me. I have however, picked up ideas for helping 

with physical development of children. Many of mine are behind in

that—(The ArtsBridge experience) has added to my knowledge of how

art can be used for special needs.

Another teacher remarked, “(the scholar’s) style was refreshing and innovative. At times I was the teacher and there were times when she taught me.” 

Collaboration with ArtsBridge Scholars

In coded responses to open-ended items on the survey questionnaire and scholar evaluations, over 80 percent of host teachers described their professional relationships with ArtsBridge scholars as collaborative, mutually beneficial, highly valued, and as helping to create a more relaxed atmosphere in the classroom. Observational data confirm that when the relationship between the host teacher and scholar was truly collegial, collaborative, and meaningful, based on mutually derived objectives for pupils, their professional support tended to increase teachers’ levels of certainty around practice and satisfaction with the ArtsBridge program, a phenomenon that is confirmed in the academic literature (Thoms, 1979; Wentworth, 1990). Examples of this type of collaboration are plentiful across the eight UC ArtsBridge campuses. In describing collaboration with her ArtsBridge scholar, one teacher offered, “(The ArtsBridge scholar) has asked me each time for my reactions and suggestions and has incorporated them the next time in her lesson plans.” Another noted, “Each week, (the scholar) and I had telephone conferences to select our next project. As much as possible, we aimed to provide projects that were tied to the curriculum of my classroom.” Finally, another teacher added, “(The scholar) and I discussed strengthening the students’ memory for sequence by using the visual/tactile medium of dance. We hoped that the teaching of sequence in dance class would carry over to the students’ academic achievement. I feel that the kindness of (the scholar) accompanied by well thought-out lessons provided a unique opportunity for my students.”

Classroom observations tended to point toward highly synergistic relationships between ArtsBridge scholars and host teachers in developing lesson plans, classroom management, and delivering instruction. In many cases, teachers participated in the arts activities along with pupils, whether this took the form of blending oil pastels or helping to choreograph a dance. In other cases, teachers would turn their attentions toward classroom management issues, ensuring that pupils remained on task and focused as the arts content was delivered by the ArtsBridge scholars. Our data also highlighted a number of other mutually beneficial impacts ArtsBridge had on teachers and scholars. For example, a majority of university ArtsBridge scholars across California have expressed an interest in public school teaching careers as a direct result of opportunities provided by ArtsBridge to deliver instruction and engage in professional development. Host teachers often helped to foster this spirit through directly encouraging scholars to pursue careers in education, describing them in the context of surveys as “natural teachers,” “passionate about content and delivery,” and “captivating.” As one teacher reported, “ArtsBridge enriched my students’ lives, strengthened my program, and encourages me as a teacher to continue to learn and grow.”

At the same time, our observational and interview data indicate that role clarity within the scholar-teacher dyad is a fundamental element in the successful implementation of any ArtsBridge project. In cases where collaboration between host teacher and scholar was uneven and expectations and roles within the partnership were left undefined, teachers often became frustrated. For example, one teacher suggested that she “…did not expect to take on a new student teacher this year, someone who needs a lot of support.” Another offered that she would have liked “…a little more emphasis on the scholar letting the supervising teacher know in advance what the plans are for the next lesson…the teacher might want to teach some readiness activities.” 

Arts Integration Across the Curriculum

Throughout the course of their ArtsBridge experiences, a number of host teachers reported working with scholars to integrate skills, developed through arts learning and instruction, into other subject areas. Data emerging from surveys, interviews, and observations suggest that this practice is prevalent across ArtsBridge programs. In one case, an elementary school teacher collaborated with her ArtsBridge scholar to integrate mathematical concepts and terminology with dance instruction. For example, pupils engaged arcs visually in the classroom setting and then proceeded to work with them kinesthetically in the context of their dances. In another elementary school, pupils using handclaps to count out complex rhythms, configured from beats and rests, used the same processes in understanding fractions and multiplication, guided by their teacher. Cross-curricular integration of the arts by host teachers was a fairly typical phenomenon program-wide. As one teacher remarked, “I have had four (ArtsBridge) scholars so far…and each was able to weave art into the social studies lessons.” Another added, “we have been able to provide music in the classroom which provided information involving geography and other cultures.”

Not surprisingly, teachers reported that through infusing arts across the curriculum, their students showed evidence of higher order cognitive abilities and the development of strong habits of mind (Burton, Horowitz, and Abeles, 1999). Observations of classrooms, survey data, and interviews with host teachers and scholars indicated that ArtsBridge projects frequently tapped into pupils’ abilities to synthesize and evaluate content versus rote memorization and repetition of vocabulary. Examples of this phenomenon are plentiful among scholar projects. At one elementary school, the ArtsBridge scholar worked on concept development in conjunction with photography. Children were instructed to identify and photograph examples of concept words, such as “mysterious” and “modern.” Through this process, the children developed admirable and striking photographic skills. However, the project to find examples of these categories in the world, and to capture them as visual images in ways that revealed their essential qualities, also brought the students far past vocabulary acquisition, to concept development and an appreciation for the richness of language. At another elementary school, the ArtsBridge scholar worked with her host teacher to provide pupils with a historical context for each genre of dance that she taught. Using classic works by Leonardo da Vinci, another ArtsBridge scholar integrated mathematical modules involving the use of slide rules and compasses. Other learning modules placed da Vinci’s work in historical and cultural contexts, emphasizing its spiritual and philosophical aspects. These curricular cross-overs facilitated the embedding of arts instruction into the regular school day, and increased teachers’ appreciation for the value of the arts in their overall professional development.

Sound habits of mind were also discussed at length by host teachers in surveys and interviews. As one host teacher stated, “…my students were exposed for the first time to Shakespeare. They know and have an interest (in him, and) excitement about his work, and they can quote him. They gained confidence in presenting!” Another added, “(the ArtsBridge project) was perfect for the fifth grade—definitely enriching to the curriculum and learning. Excellent concepts that (allowed) many of the students to experience success in their projects, increasing confidence—from concept discussions to culminating project.” Another teacher observed:



I believe that my students are growing in the processing of oral directions.



They have enormous trouble understanding any type of directions that have

more than one item. I have seen them begin to be able to remember a dance routine

fairly well. This is a huge gain in retention, another weak area.

Finally, a host teacher remarked, “As a result of their ArtsBridge experiences in architecture, the children realize that there are common strands that all art disciplines share. As an example, vocally, verbally or with body language, the children demonstrated that shape, balance, symmetry, and beauty of design can be reflected in dancing and music (as well).”

New Ways of Viewing/Working with Pupils

Consonant with similar studies of the impacts of arts education in schools (Mattil, 1972; Eisenberg, 1976; Leonhard, 1985; Stinespring, 1991; Ficklen, 1994; Jones, 1997; Burton, Horowitz, and Abeles, 1999), pupils participating in ArtsBridge instruction showed gains in self-confidence and new abilities to work independently or in collaborative group settings. During interviews and observations, many ArtsBridge teachers reported that they had seen transformations in their students or were afforded opportunities to see them “in a new light” as they worked on projects with scholars. As one teacher recalled, “I watched as (our ArtsBridge scholar), working with a bunch of bashful and easily intimidated children and a few show offs, established rapport with the children, and created a safe place to express oneself and take chances.” Another offered, “It was a great experience. They (the pupils) really work in teams well now, and can handle creative projects better.” Another teacher stated that, “I had several Gifted and Talented Education (GATE) students who when they would get up to speak were so soft spoken (I think even with a microphone) couldn’t be heard! They gained confidence in their voice modulation now. I also think that my students learned to listen and become more fine-tuned to one another’s needs through this program.”

In part due to being exposed to the many sides of their pupils and their work with ArtsBridge scholars, many host teachers reported that they would seek out innovative and highly individualized instructional strategies for their future work, including offering additional hands-on and creative activities. As one teacher stated, “I have been able to incorporate unrealized approaches to education into my classroom experience.” Another added that her ArtsBridge scholar “…inspired me to do more and better music lessons with my students…on January 30, my K class will attend a symphony performance for children.” Another commented,  “I have learned various exercises and techniques to make dance accessible and fun for students, integration of dance and nursery rhymes, movement exercises and games.” A teacher suggested that her work with an ArtsBridge scholar helped her “learn to make better use of a class situation with an assistant. And how to make the assistant get a lot out of the experience while still helping the class the most.” Finally, a teacher reported, “I learned that second graders can memorize far more than I thought was possible. I also learned that with practice, they could outperform sixth graders in a dramatic production!”

Teachers’ Appreciation of ArtsBridge as a Professional Support Model

In addressing teachers’ concerns about conventional professional development practices, ArtsBridge adopted a unique classroom-based approach designed to be both informative for teachers and cost effective for schools. Data from surveys of ArtsBridge suggest that with few exceptions, host teachers appreciated the level of professional support provided by their scholars. Out of 116 teachers surveyed, 105 (over 90 percent) expressed high levels of satisfaction with ArtsBridge and working with ArtsBridge scholars on projects tailored to the needs of their pupils. Many educators spoke of the “good rapport with students and with teachers” and commented frequently on the level of energy and enthusiasm that ArtsBridge scholars brought into the classroom with them. Teachers also described ArtsBridge scholars as bringing unique resources to the classroom that supplemented those already available—and often in short supply—at their schools.

Differential Impacts on Primary and Secondary Teachers

When viewed in the context of a recent survey showing that 94 percent of Orange County ArtsBridge teachers at primary schools have had no prior training whatsoever in the arts
, observations of ArtsBridge scholars in practice show that the professional support model has differential impacts at the elementary and secondary levels of education. At the primary level, ArtsBridge provided classroom teachers with a regimen of basic skills in a given arts discipline, that when combined with specific pedagogies, enhanced the teacher’s proficiency greatly. As one teacher observed while reflecting upon her experiences with an ArtsBridge scholar, “I feel that the arts—music in particular—are so valuable and important. (I invited ArtsBridge scholars to the classroom) because I wasn’t able to do it on my own.” Another added, “ArtsBridge is an extremely enriching program for my students and fills a gap left by my (elementary) district’s dearth of arts instruction.”

At the secondary level, ArtsBridge scholars provided teachers with highly specialized activities and feedback that scaffolded upon their experiences and training as professional arts educators. In very real ways, ArtsBridge scholars augmented teachers’ capabilities in specific areas. For example, one high school teacher offered, “(The scholar) has extended many concepts that have been introduced to the students previously. Her lessons added credibility to my lessons; she has inspired students with her enthusiasm and talents in Theatre Arts.” Another echoed this sentiment, stating, “I felt fortunate that (the ArtsBridge scholars) would come here and add to my curriculum and provide me with skills that I did not have. I’ve never done a lot of improvisational comedy, for instance and the scholars had years of experience. They came in and set up a program, taught fundamentals and left me with a complete notebook of lesson plans…they left me with (materials) so I can carry it on after they were gone.”
Discussion of Findings

It is reasonable to assume that university/school partnerships will continue to work in pursuit of common objectives, such as creating a more seamless educational continuum, enhancing teachers’ proficiencies in certain subjects, and gaining insight into the “real world” of the practitioner in terms of feedback and needs assessment. Policymakers at the highest levels of government have shown their commitment to ongoing professional development for teachers in legislation that calls for “strengthen(ing) teacher quality for public schools by investing in training and retention of high-quality teachers.”
 This sentiment is echoed in policy statements proffered by national and state advocacy groups, such as the National Education Association (NEA), whose Acting Chair, Eileen B. Mason called for “…enlivening the artistic culture of the Nation by strengthening all forms of educational activity in the arts, especially for the young (NEA, 2002).” As Catherine Emihovich (1998) notes, “Without question, the need for closer collaboration between school districts and university professional education programs in order to facilitate educational change is greater than ever (p.50).” 

An overview of the ArtsBridge program suggests that its organizational structure is generally advantageous for accomplishing its instructional mission and professional support objectives in ways that contribute to the sense of efficacy and morale of teachers. This is true for a variety of reasons, but, as a growing body of evidence suggests, most particularly because ArtsBridge partnerships are mutually beneficial efforts that build upon the strengths of both the university arts student and the teacher working together in the classroom setting, informed by feedback from pupils and one another. Our findings seem consistent with those from similar studies of arts partnerships, such as presenting opportunities for teachers to take risks, helping teachers to become immersed in arts content and cross-curricular applications, introducing new ways to collaborate with one another and with other professionals, and the importance of the level of the project’s “embeddedness” within school culture and classroom routine (Burton, Horowitz, and Abeles, 1999; Project Zero, 2000). Our research demonstrates the importance of ongoing classroom-based professional development and suggests that when implemented correctly, it can offer a viable, cost-effective alternative or supplement to more traditional variants of teacher training. The data show that ArtsBridge brings something unique to each teacher involved in the program, whether it is at the primary or secondary level. In doing so, it addresses the major concerns of teachers about professional development and enhances their levels of efficacy and satisfaction.

Limitations of the Study and Implications for Future Research

In spite of the apparent consonance between theory and practice in the case of professional development offered by ArtsBridge, a policy environment driven by accountability and results compels critics and supporters alike to insist on further evidence that speaks directly to the project’s impacts on teachers. Certainly, as a first analysis, the present study is limited in ways that prevent its generalizability to larger populations of teachers undertaking diverse types of professional development activities, and, perhaps to ArtsBridge generally. For example, the lack of a control group of teachers participating in a more conventional type of professional development hinders our ability to engage in comparative studies of experiences.  As mentioned previously, time and resource constraints limited our interviews and observations to ArtsBridge projects at schools within a certain distance of the UC Irvine campus. To understand more completely how other ArtsBridge campuses deliver professional development and the degree to which it adheres to the original model will require site visits to additional schools across the nation. Finally, our analyses of the effects of ArtsBridge on host teachers were limited by the fact that one of our instruments, the survey, only offered two questions specifically concerning professional development. Deeper inquiry into these impacts mandates a more detailed instrument focusing on this area specifically.

What we do know about the ArtsBridge model is that it is resilient, responsive and teacher friendly. ArtsBridge is demonstrating that by employing a sound interactive model, professional development partnerships between schools and universities can make progress in building higher morale among teachers and empower them to deliver instruction that includes the arts, across the educational continuum.
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