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ABSTRACT

Academic Achievement Differences Between Title I Students Enrolled in
Music Classes and Title I Students Who Are Not

Brian McDaniel

Purpose. The purpose of the study was to determine academic achievement differences
between those Title I students enrolled in music classes and Title I students who are not
enrolled in music classes. A second purpose was to determine educators’ perceptions
regarding the educational justice implications of excluding nonproficient Title I students
from music.

Methodology. This was a mixed-methods study using quantitative data from the annual
state achievement test and quantitative data utilizing a 7-point Likert scale measuring
perceptions of teachers and administrators regarding the issue of removing nonproficient
Title I students from music programs. Additionally, qualitative data were collected from
an open-ended question at the end of the survey. The methodology used for the
quantitative and qualitative data enabled the researcher to conduct a statistical analysis
that directly addressed the research questions.

Findings. Data analysis revealed that overall, Title I student participating in music enjoy
a dramatically higher proficiency rate on the California Standards Test (CST) and
California High School Exit Exam (CAHSEE) than Title I students not participating in
music. Additional data demonstrate that teachers and administrators agree that the study
of music is important, music “connects” student with school, nonproficient Title I
students who are struggling in mathematics should not be pulled from music for
supplemental instruction in mathematics, and nonproficient Title I students who are
struggling in English should not be pulled from music for supplemental instruction in
English. Teachers and administrators, however, disagreed that the involuntary exclusion
of nonproficient students denies them their right of equal access. Qualitative themes that
emerged were dropout, opportunity, intervention, self-worth, and accountability.

Recommendation. The recommendation for further research is that it should focus on
replicating this study in other Title I areas with music programs.
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Chapter One
Introduction

The current budget crisis in California has forced districts to make dramatic
reductions to programs and personnel. And because testing mandates are focused on
language arts and mathematics, electives, such as music, are suffering significant
cutbacks and are being forced to operate at substandard levels. Additionally, the
California Accountability Act of 1999 and No Child Left Behind Act of 2001 have led to
the passage of Education Code 60851-53 (State of California Legislative Counsel, n.d.),
which allows the exclusion of nonproficient students from their elective courses to take
supplemental classes in math and/or language arts (Loesch, 2004). This issue is
especially prevalent in economically disadvantaged schools in California, because they
cannot save music programs with fundraising (Weiss, 2004). In addition to these students
being deprived of the richness of the arts and culture, they suffer in mathematics because
of the positive correlation between music and math (Argabright, 2005). In short, the
Accountability Acts are harming the very students they were designed to protect
(McNeil, 2009).

Music education has existed in America since the time of the colonists, who
recognized it as an important element of their culture. Although there was no systematic
music instruction, many settlers were music literate and regularly performed on
instruments. Music education at that time consisted of learning basic music skill (reading
music and performing on instruments) for church worship services. In 1838, the study of

music was officially introduced as school curriculum by the Massachusetts School Board.



Shortly after, school boards across the nation quickly adopted music into their
curriculums (Labuta & Smith, 1997).

Because the accountability acts have caused the public education system to
become dominated by test-driven standards, music education programs (which are not
part of that accountability) have been deemphasized in our school. With the passage of
Education Code 60851, the current practice in education is to remove any child who is
not proficient in math or English from the arts (State of California Legislative Counsel,
n.d.). As aresult, many students receive an education devoid of art, music, dance,
technology, physical education, and other electives in the pursuit of raising test scores
through extra courses in mathematics and English (Gerrity, 2009; Hill, 2003).

The narrow content taught to serve the standards movement fails to provide
students with critical application or opportunity. The standardized movement shifts the
paradigm of education from creating citizens and a productive workforce to programming
facts through drills devoid of any critical thought. Standardization for education when
used as the end all, be all assessment for achievement has negative outcomes (McNeil,
2009).

The standards and curriculum set by the accountability acts also fail to consider
the interests and goals of the learner. Learning is a product of student engagement, not
meaningless drills. Students must have an interest in the curriculum for them to meet the
standards (Oakes & Lipton, 2006). In addition, students need time to think, reflect,
assess, decide, and possibly change at their own pace (Brown, 2004).

The accountability acts have shifted the role of the teacher from teaching students

how to think to teaching students what to think. Every citizen needs to be able to think



critically to make informed decisions in order to preserve a democratic society (Freire,
2007). Students need to first establish a foundation of self and then work up to include
social identity by means of interaction, knowledge substance, potential, practice, and
reflection. Only with this critical thinking skill can students become active and
productive members of a society (Gordon, Lalas, & McDermott, 2006).

There is a growing body of evidence that supports the importance of arts-based
instruction for improving student achievement, offering positive environments to at-risk
students, fostering growth in the creative industries, and supplying a competitive
workforce in the global economy. Unfortunately, hard economic times and poor
leadership have led to the reduction or elimination of art programs (Apple, 1995; Weiss,
2004).

Extensive research has established the impact of music education on student
achievement and development. Specifically, there is a strong correlation between
participation in music and success in mathematics (Cheek & Smith, 1999; Helmrich,
2010; C. M. Johnson & Memmott, 2006), enhancement in spatial-temporal reasoning
(Graziano, Petersen, & Shaw, 1999; Hetland 2000a, 2000b), acquisition of language
skills (Argabright, 2005; Douglas & Willatts, 1994; Standley, 2008), and cognitive
development (Argabright, 2005; Hodges & Luehrsen, 2010). Music students have higher
scores on standardized reading tests (Butzlaff, 1996, 2000; C. M. Johnson & Memmott,
2006). There is strong evidence that suggests that participation in arts can help students
who are on the border of dropping out of school (Center for Music Research, 1990).
Adolescents view music as a means to establish their identity, to express their emotions,

and to connect with their surroundings (Campbell, Connell, & Beegle, 2007).



Current brain research has support that participation in music enhances creativity,
social development, and self-esteem. Moreover, the process of making music serves as
an exercise for brain cells and synaptic interconnections (Weinberger, 1998). As a result,
the left planum temporale of the brain is larger in musicians than in nonmusicians (Chan,
Ho, & Cheung, 1998). Music training also increases verbal memory processing (Ho,
Cheung, & Chan, 2003). A baby’s brain responds to music in prenatal stages of
pregnancy (Fox, 2000).

In addition, the standards movement has created unintended consequences of
widening the achievement gap between middle-class students and students who are of
lower socioeconomic status (Apple, 2004). Research has confirmed that music enhances
a student’s achievement in the same areas that are being assessed by the standards
movement (Butzlaff, 2000; Fitzpatrick, 2006; Graziano et al., 1999; Hodges &
O’Connell, 2007; C. M. Johnson & Memmott, 2006). Yet music is one of the first areas
to be cut when a school system fails to meet its marks. As a result, the students who are
in the most need are denied what possibly they need most (Loesch, 2004).

All students should have equal access to a music education, regardless of race,
gender, creed, sexual orientation, ethnicity, the property wealth of their district,
socioeconomic status, or any other discriminatory variable (B. L. Johnson, 2004).
Individuals collectively need to form a united front to protect the rights of the
underprivileged and disenfranchised members of the community (Banks et al., 2005).
Presently, this is not the case, because poor districts have limited or no access to visual

and performing arts classes or programs. The students who would benefit the most from



music are denied based on budget issues, pressure from the accountability acts, and blind
compliance of policymakers (Farr, 1990).
Problem

Budget constraints in high-poverty schools and accountability mandates are
increasingly eliminating Title I students’ access to music. This not only constitutes
educational injustice, but is contributing to the disproportionate dropout rate of minority
students living in poverty.
Purpose

The purpose of the study was to determine academic achievement differences
between those Title I students enrolled in music classes and Title I students who are not
enrolled in music classes. A second purpose was to determine educators’ perceptions
regarding the educational justice implications of excluding nonproficient Title I students
from music programs.
Significance of the Study

Policymakers need verifiable quantitative data confirming or refuting the
effectiveness of music education so they will be convinced to support it or have good
reason to cut it. Additionally, educators and policymakers need to be aware of the
perceptions of school employees regarding the potential educational injustice of
disproportionate deprivation of equal access to minority children living in poverty.
Research Questions
1. Is there a significant difference in academic achievement of Title I students who

participate in music and Title I students who do not participate in music?



2. In the perception of educators, what are the educational justice implications of
excluding nonproficient Title I students from music?

Delimitations

This study has the following boundaries:

1. Student performance data from a Southern California high school were collected for
20009.

2. Study participants were also purposefully selected; they were all the secondary
(Grades 6-12) administrators and teachers of the XX Unified School District. They
were contacted by e-mail with a link to Survey Monkey and an attached letter of
informed consent. All e-mail addresses were obtained from public school sites.

Definitions of Terms

Accountability Acts. The California Accountability Act of 1999, the revision of

Education Code 46300 in 1998, and the federal No Child Left Behind Act of 2001.

California Accountability Act of 1999. Formerly Senate Bill IX, this act has also
been called the Public Schools Accountability Act (PSAA) and is now Education Code

52050-52058. It created mandatory goals for California public schools and a system of

rating their performance annually. Initially incentives and sanctions were specified, but

budget difficulties resulted in the elimination of monetary awards for schools that meet
their goals. The sanctions, however, are still in place (State of California Legislative

Counsel, n.d.).

Adequate Yearly Progress (AYP). AYP is a series of annual academic

performance goals established for each school, Local Educational Agency (LEA), and the



state as a whole. Schools, LEAs, and the state are determined to have met AYP if they
meet or exceed each year’s goals (AYP targets and criteria).

Academic Performance Index (API). The API is a single number, ranging from
a low of 200 to a high of 1000, that reflects a school’s, an LEA’s, or a subgroup’s
performance level, based on the results of statewide testing. Its purpose is to measure the
academic performance and growth of schools. The API was established by the PSAA, a
landmark state law passed in 1999 that created a new academic accountability system for
K-12 public education in California. The PSAA also established an alternative
accountability system for schools serving high-risk students—the alternative schools
(California Department of Education, n.d.).

California Department of Education (CDE). A state agency that oversees
public education. The CDE supervises funding and testing, and holds LEAs accountable
for student achievement. CDE’s mission is to ensure that every Californian has access to
a good education (California Department of Education, n.d.).

California High School Exit Exam (CAHSEE). Beginning with the class of
2006, all public school students are required to pass the exam to earn a high school
diploma.

California Standards Tests (CSTs). The CSTs are given to students in Grades 2
through 11 as part of the Standardized Testing and Reporting (STAR) program.
Developed exclusively for California’s public schools, the CSTs provide information that
can be used to determine how well students are achieving California content standards.
These standards describe the knowledge and skills that students should learn at each

grade.



Education Code 60851 (EC 60851). When students do not demonstrate
sufficient progress toward passing the CAHSEE, supplemental instruction may be offered
by the district. The supplement instruction must be designed to assist students to succeed
on the exit examination and must reflect statewide academic standards to the extent that
the district has aligned its curriculum with those standards. Supplemental instruction can
be offered in place of electives.

Local Educational Agencies (LEAs). A government agency that supervises the
provision of instruction and educational services to members of a community. The term
school district is often used in reference of a LEA. Under the Elementary and Secondary
Education Act (ESEA), LEAs are responsible for implementing specific federal and state
requirements during each year that they are in Program Improvement (PI) status
(California Department of Education, n.d.).

No Child Left Behind (NCLB). The No Child Left Behind Act of 2001,
sponsored by President George W. Bush and passed by the U.S. Congress, established the
requirement of AYP based on standardized testing. NCLB requires AYP not only for the
school in general, but also in subgroups, based on ethnicity, socioeconomic disadvantage,
and English Language Learning status. Like the California Accountability Act of 1999,
NCLB imposes sanctions on failing schools but adds the additional sanctions of free
transportation to parents who want transfers to successful schools, removal of Title I
money, and the charter school option.

Online Assessment Reporting System (OARS). OARS is a web-based software
tool that facilitates the collection, reporting, and analysis of periodic assessments. OARS

helps districts meet the requirements of NCLB legislation by making assessment results



readily available. Teachers are able to modify instruction based on assessment results,
and school and district administrators can plan appropriate professional development and
support (OARS, n.d.).

Program Improvement (PI). When a LEA fails to meet all AYP targets for 2
consecutive years, it becomes identified for Title I PI and is subject to Title I
accountability requirements.

Standardized Testing and Reporting (STAR). The California STAR program
measures how well the California education system and its students are performing. Each
spring, California public school students in Grades 2 through 11 take a STAR test
developed by grade and subject, unless a parent or guardian submits a written request
exempting them. Test takers include students with disabilities and students whose first
language is not English. State law requires all Spanish-speaking English learners to also
take the standards-based tests in Spanish (STS). These tests measure student
achievement in (a) mathematics, (b) English/language arts, (c) science, and (d) history/
social science.

Survey Monkey. A company that enables users to create their own web-based
surveys. Users can create and publish online surveys in minutes and view results
graphically and in real time. The premiere subscriptions have the option of SPSS
integration, text analyses, custom charts, and filter programming.

Variables

The following dependent variables were studied: educators’ perceptions of the

educational justice impact of exclusion of nonproficient students from music, and the

achievement of Title I students participating in band.
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The following independent variables are not part of the study, but may skew the
results:
e Socioeconomic status of the students
e Socioeconomic status of the study participants
e Supplemental services being received by some students
e Parent education level
e Possible biases of the study participants
e Political affiliation of the study participants
e Training of the study participants
e Prior experience of the study participants
e Prior experience of the students
e Family position of the students
¢ Nutrition
e Drugs/alcohol in the home
e Dysfunction in the home
e Violence in the students’ environment
Organization of the Study
This study is organized into five chapters, references, and appendices. Chapter
One introduced the study, with an overview of the problem, the purpose of the study, the
research questions, the delimitations, the significance of the study, and the definitions of
terms. Chapter Two is the Literature Review. Chapter Three delineates the research
design and methodology of the study, including disclosure of the kind of research, sample

population, instrumentation, data collection, statistical analysis, and study limitations.



Chapter Four compares the student achievement in the study schools and analyzes the
responses from the staff who participated in the study. Chapter Five contains the

summary, conclusions, implications, and recommendations for action and further study.

11
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Chapter Two
Literature Review

Introduction

This chapter offers a general theoretical background on social educational justice.
Key theories of the field of social educational justice will be examined. Broad areas of
interest include concept of democracy as that pertains to social and educational justice
work, curriculum, and transformative leadership with prevailing theories and outlooks of
social educational justice. Research of theory in practice will be reviewed as it relates to
participation in music and student academic achievement.
Elimination of Music

In response to the California Accountability Act of 1999 and the federal No Child
Left Behind Act (NCLB) of 2001, in 2002 the California legislature passed legislation
that resulted in Education Code 60851-53, which specifies that nonproficient students can
be removed from their elective courses to receive supplemental instruction in
English/language arts and/or mathematics (State of California Legislative Counsel, n.d.).
Although this legislation was well intentioned, it resulted in a disproportionate number of
minority students living in poverty losing their access to music, visual arts, performing
arts, computer literacy, and other elective courses. This constitutes an institutionalized
form of educational injustice, because it negatively impacts one group of students more
than others. Hill (2003) wrote,

The problem is that many local decision makers, under the pressure of budget

shortfalls and mandates stemming from sometimes shortsighted implementation

of the No Child Left Behind Act, are focused almost exclusively on meeting
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targets for “adequate yearly progress” as measured by tests of questionable value

on a very few subjects. Although these decision makers are not against diversity

in subject matter taught in schools, they are insufficiently well informed on the

potential consequences of denying a child access to music study. (p. 6)
Moreover, Hill maintained,

Access to music education is increasingly limited, not only by racial, ethnic, or

cultural diversity; nor by individual gifts or needs; nor even exclusively by social

or economic status. We are approaching an era in which a child’s level of music
education is—once again—Ilimited by local decision makers’ view on the

importance of subject-matter diversity. (p. 6)

The elimination of music programs is especially challenging for low
socioeconomic areas, because they have limited fundraising opportunities and rarely have
affluent foundations or booster clubs. Hodges and Luehrsen (2010) reported that music
education researchers have “tended to not address the impact of music education relative
to education policy developments or societal advocacy issues that include equitable
access to music education for all children” (p. 71). As a result, Jank (2010) suggested
that “policymaking in the field of music and music education needs to adjust values,
aims, content, strategies and methods to the various contexts and societal functions of
music and music education” (p. 19).

Background

American society has been systemically involved in conflicts of classism, racism,

sexism, public interest, dual structures, and plural societies. The United States has had a

long tradition of racism and oppression that can be highlighted through slavery, the Dred
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Scott case, Plessy v. Ferguson, and Jim Crow laws. Grant (2006) asserted, “Racism . . .
continues to prevent Blacks and other minorities from achieving full and equality and
from enjoying the benefits that come with living in a multicultural society” (p. 163).
While there have also been great gains made in the pursuit of equality, Grant claimed that
the United States is still deeply divided and continues to treat the poor and minorities as
second-class citizens. Grant emphasized that the first step to eliminate dual structures is
by means of acknowledging that these practices still exist.

Public interest involves decisions and actions that promote democracy (Grant,
2006). Grant (2006) defined public interest as “a common good that transcends the wants
or needs of individuals” (p. 160). However, Grant warned of the dangers of confusing
public interest with selfish or personal interest. Rousseau asserted that when the will of
the majority is “acting in support of selfish interest,” it may infringe on the legal rights of
minorities (as cited in Grant, 2006, p. 161). As a result, the society may be split into a
plural society with a dominant, oppressing group and a group being oppressed.
Furthermore, the society may adopt a dual structural system that promotes undemocratic
practices.

Hursh (2006) discussed how historically the political paradigm has swung back
and forth between progressive and conservative. There have been many debates over the
years regarding these issues in terms of education, economics, and government. Hursh
encouraged progressive practices with an effort to create a stable and equitable society.
Additionally, he suggested “developing a progressive movement that encompasses not

only educational issues but also issues of poverty, health, and other problems



15

exacerbating inequality” (p. 59). Hursh believed we must address all the needs of the
disadvantaged in order to create a stronger democracy.

Out of the Depression Era came unemployment and social security to ensure the
stability of American society. After World War II, the civil rights movement gained
momentum to provide minorities and women equal rights. Brown v. Board of Education,
perhaps the most significant educational court case in American history, desegregated
schools in an attempt to provide an equitable education for all. Hursh (2006) asserted
that “competition and choice, neoliberals argue, are necessary in an increasingly global
society that requires more efficient schools and will result in increased educational
equality” (p. 54). Unfortunately, policies that exacerbate inequalities and promote
cultural assimilation have prevailed.

The push for globalization threatens the historical gains toward equality. Hursh
(2006) argued that neoliberals are purposefully trying to hinder the growth of equality to
ensure the status quo of current systems in place. Hursh wrote, “Both Republicans and
Democrats endorse neoliberal policies to reduce, eliminate or privatize social services
such as social security, public education, and welfare, to support corporate growth by
reducing corporate regulations and taxes” (p. 48). Furthermore, he claimed that
standardization has “increased educational inequality, eroded democratic participation in
school governance, and diminished teachers’ and other educators’ control over their
profession” (p. 47). Neoliberals seek to mend educational practices and policies to meet
the needs of corporations and the economy. However, both the corporate and general

workforce is deeply segregated.
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Purpose of Education

Thomas Jefferson held that “education is necessary to prepare citizens to
participate effectively and intelligently in our open political system if we are to preserve
freedom and independence” (Alexander & Alexander, 2005, p. 267). In addition,
Jefferson believed that education served as an institution to derive self-reliance and self-
sustainability for all American citizens (Alexander & Alexander, 2005).

Dewey’s (1944) ideology of progressive education put students in the forefront of
education. Dewey believed “the primary mission of schooling should not be to prepare
for the next grade level but to help students understand, to make sense of, and to be
successful in their world today and tomorrow” (Garrison, 2008, p.348). Additionally,
Dewey viewed democracy “not as some fixed telos, but rather as something forever to be
worked towards, never finally to be achieved” (Saito, 2002, p. 248). Education, like
truth, is an ever-evolving thought that should be constantly reviewed and revised for the
benefit of the common good. Education systems have become “dominated by procedures
of standardization and quantification, in the name of efficiency and effectiveness” (Saito,
2002, pp. 247-248). The educational standards currently being enforced by the
government force students to conform into academic elite or be labeled as
underperforming. Dewey insisted that “conformity is a debased condition of democracy,
a condition that robs human beings of their capacity to be captains of their own souls”
(Saito, 2002, p. 247). Likewise, students who do not fit within the expected norms of the
standardized movement are robbed of their personal goals and aspirations. Many low-
performing students are inundated with mundane, rudimentary coursework in the pursuit

of proficiency. Garrison (2008) asserted that it is the role of the teacher in a democratic
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society to “cultivate a learning curriculum by empowering students to make sense of their
world” (p. 348). Every student is entitled to receive an education that will enhance their
opportunity for success and happiness. Kraft (2007) endorsed that

This progressive model of schooling strives to endow students with a heightened

sense of social consciousness, to teach students mastery and critical literacy

across academic subjects, and to encourage students to be the agents of change

they want to see in the world. (p. 85)

Educators and philosophers, including Adler (1982), Dewey (1934), and Eisner
(2002), support the study of music within a comprehensive curriculum. Furthermore,
they believe that students need to play to learn. Dewey (1910) discussed the importance
of play in the development of cogitative growth. Vygotsky’s (1978) Zone of Proximal
Development affirmed how play fosters the development of social connection, which
then can be used to transmit knowledge.

Social Justice Issues

Banking model. The term banking education was coined by Paulo Freire. The
banking model of education refers to the practice of teacher-centered education, in which
the students receive, memorize, and repeat information. Education becomes a process of
transferring information to students from an all-knowing teacher. Freire (2007) referred
to students in a banking paradigm as “adaptable, manageable beings. . . . [T]he more
completely they accept the passive role imposed on them, the more they tend simply to
adapt to the world as it is and to the fragmented view of reality deposited in them”

(p. 60). In the banking concept of education, knowledge is a gift that the educator grants

his or her ignorant students. As a result, the students are not taught how to think, but
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rather what to think. This type of education promotes conformity of thought and
subjugation through a doctorial relationship between the teacher and student. Giroux
(1997) maintained that educators need to recognize that “power relations exist in
correlation with forms of school knowledge that both distort the truth and produce it”
(p. 108).

Critics of the banking model note that not all learning happens in schools.
Aronowitz (2009) affirmed that

School knowledge is not the only source of education for students, perhaps not

even the most important source. Young people learn, for ill as well as for good,

from popular culture (especially music), from parents, and perhaps most

important, from peers. (p. 108)

Dewey (1910) confirmed that

Mere imitation, however, would not give rise to thinking; if we could learn like

parrots by simply copying the outward acts of others, we should never have to

think; nor should we know, after we had mastered the copied act, what was the

meaning of the thing we had done. (p. 160)

Hegemony. Hegemony is the political, economic, ideological, or cultural power
exerted by a dominant group over other groups. Music education has been and still is
dominated by idiomatic hegemony of the Western classical tradition (B. L. Johnson,
2004).

Apple’s (2009) study of the aftermath of the September 11th terrorist attacks
highlighted how a society in turmoil can become an incubator for injustice and

undemocratic behavior. After the attacks, many Americans sought to ease their hurt by
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what Apple and Dale coined conservative modernization (Apple, 2009). Apple defined
conservative moderation as

A social/pedagogic project to change our common sense, to radically transform

our assumptions about the role of “liberal elites,” of government and the

economy, about what are “appropriate” values, the role of religion in public

affairs, gender and sexuality, “race,” and a host of other areas. (p. 496)

Such movements undermine democracy for hegemony. Apple warned that people need
to be proactive (reflect/think) in how they deal with tragic and traumatic events.
Moreover, Apple stated, “Many of these consequences may themselves undercut the very
democracy that we believe we are upholding and defending” (p. 499). Apple, among
others, suggested that educators need to find “appropriate and socially critical pedagogic
strategies to work within our classes and communities to interrupt the larger hegemonic
projects” (p. 499).

Segregation. Kozol (2005) made a claim that there is an “educational apartheid
system” that provides one method of instruction for socioeconomically disadvantaged
students and another method for students of privilege. Skrla, Scheurich, Garcia, and
Nolly (2006) asserted that “students of color and students from low-income homes most
often have less experienced teachers, teachers with less education and training, and more
teachers teaching without certification and/or outside their areas of expertise” (p. 259).
Standardization

The public education system has become dominated by the current standards
movement in an effort to raise achievement of all students. The goal of NCLB was to

eliminate the achievement gap that exists between the academically successful White
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middle- and upper-income children and the low-achieving minority and poor students
(Skrla et al., 2006). However, the standards movement has created unintended
consequences of widening the achievement gap between these students. McNeil (2009)
explained that “the long-term effects of standardization are even more damaging: over the
long term, standardization creates inequities, widening the gap between the quality of
education for poor and minority youth and that of more privileged students” (p. 384).
McNeil asserted that standardization of schools “reduced the scope and quality of course
content, diminished the role of teachers, and distanced students from active learning” (p.
384). Furthermore, standardization paves the way for the use of an unjust controlling
curriculum. McNeil described a controlling curriculum as follows: (a) Omission—
eliminating topics to avoid discussion and free thought of students; (b) Mystifying—
glancing over a topic without explanation; (¢) Memorize and repeat—Ilisting information
that is on the test to be learned for the function of taking a test, not application;

(d) Defensive simplification—simplifies the lesson or assignment to have the students
comply with minimal resistance.

McNeil (2009) coined the term school knowledge to define the curriculum of
standardization as a byproduct of mass credentialing that fails to provide students with
critical application or opportunity. The standardized movement shifts the paradigm of
education from creating citizens and a productive workforce to programming facts
through drills devoid of any critical thought. Standardization for education, when used as
the end all, be all assessment for achievement, has negative outcomes. McNeil

emphasized,
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When standardization becomes institutionalized, and student testing comes to be

used for monitoring “accountability” throughout a state’s educational system, the

negative effects fall most heavily on the poorest children, minority children whose

entire school experience comes to be dominated by an attempt to raise their

(historically low) test scores at any cost. (p. 394)

Furthermore, the only value for students in Title I schools derives from a
numerical achievement score. Kozol (1991) asserted,

The system has the surface aspects of a meritocracy, but merit in this case is

predetermined by conditions that are closely tied to class and race. While some

defend it as, in theory, “the survival of the fittest,” it is more accurate to call it the

survival of the children of the fittest—or of the most favored. (p. 60)
Moreover, Kozol emphasized that “warmth and humor and contagious energy cannot be
replicated and cannot be written into any standardized curriculum” (p. 51).
High-Stakes Standardized Tests

England (2005) affirmed that there is inequity within standards. High-stakes
standardized testing in its current form is potentially damaging to students, teachers, and
society in general. The aim of standardization to set a higher student achievement level
through rigorous assessments is surrounded by unaddressed variables, which include
socioeconomic status, language proficiency, quality of teacher, learning disabilities, and
access to resources. England believes that “growth is unpredictable; developmental
milestones are not in lockstep. When we do not wait, we do harm” (p. 41). Furthermore,
assessments given to students of all ages are not practical. Many well-established adults

have difficulty sitting still and taking surveys, let alone a 3-hour test that is not relevant to
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the student. England argued that “nontraditional learners . . . of all races and all
economic backgrounds are bullied by the paper-and-pencil abominations that fail to tell
the truth about what they value and what they know” (p. 40). The teachers who
implement the curriculum should be part of the process of creating the assessment.
England emphasized that “accountability systems must be designed to improve student
achievement, not to embarrass, humiliate, or terrorize students and adults in the system”
(p. 45). The current one-size-fits-all assessment sanctioned by NCLB destroys the self-
esteem of many students who are not “traditional” learners. Many of these children who
are labeled as “low achieving” are bright, talented, and good natured. England noted that
“the fragile mind of a child can be permanently damaged by poor decisions made in the
name of conformity” (p. 41). Expectation alone will not raise test scores. England
addressed that “the greatest educational injustice of all [is] the deprivation of hope”
(p- 41).
Teaching for Social Justice

Teaching for social justice has evolved to mean a variety of different things.
Equity, excellence, equality, rigor, and democracy are a few words that seem to touch on
the subject of social justice. Purpel (1989) defined social justice as

An absolutely fundamental tenet of our social and educational orientation is the

supreme importance of liberation for all—liberation from hunger, disease, fear,

bigotry, ignorance, and all other barriers to a life of joy, abundance, and meaning

for every person in the world. (p. 30)

Lalas and Morgan (2006) asserted,
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Our definition of social justice comes from a variety of sources and implies that it
is not only the development of our critical consciousness of the broader societal
inequalities that are prevalent in our society but also as a personal virtue of
fairness, equity, care, respect, and compassion for all people regardless of race,
gender, socioeconomic status, and other personal experiential backgrounds.

(p- 29)

Darling-Hammond (as cited in Gordon et al., 2006) stated, “Social justice means
providing all groups in a society full and equal participation in meeting their needs”
(p. 10). Gordon et al. (2006) confirmed,

Teaching, from a social justice perspective, is not a matter simply transmitting

knowledge and equating pupil learning to higher scores on high-stakes tests but

rather engaging pupils in “developing critical habits of mind, understanding and

sorting out multiple perspectives, and learning to participate in and contribute to a

democratic society by developing both the skill and the inclination for civil

engagement.” (p. 11)

Historically, social justice developed from individuals forming a movement and
taking a stand against inequalities and unjust practices. Brown v. Board of Education, the
Civil Rights Act, and Lau v. Nichols were all critical events to the emersion of social
justice in America. Dantley and Tillaman (2006) asserted, “Social justice interrogates the
policies and procedures that shape schools and at the same time perpetuate social
inequalities and marginalization due to race, class, gender, and other markers of
otherness” (p. 19). Marshall and Ward (as cited in Cambron-McCabe, 2006) suggested

that what we “need is a ‘fundamental leap’ into a new paradigm of leadership for social
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justice—one that places students’ interests first, that works toward democratic
imperatives, and that promotes moral reflection and action” (p. 124). Purpel (1989)
questioned the goals of education and suggested we look beyond the traditional 12 years
of public schooling. Purpel contended,

We need to replace existing points of departure—test scores, college admissions,

competition, and the maintenance of the status quo—with very different ones, and

indeed, demand that we examine the relationship between existing educational
practices and policies and what we as a culture deem to be of ultimate

significance. (p. 139)

Americans have become a group divided by ethnicity, class, faith, personal
interest, geographic location, politics, and personalities. In order to make progress in
uniting for a common set of goals, Purpel (1989) suggested, “We must recognize that to
make significant educational change requires and means significant cultural change”

(p. 137). The cost of ignorance and self-righteousness is too high to ignore. Purpel
warned that “the dangers of nuclear war, starvation, totalitarianism and ecological
disaster are as real as they are menacing, and not to view them as problems of immense
magnitude and consequence is to contribute to their seriousness” (pp. 1-2).

Marshall and Oliva (2006) suggested that social justice is “for social mobility, for
ridding society of inequities, and for embedding democratic principles among citizens”
(p. 1). Those in power must examine their surroundings and make inferences about
whether the environment is socially equitable for everyone. Educational leaders play a
huge role since they implement social justice to children. Marshall and Oliva commented

that “policymakers and scholars talk what can or should be done, but educational leaders
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are the people who must deliver some version of social justice and equity” (p. 1).
Moreover, Marshall and Oliva wrote that is it difficult for teachers, principals, school
board members, and other educational leaders to acknowledge the existence of
marginalization and oppression within their institutions. The first step toward social
justice is reflecting on personal practices and making changes as need. Too often people
are ready and willing to jump on the bandwagon without critically thinking about their
own actions.

Marshall and Oliva (2006) emphasized that “leaders cannot make social justice
happen by their passion and will alone” (p. 11). It will take cultural shifts in reaching
common shared values among all people. Democracy, equity, and prosperity should be
values every global citizen shares. Marshall and Oliva requested that all people commit
to “the moral transformative goal of more systemic and creative change and social justice
to benefit all of our children and communities” (p. 4). It is up to everyone to make a
change for a brighter future.

Hafner (2006) asserted, “The process of teaching for social justice involves a
different way of thinking about teaching, specifically in terms of who we are as teachers”
(p. 177). Lavoie (2007) suggested that educators do the following:

1) Teach enthusiastically, 2) focus on strengths, 3) recognize, reinforce, and

celebrate success, effort, and progress, 4) encourage and promote creativity,

5) promote cooperation (not competition) in the classroom, 6) establish long-term

and short-term goals for and with students, 7) whenever possible, provide the

students with opportunities to make decisions and choices, 8) demonstrate that

you genuinely care for your students and their progress, 9) promote peer
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relationships, and 10) provide opportunities for every child to realize success.
(pp. 251-255)
Moreover, Shor (1992) suggested,

1. Planning—Teacher examines student life and language to create a curriculum

situated in their themes and thoughts

2. Cooperative Learning—Students are invited to join teacher in studying their

community and conditions, as co-researchers

3. Problem Generating—Students and teacher work collaboratively

determining and investigating academic themes

4. Evaluation—Both teacher and students research the learning process to

discover how teaching and learning are progressions (pp. 169-170)

Critical literacy. Critical pedagogy first appeared in the United States when the
middle class aspired for independence from unjust laws (Greene, 2009). Greene’s views
on critical pedagogy echoed those of Dewey and other pragmatists through the
advocation of provoking learning, inspiring unheard voices to speak out, empowering
people to find a meaningful place within society, which perpetuates the greater good.
Greene suggested that critical pedagogy is an essential element needed to foster
intellectual growth, respect for diversity, personal exploration and satisfaction, and to
uphold democracy. Greene suggested that a shift in the paradigm of power is needed to
achieve critical thinking. Moreover, the shift in power lies within teachers to widen

perspectives of students and to encourage exploration in all forms.
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Shor (2009) highlighted the importance of critical literacy in terms of rejecting
authoritarian educational practices, eliminating the status quo, and fostering nurturing
environments that are free from discrimination. Shor defined critical literacy as

An attitude towards history . . . a dream of a new society against the power now in

power . . . an insurrection of subjugated knowledges . . . a counter-hegemonic

structure of feeling . . . a multicultural resistance invented on the borders of
crossing identities . . . or language used against fitting unexceptionably into the

status quo. (p. 282)

Moreover, Shor made the point that critical literacy is the reflective tool through which
social constructs can be analyzed. Furthermore, Shor suggested that critical literacy
should be used to examine “ongoing development, to reveal the subjective positions from
which we make sense of the world and act in it” (p. 282).

Shor (2009) adopted Dewey’s philosophy of education in that schools and society
must be based in “cooperation, democratic relations, and egalitarian distribution of
resources and authority” (p. 301). Moreover, Shor suggested that critical literacy is “to
take a moral stand on the kind of just society and democratic education” (p. 301).
However, literacy and pedagogy are and always have been a partisan issue in terms of
perpetuating status quo practices. Shor asserted, “If education were indeed neutral, boys
and girls of all colors and classes would have had equal access as well as equal monies
invested in their development, something this democratic nation never provided and still
doesn’t” (p. 285). Furthermore, Giroux (1997) held that “critical thinking cannot be
viewed simply as a form of progressive reasoning; it must be seen as a fundamental,

political act” (p. 26). Critical literacy and envisioning change is crucial for transforming



28

oneself and society. This can be achieved through Freire’s (2007) practical pedagogy,
which has a student-centered approach to writing, reading, and holding discussions.

Darder and Torres (2009) discussed how race continues to be a driving force in
society. They made the claim that race is unnecessary and society needs to learn to move
past it to a more collective culture. According to Darder and Torres, the idea of race has
no scientific basis; however, many people historically believe that they belong to a
certain race. Furthermore, race is still being used as an identifier on census data, school
records, and other governmental documents to define individuals. Darder and Torres
viewed race as a trivial social structure used to perpetuate injustice. Furthermore, they
believed the power elite uses race as a means of subjugation of the minority groups.
Darder and Torres held that “all forms of oppression are ultimately linked to the
exploitation and domination of both natural resources and human populations” (p. 164).

Multicultural education. Historically, many Western democracies believed that
immigrant, ethnic, and native peoples would be better off if they assimilated to the social
norms of the dominant culture. However, the 1960s and 1970s brought an ethnic
revitalization movement as a result of the civil rights movement. Notable philosophers
and educators who supported cultural democracy included Draschsler, Kallen, Woodson,
Ramirez and Castaneda, Kymlicka, and Rosaldo (Banks, 2006). From their efforts,
multicultural education was born. Multicultural education can result in remarkable
academic achievement of ethnic, immigrant, and native students due to the curriculum
being culturally relevant.

Diversity has increased in the world dramatically since World War II. In recent

years, the United States has seen a shift in immigration from mostly European countries
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to Asian and Latin America countries. There are both benefits and challenges of having
such a diverse society. Education is perhaps the most prevalent. Banks (2006) asserted,
Education in a democratic society should help students acquire the knowledge,
attitudes, and skills needed to become productive workers within society as well
as develop the commitment, attitudes, and skills to work to make our nation and
the world just places in which to live and work. (p. 145)
Additionally, education should serve as a bridge between the students’ cultural
background (funds of knowledge) and other diverse groups. Ultimately, we are all
working toward creating a less oppressive world.
Banks (2006) introduced the concept of dimensions of multicultural education.
He explained, “The five dimensions are (1) content integration, (2) the knowledge
construction process, (3) an equity pedagogy, (4) prejudice reduction; and (5) an
empowering school culture and social structure” (p. 146). Furthermore, Banks
emphasized the need to balance cultural, national, and global identities in order to
promote a healthy democracy and citizenship. Balancing unity and diversity is the
challenge of all diverse societies. Banks insisted, “Unity without diversity results in
hegemony and oppression; diversity without unity leads to Balkanization and the
fracturing of the nation state” (p. 152). It is the goal for every democracy-loving person
to uphold justice and equity throughout the world.
Overcoming Poverty
Anyon (2006) argued that educational research should include how to empower

and provide sustainable resources to low-income urban communities. The trend in
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educational research is to combat poverty through school reform, which typically fails to
acknowledge other factors. Anyon asserted,

Federal and metropolitan policies—such as those regulating the minimum wage,

job, and housing availability, tax rates, and public transportation—maintain large

poverty populations in the U.S. cities and therefore create conditions that make
systemic, sustainable reform of schools in low-income urban communities

unlikely, if not impossible. (p. 17)

Most of the policies mentioned serve as a beacon of false hope. What is the value of
preparing a student for college if he/she will never attend due to the high cost of tuition or
setting a minimum wage that is well below the poverty line? Anyon suggested that we
need policies that include “a significantly raised minimum wage, comparable-worth laws,
and policies to enforce existing regulations that outlaw discrimination in hiring” (p. 20).
Obtaining these policies is difficult and requires the efforts of democracy-loving people.
People living in poverty typically lack the social structures and resources needed to raise
awareness and create legislation. Historically, equitable policies for low-income
communities have required a social movement that builds economic and educational
power (Anyon, 2006). Once again, society needs a movement to reestablish a middle
class and to reconnect disenfranchised individuals with the American dream.

A new paradigm for educational research needs to be adopted. Anyon (2006)
suggested that this paradigm should have “as a goal to further the systemic, sustainable
reform of urban education” (p. 21). In order to enable this paradigm shift, we must
investigate how those with power are oppressing the poor. “Once we know the power of

exclusionary and oppressive social focuses . . . we can more successfully aim our effort at
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dislodging those determinates” (Anyon, 2006, p. 22). Furthermore, we need to
understand the power holders, how they think, and who is in their social circle. Anyon
explained,

If we do not take up the task of trying to increase power in poor neighborhoods, if

we do not take up the task of assisting educators, youth, parents, and communities

struggling for opportunity, we are at risk of strategic failure of enormous

proportions. (p. 25)

Lopez, Gonzalez, and Fierro (2006) asserted that leaders will need to work to
“reconnect schools to their communities and engage them in critical dialogue about the
root causes of student failures and success” (p. 72). Collaborating with parents and
community members is essential for making a positive change. In addition, effective
cross-cultural leaders will need to “embody a hybrid leadership style and epistemology
that allows them to work across national contexts, as well as a host of other cultural
frontiers” (Lopez et al., 2006, p. 65).

England (2005) wrote that “poverty is not an excuse for not learning, but it is a
factor to be considered in learning” (p. 73). It is up to school leaders to develop and
implement strategies to teach poor students. Shipler (2004) emphasized that

Children can be trapped in a corrosive relationship between home and school.

Some parents with little education or busy work schedules cannot help with

homework, cannot take the time for meeting teachers and do not know how to be

constructive advocates for their children. (p. 233)

As a result, Shipler wrote, “Schools are full of self-fulfilling prophecies. Schools are

where dreams and disappointments come together, where children are believed in or
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defeated, where lights are ignited or extinguished” (p. 251). Kozol (1991) affirmed that
“denial of ‘the means of competition’ is perhaps the single most consistent outcome of
the education offered to the poor children in the schools of our large cities” (p. 83).

Some students will overcome poverty by being resilient. They are able to
withstand life’s trials and pull themselves up. Merchant and Shoho (2006) noted, “One
thing I learned from my parents, really was that it sort of was—we had to struggle, we
had obstacles, we had challenges, and we would rise up to it” (p. 99).

Motivation to succeed is another way to overcome poverty. Students need respect
and support in order to enhance their academic development and success (Lalas & Valle,
2007). England (2005) wrote that if students “do not come to school, every one of them,
with a sense of hope and celebration, each and every day when they arrive in our
classrooms, we are failing them” (p. 19). Poor students need support in terms of a
nurturing learning environment. Schultz (2007) discussed,

When given the chance, students search for meaning within their own lives. They

work for change and transform themselves and their community because they are

the best interpreters of their social worlds. Democratic classrooms become
incubators for students seeking to improve their world since they strive to center
and adjust the school around the needs of the children rather than forcing students
to conform and adapt to something already established without them in mind.

(p. 173)

Furthermore, poor students need a support structure in place to allow them to develop.

Thernstrom and Thernstrom (2003) emphasized,
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Excellent schools deliver a clear message to their students: No Excuses. No
excuses for failing to do your homework, failing to work hard in general; no
excuses for fighting with other students, running in the hallways, dressing
inappropriately and so forth. Americans need to say to their schools as well: No
Excuses. Given the challenges urban students face, more money well spent could
improve education. But it does not cost more to set high academic and behavioral
standards, and inadequate funding and overcrowded classes do not explain the
racial gap. Neither does racial isolation. Family poverty is no excuse for failing

to teach kids. (p. 272)

Benefits of Music

Mathematics. Research has supported a positive correlation between music and
mathematics. Hodges and O’Connell (2007) reported, “A large majority of research
studies on music and mathematics show that there is some positive effect of music on
mathematic achievement” (p. 11). Helmrich (2010) conducted research that suggested
that musicians process music in the same cortical regions in which adolescents process
algebra. As a result, in algebra students enrolled in music outperformed students who
were not. Additionally, Cheek and Smith (1999) asserted that students who take music
lessons perform higher in mathematics than students not in music.

Language skills. Music helps develop language acquisition and foster literary
skills. Research has shown that a relationship exists between phonological awareness
and literary skills. Musical activities can be used to help children develop a multisensory
awareness and response to sounds (Douglas & Willatts, 1994). Music fosters growth in

language skills through the development of a student’s ability to understand and use
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symbols, decode and interpret, and acquisition of new vocabulary (Argabright, 2005).
The music activities that pair alphabet recognition with phonetic patterns, incorporate
word segmentation and sound blending skills, and promote rapid decoding skills are
effective in enhancing reading instruction and require little transfer to the assessment
methodology (Standley, 2008).

Standardized tests. The research supports a correlation between participation in
music and academic achievement. Hodges and O’Connell’s (2007) research confirmed
that “students who participate in music education frequently do better than their peers on
many measures of achievement such as grade-point averages and standardized tests like
the SAT or ACT” (p. 1). Additionally, research from Butzlaff (2000) confirmed a
relationship between music instruction and standardized test achievement in reading
based on a meta-analysis of 24 correlational research studies.

Fitzpatrick’s (2006) research looked into the achievement of music students.
Fitzpatrick sought to answer the following question: Can instrumental music students
score higher on standardized tests than their nonmusic counterparts regardless of SES
(socioeconomic status)? The study consisted of 15,431 students in the Columbus Public
School District in Ohio. Results showed a pattern of increased achievement by lower
SES instrumental students, who surpassed their higher SES noninstrumental classmates
by the ninth grade in all subjects.

Johnson and Memmott (2006) examined the relationship between participation in
contrasting school music programs and standardized test scores. There were 4,739
participants (elementary = 1,119, middle school = 3,620). The study concluded that

students in music programs (exceptional or deficient) scored higher on standardized tests
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than students who were not in music. In addition, middle school student in music
education programs scored higher on both English and mathematics standardized tests
than their peer who did not participate in music.

Cognitive development. Participation in music can also foster cognitive
development. Jensen (2000) declared,

Music lifts our spirits and brings joy to our soul. It impacts academic

achievement, perceptual-motor skills, and social skills. And, it provides for the

essential qualities that represent culture—imagination, community, energy, and

creativity; qualities we need as we enter this new century. (p. 4)

Research has supported that music positivity affects students’ self-worth, social
development, and interpersonal skills. Music is a vehicle for students to discover and
develop personal creativity, exercise problem-solving skills, and encourage self-
discipline (Argabright, 2005).

Allsup (2003) conducted an investigation of the notion of democracy as a
community in the making. The study consisted of the researcher and nine high school
students, who worked collaboratively to create music that was meaningful and self-
reflective. Composing music in this study was conceived as “fun, nonobligatory, self-
directed, and meaningful” (p. 24). Interpersonal relationships, peer learning, and caring
were key themes that emerged.

Miksza (2007) examined the relationship among observed practice behaviors,
self-reported practice habits, and performance achievement of band students. The study

involved 60 high school wind players enrolled in band. Students showed considerable
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improvement through daily practice. Significant correlations were found in practice
habits, markings, and tempos.

Hultberg (2005) studied teaching strategies that support students’ musical
development. Ten experienced instrumental music teachers collaboratively worked with
the researcher to find strategies that work best for teaching music. The case study
resulted in the teachers developing more student-centered approaches as a means to foster
music development.

Music also helps students cope with the struggles of adolescence. Campbell et al.
(2007) asserted that adolescents view music as a means to establish their identity, to
express their emotions, and to connect with their surroundings. Shapiro (2006) wrote,
“Artmaking can facilitate a personal, authentic engagement with social justice issues and
provide opportunities for nonlinguistic meaning-making, which opens up emotions and
ideas that cannot be accessed in other ways” (p. 236). Moreover, the Center for Music
Research (1990) confirmed that there is strong evidence that suggests participation in arts
can help students who are on the border of dropping out of school. Costa-Giomi (1999,
2004) found that participation in music builds self-esteem. Best (2010) wrote, “We are
coming to understand that thinking in the arts is learning to reason in another ways, is
learning to imagine in another way, and to craft accordingly” (p. 8). Lastly, Stewart
(2007) asserted, “Music has the ability to express every nuanced emotion of the human
experience” (p. 4).

Brain research. Current brain research has supported that participation in music
enhances creativity, social development, self-esteem, and brain growth. Levitin (2006)

discussed,
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The word mind refers to that part of each of us that embodies our thoughts, hopes,
desires, memories, beliefs, and experiences. The brain, on the other hand, is an
organ of the body, a collection of cells and water, chemicals and blood vessels,
that resides in the skull. Activity in the brain gives rise to contents of the mind.
(p- 83)
Moreover, Levitin asserted, “Musical activity involves nearly every region of the brain
that we know about, and nearly every neural subsystem” (pp. 85-86). Wienberger (1998)
confirmed that the process of making music serves as an exercise for brain cells and
synaptic interconnections. As a result, Chan et al. (1998) claimed that the left planum
temporale of the brain is larger in musicians than in nonmusicians. Moreover, Ho et al.
(2003) reported,
Neuroimaging evidence has revealed structural (Amunts et al., 1997; Schlaug,
Jaencke, Huang, Staiger, & Steinmetz, 1995) and functional (Elbert, Pantev,
Wienbruch, Rockstroh, & Taub, 1995; Pantev et al., 1998) differences between
the brains of musicians and nonmusicians. For instance, Schlaug, Lee, Thangaraj,
Edelman, and Warach (1998) reported that the cerebellums of musicians are 5%
larger than those of nonmusicians. They reasoned that long periods of finger
exercises stimulate extra neural growth in musicians. Similarly, evidence from
functional magnetic resonance imaging demonstrates a 25% increase in the
cortical representation of auditory processing in musicians (Pantev et al., 1998),
and the process of acquiring musical skills may cause use-dependent functional

reorganization of the brain. (p. 447)
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Weinberger (1998) reported, “Brain scans taken during musical performances
show that virtually the entire cerebral cortex is active while musicians are playing”
(p. 38). Furthermore, “making music actively engages the brain synapses, and there is a
good reason to believe that it increases the brain’s capacity by increasing the strength of
connection among neurons” (p. 38). Ho et al. (2003) asserted,
Music training during childhood might serve as a kind of sensory stimulation that
somehow contributes to the reorganization/better development of the left temporal
lobe in musicians, which in turn facilitates cognitive processing mediated by that
specific brain area, that is verbal memory. (p. 447)
Ho et al.’s claim aligns with research by Rauscher et al. (1997).
Conclusion
The review of the literature showed numerous studies that support a significant
correlation between participation in instrumental music and student academic
achievement. Studies also show a correlation between participation in music and benefits
in (a) mathematics, (b) spatial-temporal reasoning, (c) language skills, (d) cognitive
development, and (e) brain development.
The review of the literature also showed that the California Accountability Act of
1999 and NCLB of 2001 were the culmination of an accountability movement that allows

the practice for nonproficient Title I students to be removed from music classes.
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Chapter Three
Method

Introduction

Chapter Three describes the research methodology and procedures used to
determine academic achievement differences between Title I students enrolled in music
classes and Title I students who are not. The chapter is divided as follows: a description
of the research design, sample and population, sampling procedures, instrumentation,
data collection procedures, statistical analysis, and limitations of the study. The chapter
concludes with a brief summary of the methodology and how it leads into the analysis of
the data collected.
Research Design

This was a mixed-methods study using quantitative data from the annual state
achievement test and quantitative data utilizing a 7-point Likert scale measuring
perceptions of teachers and administrators regarding the issue of removing nonproficient
Title I students from music programs. Additionally, qualitative data were collected from
an open-ended question at the end of the survey. The methodology used for the
quantitative and qualitative data enabled the researcher to conduct a statistical analysis
that directly addressed the research questions.
Sample

The quantitative participants were purposefully selected—they were all the Title I
students at X High School (XHS) in Southern California. There was no recruitment or
informed consent because the data were collected using the public access to the

California Department of Education (CDE) website. Permission from the administration
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at XHS was received to retrieve Title I student achievement data from the OARS
database.

The surveyed study participants were also purposefully selected—they were all
the secondary (Grades 6-12) administrators and teachers of the XX Unified School
District. They were contacted by e-mail with a link to Survey Monkey and a letter of
informed consent attached. All e-mail addresses were obtained from public school sites.
Additionally, master’s students enrolled in the administrative program and the counseling
program at the University of Redlands were purposefully selected for preliminary
research.

Participants consisted of 30 (15 females, 15 males) classroom teachers and 5 (4
female, 1 male) administrators recruited from an urban school district in Southern
California. They were chosen from a site that is schoolwide Title I. Teachers had an
average of 11.83 years of experience as professional educators (SD = 10.28) and an
average age of 42.8 (SD = 11.69). Administrators had an average of 19 years of
experience as professional educators (SD = 10.97) and an average age of 46 (SD = 7.74).
The majority of teachers reported that they were White, non-Hispanic (24; 80%); other
ethnicities were Hispanic (4; 13%) and mixed (2; 7%). The majority of administrators
reported that they were White, non-Hispanic (3; 60%); other ethnicities were Hispanic (1;
20%) and African American (1; 20%).

Researcher

The qualitative research was coded by the researcher, who is a 27-year-old,

White, non-Hispanic male. The coder has been a teacher for 5 years at a Title I school in

Southern California. The coder had expectations prior to the study that the teachers
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would have different responses than the administrators. The coder has a bias of believing
that the elimination of the arts in schools constitutes an educational injustice.
Furthermore, the coder is an advocate for music education.

Instrumentation

The survey was designed in a focus group of doctoral students facilitated by this
researcher’s advisors at the University of Redlands after a discussion of the review of the
literature. This group clarified the issues of the educational justice implications of
involuntarily removing students from instrumental music. The intent of the survey was
also to determine if other variables exist on instrumental music students’ success on
standardized tests. The survey was further revised and expanded after meeting with this
researcher’s committee members.

The survey was developed with special attention to the appropriateness of
instrumental music high school populations and settings, with cross-referenced questions
designed to ensure validity and reliability. Care was taken to make the survey long
enough to gather the necessary data, but short enough to make sure the participants would
be willing to respond (see Appendix B).

The survey was field-tested for relevance, clarity, difficulty, and content validity
with master’s students at the University of Redlands who were not involved in the study.
The survey consisted of 10 questions, with an open-ended question at the end to gather
qualitative data.

Assumptions
The following assumptions were made:

1. Individuals in music programs tend to excel academically on standardized tests.
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2. The sample is representative of all Title I students.

3. Study participants told the truth.

4. Achievement data recorded by CDE and XHS are accurate.

5. The achievement data accurately reflect the students who did not take the tests or had
their scores declared invalid.

6. The data were correctly recorded.

Data Collection and Analysis Procedures

Title I student achievement data were obtained from the CDE and was compared
to Title I students’ participation in instrumental music, which was obtained from the
OARS database. The data were disaggregated and placed into tables; mean achievement
levels were determined, the unbiased standard deviation was calculated, and statistical
tests were run to determine statistically significant between-group differences.

For the survey data, the purposefully selected teachers and administrators were
contacted by e-mail, and their rights were explained in the informed consent attachment
(see Appendix A). Surveys were anonymously collected on Survey Monkey, and the
data were disaggregated into charts. After determining mean responses and unbiased
standard deviation, a z test and a 7 test were conducted to determine statistically
significant differences between the subgroups. In addition, preliminary research from the
master’s students enrolled in the administrative program and counseling program was
used to establish validity.

After all 35 surveys were transcribed, the researcher reviewed all the data twice
before developing a preliminary list of categories, themes, and patterns. Several

prominent themes emerged from the reading. Each theme was given a code. The
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analysis of each response was conducted. This resulted in themes, patterns, and
categories for the research questions.
Summary

The purpose of this study was to determine academic achievement differences
between Title I students enrolled in music classes and Title I students who are not. The
methodology used for the quantitative and qualitative data enabled the researcher to
conduct a statistical analysis that directly addressed the research questions and to collect

additional qualitative data from the open-ended question at the end of the survey.
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Chapter Four
Results

This chapter reports the study’s findings. It is organized in three major sections.
The first addresses Research Question 1 and its subparts. The second addresses Research
Question 2 and its subparts. The final section provides observations about what
information was obtained via the open-ended question.
Research Question 1: Student Proficiency

Tables 1 through 4 display a quantitative analysis of the academic achievement of
students who participate in music and students who do not.

Table 1 displays the academic achievement of XHS students on the English
portion of the California High School Exit Exam (CAHSEE), comparing students who

participate in music and students who do not.

Table 1

Comparison of XHS Title I Students in Music to Title I Students Not in Music Passing the English
Portion of CAHSEE

Percent

Group N # passed passing CAHSEE z test

Title I students in music 38 31 81.5% 6.98
Title I students not in music 522 134 25.7%

Examination of the CAHSEE results in English indicates that Title I students at
XHS participating in music enjoy a dramatically higher proficiency rate than Title I
students not participating in music. The z-test result of 6.98 indicates a high statistically

significant difference with an actual p-value of p <.001.
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Table 2 displays the academic achievement on the mathematics portion of the

CAHSEE at XHS of students who participate in music and students who do not.

Table 2

Comparison of XHS Title I Students in Music to Title I Students Not in Music Passing the
Mathematics Portion of CAHSEE

Percent

Group N # passed passing CAHSEE z test

Title I students in music 38 32 84.2% 716
Title I students not in music 522 143 27.5%

Examination of the CAHSEE results in mathematics indicates that Title I students
participating in music enjoy a dramatically higher proficiency rate than Title I students
not participating in music. The z-test result of 7.16 indicates a high statistically
significant difference with an actual p-value of p <.001.

Table 3 displays the academic achievement on the English portion of the CST at

XHS of students who participate in music and students who do not.

Table 3

Comparison of XHS Title I Students in Music to Title I Students Not in Music Passing the CST in
English

Percent
Group N # passed passing CST z test
Title I students in music 99 54 54.5% 6.98
Title I students not in music 1875 431 23%

Examination of the CST results in English indicates that Title I students

participating in music enjoy a dramatically higher proficiency rate than Title I students
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not participating in music. The z-test result of 6.98 indicates a high statistically
significant difference with an actual p-value of p <.001.
Table 4 displays the academic achievement on the mathematics portion of the

CST at XHS of students who participate in music and students who do not.

Table 4

Comparison of XHS Title I Students in Music to Title I Students Not in Music Passing the CST in
Mathematics

Percent

Group N # passed passing CST z test

Title I students in music 99 43 43.4% 13.45
Title I students not in music 1875 107 5.7%

Examination of the CST results in mathematics indicates that Title I students
participating in music enjoy a dramatically higher proficiency rate than Title I students
not participating in music. The z-test result of 13.45 indicates an extremely high
statistically significant difference with an actual p-value of p <.001.

Research Question 2: Perceptions of Teachers and Administrators

Tables 5 through 8 demonstrate educators’ perceptions regarding the importance
of music in the curriculum and the removal of nonproficient Title I students from music.

Table 5 displays the perceptions of teachers versus administrators regarding the
connection of music to Title I students’ behavior and academic success.

Mean responses of 5.16 and 6.20 indicate that both teachers and administrators
strongly believe participation in music helps Title I students better “connect” to the
school. Both groups had relatively high unbiased standard deviations, with greater

variance in the teacher group. The #-test result of 1.05 was not statistically significant.
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Table 5

Participation in Music Helps Title I Students Better “Connect” to the School

Very Very
much much
disagree agree
Group 1 2 3 4 5 6 7 M SD f test
Teachers 2 3 3 2 3 4 13 5.16 2.10 1.05
Administrators 0 0 0 1 0 1 3 6.20 1.30

Table 6 displays the perceptions of the study participants regarding removing
students who are struggling in English from music to receive supplemental instruction in

English.

Table 6

A Nonproficient Title I Student Who Is Struggling in English Should Be Pulled From Music for
Supplemental Instruction in English

Very Very
much much
disagree agree
Group 1 2 3 4 5 6 7 M SD t test
Teachers 12 3 3 4 5 2 1 2.90 1.93 0.53
Administrators 2 2 0 0 0 1 0 2.40 2.07

Mean responses of 2.40 and 2.90 indicate that neither teachers nor administrators
believe struggling Title I students who are not proficient in English should be pulled from
music. Both groups had relatively high unbiased standard deviations, which indicates an
unusual variance in opinion. It is especially interesting to note that the administrators had
a higher variance in opinion than the teachers; this statistic was skewed by a single
administrator who often did not reflect the perceptions of the administrative subgroup.

The #-test result of 0.53 was not statistically significant.
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Table 7 displays the perceptions of the study participants regarding removing
students who are struggling in mathematics from music to receive supplemental

instruction in mathematics.

Table 7

A Nonproficient Title I Student Who Is Struggling in Mathematics Should Be Pulled From Music
for Supplemental Instruction in Mathematics

Very Very
much much
disagree agree
Group 1 2 3 4 5 6 7 M SD t test
Teachers 12 5 4 2 4 2 1 2.70 1.87 0.32
Administrators 2 2 0 0 0 1 0 2.40 2.07

Mean responses of 2.40 and 2.70 indicate that neither teachers nor administrators
believe struggling Title I students who are not proficient in math should be pulled from
music. Both groups had high unbiased standard deviations, which indicates an unusual
variance in opinion. It is especially interesting to note that the administrators had a
higher variance in opinion than the teachers. The #-test result of 0.32 was not statistically
significant.

Table 8 displays the perceptions of the study participants regarding whether
involuntary exclusion of nonproficient students from music denies them their right to
equal access.

Mean responses of 4.76 and 2.00 (and a #-test result of 2.51) indicate a statistically
significant difference (p = 0.01) between teachers and administrators on the issue of
involuntarily removing a nonproficient Title I student from a music program as it relates

to equal access. Both groups had relatively high unbiased standard deviations.



49

Table 8

To Involuntarily Remove a Nonproficient Title I Student From Music Program Denies His or Her
Right of Equal Access

Very Very
much much
disagree agree
Group 1 2 3 4 5 6 7 M SD t test
Teachers 4 4 2 2 3 3 12 4.76 2.34 751
Administrators 3 1 0 0 1 0 0 2.00 1.73

Once again, it should be noted that one study participant skewed the statistic for the
administrator subgroup.
Other Findings

Table 9 displays the written responses of the educators who participated in the
study. Themes include dropout, opportunity, intervention, self-worth, and accountability.

After all 35 surveys were transcribed, the researcher reviewed all the data twice
before developing a preliminary list of categories, themes, and patterns. Several
prominent themes emerged from the reading. Each theme was given a code. The
analysis of each response was conducted. This resulted in themes, patterns, and
categories for the research questions. The qualitative data highlighted five categories:
dropout, opportunity, intervention, self-worth, and accountability. Teachers were the
only subgroup to comment on student accountability toward access to music.
Summary of Findings

The quantitative data indicate that teachers and administrators understand that
participation in music is beneficial to all students. In addition, all subgroups strongly felt

that participation in music helps Title I students “connect” to the school, which improves
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Qualitative Responses

Theme

Responses

Dropout

Opportunity

Interventions

Teacher # 23: I think that people need to remember that each student is different.
They need to realize that students that do not or are not successful in
mathematics or other subjects should have a creative outlet within their
reach. By having this outlet students are more likely to stay in school and
at least attempt to try their best so they may continue to participate in
artistic outlets.

Administrator #1: Disproportionate dropout and absolutism of Title I students
pulled from electives indicate this is not working. I am in a study in Rim
of the World USD where 1/3 of student in supplemental got better, 1/3
stayed the same, and 1/3 got worse

Administrator #4: 1 feel the students need to get extra help for math and English,
but that they deserve the opportunity to have an elective.

Administrator #5: I believe that kids should be required to earn that opportunity to
participate in a music program and that students conduct and class
behavior should be the main factor.

Administrator #3 Provide music before and after school

Teacher #21: If the student wants to learn music then they should have the
opportunity to do so

Teacher #22: Allow time for music and find other options for intervention.

Teacher # 3: Allow that student to become engaged in school by letting him
participate in music classes.

Teacher # 4: Enroll the student in either a zero period or 7th period music class.

Teacher #10: I think the student should be allowed to participate in music and set
up in a strategic level class to target his/her deficiencies.

Teacher # 14: 1 think a student should have well-rounded education. To only focus
on English and Math is not fair to a student who is creative and would
benefit from having a music class.

Administrator #2: I believe that students who are not proficient in math or English
need extra classes. However, I would suggest adding electives as classes
before and/or after school, so that they may be placed in support or
intervention classes during the school day.

Administrator #7: Develop a master schedule in which the student can participate
in both intervention and music.

Administrator #4: Enroll the student in a music class, and direct the teacher to
provide as much support as possible.

(continued)
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Table 9 (continued)

Theme

Responses

Interventions
(cont’d)

Self-worth

Teacher #5: Music would certainly help them in other areas, especially in areas
that they are non-proficient.

Teacher # 8: Discover how to assist the student within their non-proficient area
without hampering other potential skill-sets.

Teacher # 9: Make the student aware of the cross curriculum connection as well as
cross-skill connection.

Teacher # 10: Encourage him to pursue music and seek additional help in
academic areas where he struggles.

Teacher # 11: Make sure that visual aids are being used along with curriculum that
incorporate math and English in music.

Teacher #12: Use music to show the relevance of math.

Teacher #17: Connect math with music (ratios, scales, harmonic sequence . . .);
dedicate the same amount of “practice time” (or very close to) to core
subject in order to achieve proficiency

Teacher # 18: I would make sure her or him had remedial help to succeed in math
and would totally support the music placement.

Administrator #3: I teach alternative education students who each experienced
exclusion from some program they really felt a connection to. With
exception, each student feels this exclusion was a factor in their
“downfall” into the alternative system.

Administrator #1: I think music is important in a person’s development.
Administrator #3: Get them connected to school through music.

Teacher #13: Keep them in music and electives so students are interested and
remain focused at school.

Teacher # 15: Develop the student’s interest in as many ways as possible.
Including participating in music, studying famous musicians, historical
musical instruments and on to new technology to discover other interests
while focusing on the student as an individual.

Teacher # 16: Am so stressed with all the demands of today, [ am so confused.
Students need to pursue their interests. We are creating a system that
ONLY concerns itself with TEST SCORES. The system is doing an
injustice to many students.

Teacher # 19: Involve that student in music and he or she will blossom. Those
students will, without a doubt, experience success in all of their classes,
especially their core subjects and that success will impact their future
dramatically. Music can positively change a student’s life forever!

(continued)
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Table 9 (continued)

Theme Responses

Accountability Teacher #1: Pass your core classes and then we’ll allow you an elective.

Teacher #2: Raise their grades and pursue their interest in music outside of school,
so they can participate in band when they become proficient.

Teacher # 20: Keep your grades up so you can be on what you really want.

Teacher #6: Use music as an incentive for the student to put forth a greater effort in
English or math.

Teacher # 7: Learn the math on your own time so you don’t get pulled out of
music.

their attendance, behavior, and academic success. Administrators and teachers generally
disagreed with the notion of pulling struggling students out of music class for
supplemental mathematics or English courses; however, administrators were more in
favor of pulling students out than teachers. Both groups generally agreed that there is a
correlation between success in music and success in mathematics and English. A
minority of administrators and teachers felt that the need to improve math and English
skills outweighed the benefits of music. Administrators disagreed with teachers that

removal from music is a violation of a student’s right of equal access.
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Chapter Five
Conclusions and Recommendations

This chapter presents a summary of the study and conclusions drawn from the
data presented in Chapter Four organized by research questions. It also provides a
discussion of the implications for action and recommendations for further research.
Interpretation of the Findings

In this section, findings and interpretations pertaining to each of the two research
question are discussed. The results from data in Tables 1-4 indicated a strong correlation
between participation in music and academic success on standardized tests. Moreover,
the significance is specific to Title I student academic achievement.

The results from Tables 1-4 are consistent with the work of a number of
researchers, including Hodges and O’Connell (2007), Fitzpatrick (2006), C. M. Johnson
and Memmott (2006), and Butzlaff (2000), who all found students’ participation in music
to be a positive factor for academic success measured by standardized test. Ho et al.
(2003) explained that this could be contributed to the neuroimaging evidence that
supports the concept that musician have more developed brains. This supported the
findings of other researchers (Chan et al., 1998; Levitin, 2006) that musicians have larger
brains than nonmusicians.

The results from Tables 5-8 also indicate that the teacher survey participants
generally believe that the exclusion of nonproficient students from music constitutes
educational injustice, while administrators do not. Teachers and administrators are in
charge of raising/maintaining test scores; however, administrators have direct pressure to

perform from the district office. Moreover, unlike teachers, administrators do not have
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tenure within their employment and can be terminated without notice. Finally,
administrators have district directives that tend to focus on student achievement rather
than the students themselves (Loesch, 2004).

The quantitative data indicated that administrators and teachers understand that
participation in music is beneficial to all students. In addition, both subgroups strongly
felt that participation in music helps Title I students “connect” to the school, which
improves their attendance, behavior, and academic success. Administrators and teachers
generally disagreed with the notion of pulling struggling students out of music class for
supplemental mathematics or English courses; however, administrators were more in
favor of pulling students out than counselors. A minority of administrators and teachers
felt that the need to improve math and English skills outweighed the benefits of music.

The qualitative data indicated that both groups felt music was important to a
comprehensive school curriculum. However, teachers were the only subgroup who
voiced that students should be held accountable for their access to music. On that matter,
many teachers felt that the student should earn the right to participate in music. Another
group of teachers felt that students should be put in music as an intervention to raise
academic achievement. Other themes in the responses included dropout, opportunity, and
self-esteem.

In closing, music is rapidly fading from schools. Many Southern California
school districts have eliminated band and general music in the 4th and 5th grade entirely
due to budget issues (Farr, 1990). Many students are withheld from joining music
courses in middle school due to low performance on standardized tests (Gerrity, 2009).

As a result, high school music programs are shrinking to lack of enrollment and students
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who are deemed nonproficient in English, mathematics, and language acquisition (Sabol,
2010). Music has overwhelming benefits in the development of social and academic
skills that all students need. Music, athletics, drama, choir, art, and other co-curricular
activities provide students with a sense of belonging in school. The practice of excluding
and removing students from these activities is disproportionately impacting minority
students living in poverty. Moreover, through exclusion and removal, the education
system is depriving Title I students possibly the one thing that keeps them engaged.
Limitations

The major limitation of this study was the small sample size and the possibility
that the selected school may not be a representative sample. Additionally, the size of the
sampling of the instrumental music students in the study possibly skewed the survey
results.

Another limitation of the study was factors that may have impacted the survey,
such as the accuracy of the student achievement data; bias, style, and demeanor of the
person taking the survey; the issues the person taking survey may have been facing on the
day of the survey; the time of year; the physical environment of the person taking the
survey, such as the location and the school culture. It is possible that an additional
limitation exists, as the online survey service (Survey Monkey) may have created
different interpretations of the questions, and previous exposure to similar surveys could
have affected the respondents’ answers. The administration sample, although 100%, was
a small sample, and because they work together under the same superintendent, their
responses on the survey may have been similar.

Other possible limitations of the study include the following:



10.

11.

12.

13.

14.

15.

. Socioeconomic differences

. Background of the study participants

Financial situation of the district

Perceptions of the study participants

. Parent education

Parent involvement in the student’s education

English language acquisition

Program design of services being offered to the study participants
Training of the participants’ teachers

Experience of the participants’ teachers

Bias and attitudes of the participants’ teachers
Country/region/section of the participants’ origins

Alcohol/drug use by the participants

Possible dysfunction in the home of some of the participants
Educationally handicapping conditions

The most challenging limitation of the study was the passion that surrounds the

accountability acts and the possible stress on the students created by their teachers and

building principals.

Recommendations for Educators

1. K-12 schools should create/limit intervention programs to noninstructional hours

(before school, after school, lunch time, and weekends).

2. Students should be given an opportunity for a tutoring period in a core subject that

56

they are struggling in before or after school so they may stay in their elective courses.
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3. Struggling students should be interviewed to find out what excites them about schools,
and an action plan should be created that allows them to participate in their chosen
activity.

4. Students struggling with mathematics should be encouraged to join the band.

5. Community resources and grants should be explored to enhance funding to the arts.

Research Recommendations

1. Replicate the study in a high socioeconomic district.

2. Disaggregate quantitative data by ethnic groups.

3. Disaggregate quantitative data by English learner status.

4. Conduct a qualitative study with students who are excluded from music programs.

5. Conduct a qualitative study with low socioeconomic students participating in music

classes.
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Educators' perception survey B
1. Introduction

Dear Colleague,

You are invited to participate in a research study conducted by Brian McDaniel and supervised
by Professor Chris Hunt at the University of Redlands, Educators’ Perceptions of Curricular
Emphases.

You are being selected because of the expertise you bring as a practicing educator. Your
participation is voluntary, but it is hoped you will choose to respond because your perceptions
are important and their inclusion improves the validity of the study results. You should read the
information below, and ask questions about anything you do not understand, before deciding
whether to participate.

PURPOSE OF THE STUDY and STUDY PROCEDURES

This study concerns educators’ perceptions of the current practice of removing non-proficient
students from music programs at the middle and high school level.

If you volunteer to participate in this study, you will be asked to provide basic demographic
information about yourself and then provide your opinion about some curricular emphases.

APPROXIMATE TIME REQUIRED
You will need 15-20 minutes to complete the survey.
POTENTIAL RISKS AND DISCOMFORTS

This study is unlikely to cause any discomfort or risks. Although it will not directly benefit you,
we hope that the results may help us better understand educators’ perceptions of curriculum.

CONFIDENTIALITY

You will not be asked to provide your name. Any identifiable information obtained in connection
with this study will remain confidential and will be disclosed only with your permission or as
required by law.

The data will be stored on Brian McDaniel's computer as coded data.

When the results of the research are published or discussed in conferences, no identifiable
information will be used.

PARTICIPATION AND WITHDRAWAL

Your participation is voluntary. Your refusal to participate will involve no penalty or loss of
benefits to which you are otherwise entitled. You may withdraw your consent at any time and
discontinue participation without penalty.

DEBRIEFING PROCEDURES

On request you will be provided with the results of the study, and you may confer with the
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researcher and/or his advisor regarding any questions or concerns you may have about the
study.

INVESTIGATOR’S CONTACT INFORMATION

If you have any questions or concerns about the research, please feel free to contact Brian
McDaniel at brian_mcdaniel@redlands.edu or Dr. Christopher H. Hunt at (909)748-8796 and
chris_hunt@redlands.edu.

RIGHTS OF RESEARCH PARTICIPANT — IRB CONTACT INFORMATION

If you have questions, concerns, or complaints about your rights as a research participant you
may contact the Chair of the University of Redlands IRB, Dr. Catherine Salmeon at
(909)748-8672 and catherine_salmon@redlands.edu. The IRB approval number for this project
is 2011-6-REDLANDS

| understand that by clicking to continue to the next page | am attesting that | understand the
conditions of this study and am giving my consent to participate.

Brian McDaniel
Doctoral Student
School of Education
University of Redlands

Christopher Hunt, Ed.D.

Chair, Educational Administration Program
School of Education

University of Redlands

Next
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1. Your gender
Female
Male

2. Your race or ethnicity
African-American
Asian-American/Pacific Islander
Native-American
Hispanic
White, nonHispanic
Other
Mixed

3. Your age

4. Number of years you have been a professional educator?

5. What is your current position?

Administrator
Counselor
Teacher
Other

If you are a teacher, what is your primary subject area?

Or, if you selected "other," what is your professional role?

6. Please indicate the extent to which you agree or disagree with each of the following
items:
Very Much Very Much
Disagree Agree
A nonproficient,
Title | student

1 of3 4/4/2011 10:43 AM
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Very Much
Disagree

who is struggling
in Mathematics
should be pulled
from Music for
supplemental
instruction in
Mathematics.
A nonproficient,
Title | student who
is struggling in
English should be
pulled from Music
for supplemental
instruction in
English.
There is a
literature that
links music
proficiency with
proficiency in
Mathematics.
Based on your
own experience,
how much would
you agree that
this link is an
established one?
Participation in
Music helps Title |
students better
“connect” to the
school.
Students who
have a better
felt-connection to
the school have
better
attendance,
behavior and
academic
success.
To involuntarily
remove a
non-proficient,
Title | student from
Music programs
denies his or her
right of equal

74
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Very Much
Agree
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Very Much Very Much
Disagree Agree
access.
The study of
music is an

essential part of
a comprehensive
high school
education in the
21st century.

7. Imagine that you were being consulted for your input about a non-proficient Title |
student who is interested in music: What advice would you give about the best way to

serve him or her?

8. Did you participate in band when you were a student?
No

Yes

9. If "yes" to the previous question, for how many years?

10. Musical proficiency is not always gained during a formal music program in school.
Therefore -- regardless of whether you participated in a formal music program when you
were a student:

Not at all Very
proficient proficient

How proficient are

you with any

musical instrument

today (this could

be anything at all

-- from a guitar to

a piano to a violin

to something

else)?

Prev Next

3of3 4/4/2011 10:43 AM
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ll!'\_ley Exit this survey

3.

1. Any additional comments

Thank you for taking the time to complete this survey. We appreciate the help you have
provided.

If you would like the survey results, please click here to send request

Prev Done

1of 1 4/4/2011 10:45 AM
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IRB DECISION LETTER
January 21, 2011

Brian McDaniel

School of Education
University of Redlands
Redlands, CA 92373-0999

Dear Brian:

TITLE OF PROPOSAL: Academic achievement differences between...
DATE OF REVIEW: 01-21-11

DECISION: Approved

IRB APPROVAL #: 2011-6-REDLANDS

This letter is to officially notify you of the approval of your project by the University of Redlands
Institutional Review Board (IRB).

You are authorized to begin conducting this study as of Date of Final Approval: 01-21-2011. This approval
is Valid Until: 01-21-2012.

Please note the following:
1. You must include the assigned IRB approval number on the Informed Consent.

Please note the following conditions attached to all approval letters.
1. This project must be conducted in full accordance with all applicable sections of the
University’s IRB Guidelines and the DHHS Regulations for the Protection of Human Subjects (45
CFR 46). These federal regulations are available online at
http://www.hhs.gov/ohrp/documents/fOHRPRegulations.pdf.
2. You must notify the IRB immediately of any proposed changes that may affect the status of
your research project.
3. You should report to the IRB any anticipated problems involving risks to the participants.
4. For projects that continue after the Valid Until date, you must apply for approval of an ongoing
study before this date.
5. No participants may be involved in any study before the Date of Final Approval or after the
Valid Until date.

If you have any questions, please contact the IRB Chair at catherine_salmon@redlands.edu. A signed copy
of this letter is on-file.

Sincerely,

Catherine Salmon
Chair, IRB



