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CHAPTER |

INTRODUCTION

The purpose of the study was to interpret how teachers who successfully
implemented a holistic, arts-infused program understood their experiences andfthos
their students. The teachers responded to an invitation to participate in the program, thus
demonstrating a value for creative, holistic education. Specifically, hsooignterpret
the meaning that thirteen teachers who enthusiastically and fully ctedratthe
program made of their experiences in Project CREATES, a grant-funded, five-year
research program that provided extensive teacher development and student talent
development opportunities in the context of a holistic, arts-infused curriculum whych the
co-created and co-taught with arts specialists. | wanted to interprehbguwnade
meaning of experiences that contributed positively to their personal/professional
knowledge and practice which included an increased sense of agency in thdioo-crea
of their curriculum, and how the introduction of an externally mandated curriculum
affected their positive experiences. This situated the study in a narratiteon in
which “teacher learning is viewed as a creative, holistic, relationabheadgBeattie,

Dobson, Thornton, & Hegge, 2007, p. 119) where the personal and professional merge. |
used a critical hermeneutical lens to analyze and interpret issues of pgevery,sand
accountability in the teachers’ understandings when they were confronted eithagxt

mandates and accountability pressures. | then transgressed the boundaxtksoniar



data analysis by presenting the metaphor interpretations in a polyphonic work in the form
of a non-musical fugue to portray the interweaving of the themes that cotnjese
findings.

In the qualitative paradigm of educational inquiry, researchers increassggly
teacher narratives as a method of understanding the ways teachers aasigg toeheir
experiences and those of their students (Beattie, et al, 2007; Clandinin, 2007; Clandinin
& Connelly, 2000). Because teachers’ personal and professional identitszs are
intertwined, the language they use to describe their experiencessrbfiftipersonal and
professional knowledge that is social and moral as well as intellectual. Thhmugh t
interplay of knowledge and practice, teachers express the value and meanewsgthey
to their past experiences and future hopes and aspirations. Therefore, ageacher’
narratives express the value given to and the meaning made of experiencestthate
to personal/professional knowledge and practice and reflects her sense oésglf (D
2005).

| used the term professional knowledge, not as the technical knowledge pre-
service teachers learn in their preparation programs, such as theoriéscavhe from
texts and lectures. Whereas the history of teacher education in the lasti®00 yea
(Labaree, 1992) emphasizes a scientifically-based, quantifiable sebnél&nhowledge
and skills, professional knowledge, in this study, applies to the knowledge teachers
construct from, and the meanings they assign to, their experiences. Schon {E93%) re
this as “knowing in action” (p. 258) which “is acquired through an interaction with
experience that is non-logical and often sudden and unexpected” (Munby & Russell,

1990, p. 116). Studies by Craig, (2005) and Munby and Russell (1989) illustrate that one



of the primary ways teachers make sense of their experiences, and one ofsthi@eyway
express the professional knowledge constructed from their experiences, is thesugh t
use of metaphors.

However, education policy makers and boards of education mostly regard teacher
knowledge only in the intellectual or technical sense. In their reform effioetg poften
push teacher professional development that addresses only this narrow interpretation.
They push educational reform efforts where teachers are denied agereatédtueir
own curriculum; the curriculum is mandated externally and out of context - autuinnic
regarded as teacher-proof. While intellectual and technical developmehitablean the
education reform effort, the external voices of reform downplay or ignore théiinssi
that teachers can create their own embodied knowledge through professional eaperienc
that have particular value and meaning for them. For these teachers, tlon @kati
personal/professional knowledge is a relational and holistic endeavor of lifelonigpdea
involving the creation and re-creation of the self. This constitutes an ongoingudce
internal accountability in which teachers who value creative and holisticiexpe take
personal responsibility for educating the whole child.

For those who value a more holistic approach to education, beyond merely the
intellectual and technical, more creative developmental opportunities such as those
provided by Project CREATES, provide richer, more meaningful experiencesnCurre
researchers (Beattie et al., 2005; Conle, 2000; Eisner, 1995, 2005; Miller, 2000, 2001,
2005) regard effective teacher development as a process of self-understdackagn
(1992) calls this concept “the way of art,” (p. 67) thus expressing the creative obéur

holistic attitude to educational development for teachers as well as tligintstuAs



Beattie, et al (2007) state, “Teacher development involves the continuing reinvention of
self and reflection and reframing of perspectives, beliefs, and pradek?1). The
understandings | offer reflect not only the meanings the teachers assigned to the
experiences, personally and professionally, but also how external accountability
pressures, in the guise of school reform, challenged their understandings.

While many studies make claims about the value of the arts in education, that was
not the focus of this study. Ample evidence of the relationship between the arts and
human intellect exists (Appel, 2006; Deasy, 2002; Eisner, 2005; Fiske, 1999). Some
researchers see the arts as a means of reinforcing and enhancing toé ctioely
academic subjects (Darby & Catterall, 1994) or as a motivational tool (Bdsder, &

Mabry, 1992). Others see it as a means to address community issues or problems (Wolk,
1994); as thematic instruction (Ackerman & Perkins, 1987); or in terms of the multiple
intelligences (Gardner, 1983). Although | share many of those ideas, | wesehaotg to
contribute to those studies. | make no claims that the arts make students, srebaes

better, or perform better on tests. Using an interpretive approach, | sought tdanters

the value and meaning thirteen elementary-school teachers assigned tpiraenees

and those of their students in a holistic arts-infused curriculum as they deskealenht
interview transcripts.

Research Question

Because the interviews | used in the research exist as archival didtapt
interview subjects, but rather examined text. In the hermeneutical tragfitadamer
(1975, 1976) and Ricoeur (1974, 1975, 1976), | asked the following question of these

archived narratives:



What value and meaning did teachers who successfully implemented Project
CREATES assign to their experiences co-creating and co-teaching e holist
arts-infused curriculum as they described them through interview transcripts,
what professional knowledge did they construct based on their experiences,
and how did external accountability pressures help or hinder their success?
In interpreting the narratives, | moved through Gadamer’s hermeneutidaligiec
process of closely attending, interpretation, reflection, re-interpmetand further
reflection in ever-widening circles that moved from the parts to the whole and back
again.

Theoretical Framework

The theoretical framework for the study combined critical theory (L. 20@3;
Leonardo, 2007; Soreide, 2007) and hermeneutics (Gadamer, 1975, 1976; Ricouer, 1974,
1975, 1976). Critical theorists acknowledge that identity is not stable, but always in a
process of creation and recreation. They oppose the essentialist understard#ngtef i
that has dominated much research and discourse in the twentieth century yZaretzk
1994). Using the framework | came to understand, through the teachers’ narreiwes
they negotiated the shifting identity positions available to them by inclusiBroject
CREATES, their teacher development activities, and experiences in the.projec

Critical theory provided assumptions to interrogate hierarchical dominance
within the culture of education and to interrogate the external reform neg #tiat
mandate reform through intimidation and shame. The assumptions guided my
guestioning of the tyranny of the prescriptive over the generative as teachers who

successfully created a holistic curriculum were forced to use mandatedlcum: The



hermeneutic circle of close attention, interpretation, and reflection prbaideide to

interpret the teachers’ descriptions, specifically metaphorical lgegua

Significance of the Study

This study provided valuable insights into the meaning teachers make of their
experiences that are theoretical, practical, and critical. While dtidies (Montgomery,

Otto, & Hull, 2007, p. 77-90) contributed valuable insights by using quantitative methods
to study the teachers’ experiences with arts-infused and holistic curridubdfared a
philosophical understanding of the value and meaning of these holistic experiences to
those who participated in Project CREATES. This study provided a differentfway o
looking at the data that previous research did not pursue when evaluating the experience
and outcomes of the program.

From a methodological point of view, the study was significant for the use of
hermeneutical interpretation of teacher narratives as a method. While seaechers in
Europe (Georgii-Hemming, 2006; Soreide, 2007), The United Kingdom (Halliday, 2002;
Leitch, 2006), and Canada (Beattie et al., 2007) currently use this methodologgwa re
of published educational research in the United States shows researcherseaitan
the form of textual exegesis. By providing a different way to interpret exmpes as
recorded in text and presenting the interpretations in an artistic form, tlygostwetied
another layer of understanding teachers’ lived experiences, and how they prbjeséed t
experiences in the world. Instead of collecting, organizing, and analyatagn the
traditional way, | sought to share the space opened by the teacherdlastéd¢he

value and meanings they assigned to their experiences and the professionaldg@mowle



formed from their understandings. Each individual text provided a discrete undergtandin
of individual experiences. Some critical researchers use individual-based $tudie
problematize large-scale narratives and collective ideologies (GE@mming, 2006, p.
221). Individual narratives reflecting experiences in contemporary léa ofiveal
paradigm shifts and subtle understandings of social change as well as exXp®sing t
particular and discrete.

A critical stance revealed issues of domination as the teachers cedftibatoss
of creative agency when they were pressured by external accountalibtyves. As
Mishook and Kornhaber (2006) indicate, there is little research on how these external
initiatives affect holistic, arts-infused or art-integrated programsr Tésearch indicates
that there is a general lack of understanding about what arts-infused pagiam
provide to the overall curriculum as shown by the numbers of schools who abandon
instructional areas that are not tested by state or federal mandakeefGlar 2003;
Jones, M. G., Jones, B. D. & Hargrove, 2003; McNeil, 2000). On a philosophical level,
school communities made up of students, teachers, parents, administrators and the
neighborhoods they inhabit compromise their local philosophies about the purpose and
value of education for the external meta-narratives of school reform. Michae
Gunzenhauser (2003) refers to this phenomenon as “the default philosophy of education”
(p-1), and it is urgent for researchers to examine, understand, and critique this
phenomenon. How teachers who valued holistic education understood their lack of
agency in co-creating their own curriculum provided further opportunity to cgellkée

assumptions on which external accountability narratives are based.



Researcher Subjectivity and Limitations of the Study

My personal philosophy of education is holistic and arts-informed. My
background as an elementary and secondary arts educator and current cocutiegey
assistant professor of humanities grounds me in that tradition. The traditiongmkn®
a post-structural world view that is comfortable with ambiguity and does nardem
objective truth. Indeed, in the post-structural sense, | do not believe only one trtgh exis
but multiple truths emerge from the same experience, and these truths aretsubjec
revision and change. In just such a way, | believe the identity is fluid and unfixed,
constantly in a cycle of creation and re-creation. From my personal expsriences
cycle of re-creation, | was suspicious and sensitive to issues of power andtaomima
the teachers’ interviews. From my stance as a post-structural ferhimés suspicious of
the meta-narratives of domination implied in much of the existing exterraltedility
discourse, and | could not leave those power constructs unchallenged.

| was also aware that any research creates possibilities for daminEte
researcher position is inherently infused with power as researchers beconugiia for
the expression and consciousness of the other. This is a problem with hermeneutical
interpretations of archived text because there is no way to gain access tonthednte
meaning of the subject. The subject can only “say” what the researcher istéqre
the “saying.” This was a particular challenge and responsibility srstbdy, and one
that | was acutely aware of. However, Leonardo (2003) provided a way to rethink the
challenge by radicalizing Ricoeur’s (1976) theory of interpretation (sept&t).

| made no truth claims in the study. | hope that what insights | gainedHieom

interpretation of the teacher narratives will help provide insight for mgs€lthers into



how teachers understood their experiences and used them to create and teetreate
professional knowledge and meanings.. My interpretations were only one in an endless
number of possible interpretations.

Furthermore, the experiences of the other could not become my experience. |
could not appropriate another’s experience. Rather, | worked around the borders of the
horizon of understanding (Gadamer, 1975) when | attended to the discourse of the
concrete other. This interplay between pre-understanding and understandeagi(Ric
1976) allowed me to approach the horizon of the other where the personal was made
public and projected in the world.

Procedure

The teacher narratives that | interpreted for this study are in the OldaBiate
University College of Education archive. Members of the Project CREA&&sarch
team collected the interviews from 2001 to 2005. | studied the data from three schools in
the program. | sought to understand the relationships among the teachers and their
narratives as well as the similarities and differences in their individieapretations of
the value and meaning of their experiences through the same length of time.

The elementary schools in this study were in high-poverty neighborhoods that
were ethnically and racially diverse. The families in the neighborhood wargemand
English was not the first language in many of the homes. Most of the studentswere
free- or reduced-lunch programs. The school buildings were the sites of various
community outreach and social services such as ESL and GED classes andedical
clinic. Researchers at Oklahoma State University developed Proje& TE&Eand

offered it to the schools on a voluntary basis. The program operated during the five-year



research cycle with grant funding, by which time the individual schools were to have put
their own funding sources in place. After the school year began in the fourth year of th
study, the district implemented a new external accountability initiativec#ti@d for
daily drilling and testing weekly or bi-weekly. The district hired outsidesatiants to
design the curriculum without any input from the teachers or principals.

The research design team interviewed the prospective teachers, some of whom
had previous arts experiences in varying degrees. The researchers invitéal ¢cbemmit
to the program for five years and to be willing to spend an occasional Saturdaghierte
development workshops. Other teacher development opportunities existed, but none were
required to maintain an identity as a CREATES teacher and be eligiblsdorees to
assist in the integration of the arts. The research team assignedangy gcofessional
artist to partner with each teacher to co-create and co-teach theloanrialong with
community artists who would collaborate on specific lessons or units With the hal of t
arts professionals and the research team, teachers identified students wdohisterest
and enthusiasm to participate in the talent development segment of the program in the
form of instrumental music instruction provided by the granting institution frekasge.
After the first year, the research team began interviewing and obsé&saiciters,
students, and administrators.

| chose interviews from thirteen teachers, eleven females and two makmssée
what they talked about was particularly informative for the purpose of the study. The
teachers showed a high level of enthusiasm and commitment to holistic, artg-infuse
curriculum, and they used especially colorful metaphors in describing theirenqesi

The language used by the two men did not differ from that used by the women teachers;

10



both used metaphors that illustrated vividly what their arts experiences in¢lagt and
their students and how they understood their experiences when external accountabilit
pressures increased.

As | read the narratives initially, | began to identify phrases, metapdimts
figures of speech that seemed significant to me. After a time of refiettievisited the
narratives to see if something | had not noticed before now seemed more sigmificant i
light of what | previously identified. | revisited this procedure numerous tiraeh, teme
looking for other significant “sayings” that might only be revealed becauss thven
receptive to the insight by my previous attending, understanding, and reflectialty,Hi
was satisfied that | could not “hear” anything more from the text at thaf but this in
no way negates the possibility that | or another researcher at anotheotildenot
understand more. As Ricoeur reminds us, there is always a surplus of meaning when
engaging in interpretation (1976). And because not everything in the narratives applied
directly to my research question, a selection process became necessary.

| then began to group the phrases, metaphors, and figures of speech according to
emerging themes. | went back to the narratives to clarify the conteatlofire order to
increase my level of comfort that | had, indeed, grouped them thematicallysBeca
methods of hermeneutical inquiry in educational research are fairly fluicljetsve, |
analyzed the narratives by weaving back and forth between the parts and #neawhol
well as the individual and collective, in an attempt to make the interpretationemie
not objective. Finally, | took the main themes as the Subject and Counter-Sabgect f

verbal fugue, with underlying themes as the episodic material. The polyphosicam
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form, without the music, allowed me to present the data analysis in a creatyel, pla
manner.

Definitions

Bresler (1995) identifies four levels of arts integration, and the highedt lev
provides the definition of arts-infusion as practiced in Project CREATES. Bozdle
this level the “co-equal, cognitive” (p. 31-37). This is the level of arts integration
advocates aspire to, but the most difficult to attain in actual practice. A¢viels
students engage in the arts aesthetically while simultaneously engagatigitrea to
promote higher-order thinking skills and not as a vehicle for curriculum content or
recreation. This defined the level of infusion that Project CREATES introducedjthrou
its practices of teacher development and curriculum co-creation and coxtpadhi arts
specialists.

Carnoy, Elmore, and Siskin (2003) define internal accountability as “the shared
norms, values, expectations, structures, and processes that determineidnshglat
between individual actions and collective results in schools” (p. 197-198). In this study, |
used internal accountability in its application to individual as well as collective
understandings. In other words, | wanted to understand how a teacher’s individual norms,
values, expectation, structures and processes worked toward the colleciigeofes
students’ success. In this understanding, | saw internal accountabilityraspbasibility
the teacher assumed in educating the whole child. This individual sense of responsibil
then contributed to the collective responsibility for positive student outcomes. Studies
(Carnoy et al., 2003; Elmore, 2002; EImore & Furman, 2001) indicate that internal

accountability contributes to collective efforts to reform schools from rvithi

12



That is directly in opposition to the definition of external accountability as
teachers being forced to be accountable to outside entities that impose m#scdshal
mandates and curriculum that may have no contextual relevance for a spboifit &
poses a particular challenge to schools that value holistic arts-infusidrrtegration.

In a report by the Center for Basic Education (von Zastrow, 2004), twentgdreent of
principals in lllinois, Maryland, New York, and New Mexico whose schools included
some type of arts exposure reported a decrease in arts instructiorriaal exte
accountability pressures increased. The decrease is more prominent in fogitymi
underprivileged schools where thirty-six percent reported decreasesimsatrstion (p.
3). The reason given most often for the decrease in arts instruction is thatmeoaad
resources were being devoted to drills and materials that are advertiseckase test
scores.

Finally, I analyzed my findings in the musical form of a fugue, but without music.
A fugue is a particular type of polyphony that developed in the Baroque period {fate 17
and early 18 centuries) for voice or instruments. The term Baroque refers to the
Portugese word for an irregular or distorted pearl, and fugue derives froni’ tuga
Italian term for flight. Perhaps its finest practitioner was Johann Sat&sich (1685 —
1720). While the composers of fugues employ numerous and various contrapuntal
(polyphonic) techniques (see Appendices A & B), the form (Appendix C)) is baskd on t
interplay of equal, independent voices in different ranges that weave in and acih of e
other in a dialogue. Each voice must be coherent and make sense independently as well
as in the back and forth of the total composition. Because this fugue has no music,

tonality is not an issue; the fugue contains only thematic material presenitedformal
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outline of a fugue. Such terms as question, answer, voices, dialogue, episode, and
development are terms that specify events that occur within the formalistrate

fugue. The idea for this method of representation came from an article b{28@8) and
my familiarity with Bakhtin’s theory of the polyphonic novel combined with my own

undergraduate and graduate work in music theory and composition.

Summary

In summary, the study examined the archived narratives of thirteen teachers in
elementary schools who participated in an arts-infused, holistic curriculuch Wiay
co-created and co-taught with arts professionals. Using a hermenentergiative
method, | wanted to understand the value and meaning the teachers assigned to their
experiences with the curriculum and the experiences of their students. Trexgeach
narratives revealed their experiences with arts-infused, holisticdum, including the
sense of agency they gained from co-creating their own curriculum, and the @essure
they felt when external accountability mandates and the meta-narratsesool reform

threatened to overwhelm them.
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CHAPTER Il

REVIEW OF RELEVANT LITERATURE

The purpose of the study was to interpret how teachers understood their
experiences and those of their students when they participated in a hotistiftjszed
program in which they were encouraged to co-create and co-teach a curricthuantsvi
specialists. The research question that directed the relevancy of iduteiléeeviews is as
follows:

What value and meaning did teachers who successfully implemented Project
CREATES assign to their experiences co-creating and co-teaching e holist
arts-infused curriculum as they described them through interview transcripts,
what professional knowledge did they construct based on their experiences,
and how did external accountability pressures help or hinder their success?

As | stated in Chapter 1, | did not intend to add to the literature on how the arts
affect student achievement, motivation, or behaviors, so | did not review thatitearat
this study except as it related to the research question. | sought to urtlbostetine
teachers who successfully implemented Project CREATES made medutinegy
experiences in the program, and how external pressures altered their rmeakiing and
valuing. My primary method of understanding the teacher interviews was through the

analysis of the metaphors they used. The literature | reviewed cheerges on holistic
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education, especially when the emphasis is on art-infusion, the existiatuligeas to
how external accountability pressures have altered school curriculum, pretidies
conducted by other researchers with Project CREATES, and literaturespreting

metaphors.

Theories and Research on Holistic Education

The idea that education is a holistic, life-long enterprise is not a contemporary
notion. The history of holistic education, or education of the whole person, began in the
Greco-Roman concept of tipaideia,in which students began with the basics of rhetoric
(speaking), grammar (reading and writing, including in history and philosophy)ogiad |
(critical thinking, discussion, and debate). Not until students masteredius of
subjects were they allowed to matriculate toghadriviumof arithmetic (computation),
astronomy (science), geometry (mathematics), and music and pbeteyt&). Through
the progression, and before the social sciences, students received instructiath and ha
experiences with every facet of knowledge then deemed necessary, andrthey we
encouraged to pursue their educational interests for lifepaideiasurvived in various
forms in the medieval universities where theology was added.

During the early Italian Renaissance, writers such as Petrarch-183@4 and
Castiglione (1478-1529) advanced the notion of the well-rounded person, referred to by
Castiglione as theuomo universaleEducation for the universal human required studies
in all the humanitiessfudia humanitatis including the arts and literature, and practice in
good manners and other social graces. The writers theorized that well-rounded humans

would make better-informed citizens, which would result in a better state. Thejr hope
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also, was that well-educated, well-rounded people would have a greater interest
reasoned argument rather than brute force.

In the early twentieth century, John Dewey articulates an educatiuiedqphy
in which he emphasizes lifelong, active learning. As earijyas We ThinK1910), he
calls for less emphasis on the drilling of subject matter and more emphasssiphrdid
thinking and habits of thoughtful reflection. He makes a distinction between dis@pline
mind, which he says is positive and constructive, and discipline by drill, which hessays i
negative and mechanical. As he states, “The aim of education is precisely tppdevel
intelligence of this independent and effective tymedisciplined mint(p. 63; author’'s
emphasis).

In Democracy and Educatidid916) Dewey states his belief that “imagination is
as much a normal and integral part of human activity as is muscular movement” (p. 245).
Dewey views all cognitive function as embodied. For Dewey, the educationaiegqaer
is not complete without it also being an aesthetic experience. As he comrireatmrt,
the aesthetic cannot be sharply marked off from the intellectual expesiaceehe latter
must bear an aesthetic stamp to be itself complete” (1934).The intelleqieakace
should be aesthetic in its original Greek meaning as sensitivity of perceptton,
perceive sensitively. To perceive sensitively, all of the sensestare and engaged for
the educational experience to be complete, to be whole.

More contemporary educators (Clark, 2007, Kessler, 2001; Miller, 1992, 1996,
2000; Palmer, 1993) agree that we focus on teaching children subject content, but not on
teaching them how to learn or how to think about what they learn and make connections;

they believe that a more holistic curriculum is needed at this time whengetiog
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notions of school reform usually take a top-down approach (Elmore, 2000; EImore &
Furman, 2001). Miller (1996) emphasizes that holistic education, in whatever form it
takes, is inclusive, balanced, and connected. Most external reform efforte le
fragmentation instead of connectedness (Stoddard, 2004) because they advocate a
reward/punish series of consequences, and that is why most only reinfostatukeguo

True reform requires internal transformation, the kind that can only come when the needs
of the whole child are met. When educational content moves from the studying, thinking
stage to the imagining of potential outcomes or connections (creating)panthére, to

taking direct action through the arts, transformation is possible. Followingdhersce is
self-reflection and then sharing with others (Renzulli, Gentry, & Reis, 2004).

There are epistemological issues raised in a discussion of the value of hentisti
infused curriculum. Learning of and learning through the arts make other assumptions
about knowledge possible. This type of knowledge focuses on the social and contextual
nature of knowledge production and acknowledges issues of temporality and iystabili
It emphasizes active learning rather than passive learning. As Gads@gnhgaimts out,
there is already a history of epistemology in art, from the cognitive dimer(§iatigrall,
2002; Eisner, 2002) to the study of aesthetics and imagination (Dewey, 1934; Greene,
1994). She claims that they share the following four epistemological asenspti

e The arts as a way of human knowing — of imagination, aesthetic knowledge, and
translation to practical knowledge

e The arts as cultural knowledge and as differential culture knowledge

e The arts as traditional (visual, musical, dance, theater, and aesthetics) and

emerging genres (new modalities, media, and technologies)
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¢ Interpretation and performance provide enhanced ways of knowing (p. 42-43)

Research (Bresler, 1995; Brewer, 2002; Campbell, 2005; Luftig, 2000; Marshall,
2005; Miller 2007) finds that holistic education contributes to the growth of children
academically, socially, and emotionally because it aids children in trsfdranri
knowledge between content areas and connects it to the child’s lived experience. As
Miller explains, it also “catalyzes creativity” (p. 227). Several studidwlistic
education indicate a rise in academic achievement through the arts (Bafgn,

Catterall, 1995, Gunzenhauser, Montgomery, Berry, & Dell, 2004; Montgomery, Otto, &
Hull, 2007). Conversely, it appears there is little evidence that the extemmatigated
regimens of drilling/testing that are driven by rewards and punishments havsitied de
effect of increasing test scores (Guisbond, & Neill, 2004). As Van Eman, Thorman,
Montgomery, and Otto (2009) point out, these tests do not measure the intended
objectives effectively. Furthermore, scores in some states that emglegthkes testing

see a decline in achievement while some states without them do not (AmreitirBer
2002; Stecher, Hamilton, & Naftel, 2005; Thomas, 2005).

Holistic educators maintain that inclusion of the arts is important in dealthg wi
underserved students or students at risk (Greene, 2001; Holcomb, 2007; Mishook &
Kornhaber, 2006; Rabkin & Redmond, 2006; Reeves, 2007). As Le Tendre (1997) states,
“Imagination, creativity, interaction, discipline, analysis, and exprasaie all essential
foundations of a child’s education. Many students attending high-poverty schools do not
have the exposure to activities that help to fully develop these skills” (p. 323).

In integrating the arts with at-risk students, Chappell (2006) warns that it is

important to ask questions about the definition and purpose of the arts. Is it to keep
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students busy and out of trouble, as many after-school programs claim? Is it topnake
for a perceived lack in under-served student’s experience? Whose art igpd?ile
Chappell claims that when parents and educators view the arts as a ayrvaotither

for behavior or lack of experiences, they impose middle-class values of norarative
disciplined behavior. She asserts that the arts should reflect the expeokthees
community and should come from the lived experience of students and their families.
Here she invokes Greene’s (2001) notiomvafe-awakeness which the community
reframes the purpose of art as a way of knowing in order to reveal the wotldssttia

in every human, in all their diversity and complexity (p. 13).

These considerations may become irrelevant because when student achievement
lags behind in at-risk schools, particularly in underfunded urban schools, the arts are
often the first content area cut in an effort to redirect time and matieriedsnply with
local, state and national educational mandates. Inequality breeds more tyegodlfor
those of us for whom social justice is a major goal of all education, the cyclejoéiite
is intolerable. By taking Project CREATES to underserved, at-risk schoo|s;dipeam
directors affirmed their commitment to provide the best, most well-rounded astdoli
education for all students.

Another aspect of holistic education is the development and transformation of
teachers. Again, many of the failed external initiatives, especially Wisy restrict
teacher agency in the classroom, do not acknowledge teacher development imany for
other than intellectual and technical. Teacher self-development as selétanderg is a
concept many current researchers (Beattie et al., 2005; Conle, 2000; Eisner, 1995, 2005;

Miller, 2000, 2001, 2005) explore to counteract that trend. Jackson (1992) calls this
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concept “the way of art,” (p. 66) thus expressing the creative nature of a hathstide
to educational development for teachers as well as their students. As Bealtti€2007)
state: “Teacher development involves the continuing reinvention of self andiogflec
and reframing of perspectives, beliefs, and practices” (p.121). This was the level of
teacher development Project CREATES achieved.

Integration or infusion of the arts is also a trademark of a holistic philosophy. As
stated earlier, Bresler (1995) identifies four levels of arts integraand the highest
level provides the definition afrts-infusionas practiced in Project CREATES. Bresler
calls this level the “co-equal, cognitive” (p. 31-37), the level of arts integrativocates
aspire to but the most difficult to attain in actual practice. At this levelests are
engaged in the arts aesthetically while simultaneously engagingviti@s to promote
higher-order thinking skills and not as a vehicle for other curriculum content or
recreation. This defines the level of infusion that Project CREATES intrddbhosugh
its practices of teacher development and curriculum co-creation and caypadthi arts
specialists.

Two strong voices for arts infusion and quality art content in schools are Elliot
Eisner, (1992, 2002) and Maxine Greene (2000, 2001). Although Eisner advocates for the
inclusion of arts disciplines in the curriculum, he recognizes that the artsl@m@vi
imaginative and aesthetic experience to any field of study. As Eisner (@@02y: “After
all, life is a multimedia event, and the meanings that we secure fromdife@asimply
contained in text; they yield their content through a wide variety of formsl’54). He
sees arts-infusion providing the means for students to develop higher-order thinkeng skil

and more refined judgments through their aesthetic experiences. He spendfan entir
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chapter called “What education can learn from the arts” (pages 196-208) in whesh he
envisions research and issues of accountability and evidence.

Eisner frames his re-envisioning in the context of the seeming opposition between
science and the arts. What counts as evidence in the arts does not meet the scientifi
standard, although the arts and art forms do exhibit precision and can be conceived
systematically (Gadsden, 2008, p. 33). The prevailing testing regimes, speciously
designed from scientific evidence, do not account for artistic ways of knotugrgfore,
the attitude is if it won’t be tested, don’t teach it. Eisner points out that when tlaeearts
taken out of schools, especially underserved schools, students and teachers are denied the
full experience of learning and knowing. He maintains that imaginative ggactirough
the arts are essential in reaching the whole child and helping them imagmesare
alternate possibilities to their experiences lived in the context of povene,and
injustice.

Greene (2000), likewise, believes that the arts bring the imagination forwdrd, a
it is imagination that makes it possible to see otherwise. Imagination atadesnts to
consider multiple possibilities, multiple solutions, and multiple ways of baitigei
world, in the classroom and outside of it. As she states: “I am reaching toward an idea of
imagination that brings an ethical concern to the fore, a concern that, again hastto do w
the community that ought to be in the making and the values that give it color and
significance” (p. 35).

One of Greene’s concerns in the ethical community is to reach underserved
populations and to bring about social justice. To that end, she speaks of the value of the

arts in terms of their transformative as well as their imaginative grepeShe talks
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about the value of the arts to teachers as well as students in terms ofngagerinative
ways of being for the individual as well as the classroom and school communityeGree
(1995) says, “Imagining things being otherwise may be the first step towarg actthe
belief that they can be changed” (p. 22).

Lawrence (2008) explores the affective, emotional domain of learning through the
arts and teaching for social justice. She suggests that creating artetigagmotions as
much as, if not more so, the intellect. Learning through the arts is an embodiefl way
knowing, and students and teachers in the creative moment often experiencéhatstate
Csikszentmihalyi (1996) calls “flow,” a transformative moment whileesparticipants
work intuitively, totally present in the “right now.” The learning that tgikese in the
moment goes far beyond language as many people who experience the state ¢éfiow of
say they cannot express the moment in words; they simply feel it. It stsnifbere
language leaves off. As Ortega y Gasset (1975) expressed it, “Onesayghibereas
language speaks to us of things, merely alluding to them, art actualizes(tha®7).
Unfortunately, testing pressures break the flow when teachers must aboddissgo
attend to drilling or testing according to external mandates.

Lawrence examines the potential for the arts to address social &, &ie
guotes O’Neil (2004): “Art is a potentially emancipatory alternativetmél, accepted
epistemologies, subverting man-made language and established pataadchal
imperialistic academic traditions” (p. 68). Lawrence points out that, hiatlyrithe arts
provide a means to bring injustice to the fore in a graphic and concrete manner In mor
recent times, the protest music of the 1960’s and 70’s, holocaust memoirs and survivor

literature, the theater and poetry of resistance, and street art aréchutvays that
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people use the arts to bring awareness to, make sense of, and overcome oppression and
injustice. The long-established disciplines of art and music therapy, and mamtyrec

drama therapy, testify to the significant ways in which the arts tap inttetpest

recesses of human experience, emotion, and memory.

When advocating holistic education, Bateson (1979) and Berman (1981) imagine
anecologyto help envision the context of education. Following his study of the
disenchantment of the world, Berman (1988) concludes that a holistic, “ecologitd wor
view will re-enchant our fragmented world” (p. 276). The inter-dependence and int
connectedness can serve as the basis for a new understanding of moral behavior
Interdependence requires responsibility, both individual and collective, and as Butler
(2001) reminds us, “I cannot think the question of responsibility alone, in isolation from
the other, or if I do, | have taken myself out of the mode of address that frames the
problem of responsibility from the start” (p. 38).

Slabberth and Hattingh (2006) use the ecology concept in searching fér a 21
century curriculum in a post-structural world. They assert that in a bpkstlogical
world-view, “moral education is pivotal in the construction of any curriculum for the
future” (p. 706). They do not construe moral education as narrow-minded character
education that external mandates tend to support. They define moral education as a
practical matter of emotional empathy and caring that leads to “acer¢adt only
developmental but transformational” (p. 707) because these are actsubkattaw on
the power of proximity to encounter personal narratives in the sharing of our personal
stories” (p. 707). They base their holistic education model on the following assumptions:

e The basis for general formative education is situated in the fundamental
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relations in life and focuses on the general competencies to be mastered.

e The traditional subjects disappear in favor of integration, co-ordination,
and overcoming of the barriers to effective relatedness.

e New dimensions of learning come to the fore.

e Traditional hierarchies and opposites fall away, i.e. theory/practice or the
natural/human sciences. The rigidity of traditional subject content is cast
aside in favor of the integration of new knowledge and/or structures so as
to make the curriculum immediately relevant.

e By way of a continuous, creative endeavor, the teacher must seek to
provide optimal learning experiences for the learner (p. 708).

They further assert that the curriculum depends on wholeness, not fragmentation,
and is informed by “a constructivist concept of knowledge” where “knowledge and
values are not distinct entities but are integrated in a holistic concept” (plti$2)
dynamic and fluid enterprise that touches on all aspects of education incladihgrte
education. It is thoroughly grounded in experiences in the world, responsibditite f
world, and valuing of the world. And in its moral and creative dimensions, it connects to
the deeply spiritual in the world.

Uhrmacher and Moroye (2007) apply the ecology of schools in the context of how
different types of arts integration affect the ecology of an individtieda. They define
the ecology of schools as comprising the curriculum, the pedagogy, school structur
evaluation, and school-community relations. They make the point that becausedhese ar
inter-connected like ecology, if there is change to one of these elementd| tneyge

either consciously or unconsciously. The goal should be for teachers, adnorgsaat
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parents, before the school implements arts integration at any level, to umdiéisia
each element might change the school’s ecology and be consciously avirgre of t
implications of those changes.

Uhrmacher and Moroye identify four types of arts integration strategjmilar in
definition to Bresler’s (1995), but which they call the utilitarian, the discigisged, the
interdisciplinary, and the transformational. In the utilitarian styatéte arts are used as
an aid in teaching subject matter and to aid in memory. While that can be useful, it
downgrades the intrinsic value of the arts which is central to the discipline-lhagtedys
In this strategy, the arts are at the mercy of other subject matter.n&f/ith t
interdisciplinary strategy, the arts are taught at the co-equaMéiheother subjects, and
they infuse and inform the teaching of all subjects. The transformatijomaach to arts
integration requires all educational areas and activities focus on nurtugicgeativity of
all students and teachers and explicit meaning making (pp. 56-57). Regardless of the
strategy, they all bring some amount of change in the school’s ecology in vagysg w
and in varying degrees. They reflect various levels of commitment to belication.
Educators who claim they provide holistic education but implement the arts only at the
utilitarian level do not understand the full implications of holistic education or its

purposes.

Teacher’'s Responses to External Accountability

In her study of the epistemic role of metaphors in teachers’ understandings of
school reform, Craig (2005) points out that external accountability metativasrare

based on three privileged assumptions: “the ascendancy of science overnxtiethe
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evolutionary change (indirect change and directed change) results insstaare the

claim that an external reality exists from which objective knowledgdéeaextrapolated”
(Crossan, 1988, p. 6. As quoted in Craig, p. 201). The teachers she worked with
acknowledged that reform could be positive. Their problem was not with the principle of
reform; rather, it was with the dissonance between methods and desired outcomes, an
over-reliance on standardization, the imbalance of power relations, changbod sc
contexts, and “the almost total disregard of the epistemological dimensioasludite
knowledge and school reform” (Craig, p. 201). The disregard of teacher knowledge
appears to result in teachers’ claims that external accountability tearideced them to
abandon what they knew to be best-practices in the classroom, restrictedribeios
agency in creating curriculum, both of which resulted in low morale.

The 2003 study by Abrams, Pedulla, and Madaus supports the teachers’ claims
and provides one of the most comprehensive overviews of teacher responses toyexternall
mandated testing available. While numerous other studies (Firestone, May&wit
Fairman, 1998; Grissman & Flanagan, 1998) examine teacher responses in sptsfic s
Abrams, et al., included schools in states across the country, and they reported their
results with schools divided into high-stakes states and low-stakes statd#fareaces
between the two are a result of what the states do with the test resukstakes states
like Kentucky use test scores to hold schools accountability to specific standate
high-stakes states like Texas use the scores to hold schools accountable arakéhen
dramatic, statewide teacher and student adjustments. The survey instrugdent us

examined teacher and student morale, instructional strategies, and cougsé cont
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Regardless of the state’s status as high- or low- stakes, teachets categbries
indicated that the implementation of frequent, mandated testing lowered top €366
to 85% among teachers. The percentage for students was slightly lower, but they did f
evidence that the increased testing regimen contributed to record drop-sut rate
Significantly, 76% of teachers in high-stakes states and 63% of teachers takew-s
states reported that the increase in testing resulted in their teachimgay that
contradicted their own beliefs and practices about what constitutes teactilegaing.
They believed that the test scores did not reflect increased learning or seimdge
practice, but rather was the consequence of drilling and memorization tbetiedbnly
short-term retention.

The majority of the teachers in high-stakes states felt forced to dehctested
subjects, and they reported a drop in instruction in the fine arts, science, and social
studies when not included in the tests. Teachers in lower-stakes states repoeted s
drop, but not such a dramatic decline. Teachers in both categories, however, did report an
increase in time spent showing students how to mark the tests and other test-th&ing ski
Often this type of instruction can improve test scores at the time, but stuohethst
scores often do not carry over to other established tests such as the SAT or ACT.

Sloan (2006), however, cautions against rushing to judgment and encourages
researchers to look at the research in a more nuanced way. He reminds eeséaatch
the current research literature on accountability policies is contradittergonclusions
appear to show that the current policies are all good or all bad. On one side are
researchers such as Grissmer and Flanagan (1998) and Scheurich, Skrla, amd Johns

(2000) who conclude that current externally-mandated accountability policidtsimes
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more equitable, high-quality instruction, and others (Abrams, et al, 2003; Hursh, 2007;
McNeil, 2000) who show that the current policies result in a reduction in the cpradity
guantity of instruction in schools. Sloan argues that standards, benchmarks, andl externa
criteria have the capacity to lift student achievement by holding schools addeunta
order to ensure that all public-school students receive a quality education, andthis wa
the original intent of the most recent rounds of school reform. Both sides of the debate
have the same goal; it is the methods they advocate to achieve the goaidiesattdem.

Sloan points out two possible explanations for the divide. One possible reason is
that different states have different policies, and when that is combinedwitiversity
of funding plans, class-sizes, and teacher qualifications from state to statkficult to
make comparisons and draw conclusions. Another possible reason is that opposing
research findings are a result of different researcher paradigmenEledes that the
researchers who find the accountability policies effective are workang fvhat
Sergiovanni (2000) calls the systems-world orientation while those who find them
reductive work from an orientation to the life-world of schools. In a systemstworl
orientation, researchers focus heavily on the administrative and managemetstafspec
education, while the life-world researchers focus on culture, meaning,gaiiitance of
educational experiences. Some life-world researchers assert thatytset of valuing
holistic, arts-infused curriculum is in itself a form of teacher resistémexternal
accountability pressures (Abrams et al., 2003).

Sloan argues further that these either/or orientations portray teashensaay,
passive agents who are mechanistically manipulated by external pdliogesvo

orientations do not take into account the variety of teacher responses to externally-
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mandated curriculum and testing procedures. Therefore, it is increasimpgistamt for
researchers to examine individual teacher experiences with the cutesniaépolicies

and the meanings they make from them and to take into account the diversity afteache
views of identity and agency, as well as the difference in the school culturbgn w

they work

To show that some externally-mandated curriculum may be valuable to s&gacher
Sloan cites Apple’s 1988 study of young women school teachers who faced lasge clas
sizes, difficult working conditions, insufficient training, and little class papan time.
Apple concluded that these materials helped the young teachers know what they should
teach and helped them develop their own knowledge and skills. Over time, they were no
longer needed as the teachers felt comfortable developing their owngsaSog while
in the short term they may have been restrictive, in the long term they may have
strengthened high-quality teaching and teacher agency (Sloan, p. 124).

In the end, Sloan concludes that “issues of teacher identity and identity tormati
are robust explanatory tools to understand the varied ways teachers experience and
respond to accountability-explicit curriculum policies” (p. 144). He suggests that
teachers’ responses to mandated curriculum vary widely based on their owereg®ri
personal history, expectations, and frames of reference. He encouragehezsdarmpay
more attention to the complexities and diversity of individual teacher’s igeatiratives
when examining their reactions to accountability policies. The current skelyttaese
issues into account when examining how externally mandated curriculum reduced the

sense of agency the teachers felt by being able to create their curriculum.
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In their examination into teacher responses to external accountabilityneess
Burnard and White (2008) illustrate the contradictory stances teachetsefaeeen
performativity and agency. While states and districts maintain they veafietes to be
creative, which requires agency and self-regulation, they are gatoabtraining them
into a position of performativity where they receive a scripted curriculum. &gpre
the implications of several studies (Craft, 2006; Jeffrey, 2006; Jeffreyp&dd/ 2003)
that explicate pedagogical strategies that expand teacher’s alditie creative.
Particularly relevant for this study are the notionswhership, relevance, innovation
andcontrol. These notions are important for students as well as teacher in a classroom
that is truly creative. But these are exactly the abilities distreshove from teachers
when they deny them the agency to create curriculum and expect them to teach a
curriculum that is externally designed and contextually irrelevant.

Another force driving external accountability that directly affectsetigeriences
of teachers is the increasing market approach and economic rhetoriorthiaabs
current education policy. This force is not new. Both Dewey (1916) and Polanyi (1954)
warned that allowing market forces to drive society and its institutions wouldyles
democracy. The new accountability culture, what Power (1997) calsithesociety
affects every sphere of life today, turning every relationship into a busiaasadtion.

An audit society, as it relates to education, redefines parents and studemsusmsers

and teachers as salespersons, and education is a commodity to be bought and sold. And
like a commodity exchange, people who deal in commodities are accountablaito cer
external regulators and agencies. Accountability is a business terro hkany

metaphors used in the West. In its strictly financial connotation, its purpose te¢b de
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and deter incompetence, mismanagement, and fraud in the handling of finances (Biest
235).

Instead of handling finances, teachers handle the education of children. With
scripted, mandated curriculum, they are reduced to a clerical role. Theatgplits that
they cannot be trusted to know how to educate children properly, so external entities
provide curriculum that teachers are required to teach in a effort to safegubaatst
from incompetency. Therefore, the true purpose of accountability in an audit snaiety
not be to hold schools accountable for the education of students but to detect and deter
assumed incompetence and dishonesty within schools. The purpose of mandated testing
regimens may not be to track student achievement but to weed out incompetency and
fraud among educators.

Using Power’s (1997) notion of the audit society, Biesta (2004) examines
teacher’s lack of agency through mandated curriculum in its ethical dimertdismsain
concern is with issues of responsibility and relationship, or whether relapaasven
possible in an accountability society. The role of the teacher as a psofdssho
assumes responsibility for student learning changes to an entity wholeteddwy
external mandates and valued only for the numbers she produces. As Biestalgays, “T
core problem is that while many would want the culture of accountability to em@hasiz
accountability to the public, it actually creates a system focused on accatyntabil
regulators and the like, thereby removing the real stakeholders from the ‘atabiynt
loop™ (p. 240). He concludes that the denial of professionalism and lack of agency

removes teachers from a relationship of responsibility to students/paremtssla m
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relationship. The value of the relationship lies in its qualitative natureahattbe
measured quantitatively.

Montgomery, Otto, & Hull (2007) examine teachers’ responses to external
accountability mandates, what they refer to as educational dissonance, suth@iative
report of research findings for Project CREATES. They identify four arearticular
concern: leadership, permission to teach, curriculum, and assessment (p. 38). kn the are
of leadership, the teachers discuss standard, traditional classroom orgarandtihe
difficulty resisting pressures to spend less time with the arts when staderishind in
their test scores. The teachers believe that the school district desmepérmission to
create their own curriculum which dampens their enthusiasm to try somethingjmew
believe the district forces them to use scripted curriculum and spend valuabtntim
administering tests, which not only restricts their creativity, but denies tine
opportunity for personal growth (p. 39). These are the concerns the teachers understand
from their experiences with the current state of arts-infusion as thegl&tio find a
balance. These are also the concerns that | interpreted in the writiregfague without
music in the data analysis.

Montgomery, et al illustrate three different Project CREATES teathesponses
to external accountability mandates by using circus metaphors, such as Susigoks
the whip Mary, whowalks the tightropeand Fiona, whdlies the trapezelhese three
teachers exhibit a wide range of responses to externally-mandatedlauomrio the form
of Target Teach, a curriculum designed on the recommendation of outside consultants

who did not visit the school. The responses of these teachers depends on several factors
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including the type ofingmaster(principal) they work for, but ultimately, the responses
can be aligned with how the teachers view their own subjectivity.

External accountability drives Susie’s classroom. She complains thastiow
limited to incorporate the arts, and she has to spend all of time preparing@mdgea
material that relates directly to the standardized testing. “Survival’rbedemes her
motivation, and she sees incorporating the arts as a stressor thasrestratility “to
meettheir (the school system’s) curriculum desires.” Because she does not value,the arts
she sees their inclusion as an impediment to doing her job. She fits Sloan’s description of
teachers who feel secure only when following scripted curriculum and teaditimgy w
externally-defined parameters. Because she sees her identitgdissfie cannot imagine
the possibilities of overcoming survival mode by transforming her curriculum.

Mary is involved in a balancing act when trying to involve the arts in her
classroom and still meet the bi-weekly drill-and-test regimen ¢sttall under Target
Teach. She values the arts and uses them as a motivational tool and as an emotional outlet
for students, but she does not see herself as a creative teacher anymord.etatge
robs her of agency to create arts-infused curriculum and instead, she has lbstbane |
facilitator.” Mary’s dilemma corresponds to Sloan’s conclusion that teadéetity can
go a long way in explaining how a teacher may react to externally-mandatiedlom.
The conflict she feels between her desire to infuse the arts in her classbber &ack
of agency to do so point to the circulation of power that constrains her. While she can
imagine how much better her teaching would be if she could include the arts, she feels
powerless to resist and overcome her present situation. She becomes sedrogtiiae

ambiguity of her situation that she becomes paralyzed into inaction.
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Fiona believes the arts enhance all subject areas and that they amala na
learning experience for her and for her students. She speaks of the connectiomof conte
with the arts as “beautiful” because it allows “spirit to show through.” She also
emphasizes that “creativity and ingenuity are vital to surviving the tegtimgtlet and
onslaught that bombards her students.” She will comply with the testing regimen, but not
allow it to dominate her or her classroom practice. Her sense of self is stamngheyet
flexible enough, to adapt to the situation without being diminished by it. Unlike Susie and
Mary, she understands that her subjectivity is not fixed and unchangeable; she can adjust
to situations that are present because she knows no situation is permanent.

More than subjectivity shapes these responses; issues of agency are afgo pres
While Fiona refuses to compromise her ability to be the agent of creativigr
classroom, Susie doesn’t believe she has any at all. Mary’s frussratem directly from
her perceived lack of agency. Susie does not value the arts and sees them as an
impediment; Mary and Fiona value the arts, but their different levels ofdemti in
their agency frames their responses to outside testing pressures asdefiestrain the
curriculum.

It is difficult to know if and/or how the arts play a role in different teacher’s
responses to external accountability. As Mishook and Kornhaber (2006) state, li&kere
been relatively little empirical research on the impact of high-stt@suntability,
specifically on the arts.” (p. 3). Furthermore, many of the studies that sid@us on
the restriction or reduction of curriculum that is not tested, not on how teachers ma
meaning of this. But they do give valuable insight into which populations are most

affected by curriculum reduction. Because the teachers in the currentsttehch an
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underserved population, and this fact figures into the value they place on art-infusion, it i
important to consider these studies along with other studies that more directigysaddr
teacher attitudes or values.

Using a mixed-method’s approach, Mishook and Kornhaber (2006) interviewed
principals and arts coordinators in eighteen schools as well as distributinigmopzises.
They chose the schools using a wide variety of social indicators (freedceldunch,
poverty level, ethnicity) as well as a wide variety of commitment to tse@verall, they
find that those who restricted the curriculum most were the schools with the highest
poverty levels (pp. 6-7). There is a report by the Center for Basic Education (

Zastrow, 2004) showing that twenty-five percent of principals in lllinois yMad, New
York, and New Mexico whose schools include some type of arts exposure report a
decrease in arts instruction as external accountability pressures@cfba decrease is
more prominent in high-minority schools where thirty-six percent reported desrea
arts instruction.

Lipman’s (2004) ethnographic study of Chicago schools mirrors concerns about
narrowing the curriculum in high-poverty schools when teachers are pkssuagse
test scores. As quoted in Hursh’s article in the September, 2007 isSE&$fLipman
documents how, in urban, high-poverty schools, “teachers are compelled to teach the
skills and knowledge that will be tested, neglecting more complex aspébts safbject
and, indeed, some subjects altogether.” (p. 506). McNeill and Valenzuela (2001) and
Nichols and Berliner (2005) find the same results in their research into the Texa
standardized testing program (TAAS). They find that schools who adopt a tetheh-to-

test curriculum divert resources from enrichment experiences that studesisnaeinto
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test preparation resources, particularly in underserved schools. Some schogls faci
testing pressures eliminate untested subjects from the curriculumyemticgiding
science and the arts.

The ongoing study of the A+ reform effort provides perhaps the most similar
situation as that faced by Project CREATES. Begun in the early 1990'’s in North
Carolina, A+ is an effort to integrate the arts into all subjects in elenyestiaools. Its
primary goal is to reform schools from within by strengthening the inteagacity and
accountability within the school community. The program operates in Arkansas and
Oklahoma also. One of the main differences between A+ and Project CREATEHSis
development. That is not an emphasis in A+, so the curriculum does not emphasize
actually practicing the art forms except in their usefulness to the coneapgsthught. It
reaches the level of arts integration, not arts infusion as Project CREAGESS

Yearly reports on the progress of A+ schools to meet district and state nsandate
without seriously compromising arts integration indicate that it is only gri¢at
difficulty that some schools are able to do both. One North Carolina teacher desoeibe
implementation of external accountability mandates as going from Broadwiag
ABC'’s (North Carolina’s mandated testing curriculum) from one year tagke
Referring to the hushed school climate due to the testing regime, one te&eler as
“Doesn’t it feel morbid here?” (Groves, 2002, p. 24). After the end of a very pogiare
implementing A+, Groves documents that “teacher morale had reached amedthi,
community and parent support dropped off considerably, and students no longer enjoyed
coming to school. [The] school climate had taken a very negative turn” (p. 24). The

school went from a sophisticated, holistic, arts-infused curriculum using Axdtla
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fashioned drilling and testing curriculum. Usimgprbidto describe the school climate

implies death and dying, whether of enthusiasm for learning or the pragedin

Existing Project CREATES Research

In addition to Montgomery, et al.’s (2008) summative report of Project
CREATES, CREATES researchers examined other issues with the progiragra
variety of methods. The majority of the studies used quantitative methods to ntkasure
relationship of holistic, arts-infused education and school achievement (Mag, YRan
Eman, 2006; May, Van Eman, & Ray, 2005; Muilenberg-Revino, Ray, & Thorman,
2007; Van Eman, May, Ray, Montgomery, & Otto, 2006;); to evaluate teacher, student,
and stake-holders perceptions and attitudes about arts education (Long, Shaw, Van Eman,
Thorman, & Montgomery, 2005; Montgomery, 2005; Montgomery, Hull, & Otto, 2005;
Montgomery, Hull, Hodges, & Cathey, 2002;Van Eman, May & Ray, 2005) and to
evaluate the various measurement instruments used (Montgomery, 2005; Thorman, Ray
& Muilenberg-Revino, 2007). In addition, there were studies questioning the equity of
program evaluation (Otto, 2005; Otto & Gordon, 2006; Otto, Montgomery, Van Eman,
Aydinyan, & Circo-Webb, 2004) an ethnographic study of teachers’ personal theories
(Long, 2006); and the Montgomery, et al. (2009) case study of the reactions of three
teachers to external accountability mandates cited above.

A synthesis of the findings of these studies indicates there is a comdiativeen
experiences with the arts, particularly talent development in music, and student
achievement, motivation, engagement in learning, and positive changes in classroom

practices (May, et al., 2006). The multiple voices of the teachers andttiaents
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indicate that when the teachers who were very enthusiastic about Project ERBAD
participated in teacher development workshops, student interest and achievement
increased in reading (May, et al., 2005; Muilenberg-Trevino, Ray, & Thorman,.2007)
Teachers’ opinions about the merit of arts-infusion and its value in student aclméveme
differed between those teachers who implemented the program successfulpse

who either did not implement the program or were not successful in the implementation
(Thorman, et al., 2007; Yang, Ray, Muilenberg-Trevino, & Thorman, 2007), but all the
teachers who participated fully in Project CREATES reported a reavmakehtheir own
creativity. They connected more deeply with the course content, and collaborafion wi
arts specialists allowed for opportunities to reflect on best practices ardrimév ones
(Montgomery, et al., 2008). The studies also indicate that when the district impéeime
Target Teach, the externally-mandated curriculum, teachers experielossdratheir
sense of agency, a decrease in creativity, and a less professional viewrolehgrithe

school.

Interpreting Metaphors

According to Richardson (in Denzin and Lincoln, 2003), metaphor is the language
of writing in the social sciences. It provides the “deep epistemic codeO%p fér thick
description that goes beyond the superficial and relates parts to the whole. The
“experiencing and understanding of one thing in terms of another” (p. 505) betrays
underlying values and philosophies that often cannot (or will not) be expressed without

this resort to the referent. In its interpretive function, metaphors “orgavczd s
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scientific work and affect the interpretation of the ‘facts;’ indeedsfast interpretable
(‘make sense’) only in terms of their place within a metaphoric structure” (p 506)

Metaphors provide a frame of reference or a set of assumptions for all discourse
As such, they give the reader more subtle information than what appears on a surface
level. Brown (1977) makes a distinction, however, in what kinds of information
metaphors provide. He calls one group of metaphors root metaphors; these metaphors do
not necessarily give us more information because we take them for granted a
constituting the world as it is commonly understood. Metaphoope@sing the dooon
new experiences or tliggue that holds subjects together are commonly used metaphors
that do not necessarily provide new information. Any reader would understand them as
metaphors, probably without thinking about it, and not as concrete operations.

The other types of metaphor Brown describes are generative metaphors. These
metaphors make us stop and pay attention because they generate new understandings.
When one teacher described her arts experiendé® dseathing she told the reader
that turning to experiences in the arts came so easily, it was like a hefteocturs
unconsciously, but was truly life-sustaining. The metaphor of heaighted dowris a
root metaphor for feeling pressured. But when it was used in the context of likergeathi
being obstructed, both metaphors became generative because one was the cause and other
the effect. The reader now knew that the pressure of external accounteddisp
burdensome, that the teachers experienced it not just as pressure, but as begied stra
until life ceased. This became a much more vivid metaphorical structure,rehadieid

the richer meanings in the metaphor interpretations in Chapter 4.
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Gadamer (1975) explored the cognitive nature of metaphor, what he called “the
logic of the metaphor” (p. 8). He claimed that metaphors carry over meaning from one
realm to the next. The original meaning of the metaphor is carried over into its agsv us
to indicate some specific aspect of the new referent. It provides the opfyofduni
greater variety of meaning and imaginative understanding.

The significance of cognitive metaphors is explored in-depth by George Lakoff
and Mark Johnson iNetaphors We Live B{1980) in which they explicate an
embodied approach to the notions of being and experience that is a radical break with the
empirical, rationalist, and objective standpoint of the modern Western philosophical
tradition. They claim that metaphor analysis, generally set asi@enase poetic devise,
reveals that “metaphorical entailments can characterize a coheriem ®fs
metaphorical concepts and a corresponding coherent system of metaphoresdierpr

for those concepts” ( p. 9). They state further:

We are concerned primarily with how people understand their
experiences. We view language as providing data that can lead to general
principles of understanding. The general principles involve a whole system of
concepts rather than individual words or individual concepts. We have found that
such principles are often metaphoric in nature and involve understanding of one

kind of experience in terms of another (p. 116).

In their attempt to explicate an alternative, embodied philosophy that speaks more
closely to the variety of human experience and understanding, Lakoff and Johnson,

advocate an experientialist approach. They claim that metaphor combines rehson a
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imagination into an “imaginative rationality” (p. 193). Metaphor, thereforefaslave

use to express the imaginative areas of human experience. In their subsespagohr

and writing, Lakoff (1996) and Johnson (1993) show how the choice of metaphorical
language in discourse reveals the attitudes and beliefs of individuals in eanggeof
disciplines and activities. Further research conducted with metaphoritaiamaclude
Winter’s (2003) study of the premier role of metaphor in legal reasoning; S®(i&§0)

and Hester’s (2001) analyses of the metaphors of illness and healing inn@edici
Werhane’s (1999) exploration of the role of metaphor in business decision-making; and
Fesmire’s (2003) discussion of imagination and the use of metaphor in the comrstructi
of an eco-identity in environmental philosophy and policy.

Speaking directly to the use of interpretation of metaphors in qualitativedlesear
Mirakoro-Ljunberg (2001) explains how metaphors are a “sense making tool” (p. 6) in
her study of creativity in the field of science. She abandons the positivist eipproa
usually associated with scientific inquiry to study the lived experiendegodfiighly-
regarded scientists who worked together for many years. She arguasalitatige
research deals with “messy texts” (p. 1) that are multi-voiced and open-ended, and she
invokes Richardson’s use of the crystal to explain the multiple facets thatdkise
represent. Her use of the metapoessyto describe narrative texts illustrates to the
reader that texts are not coherent and neat in the way positivist reseanshielae. And
by referring to metaphorical analysisaaol, notthetool, indicates that it is one in a
“wild profusion” (Lather, 2006, p. 35) available to qualitative researchers to sealse

of narratives.
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Studies conducted by Craig (2005) and Munby & Russell (1989, 1990) illustrate
how teachers use metaphors to assign meaning to their experiences amdtconstr
professional knowledge. Munby and Russell (1989) claim that teachers construct
metaphors when they reflect on their experiences, not in the usual manner where
deliberate thought takes place, but rather in a manner that reframes theneepia
terms that are more vivid and meaningful. They emphasize that metaphomgcedans
present in tall manner of talk about professional or practical matters.tkalcheuristic
researchers, they came to refer to the teachers in their study eipaaisi rather than
subjects as the terraybjectsjmplies a level of coercion and domination. They suggest
that attention to metaphors provides a way for teachers and administratolectooref
and possibly improve on, their practices.

Craig’s (2005) study focused on the metaphors teachers construct to understand
their experiences with external accountability pressures. As she blutely, sStehe
subterranean, pervasive metaphor that ‘reform is progress/reform is goodbked br
down for them; it no longer was worthy of their interest.” The teachers with whem s
worked felt that the universal, untroubled optimism of progress that external reform
narratives assume is meaningless to them based on their experiencestdpt®r they
created heightened their thinking and reflection, and their knowledge developed based on
what they experienced, how they acted, and the consequences to them. Asaatésig st
further, “The metaphors demonstrated that despite teachers being denied
knowledgeability in the living of certain stories of reform, their narrative aiyhor
evident in their storied metaphorical utterances — continued to flourish and lead to

metamorphoses, albeit in manners detrimental to specific stories whid€fo 203).
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Though the teachers considered their circumstances as professionaily, shéir
personal professional knowledge grew individually and socially. As Craiduotas;
“The novel metaphors trans-mediated disparate experiences, threaded tstber t@mnd
made them into believable wholes at the same time as they served to catatymg ong

knowledge construction and reconstruction.

A Critical Hermeneutics

Having evolved from biblical exegesis that claimed to uncover the intentions of
the author, hermeneutics is a method of interpreting the value and the construction of
meaning that emerges through language and written text. To guide me through this
process, | used the hermeneutics of Gadamer (1975, 1976) and Ricoeur (1975, 1976,
1977). | used their interpretation theories and concepts to arrive at an understanding
how and why the CREATES teachers valued their experiences with the praegtthr
the text of their interviews and presented those findings from a critacad [®dint.

Both Gadamer and Ricoeur argue for the researcher to use hermeneutics to
mediate past and present and between different worlds. This is opposed to another
understanding of hermeneutics wherein the researcher tries to interprééthef the
author. As a researcher cannot become other, it would never be possible to fully
understand the intended meaning of texts. Therefore, Gadamer (1975) argues,
hermeneutics must lay claim to validity as a means of mediation, not aB@met

In addition to Gadamer’s (1975) writings on the epistemology of art and the
fusion of horizons, his concept pfejudicewas also important in this work. He removes

the pejorative connotation from its usual definition, claiming that it is merety tie
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experiences that go into the making of subjectivity. He does not separate “blind
prejudice” from “prejudice productive of knowledge” (p.247). No one, researchers
included, can escape their subjectivity; | must acknowledge that both defimitions
prejudice make up my subjectivity, and | test one against the other in the course of
experience. It is an ongoing project that must be a part of any interpretatiata. In
fact, it is probably our prejudices that direct our choices of topics and methodareaall
of research.

While hermeneutics is commonly used in the humanities, it has a marginal role in
education research. Most recent educational studies using hermeneutiomatamada,
Great Britain, and the European mainland (Beattie, Dobson, Thornton, & Hegge, 2007,
Georgii-Hemming, 2006; Davison, 2006; Halliday, 2002; Leitch, 2006). If narrative
research continues to grow in the United States, so, probably, will the role of
hermeneutics in education research. One of the questions researchers have about
hermeneutics is its value to critical research. While Habermas (1972)ately@ critical
hermeneutics, Leonardo (2003) provides a rationale based on the hermeneutics of Paul
Ricoeur.

In his article, “Interpretation and the Problem of Domination: Paul Ricoeur’s
Hermeneutics,” Leonardo points out that the structures of domination require an
ideological critique. As he says, “If ideology is the problem of domination, thenistudy
it is the problem of hermeneutics” (p. 329). He further radicalizes Ricoeurgeheutics
by expanding “on the centrality of interpretation in the study of dominatiohgor t
struggle over power and meaning” (p. 329). Central to his argument are Ricoeur’s notions

of representation, validation, epistemology, and methodology.
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Representation always follows the act it represents. In Ricoeur'£heutics,
this situation nullifies the intention of the author because what is left to beretet has
already happened; its context is lost and only representation remainpaBytiseg
intention from meaning, he acknowledges that hermeneutic interpretation is afgame
guesses, “guided by a logic of probability rather than a logic of empiricécation”
(Leonardo, p. 336). While there is not a science for making good guesses, theagsare w
to validate them; some are reasonable and make sense, and some do not. By freeing the
text from its intentions, the interpreter disregards what the speaker. meamesearcher
is now free to go beyond the words to mediate the world the words project (p. 337).

Leonardo confirms Ricoeur’s post-structural stance on epistemology and
methodology. He reminds the reader that the definition of knowledge is aleciged
by those with power. By denying that other forms of knowledge exist, tleegisa
domination and oppression. Speaking methodologically, Leonardo claims that what the
researcher chooses to research is value-laden and reflects theheygaaodtization,
much like Gadamer’s notion of prejudice. And communication through language is not
neutral but is related to history, politics, and power. Leonardo suggests thatithaé crit
hermeneutical scholar must critique these matters in the course of irdeoprés avoid
the replication of power and dominance (pp. 344-345).

Critical research is about troubling long-held assumptions about subjectivity,
knowledge, and methods. Leonardo points out that what appears as innocent assumptions
like “that’s just common sense” or “that’s just human nature” reflect thete o false
assumptions. As he states: “First, there is nothing common sensical about the obvious.

Common sense is a long process of naturalizing knowledge that is inherentlg&listori
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and ideological” (p. 346). He goes on to state that human nature is a mythological
construct and assumes that all people are the same, assumptions that are mleampati
constructivist, critical paradigm. The critical researcher is notpostasted in what goes
on in schools, but in how she can use what she knows about schools to resist domination
and change schools and schooling.

Diamond and Mullen (1999) offer more clues to radicalizing hermeneutics when
they use the image of the prison as a metaphor to illustrate the margomlaiart-
based research. As they explain, “We use this prison image to make sense of the
processes of researching from the margins and of being socialized asiasafflam
254). They theorize knowledge/power in terms of dominant and subjugated narratives,
and suggest that counter-meta-narratives of release from imprisonmentezrge &om
transformative narratives that are contextual and specific (p. 255). Amongtae m
narratives that marginalize arts-based researchers, as wellsi hedicher
development, they examine issues of institutional controls and restrictions,tethnda
curricula, limited opportunities for relationships to develop in the course of educational
research, and the marginalizing of self-study and reflection.

They theorize teacher development as an arts-based inquiry that canittects
self, others, and the world in a contextual manner (p. 258). Leitch (2006) supports this
claim in her study of teacher identity and representation. Using a heuaretthodology,
she and a group of teachers combined arts-based methods and narrative inquiry and used
them to illustrate issues of professional experience and agency. Througm#tkeds,
researcher and teachers sought to illuminate “various ways in which thepaatsci

imputed meaning and power to tacit and non-conscious influences which were
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emotionally potent but previously hidden” (p. 549). She maintains that hidden power
structures emerged through artistic expression. She encouragesh@ssarexpand the
theoretical perspectives of research to incorporate other, non-verbaids ¢
understand experience more holistically and reveal the hidden sources of power and

domination that exist in schools.

Summary

Theory and research provide the rationale for the value of holistic, artednfus
experiences in schools to both teachers and students. But many education paisy mak
at the national and local levels, prefer to ignore the benefits that holistidiedusféers,

a source of frustration for those who wish to implement it. The reasons vary, but the most
common reasons given are that it is too expensive, that it doesn’t address the basics of
math and reading, and that the benefits cannot be measured. Literatureedriestins

chapter, along with the current study, refute those claims and make cledvdhéages a
holistic, arts-infused curriculum offers, especially to at-risk studanisderserved

schools. At a time when all aspects of education revolve around mandated curriculum,
drilling, and testing, the literature presented here shows how much the im@eareot
programs like Project CREATES can address concerns about the basic cars sulje
manner that awakens the creativity and imagination of all who participate ana site

of resistance to external accountability pressures.

Examination of the literature concerning the implications of external
accountability mandates indicates that the pressures to raise testacorgerfere with

the successful implementation of holistic curriculum because of the tenoleticy part
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of schools to eliminate untested subjects. It also takes time and resourcédsaway
enriching subject matter such as the arts and stifles the creatiitgtoteachers and
students. Mandated curriculum revolving around a drilling and testing regimeean al
the way teachers see themselves as creative professionals into rcéé loédp. That type
of curriculum removes any sense of agency gained by creating their currididam
normalizing circulation of power can turn teachers and students into docile bodies
homogenized by technologies of control (Foucault, 1977).

The vision of those who value holistic education and envision schools as places
where creativity and imagination flourish cannot be realized in such power segime
Mandated curriculum that teaches to the test destabilizes the ecologgatssah
resources are diverted and time refocused. The living organism that i dloé lsecomes
unhealthy, a process that appears to happen most rapidly in underserved schools. If the
relevant literature of the study is an indication, external accountabdityglates go much
further than dictate curriculum focused on tested subjects; in addition to diverting
resources and causing the elimination of untested subjects, external actibuntabi
mandates interfere with both teachers’ and students’ ability to be creadivenagine
multiple possibilities for wholeness.

One helpful way of understanding the implications of holistic-arts, infused
education in the face of external accountability mandates is through the usefionet
Metaphors provide a more nuanced, in-depth interpretation of the value and meaning the
teachers assigned to their artistic experiences with Project CREASME how they

reacted to the pressure of mandates. Diamond and Mullins (1999) and Leitch (2006)

49



illustrate that arts-based research methods, including metaphor irgggoratse critical

hermeneutics to understand and interrogate hidden sources of oppression and domination.
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CHAPTER 1lI

METHOD

In order to understand the meanings the teachers assigned to their eggerien
with co-creating and co-teaching a holistic curriculum, | read thraughviews archived
from Project CREATES and chose interviews with thirteen teachers whashudlye
and enthusiastically implemented the program. The interviews were frdemiale
teachers and two male teachers from three elementary schools. | choseténossvs
because the teachers expressed their understandings of their experiermesate dout
colorful language, particularly through the use of metaphors and vivid descriptions. |
found that the language used by the male teachers did not differ significantlthat of
the female teachers in that they expressed a high level of care and gudwand their
students, and they highly valued their experiences with the arts. While more tlean thes
thirteen teachers entered the program through invitation, these teaclesvsévins
indicated particular enthusiasm and commitment, and they were able to taticina
vivid language.

The first time | read through the interviews with an empathic approach which
required openness and receptivity. While | could not know the author’s intent, | did try to
empathize with their standpoint, whether it was the same as mine or not. ftewas a
reading through the interviews with this approach that | began to realizehir@most

of the teachers interviewed had participated in Project CREATES, someweze
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successful than others and expressed that through colorful language and igterestin
metaphors.

| next took an interactive approach in which I tried to create a dialogue. By
conversing with the text | sought to reach a more formative understanding ofghmge
that the teachers assigned to their arts experiences. This developed ssinébime
critical reading, or reading against the grain, which involved writing questions in the
margins that | came back to with each reading until | felt satisfigdny
understandings.

Finally, | took a transactional approach that went beyond enhanced understanding
and refinement. From this mode of reading, new meanings emerged that webdyproba
never in the mind of the teacher; new meaning was created. It was kbgperaf the
meanings of the metaphors which | present in Chapter 4. | began grouping the nsetaphor
and phrases on different-colored cards according to the themes they expretaeued r
to the interviews again and again to be sure that | had exhausted all mearhiags to t
point. Rather than group them into categories, i.e. experiences with curriculum,
experiences with professional development, etc., | grouped the metaphors biyavhat
metaphors inferred — physical activity, a journey, growth, connections, chaicks
spirituality. I did, however, examine the metaphors for external accountaipgrately
because the metaphors were counter to the ones the teachers used t@adighiess
experiences. It was at this point that the fugue began to take shape in my mind. The
themes emerged from the new understandings | gained with external accayntabil

metaphors acting as the Counter-Subject.
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Theoretical Frame

Working in a critical hermeneutical theoretical frame, | approadinetkixts of
the teacher interviews as archival research. My theoretical assaspiere informed by
my epistemological assumptions which then informed the methodology with which |
interpreted the interviews using the circle of hermeneutics in which theolevel
understanding is an ever-widening circle where the parts move toward the whohe a
whole toward the parts (Gadamer, 1975).

Within this frame, the nature of knowledge is not fixed but constructed. It is not
waiting to be discovered; it is emergent and variable. Likewise, realityrgeaning are
not waiting to be uncovered because reality and meaning are contextual and specif
circumstances. That includes the nature of subjectivity which is also cohtéxida
and in an eternal cycle of creation and re-creation. Therefore, it would not b#etiss
interpret one true meaning from a text because multiple meanings meyeend
expand with every encounter, what Riceour (1974) refers to as the surplus of meaning
The researcher cannot claim to have uncovered the one true meaning of a text or an
interview because the author’s intention is not clear. Without the presence of an author
the researcher could not know the intent or if one was ever present.

Central to the method of the study was analyzing metaphorical langusage. A
method of gaining deep insight into the meaning people assign to their experiences, i
provided a means of interpretation of the language the teachers used inviusteByie
grouping the metaphors into meaning clusters describing creative axigégences,
issues of subjectivity and agency, and the affect of external accountal@bsupe on

them, | was able to understand the individual meanings as part of the hermeniediigcal ¢
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that moves from parts to the whole and back again. And by using a critical herncgneut
| was able to understand the meanings the teachers assigned to theanerpen the
context of power structures and oppressive mandates and their resistance to them.

| addressed issues of validity in a post-structural paradigm and soughbtte sit
the study in developments in method proliferation (Lather, 2006). By examining various
post-structural accountings of validity, | illustrated the various methodolagjerates
relevant to the study. | presented the data analysis in the form of a fuguiestan ar
interpretive method that illustrates the hermeneutical circle of individuegs@icting

independently and as a whole.

Questions of Validity in Post-structural Constructivist Research

The primary criticism of post-structural research leveled by strugiasativists
is the question of validity (Cook &Campbell, 1979; Reichardt & Rallis, 1994). Because
constructivist research is not conducted under the rigors of the empirical matyod, t
argue, it cannot be verified and validated. They argue that the analysis apebiatems
are nothing more than relativism, the enemy of objective empirical scifigle. some
methods of qualitative research, such as ethnography and phenomenology, use
triangulation and bracketing as an approach to validity, the heuristicaleseaannot
make such a claim.

In response to the criticism of structural positivists, several resgar@hather,
1993; Britzman, 2000) offer ways to re-conceptualize the seemingly un-resohsaige is
of validity. In her article, “Fertile Obsession: Validity after Psisticturalism” (1993),

Lather offers four possible disruptive methods of rethinking the meta-narrative of
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validity: as simulacra/ironic validity; Lyotardian paralogy/maagmatic validity;
Derridean rigor/rhizomatic validity; and voluptuous/situated validity.

Lather (1993) explains that simulacra are “copies without originals” wimelsk
the absence of referential finalities” (p.677). Simulacra claim to point te@#hdut can
never achieve the real. As Lather says, “Contrary to dominant validittiggs.where
the rhetorical nature of scientific claims is masked with methodologiaalaas®es, a
strategy of ironic validity proliferates forms, recognizing that threyretorical and
without foundation, lacking in epistemological support” (p. 677).

With Lyotardian paralogy/neo-pragmatic validity, the goal is to ilegite
difference without making it the same. It does not need to meet the neo-pcagmat
performativity criteria, but rather nurture the incommensurable and allow the
contradictions to stand. As Lather states, “It is about the search fdriliissand the
undermining of the framework within which previous normal science has been
conducted” (p. 679). It acknowledges the multiplicity of language games without
privileging one over the other.

Rhizomes, Lather explains, are underground root systems that produce a tangle of
interconnectedness out of sight and below the surface. It is a concept described by
Deleuze and Guattari (1983) to describe the difference between the mbdeanception
of knowledge, which they imagine as a tree, and the post-modern concept, which they
describe as rhizomatic. When its fruit is picked, the tangled web of rhizowesds &self
in a riot of “anarchistic growth” (p. 680). This metaphor allows the researcherko w
around hierarchies and to follow the multiplicity of ideas and responses whgtedatie

creating new possibilities and multiple interpretations. She explains fuiftsea
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metaphor, rhizomes work against the constraints of authority, regularity, and
commonsense and open thought up to creative constructions” (p. 680).

Lather’s final re-conceptualization of validity asks what researchttogk like
if it were based on an epistemology of the female imaginary instead of malgifi&ci
epistemology. She claims that Western philosophy and science privilege tliemalen
over embodiment (female) as the way of knowing, thereby effecting a splitdretwe
epistemology and ethics. She says that blurring the lines between thedastsemces
brings about a “disruptive excess which brings ethics and epistemology tagetbl-
conscious partiality, an embodied positionality, and a tentativeness which Ipages s
for others to enter, for the joining of partial voices” (p. 683).

In a more recent article, Lather (2006) encourages researchers to think of
paradigm proliferation as a “wild profusion” (p. 35). By this she does not mean mixed-
methods necessarily; she is encouraging researchers to recognidlenie#t@ds of
inquiry are valuable if they are conducted responsibly. She sees the atiolifexf
methods as an ontological and historical claim. She concludes with “a disjunctive
affirmation of multiple ways of going about educational research in terifirsdaig our
way into a less comfortable social science full of stuck places and difficldspphical
issues of truth, interpretation, and responsibility” (p. 35).

Using Derrida’s (1976) notion @poria, which refers to as a space of
uncomfortable ambiguity, Lather first addresses what she referdltie aporia of
complicity. She warns researchers about privileging observation over cta@stl she
points out that it may be just as dangerous to privilege qualitative over quantitative

methods as it is the other way. Observation can be invasive, and there is more room for
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violating or misusing participant trust. She argues, not for mixed-methods pert e
applying several methods, even several within the qualitative paradigm, hcaraaher
understanding of experience (p. 49). Lather’'s metaphor of a wild profusion echoes Koro
Ljunberg’s (2001) assertion that there are many tools available to qualrezdaerchers,
metaphorical analysis being one.

She then discusses the aporia of difference. She calls for more femirasthese
challenge the boundaries of legitimacy that science claims fdt Eted urges
researchers “to bring in women’s messy subjectivity toward a modesssjitnéyood
enough’ science aware of epistemological ferment but not paralyzed(py49). This
applies to cultural differences where issues of power and domination bridgelall wor
across paradigms. Lather’'s messy subjectivity recalls Koro-Ljurdé01) metaphor
of messy texts, and both references to messiness can be thought of in terms of the
anarchic growth of rhizomes to gain a new level of understanding for messines

In discussing the aporia of interpretation, Lather speaks to the contradiatid
complications of language. She believes researchers must be prepared to look for
slippages and omissions when interpreting data and always prepare foetigerce of
multiple meanings. Because meaning is constructed, not waiting to be discovered, the
researcher must negotiate the tension between the participants repicesehta
experience, because it is just a representation, and the researcheriveerpr
understanding (p. 50).

Finally, Lather addresses the aporia of legitimization as she urgeasaiesrs to
think about validity in complex ways. She goes beyond the quantitative/qualdatide

and brings up issues of whose knowledge claims are legitimate and who getdéo deci

57



Because knowledge is historically, politically, and socially situated, noesearch
paradigm should lay claim to legitimacy over any other. Validity is faertiwan a
technical issue solved by correct procedures; it resurfaces over and oveseardirers
can neither avoid it nor mediate it (p. 52).

Britzman, in “The Question of Belief:” Writing Post-structural Ethnography
(2000), examines validity from an ontological standpoint. In her previous ethnographic
research, she felt tension between the traditional claims of represéetirgat and her
post-structural understandings of subjectivity. She explains that the humanisitor \of
agency and voice presupposes the subject as the originator of identity whuesrthgi
social, historical, and political. But her post-structural, feminist standpoivs\tiee
subject, not as the origin of identity, but as the product of the social, historical, and
political. For her, the problem is not whether the ethnographer uncovers the truth in
experience, but rather traces the competing discourses and truth clairhe.shatas: “I
now think of ethnography as a regulating fiction, as a particular narrativecpréuit
produces textual identities and regimes of truth” (p. 37).

While the current study was not ethnography, it was a particular narradstecpr
or strategy. And in the study, I did not claim that | was uncovering truth. Many truths
emerged, and my job as a critical researcher was to give voice to thitbsgddams and
examine them critically. In order to achieve this, | used a bit of all fourtbek's ideas
on re-conceptualizing validity. | held truth to be simulacra as multiple ttaitms
compete for legitimacy. Because | could not claim one absolute truth in thevesirh
like Lyotard (1984), dwelt in the land of the incommensurable (xxv), and, like Deleuze

and Guattari (1983), | sorted through the many emerging claims that unexpectedly
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intertwined at intersections of multi-centered complexity. There | umedvapaces
where male, scientific epistemologies denied feminine, embodied knowledge.

Addressing validity in narrative and arts-based inquiry specifidéiiy (2008)
identifies and problematizes three issues that draw criticism other thaityvahe
narcissistic nature of narrative and arts-based inquiry; the lack etolagy; and the
question of art or research? Kim then theorizes some possible ways to address thi
criticism. Other narrative researchers (Bowman, 2006; Clandinin & Connelly; 2000;
Munro, 1998; Richardson, 1996) acknowledge the same concerns and encourage
researchers to address them.

Some critics accuse narrative and arts-based researchers of gimgpura
narcissism by placing such so much emphasis on personal stories and expemehces
they question “the tendency to confer an unwarranted level of authenticity, 2R08,

p. 253). Kim quotes Hatch and Wisnewki (1995) from their observations of narrative and
arts-based scholars: “We see a strong tendency among scholars tmreflesit work

and their place in it rather than to do the work” (p. 131). Munro (1998) expressed similar
concerns when she studied the lives of women teachers. Her specific concerthwas wi
reifying and romanticizing the subject as somehow essential and universal (p 18).

Kim proposes that we consider Bakhtin’s theories of the novel to counteract any
move toward narcissism. Bakhtin (1963/1984) called his thepolgphony chronotope
andcarnival. Polyphony is “a plurality of independent, unmerged voices and
consciousness” (p. 6). Different voices emerge in the novel, none of which are pdivilege
over the other. Polyphony is also the method of the fugue (see Chapter 4). The dialogue

expresses multiple valid truths to consider, with no final absolute truth evolving.
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Chronotope refers to issues of time and space. Bakhtin believes that individual
experiences must be considered socially and historically. In other wordsntisépe
contextual. And finally, carnival corresponds to a certain role reversal comnia in t
carnival event itself. Every subject is active, differences are cétebtaerarchies
disappear, and norms reversed (pp. 256-257).

As Kim points out, Bakhtin’s theories of the novel help the researcher focused on
marginalized voices, one of the reasons narrative and arts-based inquiopde\esd a
response to positivist epistemology. It keeps the researcher’s attentiomdiese
attempt to hear the multiplicity of voices emerging from a single suapetto consider
multiple possibilities. (p. 257). Excluded voices confront the traditional grandivasrat
and truth claims on equal footing to begin a dialogue of transformation.

Kim notes that critics such as Behar-Horenstein and Morgan (1995) claim that
while researchers increasingly use stories, narrative inquiry does nai Hee@retical
foundation for analyzing and evaluating the understandings researchersmlarge
from the narrative. Clandinin and Connelly (2000) acknowledge the criticism that
“narrative inquiry is not theoretical enough” (p. 10). The challenge then is hoeeb m
professional standards without losing the open-endedness of narrative and drts-base
inquiry and to be able to articulate how the research negotiated the divide (Bowman,
2006).

Kim suggests that the way to address the concerns is to transform lived
experience to lived theory. It should be a deliberate critical attempt tozéadlmroughout
the data analysis toward a larger whole which then deepens the interpretdtrarsas

fresh questions. When lived experience becomes lived theory, it overcomes the divide
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between the personal the social. In that way, it can be emancipatory anchinterse
promoting social change (pp. 257-259).

The final criticism Kim examines, and one shared by Richardson (1996) is the
guestion of whether narrative and arts-based inquiry is really résears it art.

Lieblich, Tuval-Mashiach, and Zilber (1998) claim that products of such inquiry are
based on talent and intuition, not on acknowledged research skills. As Bowman (2006)
sums up, “As long as narrative and arts-based inquiry is perceived agigjirydrtsy-

fartsy, hippie-dippie, its advocates will continue to wrestle with significauigs both in
their research and in their bids for promotion and tenure” (p. 13).

Kim suggests that perhaps we should consider narrative and arts-basedasquiry
aesthetic inquiry and work the edges of epistemology. As Gadamer (1975), claims
“Artistic experience is a mode of knowledge” (p. 87). Kim states, “It esaible reader to
see how research relates aesthetically to knowing, understanding, andipgtbei
world in which lived experience takes place” (p. 259). It is a way of knowing,
understanding, perceiving, and imagining possibilities for the transformatichadlsg
and the lives of the students, teachers, and families that make up the school community.

Using Gadamer (1975) again, Kim explains how his conceptfed
readershipis imagined aa fusion of horizon§p. 260). Implied readership refers to the
reader’s sense of making meaning in a way that opens a new horizon on new worlds. As
Gadamer (1975) writes, “To acquire a horizon means that one learns to look beyond what
it close at hand — not in order to look away from it, but to see it better within a larger
whole and a truer proportion” (p. 272). The fusion of horizons is the space the self

negotiates in the encounter with otherness in an empathetic understanding, bsit alway
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maintaining difference and negotiating adjustments. As Kim says, “Byhpg¢o the
reader’s imagination and participation, [such] research encourages vatepsatations
and possibilities that will bring about social and educational change” (p. 261).

Kim concludes the examination of the criticisms of narrative and arts-based
research by claiming that as an act of poeticizing, such researchsethabtesearcher to
“transcend [my] authority as author to become a humble, empathetic subject who thinks
with those whom [I] research” (p. 263). Kim (2008) points out that Munro Hendry (2007)
believes the transcendence takes the researcher to a sacred spaceraftenarad arts-
based research is considered “not as a scientific act but as a spititoakathat honors
the sacredness of our humanity” (Munro Hendry cited in Kim, 2008, p. 263).

Because | used hermeneutics as a method for data analysis and intenpretat
Kim’s responses to the critics of narrative and arts-based inquiry were wstinking
about the study. Because | was working with written text in the data andhesi
temptation to reify the subject was not as powerful, and | remained aware ndéeto wr
myself into the interpretations as much as possible. Bakhtin’s theory of thhpoiy
novel and my experiences with musical composition prompted the idea for prgs$katin
findings in the manner | did. And the interpretations of the value and meaning the
CREATES teachers assigned to their arts experiences have a certiginpaldy in the
form of the fugue. Diamond and Mullen (1999) claim that researchers who usévaarrat
and artistic forms to make sense of experience are artists (p. 366). Ancdd&en&r
(1975), they believe the arts give us a fuller understanding of the world than just hard
facts, so it seemed perfectly natural to use a poetic sensibility to ptieséeachers

understandings of their world.
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Summary

By using Leonardo’s concept for a critical hermeneutics, | was abléetoanf
interpretation of the meanings assigned by the teachers in Project CREATES t
artistic experiences and to interrogate their understandings for tfspewer and
domination. | followed Lather’s (1993) recommendations for new conceptions of
transgressive validity by acknowledging that my interpretations canroainsedered
absolute truth because all truth claims are “copies without originals” (p. 65ii)ated
the study in the context of the complexity and interconnections of rhizomatittyatttat
encourages “open[ing] up thought to creative constructions” (p. 680) in the form of a
fugue to present the data analysis. The fugue was also an outgrowth of Kim’s (2008
suggestion to think of narrative and arts-based research in terms of Bakhtin’s payphoni
novel where equal voices can be heard independently as they make up the whole. By
using the hermeneutical circle to move from the individual voices to the whole and back
again to interpret the metaphors, | was able to analyze them in a creative payphoni

construction.
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CHAPTER IV

FINDINGS

How teachers who fully and enthusiastically implemented Project CEBAT
understood their experiences with holistic, arts-infused curriculum nassigeaning to
them, and constructed professional knowledge from them, was the researmnglvbst
interpretations of the metaphors used by the teachers in interviews indictduet
teachers found their experiences and those of their students were very valtiabie t
sense of creativity and agency and in the positive changes they perceived in with their
students and in the classroom. The main themes that emerged were expressed in the
Fugue, “Like Breathing,” which was one of the metaphors used by a teacher. The them
in the Subject express the positive outcomes the teachers valued, the CountgreSubje
the findings was how the teachers’ understandings of their experiences aliered w
external accountability pressures increased. The Codetta furtheriadig material
from the Subject. The interweaving of the Subject, Counter-Subject, and Codetta
informed the interpretations of the metaphors and their analysis in the formgfea f
interpreted the metaphors and analyzed them in the following meaning grougshonst
for physical activity, metaphors for a journey of growth, metaphors for coonscti
metaphors for choices, and metaphors for spirituality. | analyzed the metamphibies f

effects of external accountability separately.
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My interpretations of the teachers’ understandings indicated that thokerteac
who committed to Project CREATES and implemented it at every opportunity placed a
high value on their experiences and those of their students. They constructed the
professional knowledge that they were creative individuals who were becoomident
and capable in co-creating their curriculum and successfully implemattto the
betterment of their students. The interpretations also indicated that thergeac
recognized a severe loss of personal and professional well-being, tyeatidiagency
when externally-mandated curriculum hampered their ability to create ghehient
their own curriculum. The result was the knowledge that the district did notyeercei
them to be professionals did not trust them to create curriculum. | developed these

understandings most fully through the metaphors the teachers used in tlagivesarr

Subject

The teachers who committed fully to Project CREATES understood the value of
creativity, both for themselves and their students. They understood it broathppkad
to a range of qualities and activities even beyond the arts. For instanegdhers who
claimed they were not very artistic still saw themselves as bepagj\ex because they
used information and resources in original ways. They recognized that theheised t
creativity every day, whether in the arts or other endeavors. Below is a saofylieg
teachers’ understandings of creativity:

Judy: “I can take anything and make something.”

Meg: “Creativity is adapting other people’s ideas in stories and projesthe
ability to come at it a different way and solve it.”
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Gail: “I am creative finding ways to best educate my children because my
masterpieces are my children.”

Usingmasterpieceas a metaphor for students illustrates that the teacher saw her
students as works in progress that required special attention and a creative fotike. Jus
a painter or composer, the teacher realized that in order to createegpieast you used
your resources in creative ways with focused attention and disciplined caicentr
Another facet to the masterpiece metaphor was the realization thaivthddebe starts
and stops, frustrations, and obstacles along the way to achieving a mastgrpiece
there was in the educational process in the classroom.

The teachers understood the value of holistic, arts-infused education to their
students in a variety of ways. They understood that the arts provided an emotional outlet
for students, particularly those at-risk who could not always voice their @ades
concerns, even their pain or anxiety. Karen related the following:

[A boy], bless his heart, he misspells his name half the time . . . but he wrote

poetry that made me want to cry, not depressed cry, just awesome feelihg, like

talked about sitting in the rain with his Mom and their cotton shirts sticking to
them when they got wet, the snow of the rain and coolness of the rain let him
know that the earth was beautiful and because of that, he was beautiful.

For other students, it provided an avenue for leadership that the students had not
previously realized. Several of the teachers related stories about stpdetitslarly in
the drumming circle, who moved from leadership within the circle to leadersttig i
classroom. They gained self-confidence in the group activity and took their new
confidence with them into other situations. Ruth related the following:

| saw him grow immensely this year in self-confidence, leadership andstiie re

66



of that was when they went to Exchange City the students elected him as Mayor

and that wouldn’t have happened a couple of years ago . . . We have just seen his

leadership skills really improve and his confidence which affects evergfdasg

life, his academics, he is more helpful to other students, and he wants to be

informed, and | think that's because he is confident within himself.

For Judy, arts-infusion providedspringboardto student learning and
achievement, andtareadthat stitched together ideas and connects subjects. She spoke
of lights going offin students’ minds when the arts connected with knowledge they
already possessed or were attempting to acquire. As one teacher saydyetmievith
their whole bodyandlight bulbs go off Whole-body knowledge highlighted the holistic
nature of arts-infusion. Teachers talked of ideas occurring naturafglding (Gail) and
flowing (Meg). Their experiences led them to the knowledge that the arts actghsethe
that binds knowledge in one area to another area. Shirley spoke of her student’s
experiences with the arts sseds tilled in fertile grounédnd Opal described the arts as a
little seedthat she planted. As the seeds grow and connect with other subjects they
become “prior knowledge for the rest of their [the students’] lives.” Sheskgjained it
as follows:

| think it [arts infusion] is a willingness to do things in the future that theyrneve

would have thought of doing . . . | feel like it will change the course of the their

lives. | see seeds of futures being planted . . . So much of the young child,
everything going in is kind of like a tasty little morsel of life, and you know

cognitively they can’t sort it out yet. But that makes it more powerful.
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Both Ruth and Kathy talked tdrning pointsin relation to the artistic activities of
the students. A turning point indicates a change of direction, a journey, perhaps a change
in a direction never explored before nadw directionchange the coursandopens
doorsalsoimplies a discovery, often about the self. Meg gave the following example:

Arts let children express themselves without any negative recourdedair ef

I’'m thinking of one kid in particular. I think he’ll be a cartoonist when he gets

older because his cartoons that he makes himself are so fabulous, but yet he

doesn’t express himself well in conversation . . . .He will have animals talking
and stuff like that. Having them express themselves, and | think he uses the
animals to kind of portray himself with other people. And that’s his way of
communicating. . . It opens doors for him that might have otherwise not been
opened.

In addition to understanding the value of students’ experiences with art-infusion,
the teachers understood the value to themselves. As Shirley said, “lyastal|
integrating the arts into my own self; it's something | want for mysé®uth spoke of
her experiences with the artsasning aliveand Judy talks of bpening the brainAs
Karen said, “Project CREATES is empowering and helps me fulfill my calliSge
went on to speak of arts infusion aeawakening, refreshingndrenewing Their
experiences had special meaning for them when they described panticipatrtistic
activities asnatural (Meg and Judy)ljke breathing(Shirley). Breathing is a reflex, one
that is vital to sustain life even at the most basic, unconscious levels. Theucteastr
the knowledge that once an artistic, holistic orientation became kefleformed part

of the self and part of the fabric of subjectivity.
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In addition to the description of participating in the arts as like breathinggyshi
claimed that her curriculum “has tdanceof the arts inside of it.” The curriculum she
referred to is the free, improvisatory, interpretive dance, not the rigid anig-tight
choreographed classical ballet which has its traditional sets lsf dtéps, and storylines.
The dance of the arts gave the teacher the agency to create and improxise whe
opening appeared in the classroom. It implies fluidity and flexibility to chaogrse
when necessary. It was internal, individual, and contextual and not imposed externally
randomly, and anonymously.

The teachers who regularly participated in professional development placed
high value on their experiences in those activities, and they gained confideimei in t
abilities that went beyond the arts into all aspects of their lives and thehiritg. Judy
described professional developmenbesaking down barriersdpoth between the
teachers and between the teachers and the artists with whom they co-planaedland t
It had special meaning for them because they could decide what activiyidséve to
be appropriate for their subject and their students. The sense of agencyirbdynyzy
be one of the things they valued the most. Judy described Ifudetwhere the teachers
had access to a variety of options. Karen, in a similar vein, described professional
development astasting luncheonBoth of these metaphors imply variety, which you
can also find at a cafeteria. The difference between a buffet or tastihgdtmand a
cafeteria is sampling. You cannot go through a cafeteria line and sampfthienge In a
buffet or a tasting luncheon that is exactly what you do. And if you decide thatsbnis di

tastier (more appropriate or useful) and there is plenty left, you go camckjfobanore.
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Another way the teachers valued an enhanced sense of agency was in the co-
creation of their curriculum. With the collaboration of the artists and other tsathey
developed creative, holistic curriculum on which they placed a high degree of ndlue a
which was very meaningful for them and for their students. Shirley claimed tha
collaboration opens thgateof creativity. For her, co-planning was an opportunity to
hear and be stimulated by new ideas and strategies that unlocked her owitycr&ae
explained it like this:

The biggest thing I've gotten through this experience is the collaboration . . . .

| think just staying alone by myself in the classroom limits what'siplessand

that being a team, whether it's with artists or other teachers opendehs ga

creativity for the teacher . . .. I don’t ever want to be a lone ranger again.

when I’'m willing to open up and just let what happens with another person and

collaborate, that's something far better than | could have ever dreamt shows up.

Shirley described her collaboration with another teacher in tersisaohg a
brain. She described this, not as sharing the same mind or thinking alike, but as the left
and right sides of the same brain. As she explained, “She’s a global thinkEm amakre
detail oriented.” The relationship they had held great meaning for them b¢baysaw
their strengths as complementary. The encounter of self and other wasrinatise for
both.

In speaking of narrative research, Munro-Hendry (1996) spoke of the researcher
transcending the barrier with the subject as going to a sacred plddey aeveral
teachers in Project CREATES, participating in the arts takes them toiginssa sacred

place. Randi explained it as taetual making of knowledgend agift from heaven
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Karen said, “It's like having wings, or | can give wings.” She desdribas arepiphany
and as having eeligious experiengeor as Meg said, spiritual experience, when
engaged in the arts with their students. It was in such transcendent montethisythe:
imagined their subjectivity in the context of the experience. They were ceamyplethe

moment and totally in the experience. Being and knowing became embodied.

Counter-Subject

While all the teachers acknowledged the need for accountability, their level of
frustration with external accountability mandates was palpable. As Ramdilsa been
here four years, and we’ve had four different five-year plans.” As she reaglirther:
Their emphasis is always on research-based methods which are just numbers. |
originally a statistician. | can make numbers look any way you want andggrom
to bedazzle you. You really don’'t know if the research was successful. What was
62% successful means it was unsuccessful, or maybe harmful, for 38%.
On several occasions, Betty talked about “people who sit behind a desk and just
claim that their statistics work.” These were the people who taught thetedloe
Target Teach curriculum, but it was the teachers who saw with their owmwbges
worked. She said, “This is more than a statistic and it grieves my heatitiuyst are
going to change, and they’re not going to see the value of this [Project CREATES]
Betty described external mandates ésuad aidthat is applied ircyclesuntil the
pendulum swingthe other way. As she said, “They spend gobs of money and send you to
workshops where they tell you that kids learn best hands-on, but then they give you a

curriculum packet with drill materials.” Karen called these extermadndated
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curriculumsscripted and Meg said the teachers appon-fecasadcurriculum. A
scripted, spoon-fed curriculum band aid begs the question of what exactly thot wessri
trying to fix. Whatever it was, it only delayed real reform; it certaditl not fix the
problem. What was clear is that the district did not believe the teachers haulsarers;
indeed, it implied that the teachers were the problem. As Shirley said, dbméytrust
teachers.”
The sad, externally-mandated curriculum described by the teachehefaf
feeling stifled, pressured, tied-down, and unable to be creative. As Ruth said, “And we
thought we were under pressure before. We're under more pressure now, and there’s
more pressure coming.” Shirley described it@atipening dowthe spirit of the
teachers.” The district exacerbated the pressure by implementinwatidated
curriculum, Target Teach, after the school year started. The teachersynoadnd go
through training to use the materials, but the district expected them to impligrae
curriculum, which calls for testing every two to three weeks with drillaitydon top of
what they were already doing. Joan said, “It theiewn on usat the last minute.” As
Ruth, a music teacher, explains, the state then changed the list of subjetts to tes
They took the music and arts assessment out of the standardized testirgr last ye
and they put it back this year. We didn’t find out all the details of it ‘til about a
month ago, so for some schools that may not be a big deal, [but] for me, since |
don’t see all the kids all the time, it really affects me big time bedausee three
weeks to teach them something.
As the drilling and testing took up more and more time, many of the Project

CREATES' teachers could not manage the time to continue with arts infusionris Ba
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said, “l justhunkered dowmandwent through the motioris. Both Joan and Kay spoke of
feeling guiltywhen they tried to do something creative or have a planning session. As
Kay said, “I feel like | should be in my room filling out forms or something.” Ruth
explains, “The way teaching has become over the last several yearse woubarsy
testing, testing, testing, and moving on to the next subject you don’t have time . . .we’re
shoving it down their throats every three weeks [between tests].” As Joan explained:
At the beginning of the year we had to give two or three tests . . . when I'm
teaching two separate groups, it takes me forever to get that done . . . Then in
the middle of the year, they decided to switch to a different test that took
forever to do, which we had nothing to compare it to rather than using, you
know , what they've done before.
All of the teachers expressed concern about how the tests affected students and
the classroom environment. Joan said,
It's like they're [the district] frantically trying to figure out how make low-
socio-economic kids perform on tests they have no background for. One test
concerned an environmental problem in the Florida everglades. These kids have
never been there and don’t know what everglades are . . . . It's just frustrating
to want these kids to meet with success, and they don’t on these type tests, and
It's sad because they want to.
Shirley claimed that the district wants “standardizetpticizedclassrooms” so
they are taking a mediocrityn the classroom.” She believed that the results will be “to
lower thehigher levels of thinkingp that of the masses. But | wonder if that isn’t the

ultimate goal.” As Gail said, “The whole point is to get ¢heative juices flowingthen
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we deny the time to do that because of the pressures for testing and benchmarks. We
defeatthe good part with all the testing.” Karen referred to the testguas ‘evil from
the devil Why do they do this to children?” And Shirley pointed out, “In the midst of

creativity,chaosoccurs. But in the Tulsa model [Target Teach], chaos is not allowed.”

Codetta

After the extreme stress of the testing regimen, the teachergedsarsense of
relief, and they and their students graduedyne aliveand felt their creative juicdw
again. Barb described it as havingi@ight liftedand, after the testing, “I coultfeathe
again.” The teachers stated that the testing limited their crgatvid only after it was
finished did they have creative ideas again. Most of them conducted some sart of art
activity to refocus the students and get them thinking creatively againarkss Isaid,

“It's letting them know they are loved, valuable, and precious. And that’s not in the Pas
[school district] objectives.” Or as Shirley said, “After all, you catéhdardize the
human spirit.”

Following a testing session with an arts activity lessenesttbss on the students
who routinely did not perform well on the tests. Joan related one scidemnt when she
followed a testing session with making masks of the characters for the new unit

My one child, my little boy that did bad, they got to pick what they wanted to do.

He’s a problem child that they moved from another fifth grade . .wasegjust, he

was fabulous that day, and he couldn’t say a word, and this is a highly verbal kid.

He had to act it out [with the mask]. Oh, he was, he was wonderful. You know,

it's like the problem kids can really find their niche. | find when they are a
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problem, and they can’t sit in their seat and do all the stupid seat work that we
have to do, they can really shine and usually they are extremely creative, a
that’'s why they don’t do well in their seat, you know, it's obvious to me.
Getting back to the arts after testing allowed the students a way toexpres
themselves other than academically. As Karen said, “Our kids that have not nigcessa
been successful academically, they need another means to express tlsemSakwe
related the following situation that she encountered at another school when gregadte
the arts:
When people found out what | was doing, they were very criticausec. . .and
the way they found out was my kids were making good grades. And the same kids
that were not successful in the other classrooms were findicgssumn there, and
they said that can’t be happening, well yes it is, it can hagpguilet a child

show you what they know rather than giving them a multiple choice test.

Metaphors for Physical Activity

One of the most vivid metaphors used to describe experiences with artistic
activity was that it isvatural, like breathingwhich is an unconscious physical reflex
without which life would cease. It is fundamental to survival, and most of the teachers
related that after using the arts for a few years in their classyadeas came to them
spontaneously in a natural manner. The metaphor expressed their need, and the needs of
their students, to participate in the arts in order to live life at its fullésty expressed
the knowledge further with the metaphorsa@ight liftingand ofcoming alivewhich

physically implies that breathing was restored after being crushed ooinagrsng
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heavy that exerted great pressure and stress on them physically @s mvehtally and
emotionally. It gives a more generative, surprising sense of the crushasgaréhe
teachers felt when dealing with externally-mandated curriculum. BarRatidused the
metaphors to illustrate how they felt when they and their students could put testing
behind them for awhile and return to arts activities.

The metaphors alpening the brainget it with theirwhole bodiesanddancing
speak to physically opening up to the embodiment of the arts as a way of knowing and
understanding. The dance of the arts-infused curriculum they co-createelchtioav
teachers and their students to weave in and out between the subject matter and the arts
activities and to express their understandings physically. By opening theabda
embodying the knowledge constructed, the new understanding became part of the fabri

of subjectivity.

Metaphors for a Journey of Growth

Karen spoke of Project CREATES and the co-creation of curriculum in terms of a
journeywith growth along the way. She talked about the process from the time she
implemented the program to how she now implemented it as a natural journey with
growthalong the way. For students, the journey of growth along the way was the journey
with the arts that helped them reach toward their potential. A journey can adso pos
danger, especially if the journey is toward the unknown. Sometimes the teachers knew
where they were going, and sometimes they didn’t. But from their creapesiences,
they constructed the knowledge that if they were willing to embark on the pribesss,

could be confident in their abilities to co-create holistic, arts-infuseccalum
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Several of the teachers spokenefv directions, change the couraadturning
pointsin a journey when referring to student’s success understanding concepts through
the arts. For many students, the arts activities allowed them new waygsnyf te
world, new ways of seeing and expressing themselves, and new confidence in thei
abilities. Lights turning on in students’ minds imply that there was darknedsy but
turning to a new direction, through the arts, light now shines the way. They were
travelling toward the light.

Both students and teaché&m®ke barriersandopened doorandgates For the
students, it was through the arts that they were able to break barriers dban wit
themselves and between themselves and others. For the teachers, it was through
professional development tHaarriers dissolvedetween themselves and the other
teachers and artists. Collaboratiomiocked the gat®o creativity when one person’s
ideassparkedthe creativity of another. The open doors were the arts themselves as they
revealed the pathwatp creativity and understanding.

There is a subtle distinction between doors and gates that provides a richer, more
generative understanding of their significance. Both are barriers to be opened, and both
can stand as protection. But usually, people are capable of seeing and hearisgpwhat
the other side of a gate where that is not always possible with a door. Thereeisidang
opening a closed door. There is possible risk involved, but also possible rewards. The
implication here is that when the teachers spoke of doors being opened to the students,
they were opened to something the students could not imagine and might not expect. It
could mean success or failure. The fact that students and teachers both showed the

courage to open the doors to their creativity is an illustration of the confidence they
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gained through the arts. Using their creativity, they imagined the unresdie
possibilities for subjectivity as Greene (2000) and Eisner (2002) claim, aradd®
(1992) claims, “the possibility of the impossible” (p. 41).

Several of the teachers talked about collaboratiorngasesr door to creativity.

From their CREATES experiences, Karen and Ruth learned that when cogreati
curriculum with the artists or other teachers, the result was not only unexpected, but
better than they thought possible if they worked alone. Shirley expressed thmdrote

not wanting to be bne rangeroperating behind closed doors. The lone ranger metaphor
could mean that in acting alone, she was acting anonymously and masked. This can als
describe the Target Teach curriculum that the district imposed anonymously and
externally using drills and test questions that had no relevance to the studedt’s |
experience. The district and the state categorized the teachers andistodent
homogenous identities and assumed that what worked for one will work for all. But as
Karen put it, “They don't test for creativity.”

Two of the CREATES teachers used the metaphor of planting; one spoke of
planting seedsand the other calledpianting in fertile groundThese are rich metaphors
for the processes the teachers saw occurring in their students through shastiaittes.

The students’ natural creativity and their willingness to explore new aveesdted in
fertile ground that was ready for seeding. It expressed the teanhetging qualities as
they saw themselves as sowing seeds for ongoing knowledge and not planting annual
seedlings that have an immediate impact but soon fade away. The teachers fiesn

this that creativity is a tender thing that they must protect and encouthgegal the

results may not show immediately. This ongoing process of creating arehtizg,
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whether of knowledge, creativity, or the self, unfolded and renewed continually,
intersecting and interconnecting. Titezomesspread.

Unfoldingandrenewingwere two other metaphors when the teachers talked of
their experiences with the arts. For the teachers, as well as for titeints, the arts
reinvigorated and fed their deep-seated yearning to express themsaivebiea they
were able to do that, they felt refreshed and renewed. They saw their ovinitgraad
subjectivity unfolding in a continual process that was not static, fixed, and unchanging
Many sought renewal immediately after the stressful, soul-sappifiggland testing

activities when they felt particularly depleted.

Metaphors for Connections

Teachers used the metaphorshwéadandglueto talk about how the arts make
inter-subjective sense between different domains. Single threadstchtogether ideas
and concepts, or manlyreadscanweavean entirgapestryof connections and
understandings. It is the tapestry of subjectivity that the teachersuaiethswvoveas
they created their identities in the context of arts activities. And jusigescsivity is an
ongoing process of re-creation, so the tapestgw®venin akaleidoscopef colors and
patterns that include new understandings. The generative understanding atlewed
see how the teachers understood the value of the connections they and their students
made between subjects and with each other.

| interpreted the glue not adanding agentbut more flexible; in that sense, the
understandings wemdasticand adjustable. The inter-subjective sense that the arts

brought to different domains will need to be altered from time to time. They will not
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always bébound togethein the same manner, but the relationship of one domain to
another will change and generate new meanings as subjectivity alteexalrgle, the
teachers’ and students’ understandings of the relationship between math and ayusic m
expand and alter at a later time to include the physics of acoustics. The phterakte
math to music, or music to math, expand to equations and scale patterns, and eventually
to frequency and pitch. Each level represents a more sophisticated understanding, but the
two domains are alwayguedin a relationship.

One of the most illustrative metaphors for connectingshkasing a brainwhich
Ruth used to describe her collaboration with one of the artists. This did not mean that the
two think alike, but rather that their talents and ways of thinking connected and were
complementary. One was the detail-oriented, left-brain thinker, and the othéreMaig-
picture, right-brain thinker. Their experiences together led to the constructetbgew
that when they collaborated or co-created, the results were far thelmeif they worked
alone. Ruth also talked about how good it was for the students to see two adults
cooperating in complementary ways. They modeled behavior they wanted the sdents t
learn and use throughout their lives in many different situations other than at school.

Sharing a brain also reflects the post-structural notion of the encounter between
self and other. Through the encounter, both are transformed, and their subjectivities re-
created. There in the aporia of undecidability (Derrida, 1999), self seesatgiozflin
the face of the other and cannot turn away. The self cannot be the other or absorb the
other into sameness. The self and the other complement each other and in the encounter

they re-create themselves.
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Metaphors for Choices

| interpreted the metaphors obaffetand aasting luncheonvhen describing
professional development as metaphors of choice. Although both a buffet and a tasting
luncheon could be interpreted as physical metaphors because they refer td eating,
ultimately saw them representing a different facet. While breathingdtlcars naturally
sustains life, it is an unconscious reflex unless it is threatened. The eatapore were
specifically about choosing what to eat from multiple options and making choices
deliberately for nourishment. The teachers felt they had limited options wtemét to
any type of arts activities for their students, and to have choices was categiyrsy.

The teachers who had worked with other arts groups or arts programs complained
that they had to take whatever was offered by the groups if they wishedi¢goptet For
instance, some of the teachers had attended the Harwelden Institute offéred\ldg
and Humanities Council of Tulsa. The Institute patterns the Lincoln Centiéntiaéor
Arts and Education in New York. During the two-week summer institute, teachers
attended workshops put on by arts specialists who taught them how to use the arts to
teach certain specific subject matter or units. The curriculum for thegpnogas
designed by the Institute staff and arts specialists ahead of time. Eheisghool year,
the teachers taught the curriculum in class, and then an arts group came to do a
performance, demonstration, or art showing that represented the culmination of the
curriculum.

While the teachers acknowledged that they learned a great deal about thd arts a
arts integration, the actual curriculum was not always useful to them. Sométinees

too content-specific or not grade-level appropriate. Often schedulinypearices was a
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problem, especially when the external demands of Target Teach began to take up so
much more time. What they liked about the professional development that Project
CREATES provided were the choices offered. A teacher could spend a day with a
weaver, pottery maker, mask maker, or any number of other artists, then e teat
the artist would co-create and co-teach an arts activity that wasicpethe content
covered. They learned that all of these skilled artists could adapt theictrises to a
variety of subjects. One teacher commented that CREATES activitresonaetical,
which | interpreted to mean they were adaptable to a variety of age dendeskill sets.
In other words, they sampled the artist and her/his art form first, and they teddiea
curriculum second. The teachers agreed that offering choices this was AREATES
greatest strengths.

Metaphors for Spirituality

Shirley and Karen spoke of tepiritual dimensions of their work with the arts.
They felt that whether they engaged in professional development, corgreatiiculum,
or in the classroom, creativity took them to a spiritual or religious realmnKiascribed
the experience an the flow(referencing Csikszentmihalya (1996) whom she had heard
speak) when she lost herself in what she was doing and lost her sense of time and place.
She equated thissing of the self to losing oneself to the divine, or experiencing an
epiphany or having wingsMany artists, musicians, dancers, writers, and composers
speak of losing themselves in the spiritual realm during the act ofacre&tiirley felt
the same experience even though it might not be on the same level of sophistication or
intensity. As she explained, creativity was essential tori&sion or calling, as a

teacher.
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For Randi, being creative and engaging in the arts was spiritual becauaw she s
this experience as gift from heavenBut she also worried that this gift might be taken
away by external pressure to focus more on drilling and testing. Many teadnkes!
hard to resist this possibility by returning immediately to arts aiesvéfter a stressful
period of drilling or testing. They did not compromise their sense of self and aggncy
giving in to the pressures and abandoning the arts. Rather this became the site of
resistance to the normalizing, regulating regimes of power imposed btathend the
district. As Foucault (1990) stated, “The problem [in power regimes] is noticigang
people’s consciousness or what's in their heads — but the political, economic, and
institutional regime of the production of truth” (p. 135).

The metaphor interpretations seem significant for at-risk students and their
teachers in under-served schools. Through creative activities, the teaxtmensaged
them to think of possibilities, even impossibilities, and provided hope. The world opened
to them in ways they could not anticipate, surprising them with what was once un-
imaginable. They might never get a chance to see the places theybleat;nbat they
could draw scenes, write poetry or a song about them, even dance or writ@lagoiary
the people, or the animals, or the history of the place. Then it can become real.to the

They can see the places, feel them, hear them, and speak them.

Metaphors for External Accountability

The metaphor of band aidis frequently used to mean the temporary fixing of a
problem, and Ruth used it to describe the external accountability initiativesd$tiet.

Rather than fixing the underlying problem, a broken education system, theytniedlt
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it with a band aid. The district hoped that intensive drilling and testing would yield a
quick fix, and they could show that they were doing something, even if that something
did not address the problems. Healing a broken bone sometimes requires surgeay to get
an underlying, possibly congenital, problem. It takes time and patience, and tice distr
felt they had neither.

The district changed the band aid every year for five years, theifateded in
the middle of the school year. This representpdreulum swinghat Ruth spoke of.

She could not understand the logic, if there was any, of throwing out an entire auaricul
strategy without first trying to make adjustments. From her experievitethe

changing curriculum strategies, she constructed the knowledge that tio¢ clostid not
really define its educational philosophy so tiseyung back and forthetween competing
ideologies. Since a pendulum generates power and momentum, the question becomes
who benefits from these pendulum swings? The most likely answer is the special
interests and lobbyists who support the politicians who make the decisions. Makers of
drilling and testing materials, politicians whom they support, and legistathey lobby

are the prime beneficiaries of the pendulum swing. The inability to arecalelear
philosophy of education creates a climate of instability that is mangplitat those who

are no friend to democratic public education.

Two of the teachers reportéekling guiltywhen they engaged in arts activities in
their classrooms, knowledge constructed from their experiences implemextngally-
mandated curriculum. This feeling eroded morale, and they felt defeatalidethey
saw the external mandatésown on themthey viewed the external curriculum as

scriptedandspoon-fedlt felt alien to them, and they could not internalize it. One teacher
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spoke of spending so much time preparing for and metteig(the state and district)
curriculum demands that she rarely had time for arts activities. She obwiisigt feel
invested in the curriculum, but instead fekighted dow by it. The teachers felt
powerless in this arrangement.

The teachers also saw a negative change in the classroom. Karen compéined t
the district’'s mandates standardized estabticizedthe classroom. She constructed
knowledge that led her to understand that perhaps mediocrity was the real outcome of
external accountability. She believed that the school district, by mandatorghalizing
curriculum, created mindless, mechanized drones, stripped of any creativeasnpul
possibilities. Through a regime of standardized drilling and testingspdbn-fed,
scriptedcurriculum that denies any form of creativity or agency, the district isgerds
power to dominate by removing teacher agency in creating their curricutenedaheir
classroom practices, and de-professionalized the teachers. But as Karstoodd&You

can't standardize the human spirit.”

A Polyphonic Analysis

Bakhtin’s (1984) notion of the polyphonic novel arose from his analysis of
Dostoyevsky’s novels in which, he claimed, “The major heroes . . . are not onlisobjec
of authorial discourse but also subjects of their own directly signifying disCdprs®.

He states further, “A character’s world about himself and his world is jdstiyas
weighted as the author’s word usually is; it is not subordinated to the character’s
objectified image as merely one of his characteristics, nor does is seava@uthpiece

of the author’s voice” (p. 7). He places the notion in opposition to what he calls the
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monologic novel in which the characters are fixed elements, objects of the author’s
intent; in the monologic novel, there is no equally-valid consciousness.

As the themes emerged from the data through the hermeneutic circley itself
polyphonic conception, the idea of the analysis being presented in the form of a fugue
emerged alongside. In considering each individual voice as representing vibugldi
teachers’ world and her understandings of it, each world had equal validity. The
researcher voice appeared in the dialogue as an equally valid world of conssousnes
ordering the analysis in the form of the fugue. The interweaving of individuads;dire
parts creating the whole that gives order and meaning to the individual voiegedae
new world of consciousness equal to the individual worlds. The polyphonic presentation
generated new meaning, and the thematic material of the fugue béesametaphor
within the metaphor. The fugue provided the structure for the interpretations of the
metaphors, and it became a metaphor for the hermeneutical circle at thesaait
weaves back and forth from the parts to the whole and back again.

In presenting the findings in the musical form of a fugue, albeit without the music
| returned to my musical experiences in composition. Writing fugues is aqugdalg
devise for understanding the form and structure of counterpoint and the fugue in
particular. The following formal requirements of the fugue reinforced the polyphoni
nature of the metaphor interpretation as well as a metaphor for the herwedredie in
which the interpretation evolved: 1) the fugue is for multiple, equal, and independent
voices who use the same thematic material in both similar and dissimylar 2)a
development techniques incluftagmentation, recombination, sequencing, false entries,

andinversions all techniques that open up interpretation; 3) the thematic material goes
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back and forth between the individual and the collective whole without losing its

individuality, always circling back on itself; and 4) as defined in Chaptéelietm,

Baroque fugugederived from a distortion and a flight, perhaps a flight of fancy. My

interpretations, then, were a flight of fancy in the post-modern sense andw playf

distortion of language into a musical form. And ultimately, metaphors, as utsramne

distortions of language as they use one word or phrase to refer to another.

LIKE BREATHING

A FUGUE WITHOUT MUSIC

Arts in-te-gra-tion seems

Arts in-te-gra-tion oc-

curs in my class-room like

breath-ing u

Subject

Restatement of the Subject

Answer

Arts in-te-gra-tion oc-

curs in my class-room lik¢

14

na-tu-ral now, it's like

breath-ing un-

fold-ing and flow-ing, cf

e_

fold-ing and flow-ing, cre

at-ing, per-form-ing, i-

de-as con-nect and e

Arts in-te-gra-tion seems

na-tu-ral now, it's like

breathing u

: but

breath-ing ___un- fold-ing and flow-ing, crg-  at-ing, per-form-ing, i-
at-ing, per-form-ing; i- de-as con-nect and e- mo-tion ex-pressed _|
mo-tion ex-pressed __; bytbreath-ing’s sus-pen-ded ‘t{l drill-ing and test-ing are

Counter-Subject
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fold-ing and flow-ing, cre-

at-ing, per-form-ing; i-

de-as con-nect e-

de-as con-nect and e-

mo-tion ex-pressed

breath-ing’s sus-pend-ded ‘t

breath-ing’s sus-pen-ded ‘{ildrill-ing and test-ing are

ov-er. __ stan-dar-dize(

ov-er. __ stan-dar-dized

class-room__damp’ning

y@-rit.

mo-tion ex-pressed __ bu}

breath-ing’s sus-pend-e

fdtilll-ing and test-ing are

drill-ing and test-ing are

ov-er __ stan-dar-dized

class-room_ damp’ning th

test-ing__damp’ning the

spi-rit. o

_____ Then af-ter it's ov-er i- de-as are flow-ing, e-
Codetta
ov-er. __ stan-dar-dized test-ing__damp’ning the spi-rit. o

spi-rit o

af-ter it's ov-er i-

af-ter it's ov-er i-

de-as are flow-ing, e-

mo-tions un-fold-ing, ¢

mo-tions un-fold-ing, cre-

at-ing, con-nect-ing, so

na-tu-ral, it's just like

af-ter it's ov-er i-

de-as are flow-ing, e-

de-as are flow-ing, e-

mo-tions un-fold-ing, cre

-at-ing, con-nec-ting, so

at-ing, con-nect-ing, so

na-tu-ral, it's just like

breath-ing

breath-ing
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mo-tions un-fold-ing, cre-| at-ing, con-nect-ing, so na-tu-ral, it's just like

na-tu-ral, it's just like breath-ing - de-as, e-mo-tions, cre;
__con-nec-ting ___ ___ cre-a-ting __ ___i-de-as __

nec-ting __ __ _ cre- at-ing - de-as __e-

Development

breath-ing byt

test-ing and dril-ling, not

flow-ing, un-fold-ing

a-ting, con-nect-ing _.

breath-ing, so stressful ‘til

___ ___e-mo-tions __. __but test-ing and drill-ing not flow-ing|
mo_tions__ _________ __so stress-ful, not breath{ng so
af-ter its o-ver i- de-as con-nect-ing e- mo-tions expressing |
Arts in-te-gra-tion is na-tu-ral breath- ing, it's breath-ingneo-tion, it's
flow-ing, unfolding Arts in-te-gra-tion is breath-ing un-fold-ing ang

stress -ful

. bur drill-ing and test-ing sus

pends in-te-gra-tion 't

Arts in-te-gra-tion sus-

pend-ed by test-ing by

test-ing and drill-ing not

breath-ing that’s flow-ing |

breath-ing unfold-ing ‘til

af-ter its ov-er and

flow-ing, un-folds in my

class-room, i-de-as con-

nect-ing, e-mo-tions e

af-ter its o-ver and

fin-ished and o-ver _

Arts in-te-gra-tion sus-

na-tur-al __ _ like

breath-ing so na-tu-ral a

na-tu-ral flow-keg li
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fin-ished

_____like breatig-that’s

flowing __ SO

press-ing so na-tu-ral

na-tu-ral

_____like breathing

pend-ed but arts in-te-

gra-tion un-fofdy like

breath-ing so na-tu-ral

zed

hut

breath-ng | ___ na-tu-ral ____ but stan-dar-di
na-tu-ral I like breath-ing |
___ na-tu-ral _____like breath-ing

na-tu-ral

test-ing, ro-bo-ti-cized

class-rooms ro-bo-ti-cize

d spi-rits__pdamng the

stan-dar-dized test-ing r¢

D

bo-ti-cized spi-rits _

damp’ning the spi-rit

_____ stan-dar-dized

test-ing ro

bo-ti-cized class-rooms

Are

breath-ing _ _ but

stan-dar-dized spi-rits_

stan-dar-dized testin

J o

spi-rit __damp’ning the

spi-rit

hu-man__

damp’ning the spi-rit

__hu-man _

bo-ti-cized test-ing is

damp’ning the spi-rit

hu-man __ spi-rit __

can-not be stan-dar-dize

d can’t be ro-bo-ti-cized
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L ___ can-not be stan-dar-dized |
______ can’'t be ro-bo-ti-cized hu-man __ spi-rit _
The hu-man __ spi-rit can-not be stan-dar-d

zed

___ hu-man spi-rit __

___hu-man spi-rit __

hu-man __

spi-rit __ can-not be

stan-dar-dized test-ing and

can-not be stan-dar-dized

__spi-rit

Test-ing and drill-ing

ot

can’t be ro-bo-ti-cized

Test-ing and drill-ing not

breath-ing, notifeg|

Recapitulation

arts in-te-gra-tion oc-

drilling ‘til after its

feel-ing not breath-ing ‘til

af-ter it's o-ver __

‘til af-ter it's o-ver not

feel-ing not breath-ing __|

curs in my class-room likg

breath-ing so na-tu-ral

flow-ing un-fold-ing cre-

______Then

arts in-te-gra-tion is

curs in my class-room lik

-

breath-ing

arts in-te-gra-tion oc-

curs in my class-roon

like
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at-ing and flow-ing un-

fold-ing not

stan-dar-dized class-rodms _

flow-ing un-fold-ing like

breath-ing

Arts in-te-gra-ticot n

like breath-ing yn-

fold-ing and flowing col

—4

breath-ing so natu-ral it'’s

flow-ing un-fold-ing, con-

nect-ing drég the

_____notro-

bo-ti-cized test-ing not

damp’ning the spi-rit __|

stan-dar-dized testi-ing ro-

bo-ti-cized class-rooms
not

feel-ing not breath-ing ‘til

nect-ing cre-at-ing so

na-tu-ral __ _ like

breath-ing Nng

hum-an __ spi-rit not

stan-dar-dized test-ing ro-

bo-ti-cized class-roams

b

af-ter it's ov-er __

Arts in-te-gra-tion cre-

Arts in-te-gra-tion con-

nect-ing the hu-man __

spi-rit ___ _ The

stan-dar-dized test-ing in

stan-dar-dized class-roo

flow-ing un-fold-ing cre-

at-ing con-nect-ing the

hu-man __ spi-rit so

at-ing the hum-an _ spi-rit so nat’ral like breath-ing.
hu-man __spi-rit un- fold-ing and flow-ing like breath-ing.
Arts in-te-gra-tion cre- at ing the spi-rit like breath-ing.
na-tu-ral _ na-tu-ral it's just like breath-ing.
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Summary of Findings

The teachers in Project CREATES understood their arts experiences iny varie
of ways. Most saw themselves as guides on the journey to creativity and disddnwesry
believed they were nurturers who sowed seeds in the fertile soil of students’ minds
Karen spoke like a missionary of her call to teach. They came to know thesnsglve
creative people who valued the arts and used arts activities to make meaningatfdhe
and to encourage their students to do the same. The knowledge they constructed allowed
them to make something out of nothing or confront situations from different angs. T
mirrored positive behavior and attitudes. Each arts encounter strengthened their
confidence, and each act of collaboration built relationship and community. They
constructed professional knowledge about being the creative, co-creators oiiei
curriculum. They knew what worked in the classroom, and they could be trusted to
decide what was valuable to them and to their students

As the district instituted mandated curriculum and external accountability
pressures rose, the teachers came to know that their creativity and agsitlcseat@ned.
The journey was always interrupted with drilling and testing activitieshwleit to
frustration and an inability to concentrate. Some of the teachers wette abést the
frustration by resuming arts activities at the end of drilling and tegiutgsome found it
impossible. For all, it became more difficult over time. The gate closed on dygatiwil

the flow stopped.
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CHAPTER V

CONCLUSIONS

| drew several conclusions after interpreting the teachers’ undergjarafithe
meanings they assigned to their experiences with the arts-infusedchmligfram of
Project CREATES. In addition to the positive value they assigned to the enhahoéme
their creativity and that of their students, they recognized a significase ©¢ agency
through the co-creation of their curriculum which also brought them to appré®ate
opportunities to cooperate and collaborate with other teachers and arts spetiadigt
believed their students benefitted particularly from the arts experientdesin behavior,
their attendance, class participation, and increased reading scores. Enéssitit also
participated in the talent development component through the study of instrumental
music saw a slight increase in math scores. But the conclusions have largeatiomd
for philosophical issues in education that are epistemological and ethical.

Instead of sowing seeds in fertile minds, the teachers saw the extenaaltijated
curriculum as drilling in information and then pulling it out of students. Rather than the
natural unfolding of seeds, drilling and pulling, pounding and yanking imply violence -
violence perhaps to their and their students’ creativity or even their sold® teealls
Freire’s (1973) metaphor of education as a banking system (p. 71) whézadher
deposits information into students for them to withdraw when called upon. He diggms i

an act of oppression. | maintain that it is a result of a male-oriented view ofekdymyit
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is something to be acquired by whatever pedagogy is necessary. Both vasldnce
banking reflect a masculine-oriented epistemology. The teachers understogogyeda
through a feminine-oriented epistemology of nurturing and sowing seeds fatuhe f
The duality of the understanding of the nature of knowledge is a good example of
Lather’s (1997) musings about what research might look like from a feminine
epistemology. External accountability regimes forced teachers into gtaihne-
oriented epistemology of pedagogy as drilling and depositing, crammihgudimg, and
away from a feminine-oriented epistemology of pedagogy of sowing and nurflineg
circulating regime of power oppressed and suppressed embodied feminine knowledge,
replacing it with an epistemology of violence and finance.

The market orientation of education as a banking system is reflectecsta’'8ie
(2004) concerns about the larger societal shift towards an audit society. Citwgrkhe
of Michael Power (1997), he asserts that this move to an audit society turns every
relationship into a business transaction rather than a relationship of respgnsibili
condition of ethics understood from a feminine perspective (Gilligan, 1983). An audit
society, as it relates to education, redefines parents and students as coasdmers
teachers as salespersons, with education as a commaodity to be bought and sdtd. And |
a commodity exchange, people who deal in commodities are accountable to certain
external regulators and agencies. Accountability is a business kersolmany
metaphors used in the West, along with metaphors of war and sports, which originally
referenced masculine domains. If readers look at accountability thrioeighetaphors
the teachers used as requiring forcing or cramming content into stuldergsveth the

regimentation implied by drilling and testing, external accountabilitydates can be
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understood as an oppressive effort at winning through domination. Business, war, and
sports all claim to have rules of engagement that are mandated extérhaltjuestion to
ask becomes, can transformative education reform occur using the sae® dfam
reference?

In its strictly financial connotation, accountability means to detect aed det
incompetence, mismanagement, and fraud in the handling of finances (Biesta, p.235).

Instead of handling money, teachers handle the education of children. If mackst for
are allowed to dictate external accountability mandates in an audit sadiefylies that
school reform is possible only by assuming that educators cannot be trustecdetthereat
curriculum to meet benchmarks. The teachers in this study did not have a problem with
meeting criteria benchmarks; their problem was being denied the agehthedrenefit
of their professionalism to design creative, holistic curriculum that helpedstudeet
the benchmarks. Shirley was correct when she stated that, “They don’tdnlmsrse”

In an audit society scenario, parents and students would be free to shop for
schools, hence the market-driven demand for school vouchers. The demand challenges
the principle of public schooling as a democratic institution that promotesitnaand
equity. With vouchers, schools could compete to attract students with the teachers as
salespersons. Schools could divert much-needed instructional funds into advertising
campaigns. Schools who rate high test scores could recruit only parents and students t
continue the trend. And those who are afraid of difference could isolate their children in
homogenous communities that perpetuate fear and mistrust at the public’'s expense

The audit society alters the way teachers and the wider population understand

teachers’ roles. As these and other findings reveal, teachers unddnstasélves to be
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professionals who know what works best for students in their care; increasinghpaéx
accountability mandates change their perception of themselves and the publics’
perception into one where teachers are clerical help whose duty is to spboscfgeed,
externally-mandated curriculum that may have no relevance for themiler kived
experience of their students. They become the bank clerks who deposit funds that are not
their own, but funds handed to them for depositing. Or they are the salespersons who sell
products they had no hand in creating because the products were mass-produdesl from t
same mold. It is about selling, paperwork, and reporting; nothing about iats/erer
nurturing.

In the traditional professional understanding of accountability, teachers, as
professionals, were responsible to themselves, to their colleagues, padestisdents,
and the wider community. The source was internal, and it came from arte@ersonal
sense of herself as a responsible professional. The teachers in the CREAgJm&8 pr
spoke frequently of the responsibility they felt to themselves, their studedtpaeents.
Karen talked of responsibility as a moral obligation to expose her studentsubjedits,
not just the ones that are tested. All the teachers felt responsible to ysdk wmpower
students and to give them wings, and so they were willing to spend Saturdays in
professional development and take time to co-create curriculum with actalspe One
teacher said her family was always surprised if they saw her @&80er 7:00 in the
evening because she spent so much time preparing for the next day. The teachers
internally driven to be accountable. The audit society made it an externahdem

Biesta argues that external mandates do not make teachers more acedoantabl

students and parents; they actually make teachers accountable to ltsanstaational
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government and agencies. The business or economic scenario of the audit society in
education becomes even more evident when the government asserts its right to
accountability based on the financial investment it makes in schools (p. 239). All
relationships defined in economic terms are formal but not substantial. Parents and
students are left out of what Biesta calls “the accountability loop” (p. 24@) dan
demand quality education from the government, but they have no say in what that
includes. Accountability becomes an end rather than a means.

There is a larger ethical concern with how the audit society alters #tiemship
between parents/students and teachers. Teachers viewed through an eocorotatmn
are not professional educators who are professionally trained and feel protgsaimha
personally responsible to their students and parents. They are viewed @&rsateswho
may or may not be incompetent or unscrupulous. The “quality” of what is provided and
how successful the teacher is in drilling or cramming the product into the students
becomes the criteria for accountability. Several of the CREATES tsashid they felt
that all they were doing was teaching so students would memorize; they dekrtbat
as true learning. Joan spoke of needing more arts and less testing in the cla&Skeoom
was more concerned with sowing seeds of creativity and wholeness thanimlyiole
cramming information into her students.

The notion of accountability as responsibility is another means through which to
view the changing relationship between students/parents and teachers irt anceigi
When the relationship is viewed through the business model, rules and regulations apply.
The emphasis is on following a prescribed set of rules generated exteFhafyapply

to everyone involved, and it is an obligation to follow. But if responsibility is the moral

98



imperative, not simply following rules, the relationship takes on a more sulsstant
personal form. As Butler (2001) reminds us, responsibility is only possible in
relationship. Without a relationship, responsibility is not possible. Therefore, whe
teachers’ internal sense of responsibility motivates their relatipmghth each other and
with parents and students, external accountability is irrelevant. It is eveiblpdkat
standardizing and roboticizing teachers through external mandates and currncayum

erode some teachers’ sense of personal responsibility.

Implications for Teacher Training and Professional Development

The results of the study may have implications for teacher training and
professional development. The implication lies in the nature of arts-inhadistic
education itself and in the rewards if offers. Listening to the teacheratinas, a sense
of job satisfaction, excitement, creative fulfillment, and relation-builawas evident.
The teachers placed a high degree of value on their arts experiences fontée ause!
their students. Research (Beattie et al., 2007; Conle, 2000; Diamond & Mullen, 1999)
shows that when teacher development explores the aesthetic and spiritualatiroénsi
educators’ ways of knowing and being, connecting the personal with the professional
“teachers experience changes in the value they attach to their workeasrntes more
meaningful” (Jackson, 1992, p. 67). The narratives of the teachers in Project CREATES
confirmed this research when they talked about the transformations they and their
students experienced through their arts activities.

| make the suggestion that if more teacher education programs focused as much

time on this type of teacher development instead of primarily on the intallectd
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technical aspects of teaching, more new teachers would leave college atimad w
deeper understanding of themselves in all facets and would have the tools to make their
jobs more satisfying and meaningful. The understandings and tools would help them
survive the external accountability pressures they will face. Knowingd@alow your
creativity to unfold and to encourage it in your students through arts experiertees in t
context of a holistic, arts-infused orientation might help retain teachdmtgar. And
giving them more experiences collaborating, co-creating, and co-tgastimculum in
in-service training might give them confidence in their new jobs to do the sdame wi
more-established teachers. Not only would new teachers not feel so isolated, but they
would have a close opportunity to learn from the experience of more-established
teachers.

Implications for Educators and Education Policy

The findings of the study, along with much of the other research documented
here, implies that the education community — local, state, and national — need to begin t
rethink how to achieve the goal of ensuring that every public school student in the¢ Unite
States receives a high-quality education. This is our democratic goale lsgtem to be
going about it in some very undemocratic ways, especially when we expéatalits to
learn in exactly the same manner, and when we assume that all studentshergen
life are the same. The problem is not with high expectations; we lowertatipes at our
peril. All of the interviewed teachers in Project CREATES recognizedehd for high
expectations in their students, particularly because many of them wereh@veas so
far. The problem seems to result from the way we answer a fundamentarquésiv

do we achieve our common goal? | maintain that we cannot answer that question until
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we can agree on a philosophy of education, and unfortunately, competing philosophies of
education reflect competing political positions and ways of seeing the wdrakaf
(2002) documents. But a dialogue must develop, and | would like to pose the following
guestion with possible answers to get a dialogue started.

The question istWhat is the purpose of schoolihgs it to get a job, or is it for
students to fulfill their human potential? | realize that most people would gaf/yba
don’t know, you have no business being an educator. But | am not only interested in how
educators’ understand the purpose of education; | want to understand how students,
parents, legislators, government agencies, etc. understand the purpose of edumation. H
citizens in a democracy understand and answer that question as a nation wwilingeter
the future of public schooling. The two purposes of schooling are not mutually exclusive;
teaching skills to be successful in the marketplace and developing studeritahiatlh
potential can be achieved simultaneously if both orientations are given eqgial. wei

If the only answer is to get a job, all students require are facts and teetskill
give them the competencies necessary to compete in the market-platest&idards,
set by industry and business, and tests to measure them would be an important way t
evaluate competencies. Hiring could be done more efficiently if eacmsigideluated
with a ranking based on how well they did on the certifying exams. There would be some
employers who could afford to hire the top-ranked students, and others would be hired
accordingly at lower salary levels. But the ranking with which an individudugtad
would be with them through all the years of employment.

Students would learn the rules and regulations that govern human relations

through a curriculum of virtue ethics and character education. Students wouldreludy a
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debate moral dilemmas, such as Kohlberg’s (1981), and use pure reason to decide on
proper conduct without recourse to emotion or context. Character could be measured by
tests devised to assess the sophistication of one’s moral reasoning that coloddpest

of the graduation ranking. Thus the sophistication of a students’ moral reasoning in their
teens and early twenties would contribute to the label they bear for life.

Schooling as described above reflects an audit society, although taken perhaps to
extremes. Because the stakes are so high, parents would be free to seek out a school for
their child based on the percentage of highest-ranked student who attended.sTaather
administrators would advertise and be expected to sell the product their schoe.off
Schools would be ranked according to how effective teachers were at cramming
information into their students, and how well students were able to regurgiedadcher
morale would probably be low because of the public perception of teachersc cle
help who could not be trusted to create their curriculum, but expected to spoon-feed
scripted, mandated curriculum. Teachers would reflect this perception becaloss e
agency would diminish their perceptions of themselves as professional educators.
Perhaps the scenario is not so extreme after all because the presenabgstdy
reflects the audit society; it just has not yet reached what could be codstdarémate
implementation. Efforts like Project CREATES and other holistic, artsadcurricula
offer sites of resistance to, and hopefully reverse, the current downslide.

If the purpose is for an individual to achieve his/her potential, schooling would
need to be more broadly conceived. One aspect of human potential is an individual's
satisfaction with their job or profession, so students would still learn infamatid

skills, but not from memorization. Students would synthesize knowledge throtigél cri
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thinking and problem solving. The emphasis would be on their future non-working time
too, so the exposure to the arts, curiosity about different cultures, a love ofyré&adi
readings sake, even sports activities, in addition to their places in thautzurj could

lead to lifetime learning that rounds out the whole person. Educating the whole child
results in a life-long learner who has wide-ranging interests, curetsityt the world,

and the potential to be fully human. The teachers in Project CREATES, througirtheir
activities, became life-long learners while encouraging their stedeito the same.

If schooling is for students to reach their human potential, rules and regulations
would not govern human relations. Although | am not convinced that character education
results in moral adults, students should still be held to certain standards of cBatluct.
students would learn to be moral beings in relationships in real-lifgisihs when they
respond with caring, not in abstract reasoning about hypothetical situations.deslucat
would encourage and nurture dispositions of responsibility and empathy and mirror
behaviors that illustrate them. Teachers who showed respect for themsel\wtbhers
and respect for the planet would illustrate the meaning of mutual respect, care, and
responsibility for students.

The public would respect teachers as professionals and treat them accordingly.
College students would compete to become teachers because the work wasiisg fulfill
and the public placed such a high value on it. Parents would have no problem sending
their children to any school in their district because they knew they would receive
education of the highest standards where teachers nurtured students’ potential and
encouraged students to have high expectations. Teachers would expose students to

holistic, arts-infused curriculum designed by the teachers to make leartaresting and
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creative while helping students synthesize the learning and embody the knoaredge
understanding. All students and teachers would relate to each other with empathy,
responsibility, and caring. The student population would be diverse, and each culture
represented would be respected.

This may be an impossible dream, but unless we stop sliding further into an audit
society, the chance to try it will soon pass. The concern about allowing market
approaches and economic rhetoric in education policy is not a new concears\irit
the past and more recent present (Dewey, 1916; Polanyi, 1954; Young, 2000) argue that
market approaches undermine democracy. As Polanyi (1954) stated, “To allow the
market mechanism to be sole director of the fate of human beings and theail natur

environment...would result in the demolition of society” (p. 73).

Implications for Future Research

Knowledge created from this study draws on past research, and it is impoatant t
future research into how teachers understand their experiences with hatistiofused
curriculum continue in order to interpret their words and experiences in light of the
overall trend to external accountability in an audit society. The teaaleettsesfrontline
in this trend, and the external accountability culture makes increasinglydersands
on them while at the same time de-professionalizing and de-humanizing them.idhe vis
of roboticized teachers in roboticized classrooms with roboticized studentglstaarie
that should frighten all citizens in a democracy.

One important area for future research is continuing to document teacher

narratives and interpret them with the enriched language of metaphors. As hbawve s
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in the study, and other studies concur, interpreting metaphors gives a desper, m
complex, and nuanced understanding of how teachers view their world. Again, |
acknowledge that many different interpretations are possible. When tetthefs
sowing seeds in fertile ground the implication is that they want students tonpdy si
memorize facts; they realize that what students learn in their classridie@xpand and
be re-interpreted many times in light of changing experiences and shanrss.
Teachers realize that learning is life-long, and their part is justiarieg, not the end.

The vision of the robot as discussed above gives the reader a more frightening
image of the end-game of external accountability than when Shirleyedterthe
classroom as standardized. The robot is a specific cultural metaphon&mhane that
external entities program and control. A robot cannot think for itself nor control its
actions. It is not capable of human relationships. It has no heart and no soul. As Shirley
said, “You cannot standardize the human spirit.”

Another metaphorical study could follow the language used by teachers,
administrators, legislator, etc. as it reflects the turn to an auditysddietaphors in the
Western mind tend to be in the language of business, war, or sports, all highly
competitive endeavors. Is this really how we define education? Is the goapos@of
education to teach and encourage competition? How do we define the winners and
losers, and what are the consequences?

Another ethnographic research possibility is a multi-year study with the
researcher embedded in the culture as another teacher. Even though the other teache
and administrators would have to be informed and give their consent, the researcher

would be able to give a thick description of how teachers understand their experiences
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with a holistic, arts-infused curriculum. The researcher could get deeper into how
external accountability mandates affect student and teacher morale avidheha

A final suggestion is to investigate if there is any correlation betweehdes’
loss of agency and their sense of responsibility to their student, and if so, what
specifically contributes to the phenomenon. Questions to ask could include issues of
morale, professionalism, role change, and pedagogy. This might be particaladile
if a connection is made between teachers’ loss of agency and student behavior,
attendance, test scores, and drop-out potential. If a researcher can toanect
phenomenon, they will make a strong case against the current methods of externa
mandates, curriculum, and testing.

Whatever is being studied, more arts-based research methods should be explored.
Arts-based research design brings a creative way of understandingdedhech that
provides more nuanced, embodied meaning. It piques the imagination of the aeader
quality not always seen in the standard writing of research findings. And it thase’
to be used only with studies of the arts or creativity. For example, reseagththrough
an imaginative process because they must imagine the possible outcorsaslgfia
order to frame their research. If they could tap into that creativity in dseptation of

their findings, they might find unexpected layers of meaning unfold.

Summary

The interpretation of teachers’ metaphors used to assign meaning to their
experiences with holistic, arts-infused curriculum was a fruitful way torstatel how

teachers made sense of their world and construct professional knowledge tatdeal w
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their world. The fugue, the metaphor that structures the teachers’ metdpbaght a
creative component to the research question and the design of the study. It gave voi
the teachers’ understandings in a polyphonic dialogue in which no voice was privileged
over any other. The form of the fugue was a metaphor, not only for the teachers’
understandings, but a metaphor for hermeneutics as well. Working from part to whole
and back again illustrated the inter-connectedness of the teachers’ wosaEha
contributed to the whole in a hermeneutical circle.

The metaphor of the fugue applied also to the review of relevant literatuse.
study dialogued with other research to reach new understandings of the meanings
teachers assign to their experiences, how they construct professional knowledge, and how
they react to external accountability pressures. The fragments of aftiessaind
theories combined to act as Counter-Subjects to the Subject of the present study. As in a
Development section of any formal music structure, including the fugue atiraénts of
both the Subject and Counter-Subject recombined in unexpected ways to create
something new.

The study dialogued particularly well with the previous Project CREATES
research to give a more nuanced wholeness to previous findings. Using a variety of
methods to address issues with Project CREATES, previous research findingsezbnc
with the findings of the present study. Teachers who committed totally and
enthusiastically to the program gained a new sense of creativity and agdncy a
encouraged that in their students, as the metaphors revealed. The holistic nature of arts
infusion created more holistic educational experiences. When externaitjated

curriculum threatened the teachers’ creativity and agency, many usedtRBEATES
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as a site of resistance; all the teachers experienced the pregssteeas, and many were
not able to go forward with the program. The value that the teachers and students in
Project CREATES found through their arts activities may not be sustainabke in t
current environment, but, hopefully, the sense of themselves as creative human beings

who can imagine unlimited possibilities will remain.

108



REFERENCES

Appel, M.(2006). Arts integration across the curricullweadership, 3@), 14-17.

Bakhtin, M. (1984)Problems of Dostoevsky's poetitsinneapolis, MN: University of
Minnesota Press (Original work published in 1963)

Bateson, G. (1972pteps to an ecology of mind: Collected essays in anthropology,
psychiatry, evolution, and epistemolo@hicago, IL: University of Chicago
Press.

Bateson, G. (1979Mind and nature: A necessary unityew York, NY: E. P. Dutton.

Beattie, M., Dobson, D., Thornton, G., & Hegge, L.(2007). Interacting narratives:
Creating and re-creating the séffternational Journal for Lifelong Education,
26(2), 119-141. Online version.

Behar-Horenstein, L., & Morgan, R. (1995). Narrative research, teaching,caheite
thinking: Perspectives and possibiliti®eabody Journal of Education, (2),
139-161.

Benhabib, S. (1995Feminist contentions: A philosophical exchangew York, NY:
Routledge.

Berman, M. (1981)The re-enchantment of the warlthaca, NY: Cornell University
Press.

Biesta, G. (2004). Education, accountability, and the ethical demand: Can the democratic

potential of accountability be regainei@ucational Theory, 58), 233-250.

109



Bullough, R., & Pinnegar, B. (2001, April). Guidelines for quality in autobiographical
forms of self-study researcBducational Researcher &), 13-21. Online
version.

Bowman, W. (2006). Why narrative? Why noR@search Studies in Music Education,
27, 5-20. Online version.

Bresler, L. (1995). The subservient, co-equal, affective, and social integratemasiy
their implications for the art&rts Education Policy Review, @, 31-37.

Brewer, T. (2002). Integrating curriculum: What benefstd Education Policy, 96),
31-41.

Briztman, D. (2000). "The question of belief": Writing post-structural ethipbgran E.
St. Pierre & W. Pillow (Eds.Working the ruins: Feminist post-structural theory
and methods in educatidpp. 27-40). New York, NY: Routledge.

Brown, R. (1977). A poetic for sociology. Cambridge, UK: Cambridge UniversigsPre

Burnard, P., & White, J. (2008). Creativity and performativity: Counterpoints in British
and Australian educatioBritish Educational Research Journal, (84, 667-682.
Online version.

Butler, J. (2001). Giving an account of onesbBifcritics, 31(4), 36-41. Online version.

Butler, J., & Salih, S. (2004T.he Judith Butler readeNew York, NY: Blackwell,

Wiley.
Campbell, D., & Cook, T. (1979Quasi-experimentation: Design and analysis issues

for filed settingsBelmont, CA: Wadsworth.

110



Capello, C. (2004). Blowing the whistle on the Texas miracle: An interview with Robert
Kimball. Rethinking SchoolRetrieved November 6, 2004 from
http://www.rethinkingschools.org.

Carnoy, M. Elmore., R., & Siskin, L. (Eds.). (200Zhe new accountability: High
schools and high stakes testiddew York, NY: Routledge Press.

Catterall, J. (1998). Does experience in the arts boost academic achievéaresfibnse
to Eisner. (1998)Art Education, 5{4), 6-11.

Chappell, J. (2005). The efficacy of an arts integration approach to teaching antylearni
In M. Stokrocki (Ed.))nterdisciplinary art education: Building bridges
connect disciplines and culturgsp. 52-74). Reston, VA: National Art Education
Association.

Clandinin, D. (Ed.). (2007Handbook of narrative inquityThousand Oaks, CA: Sage.

Clandinin, D., & Connelly, M. (2000Narrative inquiry: Experience and story in
gualitative researchSan Francisco, CA: Jossey-Bass.

Clandinin, D., Pushor, D., & Orr, M. (2007). Navigating sites for narrative inquiry.
Journal of Teacher Education, 83, 21-35.

Clark, B. (2007)Growing up gifted: Developing the potential of children at home and at
school(7th ed.). New York, NY: Prentice Hall.

Conle, C. (2000). Narrative inquiry: Research tool and medium for professional
developmentEuropean Journal of Teacher Education(2349-63. Online
version.

Craft, A. (2006)Creativity in schools: Tensions and dilemmasndon, UK: Routledge.

111



Craig, C. (2005). The epistemic role of novel metaphors in teachers’ knowledge
constructions of school reformeachers and Teaching: Theory and Practice
11(2), 195-208.

Csikszentmihalyi, M.(1996Creativity: Flow and the psychology of discovery and
invention New York, NY: Harper Collins.

Davison, K. (2006). Dialectic imagery and postmodern resebnteninational Journal of
Qualitative Studies in Education, (), 133-146. Online version.

Deleuze, G. and Guattari, F. (1983n the line (J. Johnson, Trans.). New York, NY:
Semiotext(e).

Denzin, N., & Lincoln, Y. (2003)Collecting and interpreting qualitative materig@™
ed.). Thousand Oaks, CA: Sage.

Derrida, J. (1976)Of grammatologyBaltimore, MD: Johns Hopkins University Press.

Derry, C. (2005). Drawing as a research tool for self-study: An embodied method of
exploring memories of childhood bullying. In C. Mitchell, S. Weber, & K.
O'Riley-Scanlon (Eds.)JJust who do you think you aré@ethodologies for
autobiography and self-study in teachifpgp. 34-44). London, UK: Routledge.

Dewey, J. (1910ow we thinR New York, NY: D. C. Heath.

Dewey, J. (1916)Democracy and educatioNew York, NY: McMillen

Dewey, J. (1934)Art as experienceNew York, NY: Minton, Balch

Diamond, C. T., & Mullen, C. A.(Eds.). (1999)he postmodern educator: Arts-based
inquiries and teacher developmeNew York, NY: Peter Lang.

Eisner, E. (1999). Does experience in the arts boost academic achievEieant®y

House, 723), 143-149.

112



Eisner, E. (2002)The arts and the creation of mindew Haven, CT: Yale University
Press.

Elmore, R., & Furman S. (2001). Holding schools accountable: Is it workhgDelta
Kappan, 881), 67-72.

Fesmire, S. (2003John Dewey and the moral imagination: Pragmatism in ethics
Bloomington, IN: University of Indiana Press.

Firestone, W., Mayrowitz, D., & Fairman, J. (1998). Performance-basedrass¢ssd
instructional change: The effects of testing in Maine and Mary&ddcation
Evaluation and Policy Analysis, &), 95-117. Online version.

Fiske, E. (Ed.). (1999 hampions of change: The impact of arts on learning
Washington, DC: The Arts Education Partnership, The President's Committee on
the Arts and Humanities.

Foucault, M. (1977)Discipline and punish: The birth of the prisdtew York, NY:
Vintage.

Foucault, M. (1990)The history of sexuality: An introductioNew York, NY: Vintage.

Freire, P. (1973Pedagogy of the oppressétarmondsworth, UK: Penguin.

Gadamer, H.-G. (1979)ruth and methad_ondon, UK: Sheed & Ward.

Gadamer, H.-G. (1976Rhilosophical hermeneuticéD. E. Linge, Trans. & Ed.).
Berkeley, CA: University of California Press.

Gadsden, V. 2008). The arts and education: Knowledge generation, pedagogy, and the
discourse of learnindreview of Research in Education, 22-61.

Gardner, H. (1983Frames of mind: The theory of multiple intelligenddéew York,

NY: Basic Books.

113



Georgi-Hemming, E. (2006). Personal experiences and professional strailgies.
Education Research(8), 217-236. Online version.

Gilligan, C. (1982)In a different voice: Psychological theory and women’s
developmentCambridge, MA: Harvard University Press.

Glesne, C. (1997). That rare feeling: Re-presenting research throughtraoestociption.
Qualitative Inquiry, 82), 202-221.

Gordon, J. (2002). From Broadway to the ABCs: Making meaning of arts reform in the
age of accountabilityfeducational Foundations, 18), 33-54.

Greene, M. (1995Releasing the imagination: Essays on education, the arts, and social
change San Francisco, CA: Jossey-Bass.

Greene, M. (2001 )ariations on a blue guitar: The Lincoln Center lectures on aesthetic
education New York, NY: Columbia University Teacher College Press.

Grissmer, D., & Flanagan, A. (199&xplaining rapid achievement gains in North
Carolina and TexafPanel brief]. Washington, DC: National Education Goals
Panel.

Groves, P. (2002). "Doesn't it feel morbid in here?" High stakes testing andiémeng
equity gapEducational Foundations, 18), 15-32.

Gunzenhauser, M. (2003). High stakes testing and the default philosophy of education.
Theory into Practice, 42), 51-58.

Gunzenhauser, M., Knapp, P., Malaby, M., Montgomery, D., & Mitshali- Dlamini, S.
(2004, April).School-wide reform through arts integration: Cultural change and
internal accountability Paper presented at the meeting of the American Education

Research Association, San Diego, CA.

114



Gunzenhauser, M., & Noblitt, G. (200Beforming with the arts: Creativity in A+
classrooms and schoolg/inston-Salem, NC: Thomas S. Kean Institute for the
Arts.

Halliday, J. (2002). Researching values in educaBoitish Educational Research
Journal, 2&1), 49-62. Online version.

Hatch, J, & Wisniewski, R. (1995). Life history and narrative: Questions, issues, and
exemplary works. In J. A. Hatch & R. Wisniewski (EdEije history and
narrative (pp. 113-136). London, UK: The Falmer Press.

Hester, M. (2001)Community as healing: Pragmatist ethics in medical encounters
Lanham, MD: Rowman & Littlefield.

Holcomb, S. (2007). State of the aif&=A Today, 2&1), 34-37. Online version.

Hursh, D. (2007). Assessing no child left behind and the rise of neo-liberal policies.
American Education Research Journal(3)4 493-508.

Jackson, P. (1992). Helping teachers develop. In A. Hargreaves & M. G. Fuller (Eds.)
Understanding teacher developméop. 66-67). New York, NY: Teachers
College Press.

Jeffrey, B. (2006)Creative learning practices: European experiendasdon, UK:
Tufnell Press.

Jeffrey, B., & Woods, P. (2003)he creative school: A framework for success, quality,
and effectivenestondon, UK: Routledge/Falmer.

Jones, M., Jones, B., & Hargrove, T. (2003)e unintended consequences of high-stakes

testing Lanham, MD: Rowan & Littlefield.

115



Joro-Ljungberg, M. (2001). Metaphors as a way to explore qualitativeadditative
Studies in Education, {3), 367-379. Online version.

Kearney, R., & Dooley, M. (1999). Hospitality, justice, and responsibility: A dialogue
with Jacques Derrida. In R. Kearney & M. Dooley (Ed3yestioning ethics:
Contemporary debates in philosoptmp. 65-83). London, UK: Routledge.

Kessler, R. (2002)The soul of educatioBrandon, VT: Foundation for Educational
Renewal.

Kim, J. (2008). A romance with narrative inquiGurriculum Teaching and Dialogue,
10(1 & 2), 251-267. Online version.

Kohlberg, L. (1981)Essays on moral developmeNew York, NY: Harper & Rowe

Labaree, D. (1992). Power, knowledge, and the rationalization of teaching: A Ggnealog
of the movement to professionalize teachidgrvard Educational Review, 62
123-154.

Lakoff, G. (2002) Moral politics: How liberals and conservatives thirtkhicago, IL:
University of Chicago Press.

Lakoff, G., & Johnson, M. (1980Metaphors we live byChicago, IL: University of
Chicago Press.

Lather, P. (1993). Fertile obsession: Validity after post-structuralibe Sociological
Quarterly, 344), 673-693.

Lather, P. (2006). Paradigm proliferation as a good thing to think with: Teaching
research in education as a wild profusimorernational Journal of Qualitative

Studies in Education, {®), 35-57. Online version.

116



Lawrence, R. (2008). Powerful feelings: Exploring the affective domain aniai and
arts-based learninglew Directions for Adult and Continuing Education, 18@5-
77. Online version.

Le Tendre, M. (1997). Title | and the ardsurnal of Education for Students Placed At
Risk, Z4), 323-324. Online version.

Leitch, R. (2006). Limitations of language: Developing arts-based creatiaivain
stories of teachers' identitieBeachers and Teaching: Theory and Practice,
12(5), 549-569. Online version.

Leonardo, Z. (2003). Interpretation and the problem of dominance: Paul Ricoeur's
hermeneuticsStudies in Philosophy and Education, 329-350.

Lieblich, A., Tuval-Mashiach, R., & Zilber, T. (1998 arrative research: Reading,
analysis, and interpretatiomhousand Oaks, CA: Sage.

Long, C., Shaw, S., Van Eman, L., Thorman, J., & Montgomery, D. (2005, September).
Perceived experiences of elementary teachers integrating thdPagsr
presented at the meeting of the International Society for the Siceéttidy of
Subjectivity, Vancouver, B.C.

Luftig, R. (2000). An investigation of an arts infusion program on creative thinking,
academic achievement, affective functioning, and art appreciation ofeshadr
three grade level$§tudies in Art Education, 43), 208-227.

Lyotard, J. (1984)The postmodern condition: A report on knowledgeneapolis,
MN: University of Minnesota Press.

Marshall, J. (2005). Connecting art, learning, and creativity: A case facudum

integration.Studies in Art Education, 48), 227-241.

117



Maxwell, J. (2004). Causal explanation, qualitative research, and sciamgificy in
education. (2004Educational Researcher, @, 3-11.

May, J., Van Eman, L., & Ray, C. (2005, Fallhe influence of arts infusion on
elementary student reading achieveme&aiper presented at the meeting of the
Rocky Mountain Educational Research Association, Stillwater, OK.

May, J., Ray, C., & Van Eman, L. (2006, Springhe influence of arts infusion on
elementary student academic achievem@aper presented at the meeting of the
Oklahoma Psychological society, Edmond, OK.

Mayo, C. (2000). The uses of Fouca#tlucational Theory, 43), 103-116.

McKnight, D. (2004). An inquiry of NCATE's move to virtue ethics by way of
dispositions (Is this what Aristotle meantEylucational Studies, 83), 212-229.

McNeil, L. (2000).Contradictions of school reform: Educational costs of standardized
testing New York, NY: Routledge.

McNeil, L., & Valenzuela, A. (2001). The harmful impact of the TAAS systenesifrig
in Texas: Beneath the accountability rhetoric. In G. Orfield & M. L. Kdoeha
(Eds.),Raising standards or raising barriers? Inequality and high-stakes testing
in public educatior{pp. 127-150). New York, NY: Century Foundation Press.

Miller, J. (2000).Education and soul: Toward a spiritual curriculuslbany, NY:
University of New York Press.

Miller, J. (2001).The holistic curriculun{Rev. ed). Toronto, ON: OISE Press.

Miller, J. (2005) Educating for wisdom and compassion: Creating conditions for
timeless learningThousand Oaks, CA: Corwin Press.

Miller, R. (1996).The holistic curriculumToronto, ON: OISE Press.

118



Miller, R. (2000).Caring for new life Brandon, VT: Foundation for Educational
Renewal.

Montgomery, D. (2005, JulyPerceptions of the role and meaning of arts in the schools.
Paper presented at the meeting of the US-China Conference on Multiple
Intelligences, Creativity, and Problem Solving, Beijing, China.

Montgomery, D., Hull, D., Hodges, P., & Cathey, J. (2002, FElig role and meaning
of arts in education: Perceptions among Oklahom®&agper presented at the
meeting of the International Society for the Scientific Study of Subygct
Durham, UK.

Muilenberg-Trevino, E., Ray, C., & Thorman, J. (2007, Sprifigg impact of arts
infusion on student reading achievemétdper presented at the Oklahoma State
University Research Symposium, Stillwater, OK.

Munby, H., & Russell, T. (1989). Educating the reflective teacher: An essayw of
two books by Donald Schodournal of Curriculum Studies, 271-80.

Munby, H., & Russell, T. (1990). Metaphor in the study of teachers’ professional
knowledge.Theory into Practice29(2), 116-121.

Munro, P. (1996). Resisting resistance: Stories women teachedstetial of
Curriculum Theorizing, 1), 16-28.

Munro, P. (1998)Subiject to fiction: Women teachers' life history narratives and the
cultural politics of resistancePhiladelphia, PA: Open University Press.

Munro-Hendry, P. (2007). The future of narrati@ualitative Inquiry, 184), 487

National Council for Accreditation of Teacher Education (NCATE). 2002.

http://www.ncate.org/standards.

119



Otto, S., Montgomery, D., Van Eman, L., Aydinyan, A., & Circo-Webb, P. (2004, Fall).
The “unthought known”: Seduced by the traditional model of program
evaluation even as we try to escap®dper presented at the meeting of the
American Educational Studies Association, Kansas City, KS.

Otto, S. (2005, Fall). Reframing program evaluation: An equitable deal or just another
broken promise to teachers? Paper presented at the meeting of the American
Educational Studies Association, Chicago, IL.

Otto, S., & Gordon, J. (2006, Sprin@eciprocity and reality: Exploring inequities in
university/school partnership®aper presented at the meeting of the american
Educational Research Association, San Francisco, CA.

Philips, D. (1997). Coming to grips with radical social constructiviSogence and
Education, 611-2), 85-104.

Polanyi, K. (1954)The great transformatiorBoston, MA: Beacon.

Polkinghorne, D. (1988Narrative knowing and the human scienc&bany, NY:
University of New York Press.

Power, M. (1997)The audit society: Rituals of verificatio®xford, UK: Oxford
University Press.

Rabkin, N., & Redmond, R. (2006). The arts make a differdfahecational Leadership,
63(5), 60-64. Online version.

Reeves, D. (2007). Academics and the &tkicational Leadership, §8), 80-81. Online
version.

Reichert, C., & Rallis, S. (1994). Qualitative and quantitative inquiries are not

incompatible: A call for a new partnership. In E. Reichert & S. Rallis.JEdse

120



gualitative/quantitative debate (New Directions for Program Evaluatitm. 61,
(pp. 85-91). San Francisco, CA: Jossey Bass.

Renzulli, J., Gentry, M., & Reis, S. (2004). A time and place for authentic learning
Educational Leadership, 6Z3-77. Online version.

Richardson, L. (2003). Writing: A method of inquiry. In N. Denzin & Y. Lincoln (Eds.),
Collecting and interpreting qualitative materigl@" ed., pp. 499-541).

Ricouer, P. (1974). The conflict of interpretations. Evanston, IL: Northwestern
University Press.

Ricouer, P. (1975)The rule of metaphor: Multi-disciplinary studies of the creation of
meaning in languageroronto, ON: University of Toronto Press

Ricoeur, P. (1976)nterpretation theory: Discourse and the surplus of mearftogt
Worth, TX: Texas Christian University Press.

Roziek, J., & Atkinson, B. (2007). The inevitability and importance of genres in
narrative research on teaching pract@ealitative Inquiry, 184), 499 521.
Online version.

Scheurich, J., Skrla, L., & Johnson, J. (2000). Thinking carefully about equity and
accountabilityPhi Delta Kappan, 8@), 293-299.

Schon, D. (1979). Generative metaphor: A perspective on problem-solving in social
policy. In A. Ortney (Ed.)Metaphor and Thoughpp. 254-283). Cambridge,
UK: Cambridge University Press.

Schon, D. (1987)ducating the reflective practitioner: Toward a new design for

teaching and learning in the professios&an Francisco, CA: Jossey-Bass.

121



Sen, J. (2002). Understanding teachers’ professional growth through their aoticofat
personal practical knowledgéournal of Education for Teaching, @8, 75-78.

Sergiovanni, T. (2004 he lifeworld of leadership: Creating culture, community, and
personal meaning in our schoolBhousand Oaks, CA: Jossey Bass.

Slabbert, J., & Hattingh, A. (2006). Where is the post-modern truth we have lost in
reductionist knowledge? A curriculum's epitapburnal of Curriculum Studies,
38(6), 701-718.

Sloan, K. (2006). Teacher identity and agency in school worlds: Beyond the all-good/all-
bad discourse on accountability-explicit curriculum polic@striculum Inquiry,
36(2), 119-150.

Sontag, S. (1990)liness as metaphoiNew York, NY: Doubleday.

Soreide, G. (2007). The public face of teacher identity: Narrative conetrudtieacher
identity in public policy documentdournal of Education Policy, 22), 129-146.

Stoddard, L. (2004 Educating for greatnes8randon, VT: The Holistic Education
Press.

Thorman, J., Ray, C., & Muilenberg-Trevino, E. (2007, Sprimgg relationship of
teachers’ opinions about the arts on students’ attitudes toward sdPaodbr
presented at the Oklahoma State University Research Symposium, Stjl it

Uhrmacher, P., & Moroye, C. (2007). Instituting the artse Clearing House, &2), 53-
57. Online version.

Usher, R., & Edwards, R. (19948 0ostmodernism and educatidrondon, UK:

Routledge.

122



Valli, L., & Buese, D. (2007). The changing roles of teachers in an eralektages
accountability American Educational Research Journal(34 519-558.

Van Eman, L., Ray, J., & May, C. (2005, Fallhe influence of arts programming on
elementary student perception of the classrd@aper Presented at the meeting of
the Rocky Mountain Educational Research Association, Stillwater, OK.

Van Eman, L., May, J., Ray, J., Montgomery, D., & Otto, S. (2006, Spétfigcts of
talent development on gifted learners from ethnically diverse backgrdeaper
presented at the meeting of the council for exceptional Children, SalQigke
uT

Van Eman, L., Thorman, J., Montgomery, D., & Otto, S. (2009). The balancing act: Arts
integration and high-stakes testidgurnal for Learning through the Arts: A
Research Journal on Arts Integration in Schools and CommunifBs,adticle 7.
Retrieved March 4, 2009 from http://repositories.cdlib.org/clta/lta/vol4Ass .

Von Zastrow, C. (2004 Academic atrophy: The condition of the liberal arts in schools
Washington, DC: Council for Basic Education.

Werhane, P. (1999Moral imagination and management decision-makidgford, UK:
Oxford University Press.

Winter, S. (2003)A clearing in the forest: Law, life, min€@hicago, IL: University of
Chicago Press.

Wolk, S. (1994). Project-based learning: Pursuits with a purgaokeational

Leadership, 5@&), 42-45.

123



Yang, Y., Ray, J., Muilenberg-Trevino, E., & Thorman, J. (2007, Spriregchers’
opinions on arts infused in the curriculuPaper presented at the Oklahoma State
University Research Symposium, Stillwater, OK.

Young, I. (2000)Inclusion and democracyNew York, NY: Oxford University Press.

Zembylas, M. (2003). Interrogating "teacher identity": Emotion, taste, and self-

formation.Educational Theory, §3), 107-131.

124



APPENDIX A.

Definition of Musical Terms for the Fugue

Answer
The restatement of the subject in the entries of subsequent voices or parts,
sometimes changed slightly to fit into the tonality.

Codetta

Fragments of the Subject or Counter subject thematic material whichaact as
bridge to the next entry or the next formal section; sometimes referrect@@sode. It
may contain some new thematic material that will augment the subjeainmiete the
subject.

Counter Subject
A secondary theme that usually is written to play off of the subject.

Development

In a musical composition, this is the middle section in which the thematiciatat
is developed using various techniques (see Appendix B). This is usually the lowhest a
most complex part of the composition.

Fugue
A contrapuntal composition for two or more equal voices or parts based on the
same theme. Entries of the individual voices may appear in any order.

Recapitulation

In a musical composition, this is the final section in which the subject either
alone, restated in two or more voices, and sometimes includes parts of all of the
Counter Subject.

Subject

The theme of a composition in music which, in a fugue is stated at the beginning
of the first entry, usually alone.
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APPENDIX B.
Developmental Techniques in Music Compositions

Augmentation
Expanding thematic material by stretching out the rhythm or the intervals

Diminution
Compacting thematic material by double-timing its rhythm or reducing the
intervals.

Fragmentation
Fragments of thematic material used alone or in combination.

Inversion
Thematic material stated upside down

Modulation
Process of changing keys

Response
Thematic material repeats recently-stated thematic fragestiitsr exactly or in
sequence.

Retrograde
Thematic material stated backwards

Sequence
Repetition of recently-stated thematic fragment at different tonaldeOften

used as a bridge to modulation.
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APPENDIX C.

Formal Outline of a Fugue

Exposition ANSWEr =--=-=-smmmemcmmee oo e e -
] SUDJECT - m oo
ANSWET =-mmm oo e e Counter-Subject
Subject  -----emememmemeeeeee oo Counter-Subjeet---------------
--------------------- Counter-Subject ------------------——-------------Codetta--------------------
Counter-Subject --------====m=mmmmmm oo Codk------=-=-=nenmmmnnen
---------------------------------- Codetta ----=-==——=s=smemmeme e eee
-------------- 00 0= | = R
DeVel OPMENE ---m-mmmmm e e o oo e
----------------------------------------------------------------- Development -------
-------------------------- Development----------m--m oo
-------------------------------------------------- Development
Recapitulati On------=-=-m o m oo oo oo
---------------------------------------------- Recapitulation
------------------- Recapitulation-------------=--=--——ememcmmeeo -
----------------------------------------- Recapitulaion
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