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ABSTRACT 

 
 This mixed-methods phenomenological study explores aesthetic education and the 
visual arts as an intervention for students who have learning disabilities to enhance 
reading as measured by standardized test scores, self-concept scores, and through 
interviews that investigate students’ self-esteem, self-concept, motivation, and self- 
efficacy. Participants range between the ages of 10 and 11 and are in grades four and five. 
The study investigated seven children’s feelings about themselves and towards reading 
before and after the intervention. The research study is aimed to determine whether using 
the visual arts and an aesthetic education intervention in reading helps children with 
learning disabilities read more effectively by having the opportunity to express 
themselves artistically. Moreover, the visual arts and the use of an aesthetic education in 
the core curriculum is not readily available for children in the elementary grades in most 
public schools in the United States. The focus of this study is on children in a small rural 
town in North Eastern Montana of mixed demographics and socio-economic status. 
While not intended to be an exhaustive literature review, this research highlights 
important findings that correlate aesthetic education and the visual arts with reading 
acquisition within this small and rural community of children with learning disabilities. 
Further, the study explores self-concept through the authentic expression of individuals 
and the phenomenon and lived experiences from the intervention of their cohort. From 
this research, I hope that educators and policymakers will reconsider how aesthetic 
education and the visual arts can influence educational practices and policies and use the 
arts in the public schools again as part of a core curriculum.  
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CHAPTER ONE – INTRODUCTION 

 
Background of the Study 

 
 Children with learning disabilities struggle with reading, writing, spelling, 

organization, sequencing of events, and comprehension (Ryan, 2004; Shaywitz, 2005). 

Elementary children are not typically diagnosed with a learning disability until they are 

nine or 10 (Ryan, 2004). At that age, those students have had enough reading and writing 

experiences in school to demonstrate reading challenges (Ryan, 2004). Further, theorists 

believe that by age 10 developing children typically have developed either a negative or 

positive self-concept dependent on their successes and failures in life (Davis & Braun, 

2010). Combined, this suggests it is particularly important to consider early intervention 

for children with learning disabilities (Ryan, 2004).  

 This research study uses an intervention of an aesthetic education and a visual arts 

intervention for 10 and 11-year-old students with learning disabilities who struggle in 

reading. For the purpose of this study, aesthetic education is used from the educational 

philosophy of Maxine Greene. To illustrate, Greene suggests aesthetic education is about 

the quality of an experience a person has during the process of learning where a strong 

emotion exists towards that experience in the creation of an art form and in learning other 

content through that art form (Greene, 2001; Csikszentmihalyi & Schiefele, 1992). 

Therefore, by using an aesthetic education in the curriculum an art form is used such as 

the visual arts, music, dance, and/or drama and is integrated into the core subjects such as 

mathematics, science, history, and/or science.  
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 According to Greene and other theorists, it is through using the arts that the core 

subject is learned in a deeper and more individualized way that relates specifically to the 

learners’ aesthetic sensibilities (Csikszentmihalyi & Schiefele, 1992; Greene, 2001). For 

the purpose of this study, an aesthetic education is supported through the use of an art-

based curriculum of the biographies of visual artists lives that lived between the eras of 

the French Impressionists and Post-Modern American Expressionists. The artists’ lives 

and the art movements that were investigated are listed as follows: 

• Pablo Picasso (Cubism) 

• Claude Monet (French Impressionism) 

• Frida Kahlo (Surrealism, Magic realism) 

• Salvador Dali (Cubism, Dada, Surrealism) 

• George Bellows (American realism) 

• Georgia O’Keefe (American Modernism) 

• Richard Diebenkorn (Abstract Expressionism) 

• Franz Marc (German Expressionism) 

• Wassily Kandinsky (Abstract art) 

• Diego Rivera (Mexican muralism) 

• Charles Demuth (Precisionism) 

• Henri Matisse (Fauvism, Modernism, Post- Impressionism) 

• Victor Vasarely (Op Art) 

 Additionally, art integration was used through the visual arts from the influence of 

the visual artists aforementioned by creating pieces that were influenced by the styles the 
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artists contributed to the world (e.g., Cubism, Impressionism, Surrealism, etc.). Art 

integration is a type of multisensory approach to teaching and learning (McCarthy, 

Ondaatje, Zakara, & Brooks, 2004). Research suggests using a multisensory approach to 

teaching students with learning disabilities to read may be one such beneficial 

intervention (Deasy, 2002; Mason, Thorman, & Steedly, 2004; Eisner, 1999).  

 Moreover, the way we experience situations relies on our aesthetic perceptions 

(Catterrall, 1992; Benavot, 2002). And, research suggests that using an aesthetic 

education helps students become aware of their unique aesthetic perceptions and abilities 

through the process of creating and from the arts and then reflecting upon that personal 

experience (Arts Education Partnership, 2004; Catterall, 1992). Some theorists believe 

that becoming aware of your aesthetic perceptions strengthens your ability to make 

choices through critical thinking and problem-solving (Benavot, 2002; Greene, 1994; 

Rouse, 1965; Robinson, 2000). One such theorist is the American philosopher and 

educational theorist Maxine Greene. Greene describes aesthetic education as a way of 

regaining touch with the process of learning something new, of being introduced to a 

medium never known in a particular way before. It is the incorporation of the arts across 

the curriculum in a way that fosters a heightened awareness of and appreciation for all 

that touches our lives (Greene, 1994).  

 For children who have struggled in learning how to read due to a learning 

disability, regaining touch with the process of learning something new, and being 

introduced to this process in a way that has never been experienced before that would 

foster a heightened awareness and an appreciation for the things that touch our lives, 
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through the arts may be effective. Albert Einstein believed that it is the supreme art of the 

teacher to awaken joy in creative expression and knowledge (Amadio, Truong, & 

Tschurenev, 2006). In this sense, every person experiences life in a different way, and it 

is in the way that we teach our students to become emotionally involved with the content 

through the experience of creating that becomes the aesthetic experience in education 

(Burton, 1994). For children who have struggled in the reading process, finding a new 

way to approach the reading process is essential in building trust, confidence, and 

motivation (Shaywitz, 2005). In working with children with learning disabilities, the 

teacher must find a way to communicate to different perceptual types, such as those with 

learning disabilities, and understand those with  perceptual differences find meaning in 

different ways (Ryan, 2004; Shaywitz, 2005; Rouse, 1965).  

 One approach in understanding perceptual aptitudes could be through an 

understanding of an individual’s perceptual connections to his ideas of aesthetics. This is 

a logical approach because it is through our aesthetic understanding of experiences that 

we are motivated to reach important goals we place deep within ourselves throughout our 

lives (Rohr, 2011). In addition, many theorists believe that learning occurs through active 

learning strategies that give individuals the chance to physically experience an activity 

and an opportunity to construct knowledge that is not void of feelings (Meyers & Jones, 

1993; Zull, 2002).  John Dewey, the great American educational theorists and 

philosopher was one such theorist. Dewey believed in a hands-on learning approach to 

teaching and one where children learn by doing (1934). Art integration is a hands-on 

learning approach where children learn by doing from creating through an art form 
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(Silverstein, 2010). When children create through an art form their unique perceptual 

differences are encouraged because individual expression becomes a goal (Smith, 2001; 

Lowenfeld & Brittain, 1968). In this way, aesthetics become important in understanding 

differences of perception, because an individual’s aesthetic sensibilities describe who that 

person is and why he or she chose what they did (Greene, 1994). Therefore, using art 

integration in the core curriculum where children are creating through an art form 

supports differences of perception by celebrating diverse perspectives on common themes 

where a child’s individuality may be explored within the classroom.     

 To illustrate, aesthetics is related to beauty and truth (Hohr, 2010). Every person 

has a notion of what they find as beautiful and true, and it is through aesthetics that a 

person identifies what those characteristics are for them (Hohr, 2010).  Dewey believed 

that aesthetics need not only be taught in the arts but in all curricula as a way of 

experiencing the curricula in a more authentic way that addresses individual styles of 

thinking, perceiving, and acting (1934). Dewey believed that aesthetic qualities have to 

be experienced as feelings (1934). Dewey describes these feelings as the dimensions of 

our experiences (1934). Perceptual differences involve different dimensions of an 

experience according to Herman A. Witkin’s perceptual theory of differentiation in 

psychology (Rouse, 1965). People with learning disabilities have perceptual differences 

from their peers without learning disabilities that are hemispheric in origin (Ryan, 2004). 

In understanding perceptual differences, Witkin’s research is devoted to the different 

styles of perception through different perceptual responses. Many of Witkin’s 

suppositions demonstrate similarities to Viktor Lowenfeld’s theory of expressive types in 
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creativity (Rouse, 1968). Children with learning disabilities are highly creative and visual 

learners (Ryan, 2004; Shaywitz, 2005). Many theorists have seen similarities between 

Lowenfeld and Witkin’s work in regards to perceptual differences, and studies have been 

devoted to linking the similarities with artistic development and perceptual differences 

(Rouse, 1965; Turkmenoglu, 2012). 

  To illustrate, Stanford University conducted a study to investigate the 

relationship between Witkin’s perceptual theory and Lowenfeld’s haptic-visual theory, 

from 1962 to 1963 (Rouse, 1965). The study found that individual perceptions are related 

to self-concept and the ability to assess an individual’s perceptual growth may occur 

through the review of drawing samples (Arnheim, 1997; Rouse, 1965; Turkmenoglu, 

2012). The aim of my study is to investigate the visual arts, specifically through drawing 

and painting and an aesthetic education and how combined they affect perceptual 

differences as strengths through the promotion of individuality. Understanding more 

about perceptual differences as strengths may be used to integrate different levels of 

creativity for enhancing self-concept, self-esteem, self-efficacy, and motivation through 

reading instruction for children with learning disabilities as an effective reading 

intervention (Arnheim, 1997).  

 For my study, aesthetic education is introduced to the student’s reading 

curriculum through the use of the biographies of visual artists. Using biographies gave 

the students the chance to relive incidents of the artists’ lives and to better understand the 

ways they perceived the world around them through the artwork they created.  According 

to Dewey, autobiographies and biographies give us the opportunity to understand our 
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students’ needs, interests, emotions, desires, and purposes which in turn supports the 

aesthetic inquiry processes in education (1944). To illustrate, the aesthetic inquiry 

processes in education are concerned with individual interests and individual perceptions 

of the world in which surrounds that individual (Greene, 2001; Dewey, 1944; Witkin, 

1959). Moreover, personal experiences promote intrinsic values that are derived from 

individual meaning (Dewey, 1934). In order to create an educational environment that 

supports personal experiences that promote intrinsic values and are derived from 

individual meaning, I used the visual arts and an aesthetic education. I accomplished this 

by using the visual arts in creating artwork that evolved from artist biographies and open-

ended questioning strategies to enhance reading instruction for children who struggle 

with self-concept and reading acquisition due to learning disabilities.  

 To illustrate further, Dewey believed that “the stamp of the aesthetic needed to be 

on any intellectual idea in order for that idea to be complete” (Eisner, 1998, p. 199). 

In addition, Dewey professed that knowledge cannot be dispensed; it must be 

constructed and reconstructed and located in our individual ways of thinking (1944). Our 

individual ways of thinking have a direct correlation to our aesthetic perceptions. In using 

biographies of the lives of visual artists, group discussions with open-ended questions 

allowed me to investigate each child according to how they thought, felt, and perceived 

the world around them. There were no right or wrong answers, but only the opportunity 

to investigate the different perceptual aptitudes of each child. Through these discussions 

of comparing student lives with that of the artists studied, and in understanding the 

differences of the times they lived into the time that we are living in, I was able to use an 
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aesthetic education in my reading intervention for the study. The students were able to 

create artwork from the lessons they learned of different visual artists and were 

influenced by his or her style giving me the opportunity to investigate perceptual 

strengths through an aesthetic education. In doing so, I was able to understand more 

about the different stages of their artistic development, what expressive creative type they 

fell under, what perceptual aptitude they possessed and how each used their perceptual 

strengths to address the world around them (Lowenfeld & Brittain, 1968; Witkin, 1959). 

In doing so, I was hopeful to increase self-concept through self-efficacy, motivation, and 

self-esteem by better understanding the students’ needs through the application of an 

aesthetic education in combination with the visual arts. 

 Greene was a firm believer that we need to know our students well in order to 

properly give them an aesthetic education (1995). In order to create a learning 

environment where students may be receptive to opportunities in having aesthetic 

experiences during the learning process, the teacher must understand his/her students’ 

interests, motivations, prior knowledge, and values (2001). Greene explains, “The first 

concern of those of us engaged in aesthetic education is to find ways of developing a 

more active sensibility and awareness of our students” (2001, p. 8).  

 Greene explains that an aesthetic education has to do with the quality of an 

experience during the process of learning where a strong emotion exists towards that 

experience in the creation of an art form and in learning other content through an art form 

(Greene, 2001). In addition, how we perceive things relies on our aesthetic perceptions 

(Greene, 2001). Therefore, cultivating the aesthetic sensibilities of our students is 
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important to learn subject matter at a deeper level. Greene speaks of our encounters with 

works of art and how they must open something in our subconsciousness that has not yet 

been open before (Greene, 2005). In this way, we are using the arts to open our minds to 

becoming receptive to meaningful learning for the things that matter to us personally.  

 John Dewey’s focus was on the application of experience (Garrison, 1997). Using 

the visual arts with an aesthetic education has students learning with a multisensory, 

hands-on approach and using experience to solidify learning at a deeper and more 

meaningful level. Aesthetics centers on personal experience and an individual’s 

interaction with his or her environment. In doing so, the individual has the opportunity to 

create a higher level of cognition by experiencing something meaningful to that person in 

the learning process through an encounter with the arts (Garrison, 1997). Understanding 

the power of the imagination and a student’s ability to use his or her imagination 

throughout the learning process is key in using an aesthetic education “…because of all 

of our cognitive capacities, imagination is one that permits us to give credence to 

alternative realities” (Greene, 1995, p. 3).  

In allowing our students to use their imagination and creativity by setting up our 

lessons where they have ample opportunities to experience and explore using both, we 

are creating an environment that is inducive to an aesthetic education. According to 

Dewey (1994) and Greene (2005), an aesthetic experience cannot occur without that 

personal experience . 

 Dewey was the father of experiential learning and the founder of the philosophy 

of pragmatism—an American philosophy. In his works on educational theory and 
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thought, he speaks of the meaning of “truth,” and for Dewey there is no ultimate truth but 

a temporary truth that needs evidence to support its existence that can only be brought 

about through the personal experiences of the beholder (Dewey, 1989). Greene spoke of 

understanding your students’ truth and values as necessary venues for releasing the 

imagination of our students and the importance of imagination in the learning process 

(2001). Greene explains that the learning process and aesthetic education uses personal 

experiences in order to allow people to release their imaginations, to dream of different 

ways of being alive in the world with others and different ways of allowing others to 

address the world that surrounds them (Greene, 2001). Greene explains that when we can 

do this, we have reached a far deeper level of cognition than if we do not. Cognition is 

deeper because we are addressing personal truths, beliefs, intrinsic values, and desires of 

our students’ worlds that otherwise we would not be doing. In this way, learning becomes 

more accessible, more important, and meaningful and the students are more motivated to 

acquire the necessary knowledge to experience life more fully. Ultimately, we all become 

more engaged because we find meaning in what we learn, and in our connections with 

each other that without our existence would be less. 

 Without engagement, one can move but not dance (Greene, 2001, p. 224).   

According to Dewey, personal experiences promote intrinsic values that are derived from 

individual meaning (1934). Dewey believed that it is during these personal inquiries that 

an aesthetic experience occurs (1934). In this sense, the aesthetic experience takes the 

intellect to a higher level. Dewey writes about the quality of personal experience in his 

book Art as Experience, “The difference between esthetic and the intellectual is thus one 
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of the places where emphasis falls in the constant rhythm that marks the interaction of the 

live creature with his surroundings” (1934, p. 14).  

Dewey explains that an emotional tie must happen with past experiences and the 

creation of new meanings within the environment and that this is where the aesthetic 

experience occurs and the intellect is heightened (1934). According to Dewey, the artistic 

side of an aesthetic education has to do with production and the aesthetic component is 

part of the individual’s perception and what that individual finds pleasing, beautiful, 

and/or meaningful to be added to that individual’s intrinsic values and personal truths.  

Both Greene (1916) and Dewey (1944) speak of the arts as an enhancement of the 

ordinary experience in making that experience more profound and meaningful and not so 

ordinary. Greene discusses the function of literature, art, humanities, and social studies as 

the catalysts for an aesthetic experience. In these areas, the individual may bring forth 

personal experiences and truths that correlate to his or her perceptions of beauty and to 

what is pleasing to him or her in a way that strengthens the content learned (1988). 

Learning through inquiry to gain knowledge and truth is a pragmatic perspective that 

Dewey embraces through aesthetics (Bradley, 2001). In my study, I use a pragmatic 

perspective in learning through inquiry and in creating an atmosphere through an 

aesthetic education that allows my students to create their truths and understand their 

intrinsic values. In doing so, learning became more meaningful.  

 In my research study, I use the visual arts and an aesthetic education to enhance 

reading and to raise self-concept through self-efficacy, motivation, and self-esteem. I use 

Dewey, Greene, and Lowenfeld’s philosophical frameworks to guide my research 
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throughout the process. In doing so, I found that my students were able to learn difficult 

material in a deeper and more meaningful way. Dewey believed that education should be 

based on the individual and on his or her interests. Dewey also comments on the aesthetic 

experience and how it does not just occur through making art but through the interaction 

of the object and the viewers’ inquiry and the feelings that occur during the process and 

through the encounter of the object. Experience for Dewey is not interpreted as simply 

having the exposure to the passive undergoing of an act but the meaning that is placed in 

the undergoing of the act by that individual (Dewey, 1944). In this sense, I used the 

visual arts to enhance reading by bringing out personal meaning from my students 

through their aesthetic sensibilities and how they perceived them. We had rich 

discussions with open-ended questions about the artists and how these artists related to 

their lives. In doing so, I was able to reach a heightened awareness in my students of who 

they are, what their dreams are, and where they are going. 

 The arts require judgment and not exact answers. In addition, the visual arts use 

purposeful decisions and choices that have meaning as to why an individual chose a 

color, a form, a line and how he or she created an emotion or a subject and why. 

Moreover, the way an individual perceives a work of art provokes thought, reaction, 

judgment, and reflection into why that person perceives the object in the way he or she 

does. Each individual perception is specific, personal, and unique. I found that the visual 

arts promote different views in the educational setting. In doing so, new realities were 

created for my students where they could think through, and within an image, express 
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themselves in meaningful ways to the cohort about these new realities that they had not 

known before.  

 Through the arts, we learn to see what we had not noticed, to feel what we had not 

felt, and to employ forms of thinking that are indigenous to the arts. These experiences 

are consequential; through them, we engage in a process through which the self is remade 

(Esisner, 2002, p. 12).  

In this study, making aesthetics the focal point in my reading curriculum was 

essential in reaching my students at a deeper level of learning where they gained the 

confidence to address challenging skills in reading that they had not otherwise 

experienced before. In doing so I was able to investigate further the different expressive 

creative types and the different stages of artistic development my students possessed in 

order to further support them in an aesthetic education to enhance reading and to build on 

their self-concept.   

 Moreover, Lowenfeld’s haptic-visual theory describes two distinct differences in 

creativity that support the diversity of perceptual aptitudes in distinctive expressive types 

(Lowenfeld & Brittain, 1968). This has been of interest to art educators for years and 

continues to this day as a way of advancing art education (Rouse, 1965; Arnheim, 1997; 

Turkmenoglu, 2012).  Lowenfeld believed that there are two opposite types of perceptual 

orientation, and these distinctive types are reflected in artistic production (Lowenfeld & 

Brittain, 1968). They are known as the haptic and the visual. The haptic type is subjective 

and emotional in its orientation. The haptic relies on the kinesthetic more than vision. The 

visual type is concerned with an objective analysis of visual detail (Lowenfeld & Brittain, 
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1968). According to Lowenfeld’s theory, development through an art form such as 

painting or drawing, where the teacher has assessed what expressive type his student is, 

may lead to more efficient perceptual development (Rouse, 1965; Turkmenoglu, 2012). 

For this reason, Lowenfeld’s haptic-vsual theory continues to be important for leading 

thinkers of art education (Arnheim, 1997).  

 Lowenfeld’s theory on the different stages of artistic development for child 

development shows the different cognitive and developmental stages of child 

development through drawing (Lowenfeld & Brittain, 1968). Through his theory, it is 

possible to establish a scale of development from visual references. My study used both 

of Lowenfeld’s theories to explore more in-depth my participant’s experiences from 

adding an aesthetic education with a visual art intervention to reading instruction to 

investigate whether there is an increase in my participant’s self-concept, self-esteem, self-

efficacy, and motivation. I accomplished this through a mixed-methods 

phenomenological approach situated in the paradigm of pragmatism and guided by the 

theoretical frameworks of Greene, Dewey, Lowenfeld, and Witkin.  

 Greene, Dewey, and Lowenfeld share in common a belief that the arts and 

aesthetic education are essential components in a child’s development and education 

because the child experiences learning rather than merely receiving knowledge. The arts 

involve active learning strategies, critical thinking skills, imagination, and creativity. In 

addition, the arts in combination with an aesthetic education provide the craft of art-

making with the meaning of the arts in relation to individual expression. All three 

theorists speak of the arts, aesthetic education, and expression as critical to knowledge 
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acquisition that is not lost through low impact learning but retained through a deep 

impression in learning that is significantly tied to the learner’s developmental stage and 

aesthetic sensibilities that are uniquely his or her own. 

 It is the aesthetic that represents the highest form of the intellectual achievement, 

and it is the aesthetic that provides the natural high and contributes the energy we need to 

want to pursue an activity again (Eisner, 2002, p. 576).   

Moreover, the human brain communicates with the arts (Nikkhah, 2011). 

According to recent research on brain-based education, the human brain is prone to 

disorganization, and theorists are finding that the arts bring order and organization to our 

thoughts (Nikkhah, 2011). The arts are a means in which we communicate with our 

environment and nature (Nikkhah, 2011). The arts complement the brain because they 

make the ordinary exceptional, stimulate our senses, and give us the desire to explore the 

unknown, which allows us to make sense of our experiences and reflect on our truths and 

intrinsic values (Eisner, 1998; Greene, 2001).  

 
Statement of the Problem 

 
 

 The way we perceive ourselves is important in how we address situations and 

whether we believe we will be successful in them or not (Ryan, 2004). Furthermore, 

research suggests that one’s self-concept is developed at an early age (Ryan, 2004). 

For children with learning disabilities, having a positive self-concept as a student in 

school is dependent on how successful they have been in school when they are 

challenged by a processing disorder that affects reading, writing, spelling, 
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organization, and comprehension (Davis & Braun, 2010; Ryan, 2004). Research 

suggests that children with learning disabilities have strengths most often associated 

with increased creativity and visual talent (Shaywitz, 2007; Davis & Braun, 2010). 

Children with learning disabilities have abilities to mentally hold an image within a 

visual field in comparison to their typically developing peers without learning 

disabilities who cannot (von Karolyi, Winner, Gray, & Sherman, 2003). Nevertheless, 

how often is a child with learning disabilities, as he or she is busy trying to form a 

positive self-concept, told that he or she has an amazing gift because he or she has 

perceptual differences from his or her peers? More often, the child with learning 

disabilities is misunderstood and is developing a poor self-concept because he or she 

does not understand why he or she cannot read as his or her peers and is often 

embarrassed for his or her “inadequacies,” unless he or she is understood and can be 

taught through his or her perceptual strengths (Ryan, 2006; Shaywitz, 2005). Brain 

scans have shown that children with learning disabilities have differences at the gross 

anatomical level and are not typical in their development, structure, and organization 

of their cells (von Karolyi et al., 2003). In comparison to peers who do not have 

learning disabilities during non-linguistic and linguistic tasks, the activities within the 

brain differ within the hemispheres (von Karolyi, et al., 2003). Some theorists believe 

that children with learning disabilities must be taught in ways that validate their 

perceptual differences instead of making their perceptual differences a liability 

(Shaywitz, 2007).  
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 Moreover, artwork demands a linear process in the completion of a product just 

as mathematics and reading require cognitive organization where necessary (Smith, 

2001). Using the arts as a model for a linear process of learning may help children 

with learning disabilities learn to read and to write (Shaywitz, 2005). Children with 

learning disabilities do not think in words but in images (Ryan, 2004). This earlier 

research suggests the visual arts might be one way to address children with learning 

disabilities strengths of thinking in images rather than in words. The arts encompass 

the kinesthetic, the tactile, the auditory and the visual learners through sound, images, 

senses, and movement (Gardner, 1984). This further supports Gardner’s theory of 

multiple intelligences (Gardner, 1984). In addition, the visual arts help children learn 

to rely on their inner voice, inner feelings, and brings children together in a way that 

promotes social and emotional well-being (Deasy, 2002; Arts Education Partnership, 

2004). Finally, the visual arts give children the opportunity to express themselves in a 

different way other than in the linguistic and mathematical forms of expression that 

dominate present school systems and may often frustrate a child with learning 

disabilities in the traditional school settings (Glazzard, 2010; Smith, 2001). 

 
Problem Statement 
 
 Although research suggests visual art instruction supports the academic and 

social and emotional growth for students in the elementary grades, visual art 

instruction is not readily available for children in the elementary grades (Deasy, 2002; 

Corbett, Wilson, & Morse, 2002; Eisner, 1999). Reading is one such area where visual 

art may help students with learning disabilities achieve success (Ingram & Reidel, 
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2003).  Further, children with learning disabilities in reading struggle in reading 

comprehension (Batshaw, 2002). Integrating the arts through an aesthetic education 

into the core curriculum has been an effective strategy in supporting reading 

comprehension for students with learning disabilities (Batshaw, 2002; Deasy, 2002). 

Despite these understandings, there exists a gap in the literature of how visual art 

instruction through an aesthetic education supports students with learning disabilities 

in reading (Deasy, 2002). 

 
Purpose of the Study 

 
 

 The purpose of my study is to respond to this gap in the research and to 

investigate the aesthetic experiences students with learning disabilities encounter when 

visual art instruction through an aesthetic education is added to their reading 

instruction in order to better understand the students with learning disabilities and how 

they may perceive themselves. As mentioned earlier, for the purpose of this study, an 

aesthetic education is used through an art-based reading curriculum of the biographies 

of artists lives. More specifically, this mixed-methods phenomenological study 

explores how 10 and 11-year-old students with learning disabilities experience an 

aesthetic education with a visual art intervention added to their reading instruction. In 

doing so, the effects on their self-concept, self-efficacy, self-esteem, and motivation 

are further explored. Moreover, the study addresses whether a functional relationship 

between aesthetic education and a visual art intervention exists with reading progress 

and if an increase or stable state of the self-concept occurs. The study uses 
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Lowenfeld’s haptic-visual theory and his theory of stages of artistic development to 

investigate different expressive types in creativity and different levels of cognition 

through the visual arts (Lowenfeld & Brittain, 1968). The study uses the Piers-Harris 

Children’s Self- Concept Scale, second edition (Piers & Herzberg, 2009) to determine 

if the participants’ self-concept remains the same or increases through the aesthetic 

education and visual art intervention through a pre- and post-test administered at the 

beginning of the study and at the end. The study uses the STAR Reading assessment to 

see if scores increase in reading comprehension through a pre- and a post-test. 

 
Research Questions 

 
 

The following research questions are used to guide this investigation: 

1. How do 10- and 11-year-old students with a learning disability define, 

describe, and view drawing and painting and its influence on their self-

concept, self-efficacy, self-esteem, and motivation? 

2. How do 10- and 11-year-old students with a learning disability define, 

describe, and view drawing and painting and its influence on the 

participant’s ability to read? 

3. Does an aesthetic education with a visual arts art intervention increase self-

concept scores in 10 and 11-year-old students who have a learning 

disability? 
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4. Does an aesthetic education and a visual art intervention increase reading 

comprehension and ready fluency scores for 10- and 11-year-old students 

with a learning disability? 

 
Significance of the Study 

 
 

 The study is significant in that one out of every five children with learning 

disabilities has dyslexia (Glazzard, 2010). There is a practical value of finding 

innovative ways of teaching children with learning disabilities how to read in addition 

to finding success in school through academics to build a healthy self-concept, 

increase self-efficacy,  motivation, and self-esteem (Glazzard, 2010). Many people are 

affected by learning disabilities and not just the child with a learning disability. To 

illustrate, there are 70 different forms of learning disabilities in relation to dyslexia 

that affect learning in the ways typical students are able to learn literacy and numeracy 

(Glazzard, 2010). This means that 70 to 80 percent of the students with reading 

difficulties have learning disabilities, five to 15 percent of the U.S. population has 

learning disabilities, and 14.5 to 43.5 million children and adults in the United States 

have learning disabilities (Glazzard, 2010). Therefore, learning disabilities not only 

impact the child and the family but also society (Samuelsson & Lundberg, 2003). 

Drop-out rates in the United States show that 27 percent have learning disabilities 

(Samuelsson & Lundberg, 2003). Moreover, students with learning disabilities are less 

likely to finish college with two percent of students enrolled in undergraduate 
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programs completing the requirements of a four-year program (Samuelsson & 

Lundberg, 2003). 

 In addition, children with learning disabilities have perceptual differences from 

their typically developing peers that do not have learning disabilities. Previous studies 

demonstrate a correlation between perceptual aptitudes and self-concept scales 

(Arnheim, 1997; Turkmenoglu, 2012). As discussed previously, Lowenfeld’s haptic-

visual theory identifies two distinct creative expressive types that correlate to an 

individual’s perceptual differences of maturation and is used to help assess the 

participants level of artistic development through their individual and unique 

perceptual differences (Lowenfeld & Britain, 1968; Rouse, 1968). In order to get 

accurate data in assessing artistic development through perceptual differences of 

different creative expressive types, I used Lowenfeld’s theory of stages of artistic 

development that is later explored in Chapter Two’s Literature Review. In 

Lowenfeld’s theory, children develop through different levels known as schemas, and 

it is possible to view drawings through his table and understand at what level they are 

at in their relationship to their environment and to themselves (Lowenfeld & Brittain, 

1968).  

 In searching for innovative methods for teaching students with learning 

disabilities, research suggests the use of a multisensory approach may be beneficial in 

reading comprehension (Deasy, 2002). The visual arts used as art integration is a 

multisensory approach to teaching and learning (Deasy, 2002). Dewey’s hands-on 

approach to learning and Greene’s educational philosophy on aesthetic education are 
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the theoretical frameworks that support using a multisensory approach to teaching that 

is in art integration. In Lowenfeld’s theory of the different stages of artistic 

development, a teacher could assess a student’s artwork to determine at what 

developmental stage the child was creating from. For typically developing children, 

the stage of drawing realism (Appendix B) is typically from nine to eleven years of age 

(Lowenfeld & Britain, 1968). In this stage, the child is drawing a figure and is using a 

horizon and baseline to show his relationship to his environment, making his first 

conscious approach to decoration, and has become self-aware through personal 

characterization (Lowenfeld & Britain, 1968). Using Lowenfeld’s theory of the 

different stages of artistic development, I was able to assess self-concept, self-efficacy, 

self-esteem, and motivation through Lowenfeld’s different levels of schematic stages, 

which added data to support an aesthetic education and a visual arts intervention for 

reading (Lowenfeld& Britain, 1968). As aforementioned, Lowenfeld also has a theory 

on the two different expressive types in creativity known as his haptic-visual theory 

(Lowenfeld & Britain, 1968). I used this construct to identify the different creative 

expressive types of my participants in order to investigate further their self-concept, 

self-efficacy, self-esteem, and motivation. To illustrate, in Lowenfeld’s haptic-visual 

theory, there are two expressive types known as the haptic and the visual, as 

mentioned earlier.  In addition, students with learning disabilities need to feel 

successful in school, and discovering innovative methodologies of teaching children 

with learning disabilities how to read is important for the benefit of 14.5 to 43.5 

million students’ development in the U.S. school system (Glazzard, 2010; Ryan, 2004; 
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Shaywitz, 2005). As mentioned earlier, research suggests that art integration used with 

the visual arts is an effective intervention with reading challenges; however, limited 

research supports art integration used with the visual arts and an aesthetic education 

with reading for students with learning disabilities (Eisner, 1999; Shaywitz, 2005). 

Therefore, the significance of my study is that by investigating the effect an aesthetic 

education with visual art as art integration has on students with learning disabilities, I 

may be able to find an effective way to teach children with learning disabilities how to 

read in a way that builds on their self-efficacy, self-concept, self-esteem and may 

increase their motivation for reading. In doing so, I would hope to help students with 

learning disabilities in their personal development through an aesthetic education 

where they would have acquired more skills needed to complete future goals like four-

year college degree programs;research has shown fewer students with learning 

disabilities graduate from these college programs than students without learning 

disabilities (Samuelsson & Lundberg, 2003). 

 
Theoretical Frameworks 

 
 

 The foundation of my research is based on the theoretical frameworks of the 

educational theorist and philosopher Dewey and his theory of hands-on learning 

(Dewey, 1934; Baldacchino, 2014). I am using the paradigm of pragmatism in which 

Dewey is responsible for in American philosophy (Creswell, 2013). For aesthetic 

education, I am using Greene’s theory and educational philosophy on aesthetic 

education that relates aesthetics to a way of regaining touch with something new in a 
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way that has never been seen before (Greene, 1994). I am using Lowenfeld’s theory on 

stages of artistic development and his haptic-visual theory on creativity. Lowenfeld’s 

stages of artistic development theory describes the developmental stages of students 

through their drawings, much like Jean Piaget’s cognitive developmental theory 

(Lowenfeld & Brittain, 1968; Butzow, 1980). However, Lowenfeld’s haptic-visual 

theory more specifically describes the two different expressive types in creativity 

which would add to Piaget’s cognitive developmental theory of the developmental 

stages of creativity through perceptual differences that relate to an individual’s 

aesthetics thinking (Lowenfeld & Brittain, 1968). In understanding more in-depth 

about an individual’s aesthetics thinking, we could understand more about the way that 

individual perceives the world around him or her and their reactions to their 

surroundings—positive or negative. This idea of perception originates from Herman L.  

Witkin’s perceptual theory, where individual perceptions are related to an individual’s 

self-concept in cognitive psychology and could be partly assessed through visual 

references such as through the visual arts as my visual arts and aesthetic education 

reading intervention proposes (Rouse, 1965; Arnheim, 1997, Turkmenoglu, 2012). 

 
Research Design 

 
 

 My study is a mixed-methods phenomenological study. For the qualitative 

research, I am interested in the participants’ views and their experiences with the 

phenomenon of addressing their perceptual strengths through the visual arts and an 

aesthetic education with reading instruction (Creswell, 2006). I will do this through 
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observations, interviews, and artifact reviews in a natural setting using myself as the 

researcher and as the prime instrument in gathering data (Creswell, 2006; Maxwell, 

2005). Qualitative data is analyzed using comparative methods where I will rely on 

emergent coding techniques that give me categories and themes to develop to relate to 

past research and to my theoretical frameworks (Creswell, 2006). In the quantitative 

research, I am interested in investigating the functional relationship between aesthetic 

education with visual art as art integration added to reading instruction for an 

intervention to reading and self-concept for students with learning disabilities who are 

between the ages of 10 and 11. 

 
Research Methodology 

 
 

 I used the STAR Reading standardized reading assessment to gather 

standardized achievement scores as a pre- and post-test for reading progress. I 

collected reading fluency scores through pre- and post-test reading fluency activities 

during the 10-week intervention. My data collection time-frame was ten weeks, which 

is a standard time-frame for clinical studies for a specialized population in special 

education (Cooper, Heron, & Heward, 2007). I am the special education teacher in my 

classroom, and I accessed the participants as students in my classroom on a daily basis 

of five days a week for 90 minutes a day in a natural setting of the resource room that 

my students are accustomed to. I measured the students’ self-concept, self-esteem, 

self-efficacy, and motivation through the stages of artistic development theory 

(Appendix B) and the haptic-visual theory of different expressive types in creativity 
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(Lowenfeld & Brittain, 1968). I used seven students with learning disabilities from 

grades four and five from the Cut Bank School District #15 in northwestern Montana. 

Participants were selected through criteria that are defined by students with learning 

disabilities and students who have not been exposed to training in the visual arts before 

outside of the occasional classroom teachers’ art projects or occasional visiting artist 

workshops. Seven students were chosen that created a small cohort and the phenomena 

of the group became important in understanding the effects an aesthetic education and 

a visual art intervention had on a group of students with learning disabilities for a 

reading intervention that investigates self-concept through self-esteem, self-efficacy, 

and motivation. 

 The seven students in my study represent the lower socio-economic levels of 

society through students from a small rural community in Montana. They had not been 

exposed to a rich program in the visual arts that may teach them the fundamental 

elements of creating drawings and/or paintings or how to differentiate between modes 

of expression as students in larger communities may have had the opportunities to 

experience. They had never been exposed to museums that contain the masters of great 

periods in art such as those that may belong to Impressionism, Expressionism, 

Surrealism, Realism, and/or Modernism. Nor had they ever been exposed to our 

foundation of western modern art through the rich history of American and French 

painting and/or the Mexican muralists in order to understand American art today. For 

the most part, if they had an idea of any of these times in history, they had received 

information from books or the internet in some unstructured manner because the visual 
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arts are not readily available for children in the elementary grades in the public schools 

of small and rural Montana communities. Therefore, they had not ever experienced 

studying visual art through firsthand experiences of visiting pieces in a gallery or a 

museum. In order to understand their visual art background, I used interviews to 

determine their level of visual art education before and after the intervention 

(Appendix A and Appendix D).  

 Participants created artifacts through painting and drawing. The participants 

were provided the supplies and they ranged from watercolors, charcoals, pastels (oils 

and soft), pencil, and acrylic paints. Each subject completed nine paintings/drawings 

during a 10-week time frame. The stimuli for the paintings was the same for all 

participants and came from learning about an artist through an aesthetic education 

through artist biographies. To illustrate, the students and I as the teacher read aloud a 

biography about the artist life and learned how the artists looked at the world 

differently than others in a collaborative group setting. From this information, the 

participants created a piece of artwork influenced by the style that they were learning 

from (e.g., painting a Cubist portrait as they learn about Cubism through Picasso).  

 The paintings and drawings were further analyzed according to their style as 

either haptic or visual from the criteria of Lowenfeld’s’ theory on the different creative 

expressive types either haptic or visual (Lowenfeld & Brittain, 1968). Determining at 

what stage of artistic development the participant fell under uses five major categories 

that include mode of representation, spatial treatment, color usage, treatment of the 

detail, and mode of balance that are from Lowenfeld’s stages of artistic development 
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theory. The stages are explored more fully in the literature review in chapter two.. This 

data was further used throughout daily discussions with the participants as an ongoing 

awareness of understanding more of their perceptual strengths.  

 In addition, the Piers-Harris Self 2 Children’s Self-Concept Scale (Piers & 

Herzberg, 2009) was administered as a pre- and post-test to determine whether the 

self-concept has remained at a stable baseline from the baseline scores of the pre-test 

or ascended in its data path. The STAR Reading test was administered in the same 

manner. The children were interviewed thereafter to further investigate their 

motivation, self-efficacy, and self-esteem as they look at the difference between their 

scores and further express what the scores mean to them. I compiled data daily from 

the tables and used their interviews from open-ended questions (Appendix D), 

observations (e.g., field notes) and artifacts (e.g., drawings and paintings of students) 

to demonstrate findings.  

 For the quantitative section I used a pre and post-test of the Piers-Harris Self 2 

Children’s Self-Concept Scale (Piers & Herzberg, 2009) and a pre- and post-test of the 

STAR Reading test. The Piers-Harris Self 2 Children’s Self-Concept Scale (Piers & 

Herzberg, 2009) is divided into the self-concept raw scores that are the TOT score and 

the six domain scale scores: behavioral adjustment (BEH), intellectual and school 

status (INT), physical appearance and attributes (PHY), freedom from anxiety (FRE), 

popularity (POP), and happiness and satisfaction (HAP). The Piers-Harris 2 is 

appropriate for use in educational research that requires an efficient quantitative 

assessment of a child’s reported self-concept (Piers & Herzberg, 2009). The Piers-
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Harris 2 has been used in scholarly literature for over four decades in the evaluation of 

psychological and educational interventions for the purpose of investigating the 

relationship between self-concept and other traits and behaviors (Piers & Herzberg, 

2009). In my study, the Piers-Harris 2 is used to determine the functional relationship 

between reading instruction and self-concept through a visual art and aesthetic 

education intervention added to reading instruction for students with learning 

disabilities in grades four and five and between the ages of 10 and 11.    

 For the qualitative section, I used interviews. Each interview was 45-60 

minutes long and was audio and video recorded on an iPad. I ensured all participants 

that the information was to be used in my research to help support reading acquisition 

for my students with learning disabilities; however, their names will not be used. 

Participants went under pseudo names. The pseudo names were chosen according to 

the artist we studied and that child’s particular interest in the artist. The pseudo names 

were Pablo from Pablo Picasso (Cubism), George for George Bellows (American 

Realism), Frida for Frida Kahlo (Mexican Surrealism), Salvador for Salvador Dali 

(Surrealism), Richard for Richard Diebenkorn (American Expressionism), Claude for 

Claude Monet (French Impressionism), and Franz for Franz Marc (German 

Expressionism). The students gravitated towards the different artists that they 

identified with, and that is how their pseudo names were chosen. They had a personal 

connection with the artist’s work and his or her life. I investigated the themes through 

a thematic analysis by coding, categorizing, and making clusters of concepts that relate 

to self-concept, self-efficacy, self-esteem, and motivation. 
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 I began with baseline data from the Piers-Harris Self 2 Children’s Self- 

Concept Scale scores to determine how the students perceived themselves. I correlated 

the data by color-coding the data and looking for general themes that present 

themselves as the research unfolds in understanding the phenomenon of the cohort and 

visual art and aesthetic education intervention as it applies to reading and to self-

concept (Creswell, 2006; Maxwell, 2005).  

 
Participants 
 
 The research participants are students in the fourth and fifth grade who have 

learning disabilities. The sample size is seven. They are students who are from lower 

socio-economic backgrounds and who have not had much exposure, if any, of visual 

art in museums, art instruction, or cultural experiences outside of their small and rural 

community of northwestern Montana. They are students from the Cut Bank Public 

School District #15. They are one female and six males between the ages of 10 and 11. 

They are chosen out of a group of students who are struggling from a reading 

challenge, and they have not made sufficient progress in reading. The participants are 

selected through criteria that identifies each as learning disabled through an 

individualized education plan (IEP) and are receiving special education services for 

learning disabilities in reading in my classroom. The participants chosen had a 

propensity towards art and yet have not had any formal art training or any exposure to 

great works of art that would be more readily available in larger cities with museums.  

 



31 
 

Data Collection 
 
 Portfolios were made of each student’s artwork. Students were informally 

assessed on their expressive creative type and their stage of artistic development. 

Students were supported in understanding their different creative expressive type and 

their stage of artistic development. In doing so, the process became more important 

than the final product. The artifact represented their abilities to use the arts for 

expressivity and in finding their own voice. In doing so, the students were able to 

explore their personal struggles and triumphs with reading acquisition with more ease 

in the security of the cohort and how they overcame difficulties through their 

perceptual talents. The students began to see their perceptual differences as strengths 

rather than deficiencies. Through data analysis of collecting and categorizing themes, 

students discovered individualized personality traits that helped them succeed in other 

areas of skill acquisition such as reading. The data was evident through daily 

discussions, engagement, fluency, and comprehension scores and through formative 

assessment strategies that demonstrated they had acquired new knowledge on the 

artists we were reading about. All of this data was discussed in the small group of the 

cohort and the children’s confidence grew as evidenced by the post-tests of the Piers-

Harris Self 2 Children’s Self- Concept Scale and of the STAR Reading test. Most 

importantly, it was evident in our conversations, the cohesion of the group and the 

trust level of all members of the group to me and to their peers within the group. 

 Greene explains that using aesthetic education is a multi-step process that uses 

the arts to create a new world of feeling and meaning, which leads to the aesthetic 
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experiences if done properly (Greene, 2001). Greene discusses using open-ended 

questioning strategies that do not have a correct answer, collaborative small groups 

were trust is built, working with students’ interests, and foremost, getting to know your 

student and what motivates him or her (Greene, 2001). 

 
Operational Definitions 
 
 Aesthetic Education—A way of regaining touch with the process of learning 

something new, of being introduced to a medium never known in a particular way before. 

It is the incorporation of the arts across the curriculum in a way that fosters a heightened 

awareness of and appreciation for all that touches our lives (Greene, 1994).  

 Art Integration—“Art Integration is an approach to teaching in which students 

construct and demonstrate understanding through an art form. Students engage in a 

creative process which connects an art form and another subject area and meets 

evolving objectives in both” (Silverstein & Layne, 2010). 

 The Arts—The arts are described as visual arts, music, dance, drama, and 

media arts (Silverstein & Layne, 2010). 

 Multisensory Instruction—A way of teaching that engages more than one 

sense at a time. Multisensory instruction integrates the visual, tactile, auditory, and 

kinesthetic learning elements (Thorpe & Borden, 1985). 

 Learning Disabilities—The Individuals with Disabilities Education Act 

defines learning disabilities as  

A disorder in one or more of the basic psychological processes involved 
in understanding or in using language, spoken or written, that may 
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manifest itself in an imperfect ability to listen, think, speak, read, write, 
spell, or do mathematical calculations, including conditions such as 
perceptual disabilities, brain injury, minimal brain dysfunction, dyslexia, 
and developmental aphasia. (34 Code of Federal Regulations §300.7(c) 
(10) 
 

 Self-Efficacy—According to Bandura (1994), self-efficacy is “Beliefs about 

capabilities to produce designated levels of performance that exercise influence over 

events that affect our lives” (p. 71).  Both confidence and self-concept are aspects of 

self-efficacy. 

 Self-Concept—Academic self-concept is considered a generalized, domain-

specific feeling of competence that is determined by a student’s experiences with 

success in the school environment and within specific content areas (Hänze & Berger, 

2007).  Children with low self-concept beliefs perceive themselves as struggling in 

academics, question their intellectual abilities, feel less popular, and have difficulty 

behaving (Kloomok & Cosden, 1994).  Lackaye & Margalit (2006) found that students 

with learning disabilities had lower grades, put forth less effort, had decreased self-

efficacy, saw their world as less manageable and meaningful, exhibited less positive 

mood, and had a lack of hope as compared to their non-disabled peers.  Even when 

these students showed comparable academic skills to their peers without learning 

disabilities, they continued to hold lower self-efficacy beliefs (Kloomok & Cosden, 

1994; Lackaye & Margalit, 2006).  In fact, the average academic self-concept and 

general self-concept scores of children with learning disabilities are significantly lower 

than non-disabled peers.  After analyzing three measures of self-concept and academic 

efficacy, Tabassam and Grainger (2002) found that students with learning disabilities 
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average self-concept score fell in the 27th percentile in opposition to scores of non-

disabled peers that averaged in the 50th percentile.  Similar patterns were evident on 

measures of self-concept. 

Motivation—a person’s desire to accomplish a task that requires enthusiasm, 

determination, perseverance, and willingness (Paulsen & Felman, 1999). 

 
Assumptions, Limitations, and Delimitations 

 
 

Assumptions 
 
 The following assumptions are fundamental to my research study. It is assumed 

that these 10- and 11-year-old students with learning disabilities are students who are 

challenged by reading, writing, spelling, comprehension, and organization. It is 

assumed that these 10- and 11-year-old students with learning disabilities can describe 

their perceptions on how using an aesthetic education and the visual arts in reading 

instruction influences their self-concept, self-efficacy, self-esteem, and motivation. It 

is assumed that these participants who are ten and eleven-year-old students and have 

learning disabilities have perceptual differences that affect how they develop 

artistically, express themselves creatively and that these character traits affect their 

self-concept, self-efficacy, self-esteem, and motivation. It is assumed that these 10- 

and 11-year-old students with learning disabilities who are the participants of this 

study expressed themselves and their perceptual differences truthfully and honestly 

and in an authentic manner without feeling pressured by the cohort or by myself as the 

researcher and teacher. 
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Limitations 
 
 The following limitations of my study are expected. This study is limited to the 

perceptions and experiences of the 10- and 11-year-old students with learning 

disabilities that are participants of this study. This study is limited to 10- and 11-year-

old students with learning disabilities in a reading class in a public elementary school 

in rural Montana. Participants of this study were selected by their age, grade, reading 

level, and the fact that they have learning disabilities and are currently being served 

under an IEP and receiving services in special education. The study is limited by my 

ability as the researcher to develop the appropriate research tools and protocols to 

address the research questions in a way that supports the purpose of my research. 

 
Delimitations 
 
 The following limits may be imposed on my investigation as the researcher. 

Participants are limited to my students who are 10- and 11-years old, in a special 

education classroom and are being served with an IEP under the disability category of 

a learning disability. Participants are limited to a rural town in northwestern Montana. 

 
Chapter Summary 

 
 

 Children with learning disabilities struggle in basic reading skills and this has 

an effect on their self-concept (Davis & Braun, 2010). A recurrent theme in the 

literature is that early interventions are important for children with learning disabilities 

in order to develop a strong self-concept (Davis & Braun, 2010; Ryan, 2004). Greene 
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describes an aesthetic education as a way of regaining touch with the process of 

learning something new through the arts and addressing the perceptual differences of 

that individual (Green, 1994). Dewey believed that aesthetic qualities have to be 

experienced (1934). Witkin describes perceptual differences and how they involve 

different dimensions of an experience through his perceptual theory of differentiation 

in psychology (Rouse, 1965). People with learning disabilities have perceptual 

differences (Ryan, 2004). The main purpose of this study is to determine whether an 

aesthetic education and a visual art intervention have a positive effect on children with 

learning disabilities. The study investigates the relationship between an aesthetic 

education and a visual art intervention and its effect on the self-concept and basic 

reading skills of reading comprehension and fluency. The study is a phenomenological 

mixed-methods study in order to investigate the phenomenon of the intervention effect 

on the cohort and analyze the reading and self-concept scores in efforts to add to the 

existing body of research for children with learning disabilities and effect reading 

interventions. Moreover, the research represents an investigation into the problem of 

little art education for children in the elementary grades when studies have 

demonstrated that the visual arts have been effective in supporting a positive self-

concept and have raised academic achievement scores for children with learning 

disabilities (Davis & Braun, 2010; Ryan, 2004).   
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CHAPTER TWO – REVIEW OF THE LITERATURE 

 
Introduction to the Literature Review 

 
 

 The literature review attempts to define aesthetic education by addressing its 

background, history, and its connection to policy in education in the United States and 

globally. In this chapter, a brief introduction of aesthetic education and art integration 

follow.  From this point, art integration and learning disabilities are explored. 

Thereafter, brain-based learning research and constructivism are investigated. 

Moreover, Dewey’s hands-on learning theory, Greene’s aesthetic education 

philosophy, and Lowenfelds’s stages of artistic development and his haptic-visual 

theory on different expressive types in creativity are researched. The literature review 

will then end with the gap in the literature concerning effective reading strategies for 

children with learning disabilities that use an aesthetic education and the visual arts as 

a reading intervention for students with learning disabilities. 

 
Aesthetic Education 
 
 There has been a change in the educational research for Kindergarten through 

the ninth grade from a narrow focus on basic skills acquisition in linguistic and 

mathematical knowledge to curricula that use creativity, personal development, and 

expression through an aesthetic experience and activity (Amadio et al., 2006). The 

change has created contemporary curricula that relate to personal development and 

rely on the concept of the competent individual and the cosmopolitan citizen for an age 

of globalization as necessary skills required by the twenty-first century workforce 
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(Amadio et al., 2006). Compared to the schools of the twentieth century, students of 

the twenty-first century are expected to construct their knowledge base and 

competencies in a self-directed way that relates to their personal interests, strengths, 

and abilities (Rosenmund, 2006). Aesthetic education is used to cultivate personal 

perceptions and feelings of experiences that translate to an individual’s taste where 

decisions are made based on personal interests and knowledge (Benavot, 2002). 

Children must be taught how to use their individual preferences and experiences in 

learning new concepts, and research has demonstrated that aesthetic education 

supports children’s decision-making that relies on personal development (Benavot, 

2002; Amadio et al., 2006; Csikszentmihalyi & Schiefele, 1992). Aesthetic education 

in the curricula is now emphasized in the schools globally according to world 

conferences organized by the United Nations Educational Scientific and Cultural 

Organization (UNESCO) (Rosenmund, 2006).  

 The regional and global patterns identified in school curricula has been 

compiled by the UNESCO International Bureau of Education (IBE) (Rosenmund, 

2006). On a worldwide level, studies revealed that aesthetic education has become an 

important part of the core school curriculum. Aesthetic subjects are most often taught 

in the primary years building on aesthetic skills, and the more advanced the socio-

economic context, the more time is spent on aesthetic education in the higher grades 

(Amadio et al, 2006). 
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Background of Aesthetic Education 
 
 In the United States, aesthetic education was part of the core curriculum as 

early as the 1870s. Arts education was used for industry as part of the public school’s 

curriculum to prepare students for industrial employment. Drawing was a required 

subject at the time. Drawing instruction was based on freehand, memory, the model, 

perspective, and geometric drawings. Drawings were used to train students hand and 

eye coordination and to strengthen memory. In addition, drawing was used to develop 

taste and aesthetic sensibilities for personal development (Oelkers & Klee, 2006).  

 In the meantime, the German Kunsterziehungsbewegung of the 19th and early 

20th centuries used aesthetic education as support against the alienation of individuals 

that was brought on by industrialization and also against the popular rationalization 

and intellectualization of the time. Kunsterziehungsbewegung was part of the 

progressive education movements, like the Arts and Crafts Movement that was inspired 

by Ruskin and Morris. Kunsterziehungsbewegung’s purpose was for a comprehensive 

human education that meant the formation of personality that would be shaped by an 

aesthetic experience, which would manifest itself by the unfolding of the creative 

experiences of a child. The Selbsttatigkeit known as the self-activity was of the artistic 

practice that was specifically used in the schools as a means of learning self-control 

through the artistic processes of shaping materials. At the same time, music and art 

education were used as a tool to reform society ( Oelkers et al., 2006; Efland, 1990).  

 The Kunsterziehungsbewegung in Germany and the Arts and Crafts Movement 

that originated in Britain that moved to the United States between 1880 and 1920 are 
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the foundation for the creativity rationale and the emphasis on personality 

development that became prominent in the field of aesthetic education up until the 

1960s. This opened the door for the psychological and cognitive research of the 1950s 

to move from the research of the basic skills in learning to the research of the 

development of the learner. This period is known as the progressive movement in 

education that educational theorist and philosopher Dewey became instrumental in 

through his theoretical framework of learning based on his hands-on learning theory. 

 After World War II, aesthetic education was taught through learning in the 

Visual Arts, music, dance, drama, and through performances as well as handicrafts. 

Aesthetic education became a worldwide push inside curricula in efforts for social 

justice, empathy, and the preservation of culture as well as the development of culture 

and taste, or aesthetics (Kamens & Cha, 1992). International agencies were used for 

the process of progressive institutionalization of aesthetic subjects for official school 

curricula. UNESCO was one such agency that was active in the organization of global 

meetings and conferences.  

 In Bristol in 1951, world conferences on the instruction and curricula for the 

plastic arts occurred, in Paris in 1951, and The Hague in 1953 for theater and drama 

for youth, and in Brussels in 1953 conferences on the role of music education for 

youth, adults, and society occurred. There were two sessions of the International 

Conference on Public Education that is now known as the International Conference on 

Education (ICE), organized by UNESCO and the IBE, held in Geneva that were 

concerned with teaching handicrafts in secondary schools (13th ICE session, 1950) and 
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visual arts in primary and secondary schools (18th ICE session, 1955). Because of 

these global gatherings, the consensus was that aesthetic learning was important for its 

emotional, cognitive, social, and physical effects (UNESCO 1953; UNESCO and IBE 

1950; 1955). The international meetings warranted the necessity of and the right to arts 

education for the development of society through its individual citizens. Ministries of 

education were encouraged to support the arts in the schools and in the communities 

worldwide. Today, aesthetic education has become an important part of the curriculum 

in most countries and is currently considered as one of the core subjects of school 

curricula across the globe according to ICE. 

 
Philosophers and Educational Theorists for Aesthetic Education 
 
 Greene, one of America’s most influential educational philosophers and 

theorists of the 20th century, devoted her life to aesthetic education and said that the 

main purpose of an aesthetic education is to learn through the arts in order to develop 

an artistic literacy (Smith, 2005). Greene believed as Dewey did that students needed 

to be able to transform human experience into artistic expression and they needed to be 

able to make sense of their own creativity and of their own expressions as well as that 

of others (Burton, 1994). In addition, Greene believed that students needed to have an 

appreciation and sensitivity towards the arts because this would help them develop 

certain personality traits such as creativity, expressivity, and imagination in addition to 

self-confidence, motivation, perseverance, and a critical spirit (Greene, 1994).  

 The early hopes of modern educational philosophies relate to the ideas of 

educating individuals through an aesthetic experience and activity in order to improve 
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societies thus enhancing the progress of humankind. In the late 18th century, Friedrich 

von Schiller (1793-1794) and the German romanticists believed in teaching aesthetic 

appreciation and art for social reconstruction and for the improvement of humanity. 

Schiller’s ideas were based on social integration and cohesion, through peace, ethics, 

justice, truth, and knowledge which are to this day thought of as the goals of the 

educational process (UNESCO, 2001). For these reasons, aesthetic education is 

thought of as contributing to the acquisition of the social competencies such as 

tolerance, cooperation, interaction, citizenship, and conflict-resolution (Ruiz, 2004). In 

addition, aesthetic education plays a part in the formation of cultural identity and of a 

common culture, as well as an open mind to diversity, other cultures, and the inner-

cultural dialogue within communities. In addition, there are those that emphasize that 

an aesthetic education has an impact on economy.  

 Besides personal development and human progress, the goals of aesthetic 

education are part of a larger social, political, and educational purpose. The 

international competitiveness that exists today in the workforce requires a global 

knowledge economy that translates to societal change and is evidenced through 

individual aesthetic development (Ruiz, 2004). There are many positive effects of the 

impacts of the arts on social cohesion, health and well-being, community 

image/regeneration, and education and learning that are showing to be transferable to 

the workplace, according to recent studies from Scotland on the social and economic 

impact of the arts (Ruiz, 2004). Past educational systems were modeled on 

industrialism. We cannot educate our children the way we use to. We need to educate 
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them differently (Robinson, 2000). Education through the arts towards creativity, 

communication, and self-management skills are essential to educating today’s children 

(Robinson, 2000). The workforce of today requires creativity and innovation and basic 

education no longer is valid education for preparing students for the 21st century. 

Students today require advanced intellectual and creative skills that promote 

independence and interdisciplinary thinking that need to be required early in a child’s 

education.  

 According to some theorists, independence and interdisciplinary thinking skills 

need to start in pre-school and extend into graduate school to promote lifelong learners 

as a necessity for a global age and responsibility (Robinson, 2000). Research 

demonstrates the transferable competencies from the schools to the workforce through 

an aesthetic education and the arts build skills, increase scores on standardized tests, 

increase success in academics, and lower crime among at-risk and general populations, 

which offer states alternatives in building future workforces and saving money and 

time (NGA Center for Best Practices, 2002, p.1). Arts education is tied to cultural 

policies and does strengthen international competitiveness in the new knowledge 

economy where decisive factors are based on intellectual property, cultural capital, and 

creative enterprises (Feigenbaum, 2002).  

 Current debates on arts education in Europe and the United States use 

keywords such as commodification, neo-liberalism, and instrumentalism for those 

interested in reforming education to a learner-centered way. In a reaffirmation of the 

aesthetic learning experience, new operational definitions of creativity and the values 
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of indeterminacy, pluralism, and dialogue are set against a purely economic rationale. 

A radical pedagogy has been proposed with a deterministic approach towards 

education that the focus is on process rather than outcomes, and on the whole 

development of the learner (Dineen & Collins, 2005). 

 
Art Integration 
 
 Art integration is an approach to teaching that gives students multiple ways to 

learn and to construct meaning from what they are learning (Silverstein, 2010). 

Learning becomes visible through an art form (Silverstein, 2010). Students do not 

learn and recall information without synthesizing the content to create a deeper 

understanding through an art form. Children benefit from the opportunity to construct 

their understanding of content in different ways (Silverstein, 2010). Visual Arts allow 

students the chance to show what they are learning through observing, listening, and 

creating (Silverstein, 2010). Using arts integration in the classroom is a natural way to 

differentiate instruction where students can engage in the creative process (Silverstein, 

2010). The visual arts give students the chance to use their imagination and to produce 

works that are meaningful and original. When arts integration is taught properly in the 

classroom, the heart of arts integration is in the creative process because students do 

more than repeat a song, follow directions, or copy an art project (Silverstein, 2010). 

The creative process is not a single event but is a process that uses many phases that 

interact with each other. The different phases of the creative process are essential in 

constructing knowledge and keep students motivated and engaged in the learning 

process (Silverstein, 2010).  
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 The approach teachers use to teach often relies on a teacher’s belief in how we 

learn. An arts integration classroom is student-centered. Learning is actively built, and 

reflection is used to process what is learned. Art integration evolved from the 

constructivist learning theory. Collaboration, problem-solving, reflection, and using a 

hands-on learning approach are all basic components for the classroom that uses arts 

integration (Silverstein, 2010). Using arts integration is teaching experientially.  

 

 
Figure 1. The Creative Process (Silverstein, 2010) 
 
 
Stages of Artistic Development and the Haptic-Visual Theory 
 
 Lowenfeld (1903-1960) influenced many art educators and cognitive 

psychologists through his stages of artistic development and his haptic-visual theory 

on the different expressive types of creativity (Lowenfeld & Brittain, 1968). In 

Lowenfeld’s stages of artistic development, he suggests that children’s drawings are 
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representative of children’s cognitive levels of development (Lowenfeld & Brittain, 

1968). Lowenfeld developed different stages through schema levels that are 

representative of the child’s self-concept and his relationship to the environment 

through different levels of cognition (Lowenfeld & Brittain, 1968). In his artistic 

development theory, students’ artwork may be assessed according to their cognitive 

level and the ability to identify individual personality traits through expressivity in art 

becomes possible (Lowenfeld & Brittain, 1968; Rouse, 1965). 

 In Lowenfeld’s haptic-visual theory, he believed that there are two distinct 

types of creative activity and/or expressive types (Lowenfeld & Brittain, 1968). He 

identified these two different types as haptic and visual (Lowenfeld & Brittain, 1968).  

The haptic is considered emotionally oriented relying more on the kinesthetic than on 

vision (Lowenfeld & Brittain, 1968). The visual is concerned more with the visual 

details from an objective analysis (Lowenfeld & Brittain, 1968). Lowenfeld’s 

construct remains popular among art educators and cognitive theorists devoted to the 

study of perceptual differences (Rouse, 1965). To illustrate, Witkin was a psychologist 

who researched individual differentiation of which perception is an important part of. 

Witkin’s perceptual theory is based on differentiation (Rouse, 1965). According to 

Witkin, there are different types of perception styles. Differentiation in psychology 

refers to the degree of complexity within a system’s structure (Rouse, 1965). 

Individuals that are highly differentiated have a clear separation of what is belonging 

to the self and what is identified to belonging external to self (Rouse, 1965). An 

individual who is well-differentiated would demonstrate more skills that are dependent 
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on internal forces than a person who was less differentiated who would depend more 

on the external forces to operate (Rouse, 1965). 

 According to Lowenfeld, there are two opposite types of perceptual 

orientations and these are reflected in artistic activities (Lowenfeld & Brittain, 1968). 

Lowenfeld explains that the haptic artist is concerned more with space in terms of the 

experience with the object whereas the visual is concerned more with space as in the 

actual perspective of the object in space (Lowenfeld & Brittain, 1968).  For the 

purpose of this study, Lowenfeld’s stages of artistic development and his Hhaptic-

visual theory are used to investigate the participant’s self-concept, self-esteem, self-

confidence, and motivation in relation to reading acquisition (Lowenfeld & Brittain, 

1968). Lowenfeld uses schemas to describe how a child feels about himself, the 

environment, and his place in the environment. Schemas are divided into categories of 

form (i.e., human, object) and space (i.e., environment). 

 
Human Schema 
 
 Human schema is highly individualized and can be used as a reflection of the 

child’s developmental stage in understanding his self-concept (Lowenfeld & Brittain, 

1968). Human schema is used to describe the figure the child has chosen after much 

experimentation to represent the achievement of a form. As the child arrives closer to a 

form and does not have an experience to change this form outside of his realm, the 

child achieves a figure that becomes his symbol for a human from then on, until he 

develops into the next schematic stage (Lowenfeld & Brittain, 1968). By the age of 

seven, typically developing children have drawn a head, body, arms, and legs and 
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some features of expression with geometric lines that lose their meaning once pulled 

apart from the drawing. Schemas are repeated for each human figure in the drawing. 

Here the child is not copying a visual form but has arrived at a concept through his 

process of thinking, awareness of feelings, and development of his unique perceptual 

abilities (Lowenfeld & Brittain, 1968). 

 
Space Schema 
 
 The discovery and order of space relationships become apparent when the child 

no longer thinks of symbols by their names like “this is a tree or a car…” without the 

relation the object or form has to space that he developed in an earlier pre-schematic 

stage. Here the child is grounded and draws himself grounded within a space where he 

is comfortable or uncomfortable within that space. This shows the child’s first 

conscience awareness of himself as being part of the environment (Lowenfeld & 

Brittain, 1968). 

 
Psychological Importance of Schema 
 
 Once the child has arrived at a concept of man and space meaning may be 

applied to any deviations from these schemas and insight may be gained of the child’s 

self-concept and feelings towards himself and his relationship to his environment. 

There are three principal forms of deviation to work from that are an exaggeration of 

important parts of the human or of the space: the neglect or the omission of suppressed 

parts which usually refers to size, and a change of symbols for important parts which 

usually refer to shape (Lowenfeld & Brittain, 1968). Children create size relationships 
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that are real to them and do not intentionally exaggerate shapes or sizes. Children draw 

how grownups see them. The schemas of children can give the adults insightful details 

about the child’s development (Lowenfeld & Brittain, 1968). 

 
Space 
 
 Through time representations of space, a child may represent different 

sequences of events. Understanding a child’s use of space can give rich information on 

the child’s motivation. One source of time sequencing represents the child’s desire to 

communicate. This sort of representation is most commonly associated with a child 

that likes to tell stories and/or listen to stories told to him (Lowenfeld & Brittain, 

1968). The other type of time representations through space and sequencing is through 

an emotional involvement with the representation and the act of drawing the 

representation. In this type of time-representation, the most significant thing to the 

child is the action that is drawn itself (Lowenfeld & Brittain, 1968). And the third way 

is known as an x-ray picture where the child draws the inside and the outside of 

something that you could not possibly see in real life but want to be aware of for all 

aspects of a situation or story (Lowenfeld & Brittain, 1968). All three ways are 

insightful in understanding more about the child’s self-concept, motivation, feelings 

and attitudes of self, and his place in the environment in relation to others. 

 
Color 
 
 The relationship between color and object is important in understanding the 

child’s feelings towards himself and the environment. In the same way the child 
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decides to repeat how he shows himself in space, the child will repeat how he 

identifies color with certain objects. Understanding the child’s relationship to color 

and to space are direct reflections of the child’s thinking processes (Lowenfeld & 

Brittain, 1968). In this process, the child has begun to think in abstract ways and has 

developed the ability to generalize and formulate a self-concept and to reinforce his 

feelings about himself and his relationship to his environment. For example, the child 

will start to ask questions: What color is the sky? Why is the sky blue? What color is 

the grass? Why is the grass green? The establishment of color to an object is a huge 

accomplishment for the child whereas for the adult the details become more important: 

Is the sky hazy? Is the grass dry? How do these things affect the color? However, each 

child has developed his own color relationships, and these should be respected to 

understand more about the child’s developmental stages through his visual and/or 

emotional schemas (Lowenfeld & Brittain, 1968). Most often the child’s first 

experience in his relationship with color and the object usually marks how that object 

will be represented from then on. For example, if the child identifies the sky with a 

dark and rainy day then his color relationship with the sky will be dark (Lowenfeld & 

Brittain, 1968). If the child’s relationship with the sky started with a sunny bright blue 

day, then his color for the sky may be bright blue from then on (Lowenfeld & Brittain, 

1968). 

 
Design 
 
 Children do not have any formal concern with art techniques like color, design, 

form, and shape. However, art for a child is plainly self-expression in its purest form. 
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Children are not aware of the beauty of art and a child’s expressivity may be stifled by 

the adult’s imposition of teaching the child design elements that would weaken the 

child’s native sense of design, where fixed formulas are attached to the child’s 

understanding of space and human schemas that then would turn into general practice 

for the child (Lowenfeld & Brittain, 1968). An important attribute to the design aspect 

of a child’s drawing is in a rhythm that is represented by the representation of form 

(Lowenfeld & Brittain, 1968). The way a child deals with space is the child’s 

contribution to design and this contribution makes the child an innate and an intuitive 

designer. Artists gain insight through a conscious approach whereas a child can have 

his development disturbed by a conscious approach appointed to him by an adult’s 

conception of form, space, color, and design. Balance and rhythm should be used as 

motivational guides in helping children express themselves through art. 

 
Subject Matter 
 
 The child’s development is directly tied to his emotional experience of creating 

a piece of artwork. The more emotionally tied he is and the more engaged he is the 

better. Being aware of an action and having the ability to be flexible with schema are 

important in understanding how to allow the child to use self-expression as a model for 

skill acquisition in other areas, such as reading (Lowenfeld & Brittain, 1968). There 

are suggested areas for motivation; however, they should not replace already 

established areas of intense motivation. Teachers may use the “we,” “action,” “where” 

as important parts of creation. For example, “Playing with my friends on the school 

ground,” “Climbing a mountain,” and/or “Talking with my mother and father” are but 
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a few motivating ideas to get the child started in displaying his schemas to understand 

more of his development (Lowenfeld & Brittain, 1968). 

 
Art Motivation 
 
 Children develop their concepts of man, space, color, and objects through their 

self-expression in art and this correlates to their psychological development as a 

whole. These concepts are used in a repetitive manner and have become their schema. 

The teacher’s responsibility is then to give the child the opportunity to use his schema 

not as a rigid form but as living experiences (Lowenfeld & Brittain, 1968). The teacher 

can motivate the child in this way through his schema to be part of the environment 

using time and space stimuli like “we” and “where” through subjective experiences 

such as trips, hikes, or other experiences of importance that have different time 

sequences (Lowenfeld & Brittain, 1968).  

 Most importantly, is to give the child an atmosphere that allows him to create 

and to be open and flexible to any suggestions the child may have to make him more 

sensitively aware of himself and of his environment. This will stimulate the child to 

draw or paint a meaningful picture and will encourage the child to be flexible to the 

materials and to the subject (Lowenfeld & Brittain, 1968). 

 
Art Materials 
 
 Art materials should induce self-expression and not create a roadblock to 

expression. Once children have been motivated to create a meaningful piece then the 

materials should be ready for their use. Children tire and frustrate easily. If they are 
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excited to paint about their weekend experiences and then have to wait in line for 

paint, their interest and motivation could disappear (Lowenfeld & Brittain, 1968). 

Each child needs to develop his own technique and not shown a correct technique from 

the teacher because this will restrict the child’s individual approach. Children should 

not be stopped in the middle of their expression to be shown the proper way to express, 

to hold a brush, a pencil, fill a page and so forth. The teacher’s job is to be the guide 

and to supply the materials at the time they are needed (Lowenfeld & Brittain, 1968). 

 
Brain-Based Learning Research  
 
 Research that is based on how the brain learns is becoming more prevalent with 

the influx of technology and the ability to see how the brain functions. Learning how 

people learn is at the heart of brain-based learning research (Zull, 2002). The purpose 

of brain-based learning research is to comprehend and understand what the brain does 

to comprehend anything (Zull, 2002). Learning for deep understanding comes from 

many different layers of experiences, abstraction, active assessment, and reflection 

(Zull, 2002). Research shows that learning occurs through these four cycles. Moreover, 

learning is studied from the brains structure and how it functions.  

 
Figure 2. Three Functions of the Cortex (Zull, 2002) 
 
 
 The brain uses three functions to make all of the nervous systems work (Zull, 

2002). The senses give the brain information about the environment. Deep learning 

Sense Integrate Act
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occurs from the senses and is integrated into the nervous systems where it is put into 

actions (Zull, 2002). Kolb, Dewey, and Piaget laid the foundation for this type of 

inquiry in learning that is brain-based learning research in how the brain is constructed 

for learning. From these theorists, learning comes from experience, thus the name 

experiential learning This merely marks the beginning of learning, and learning 

requires much more than experience because it also needs reflection, abstractions, and 

the active assessments of our own abstractions (Zull, 2002). Learning is an active 

process. Therefore, thinking of the classroom, the teacher must acknowledge the 

sensory input that students receive. And even then, that is only the beginning of the 

learning process. The teacher must go further than just sensory input. After 

understanding the structure of the brain and how it operates, one must then understand 

how knowledge is constructed (Zull, 2002). 

 
Constructivism 
 
 Constructivism is based on the perspective that people construct what they 

learn and understand (Schunk, 2012). Piaget and Vygotsky are the two main theorists 

who lay the foundation for constructivism (Schunk, 2012). In more recent years, 

teaching and learning have relied on constructivism rather than past learning theories 

that relied on environmental factors (Schunk, 2012). The change in perspective is 

attributed to cognitive psychology and is contrary to behaviorism where stimuli, 

responses, and consequences are sufficient to explain the learning process (Schunk, 

2012). Today, researchers focus more on how knowledge is constructed instead of how 

it is acquired (Schunk, 2012).  
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 Integrated curriculum is used in constructivism where teachers and learners 

become actively involved. For example, an integrated curriculum will use one topic to 

integrate across the entire curriculum of math, science, reading, language arts, and 

writing in order to learn one concept in a deeper and more meaningful way. Piaget 

spoke of the difficulties of passive learning and the importance of active learning that 

uses a rich environment where hands-on learning is possible through the active 

construction of knowledge and integrated lessons (Schunk, 2002). Piaget advocated 

understanding the different developmental levels of students and how teachers needed 

to take into consideration the different levels of their students before differentiating the 

instruction. Today researchers discuss accelerating cognition, which is a step above 

Piaget’s time, where cognition appeared fixed.  

 On the other hand, Vygotsky believed in the importance of the environment and 

culture in constructing knowledge for the child (Tudge & Scrimsher, 2003). Vygotsky 

believed that people could alter their environment for their own purposes (Schunk, 

2002). Vygotsky stressed language and social interaction in his sociocultural theory, 

whereas Piaget emphasized that cognition could not be taught and that there are 

different developmental levels that all people experience throughout their development 

(Zimmerman & Whitehurst, 1979). Nevertheless, Piaget and Vygotsky are important 

for laying the foundation of constructivism where children construct knowledge 

through their development in an active process. These learning theories are 

fundamental to using art integration and an aesthetic education across the curriculum. 
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Chapter Summary 
 
 

 In the evolution of man, recorded communication began with drawings and not 

written words. Throughout the history of man, individuals have expressed themselves 

through the arts. The arts are a powerful tool to connect ourselves to others, to our 

environment, the past, present, and future. We can dream through the arts and aspire to 

be what we admire most about life. The arts support our imagination, which supports 

our progress as a human race on this planet. The arts involve our aesthetic sensibilities 

in how we see, feel, and experience this life on earth. We are surrounded by aesthetic 

choices on a daily basis. Our aesthetic sense of being is perhaps the most fundamental 

part of our existence because it involves our deepest truths that are part of our soul and 

what we find pleasing and beautiful. Beauty is deep and not just on the surface of 

things. Aesthetics represent the beauty and the truth that we experience on this earth. 

Aesthetic education has been part of western civilization for the past 2,500 years. In 

the United States, aesthetic education has gone in and out of the curricula since 

schools began in the 1870s. Today, the world conferences on education are talking 

about aesthetic education because our children are moving into a world that requires 

creativity, expressivity, empathy, and an ability to work together on this planet 

appreciating the beauty and strength of diversity and understanding those qualities 

within ourselves to better serve one another. The arts and aesthetic education embrace 

social integration and cohesion, through peace, ethics, justice, truth, and knowledge, 

which are to this day thought of as the goals of the educational process.  
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 Children with learning disabilities see the world in a unique way. They are 

visual thinkers. They see in pictures and not in words. Traditional schools may be 

narrow in scope when we are only requiring our children to express themselves in 

writing or in speaking. There are so many other different modes of expression that we 

may use across the curriculum. The constructivists supported active learning with an 

integrated curriculum. Brain-based learning research shows the brain and how it is 

constructed and how it works through active learning and not passive learning. 

However, the brain only houses the mind. The mind is much deeper than just its 

function of a brain. The mind and the brain are two different entities. The mind 

operates through its aesthetic sense of being by what is motivating, exciting, inspiring, 

and essential to that individual to progress. My study will investigate children with 

dyslexia who struggle with reading because of a processing difference in comparison 

to typically developing peers without dyslexia. I am using art and an aesthetic 

education to enhance their reading instruction. The arts have the power to transform 

individuals and societies. The arts may be a way for children with dyslexia to be 

supported in their differences in the schools instead of feeling at all inferior and learn 

to read in a more effective way. 

  



58 
 

CHAPTER THREE – METHODOLOGY 

 
Introduction 

 
 

 The intent of this research is to gain a better understanding of students with 

learning disabilities and their experiences with the visual arts and an aesthetic 

education as an intervention for reading acquisition. Investigating how students with 

learning disabilities describe self-concept, self-efficacy, self-esteem, and motivation in 

reading when the visual arts and an aesthetic education is added to their reading 

instruction may give a better understanding of the impact the visual arts and aesthetic 

education may have on children with learning disabilities who are challenged by 

reading. The purpose of this phenomenological study is to further understand how 

students with learning disabilities perceive self before and after using a visual art 

intervention and aesthetic education intervention to address reading challenges. 

Children with learning disabilities often struggle with low self-esteem, self-efficacy, 

have a poor self-concept and little motivation for reading. Educators often seek 

innovative interventions to help children with learning disabilities to learn to read. 

Addressing issues of self-esteem and self-efficacy are important in order to give the 

child the opportunity to have a positive self-concept so that he or she may be 

motivated to address reading challenges. Research has suggested that art helps 

strengthen motivation, confidence, self-esteem, and self-efficacy for all students 

(Eisner, 2002; Catterall, 1992). More research is needed to address students with 

learning disabilities (Turkmenoglu, 2012). For these reasons, this phenomenological 
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study is designed to address specifically the challenges that children with learning 

disabilities face in school with reading acquisition. Furthermore, four research 

questions have been created to investigate the participant’s phenomena with art and 

reading: 

1. How do 10- and 11-year-old students with a learning disability define, 

describe, and view drawing and painting and its influence on their self-

concept, self-efficacy, self-esteem, and motivation? 

2. How do 10- and 11-year-old students with a learning disability define, 

describe, and view drawing and painting and its influence on the 

participant’s ability to read? 

3. Does an aesthetic education and the visual arts increase self-concept scores 

in 10- and 11-year-old students who have a learning disability? 

4. Does an aesthetic education and the visual arts increase reading scores for 

10 and 11-year-old students with a learning disability? 

This chapter outlines the research design, methodology, and the procedures 

used to investigate these research questions. 

 
Research Design and Rationale 
 
 I use a phenomenological position in designing and conducting this research 

study in order to be in alignment with the problem and purpose of my investigation. 

Phenomenological studies use the meanings given by several individuals from their 

experiences of a phenomenon to better understand a concept (Creswell, 2007). A 

phenomenological approach fits the purpose of my research because it is designed to 
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better understand several individuals with learning disabilities and how they describe 

and perceive their shared experience of the visual arts and an aesthetic education with 

the acquisition of reading. The research is designed to elicit responses and common 

themes that focus on the essence of the experience of using art as a vehicle to better 

address reading challenges through understanding more fully the concept of self, and 

thereafter because of this gained knowledge of self the ability to gain self- esteem, 

self-efficacy and motivation as a support for reading acquisition (Creswell, 2007). 

Using a phenomenological approach, the participants’ experiences are structured 

through common themes (Merriam, 2009). This research study is an attempt to locate 

and describe seven 10- and 11-year- old students with learning disabilities and their 

experiences as readers with the support of an intervention of the visual arts and an 

aesthetic education as to its effects on their self-concept, self-esteem, self-efficacy, and 

motivation in reading. 

 Having learning disabilities is a specific reading challenge that falls under a 

reading disability. Children with learning disabilities struggle profoundly in reading 

fluency and comprehension. Often, children with learning disabilities do not know 

why they are struggling or how to express the fact that they are struggling. Early 

intervention is proven to help children who struggle with learning disabilities. More 

qualitative research has been advocated to better understand how to best serve students 

with reading disabilities because of the nature of qualitative studies that investigate the 

different layers of meaning of a given phenomenon. Statistical analyses are important; 

however, they are not designed to explain why certain students with learning 
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disabilities experience reading the way they do. Nor do they give precise 

interpretations of what seem to be similar events in students’ lives but are experienced 

very different from one another. For this reason, this research study used a mixed-

methods phenomenological design as an attempt to gather more accurate information 

about students with learning disabilities and how they experience reading. 

 
Site and Population Sample 
 
 The Resource Room of Anna Jeffries Elementary School of the Cut Bank 

School District, in Cut Bank, Montana was the setting for my research design. The 

research study focused on the grades four and five for students with learning 

disabilities that are being served by the school district under an IEP for a reading 

disability. The sample size for the study was seven. There was one girl and six boys 

between the ages of 10 and 11. Cut Bank is a small and rural northwestern Montana 

town. The population of Cut Bank is 3,012 according to the United States Census 

Bureau (2016). The Blackfeet Nation borders Cut Bank and many students in the 

district are Native American. Cut Bank is an agricultural and ranching community. 

Many children come from ranching and/or farming families that have been in Cut 

Bank for four generations and/or since the allotment days of the Blackfeet descent or 

heritage. Many of the Blackfeet are ranchers and/or farmers. The participants for the 

study were a mixture of Native American and non-native children who have the 

commonalities of a learning disability in reading. The criteria I used for selecting the 

participants are as follows: 
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• Students who are in grades four or five who have a learning disability in 

reading and who are being served by the school district under an IEP for a 

learning disability 

• Students who score two to three grades below their peers in the general 

education classroom on their standardized reading tests such as the STAR 

Reading test 

• Students who are known by other professionals in the school setting and by 

family and caregivers as children who love to draw, paint, or use their hands to 

create, build, and/or make things 

The criterion is used to provide a more homogenous sample. The first criterion 

was selected to help mitigate the influences of other factors such as learning 

disabilities in reading that could be the most common influence. 

 
Variables and Constructs 
 
 The variables of the research study are reading comprehension and reading 

fluency. The independent variables are visual art and aesthetic education. The 

constructs are self-concept, self-efficacy, self-esteem, and motivation. Aesthetic 

education is defined by Greene’s philosophy of aesthetic education in that it is a way 

of regaining touch with the process of learning something new, of being introduced to a 

medium never known in a particular way before. It is the incorporation of the arts across 

the curriculum in a way that fosters a heightened awareness of and appreciation for all 

that touches our lives (Greene, 1994). To summarize, as previously noted in chapter one, 

Greene suggests aesthetic education is about the quality of an experience a person has 
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during the process of learning where a strong emotion exists towards that experience in 

the creation of an art form and in learning other content through that art form (Greene, 

2001).   

 Therefore, in using an aesthetic education, an art-based curriculum was used in 

the intervention that integrates drawing, painting, art history, and questions for classroom 

discussions based on the inquiry method for self- reflection to further support an aesthetic 

education. 

 
Instrumentation 
 
 Pre- and post-tests were administered in reading skills. The STAR Reading 

Assessment by Renaissance Learning was used to assess reading skills. STAR Reading 

Assessment stands for “Standardized Test for the Assessment of Reading” and was 

given before the intervention and after the intervention. The STAR Reading 

Assessment is used to determine a child’s achievement level in reading. STAR is a 

computer adaptive test (CAT). CAT tests are used to score students’ reading levels in 

real-time, meaning the test is adjusting the question levels based on previous responses 

corresponding to difficulty levels. The STAR Reading Assessment uses a criterion-

referenced score that uses the highest reading score the student has at 80 percent 

proficiency or higher in comprehension, which becomes the instructional reading level 

(IRL). Moreover, Lexile measures are also administered from the test based on the 

scores that give the student’s reading level. In this study, the STAR Reading 

Assessment scaled scores were recorded for the pre- and post-tests to measure 

treatment effectiveness. Scaled scores (SS) are used to compare student performance 



64 
 

over time and across grades. The scaled scores are calculated based on the difficulty of 

a question and the number of correct answers elicited from the student. Interviews and 

questionnaires were administered before and after the visual art and aesthetic 

education intervention that is designed from the four research questions. 

 
Data Analysis 

 
 

Qualitative Data 
 
 Qualitative data was analyzed on a continual process throughout the research 

study (Maxwell, 2005). As additional data was collected, more details surfaced, and 

the interpretations transformed into deeper and richer meanings. Interview questions 

were adjusted as needed to allow for a better opportunity for participants to illustrate 

in-depth their experiences of the phenomena of visual art and an aesthetic education 

added to their reading instruction. Interviews and discussions of drawings and 

paintings were audio-recorded, transcribed, and analyzed.  

 Data analysis of interviews began through reviewing anecdotal notes that were 

taken during the interviews, listening to the interviews, and transcribing the 

interviews. Memo-making was used for further interpretation of the interviews. Memo-

making uses notes and memos that are recorded on the protocol during the interview. 

The notes and memos are developed while listening to the recordings that are 

documented during the review of the transcripts and received through clarification by 

the participants. Memo-making is a valid analysis as a primary review and to aid in the 
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organization of thoughts. Responses thereafter were coded, categorized, and put into 

clusters for thematic analysis (Moustakas, 1994).   

 
Study Reliability and Validity 
 
 The focus of this phenomenological study was to truthfully unfold, describe, 

and interpret the experiences shared by the participants using visual art and an 

aesthetic education with reading instruction and how they define, describe, and view 

drawing and art and its influence on their self-concept, self-efficacy, self-esteem, and 

motivation with reading instruction. In doing so, validation strategies were considered 

as key aspects of the research design. Credibility, trustworthiness, and transferability 

were the standards used for validation (Creswell, 2007). In using these standards, rich 

descriptions were used to validate the findings (Creswell, 2007). In addition, the study 

is conducted in the natural setting of the classroom, and data were compared to related 

literature of philosophical frameworks by Dewey, Greene, Eisner, and Witkin that 

further validate the study. Standardized protocols were used to assess reading progress 

and self-efficacy scales through the STAR Reading Assessment and the Piers-Harris 

Self 2 Children’s Self-Concept Scale. 

 
Positioning My Role as the Researcher 
 
 My role as the researcher cannot be separated from the study, and I play a 

critical role in the design, implementation, and the interpretation of the data (Creswell, 

2007). My experiences, my relationships with the student’s as their teacher and the 

researcher, my assumptions, actions, and my interpretations are all significant 
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components in this study. I arrive at this research with background knowledge of my 

students and of the school district, staff, and families. While my personal experiences 

bias my perspective of the phenomenon, they also are the guiding force for interest and 

inquiry of this study. Bracketing these experiences to help guide the research but not 

the participant responses or the research design was a critical step in the process of 

designing this study. Having an understanding of my students, their community and 

families, the school district and school was an asset. In addition, having knowledge of 

the participant’s disability in addition to knowing their strengths, was the strength of 

my study in bringing a deeper understanding of children struggling from learning 

disabilities in a rural and remote northwestern Montana town where little exposure to 

the visual arts, aesthetic education, or services for specific disabilities exist. In 

addition, prior to teaching children with learning disabilities and studying about 

disabilities receiving two different master’s degrees in this area, I was a practicing 

visual artist and painter who exhibited my pieces nationally and internationally. I come 

from a family of artists and was educated in the fine arts in New York City at a 

prestigious school of fine arts receiving my Bachelor of Fine Arts with an emphasis on 

painting from Parsons School of Design and the New School for Social Research. 

Therefore, the visual arts are a strong component of my educational philosophy and of 

my identity as a person, a teacher, and an artist. 
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Chapter Summary 
 
 

 Intentional consideration of this phenomenological mixed methods study and 

reflective consideration to the design and methodology was critical for the success of 

this research study. The purpose of the research questions and clear descriptions of 

why the questions are designed as they are was an initial step towards validity. The 

independent variable of aesthetic education is further explored through Greene’s 

philosophy and was another component of importance in designing appropriate 

instrumentation for assessing treatment validity. Treatment validity was supported 

through building trusting relationships with my students, understanding what my 

students’ interests and motivations were, and through my understanding of the powers 

of the visual arts through my own life experiences. Using reading as the dependent 

variable for children with learning disabilities strengthened the study by further 

investigating early intervention options for children challenged by reading acquisition. 

Using criterion-referenced reading assessments and validated self-efficacy scales 

helped to validate the research design. Finally, the positionality statement bracketing 

my experiences as the researcher and the teacher with the phenomenon of the visual art 

and aesthetic education intervention with reading further validates the study. 
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CHAPTER FOUR – RESULTS 

 
Introduction 

 
 

 Children with learning disabilities struggle with self-concept, self-esteem, self-

efficacy, and motivation (Shaywitz, 2005, Batshaw, 2002). Finding a way to increase 

these areas of the self-concept is important in building trust, confidence, and 

motivation. The purpose of this study was to investigate the perceptual differences of 

students with learning disabilities and how the participants found meaning in order to 

enhance reading and the self-concept. In understanding an individual’s perceptual 

connections to his or her ideas of aesthetics, I was building trust, motivation, and an 

opportunity to increase the self-concept of each participant. The study investigated the 

student’s aesthetic sensibilities through their different expressive creative types 

described by Lowenfeld’s haptic-visual theory of the different expressive types and 

through Lowenfeld’s theory on the different stages of artistic development. It is 

through our aesthetic understanding of experiences that we are motivated to reach 

important goals (Greene, 2001; Dewey, 1934). The study demonstrated that when 

children create through an art form their unique perceptual differences are encouraged 

because individual expression becomes a goal (Smith 2001; Lowenfeld & Brittain, 

1968). In this way, aesthetics become important in understanding differences of 

perception because an individual’s aesthetic sensibilities describe who that person is 

and why they chose what they did (Greene, 1994). The study used the following 

research questions to guide the investigation to determine whether an art intervention 
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and an aesthetic education increased self-concept and reading skills for students 

challenged by learning disabilities. 

 
Positionality Statement 
 
 The research study is unique in that I am the students’ teacher in special 

education, and I am also the researcher. I have a close relationship with the students 

that a researcher that was not their teacher would not necessarily have. I have been 

teaching the fourth graders for six months and the fifth-grader since last school year. I 

have a bond with the students, and I know their strengths and their weaknesses from 

working with them. Therefore, I can pick up on subtle changes that lead to growth 

better than an outsider because I know them well and I can use those strengths to build 

onto their skills. In addition, I have a close relationship with the students’ families and 

their teachers in that we all work together to write and maintain their IEPs. I know 

when they are actively involved, participating, learning, and working and when they 

are not. The research was guided by the following questions. 

 
Research Questions 
 

1. How do 10- and 11- year-old students with learning disabilities define, 

describe, and view drawing and painting and its influence on their self-

concept, self-efficacy, self-esteem, and motivation? 

2. How do 10 and 11- year-old students with learning disabilities define, 

describe, and view drawing and painting and its influence on the 

participant’s ability to read? 
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3. Does aesthetic education and the visual arts increase self-concept scores in 

10 and 11-year- old students who have learning disabilities? 

4. Does aesthetic education and the visual arts increase reading scores for 10 

and 11-year-old students with learning disabilities? 

 
Description of Study 
 
 First, I did a pre-test of the Piers-Harris Children’s Self-Concept Scales and a 

pre-test of the STAR Reading Assessment to get baseline scores of the participants 

reading skills and their self-concept. I wanted to know how they viewed themselves 

prior to the art intervention and aesthetic education. I also needed to know the grade 

level at which they were reading. Table 1 shows the results of the two pre-tests. 

 
Table 1: Piers-Harris Children’s Self- Concept Pre-Test and STAR Reading Pre-Test 
Scores 

Participant Piers-Harris Children’s Self- 
Concept Pre-Test Scales  

TOT Score (Validity Scale) 

STAR Reading Test  
Scaled Scores (SS) and Grade  

Equivalency (GE) 
Claude 
George 
Franz 
Pablo 

Salvador 
Richard 

Frida 

53 
47 
44 
60 
55 
58 
41 

SS: 88, GE:1.2 
SS: 303, GE: 2.9 
SS: 507, GE: 4.5 
SS: 376, GE: 3.5 
SS: 279, GE: 2.7 
SS: 292, GE: 2.8 
SS: 138, GE: 1.7 

 T-Score ranges for the TOT 
scale are:<29T is very low, 
30T-39T is low, 40T- 44T is 
low average, 45T-55T is 
average, 56T – 59T is high 
average, 60T-69T is high and > 
70T is very high. 

Grade Equivalencies are 
measured by academic school 
years. 
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Table 2: Piers-Harris Children’s Self- Concept Post- Test and STAR Reading Post-
Test Scores 

Participant Piers-Harris Children’s Self- 
Concept Pre-Test Scales  

TOT Score (Validity Scale) 

STAR Reading Test  
Scaled Scores (SS) and Grade  

Equivalency (GE) 
Claude 
George 
Franz 
Pablo 

Salvador 
Richard 

Frida 

55 
55 
42 
62 
60 
61 
42 

SS: 369-GE: 3.4 
SS: 375- GE: 3.4 
SS: 565- GE: 5.0 
SS: 523- GE: 4.6 
SS: 397- GE: 3.6 
SS: 278- GE: 2.9 
SS: 126- GE: 1.9 

 T-Score ranges for the TOT 
scale are:<29T is very low, 
30T-39T is low, 40T- 44T is 
low average, 45T-55T is 
average, 56T – 59T is high 
average, 60T-69T is high and > 
70T is very high. 

Grade Equivalencies are 
measured by academic school 
years. 

 
 

Greene explains that an aesthetic education is a way of regaining touch with the 

process of learning something new, of being introduced to a medium never known in a 

particular way before. It is the incorporation of the arts across the curriculum in a way 

that fosters a heightened awareness of and appreciation for all that touches our lives 

(1994). The scores showed that the average reading grade level for the 10- and 11-

year-old students in the study who were mainly in the fourth grade and one fifth-grader 

started at a grade level (GE) of 2.7 (two years and seven months). In addition, the 

average self-concept total (TOT) score started at a 51, which is an average score. 

Students with learning disabilities in reading are usually one to two grades behind their 

peers who do not have learning disabilities in the general education classroom. 

Therefore, the pre-test scores are within the average ranges for children with learning 

disabilities. The Piers-Harris Children’s Self-Concept Scale is an 80-item self-report 

questionnaire that is titled “The Way I Feel About Myself” (Appendix C). The test is 
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designed to assess how children between the ages of seven and 18 years of age feel 

about themselves and gives a general measure of the child’s overall self-concept 

known as the TOT score. The test also has six domain scales. The domain scales are 

described as behavioral adjustment (BEH), intellectual and school status (INT), 

physical appearance and attributes (PHY), freedom from anxiety (FRE), popularity 

(POP), and happiness and satisfaction (HAP). In all six of the domains, the scores 

increased in several of the participants. Each participant showed different areas of 

increase, and not all were the same. The following figure demonstrates these findings. 

 
Figure 3: Pre-Test Piers-Harris Children’s Self-Concept Scales 
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Figure 4: Post-Test Piers- Harris Children’s Self-Concept Scales 
 
 

The scores reveal that INT was one of the highest increases from 43 percent to 

72 percent. It is a 16-item scale that measures the child’s evaluation of his or her 

abilities in regard to the academic and intellectual tasks presented at school. The next 

area of significant increase was in HAP from 28 percent to 57 percent. The HAP 

domain consists of a 10-item scale that measures the child’s feelings of happiness and 

satisfaction with his or her overall life. FRE and BEH increased in the same amount 

from 42 percent to 57 percent. FRE is a 14-item scale that measures anxiety and 

dysphoric mood.. BEH is a 14-item scale that measures admission or denial of 

problematic behaviors that the child is performing. Finally, PHY is an 11-item scale 

that measures a child’s assessment of his or her own physical appearance as well as his 

or her confirmation of specific personality attributes such as their ability to express 

their ideas and their leadership abilities. This was one of the highest increases from 
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zero percent to 29 percent. INT and PHY tied with a 29 percent increase. INT and 

PHY are about having the ability to express one’s self and having a sense of self with 

an idea of identity. These were the domain areas that the research questions 

investigated. The students’ self-esteem, self-efficacy, motivation, and self-concept did 

increase after a visual art and an aesthetic education intervention was added to their 

reading program. Therefore, the scores show that the children increased in their self-

concept in all six domains after they received a visual art and an aesthetic education 

intervention for 10 weeks added to their reading program.   

 After the pre-tests were administered, I sat with each participant individually 

and administered a questionnaire to get a better understanding of their relationship 

with self, the visual arts, and reading. Table 3 (Appendix A) demonstrates the open-

ended questions I used to get an idea of their artistic background and their feelings 

towards the visual arts and reading. I used the answers to these questions as a guide in 

our daily lessons for reading with an aesthetic education added and the visual arts. 

 
Table 3: Questionnaire 1, Visual Arts and Reading Questionnaire (Appendix A) 

1. Do you enjoy drawing? Do you enjoy painting? Why or why not? 
2. How do you think about yourself and think about your ability to read? 

Why? 
3. How is reading hard for you? 
4. Do you visualize images when you hear a story or when you read a 

story? 
5. What do you usually draw or paint? 
6. Do you feel happy after you draw or paint? Explain? 
7. Do you feel happy after you read? Explain. 

 

The students were descriptive in their answers to the questionnaires, and I was 

able to get a good idea of their level of expression, their self-concept, and their 

relationship to the visual arts, reading, and aesthetics. The students discussed their 
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answers to me as I wrote and recorded what they had to say. Later on, the recordings 

were transcribed, and the notes were added where overarching themes were collected to 

guide the research.  Several students related reading to painting and drawing where you 

could make something out of nothing through your imagination. Table 4 illustrates these 

rich discussions by pointing out overarching themes the students had in common that are 

later discussed in Table 6. 

 
Table 4: Quotations from Student Answers to Questionnaire 1, Visual Arts and Reading 
Questionnaire (Appendix A) 

“You cannot make art alone. You need to concentrate and use a lot of focus to create but then 
you need other people to look at it and talk to you about your work, so it’s fun. Yes, I like art” 
(Franz). 
 
“I like art because it is fun and also because it is important because someone made it so it 
matters” (Salvador). 

 
 
“Art matters because someone made it” (Salvador). 

 
“I like painting and drawing when I can find something to make art with because I can relax 
and not be full of stress. It is a time to escape from everything” (Salvador). 
 
“I think I am good at reading. Reading is not hard for me because I see images when I read” 
(Salvador). 

 
“I see images when I read” (Pablo). 

 
“I like painting because it makes me happy. When I am sad I can draw or paint and I get in a 
happy mood and I am not sad anymore.” (Richard). 
 
“Reading is hard for me. I feel like I cannot read. I feel like it’s a miracle to read” (Richard). 
“I usually draw dinosaurs” (Richard). 
 
“Sometimes I feel happy when I read. Sometimes I get very upset. I cannot understand why I 
cannot read really good. I can draw really good. Yes, I see images when I read” (Richard). 

 
“Reading is like a miracle. I can’t believe how well I can read. I don’t know how I am able to 
read so well” (Frida). 
 
“I love art. I am a person who cares about everyone. I like to make art because I can give it to 
someone and make them happy” (Frida). 
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“The only time reading is hard for me is because of the big words. I cannot figure out how to 
read the long ones. They are hard. Otherwise, reading is easy for me” (Claude). 
 
“I like to paint pictures that you do not know what they are but I know, like an ocean or like the 
sky. I like to mix the colors” (Pablo). 
 
“Yes, I see pictures when I read. That is how I understand what I read. I also add pictures to 
what I read so it makes the story more fun and more real” (Claude). 

 
“Yes, I see images when I read. Sometimes I read so fast I forget the images, but I can 
remember what I read from the images” (George). 

 
“I can paint or draw when I am scared and I feel less scared” (Frida). 

 
“Art makes me happy. When I draw or paint I am happy” (George). 
 
“Reading is hard for me because the words get all mixed up and I cannot see them. When I stop 
and visualize what I read I can make sense of them and then reading becomes easier. Reading is 
like magic to me just like art. I have no idea how I do it so well sometimes. It just happens” 
(Franz). 

 
The discussions I was able to have with the students individually from their initial 

questionnaires opened the door for the students to understand that over the next 10 weeks 

they would be participating in a different type of reading class where they would be 

allowed to express their feelings with the visual arts and talk about their feelings in 

comparison to other artists in the world through an aesthetic education in addition to 

reading. This we discussed. From their answers on the difficulties or the successes of 

reading, I guided their attention to a time that we would use the visual arts to help us 

understand ourselves and the stories we read better. They were excited for the 10- week 

intervention and started to be envied by other students who were not part of the 

intervention. Everyone wanted to be in the intervention, and this supported their 

enthusiasm to persevere and build their self- confidence. 

 For 10 weeks, five days a week, the seven students had 90 minutes of reading 

instruction with an aesthetic education and the visual arts added to their reading 
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instruction. For the purpose of this study, an aesthetic education means reading the 

biography of an artist and learning about the time the artist lived in and the artists’ vision. 

During the readings, time is taken out for the students to create works of art influenced 

from the style of that artist to better understand the vision the artist had and the time he or 

she lived in. (e.g., Cubist portraits to better understand Picasso and his view of the world 

through Cubism). Rich classroom discussions occurred that concentrated on building 

self-esteem, self-efficacy, motivation, and a stronger self-concept through understanding 

the struggles and triumphs of the artist we studied. Students learned to embrace the 

challenges of the multisyllabic  and irregularly spelled words that normally would 

frustrate them with great anticipation to what the next page had to offer them in learning 

about other artists and their struggles and accomplishments in life.  

 
Intervention Benefits 
 
 The intervention had many benefits. One of the most significant was the 

phenomena of the cohort. The students became bonded as a group. They relied on each 

other each day to understand more. Their motivation increased. They were genuinely 

interested in and amazed by the artists’ lives. For example, they laughed at Picasso and 

all of his wives, yet loved his work and the way he looked at the world through Cubism. 

They appreciated knowing that the camera had not been invented yet and were able to 

understand more about the time that he lived in relation to their own. The students loved 

the stories about Monet and one in particular of almost being washed away at sea because 

he had to paint the ocean exactly as it was, and therefore, stood in the water with an easel 

and canvas up until the tide carried him out to sea. I would hear them say, “I am like 
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Monet! I am an artist like that. I see like Monet, too” (Claude). They appreciated learning 

how Monet’s life started out where he could not afford his apartment, yet at the end of his 

life, Monet lived in a beautiful home with amazing gardens now a museum left for the 

whole world to appreciate. Each day they remembered amazing details from chronology, 

to world events, to personal incidents in the artists’ lives. I had their undivided attention. 

They also could not wait to paint or draw. Every day they met the class on time with 

enthusiasm and would ask, “What are we going to do today?” Their motivation increased. 

Their skills became stronger. They were practicing more and with more focus on difficult 

skills in reading. The results were significant each day in an increased intonation, 

comprehension, and ability to address difficult words. Every participant increased in their 

fluency scores as demonstrated in Table 5. 

 
Table 5: Pre- and Post- Test Reading Fluency Scores Correct Words Per Minute 
(CWPM) 

Participant Claude George Frida Richard Pablo Franz Salvador 
Pre-Test 46/60 79/60 12/60 8/60 65/60 72/60 24/60 
Post-Test 89/60 112/60 18/60 28/60 87/60 75/60 45/60 

 

Observation Field Notes 
 
 I took field notes each day after our discussions of the artwork and the artists, and 

I found central themes that support that artistic expression for the students supported a 

positive self-concept and gave them the ability to take risks, gain confidence in his or her 

choices, and become motivated to be challenged in an area that is difficult for each and 

that is in reading. Table 6 shows some of the key points I discovered the children were 

learning and discussing from our daily discussions of the artists’ work, their lives, and 
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their contributions to the world through their aesthetic choices and perceptual difference 

in relation to their expressive creative type. In this way, the children were able to 

investigate what expressive type they were and what artist they related to the most and 

identify their struggles in reading with the artists struggles in life and how they overcame 

strife through the creative processes of painting and drawing. 

 
Table 6: Quotations from the Students Class Discussions from an Aesthetic Education 
and Visual Arts Intervention Added to Reading Instruction 

“I like the group because everyone has something important to offer to the group even if you think you 
don’t. Everyone’s art matters and everyone’s ideas matter” (George). 
 
“None of the artists thought they were any good but in reality, they were. Their works are worth a lot of 
money today and people everywhere go see them” (Salvador). 
 
“Most of the artists had very hard lives yet they kept creating” (Pablo). 
 
“In the moment they thought they were not any good but in time they could see that they were” 
(Richard). 
 
“I can relate to the artists because they felt the same way about school as I do” (Claude). 
 
“I love Claude Monet! He felt just like I did about school! He thought school was a prison and all he 
wanted to do was be outdoors” (Claude). 
 
“Every artist lived in a time of war and yet they kept painting” (Richard). 
 
“They all found a way to keep going no matter how hard their life got” (Frida). 
 
“Picasso was crazy because he had so many wives. That is crazy! I love cubism and how he makes us 
see different views all at once. That is amazing” (Richard). 
 
“I understand more about the time I live in because I get to study artists from a long time ago, like before 
they had the camera and during the World Wars. I understand more about the past from their pictures. I 
want to make pictures like them of our time now” (Franz). 
 
“I want to know more about the “Ash Can painters”! George Bellows is cool! I like realism, too! I like 
American art, too! They wanted to paint things real like the guy sleeping in the alley. They were not 
trying to hide things!” (Claude). 

 
 
 As the study progressed, and the children began to bond as a group, and the 

material began to sink in, I watched students who could barely read at a first-grade 
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reading level push themselves to read more challenging words and not give up, as 

evidenced by the increase of their reading fluency scores (Table 4). I watched their 

interest spark and their imagination grow as they used critical thinking skills to address 

the questions that guided the discussions related to the artists’ lives. The results were 

consistent with the raise of their self-concept scores where expression was helping them 

increase in their reading, which in effect, helped their self-concept scores. They were 

fascinated by the artists’ works and by their perseverance no matter how difficult their 

lives became and/or how isolated they became from the mainstream society due to 

indifferences. A closer inspection of the analysis suggests that understanding the 

struggles and lives of others that are misunderstood is helping in building self-concept in 

those struggling with the same issues as the participants were in reading. I watched the 

children grow in empathy not only for the artist and their difficult lives but for 

themselves and for their peers in the cohort. They became very conscious of one another 

in the group and also very protective. The students remarked, “I love Claude Monet! He 

felt just like I did about school! He thought school was a prison and all he wanted to do 

was be outdoors” (Table 5). The children were very engaged, and I did not ever have to 

remind any of them to pay attention, to follow along, or to stay on-task as I usually have 

to do with the same students during our regular reading groups without the visual art and 

aesthetic education intervention.  

 Moreover, a parallel analysis occurred when a sense of identity through their 

artistic expression with line, color, texture, subject, materials, and expression became 

apparent in the unique expressions of their artwork. As we learned about the different 
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artists and their individual movements, we learned more about line, color, form, 

materials, design, mood, and subject. The way the children were developing in their 

artistic expression was obviously interrelated with their increase in motivation, self-

esteem, self-efficacy, and an overall higher self-concept as evidenced by Lowenfeld’s 

stages of artistic development.  I started to use Lowenfeld’s stage of drawing realism—

nine to 11 years (Appendix B) from his sages of artistic development theory to better 

understand their artistic development and growth. The basic hypothesis of Lowenfeld’s 

theory expounded upon my initial research questions of whether an aesthetic education 

and a visual art intervention would increase reading and self-concept scores. The data 

supports that they do. In addition, Lowenfeld talks about the different expressive types of 

creativity. Arguments for the significance of an aesthetic education and a visual art 

intervention to increase self-concept and reading scores have become apparent in the 

findings and particularly in understanding the different expressive types of creativity. 

Again I started to assess what creative type each student belonged to in order to better 

guide them in their artistic growth and overall development. We went over these 

perceptual aptitudes daily through our discussions and our critiques of our artwork.  I 

watched the children begin to embrace their perceptual differences and use them as 

strengths rather than deficits. A basic assumption throughout this analysis shows that 

when children have an opportunity to express themselves through the visual arts and an 

aesthetic education, they begin to understand their unique perceptual differences as 

strengths rather than deficits for being different than their peers. A conclusion of this 
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analysis shows that their self-efficacy increased as much as their motivation, self-esteem, 

and the development of a stronger self-concept.  

 Another phenomenon that more closely relates to self-concept is the data 

concluded that using an aesthetic education and a visual art intervention are legitimate 

aspects of increasing self-concept by further understanding perceptual differences as 

strengths and not as deficits. The analytical framework is based on Lowenfeld’s haptic-

visual theory, which supports two distinctive creative types: the haptic and the visual. As 

we worked closely together for 10 weeks, I could begin to understand the different 

expressive types of each child, and from this knowledge, help guide each student in their 

reading and art-making to align each with development and skill acquisition. For 

example, some children used strong and heavy lines while others used sharp and light 

lines. Once each started to understand the difference in their perceptual strengths of their 

aesthetic choices, they became more confident, motivated, and independent in their 

choices. In addition, learning to be aware of their choices and why their choices mattered 

in the creation of their art pieces, through daily critiques of their work, they began to be 

more decisive, confident and trusting in their choices in reading and what strategies that 

would be most effective for them to participate more profoundly. For example, children 

who had extreme difficulties reading aloud did increase their reading fluency scores 

slightly and could retell stories in exact detail orally. This strength became their impetus 

to move forward and not worry if their fluency was not high but appreciate their strength 

of having a great sense of oral comprehension where they could help the entire cohort 

with adding their valuable insight to the daily conversations. Therefore, each participant 
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became acknowledged for their unique ways of creating artwork and the beauty of each 

piece instead of not creating artwork that imitated the model of some superior ideal for 

creation. In the same sense, they took this philosophy to heart and used this reasoning for 

reading. They used their strengths and also became acknowledged for their brilliance in 

the details that they added to our reading group conversations.  

 Further data was explored through the principal interview questions and answers 

further support the importance of personal expression towards understanding aesthetic 

sensibilities and perceptual differences to increase reading and self-concept scores in 

children with learning disabilities. The questions are as follows: 

 
Table 7: Interview Questions for the Visual Arts and Aesthetic Education Intervention 

1. How do you describe yourself? Describe? 
2. How do you view painting and drawing? Explain. 
3. When you read do you think about what you are reading in words or images? Describe.  
4. When you draw or paint do you think about stories with your images? Describe. 
5. What kind of art do you like? Describe.  
 
 
Correlating the data through a thematic analysis can be generalized that art was fun 

because they got to learn about other artists and that helped them understand themselves. 

Below are some of the comments from the interview questions that could argue 

reasonably the importance of adding the visual arts and an aesthetic education to reading 

for children who struggle with a low self-concept from having learning disabilities. 

 
Table 8: Quotations from Student Answers to Interview Questions for the Visual Arts and 
Aesthetic Education Intervention 
“I think I am funny, helpful, I like sports, animals, my family, horses, cows, I live in the country. I have a 
big family, school’s fun, my brothers and sisters, I like making art for them and me” (Pablo) 
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 “It’s fun to make paintings because I like to make random paintings. I mix a bunch of paint and I make a 
dragon, looks like it’s flying in the sunset, hang it up, no one really says much about it. The color always 
surprises me, I make art out of different colors” (Pablo) 
 
“When I read the words make it more realistic and the images more real. When I see paintings I know 
exactly what colors I would use” (Pablo) 
 
 “I can paint dragons flying int the sunset and fading away so they escape the people hunting them. No one 
sees him” (Pablo) 
 
“I like all art and I like cubism and Picasso a lot” (Pablo) 
 
“Reading about artists is fun because we get to know about these people like Mona Lisa and we never knew 
she was created before or how” (Pablo) 
 
“I enjoyed the cohort. I enjoyed watching how my classmates created their stuff- flowers, seashells- 
appreciate the differences” (Pablo)  
 
“In regular reading I do not remember so much. It takes longer. I forget. The art books are much more 
interesting. The artists, their friends, and the things that happen to me, crazy stories: Frida Kahlo’s bus 
accident, Claude Monet and his temper” (Pablo) 
 
“Painting the mural of Montana history while learning about Diego Rivera’s murals in Mexico helped me 
understand better what was going on with the Mexican Revolution” (Pablo) 
“I am no longer afraid to say big words in front of the group. I can try and read them and now I am actually 
reading more of them whereas before I would not even try. It felt too hard. It does not feel too hard now. In 
fact, they feel easy” (Pablo) 
 
“I know my confidence is way up because I see others trying so I think why can’t I try” (Pablo) 
 
“I remember what others say like da Vinci was better than Verrochio” (Pablo) 
 
“I describe myself as funny, helpful, serious, I care about my family the most, and I like school. I like art. 
It’s cool. So, I don’t get angry I sit and color and stuff. Art gets my mind off of things” (Salvador) 
 
“I think about reading in images and in peoples’ drawings” (Salvador) 
 
“When I draw or paint I always make a whole bunch of polk-a-dots with a lion sometimes because I wish I 
was that baby lion so I can just sleep, play and dream” (Salvador) 
 
I like abstract art the best (Salvador) 
 
“I describe myself as artistic because I like to draw and paint and make things. I am always playing 
basketball outside. When I feel like it, I like helping my mom, laugh at others when I remember something 
funny, I start laughing” (Richard) 
 
“I think of painting and drawing like I am in an art class. It’s important because it makes me remember of 
the fun days. I have a book with blank pages and no lines in it. I haven’t written in it for a while. Once my 
dog died. I cried a lot. I wrote in my book. I drew a picture of him. I felt better. His name was Max. He 
went to the vet and his heart stopped. I never got to see him. I cried so much because I could not tell him 
goodbye. Drawing and writing helped me not be sad always. Now I am drawing about ninjas and that is a  
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first time in a long time. I feel bad for the guy falling, Dempsey in Bellows painting. I think he feels hurt. I 
knew about drawing since I was in art class in my school in Oregon. I miss my art class. Those were the 
days “(Richard) 
 
“When I read, I think in images and in words. I see a guy under Dempsey, the boxer in George Bellows 
painting, and a guy trying to hold him up and Dempsey’s leg is caught in the string. My imagination can 
see the story” (Richard) 
 
“When I draw or paint, I think in stories: one’s fighting and one’s standing and waiting for the war to come 
to him and this one is charging him” (Richard) 
 
“He is smaller when he is a man and then when he is turning into a bear it’s not in the words it’s inside the 
imagination that I can see what happens” (Richard) 
 
“Drawing and painting is important because people do it. Art is fun. I respect art “(Salvador) 
 
“I thought reading about other artists was cool because they all thought that they sucked in the moment but 
then they are all actually really good. Time would tell and that is cool” (Salvador). 
 
“Art is fun and it makes reading fun” (Salvador) 
 
“Art gets rid of stress” (Salvador) 
 
“Whatever they did we did too” (Salvador) 
 
“Don’t judge things how it is, but you can look at them differently” (Salvador) 
 
“Reading became interesting” (Salvador) 
 
“I describe myself mostly as an artist because I draw all the time. I draw what I and see and I do certain 
things and I draw what I do. Example, I see a cat and it’s snowing, I feel sorry for it, then why don’t you 
draw it and then you can have a picture of it, stick figures, cylinder, I draw it, sad because it wasn’t really 
jumping around. Everyday is school, stay after school, sometimes go home do homework then I draw. I 
usually watch a video how other artists made their art and what they made most time stuck at my house. I 
build towers, Christmas lights, make them have several floors” (Franz) 
 
“I view painting as a random subject model for quick sketches with charcoal, mostly pen now, how you 
hold a pen, how you write, how you draw, depending on your hand position and thought, this varies your 
style a lot” (Franz) 
 
“To me it feels like it’s an important part of the U.S. History. Certain paintings can mean a million things, 
he puts flowers on the floor, beach, something, if he wants o and it means something” (Franz) 
 
“Painting is part of our history. Drawing is to express feelings, emotions, sad, happy, mad, made me feel. I 
actually feel happier” (Franz) 
 
“Part of expressing is sharing. If they don’t like it it’s okay and if they do it’s okay” (Franz) 
 
I see things in images and in words. In images it makes me feel more complex about a story. Images, 
Dempsey and Frida actually in there with the action. When there are no images you try to focus on the  
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words and in the words, you see the images particular to that word. You feel like you are in the book and 
the book makes more sense. We saw WWII in our stories about Picasso and that is important because we 
did not really talk much about WWII but we understood more about Picasso’s life that helped us 
understand what everything really looked like” (Franz) 
 
“To me when I see a painting it can tell me a million words but the details can tell me lots about the authors 
views. Distinct view, if you were to really think about that” (Franz) 
 
 “My favorite kind of art is about WWII, D-Day, the Black Ops, and realism, fantasy like surrealism, 
symbolism and abstract art” (Franz) 
 
 “How I describe myself is when I see a dog outside, I want to keep him. Dad says “No pets.” Last time we 
saved a cat with no collar. Clawed me. Said sorry. I didn’t care. I cared about the cat more. I always like to 
be nice and sweet. Whoever does things to smaller kids I say “Hey, back off.” I don’t care if they are mean 
to me. I care more about the little kids and that they don’t get hurt.  I always worry if something happens at 
my house. I get to do art at my aunties house” (Frida) 
 
“I use art when I feel sad. I draw and paint and I feel better. I draw a piece of the sun falling and hitting the 
earth like a meteorite. I draw a cat flexing when I’m scared. Nightmares tell my mom and losing family 
members. Drawing helps me not be scared, worried or sad” (Frida) 
 
“When I get happy, I draw the sun and flowers and I give hugs when they’re sad or it’s okay but do what I 
think painting tells us how you feel and you can do messages like my Happy Taco smiley face I gave to my 
friend” (Frida) 
“When I feel mad, I can use red and I can use colors to show my emotions and shapes like hearts for my 
parents” (Frida)  
 
“If I am reading a book with no pictures and I close my eyes and I think about it, let’s say I’m reading frogs 
and no pictures there I close my eyes and I remember the last time I held a frog. Was it a toad or a frog? All 
I know about life I am born and a family and I know when they care about me and I can see in their eyes 
what they are about” (Frida) 
 
“Because you are always there for me and I will always be there for you. I will raw a big heart and other 
hearts attach and design it a way that the center heart is the most important connecting the two and then one 
small one inside. Art makes it all connect where I cannot show that without art” (Frida) 
 
“All I want them to know is I will always be there for them ‘till the end. I show that with my art. It means 
more than when I tell them. I leave them my connecting hearts” (Frida) 
 
“I describe myself as someone who can make people laugh, I like to laugh, I like to make jokes to people 
and my best friends. I am a big brother but I am in a tiny house and my brother be mean to me so much. I 
can sound just like a bird. I do a lot for my mom, dishes, laundry, make beds, I like outside but I hate snow, 
I like fall, summer, but I don’t like to be cold” (George) 
 
“Painting I love because I can make whatever I love and drawing I just make a picture of our whole family 
and who is who” (George) 
 
“When I draw or paint, I like to connect my pieces with Claude. We tell a story together. We talk about it 
before and decide who is going to do what. Claude will draw what he is good at and I’ll draw what I am  
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good at and we tell a great story, we stick our paintings onto each other with the paint and it works” 
(George) 
 
“I think in words when I read because I am doing really, really good in reading because I am reading really 
fast now when other kids struggle and I can help other kids, when I am thinking about the words, they 
make images for me” (George) 
 
“I like abstract and realism because I like mixing colors and I like landscapes most” (George) 
 
“I like painting because there is more peace and quiet in reading. Everyone is busy. No tapping and 
humming and those sounds’ that mess up my reading” (George) 
 
“I like reading about artists because I see I am like them and I start to read well because I can really feel it” 
(George) 
 
“I read big words now and when people are looking at me, I get conscious of them and I forget but I think 
of an image and I can remember where just the words would confuse me and I would forget” (George) 
 
“I don’t like math, reading, social studies, science, I view painting and drawing like I think it’s fun to paint 
because you get to paint whatever you want and you get to mix your favorite colors I like painting and 
drawing the same” (Claude) 
 
“Painting and drawing is fun, I like drawing it, and me and George we never use glue we use paint to put 
things together” (Claude) 
 
“I see images when I read. My brain becomes like a movie. If I don’t understand what I read then I use the 
words so when I do hear them; they make sense. When I draw and paint, I think of stories. Like one of 
them was black with purple and that one was thunder hitting the ground and lightening and I didn’t put the 
house in there because it burnt down” (Claude) 
 
“I like realist painters like Leonardo, I like him the best, Michelangelo seems mean, so I like Leonardo the 
best, I think the Mona Lisa looks really cool. I like the Mona Lisa better than the cubist portrait because I 
couldn’t really see the tears in the eyes like it said but the Mona Lisa, I could see the feelings like they 
said” (Claude) 
 
“I love to build with materials” (Claude) 
 
“I do enjoy drawing and painting, I don’t like school, but I like to paint a painting in school, because I 
really get to paint what I want and I get to invent and painting kind of helps me escape from school 
sometimes (Claude) 
 
“I view myself as a really good reader because I am mostly getting all the words” (Claude) 
 
“I visualize what the story is about especially when the words are hard. Art helps me get through reading 
because we get to paint people like Picassos’ Cubism painting, we get to do that and the Birdseye View of 
Richard Diebenkorn we get to see and do that” (Claude)  
 
“Painting helps my reading because my painting can really help me see what’s going on” (Claude) 
“Because I paint during reading, I can remember so much more about what I am reading because I am 
reading what they did too so I feel like them” (Claude) 
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“Monet would look outside and paint outside and he didn’t like school either and he would sit by the 
window and look outside and this guy wanted him to make his feet smaller but Claude said no I want to 
paint what is really there so it helps me read what is really there” (Claude) 
 
“I feel happy when I paint because it’s fun getting to paint what I want. I feel happy after I read because 
when you read you get to read and you get to listen to words you are reading and you get to get new words” 
(Claude) 
 
 

A strong argument in favor of this point is that the authentic expression of any 

and all individuality is expressed within the interview questions in supporting that the 

visual arts and an aesthetic education are obviously interrelated with self-concept and 

reading. My attempt to extract exact words that would describe perceptual differences 

that are viewed as strengths rather than deficits, and an ability to use the arts for more 

reasons than just a support in reading but more in understanding the value they have in 

themselves, their position in the environment and in their surroundings is evident. 

Moreover, critical thinking skills and problem-solving strategies are evident in the 

findings of the qualitative data from the discussions describing aesthetic education used 

to extract basic components for strengthening reading skills in comprehension, fluency, 

and vocabulary. The basic hypothesis expounded upon reading and art are found when 

you can use your perceptual differences as strengths and understand more about your 

different creative expressive types. Equally important, the findings demonstrated that the 

students were more motivated, engaged, and interested in their own cognition and how to 

address the challenges of reading, which in effect raised their self-concept by allowing 

them the security to be decisive with the principles of aesthetics. The credibility of the 

data is shown through the usage of the exact words and phrases used by the participants. 

Specifically, many of the participants explained their attitudes towards reading, visual 
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arts, and an aesthetic education through imagery and pictures that would explain more 

precisely their feelings. In fact, several spoke of how they were improving reading 

because they could feel it, and not just know it. This supports Greene and Dewey’s 

educational philosophies on aesthetic education and how it correlates to the quality of an 

experience felt (Greene, 2004; Dewey, 1944). Additionally, the interviews supported the 

different creative expressive types in how they viewed the visual arts. 

 
Haptic v. Visual Expressive Types 
 
 Lowenfeld’s haptic-visual theory discusses the haptic expressive type as 

subjective and emotional in orientation and one that relies heavily on the kinesthetic more 

than on vision. This type of expressive type feels like a participator where the self is 

projected as part of the picture and not independent of it. The haptic is entirely dependent 

on kinesthetic and on touch. In contrast, the visual expressive type is the opposite of the 

haptic expressive type. The visual expressive type is concerned with an objective analysis 

to detail. The visual expressive types rely completely on his or her visual experiences of 

the outside world (Lowenfeld & Brittain, 1968). The visual expressive type’s work is 

created from the point of view of the observer who is concerned with the appearance of 

objects rather than of their subjective meaning. The visual expressive type seeks 

experiences from the visual world outside of them and not from them internally. That is 

why the visual expressive type has an analytical approach, whereas the haptic expressive 

type does not. The visual expressive type is also concerned with three-dimensional space, 

whereas the haptic expressive type is not.  Out of the seven participants, there were five 

haptic expressive types and two visual expressive types that were determined through 
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their artwork from a set of criteria that Lowenfeld created. The way these different 

expressive types related to reading and to the self-concept was very interesting.  

 To illustrate, the participants’ perceptual aptitudes were explored through 

observation. The following figures demonstrate some work samples from their portfolios. 

The haptic expressive type will paint or draw with a focus on how the colors blend, how 

the materials feel, and mainly how their relationship is to the artwork, meaning they are 

creating it to get something out of it that is pleasing to them physically and emotionally. 

The subject matter does not matter as much as the way the colors blend and the feeling of 

the materials being used. Three-dimensional space is not important.  The communication 

is more between the individual and the work of art. The haptic expressive type does not 

naturally analyze his or her world but is more concerned instead with projecting his or 

her inner world into the picture. Distances are shown with the perspective of value rather 

than actual distance as would be done by the visual expressive type. For example, objects 

are drawn or painted larger or smaller in relation to their emotional significance to the 

observer rather than to the exact distance between the observer and the object.  

 Lowenfeld thought of these differences in creative expressive types as innate. He 

also thought that learning about them was useful for understanding the creative processes 

of individuals and about their perceptual differences. Lowenfeld used a set of criteria to 

assess different creative types as being haptic or visual. The criteria are mode of 

representation, spatial treatment, color usage, treatment of the detail, and mode of 

balance. All of these areas are useful in helping the teacher understand perceptual 

differences that support an individual’s aesthetic sensibilities, which lead to individual 
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choices. With this knowledge, I was better equipped to address challenging reading 

activities that involved reading the biographies of other artists with books that were at the 

grade four reading level. The average reading level was at grade 2.7 for the seven 

participants (Table 1). Therefore, the challenge of reading, comprehending, and using 

intonation to increase fluency was a huge task for the students, yet this is exactly what I 

witnessed as I began to experience the different layers of perceptual differences and 

began identifying their perceptual aptitudes of expressive types.  

 The following figures address the different expressive types within the cohort. 

Out of the seven participants, five were haptic and two were visual expressive types. 

Once the expressive type was identified the children began to understand more about 

their self-concept as they related their expressive types to their favorite artists and began 

to relate to their creative types. From this point, Witkin’s theory of perceptual differences 

began to unfold within the different character traits and behaviors of the participants. 

Witkin studied extensively on individual differentiation, where perception becomes the 

central focus (Rouse, 1965). Understanding perception is part of understanding a larger 

group of interrelated characteristics of the individual. In psychology, differentiation 

pertains to the complexity that exists within the structure of a system. Witkin’s theory of 

perceptual differences has been related to Lowenfeld’s theory of different expressive 

types through his haptic-visual theory (Rouse, 1965). Less differentiated individuals refer 

more to the external forces of the environment whereas a more differentiated individual 

relies on the internal. According to Wikin, individuals who are visual expressive types 

according to Lowenfeld’s criteria are known as field-independent. And, individuals who 
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are haptic are known as field-dependent. The field-independent perceptual type operates 

with an analytical mode of perception and are able to operate in the world detached from 

their backgrounds and can overcome the influence of the environment and tend to be 

more flexible, have a strong conception of body, and can keep things apart in experience. 

They can structure an experience and impose organization onto the outside world. Their 

body concept has a high degree of sophistication, and their sense of identity is well 

developed. The following artworks demonstrate the different expressive types. 

 

  
Figure 5: Claude, Perceptual Aptitude Haptic Type, Field-Dependent, charcoal on paper 
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Figure 6: Claude, Perceptual Aptitude Haptic Type, Field-Dependent, acrylic on canvas 
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Figure 7: Richard, Perceptual Aptitude Visual Expressive Type, Field-Independent, 
charcoal on paper 
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Figure 8: Richard, Perceptual Aptitude Visual Expressive Type, Field-Independent, 
acrylic on canvas 
 

 
Figure 9: Frida, Perceptual Aptitude Visual Expressive Type, Field-Independent, 
acrylic on canvas 



96 
 

 
Figure 10: Franz, Perceptual Aptitude Visual Expressive Type, Field-Independent, 
acrylic on canvas 
 
 

 
Figure 11: Salvador, Perceptual Aptitude Haptic Expressive Type, Field-Dependent, 
acrylic on canvas 
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Figure 12: Salvador, Perceptual Aptitude Haptic Expressive Type, Field-Dependent, 
charcoal on paper 
 

 
Figures 13: George, Perceptual Aptitude Haptic Expressive Type, Field-Dependent, 
charcoal on paper 
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Figure 14: George, Perceptual Aptitude Haptic Expressive Type, Field-Dependent, 
acrylic on canvas 
 

 
Figure 15: Pablo, Perceptual Aptitude Haptic Expressive Type, Field-Dependent, 
charcoal on paper 
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Figure 16: Pablo, Perceptual Aptitude Haptic Expressive Type, Field-Dependent, 
acrylic on canvas 
 
 
Phenomena of the Cohort 
 
 The study focused on the individual experiences of seven students who 

experienced reading in a whole new way. Instead of the regular reading program that 

starts with letter sounds, vocabulary, and central themes, the students were shown the 

works of famous artists and what they contributed to the world through Cubism, 

Modernism, Expressionism, Surrealism, and Realism. Figures 3 through 14 are some 

of the examples of the artwork they created influenced by these different artistic styles 

and movements that they studied as part of an aesthetic education. As soon as the 

students learned about the artist through highlights of his or her biography and saw 

some of his/her most notable works they were then able to create a piece of artwork in 

their own way influenced by the artists’ style. After they understood more about the 
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artist by creating artworks in that artist’s style, then they read a biography aloud with 

me as their guide in a student-centered learning environment with their peers from the 

cohort. I saw from the very beginning their motivation and interest were much greater 

than I had ever seen before in our regular reading classes. They wanted to know what 

would happen next, and why certain events occurred in the artists’ lives. They began to 

identify with the artists and their struggles and started relating these things to their 

struggles as in reading. They supported each other in their areas of weaknesses and 

became bonded as a group. They started to respect the diversity among the group in 

how differently each participant expressed him/herself with the same style of artwork. 

They made strong statements such as “None of them thought they were good but 

actually they were…their works are worth millions now” (Table 3, Salvador). These 

types of statements started to sink in within themselves in how they did not think they 

were very good readers but actually they were, and I started to hear that from several 

of the lowest readers. The phenomena of the visual art and aesthetic education 

intervention on the group as a cohort became the central focus of the study. Common 

themes were taken from the group’s individual statements and applied to the 

theoretical frameworks of Greene, Dewey, Witkin, and Lowenfeld. The group enjoyed 

working hands-on and having the opportunity to express one’s self without someone 

dictating to them what to create and/or how to create it.  

 Qualitative studies unfold themselves throughout the process (Creswell, 2013). 

This study unfolded itself in a way that emerging themes repeated themselves from the 

beginning throughout the study until the end. The themes were always the same and 
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were about expression, fun, being active in class, identifying with other people who 

struggled in school, and identifying with other people who were not recognized until 

much later in their lives or even after their death. The study showed that the students 

were able to retain more facts, understand content more thoroughly, and make 

inferences to content to their present lives in a way that I had never seen before in a 

regular reading group. Having the opportunity to study different artists that have made 

an impact on the world and the way we perceive the world and ourselves in it, made a 

profound impact on the students. The power of the group was in the cohort. All seven 

students made gains in their reading scores (Table 1). The students all made gains in 

different domains of their self-concept scores (Figure 2). The study showed that 

students who are given the opportunity to express themselves through the visual arts 

and with an aesthetic education do improve their self-esteem, self-efficacy, increase 

their motivation, and improve their self-concept. The study showed that the students 

were able to increase in areas of less stress, more happiness and security in the school 

setting, more popularity, and better image of themselves physically (Figure 2).  

 
Qualitative Data- Overarching Themes 
 
 Overarching themes were collected from classroom discussions, questionnaires, 

and student interviews. Data was collected during the process to help guide the study and 

the students in using an aesthetic education to help them overcome challenges in reading. 

Table 6 explores some of these overarching themes that become central to the study. 

These themes were created from the different statements the students made. 
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Table 9: Overarching Themes from the Students Statements to Classroom Discussions, 
Questionnaires, and Interviews 

Ability to express themselves. 
Ability to express themselves in their own way and not being told how to express themselves 
(autonomy). 
Visual Art is a good stress relief. Reading really stresses them out. The visual arts through drawing and 
painting gets rid of the stress. 
Ability to express themselves through images that are their own and not images that someone else tells 
them to do.  
The power of the Cohort: participants’ want to stay in their group and continue with an aesthetic 
education for reading. They do not want to go back to their regular reading groups.  

 

The research questions helped guide the qualitative portion of the study with 

leading and interpretive questions in the discussions that were based on experience, 

opinion, feelings, knowledge, and input. The students were interviewed independently for 

thirty minutes to one hour. Table 7 (Appendix D) shows the open-ended question used 

for the interviews. And, Table 8 shows the statements from the interview questions for 

emerging themes that are central to the study. The following statements illustrate what an 

aesthetic education and a visual arts intervention to reading accomplished. 

 
Table 10: Interview Questions for the Visual Arts and Aesthetic Education Intervention 

1. How do you describe yourself? Describe. 
2. How do you view painting and drawing? Explain. 
3. When you read do you imagine what you are reading in words or images? Describe. 
4. When you draw or paint do you imagine stories with your images? Describe. 
5. What kind of art do you like? Describe. 
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Table 11: Experiences from Participants through Interview Questions and from Field 
Notes 

Art is fun.  

Art adds to the story. 

I think in images. 

When I draw or paint, I tell stories with color, line, and texture. 

I can make something out of nothing. 

I can escape from the world and not think about anything. I can just create. 

When I am sad, I can draw or paint and not be sad anymore. 

I never throw away my art. 

I give my art to people. 

I think art is important.  

I think I am important so my art matters. It is me. Something from me no one else can do like me. 

 
 
Quantitative Data Summary of Scores 
 
 The STAR Reading Assessment demonstrated that 71.43 percent went up in their 

scores and 28.57 percent went down. However, they only went down by one month. The 

highest score went up by 2.2 grades and the lowest score went up by 0.5 months. The two 

students that decreased in scores were absent more than five days each. The other 

students were never absent. 

 From the Piers-Harris Children’s Self-Concept Scale, the TOT scores increased 

from 28.57 percent to 42.86 percent in the average range (Figures 15 and 16). For, the 

domain scales, in keeping with the high average, average, low average to low scores and 

not moving across the score ranges as previously demonstrated, BEH increased from 

42.86 percent to 57.14 percent in the above average scores, INT increased from 42.86 
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percent to 71.43 percent in the average range, PHY remained stable from 42.86 percent to 

42.86 percent in the average range, FRE increased from 42.86 percent to 57.14 percent in 

the average range, POP decreased from 57.14 percent to 14.29 percent in the above 

average range, and HAP increased from 28.57  percent to 57.14 percent in the above 

average range. 

 
Figure 17: Post-Test Piers-Harris Children’s Self-Concept Validity Scales  
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Figure 18: Pre-Test Piers-Harris Children’s Self-Concept Validity Scales 
 
 
 All seven participants correct words per minute (CWPM) fluency scores increased 

(Table 4). The pre-test scores averaged at 44/60 CWPM and the post-test averaged scores 

at 65/60 CWPM. Interest-driven material through aesthetic education where perceptual 

differences are addressed and supported as strengths and hands-on learning strategies 

support Dewey and Greene’s theories of learning something new in a totally different 

way that has never been learned before. The kids wanted to get better, faster, and learn 

more about each artist. They never dreaded reading as prior experiences had 

demonstrated. 

 
Chapter Summary 

 
 

 When children have the opportunity to be creative, be acknowledged for their 

creative worth, and understand more about themselves through their unique creative 
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perceptions, their self-concept raises. The study reveals that in specific domain areas 

such as HAP, INT and PHY that pertain to the ability to express one’s self and 

leadership skills, the students had the most gains. In addition, understanding the 

different expressive aptitudes whether haptic or visual helped to understand the 

different perceptual differences that support differentiation and the self-concept. The 

student’s artwork demonstrated the different expressive types and helped support the 

student’s artistic development for expression and their reading development. Although 

student’s scores did increase in reading, and the students did increase in their self-

esteem, self-efficacy, motivation, and self-concept, the student’s learned to read in a 

whole new way through an aesthetic education that helped them address challenges in 

a way that was more meaningful and made them successful.  In addition, the students 

began to understand what it meant to have an innate expressive type and how that 

could be used within their surroundings to better support them in knowledge 

acquisition. Accordingly, the students were able to increase in their stages of artistic 

development by understanding the modes of expression they felt more comfortable 

with and understanding why through using an aesthetic education.  

 In summary, experience marks the beginning of learning and learning requires 

much more than experience because it also needs reflection, abstractions, and the 

active assessments of our own abstractions (Zull, 2002). Specifically, it is more 

important how knowledge is constructed than how it is acquired. The children were 

able to examine how they learn. They were able to feel the progress and dream about 

new possibilities for them in areas that they struggle the most in academics. This 
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helped them imagine becoming better at something very difficult. This allowed them 

to release their stress and to pause and reflect on what they were experiencing. Equally 

important, they no longer had to put all of their energy on struggling but they had fun 

and experienced joy in addressing an area that beforehand felt too hard and had them 

give up.  

  



108 
 

CHAPTER FIVE – CONCLUSIONS AND RECOMMENDATION 

 
Introduction 

 
 

 Greene explains that when an individual is to learn something new in a totally 

new and different way, a heightened awareness will occur and that this awareness 

allows the individual to learn something challenging in a more concrete manner 

(Greene, 1994). Greene explains that an aesthetic education is a way of regaining 

touch with the process of learning something new, of being introduced to a medium 

never known in a particular way before (1994). Specifically, an aesthetic education is 

the incorporation of the arts across the curriculum in a way that fosters a heightened 

awareness of and appreciation for all that touches our lives (Greene, 1994). The 

students in my study learned to read in a completely new way. They read books that 

were about artists’ lives and they quickly became fascinated with the unusual lives of 

the artists and the artists’ passion for their art, unique expression, and style and ability 

to have a totally new perspective of the world that had never been seen before. They 

were able to fully experience the artists’ ideas by creating works of art influenced by 

the artists’ styles. No two pieces of work were the same. Each student began to 

recognize their peers’ distinctive styles in creating. Some had bold lines where some 

had soft lines. Some used bold and soft lines. They were learning about their aesthetic 

sensibilities through their choices and their unique perceptual aptitudes every time 

they created a piece of artwork together. They began to respect these differences as 

strengths. We had ongoing conversations that discussed the meaning of line, color, 
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form, texture, space, movement, perspective, mood, and tone. The students began to 

view the world around them through the lens of an artist where visual imagery 

resonates feelings, thoughts, and moods of expression. The students began to embrace 

their perceptual aptitudes as strengths that could be of value to themselves and others. 

Some students used bright colors where others chose muted colors or colors that went 

together such as tertiary or secondary colors. Through these deliberate and purposeful 

investigations, the students began to understand the differences in their perceptual 

aptitudes, their distinctive creative types, and their different stages of artistic 

development in an authentic manner that was meaningful to each one. Additionally, 

the students began to bond with the artists in his/her views that supported their 

individual views in school and their struggles in school with communicating their 

views to others.  

 Equally important, the students began to understand aesthetics as a study of the 

mind and how our brains interpret something as being beautiful or not beautiful but 

perhaps even ugly and that it is okay. They began to create authentically and not from 

some preconceived idea of what is good, bad, beautiful, or hideous. Consequently, the 

students embraced Broun’s philosophy that art is not always about pretty or beautiful 

things, but about who we are, how our lives have been affected, and what we are about 

(2009). Furthermore, they took ownership of their feelings of who they are and felt 

proud of who they are. Conversely, they became wide awake and completely aware of 

their aesthetic choices in creating works of art that were transferable to reading skills 

and how they addressed difficult challenges in reading. Thereby, the students were 
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able to have a stronger self-concept that increased their self-efficacy, motivation, and 

self-esteem. Most noticeably, there existed an incredible bond between myself as the 

teacher and all the students in that we could face the challenges of reading together 

and move forward without boredom, frustration, or defiance that so often occurs in the 

classrooms of struggling readers due to learning disabilities where perceptual 

differences are not understood, known, or used as strengths (Shaywitz, 2005).  

 To an extent, Broun’s message became a guide in our discussions in order to 

focus on expression that is authentic and the process of creating rather than the final 

product or the act of creating for the acceptance of others. In other words, the students 

began to understand through studying other artists and creating works inspired by their 

styles that the way we perceive the world and our surroundings is through our 

experiences and what they mean to us and what we do with those experiences 

determines our aesthetic sensibilities (Dewey, 1934). Aesthetics encompasses what we 

see and what we feel and how we process that information into how we address 

situations with fear or calm, happiness or sadness, excitement or dread. Aesthetics are 

tied to our emotions. According to brain-based research on learning, we do not retain 

or remember knowledge that does not evoke emotion of some sort (Zull, 2004). 

Therefore, your aesthetic sensibilities are critical for learning (Greene, 1994; Dewey, 

1934). 

 To illustrate, the Greek word for aesthetics is aisthetikos and it means “sense 

perception.” Therefore, aesthetics comes from the belief of our perceptions and 

feelings towards things. When Dewey speaks of aesthetics’ he writes esthetics which is 
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the same as aesthetics except it is the American English way of writing the word. 

Aesthetics is the British English way of writing the word. Yet, both words stem from 

the Greek word aisthetikos, which deals with the perception of the senses. At times, 

aesthetics may be confused with cosmetics because both deal with beauty. However, 

aesthetics deals with depth and cosmetics deals with the surface. Both deal with beauty 

or our perception of beauty, however, aesthetics takes on a deeper meaning than 

cosmetics. Aesthetics is the philosophical study that deals with the nature and 

appreciation of art, culture, and taste. Aesthetics prompts emotion and critical 

reactions (Dewey, 1934).  

 Furthermore, in the Review of Literature from chapter two, a basic assumption 

pertinent to the study demonstrated that children with learning disabilities often 

develop a low self-concept, which affects their motivation in school, their self-esteem, 

self-efficacy, and their self-confidence (Ryan, 2004; Shaywitz, 2005; Caterrall, 1999; 

Deasy, 2002). From this viewpoint, innovative strategies and/or interventions are in 

need to help support a positive self-concept to address the reading challenges that 

children with learning disabilities face in reading (Shaywitz, 2005; Davis & Braun, 

2010). Therefore, having the opportunity to learn to read in a totally new way helped 

the children address challenges in reading that may not have occurred otherwise. In 

this chapter, the research findings explain the process that unfolded throughout the 

research and gave the students the opportunity to address reading challenges in a 

completely new way (Greene, 1994; Dewey, 1934). Moreover, this final chapter 

illustrates the findings through the theoretical frameworks of Dewey, Greene, 
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Lowenfeld, and Witkin. Greene and Dewey support findings on aesthetics. Lowenfeld 

supports findings on artistic development and the different expressive types in 

creativity. And, Witkin explains the different perceptual aptitudes in the study and how 

they are used as strengths. The chapter demonstrates how the students became 

successful with the intervention and why. The findings represent an increase in reading 

and self-concept scores through qualitative and quantitative measures. The rich 

discussions of the cohort add meaningful knowledge of self for each participant in his 

or her journey in understanding his or her perceptual strengths comprises the 

qualitative findings. The portfolios created illustrate the different stages of artistic 

development and the different creative expressive types that each student began to 

understand about him or herself. In an attempt to translate qualitative data from 

imagery, artwork from the portfolios are listed in this chapter and brief descriptions 

concerning the student’s creative expressive type and stage of artistic development in 

correlation with self-concept and reading is addressed. Some parallels are readily 

apparent in this chapter, and descriptions concerning the students’ struggles in reading 

and how they were able to use their perceptual aptitudes as strengths unfold from their 

opportunity to express meaningful stories from their lives prompted by the visual arts 

and an aesthetic education. Certain limitations seem apparent and are discussed in this 

chapter. Consequently, evidence pertinent to these findings and to past research 

explored in the literature review of chapter two offer possible implications for future 

research.  
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Findings 
 
 The findings of the research study showed that an aesthetic education where the 

lives of different visual artists were explored and the students were able to create a 

work of art influenced by the style of those artists, supported an increase in self- 

concept and in reading comprehension and fluency scores. The study showed that the 

students were able to address the challenges they faced in reading from the support of 

an aesthetic education and visual arts intervention that included artist biographies and 

creating artwork influenced by the artists’ styles. The aesthetic education component 

showed that the students were able to understand more about their perceptual aptitudes 

and use them as strengths to learn skills that are challenging in a totally new way that 

is meaningful to them as represented through the qualitative data of interviews, field 

notes, observations, and classroom discussions.   

 The quantitative results showed an increase in self-concept scores, reading 

scores, and reading fluency scores through standardized testing measures. The 

qualitative results explored the phenomena of the cohorts’ experiences with an 

aesthetic education and visual arts added to their reading instruction. Through these 

rich discussions, I was able to understand more about the struggles that students with 

learning disabilities experience in school in relation to the development of their self-

concept. Specifically, the student’s ability to work on challenging skills when they 

lack the motivation, self-esteem, self-efficacy, and have a low self-concept from 

feeling misunderstood became central to our daily discussions.  
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 For example, offering an aesthetic education and visual art instruction is not 

readily available for children at the elementary grade levels, and having the 

opportunity to do so, opened up a whole new world for the students in a way that was 

unknown to them. Most profoundly, young students learned to use a voice that they 

could call their own despite a limited vocabulary or an awareness of who they are. 

Creating an environment where students were able to understand their different 

aesthetic sensibilities through the differences of their creative expressive types, stages 

of artistic development, and their individual perceptual strengths they commenced to 

commit to choices that created greater self-efficacy and increased motivation. Once 

motivation was increased and self-efficacy was evident, the students were able to feel 

proud of themselves and gained greater self-esteem, a more positive self-concept and 

this helped increase reading skills as evidenced through the findings of the reading and 

self-concept scores and the rich discussions. Fundamentally, the research is important 

because it supports the visual arts and an aesthetic education for children with learning 

disabilities to enhance reading by supporting a positive self-concept through an 

opportunity to understand perceptual differences as strengths and not as deficits as we 

formerly are accustomed to portraying in current school systems. 

 
Generalizations 
 
 The research study has a certain amount of generalizability. Meaning, that 

another teacher can replicate the steps I have taken and use the intervention on a 

different group of students of the same age group with learning disabilities and see the 

same results but in a different way. In a different way, because art is not the same for 
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everyone. The value of art is in the different ways each individual perceives the world 

through his or her senses and perceptions. However, there are certain variables in place 

with this particular study. For example, there is the special relationship that I have 

built between myself and the participants over time that has created trust. Whereas, 

someone who did not obtain the trust that I was able to may not be able to create the 

same results. With respect to other teachers and their backgrounds in the visual arts, 

mine is unique in that I am a teaching artist who currently paints and exhibits my 

work. Whereas other teachers may not have the experience I do in the visual arts.  

 Additionally, my educational background is unique in that I have a bachelor’s 

degree in the fine arts that I received from Parsons School of Design and the New 

School for Social Research in New York City. Furthermore, Parsons School of Design 

is one of the leading art schools in the world. Therefore, in comparison to a teacher 

who possesses a visual arts major from a state school that is not specifically geared 

towards the visual arts, then the education would be considerably different in intensity 

and exposure to leading educational theorists in the philosophy of art education. 

Conversely, other teachers may not have had the extensive training in education as I 

have had by acquiring three different master’s degrees, and that being one in general 

education and two in special education with an emphasis on the advanced studies in 

applied behavior analysis. Therefore, to replicate the study, the teacher must first build 

a relationship of trust with his or her students that can give the teacher and the students 

the opportunity to become transparent in discussions and becomes authentic and 

meaningful to both the student, and the teacher.  
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 In this respect, the teacher would have to know something about visual art, 

aesthetic education, and have experiences in both in order to understand fully how to 

investigate aesthetic findings in order to build trust with the students. For this reason, 

the study is a phenomenological study, because the focus was on the phenomenon of 

the intervention on the cohort and the individual experiences of each participant. 

Therefore, the participants are not chosen in random but are carefully selected by who 

each individual represents artistically and academically, and the researcher also must 

have a background that has an understanding in both areas. In addition, the research 

questions are framed in terms specific to the population of students with learning 

disabilities and who are of the ages of ten and eleven, and this is key in replication. 

Moreover, the teacher would need to value art as an integral part of education that can 

be used as a bridge to narrow the gap between knowledge acquisition and specific 

learning challenges that differ within each child. If the teacher did not value art as an 

integral component to education the replication of the study would be difficult. 

Aesthetic education has been linked to a critical reflection on art, culture, and nature 

(Greene, 2004). In summary, contingent upon a teachers’ knowledge and appreciation 

for the visual arts and on an understanding of aesthetic education and how combined 

are a vital component to cognition in supporting a positive self-concept and in 

accepting perceptual differences as strengths rather than deficits, the study would be 

difficult to replicate.  

 In qualitative research, transferability is known as external validity, and the 

external validity of a study is necessary for understanding its implications for future 
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studies and its transferability potential (Maxwell, 2013). Another way of speaking in 

this area would be to ask, “Can this study be reproduced with different students who 

are 10- and 11-year-olds and who have learning disabilities in a different setting and 

with a different teacher and expect to get similar results?” Contingent upon the 

teacher’s education and experiences the answer may be yes. Each student is different, 

and every teacher is different; however, the study demonstrates that by using a visual 

art and aesthetic education intervention the students did increase in their reading 

scores and their self-concept was increased. Additionally, every classroom and every 

school are different. However, understanding the theoretical framework from which 

the study is founded would hope to support transferability and generalizability to a 

certain extent. This is one of the areas the chapter explores in order to support 

replication and future studies.  

 The findings reveal that the quantitative results of this study show that the 

reading scores increased in comprehension and in fluency (Tables 2 and 5). In 

addition, the students were able to experience rich discussions that expressed how 

important they felt when given the opportunity to express themselves through the 

visual arts (Tables 4 and 6). Moreover, the students found areas of strengths that they 

possessed and they were able to share within the cohort and this helped each one with 

their self-concept which then affected their motivation, self-esteem, and self-efficacy 

in a positive way in order to address reading challenges. Therefore, to replicate the 

study, the teacher must understand that an aesthetic education is not merely adding a 

visual art component to the intervention. In this study, an aesthetic education is 
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looking at reading through a completely new lens. In this lens of an aesthetic 

education, the lives of artists are used to open the lives of children who are struggling 

and give the children an opportunity to express their lives in a meaningful way through 

visual expression. The discussions showed that the students were able to gain the 

courage to address reading challenges in a completely new way and out of 

determination. In other words, the teacher would need to understand that, 

Aesthetic education, is an intentional undertaking designed to nurture 
appreciative, reflective, cultural, participatory engagements with the arts 
by enabling learners to notice what there is to be noticed, and to lend 
works of art their lives in such a way that they can achieve them as 
variously meaningful (Greene, 2001, p. 6).  

 
The students found their identity in creating artwork that was supported by 

learning about the life and struggles of another artist. These students struggled 

profoundly in school and in being understood. Their self-esteem was low and their 

motivation for academics was low because learning to read as their peers was very 

difficult. However, from the intervention, they were able to remember dates such as 

the birth and death date of the artist, the time they lived in, the country they came 

from, the style of art they were famous for, and how society rejected them for the most 

part in the beginning, yet later on began to be appreciated with time. Another 

important factor was that the cohort gave the students a safe place to talk and to 

express their feelings about the artists. There would be comments in the discussions 

from students such as “In their time, people said they weren’t any good but actually 

they were. Their paintings are worth millions now,” and “Everyone matters because 

each person creates a picture completely different than the next and they all count 
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because they made it.”  Every day they became more comfortable with expressing 

things that were buried deep inside of them that they needed to express yet never really 

had a venue to express before in the school setting and yet using the visual arts they 

were able to do so. This became valuable information for the student, his or her peers, 

and myself as the teacher in understanding more of how to help my students. 

 To illustrate, Salvador spoke of the American abstract expressionist artist 

Charles Demuth’s influence on him with his painting, “I Saw the Figure Five in Gold” 

by his association to the number seven and the number nine and how he was seven 

when his father died and how seven is important to him because his father made him 

very happy teaching him many things. When we studied the life of Demuth we used 

his painting entitled, “I Saw the Figure Five in Gold,” inspired by the American poet 

Carlos Williams Carlos as an example to think of numbers between zero and nine that 

have meaning to the individual. Salvador picked a nine and a seven and then 

proceeded to explain to the cohort the meaning of these numbers. Salvador was able to 

talk about the experiences he had with his dad that he missed like playing basketball 

and football, when his dad would give him money, how he felt and how his dad’s 

voice sounded, the words his dad used, and the meaning it all carried for him. His 

father died when he was seven. His father taught him to play basketball when he was 

six and football when he was seven. Greene talks about how the arts give individuals 

an opportunity to leave an imprint on the world (2001). Salvador was able to leave an 

imprint on the world with his painting that he created that was inspired by Charles 

Demuth in our aesthetic education component of the intervention (Figure 17). Salvador 
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was able to relive an experience that brought him joy through an aesthetic experience 

that brought about a heightened awareness for him of the love he had for his father. 

This is the highest form of learning when an emotion occurs through the learning 

process that can be tied to a concept, according to brain-based learning research (Zull, 

2002). 

 

 
Figure 17: Salvador, Haptic Expressive, Stage of Drawing Realism 
 
 

Salvador used a number seven and nine in his painting that was inspired by the 

American Modernist. When I asked Salvador why he chose the number seven and the 

number nine, he replied,  

My father died when I was seven. I like how I remembered him when I was 
nine. Now I am ten and I don’t want to forget him. He taught me how to 
play basketball when I was six. He was always playing basketball with me. 
He was good. I miss playing basketball with my father and hearing his 
laugh. He used to give me money. He would always tell me to spend it 
wisely. I like the number seven and the number nine because they make me 
remember who I was then and I think of my dad. 
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Salvador had an intentional undertaking that nurtured appreciative, reflective thought 

through the arts that gave him the chance to notice what needed to be noticed in his life, 

which was the number seven and its meaning to Salvador of the memory of his father 

(Greene, 2001). Once Salvador was able to discuss to the group the meaning of his 

painting with the numbers nine and seven, he became much closer to the group and much 

more engaged and much more willing to address his difficulties with multisyllabic words, 

consonant blends, irregular spellings, and fluency. Additionally, he was able to become 

aware of Charles Demuth and remember details of our lesson from his birth date, birth 

town, place in history, art movement responsible for, close friend the poet, William 

Carlos Williams, and more. He was completely engaged. Beforehand, Salvador would 

simply say, “I am not good at reading.”  After the 10-week intervention, Salvador would 

say, “I am a good reader.” Now, he was motivated to read, and his self-esteem was 

raised. There existed a heightened understanding for Salvador and his peers for the 

numbers nine and seven because of the aesthetic education and visual art intervention he 

was given. They no longer were ordinary numbers. They had become numbers with a 

story behind them. And the story behind the numbers is a powerful message for the group 

and a gateway to each for opening up discussion to things that are meaningful and 

relevant to each individual, like the death of a parent. 

 Salvador wrote a story about his dad and entitled the story “Numbers Seven and 

Nine” influenced by Charles Demuth’s modernist piece entitled “I Saw the Figure 5 in 

Gold”. He wrote: 
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Figure 18: Salvador’s Story entitled “The Numbers Seven and Nine” 
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 In summary, visual art and aesthetic education created a space for Salvador to 

express himself in a way that freed him from the constraints of the classroom. Thereafter, 

he was able to address difficult areas in reading with ease and confidence and become 

closer to the cohort where he began to trust his choices and the support of the group. 

Greene explains that an aesthetic experience is not simply the feeling of a sensation or the 

response to an experience but a heightened understanding that brings us into an 

experience in a way that is unforgettable so that deep learning occurs in a content area 

through and from the arts (2001). Salvador not only drew and painted a picture that 

represented his relationship with his father, but he also was inspired to write a story about 

his relationship with his father and was able to open up with the group about the death of 

his father. A basic assumption through this analysis is that Salvador’s ability to express 

himself in a meaningful way allowed him to bypass the obstacles that were holding him 

back in reading where now he felt more security and confidence to address challenging 

areas. Specifically, Salvador never wrote more than a couple of sentences on any subject 

and was not keen on writing. However, the ability to express his feelings towards an 

important time in his life inspired him to read, write, reflect, create, and share. Salvador is 

a haptic expressive type in creativity. He uses visual art to create a piece of artwork to 

release an emotion instead and not necessarily to create a piece of the external world. 

There is a critical distinction between creating to release an emotion and creating to 

represent an emotion and understanding the different approaches may help teachers better 

understand individual needs for more awareness in academic engagement.  



124 
 

 Additionally, Lowenfeld writes about the different developmental stages of 

artistic growth. Lowenfeld uses the human figure, space, color, design, motivation topics, 

and materials. Salvador was very purposeful in how he designed his piece. The sevens 

make a heart. The nines look like they are playing on a basketball court. Salvador 

expresses that he is losing his memory of his dad at 10 and wants to keep how he felt at 

nine within him forever. He does not want to let go of his dad. Salvador is 10 and is able 

to express himself through the visual arts that may otherwise be difficult through a 

linguistic manner, and yet a strong need to express. Key elements in visual aesthetics are 

color, shape, pattern, line, texture, visual weight, balance, scale, proximity, and 

movement (Lowenfeld & Brittain, 1968). Salvador used all of these key elements through 

the language of visual arts in expressing his feelings about the loss of his father. In 

addition, Greene believed only people ready to learn are people who can be awakened 

(Greene, 2001). Salvador was awakened by the works of Charles Demuth and was 

purposeful in choosing the numbers nine and seven to create a piece of art to express his 

feelings about the loss of his father. In doing so, Salvador had the opportunity to bond 

with the cohort and the shared experience that was brought on by the visual arts in 

creating a piece and an aesthetic education, which was learning about how the artist 

viewed the world and why. There was never a time where I had to redirect the students to 

stay on-task, or pay attention, or repeat a question. The students were amazingly engaged 

at all times listening to each other and curious to learn more about the artist, each other, 

me, and themselves and were anxious to create a work of art influenced by the style we 

were studying.   
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 In another example, Franz drew portraits before and after the intervention. In his 

beginning portrait he portrays himself in relation to his environment (Figure 19). He is a 

figure standing in front of his house. His face appears timid. In his later portrait, his lines 

have transformed from timid lines to bold lines that are determined. There is nothing 

timid about his later piece. His face takes up the entire page. The portrait is no longer his 

connection to his environment but his connection to himself. In Lowenfeld’s stages of 

artistic development, children travel through fixed schemas of visual representation. A 

large part of his theory rests on the individual’s beliefs about himself and his or her 

relationship to his or her environment. According to Lowenfeld, developing children who 

create portraits that concentrate more on expression and mood instead of placement in the 

environment, are the children that are reflecting more towards their inner beliefs about 

themselves and their feelings towards the world that surrounds them than how others 

view who they are. This is an advancement in the stages of artistic development as much 

as it is in a social and emotional awareness that pertains to self-concept and to the 

development of perceptual aptitudes (Lowenfeld & Brittain, 1968; Rouse, 1965; Witkin, 

1959). 
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Figure 19: Franz, Visual Expressive, Stage of Drawing Realism, Pre-Portrait 
 
 
 Greene speaks of aesthetic education as integral to the development of a person 

(2001). Lowenfeld describes these stages through his theory of artistic development. 

Franz uses space as a definite space with a baseline and using himself as part of the 

environment, which according to Lowenfeld is important for cooperation and reading 

(Lowenfeld & Brittain, 1964). Franz develops in color and design by mixing colors and 

making a relationship between the color and the objects. His motivation is centered on 

the expression of his character from being out in the environment to a close-up to his 

expression. Franz repeats his schema of the figure and portrays personality through 

expression that is quite strong in character. He has made a definite concept of man and 
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his environment in his representation of space (Lowenfeld & Brittain, 1964). Franz does 

this through the deviation of the body to the face where the emphasis is on his expression 

and what he is trying to say with that expression. These are Franz’s aesthetic sensibilities 

that he is learning to understand and use through intentional choice. The texture and 

depth of his line, the intensity of his color, the relationship to space and design are all part 

of his aesthetic growth that is important for the development of an individual in 

understanding their perceptual aptitudes as strengths rather than deficits.  

 

 
Figure 20: Franz, Visual Expressive, Stage of Drawing Realism, Post- Portrait 
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 An important theoretical assumption comes from Lowenfelds’s haptic-visual 

theory of the different expressive types that shows Franz as a visual expressive type. In 

order to understand the implications of the visual expressive type in creativity, it is 

important to understand the student through his artwork. Franz looks at the world how it 

is and is analytical in his choices. He relies more on the visual than on the kinesthetic. He 

is meticulous in the colors he uses that they represent what actually exists like the green 

grass and the blue sky. His emotions arise from the world as it is instead of using visual 

art as a release for his emotions where colors represent moods. Arguments for the 

significance of understanding the different creative expressive types have become 

important in art education and in cognitive psychology for differentiation (Witkin, 1959; 

Rouse, 1965; Lowenfeld & Brittain, 1968). Franz’s portraits are created from the point of 

view of the observer who is concerned with the appearance of objects rather than of their 

subjective meaning. The visual expressive seeks experiences from the visual world 

outside of him and not from them internally.  

 Although Franz’s portraits are naïve in style due to his age and artistic stage of 

development, his approach is visual. This is where the teacher/researcher must have an 

understanding of art education. Franz’s approach and desire are to create a portrait that is 

true in likeness to what he sees from the mirror and not an internal representation of his 

feelings inside or of his struggles in life. Franz is not concerned with evoking an emotion 

of happiness or sadness of circumstances or of an existence but of an exact representation 

of his physical attributes. Franz went into depth about these issues in our daily 

conversations. Franz worked hard on positioning the features of the face in the correct 
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areas anatomically and proportionally and in using colors that were true to life. 

Understanding the perceptual aptitude of Franz helped him understand better his aesthetic 

sensibilities and his choices. Visual expressive types are concerned with an objective 

analysis to detail, and they rely completely on their visual experiences of the outside 

world (Lowenfeld & Brittain, 1968). Lowenfeld thought of these differences in 

expressive types as innate and that learning about them was important to understand more 

about a child’s development in regard to creativity and about the differences of their 

perceptual aptitudes (1968).  

 Lowenfeld used a set of criteria to assess different expressive creative types and 

those are listed as mode of representation, spatial treatment, color usage, treatment of 

detail, and mode of balance (1968). A teacher can learn more about his or her student by 

using the set of criteria during the creation of artwork to better understand which creative 

expressive type their student falls under. I was able to use this information to gain a better 

understanding of reading challenges. Franz is a visual expressive type. He looks at the 

world as it is. He gets lost reading. He concentrates on each word very long and has 

trouble getting to the next word. He believes he has to get each word in order to get to the 

next. He does the same thing in writing where each word has to be visually perfect before 

he can write the next word, and writing is an extremely time-consuming task for Franz. 

As soon as I started to understand how he expressed himself creatively, I began to change 

my instruction. I followed along with him in reading and let him be successful for the 

words he knew, and I read the words he stumbled on. His reading challenges due from a 

learning disability are profound and he has spent many years stumbling on words. As 
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soon as he acquired higher reading fluency that was visible through reading activities and 

scores, he became more confident in using his word attack skills to address multisyllabic 

words that prior stopped him from reading. This was a huge breakthrough for Franz. A 

parallel analysis of the phenomenon of reading and addressing the different creative 

expressive types of students could argue reasonably that once the expressive type is 

understood by both teacher and student, the two have an opportunity to use these 

perceptual differences as strengths in a curricular area such as reading. 
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Figure 21: George, Self- Portrait, Haptic Expressive, Stage of Drawing Realism 
 
 

Some parallels are readily apparent of the benefits of understanding individual 

expressive creative types may be found in George’s work. George created a portrait with 

lines across his face. He has gained self-assurance through repetition of form, symbols, 

and schemata. He has developed a voice through a visual language that describes who he 
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is as an individual. He has created a mood through design and color. In understanding 

George, he is an older brother yet believes that his younger brother is treated more like 

the older brother. He feels his house is too small and wishes to have his own space. He 

loves to make people laugh and spends a lot of time making people laugh. He loves jokes. 

However, he feels trapped inside because he has no room, shares his house with many, 

and feels his brother is a bully to him. He does not like being in special education classes. 

He is always asking when he will be “smart” enough to leave. George is 10 and yet has a 

lot of things that preoccupy his mind through worrying that is evident in his class 

performance academically and social/emotionally. These are the testimonies that we 

heard from George in our cohorts and my interview with him. He has painted a self- 

portrait that shows these characteristics by drawing lines across his face as if he is in jail 

of some sort. George has become more sensitive to the interplay of line, color, and form 

as evidenced by the mixing of colors, texture, and shape of the line, and the exaggeration 

of form for the message that he is trying to reveal in his self-portrait. Maxine Greene 

states, 

Through the awareness, through the wide- awakeness brought about by 
aesthetic education (or by authentic teaching conducted to that end), our 
students will in some sense be free to find their own voices, as they find 
their eyes and ears. They may even find themselves free for a time to possess 
their own lived worlds (2001, p. 11).  

 
George lives in a small house with his younger brother mother, grandfather, and 

cousin. They are not allowed to have pets because they are renting, and the landlord does 

not permit pets. He dreams of owning a dog and a parrot one day. He makes the sound of 

a bird. They have two tiny rooms. He wants more space even though he is very close to 
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his family, he feels crowded. He learned to use his voice through a visual art and an 

aesthetic education intervention. He learned to express himself more and became excited 

to tell us more about his life and his day in each of our daily gatherings. George is a 

haptic expressive type in creativity. His approach is subjective and emotional in 

orientation, and one that relies heavily on the kinesthetic more than on vision. George 

feels like a participator where the self is projected as part of the picture and not 

independent of it (Lowenfeld & Brittain, 1968).  

 George is dependent on the kinesthetic and on touch. In class, George is 

constantly moving and talking. It is extremely hard for him to sit still, listen and be quiet, 

and or to keep his hands off of things. He has attention deficit and hyperactivity disorder 

(ADHD). These are common traits of ADHD. He is redirected often to stay on-task by 

everyone and everywhere. However, when George is engaged in creating, he is 

completely engaged in the process, attentive, quiet, and creating. He can last this way for 

much more time and listen better. When George first came into the class, he rarely was 

able to repeat what was said to him, what he read aloud, or follow any directions. His 

scores on the comprehension test were below average. This frustrated George immensely. 

Through the visual art and aesthetic education intervention, I was able to assess the 

different expressive creative type that George was and discuss it with him at length so 

that he understood that this was a great strength and not a deficit. He just needed to know 

how to use this strength. I watched George become happy in the special education 

classroom and also experienced him not asking anymore when he was going to be 

“smart” enough to leave the special education room. George started to use his perceptual 
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strengths and understand them where he could engage in creating artwork and listening 

and answering on cue. His comprehension rose in scores as did his self-concept scores. 

Data provided by proceeding studies tend to support the arts for at-risk children and 

children with learning disabilities in achieving higher scores academically (Deasy, 2002). 

In my study, George’s scores rose contingent upon his understanding of his perceptual 

aptitudes and his creative expressive type. Beforehand, George was too self-consumed 

and distracted to give himself the chance to learn and struggled much more in achieving 

success. He was very hard on himself and was not experiencing the joy of learning as 

other children. His inattentiveness called attention to his expressive type in creativity, and 

through this knowledge I was able to communicate with George in a more pragmatic way 

to address his strengths and not consider them deficits. Children with ADHD can multi-

task, they have a lot of energy, and can understand multiple concepts at once. Once a 

child with ADHD learns how to use this strength, it frees him from feeling down on 

himself as if there is something wrong with him. On the contrary, he can use these 

perceptual differences as strengths and further develop his aesthetic sensibilities in 

understanding the preferences of his choices. In this way, students may gain an increased 

self-efficacy and the opportunity for autonomy, which is a critical component in the 

special education curriculum.    
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Figure 22: Frida, Post- Self- Portrait, Haptic Expressive, Stage of Drawing Realism 
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Consideration of Frida’s work shows herself in two different portraits (Figure 22 

and 23). In her pre-self-portrait Frida is conscious of how she appears and her expression 

is less free with constricting forms and lines. It is a drawing that feels as though it needs 

to be pretty and she needs to look a certain way. She is smiling and has all the 

characteristics of beauty that we are taught to use: eyelashes, jewelry, lipstick color, a 

neat hairstyle, and matching clothes. She is part of the environment with a horizon line. 

Lowenfeld explains that children draw themselves the way grown-ups see them (1968). 

An interesting hypothesis, however, is that after Frida became engulfed in an aesthetic 

education and used the visual arts to understand the lives of other artists, she began to 

open up in the cohort. Her second portrait known as the post-self-portrait (Figure 23), 

depicts a different Frida. In her interview, she spoke of not caring what others think and 

of caring more about others than she does of herself. She explained that the number one 

motivation in her life is her family and protecting younger children from bigger children 

hurting them and caring for animals. Frida also explained that she can feel others pain 

and always hugs people to make sure they know they are loved. In her second portrait 

known as the post-self-portrait, Frida has become more expressive in her line, form, 

texture, space, and color. Frida is a haptic expressive creative type and is concerned more 

with the kinesthetic than the visual, which has become evident in the artifacts through the 

artistic development of shape, form, color, and line in addition to her approach to the 

depiction of the object. Greene’s explanation of aesthetic education illustrates perceptual 

differences when she states, “We need to recognize that perception involves a direct 
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apprehension of some complex totality as it is given and presented to our viewing or 

listening consciousness” (2001, p. 12). 

The focus can be on the value of self-expression where Frida has become aware 

of her deepest feelings and expresses them through her color, shape, form, line, and 

texture by being more concerned with the kinesthetic effect of creating than the visual 

effect of what is there as evidenced in Figures 23 and 24, through her relationship to 

color and form. Frida struggled following along in reading class. She had very low self-

esteem for reading and replaced words most of the time. She has extreme challenges with 

the reading process. In understanding her creative expressive type, I was able to teach 

Frida self-regulating strategies to give herself a chance in reading acquisition. I pre-

taught vocabulary. I read passages first. I guided her throughout the reading process 

much like a beginner on a bicycle with training wheels. Through these steps, Frida was 

able to gain the confidence to address reading in front of the group over time. 

Additionally, she was able to read passages on her own over significant trials and 

modeling experiences. Frida began to embrace her perceptual differences as strengths and 

understood the accommodations she needed to ask for instead of sitting in the back of the 

classroom and pretending to understand as she had done for years. I watched Frida start 

to believe that she could read, and I saw her read. Frida was the lowest-performing reader 

academically in the classroom starting at a Kindergarten level in reading and gaining 

scores that reached the first-grade level. A closer inspection of these findings suggest that 

for Frida to understand the power of her creative expressive type as a haptic expressive 

type, and believing that she could read through an increased self-concept, Frida found 
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success from a visual art and aesthetic education intervention for reading in the 

classroom. 

 

 
Figure 23: Frida, Pre- Self- Portrait, Haptic Expressive, Stage of Drawing Realism 
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Figure 24: Frida Landscape, Haptic Expressive, Stage of Drawing Realism, Abstract 
piece 
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Figure 25: Richard Landscape, Visual Expressive, Stage of Drawing Realism, Abstract 
piece 
 
 
 A general theoretical context of the different expressive types is assumed to be 

fundamental to Richard as a visual expressive type. To illustrate, Richard is much more 

concerned with how things appear in the environment. In Figure 25, he has created an 

abstract piece influenced by the Abstract Expressionist Richard Diebenkorn, an American 

Modernist. He is painting the birds-eye view of an airport landing. He is intentional in his 

realistic use of colors for grass and dirt and the blacktop of the runway. He uses blue for 

the water he found running down the runway. Although Richard appreciated studying 

about the different movements in art from surrealism to abstract expressionism, Richard 

was uneasy about artwork that was not realism. Even though Richard Diebenkorn is an 

abstract expressionist and an American modernist, Richard was extremely influenced by 

his work because it was a birds-eye view of landscapes. Diebenkorn painted landscapes 
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with a birds-eye view. No one had ever painted this way before. Richard explored along 

with his peers, putting himself in someone else’s shoes and painting a scene outside of 

themselves as Diebenkorn did. Richard is a visual expressive creative type. And this type 

of creative learner addresses the world from externally and not internally as 

aforementioned in more detail. In other words, Richard is much more interested in his 

relationship to the environment and how the environment affects him than his inner 

feelings and how those may affect the environment. Different perceptual strengths, haptic 

v. visual, are explored at this stage of drawing realism that the students fall under in 

category from their age and their artistic development (Lowenfeld & Brittain, 1968). The 

study was designed to address perceptual differences as strengths and not deficits and in 

doing so understanding different expressive types in creativity is important. As soon as 

Richard understood his perceptual aptitudes as strengths and started to learn how to use 

them, he was able to appreciate Diebenkorn’s’ artwork and became incredibly influenced 

by the artist creating numerous birds-eye view pieces in detail. 

 The research represents an investigation into the problem of a low self-concept for 

children with learning disabilities. Prior to the intervention, Richard was a child that 

came into the classroom with a lot of behaviors that were not conducive for learning. For 

example, he blurted out consistently, he refused to work, he was out of the seat without 

permission, and bothering other students by grabbing at them or taking personal things 

from them. He was defiant towards adults and unwilling to cooperate in instruction time. 

He was used to time out, office referrals, and being reprimanded. However, after Richard 

became engaged in creating works of art that helped him look at the world differently, his 
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demeanor changed drastically to a more positive classroom persona. He started to 

become interested in learning. He stopped making baby sounds and bathroom sounds and 

started to engage himself in math and reading and became extremely proud of himself. 

He had me make videos of him reading so that I could send them to his parents who were 

amazed that he was reading. Richard had never read in front of his parents before, and he 

was 10 years old. The ultimate effect was that they did not believe that he could read. The 

validity of this evidence was that Richard suffered considerably in the development of his 

self-concept by the disbelief of others in his perceptual aptitudes as strengths. Although 

he struggled in reading, he was improving without the support that would be attained 

through self-discovery of attributes of strength. His comprehension and fluency scores 

rose as did his self-concept scores. In a more detailed analysis, Richard gained 

confidence in his INT on the Piers-Harris Self 2 Children’s Self-Concept Scales where he 

remained stable at a score of 58. He also saw himself as a better-looking kid according to 

the data on the self-concept scales under the PHY domain where he went from a score of 

48 to 58. Therefore, his self-concept was changing to a higher view of himself 

intellectually and physically. In conclusion, in learning more about how to express who 

you are then your self-concept may increase, which helps you in other areas that may 

otherwise be challenging, as did for Richard with reading.  
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Figure 26: Claude Landscape, Haptic Expressive, Stage of Drawing Realism, Abstract 
piece 
 
 
 The results of the study were consistent with Claude, who had many challenges 

from his learning disability. He struggled in reading. He was very smart and hated school 

because he could not understand why he could not read like his peers. He did everything 

to avoid reading. Claude is a haptic expressive creative type. Claude made gains in his 

TOT scores for the Piers-Harris 2 Children’s Self-Concept Scales. He increased in 

reading fluency from 46/60 correct words per minute to 89/60 correct words per minute 

in a 10-week intervention. He increased by 2.2 grades in his STAR Reading test scores, 

from a scaled score of 88 (grade equivalency: 1.2) to a scaled score of 369 (grade 

equivalency: 3.4). He loved art. He loved to draw and paint and build things. He could 
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listen to any story and recite back to you exact details of every event in the story. He had 

perceptual strengths that were outstanding that he had used throughout his life to make it 

through school. He felt completely defeated to be in the special education classroom and 

would cry from frustration at the beginning of the year. However, after working with 

Claude and teaching him about his strengths through his perceptual aptitudes and using 

his expressive creative type to help him better understand how he viewed the world 

around him, Claude blossomed into one of the top kids in the classroom where his 

success transferred cross-settings. His general education teachers commented on a 

marked improvement, and his scores raised on science and social studies tests. He 

eventually exited services, and although he remained under an IEP for learning 

objectives, he mainstreamed into the general education classroom for reading and all 

other core subjects. The most exciting part for me was to hear Claude say, “I am a great 

reader” and for him to believe that himself and to advance in reading because of his 

belief. “The first concern of those of us engaged in aesthetic education is to find ways of 

developing a more active sensibility and awareness of our students” (Greene, 2001, p. 8). 

 The relationships that seem to have the greatest credibility for myself as the 

researcher are the ones I experienced as the guide for the student to discover his own 

potential. In this way, I was not telling the student where he or she was good at a specific 

skill, in contrast, they were experiencing this fact. Greene explains that a key component 

to using an aesthetic education in the classroom is for the teacher to gain a greater 

awareness and sensibility of our students (2001). In discovering through the visual arts 

what type of expressive creative type my students are and using an aesthetic education to 
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have them experience this knowledge, I found that my students gained confidence, 

became motivated, and acquired knowledge more profoundly than in prior instructional 

events. There was a relative consistency in the outcomes of the intervention where the 

students all gained a heightened awareness of their strengths. Recurrent themes supported 

the data by the students’ overall feelings that in using the visual arts with reading, the act 

of reading became more fun and more meaningful through an aesthetic education that 

focused on the lives of artists and was re-examined through central concepts. 

 

 
Figure 27: Pablo Landscape, Haptic Expressive, Stage of Drawing Realism, Abstract 
piece 
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Figure 28: George Landscape, Haptic Expressive, Stage of Drawing Realism, Abstract 
piece 
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Figure 29: Claude, Self- Portrait, Haptic Expressive, Stage of Drawing Realism 
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Figure 30: Richard, “Self- Portrait as his Mom”, Visual Expressive, Stage of Drawing 
Realism 
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Figure 31: Claude Self- Portrait, Haptic Expressive, Stage of Drawing Realism 
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Figure 32: Salvador, Haptic Express, “Cat.” Inspired by Franz Marc and 
Expressionism 
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Figure 33: George, Haptic Expressive, “Cat”, Inspired by Franz Marc and 
Expressionism 
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Figure 34: Pablo, Haptic Expressive, Stage of Drawing Realism 
 
 
 Some parallels are readily apparent in Pablo’s work. Pablo uses the number one 

as Charles Demuth used the number five in his piece “The Figure Five in Gold” that he 

created for his friend William Carlos Williams, an American poet. Demuth created his 

painting as a tribute to his friend William Carlos Williams when he died. Pablo learned 

about the poem and created his own piece inspired by the artwork and poetry. Pablo 

chose the number one and said he did because to him the number one looked like a 

human being that does not give his family any space and that is why he made the 

number one crowded. He said that it also can stand alone and create his own space 

without being crowded. In this sense, Pablo was able to use a number to express his 

position in the world and his relationship to his environment and those around him. He 
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explained that he felt crowded in his house by all of the members of his family but that 

he knew how to be on his own so that he could have space and a place to think. He 

explained how it is good sometimes to be with other people but that it is also good to 

be on your own, and to him the number one represents these ideas. On the Piers-Harris 

Children’s Self-Concept Scales, Pablo went from a TOT score of 60 to a TOT 62. And, 

on his STAR Reading Assessment, he went from a scaled score of 376 to 523, which 

translates to a grade equivalency from3.5 to 4.6. He was a child that increased greatly 

in his self-confidence according to family members and teachers. With his gain of self-

esteem, his motivation, self-efficacy, and self-concept increased. He was very proud to 

see his scores raise in reading to be equivalent to his general education peers. Because 

of this increase, he was able to mainstream to the general education classroom for 

language arts, and this was his goal since the beginning of the school year.  

 Many children with learning disabilities develop a low self-concept when they 

are placed in the rooms of special education or the resource room. Often, they are 

made fun of by their peers, and they begin to feel that they are not as smart as their 

general education peers. Pablo was one such child. His younger brother used to pick 

on him and make fun of him telling him that he was in special education because he 

was not as smart as him. Pablo took these things to heart and was a very sensitive and 

soft-spoken child when he entered the resource room. However, after the intervention, 

Pablo had gained a voice and was able to express his feelings and advocate for 

himself. His transformation was powerful and all of the people that were close to him 

noticed. The arts have the power to transform. 
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Figure 35: Pablo, Haptic Expressive, Stage of Drawing Realism 
 
 
 Pablo is a haptic expressive creative type. And he used his artwork to express 

his inner feelings and not necessarily the world outside of him, but more his reaction to 

the world. He spent much time mixing colors and painting them so that one color bled 

into the next making abstract pieces of different variations of a color. His stage of 

artistic development was advanced in the way he mixed colors, texture, mood, line, 

form, and perspective.  
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Figure 36: George, Haptic Expressive, Stage of Drawing Realism, Surrealism piece 
inspired by Salvador Dali 
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Figure 37: Franz, Visual Expressive, Stage of Drawing Realism 
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Figure 38: Claude, Haptic Expressive, Stage of Drawing Realism 
 
 
Limitations 
 
 The results of this study should be interpreted after consideration of the 

following limitations known as subjectivity, bias, pure bracketing, presentation, and 

phenomenology. The study has difficulty establishing reliability and validity due to the 

approaches because they are created through my own perceptions. Additionally, my 

personal beliefs create research bias, which can influence the findings. Moreover, 

phenomenological studies are concerned with the phenomenon of the experiences 

studied, and I could be putting too much of my own perception into the study. My 

interpretation of the data will make pure bracketing difficult. Presenting my findings 

will be influenced by my understanding of the findings. These are all limitations of the 
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study. Most importantly, the participants must be able to communicate their thoughts 

and feelings about their experiences and may not fully be able to due to limited 

vocabulary and age.  

 Additionally, the students may have increased in their reading scores without 

the aesthetic education and visual art intervention since they would be reading anyway. 

This would be known as the maturation period. However, the findings show that their 

ability to express themselves and learn about the lives of others who also fought to be 

understood is distinctive and does add credibility to the findings. In contrast, the 

students’ self-concept could have increased by making greater scores in reading that 

could have occurred just from reading and not necessarily from a visual art and 

aesthetic education intervention. Or the quantitative portion of the study could have 

increased scores due to a bonding relationship with the cohort members and myself as 

the researcher. To illustrate, the limitations of a study are described as the 

characteristics of the methodology that impacted or influenced the interpretation of my 

findings (Creswell, 2013). According to this definition of limitations, I would need to 

consider both the quantitative and the qualitative data of my study and distinct 

limitations that have to do with subjectivity, bias, pure bracketing, and presentation.  

 The limitations in the quantitative portion of my study are in the numerical data 

and statistical power. It is important to consider that phenomenological studies do not 

produce generalizable data in a sense, even when there are larger sample sizes because 

the results are not statistically reliable (Giorgio, 2012). Additionally, 

phenomenological studies cannot prove that the experiences of the phenomena are 
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typical because of the small sample size and the fact that each participant is an 

individual with their own thoughts, feelings, and ideas. Phenomenological studies 

cannot fit into a statistical test that determines the outcome of the research as a success 

or a failure (Giorgio, 2012). In further consideration of the limitations of my study, the 

most important limitation to consider is in the interpretation of the data by the 

researcher since phenomenological studies are supported by the researcher’s 

perspective of the findings (Moustakas, 1994). In summary, phenomenological 

reduction is an important component to reduce personal bias and/or assumptions and 

preconceived ideas about an experience, and this is very difficult to impossible to 

establish when the study relies on the researcher’s interpretation and presentation of 

the results (Giorgio, 2012). 

 Mutual relevance in limitations of this study is the ability of the participants to 

articulate honestly their thoughts and ideas in the qualitative section of my study about 

their experiences because of their age and limited vocabulary. These limitations occur 

in the qualitative portion of my study through the interviews and discussions. Both are 

difficult to eradicate and yet part of the study that needs to be discussed in order to 

establish a deeper sense of the research study’s relevance and efforts to describe as 

accurately as possible the experiences of the participants within the visual art and 

aesthetic education intervention to enhance reading and increase self-concept. 

Moreover, research bias is difficult to detect or determine as is participant 

transparency and authenticity. Therefore, limitations exist and are a necessary 

component in the description of my study in order to gain a richer understanding and a 
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deeper meaning of the complexity of the phenomena and the struggles children with 

learning disabilities face in the classroom in reading class.   

 Additionally, research elements to consider are that in the interviews, 

classroom discussions, and field notes where my personal bias exists in that I am 

projecting my own knowledge and skills in a participant without the intentions of 

doing so, however impossible to not do. In order to be free of this projection, I would 

have to separate my knowledge and skills from myself and that would be impossible 

(Moustakas, 1994). Therefore, there does exist personal bias, and that would be a 

limitation to consider in thoroughly understanding the research findings. Additional 

limitations exist in the numerical data, which is the quantitative portion of my study. I 

did not use all of the numerical scores but only the ones that were pertinent in 

answering my research questions. However, in doing so, I could have left out data that 

would turn the study in a different direction, and the results could have been altered. 

Additionally, I could have measured other characteristics instead of self-concept, and 

that may have altered my findings. 

 In recognition of limitations, elements to consider are that the students were 

assessed artistically through Lowenfeld’s stages of artistic development and his 

different expressive types. However, my personal bias is part of this assessment in my 

interpretation of Lowenfeld’s theoretical framework. Another researcher may view his 

theoretical framework in a different way according to their background. In addition, I 

used Dewey and Greene’s philosophical beliefs on aesthetic education to guide my 
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research. In the event that I would have used another educational theorist’s 

philosophical beliefs on aesthetic education, my findings may have been altered.   

 Extraneous factors include and are not limited to my interest and connection to 

the visual arts and to an aesthetic education and could argue reasonably as a limitation 

to the study. To illustrate, a researcher who does not possess that connection, 

background, education, or interest may find different results in the data. For myself, I 

was guided by the connection of the visual arts, an aesthetic education, and the 

development of self-concept and an improvement in reading scores. And, because I 

was investigating these things, my methodology was created to find them whereas if 

my interests were not there, they may have found something different. Although 

limitations require reflection and scrutiny, I cannot separate myself from the aesthetic 

experience I encountered watching the children grow academically, social emotionally, 

and achieve a greater self-concept throughout the intervention. In conclusion, although 

the limitations are vital, the validity of the research in understanding more fully the 

power of the arts and the importance of the researcher’s qualifications within the arts 

and education when doing research about the visual arts and academic achievement. 

Fundamentally, the reactions of the findings took several forms, and the direction was 

dependent on my personal interests, projection, and bias because I am the researcher. 

The denial of the importance of limitations in a study could actually weaken a study 

(Creswell, 2013; Moustakas, 1994)  
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Implications 
 
 Despite the limitations that occur in a phenomenological study that are 

unavoidable, and in my study due to unavoidable researcher bias, phenomenological 

studies have advantages in that they seek to find the universal nature of an experience 

and because of this investigation, they can provide a deeper and richer understanding 

of a phenomenon. This is precisely what I experienced throughout the study. 

Additionally, the qualitative portion of my study was able to identify trends and look 

at the bigger picture of how the visual arts and an aesthetic education influenced the 

lives of children with learning disabilities in a positive way. The strength of a 

phenomenological study is that the data does not fit into a statistical test that can 

confine and/or restrict the interpretation of the findings (Giorgio, 2012). In contrast, 

being a phenomenological study, I was able to understand the lived experiences of my 

participants and their struggles in reading and how a visual art and aesthetic education 

prompted them to have a voice, develop a greater self-concept, grow artistically, and 

become more motivated in subjects that are hard for them, unlike previous attempts. 

An unexpected consequence of providing an aesthetic education and a visual art 

intervention to students with learning disabilities is that I was able to investigate the 

different expressive types of creativity and discover the catalytic role of creativity and 

the development of self-concept. Despite certain limitations, seemingly apparent as 

aforementioned the findings show that a direct casual relationship exists between 

different expressive types in creativity and the development of self-concept endemic of 

an aesthetic education and a visual art intervention to reading. The students were able 
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to have their own voice, and the investigation of the phenomena of a personal voice 

existed through the dynamic processes of using the visual arts in reading where self-

expression became valued and reflection was central to the learning process. Self-

expression and reflection are key components to brain-based education where 

knowledge is felt by the senses and connected to experiences rather than stored in 

hopes of making that connection one day through a lived experience (Zull, 2002). The 

basic components of brain-based educational research are sense, integrate, and act 

(Zull, 2002). 

 Indisputably clear, Dewey (1944) and Greene (1994) spoke of the importance 

of emotion and learning and experience where emotion, experience, and learning 

coincide when having an aesthetic education. In my research, I experienced this 

phenomenon on a daily basis and watched my students transform from those that felt 

misunderstood and undervalued to competent children who believed they were 

excellent readers. They no longer used the identification label of learning disabled or 

even attempted to have learned helplessness as they had used for years. They were 

now motivated and energetic individuals with confidence, proud of their perceptual 

differences using them as strengths. Dewey explains this phenomenon when he writes,  

I assume that amid all uncertainties there is one frame of reference, 
namely the organic connection between education and personal 
experience: or that the new philosophy of  education is committed to 
some kind of empirical and experimental philosophy. But experience and 
experiment are not self-explanatory ideas. Rather, their meaning is part 
of the problem to be explored. To know the meaning of empiricism we 
need to understand what experience is (1997, p. 25). 
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According to Dewey, experience is meant to give an individual the opportunity 

to escape the quandary and broaden the mind through a journey into the imagination 

(1994). My students were able to use their imaginations to imagine themselves as 

better readers, better students, and successful individuals within the school community 

where their lives were valued by using an aesthetic education and a visual art 

intervention in their reading program. 

 Implications for future studies are inherent in recognizing the basic concepts 

through the phenomenon of the lived experiences of my students’ successes and 

exposing the misconceptions about the experiences of children with learning 

disabilities as a liability rather than an attribute as an essential component to teaching 

children with learning disabilities. To illustrate, when children are given the 

opportunity to express themselves through and from the arts and learn about the world 

that they live in through the lens of an artist, they are able to embrace their perceptual 

aptitudes as strengths rather than liabilities. Arguments for the significance of an 

aesthetic education and a visual art intervention for children with learning disabilities 

are evident and may prompt action or at least challenge preconceived notions and 

complacency towards a visual art and aesthetic education intervention for reading. 

Implications for future research are in visual art and aesthetic education, the different 

creative expressive types, the different stages of artistic development and the pervasive 

influence of these elements on the development of self-concept through a parallel 

analysis deserving further investigations. 
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Chapter Summary 
 
 

 In summary, the research study demonstrates findings that support visual art 

and aesthetic education as an intervention in reading programs for children with 

learning disabilities. Children with learning disabilities generally suffer from a low 

self-concept (Shaywitz, 2005; Batshaw, 2002). Special education classrooms are in 

need of innovative interventions to help children with learning disabilities be 

successful in the school settings (Glazzard, 2010). Many children with learning 

disabilities do not make it through a four-year college program (Samuelsson & 

Lundberg, 2003). In further consideration, 27 percent of students dropping out of high 

school are students with learning disabilities (Samuelsson & Lundberg, 2003). In 

further consideration, two percent of students with learning disabilities who enter four-

year college programs graduate (Samuelsson & Lundberg, 2003). Inspection of this 

data reveals that 14.5 to 43.5 million children and adults in the United States have 

learning disabilities (Glazzard, 2010). In a fundamental sense, learning disabilities not 

only impact the child and the family, but it also impacts society (Samuelsson & 

Lundberg, 2003). In view of these considerations, our educational system appears to be 

failing students with learning disabilities with the misconception that they are not 

equipped to address the academic needs of the 21st century skills for the job force. In 

contrast, children with learning disabilities have perceptual differences that surpass 

children that do not have learning disabilities in many core areas. Children must learn 

the values that are inherent in their genetic making and not feel punished by a system 

that is not up to date in educational pedagogy suited for the diversity that exists in the 
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present-day classrooms. All children are capable and willing to learn. Learning is an 

innate part of our existence as human beings. And the imagination surpasses 

knowledge in its ability to transform the lives of others for the betterment of 

humankind. Therefore, my research supports using visual arts and aesthetic education 

in the schools and especially for children with learning disabilities who are developing 

with a false sense of self that they are not as intelligent or creative as their non-

disabled peers. 

  It is my hope that my research may challenge others to continue researching 

the power of the arts in the classroom and in learning to help our societies put into 

practice and into policy the importance of the arts. Additionally, it is my hope that my 

research through this phenomenological study can be viewed as a bridge to connect all 

subjects across the curriculum with a deeper and more meaningful vehicle of learning 

than we presently use in our schools. Finally, it is my hope that this research study 

may be a catalyst to the importance of using visual art and an aesthetic education to 

enhance reading and a positive self-concept for children with learning disabilities in 

the elementary grades. In summary, integrating aesthetic education and visual art into 

the core curriculum may benefit children with learning disabilities in the elementary 

schools in developing a positive self-concept and in acquiring skills in reading. In 

conclusion, understanding perceptual differences as strengths through the knowledge 

of different expressive creative types and the different degrees of artistic development 

gives us an awareness of the unique sensibilities of each child that may be investigated 

through an aesthetic education and visual art.  
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APPENDIX A 

 
QUESTIONNAIRE 1 – VISUAL ARTS AND READING QUESTIONNAIRE 

  



177 
 

Name______________________ 

Date _________________ 

1. Do you enjoy drawing? Do you enjoy painting? Why or why not? 

2. How to you view yourself and your ability to read? 

Why? 

3. How is reading hard for you? 

4. Do you visualize images when you hear a story or when you read a story? 

5. What do you usually draw or paint? 

6. Do you feel happy after you draw or paint? Explain. 

7. Do you feel happy after you read? Explain.  
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APPENDIX B 

 
LOWENFELD’S STAGE OF DRAWING REALISM- NINE TO ELEVEN YEARS 
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Appendix B: Lowenfeld’s Stage of Drawing Realism- nine to Eleven Years 
Characteris

tics 

Human 
Figure 

Space Color Desig

n 

Motivatio
n Topics 

Materials 

Formulatio
n of a 
definite 
concept of 
man and 
environmen
t. 

Definite concept 
of figure 
depending on 
active 
knowledge and 
personality, 
through 
repetition: 
schema. 

First 
definite 
space 
concept: 
base line. 
 
Discovery 
of being part 
of 
environment
: important 
for 
cooperation 
and reading. 

Discover
y of 
relations
hip 
between 
color and 
object 

No 
con-
sciou
s 
desig
n ap-
proac
h. 

Best 
motivatio
n 
concentra
tes on 
action 
character- 
ized by 
we, 
action, 
where. 

Colored 
crayons. 
Colored 
chalks. 
Tempera 
poster 
paint. 
Large 
paper. 
Bristle 
and hair 
brushes. 
Clay: 
(1)Synthe
tic 
(2)Analy-
tic 

Self-
assurance 
through 
repetition 
of form, 
symbols, 
schemata. 

Deviations 
expressing 
experiences can 
be seen in- 

(1) Exagger
ation of 
importan
t parts. 

(2) Neglect 
or 
omission 
of 
unimport
ant 
parts. 

(3) Change 
of 
symbols. 

Base line 
expresses- 

(1) Base
. 

(2) Terr
ain. 
 

 

  Topics 
referring 
to- 
(1)Time 
sequence
s 
(journeys
, 
traveling, 
stories). 
(2)X-ray 
pictures 
(inside 
and 
outside 
are 
emphasiz
-ed), 
factory, 
school, 
home, 
etc. 

 

In pure 
schema no 
intentional 

 Deviations 
from base 
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experience 
is 
expressed, 
only the 
thing itself: 
“the man”, 
“the tree”, 
etc. 

line express 
experiences. 
Subjective 

space: 

(1) Folding 
over 
(egocentric) 
(2) Mixed 
forms of  
plan and 
elevation. 
(3) X-ray 
pictures. 
(4) Space-
time   
representati
ons. 

Experience
s are 
expressed 
by 
deviations 
from 
schema. 
 
Use of 
geometric 
lines. 
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APPENDIX C 

 
THE PIERS-HARRIS CHILDREN’S SELF-CONCEPT SCALE 
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The Way I Feel About Myself 
Name_________________________ Age ________________ 
Grade _______________ Gender ______________      Date _______________ 
Here are a set of statements. Some of them are true of you and so you will circle the yes. 
Some are not true of you and so you will circle the no. Answer every question even if 
some are hard to decide, but do not circle both yes and no. Remember, circle the yes if 
the statement is generally like you, or circle the no if the statement is generally not like 
you. There is no right or wrong answers. Only you can tell us how you feel about 
yourself, so we hope you will mark the way you really feel inside.  
 

1. My classmates make fun of me  .................................................................. yes     no 

2. I am a happy person  ................................................................................... yes     no 

3. It is hard for me to make friends  ................................................................ yes     no 

4. I am often sad  ............................................................................................ yes      no 

5. I am smart  .................................................................................................. yes     no 

6. I am shy  ...................................................................................................... yes     no 

7. I get nervous when the teacher calls on me  ............................................... yes     no 

8. My looks bother me  ................................................................................... yes     no 

9. When I grow up, I will be an important person  ......................................... yes     no 

10. I get worried when we have tests in school  ............................................... yes     no 

11. I am unpopular  ........................................................................................... yes     no 

12. I am well behaved in school........................................................................ yes     no 

13. It is usually my fault when something goes wrong .................................... yes     no 

14. I cause trouble to my family  ...................................................................... yes     no 

15. I am strong  ................................................................................................. yes     no 

16. I have good ideas  ....................................................................................... yes     no 

17. I am an important member of my family .................................................... yes     no 
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18. I usually want my own way  ....................................................................... yes     no 

19. I am good at making things with my hands  ............................................... yes     no 

20. I give up easily  ........................................................................................... yes     no 

21. I am good in my school work  .................................................................... yes     no 

22. I do many bad things  .................................................................................. yes     no 

23. I can draw well  ........................................................................................... yes     no 

24. I am good in music  ..................................................................................... yes     no 

25. I behave badly at home  .............................................................................. yes     no 

26. I am slow in finishing my schoolwork ........................................................ yes     no 

27. I am an important member of my class  ...................................................... yes     no 

28. I am nervous  ............................................................................................... yes     no 

29. I have pretty eyes  ....................................................................................... yes     no 

30. I can give a good report in front of the class  .............................................. yes     no 

31. In school I am a dreamer  ............................................................................ yes     no 

32. I pick on my brother(s) and sister(s)  .......................................................... yes     no 

33. My friends like my ideas ............................................................................ yes     no 

34. I often get in trouble  ................................................................................... yes     no 

35. I am obedient at home  ................................................................................ yes     no 

36. I am lucky  .................................................................................................. yes     no 

37. I worry a lot  ................................................................................................ yes     no 

38. My parents expect too much of me  ............................................................ yes     no 

39. I like being the way I am ............................................................................ yes     no 
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40. I feel left out of things  ................................................................................ yes     no 

41. I have nice hair  ........................................................................................... yes     no 

42. I often volunteer in school  ......................................................................... yes     no 

43. I wish I were different  ................................................................................ yes     no 

44. I sleep well at night  ...................................................................................... yes   no    

45. I hate school  ............................................................................................... yes     no 

46. I am among the last to be chosen for games  .............................................. yes     no 

47. I am sick a lot  ............................................................................................. yes     no 

48. I am often mean to other people  ................................................................ yes     no 

49. My classmates in school think I have good ideas  ...................................... yes     no 

50. I am unhappy .............................................................................................. yes     no 

51. I have many friends  .................................................................................... yes     no 

52. I am cheerful  .............................................................................................. yes     no 

53. I am dumb about most things  ..................................................................... yes     no 

54. I am good looking  ...................................................................................... yes     no 

55. I have lots of pep  .......................................................................................... ye     no 

56. I get into a lot of fights  ............................................................................... yes     no 

57. I am popular with boys  .............................................................................. yes     no 

58. People pick on me  ...................................................................................... yes     no 

59. My family is disappointed in me  ............................................................... yes     no 

60. I have a pleasant face  ................................................................................. yes     no 

61. When I try to make something, everything seems to go wrong.................. yes     no 



185 
 

62. I am picked on at home  .............................................................................. yes     no 

63. I am a leader in games and sports  .............................................................. yes     no 

64. I am clumsy  ................................................................................................ yes     no 

65. In games and sports, I watch instead of play .............................................. yes     no 

66. I forget what I learn .................................................................................... yes     no 

67. I am easy to get along with  ........................................................................ yes     no 

68. I lose my temper easily  .............................................................................. yes     no 

69. I am popular with girls  ............................................................................... yes     no 

70. I am a good reader ...................................................................................... yes     no 

71. I would rather work alone than with a group  ............................................. yes     no 

72. I like my brother (sister)  ............................................................................ yes     no 

73. I have a good figure  ................................................................................... yes     no 

74. I am often afraid  ......................................................................................... yes     no 

75. I am always dropping or breaking things  ...............................................     yes     no 

76. I can be trusted  ............................................................................................. yes   no 

77. I am different from other people  ................................................................ yes     no 

78. I think bad thoughts  ................................................................................... yes     no 

79. I cry easily  .................................................................................................. yes     no 

80. I am a good person  ..................................................................................... yes     no 
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APPENDIX D 

 
INTERVIEW QUESTIONS FOR THE VISUAL ARTS AND AESTHETIC 

EDUCATION INTERVENTION 
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Name ____________________ 
Date _____________________ 
 

5 Interview Questions for the Visual Arts and Aesthetic Education 
Intervention 

 
1. How do you describe yourself? Describe. 

2. How do you view painting and drawing? Explain. 

3. When you read do you imagine what you are reading in words or images? 

Describe. 

4. When you draw or paint do you imagine stories with your images? Describe. 

5. What kind of art do you like? Describe. 
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IRB APPROVAL 
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LETTERS OF SUPPORT 
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APPENDIX G 

 
SUBJECT CONSENT FOR HUMAN RESEARCH 
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