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Date of Degree: MAY, 2013

Title of Study: A Q METHODOLOGICAL STUDY DESCRIBING/ALUE
ORIENTATIONS OF THE ARTS ACCORDING TO ARTS EDUCATCR
Major Field: EDUCATIONAL PSYCHOLOGY

Abstract: This Q methodological study addresses the subgacinions of arts educators
concerning the values the arts bring to the schowiculum and to society. In order to
effectively defend the inclusion of the arts in baticonstrained schools, to clarify confusing
and contradictory rationale for arts education poigntially to guide teacher training
decisions, it was considered necessary to idewtifgt opinions arts educators hold in terms
of value orientations. A review of relevant litenee in education, aesthetics, psychology,
sociology and related fields was conducted to ifietite breadth of the field and to develop
an initial interview protocol. Six arts educatoepresenting visual arts, music and drama
were subsequently interviewed. The results ofrttexviews and the literature review were
used to construct a 47 statement Q set which wasdsby 25 arts educators. PQMethod
software was used to analyze the results and a thctor solution resulted. In addition to
the comparison of statement positions on eachrfacéorative input provided by the
participants and interview commentary providedriigiviewees who defined the factors
aided in the interpretation of the results. Thee¢hfactors were interpreted to be Arts
Orientation, Student Orientation and Equity Oriéiota Themes in the Arts value
orientation included passion for the arts and dyali life; whereas Student orientation
values the connectedness of the arts to othercappcademic benefits and the learning
environment. Equity orientation values the artsbionging cultural equity into the schools
and values accessibility for all. Common perspestiamongst the factors were associated
with creativity and problem solving, communicatimbes, and rejecting the value of an art
for only its excellence in the art. Demographitadaas solicited addressing age, gender,
education and discipline taught. An orientatiostidction between visual and performing
arts educators is suggested.
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CHAPTER |

INTRODUCTION TO THE STUDY

The roles and values of the arts in society haamged over time. The earliest
examples of what are now referred to as art prgbfaipictioned in some perceived magical
sense. By portraying animals visually in the caatelsascaux and Altamira prehistoric
people assured themselves of success in the hyer§M1957). Similarly, the fertility
fetishes of the type found in Willendorf, Austriadaother locations throughout the world
might have been created to magically guarantegiirfig (de la Croix & Tansey, 1980).

This cultic, shamanistic or perhaps magical rolads to question whether items with such a
perceived pragmatic function constitute art. bmdy through historical hindsight that these
items been elevated to the realm of art (Adorn®,7)9 It is not likely that the artist had a
creative or aesthetic motivation; rather, the potslwvere conceived as pragmatic and
functional items (Dewey, 1934/2005). It is possittiat there was little interest in the
presentation at all; whereas, it was the mere exet of the images that mattered (Benjamin,
1936/1969).

As societies developed and civilizations evolvetibacame mimetic with an
objective of imitating nature. Whether intendedlasorative or functional this mimetic
approach has been subsequently derided as somé&thitipan art, destined to fail as art

when “we then recognize in it nothing but a comgririck” (Hegel, 1886/1993, p.48).



Simply imitative art has been considered to bkelitiore than entertainment or decoration,
not rising to the level of art (Ranciere, 2009)owver, the development of ornamentation
and interest in appearance has been recognizexitady as an “enlargement of humanity
and a decisive step towards culture” (Schiller,5/2004, p.125).

Art has been described as a means of reconcilisgrtma sensuous aspects of humans
with their reflective, logical side (Schiller, 172804). This viewpoint essentially bridges
the incompatible naturalistic and moral sides affgde’s character. In this sense one purpose
for art was described as “the purification of tlesgions, instruction and moral perfecting”
(Hegel, 1886/1993, p.55). This moral perspectiae the effect of elevating art to a level on
parity with religion and philosophy as a meanseviealing the truth (Hegel, 1886/1993).
From this viewpoint art functions similarly to rg@lon or philosophy in their revelatory roles,
simply through different media. A more contempgrsecular focus links art with
philosophy and with education. From this perspecért is seen to produce truths that are
the subject of education, truths which are madeifestrand elaborated by philosophy
(Badiou, 2005).

Prior to the romantic era, western fine art largelfected subject matter that was
chosen by other than the artists. Classical stdbgetd religious themes and church edicts
dominated and authority determined the acceptglaihtl appropriateness of art. As art
evolved away from tradition and subject matter bezanore intellectualized, philosophical
society has evolved to a point where the creatfartanay, in the minds of some, have as its
primary concern the investigation of the naturamfNegrin, 2005). Put in other words,
“what art educates us for is therefore nothing tafpam its own existence” (Badiou, 2005, p.

9). Lacking shared traditions and rejecting thetemporary and historical rules and



concepts that had guided art production the Dagltoskk a pessimistic perspective and "felt
that the only way to salvation was through politeaarchy, the natural emotions, the
intuitive and the irrational...the spiritual in afArnason, 1969, p. 291). A different artistic
viewpoint, with a different focus on the spirituegntends that ultimately fine art “concerns
man’s relation to the world as a spiritual beingotfman, 1967, p.47).

A less philosophical and more psychological viempaoif art focuses on the cathartic
benefit of the process of artistic creation. Artescribed as therapeutic, with a reference to
psychoanalysis (Adorno, 1997). Similarly, a wayi@wing the psychological effect of art
is that art represents a “sublimation of the ingshwhere “the artist’s joy in creating, in
giving his phantasies body” (Freud, 1961, p. 29itie more than a technique for alleviating
suffering. Though any suggestion of psychoanalyilisnecessarily be a Jocentury
reference, psychological, cathartic referencenateecessarily unique to the modern era.
An earlier citation indicates that “it may frequigrite the case that with the artist that when
attacked by grief he softens and weakens the iityenishis own feelings in its effect on his

own mind by representing it in art” (Hegel, 188@39p.54).

Background to the Problem

Research on arts education has originated fromohayhumber of diverse
perspectives. For the purposes of this studyealtisation was considered to be inclusive of
both visual and performing arts. Visual includes tdimensional and three dimensional art
and performing arts entails dance, drama, and niusheir various manifestations. These
include such areas as ballet and jazz dance arad &aod instrumental music including band,

orchestra and jazz.



As the philosophical artistic orientations inhergntultures have evolved, so have
the directions of education in the arts. Arts edion has been approached from a
sociological perspective (DiMaggio, 1982), fromaigy perspective (Cataldi, 2004), and
from an ethnographic perspective (Chalmers, 198t)s education can take an academic
approach emphasizing cultural masterpieces and conwontent as advocated in Discipline
Based Art Education (DBAE) (Dobbs, 1992). Arts emtlion has been documented from the
consumer’s point of view with an inquiry from thaebgective viewpoints of elementary
students reflecting a child centered, hands-onagmbr emphasizing self expression (Bay,
2002).

For the purposes of this study it is given thatrdteonale for arts education and the
resultant content and methodologies are driverobiesy and cultural values and needs
(Cataldi, 2004; Neperud, (Ed.).1995). As the indakrevolution gained momentum with
concurrent urbanization and a refocusing of lale@ds, art education was seen from an
economic perspective (Elfland, 1995), industriawdng “enhanced the virtue of
industriousness” (p. 26) and accordingly justified teaching of drawing skills. Notably,
there is little consideration of aesthetics orséidiexpression; the training is firmly grounded
in practical economics. A contemporary corollageen with the current advocacy of an
educational and political focus on a STEM (Sciefl@ghnology, Engineering and Math)
curriculum, it has been suggested that the desidgnrmovation aspects considered inherent
in the arts can be logically included in a STEAMyagach to the classroom (Bequette &
Bequette, 2012), resulting in the addition of atbAhe acronym and a new arts inclusive

focus to the science and math curriculum.



Social reform in the 1920s and 1930s, as exemglifiethe progressive education
movement, resulted in a scientifically based fomugreative self-expression (Freedman,
1995). This focus maintained dominance until dydiensitioned into the so-called
postmodern era, an era where “social pluralismrmiettiiversity, tradition and contextualism”
are embodied (Hamblen, 1995, p.47). These ardesuriptors that are indicative of the
universal truths and commonly held beliefs founéanlier eras.

Research on the attitudes toward arts education ¥@92 through 1996 indicated
that the most popular justification for the usedfin public schools was to teach subjects
other than art (Siegesmund, 1998). The Arts Educ&artnership (AEP) presented a
compendium of current research in the field of adscation (Deasy, 2002). The
compendium was in response to an earlier AEP regpattwas functionally a State of the
Domain summation and a challenge to researcheariinue their research along certain
lines. The theme of the 62 studies selected teesemt arts education research was focused
on the transfer benefits of arts education to oslidject areas generally considered to be
core classes and on the transfer of general cogrskills and psychological constructs, in
particular self-efficacy and motivation (Catter@002). An alternate view on transfer
suggests that if such a motivation for teachingattie might be misguided, “it is claimed that
the more art classes students take, the high&Afescores...but they are even higher when
students take more math courses” (Eisner, 2001, p.7

One observation regarding the AEP Compendium (B&l#2) addressed whether
the use of the art in the research constitutechaetlevant concern was whether art was being
taught or whether there were merely art methodsgogsed to reinforce the other subject’s

content. It was noted that there was no consatesfusition as to what art was.



The issues relative to whether the art in the fearstudies constituted art were
addressed in other studies by broadening the pargp@f other values of the arts in an
integrated arts curriculum (Hull, 2003). A distiilonn was made between arts functioning as
a co-equal element or simply as an element in aesulent role (Bresler, 1995). In this arts
integration model a whole child perspective was leasfzed, the notable difference being
that this research is focused on the arts withsasoraption that arts are co-equal with the
core content areas. This research was associate®reject CREATES which used art
professionals in the classroom (Montgomery, Ottd{#l, 2007).

The Project CREATES perspective was supportedlbteastudy done in Helsinki.

In that study, involving young children, cognitiaad affective benefits were observed
during the course of a long-term project whereghemthan integrating art into other content
areas, other subjects were integrated into artgdNew, Juvanen & Ruismaki, 2011). Equal
emphasis was given to each element of the curmc@nd cooperation between the teacher
and practicing artist was seen as crucial.

Arts education is not immune from contemporarydsetoward accountability in
teaching (Eisner, 2001). In the current educatiol@ate with its inordinate attention to test
results and annualized improvement, due in largetpahe No Child Left Behind
regulations, the arts and other non-academic ekestibjects are readily pushed aside, a
predictable and common consequence of shiftingeanadpriorities; “whenever cuts are to
be made in a school’s budget, courses in musiwédisas art and physical education) are the
first to be eliminated. It is discouraging howdbehree basic skills, so important for
improving the quality of life, are generally considd to be superfluous in the current

educational climate” (Csikszentmihalyi, 1991, p.112



In situations where the arts are retained in theasl; there may be an inclination
toward common objectives and homogenized curriaatha concurrent shift towards
political versus aesthetic objectives (Eisner, 3004/ith less funding and less opportunity to
participate in electives it becomes politically egent to find correlations between arts
experiences and general academic improvement. i hiperspective that lends itself well
to the various approaches to arts integration, itegrtransfer, and other creative

explanations as to how art is beneficial outsigerdalm of art.

Statement of the Problem

A lack of a consensus for why art should be taegitd result in a further
marginalization of art within the general currico{Siegesmund, 1998). According to
Elfland (1995) however, contemporary perspectiiesvamultiple rationales to be engaged,;
and such an eclectic, multi-faceted approach isidened appropriate. Many of the older,
historical theories can be subsumed under this.vielough diversity of purpose and
objectives may be recognized in the post-moderritiphstic view of roles the ambiguity
associated with multiple rationales is not an afsbe lack of consensus amongst art
educators is perceived to be a risk (Siegesmuri)19

There is evidence that consensus is lacking regautie role and value of the arts in
contemporary society and by extension in the sch@déperud, 1995). There is a resultant
variety in the theoretical bases for concurrenedrcation practices. It would not be a new
or unexpected situation for the arts to be devalbedel predicted that eventually
philosophy would supplant art as a means of distogeneaning in life, becoming the

“primary source of self-consciousness in the mo&eai (Negrin, 2005, p. 801).



Some have suggested that art is only about arigBag005 and Ranciére, 2006,
2009), that “what art educates us for is therefmthing apart from its own existence”
(Badiou, 2005, p. 9), and that, in the case oftpagn“painting is the specific realization of
nothing but the possibilities contained in the vergteriality of coloured matter and its
support” (Ranciére, 2009, p.71). If art has achika level of irreducible autonomy and the
primary purpose of art is to discuss art, the opywty for personal meaning making is
restricted in the context of the arts. Teachetsisted with educating the next generations
are incapable of articulating what assumptions dred#heir curriculum if it has never been
convincingly defined by them or for them. It midig argued that a lack of cohesive
direction has the potential to weaken argumente agy the arts should be taught.
Therefore, what needs to be provided is a betteudation of the roles of the arts in

contemporary society and the values that the &s. o

Conceptual Framework

The perspectives found in the literature considanetis study for the roles and
values of art in the schools have been conceptdbzs Art in Society, Aesthetics, and
Psychology and Art. These areas of literaturearebewere chosen to represent the breadth

of potential values that may be articulated by adscators.



Art in Society

To consider such a broad concept as Art in Socsetye type of a historical
framework must be incorporated. A modern viewpaiist recognize the pervasive
influence of Marxism in its various manifestaticarsl theoretical perspectives. Marxist
extrapolations specific to the place art holdsaaiety include the concepts of cultural capital
as espoused by Pierre Bourdieu (1993; Bourdieu 8b8a1991), with its social class
orientation, and the critical inquiry tradition,tiits diversity of social critics from the
philosophical community such as Theodor Adorno 7398 Germany and Paolo Friere
(2008, 2009) in Brazil. Privilege and power aratca to the Marxist orientation and the arts
are seen as both a symptom of social flaws asasel potential tool for helping to correct
them. A key element of the Marxist orientationhe ctivist orientation, as opposed to
traditional philosophical focus on ideas (Crott998).

Three general categories of functional art edunatabes as described by Elfland
include expressionist, reconstructivist, and sdienationalist. The reconstructivist
objective is further divided into reproduction,meention, and reconstruction (Siegesmund,
1998). Adorno, representing the Frankfurt Schand Friere, an educator and literacy
advocate in Brazil (Crotty, 1998), fall within theoad classification of the reconstructivist
functional art education role, albeit principaltpiin a critical inquiry in lieu of art educator
orientation.

Within the context of cultural capital, knowledgkeant is identified as an element of
cultural reproduction and a tool for maintaining gtatus quo in terms of class distinctions
(Bourdieu, 1993). Seen from this perspective thktyato determine if an object is art,

referred to as a symbolic good, is reserved fasehaith the requisite training and cultural



privilege (Bourdieu & Darbel, 1991). Subsequemgipretations of cultural capital theory
suggest that cultural capital may represent an@mei class mobility (DiMaggio, 1982),
essentially arts education may provide opportunitoe less advantaged students to gain
exposure to “those subjects that schools do nohtbat that elites value” (p. 191).

The reconstruction element most closely correspantiscritical inquiry, which sees
a primary role of art as reforming and changingetgc There is a risk that with this critical
consciousness orientation art may be supplantgoblitycs (Eisner, 2001). Within the
critical focus, outsider art, and the art of th@@ssed and subjugated, gain particular
recognition and significance. The advocacy origoaand critical meaning are functionally
preeminent.

These modern emphases can be contrasted withoai¢aseducational role of art of
promulgating the official values held by the cu#tuboth stylistically and through the content
portrayed. This was essentially the reproductae cited by Siegesmund (1998) and
corresponds generally with that characterized byr8ieu (1991, 1993). Historically, in
western culture the keeper of these official valugs commonly been the church but may
have been represented by the secular governmeotenmtially the art academy or a similar
cultural institution. Carried to an extreme suffic@lly sanctioned art might be most
accurately referred to as propaganda, in a seraa@ngpolitics aesthetic or art political
(Benjamin, 1936/1969).

There is a longstanding spiritual and religiouslittan associated with the
contemplation of art and art’s significance. Whtkine Germanic aesthetic tradition, as
exemplified by Schiller, art is conceived as a gatmorality; and by Hegel, where art is

seen as a means, along with religion and philosajehtyuth (Hammermeister, 2002). Hegel

10



saw art as a progressive step to religious expegieneflective of the lingering, officially
directed art tradition - and ultimately to philosgp In these traditions art is conceived as a
vehicle for conveying values. With art evolvingrédlect a substantial degree of autonomy
some, such as painter and educator Hans Hoffmararséself as a singular spiritual
experience (Hoffmann, 1967).

Education has been described as being responeibiieveloping character more
than for developing knowledge (Shim, 2008) or feveloping critical consciousness (Friere,
2008), From these perspectives moral and valueatidun has been considered to be within
the realms of both art and education. Per Hoff(d®67), regarding this responsibility arts
educators play a key role; “artistic expression appreciation is necessary to a complete,
balanced life, and must be an integral part of@mjuring national or racial culture...
providing leadership by teachers and support oklbging artists is a national duty, an
insurance of spiritual solidarity” (p. 58). Thesea well-established tradition of art in a
revelatory role conveying truth and value to sqciek similar role is associated with

education. Both institutions are seen as meapsoplagating values and correcting ills.

Aesthetics

A common theme throughout the philosophical apgreaco art is one of Socio-
Cultural significance, when we experience a workrfve are “always encoded by culture”
(Negrin, 2005, p.818). The concept of a whollyeative, primitive, visceral experience in
or through art is a false one. Our observatiomsp@aIceptions are generated within the
contexts of our culture and our individual expecies (Benjamin, 1936/1969; Dewey,

1934/2005). Culture determines what is or whabisart and these cultural rules are subject

11



to change, “there is no art without eyes that sas art” (Ranciere, 2009, p.72). ltis the
local cultural standards that will determine if@uject is perceived as art and art not only
reflects the values of the culture but conveys them

Western aesthetic thought largely evolved withg @ermanic tradition and is of
relatively recent origin (Hammermeister, 2002).e Hetual scope of what constitutes art has
generally narrowed since the time of Kant and tilsérttion between fine arts and applied
arts has developed in the ensuing time span. dlealked fine arts represented a higher level
of theological, philosophical or spiritual trutlihé total of man’s inner self — his spiritual
world which he can offer only as an artist” (Hoffmd 967, p. 46). Contemporary concepts
of what the arts are seems to be shifting fromehesditionally held and potentially elitist
definitions into visual culture (Eisner, 2001) gmréviously “high-culture performing arts are
becoming less central to cultural capital’” (DiMagdi Mukhtar, 2004, p. 179). This trend
has undoubtedly been pushed along by the artsfieemselves with post-modern inclusion
of popular culture and elevation of folk culturesitatus.

Traditionally, art as a conveyance of high ordetits was not envisioned as a
permanent state. Art will ultimately be supplangdohilosophy as a means of conveying
the absolute per the Hegelian viewpoint (Hegel 618893). The relationship between art
and philosophy continues to be debated today (T,&0@9) with the autonomy of art versus
art as a means of conveying the truth a centraraturing issue with extensive historical
precursors (Badiou, 2005, pp. 8-9). Perhapshbeght that “the concept of art is located in
a historically changing constellation of elemeritsefuses definition” (Adorno, 1997, p. 2) is
an accurate appraisal of the relationship betweemhilosophical field of aesthetics and the

art it presumes to elucidate.
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“A field” has been defined as “a separate sociatense having its own laws of
functioning” (Bourdieu, 1993, p. 162). The artsisist of autonomous fields and the players
determine those laws. The artists, critics andguaorers of the arts, as components of the
field - as the players on the field, determine wthatrules are. As art has evolved and
narrowed, particularly in the modernist era, a gapveen the knowledgeable aesthetes and
the public as a whole developed (Neperud, 199%)s dap can be considered a
discriminator between the classes in the cultuspltal context, or as a driving force that has
brought forth post modernism with a correspondegpgnition of contextualism and
pluralism (Elfland, 1995) and recognition of a \abaulture - as opposed to fine arts versus

secondary arts arrangement.

Psychology and Art

Recognizing the Socio-Cultural perspective, a psiariical point of view relative to
the significance of the arts is legitimate. Thastouctivist concepts proposed by Vygotsky
emphasize the role of social interaction in humewvetbpment, particularly as it involves
language and activity (Vygotsky, 1978). The impade of symbols is a recurring theme
with language being the preeminent and most comgpjstem of symbols, though not the
only one. Written language in particular represenitural symbolism (p. 106).
Developmentally, children’s art is seen as prelamynto written language and symbolic in
nature. Children’s drawing is described as “memorg drawing, he does so in a mode of
speech — telling a story” (Vygotsky, 1978, p. 112)t, specifically children’s art, can be

considered developmentally crucial, like play, with constructivist frame of reference.
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Narrative has been described as a means of defmeg self, with particular
relevance to adolescent and adult development (Mo®s] Josselson, & Lieblich, 2006).
Although narrative in the context of self definities typically contemplated in terms of
verbal media, visual art has been identified aganms of developing narrative (Walsh,

1993). An experiential approach to visual art aadthetics reflects an acknowledgment that
a work of art is “an expression of the self in amebugh a medium” (Dewey, 1934/2005,
p.67), essentially a visual narrative though noitkd to autobiography in this context.

In addition to developmental considerations artlheen described as a therapeutic
experience or as a means of dealing with life’idifties. This is typical of the
psychoanalytic tradition but has been observed neacler and outside of a Freudian
context in contemporary literature. Sufferinglis\dated through “an artist’s joy in creating,
in giving his phantasies body” (Freud, 1961, p.. ZBhis sublimation can benefit the
sensitive observer, though it may be accomplishedmtess effectively. Weakening the
effect of grief (Hegel, 1886/1993) and therapetrgatment of the soul (Badiou, 2005) are
alternate ways of describing the ameliorative bigmef art. A contrary perspective would
indicate that if art functions as sublimation ienbfit as a conveyor of truth is suspect and its

value as art is forfeit (Adorno, 1997).

Purpose of the Study

The purpose of the study was to identity the valaentations held by arts educators
relative to arts in society and in the schools.|tMle objectives and rationale for teaching
art may reasonably be expected to coexist, anthgtesperspective will necessarily be

dominant or more or less correct in arts educatidn.objective of this research was to
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determine if there is a particular philosophicatition or pedagogical perspective that
predominates, whether consciously or not, in coptaary educational thought as conveyed
by arts teachers.

Additionally, since the study approach of Q metHodg has the capacity to identify
the subjective opinions of teachers relative tovidlee of art in society and in the schools,
unique or hybrid concepts may be discerned. Imptbeess of determining value
orientations espoused by arts educators, the stlidered what demographic descriptors

were useful in understanding these orientationstl@a@rts educators who expressed them.

Research Question

The fundamental concern of this study relates ecstibjective, personal opinions of
arts educators as they relate to the notion ov#hges that the arts bring to schools and to
society. Historically, the arts have been heltbfty esteem and credited with enviable
epistemological authority, essentially art washia business of revealing truth but through
visual and tactile means (Hegel, 1886/1993, anedXtgnsion through sound and movement.
In our contemporary pluralistic approach to knowlednd reality, longstanding definitions
have changed and previously accepted content ltasngeless universal. Visual culture has
supplanted fine art for many (Eisner, 2001) andigiinoself expression may be a valid
objective for some, others consider the arts ptiilgnarmeans of educating multi-cultural
values or for developing critical thinking (Siegasmd, 1998). Some express concerns that
the arts are among the first to be cut when educ#tiidgets are cut (Csikzsentmihalyi,
1991), others respond by identifying how the aresactually true partners in academic

learning through their positive effects on psyclgatal development and behavior (Catterall,
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2002). This justification of the arts through swdgnitive transfer arguments is contrary to
the stance that the arts stand alone, that aréstieavors are essential to a balanced and
complete existence (Hoffman, 1967) and that ndh&rrjustification is necessary.

With limited resources a constant consideratiopuhlic education, benefit to society
is a reasonable criterion for determining inclusiothe curriculum. Therefore, it is
imperative to describe what those who teach tlselmtieve and to discern their opinions
relative to the values they believe teaching théopaing and visual arts bring to the schools

and to society.
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CHAPTER Il

REVIEW OF RELEVANT LITERATURE

The purpose of this study was to identity the amisithat arts educators hold
relative to the value of the arts in the school$ iansociety. Relevant literature has been
organized and discussed in this chapter in ternastefin society, aesthetics, psychology
and the arts, and arts education. It is clearahgtnumber of classification schemes
could have been chosen and that there are noleadaries between concepts.
However, large bodies of literature have beenlhidtio what might best inform the

research conducted here.

Art in Society

A subtext that runs through all of the major thenmethe literature is one of
culture. Chang (2012) defined six sociologicatlians for looking at art, identifying
the principal theorists or authors associated eath.

A humanistic/historical tradition was identifieditivan iconographic, symbolic
and interpretative viewpoint; a Marxist traditiomiah focuses on art from an economic
perspective; a cultural studies tradition whichelective of critical thinking with
psychoanalytic influences; an institutional persipecwhich attributes institutional

acceptance as a primary criteria for an artifactg® to the level of art; an
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anthropological view which emphasizes the contdxaspects of art; and finally an
empirical tradition with an interest in markets amslal culture in lieu of traditional fine
art distinctions. There are not clear boundaretg/ben the identified schools of thought.
Concepts and theorists exist simultaneously iniplaltraditions and perspectives
developed in one tradition evolve into anotheritrad altogether while retaining critical
traits.

Within the aesthetics domain in the laté"T@ntury culture was identified as the
source of depravity in people (Schiller, 1795/20®#aming culture for the alienation of
people was revisited in the 2@entury by Lukacs who observed that society hddaed
art to mere entertainment (Hammermeister, 2002}, atong with science, language and
religion are considered fundamental elements ofdnity and culture in Cassirer’s
aesthetics (Hammermeister, 2002).

Whether seen as a means of overcoming the negativence of society or as a
reflection of society or as a product of socielty arts have been consistently and
intrinsically linked to society and culture. Thawantic notion of the artist as somehow
outside of the culture does not stand up. Ratherartist “cannot divest himself, in his
new perception, of meanings funded from his past@ourse with his surroundings”
(Dewey, 1934/2005, p. 93). As opposed to beingestyme of outsider observing society
the artist can be described as “being imbeddelddriabric of tradition” (Benjamin,
1936/1969, p. 223). Though the artist may functroa critical role as “an active agent
for social change” (Siegesmund, 1998, p. 202) ttist participates from within the
culture and reflects the influences of the cul@aset is not feasible to extricate oneself

wholly from the elements from which one has spruhat a “person sees in a painting

18



IS not just a picture, but a ‘thought machine’ timudes the painter’'s emotions, hopes,
and ideas — as well as the spirit of the cultuitthe historical period in which he lived”
(Csikzsentmihalyi, 1991, p. 118).

In the 1960s the concept of cultural capital wasdwed by Sociologists from
the field of economics. One of the principal progots of the concept was French
sociologist Pierre Bourdieu. Each configuratioradf or “identifiable sequence, initiated
by an event, comprising a virtually infinite comgléBadiou, 2005, p. 13) will possess a
unique set of rules for interpretation (Bourdiewé&rbel, 1991). The difficulty or ease of
interpretation of a work of art is dependent on hmuch association the artist retained
with the previous configuration. Knowledge of tiides of interpretation, essentially
deciphering, is primarily within the domain of thpper classes (Bourdieu, 1993). In this
sense knowledge and appreciation of the arts bexardéscriminator between classes
and a hindrance to social mobility.

If knowledge and understanding of the arts is peeckas a discriminator
between classes, it follows that education in titeia a potential avenue for class
mobility. This alternative way of looking at cutal capital holds that study of the arts
and participation in artistic endeavors “may beacpcal and useful strategy for low
status students who aspire towards upward mobiliyaggio, 1982, p. 190). A
cultural capital approach to arts education faworsnoisseurship and knowledge as
opposed to performance and production.

One view of the arts is that they can constitutéstéor critical inquiry and a
method for challenging the status quo and documesmsibcial ills, essentially

establishing a cultural dialogue. As opposed ¢ordproduction role inherent in
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Bourdieu’s analysis, art assumes a reconstructin(6iegesmund, 1998) when
considered from the critical inquiry perspective.

Art has been used as an integral part of literayaitical consciousness
teaching where drawings by a well known Braziliatisawere used to define scenarios
reflective of local culture (Friere, 2008). Viswadagery was used to initiate reflection
on the students’ role in their culture and to atidialogue, a preferred method of critical
consciousness education. In this context educatiost focus on reflection and critical
thinking and communication; hence efforts in theseaof literacy (Friere, 2009). These
focuses are consistent with those associated hatineiconstruction role of art, to be
active in the world and to improve upon it; funcialy people are to “be in the world,
but to engage in relations with the world-that thgb acts of creation and re-creation,
man makes cultural reality and thereby adds ta#taral world, which he did not make”
(Friere, 2008, p. 39). Collaboration, problem smjvand student centered learning are
all elements of Friere’s approach to educatiomnaitely critical consciousness and
transformation are the essence (Shim, 2008).

The Marxist tradition is strongly associated withical inquiry, beginning with
Marx and Engles and their economic focus. Amomrgwhstern heirs to Marx, in
addition to Friere, is the Frankfurt School with d@rigins in the Institute for Social
Research; though the extent of their Marxist oagah is subject to debate (Crotty,
1998). The Frankfurt School was more focused ercthtural than the economic but
retained the underlying critical inquiry and sogiadtice emphasis of the Marxists.

Among the key persons associated with the FranEcinbol is Theodor Adorno.
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Aesthetics

Theodor Adorno is most associated with the constiicritical theory, but he
was personally interested in the arts and wrotersktely on artistic and aesthetic topics
culminating in Aesthetische Theorie, 1970, publistiee year following his death.
Adorno represented the modernist viewpoint in avgionary series of German
aesthetic philosophers addressing the role ofearéilly and the role of art as a
conveyor of truth specifically. The German aestheeadition is commonly associated
with Schiller and Hegel, as successors to Kantrasponsible for shifting the field of
aesthetics from an emphasis on natural considesatibbeauty to art, though
Baumgarten and others warrant consideration as(itathmermeister, 2002).

Within the Germanic tradition art has been congideo be one of three principal
modes of attaining the truth, along with religiardghilosophy. The traditional
viewpoint describes art’s reign as temporary, itldailtimately be replaced by
philosophy (Hegel, 1886/1993), perceived as a soipeption. In contrast, Adorno saw
art as superior to philosophy but he similarly veeWt as a temporary situation; as a
conveyor of truth art would become obsolete up@naithievement of an enlightened
society (Hammermeister, 2002).

Art is seen as a means of achieving spiritualityooel the self (Hoffman, 1967);
though from an aesthetic perspective this can ée as representing the artist’s voice
instead of that of the philosopher. This viewp@ahoes that of Schiller and Hegel albeit
from a secular, non-Christian perspective. Inresedinking the earth bound social and
cultural with the historical spiritual and relig®tocus, art is seen as a remedy for an

adopted country. “America now suffers spiritualedy, and art must come more fully
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into American life before her leisure can becomiguce”. Leisure occupation it was
previously explained “takes intelligence and tmagniself-discipline and fine sensibility,
to gain renewed life” (Hoffman, 1967, p. 56). Thnception of spirituality is focused
on nature as the source of inspiration, and “ematiand intellectual synthesis” (p. 72),
in lieu of divine sources of truth common in theipa

An experiential outlook within the context of aesih theory, harkening back to
Dewey (1934/2005), is broadly defined while docutmanthe diversity of opinion
relative to what the aesthetic experience mightrmedhe domain of art education
(White, 2011). Art cannot be separated from thgeeiences that not only the artist but
additionally the observer bring to the aesthetigegience, where the emphasis is on the
sensuous. From this perspective the thresholdi&ssification of an item as art is
lowered, the focus being on the experience. Alhalt necessarily be evaluated within a
framework of experiences that the viewer bringgh®osituation. Art experiences within
this context are concerned with meaning makinghene clear social and cultural
origins. A post-modern element emerges under awggenario since meaning is self
made, experience driven and unique to the individvariable meanings are
demonstrated by distinct participants in similasthetic experiences but as they share
cultural backgrounds and “regardless of their ighesatic approaches to meaning
making the participants’ responses ultimately cogeeround certain values” (p. 19).

Value orientations, in lieu of an experiential otegion, can logically be the focus
of the aesthetic experience within the culturabpective. Citing the Kluckhohn and
Strodtbeck Model of Value Orientations the core@hsions inherent in all cultures that

provide context and within which meaning is madedescribed (Kuster, 2005). These
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core dimensions are described as problems to lveea@d or addressed and include time
orientation, activity orientation and relationalemttation. Ultimately the orientations
expressed evolve based on personal experienceas withural perspectives. The
importance of this perspective lies in multi-cuttiueducation and particularly in the
recognition that the experience an individual t&ative to the arts will reflect the values
of the culture the individual brings to the occasi®Whether persons focus on the past,
the present or the future; whether persons aretapeous, focused on self-control or
focused on satisfying an outside standard; or vérgibrsons are primarily concerned
with themselves, the group, or the group througtetare culturally driven and define the
individual (Kuster, 2005). Recognition of suchfdiences has implications in aesthetic

experience as well as art interpretation and prioioic

Psychology and Art

Human development is commonly seen as being cliitirased; learning takes
place in interactive social situations and involtles individual transforming information
into new knowledge (Vygotsky, 1978). A key elemehthis approach is the socio-
cultural context in which development occurs. fadts and cultural symbols are
inherent in the culture with language being thenariy cultural tool, initially verbal and
subsequently written. Drawing is “a preliminargge in the development of written
language” (p. 113). It has been suggested thaingition in children’s drawing activities
“be arranged by shifting the child’s activity frasnawing things to drawing speech” (p.

115). To that extent art instruction and produttias a culturally based means of
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expression, can be described as developmenta isethse of the psychological
construct.

The creation of art has been described as a naatocess (Walsh, 1993),
particularly for young children. Another perspeetindicates “a child unburdens his
repository of memory in drawing; he does so inrtiaele of speech-telling a story”
(Vygotsky, 1978, p. 112). Artis seen as “a crutwal for making sense of our lives”
(Walsh, 1993, p. 18). Self expression is not themediate goal from a narrative point of
view, self construction is, making meaning in awally important way — “both art and
artists are socially constructed” (p. 19). Devebtentally, narratives in the form of life
stories are described as a way of creating idemtiadults (McAdams, 2001). Identity,
as distinguished from self, is not a concern faldcen, becoming an issue in
adolescence. It is explained that “making sengheMmodern self as it changes over
time centrally involves the construction of selfadives” (McAdams, 1996, p. 298).
Both perspectives, addressing similar constructiffarent populations, emphasize
development within a culture.

The inclusion of psychological factors when distugart is indispensible
(Dewey, 1934/2005). The experiential focus empessthe interaction between a
person and the environment and lends itself toldpw@ental discussions as well - “the
self acts as well as undergoes” (p. 256). Thetastings cultural and experiential
background to the artwork but in turn is acted upgnhe experience and is changed
through the process.

In addition to described developmental aspecth®ftts references to the

cathartic benefits of art are common throughoutitbeature (Adorno, 1997; Badiou,
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2005; Freud, 1961). From the psychoanalytic petspeart is seen as a “substitutive
satisfaction” (Freud, 1961, p. 24). From this pergive it is considered that art is
illusory and contrary to reality yet is seen ag#active means of dealing with suffering.

A dramatic example of the cathartic benefits ofimgeen in the efforts of Friedl
Dicker-Brandeis, a Bauhaus trained art educator nvamtained art classes for children
held in the Theresienstadt concentration camp egcliaslovakia from 1942 — 1944
(Leshnoff, 2012). Following Cizek’s progressivaiedtion theories Dicker-Brandeis
believed that creative expression could be uséiscend unpleasant circumstances; in
Bauhaus terms, through Aesthetic Empathy (Wix, 2012

A more obvious and currently popular link to adrfr the domain of psychology
relates to creativity. Within the documentatiortteé Csikszentmihalyi theory of Flow
(1991, 1997) and similarly in the Piirto Pyramidiaflent Development (Piirto, 2004)
experiential and cultural influences and factoet 8eem to result in more creative
individuals are identified and documented. Thouoghlimited to the arts, creativity is
traditionally associated with the arts and artiggichniques have been used to evaluate
and measure creativity.

Creativity is manifested by those who are well edrg their chosen field but
typically have expertise in others (Csikszentmihdl997), “She follows her own star
and creates her own career. At the same time ssiheeply steeped in the tradition of the
culture; she learns and respects the rules ofdh®adh and is responsive to the opinions
of the field — as long as those opinions do noflaxiwith personal experience’(p. 363).
Domain expertise is not enough. Seven elements I identified in one analysis that

contribute toward making “creative contributionsgible: training, expectations,
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resources, recognition, hope, opportunity and rdivgr. 330). An alternate view
identifies a genetic aspect, personality attributegnitive abilities, domain specific
talent and environmental elements including horoajraunity, school and gender
(Piirto, 2004). Both viewpoints acknowledge th&erof luck, perhaps as a matter of
being in the right place at the right time.

Though individuals in multiple fields and diverssreer paths are credited with
being creative it is fairly recently that creatyvas a desirable attribute has been
promoted outside of traditionally creative, typlgadrtistic, domains in the education
community. With the acceleration of technologythathe associated problems
technology brings, and with a corresponding drdprothe number of students that are
being educated in the science, technology, engmgeand math fields there have been
concerted efforts by higher education, governmadtiadustry to push these areas of
study. Recently educators in the arts have bagmtpthe contributions those trained in
design and traditionally creative fields have tteofn the technology conversation
(Maeda, 2012).

Innovation and creativity have always existed m dints. Innovation and
creativity have not always been valued in the aew trends and schools are typically
met with resistance; Manet’'s submission to the éme®alon of 1863 was rejected
because of its unorthodox style, subject matterteamoedimensionality (Arnason, 1969).
Rather than embracing the innovation the “technigtigiated the professional critics,
almost as though they sensed... a revolution thattevesestroy the comfortable world of

secure values of which they felt themselves tchleegguardians” (p. 18).
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Art Education

Contemporary art education policy trends since 1&@0wvell documented have
taken a variety of directions and have been stdeyativerse research, various
researchers, multiple organizations and ever cingngplitical movements. Specific
influences that have had dominant roles in detangipolicy direction include
individuals such as Eisner; governmental agenciek as the Department of Education
through the National Endowment for the Arts; nowgmmental organizations such as
the Getty Center for Education in the Arts (GCE&pnesenting the Discipline-Based Art
Education (DBAE) perspective; and professional nizitions such as the National Art
Education Association (NAEA) and the Music Educsatdational Conference (MENC)
which joined with their counterparts in dance arahth to form the Consortium of
National Arts Education Associations (CNAEA) (Caiak004).

To the extent that the concern is primarily wittbfpeieducation, it can be
asserted that public policy should be driving auium choices. Regulation requires that
educational programs are to be research basedHEAusation Partnership et al, 2005).
The diversity of interests to be served, influegdiactors, and motivations insure that
there is not a consistent or single dominant apprdéa teaching the arts. With the
enactment of Elementary and Secondary Educatiom®2D01, known as No Child Left
Behind (NCLB), arts education was deemed to be@ sabject. In a manner of
speaking the arts were elevated to the level ob#sics. This was in contrast to the
exclusion of the arts in the National Educationah(s of 1995 (Cataldi, 2004). What
arts programs would look like was largely left be Wiscretion of the states however,

further insuring that commonality was not likely.
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A diversity of approaches is not inherently wromgeween undesirable, recalling a
fundamental complaint expressed in the AEP compen@2002), without some
agreement on terms and objectives it is difficolcdme to any conclusions based on
research. Even more fundamentally, it is difficalknow what research to pursue in the
first place. The NCLB requires that educationalgpams are to be research based (Arts
Education Partnership et al, 2005). There is ddomental issue if those who presume to
represent the disciplines from a policy perspeataenot agree on direction.

Theoretical perspective drives the emphasis oirtsieuction. The DBAE
approach could be described as a cultural liteagpgpyoach to art. It is primarily
concerned with historically recognized visual artl @eemphasizes the classroom and
studio. DBAE deemphasizes production in favoragessibility and in turn emphasizes
accommodation of the non-art educated classroocnéegBay, 2002).

References to changes in focus in art educaticetipes in our current post-
modern era are well documented (Neperud, 1995), avitansition away from the
emphasis on self expression that was associatbdovagressive education and
children’s free expression. As arts educationdaaked away from some of the
autonomy and the art for art's sake mentality assed with modernism and most of the
20" century, different sets of values have evolvedsu¥l culture and multi-cultural
recognition have gained significance. Orientatitivad might have been considered part
of fringe critical theory perspectives not long agovironmental and community
awareness for example, are integrated into puldlca&tion environments.

The current STEM (science, technology, engineegimymath) groundswell in

public education, strongly advocated by industadkirs in high technology industries,
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has resulted in the art community advocating f8T&AM focus with the inclusion of

the arts, and the corresponding addition of an thénacronym. STEAM is an approach
toward the development of critical and divergeimking, traits considered to be inherent
in the arts, with anticipated results reflectedhimovation, with an artistic eye making
sense of the complex (Maeda, 2012).

The STEAM approach is functional design orientedppposed to the traditional
fine arts orientation of compositional design (Betj@ & Bequette, 2012). This approach
advocates cooperative activities involving scieacd the arts and recognizes similarities
between the scientific method, engineering designgsses and traditional art design
processes — especially as they relate to probledmfyy and creative problem solving.

It is understood that all artistic activity occuvihin a cultural context, though
this context may be manifested in an oppositiorehmer as in Dadaist or critical or
outsider art. This understanding of the importaoicée cultural aspect is the basis for
an ethnological treatment of art education (Chaém#&®81), “art communicates only
when it expresses an idea or attitude in a fornclvbthers have, to some degree
experienced” (p. 7). Fundamentally this represartttsaught from an anthropological
perspective with consideration given to subgroupsthe relationships between
subgroups to insure relevance. Education, inctusharts education, performs an
enculturation role, teaching students how to fuorcappropriately with an understanding
of the cultural importance of the arts. As a nratfecourse multi-cultural art, folk arts
and popular arts will receive added focus when suplrspective is emphasized.

A cultural emphasis may be state directed. Theomapce of cultural heritage

and creation of artifacts within Norwegian edudasiiocontext has been described
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(Gardvik, 2012). As countries become increasimgiyti-cultural through immigration
there is a potential reaction to preserve theaatsf of traditional culture. In the
Norwegian instance there is no indication that rauttural perspectives are excluded.
There is simply an added focus on preserving landlnational culture, in this case in a
social context with an emphasis on nature. Thegqe®has been summarized: “the
creative process working through local art, lartcaad social art are learning areas that
generate new understanding and insight” (p. 18milar orientations are evident in

neighboring Scandinavian and Northern EuropeantoesnAune, 2012).
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CHAPTER IlI

METHODOLOGY

The current study was structured as a two-phasszeps. The two phases were
independently submitted to the IRB for approvaphase Il was dependent on results
from phase | for definition. IRB approval was awred for each phase (Appendix A).
The literature review identified key topics and swucts that formed the basis for phase
I, a series of interviews with arts educators.héitgh the interviews provided qualitative
data useful for interpretation purposes, the prjnmdnjective of the interviews was to
generate a series of statements representing teypspectives for use in the second

phase of the study, a Q methodological sort.

Q Methodology

Q methodology is seen as an appropriate, if natljdeol to approach this study.
Q methodology is focused on the individual’'s pahtiew, on identifying subjective
feelings and opinions as opposed to determiningigdizable attributes common to all
members of a population. From the perspective ofeghodology individual subjective
points of view, despite their personal and sekreftial nature are capable of scientific

study (McKeown & Thomas, 1988).
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In this case the objective is to determine whaividdal teacher’s opinions are
about the role of the arts in society and in tHests, and by extension about teaching
the arts; necessarily personal statements of apinide results of the responses were
factor analyzed, essentially correlating like mithgersons responding, as opposed to the
typical approach of correlating the test resultgaits (Stephenson, 1953). In the sorting
process the participants are essentially assighgmgselves to the factor that is most
closely aligned with their own internal frame ofence (McKeown & Thomas, 1988).

The Q methodological approach is by nature se#fregitial (McKeown &

Thomas, 1988), in this case addressing the opirhiettsby the teachers being queried.

In Q methodology the subjects rank order, or Q;Sannple statements, the Q-set,
selected from a concourse of statements accordiagyiven condition of instruction.

The concourse is basically the population of @tesnents representing all opinions about
the subject (Brown, 1980). A breadth of opinioheidd be represented.

The participants in a Q methodological study, theeE are not randomly
selected. Since the intent is to identify the satiye points of view of a targeted group
the participants should be those who have beemmdigted to be “theoretically relevant
to the problem under consideration” (Brown, 1980132). In this case the targeted
participants are arts educators. One can thealigtize even more specific and select
“persons who... are expected to define a factorl@a), to that extent the participants
should represent different viewpoints within thegkx set to insure the desired breadth
and variety is likely to be represented.

The participants follow instructions provided byegsearcher’s script. In a face to

face application these directions would typicakydone verbally, in this instance the
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written script provided flexibility. There were pprtunities to do some face-to-face sorts
but others were done remotely via mail as welllestenically with email.

The relative strengths of the statements, as detechby the sorter, range from a
Most Like Me positive array position to a Most kdiMe negative array position. The
strength assigned to a statement, as well as #efisgmeaning of the statement is that
assigned by the sorter. The statements are santadyad that loosely mimics a standard
curve (Figure 3.1). In the center is the arrayitpmsof zero, essentially a neutral
position where the sorter has no opinion on theestant. The extreme positive positions

and extreme negative positions represent strongi@popinions of equal intensity.

Figure 1.Example of a Sorting Grid

coll col2 <col3 cold col5 <col6 <col7 col8 col9 coll0 colll
-5 -4 -3 -2 -1 0 1 2 3 4 5
Most Unlike Me Neutral Most Like Me

33



When sorting the Q statements the respondentsavalpd a condition of
instruction; basically the context under which tlaeg to sort, a guide for the sorting
activity. The participants are asked to consiaev khe attached statements align with
their own beliefs and opinions relative to theedlatondition of instruction. The
participants in the study, the P-set (Brown, 1980hstitute the variables and
randomization of respondents is neither necessargesirable. As the stated purpose of
a Q study is to identity the attitudes and opinitirag participants hold relative to the
subject being studied target subjects for the mygshould be persons who are likely to

have diverse opinions on the subject.

Participants

The participants in this study, the P-set (Brow38@), were current and past arts
teachers selected via a snowball technique. Asttdted purpose of a Q study is to
identity the attitudes and opinions that arts ethusahold relative to arts in society and in
the schools, current and former teachers of tisecanstitute the target subjects for this

inquiry.

Instrument Development

A Q-set, the statements to be sorted, is a thealBtiselected sample from the
concourse, essentially the population of all agfiie statements. A ready-made Q-set,
such as one where all the statements are foundtarthterature, is a legitimate
approach for sampling (McKeown & Thomas, 1988)at&nents derived from

interviews with individuals intentionally selectbdcause of their anticipated perspective
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is most consistent with the self referent natur® ahethodology, such statements are
referred to as naturalistic statements (McKeownh®ras, 1988).

The Q-set for sorting in this case was determiheoligh a progressive process.
Initially a series of statements were derived fittvn literature, representative of the
concourse. The statements were extracted frontesuepresentative of various
philosophical, psychological, and educational peciges addressing the roles and
functions of art in western society (Appendix Bor the purpose of capturing all views
in the subsequent interviews the literature sounare more discretely categorized as:
aesthetics, art for art’s sake, cognitive transfezativity, critical consciousness,
criticism, cultural capital, experiential and psgtierapy. The area name is reflective of
the principal focus of the original source literatu

The broad areas garnered from the literature asisise development of the phase
| interview protocol. The sources lose their ralese when the statements are taken out
of context and the categories are by no means anttouns, the distinctions between them
are often difficult to identify. For statementegion purposes it is convenient to have
categories as starting points. A hybrid Q-setis which uses statements derived from

multiple sources, as is the case in the presedystu

Phase |

The original sample of 150 statements from liten@tuas not conversational and
laid semantic traps. The statements lost clantymeaning when out of context and
language tended to be overly specialized in masgs;anot statements that would be

appropriate for an educator to make when consigehia condition of instruction: In
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your opinion, what value do the arts bring to séb@md to society? Instead of selecting
from the literature derived statements directlydse in sorting the potential directions
indicated by these statements were used to dewelaperview protocol.

The sources for the statements representing theooose were chosen with the
intent of providing maximum variation of opiniontdo not necessarily reflect a position
consistent with the source material once takerobabntext. The source texts generally
relate to the organizational structure identifiecthapter 2, that is, art in society,
aesthetics, psychology and art, and art educatibmbre refined with these major
categories further subdivided. Using the literatbased statements, an interview
protocol was created and six arts educators weraited as interviewees. The objective
of the interviews was to translate technical anidbpbphical language statements into
teacher vernacular and to identify any perspectivasdid not emerge from the literature
searches. The interviews served a second funictitivat they were useful in factor
interpretation later in the process.

The interviewees, as well as the P-set, were puglgsselected. Consistent with
the objectives of Q methodology and contrary to tgogntitative techniques the goal is
to “select persons according to a plan, in suclap &s to control specifiable or possible
influences” (Stephenson, 1953, p. 68). In thigec#se desired opinions are from
educators in the arts. In order to maximize valitgwithin this narrow grouping a
variety of respondents with different charactecstivere recruited, while still being
consistent with the arts educator criteria.

Six arts educators were recruited for interviewsur subjects were actively

teaching, while two were recently retired. A dsigy of educators representing different

36



art types was desired and one drama, one musifbangisual arts educators ultimately
consented to interviews. The music person hacktefrom a position in arts
administration and one of the visual arts educat@s involved in museum and on line
art education. The others were classroom teaelti¢he® middle school and high school
levels. The interviews were generally conducteglbgne, only one was done face-to-
face. Scripted questions were used based on tizel ihemes developed from the
literature review. The questions addressed aéstineiory in various manifestations,
including historical and contemporary perspectiasswell as psychological
considerations including creativity, therapeutioéi@s and cognitive transfer and
sociological concepts such as critical consciousaesl cultural capital. The descriptor
identifying the theoretical construct is a mattecanvenience for the researcher and
meaning is assigned by the respondents.

The construct a statement is associated with osdhbece it was derived from has
no meaning once sorted, at that point it is ongyrtieaning attributed to the statement by
the sorter that is relevant. Categorization igulse modeling the concourse to both
define the breadth of the phenomenon being stughedo select statements
methodically. The results were factor analyzediatetpretation was determined by the
statements as they were associated with the factotrsheir origins. There are not
clearly defined philosophical borders where thestautts begin and end. Creativity is a
specific area that Csikszentmihalyi (1997) is asged with but creativity has a strong
association with psychology, another identifiecegaty.

Dewey (1934/2005) is noted as an educational pbyllosr but the text cited as a

source clearly addresses aesthetic concernscdniextually distinguishable from the
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Germanic aesthetic tradition where most of thoatestents cited as aesthetic statements
are derived. In order to make this distinctioraclidhe Dewey statements are identified as
experiential. Though Benjamin (1936/1969) hag@nst association with the Frankfurt
School and critical inquiry he is most noted asiticg part of ‘the field’ in the words of
Bourdieu (1993) and it is with criticism that hisatements are associated.

Nineteen sources from literature were initially diser narrowing the concourse;
ultimately 10 sources contributed 16 statementhdd-sort. Another 31 statements
were derived from the interviews, resulting in 4g&tements identified for sorting. The

statements and literature sources are identifiggpjmendix B.

Phase Il

Q studies are different from other quantitativedsts in two noteworthy ways.
They do not benefit from very large samples andloamzation is not desired. The
number of sorters should be adequate to propeshgsent the number of factors that
will, theoretically, be generated. What is sougtd group of subjects large enough to
represent the factors and to provide some meas$uediability to the factors; this is
achieved by having multiple persons defining eadtdr (Brown, 1980).

The participants for this study were contacted r@eduited via the snowballing
method. The initial six interviewees constitutad tore participants. They were each
aware there would be a phase two incorporating thputs from phase one, each
consented to being recruited for phase two whera# ready for release. A recruiting
flyer and study description had been provided ttheaior to the interviews; a phase 2

description and corresponding recruiting flyer weubsequently provided prior to these
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initial sorts. For the sorting phase each wagéuavio forward the package on to arts
educators they were familiar with who might be iagted in participating. Their
acquaintances were in turn asked to do the same.

The objective was to have between 25 and 45 indalglsort. This would
provide an adequate number to define factors. étighhmbers of subjects do not provide
any particular benefit where the subjects constitoé variables and the intent is to
define the factors, not determine their distribat{Brown, 1980). The snowball method
is not, however, ideally suited to purposive subjeéentification and recruiting but by
starting with a core of six teachers from differarttdisciplines, career positions and
instructional settings the desired variation innog could be achieved.

Basic demographics were collected and considerrelievance as factors were
identified. Age, gender and educational informaticere solicited along with the subject
matter and grade levels each was certified to téappendix C). The demographic
information was coded to protect identity and fase of sorting. The option for follow-
up interviews, particularly with those who defirtb@ resulting factors was requested.

A six digit code with a +/- suffix was devised. élbubjects were asked to
identify their age, their gender, highest levekdtication attained and whether they were
national board certified. The code was used fenidication in the software analysis
activity as well as demographic evaluation in ofemaintain anonymity.

Certification by subject was requested, as theysivas addressing arts education
visual art, dance, drama and music distinctionseweside. This proved to be somewhat

problematic when one respondent was a visual acher in a private school and was not
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certified and another was certified in both visailand music. A third teacher taught
visual art but was certified in language arts t@aghinder an alternate certificate

The suffix was not originally planned for codingwnias added when it became
clear how many of the respondents were certifiegach subjects outside of the four
primary art content areas targeted for inclusiothia study. Nearly half of the

respondents (n=12) are certified to teach nontdojests as well.

Procedures and Analysis

The columns on the sorting matrix were identifisctal 1 to col 11 as presented
to the participants and alternately as -5 to +rséoring purposes. The condition of
instruction as presented in this study was: In yapinion, what value do the arts bring to
schools and to society? The 47 statements weignasisto positions on the matrix
individually by the participants according to hotnosigly the sorter felt about the
statement, positively or negatively, when consiaggthe condition of instruction.

The Q-sorts were initially analyzed using PQMetkottiware developed by Peter

Schmolck (2012). It is available on linehatp://schmolck.userweb.mwn.de/amethod/.

The subjects are assigned a distinguishing codequsy described and their assigned
values against all statements are input undercthde. The resulting factor loadings
were interpreted by evaluating the array scoresceéest®d with each subject as well as
correlations between factors and the demographemtavided by the participants.

The PQMethod software identifies unrotated faacdadings and provides options
for manual centroid rotation based on theoretioalysis and researcher judgment or,

alternatively, centroid rotation using varimax whigill automatically generate the
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mathematical best fit. This may not be the thecakfit the researcher desires however.
Matrices are generated which identify factor logdiby value by subject identifying
which subjects are associated with which factoddifonally z-scores by statement by
factor, correlations between sorters, consenstenséats and z-score and rankings of
statements are provided to aid in factor interpieta

In addition to the output generated by PQMethodstitgects provided, as part of
the demographic form, narrative responses to tlestopns: 1) What attribute is most
important in making you an effective teacher? &)dVhat is your personal philosophy
of teaching?These narrative responses as well as the intedaavcreated prior to the
sorting exercises provide insight and clarificatioto the factors.

The demographic form asked for permission to cdrbacsubject after sorting if
clarification was needed on the results. Idedlly tvould be done with the highest or
purest sorter defining the factor. Because otweephase approach starting with
interviews there was narrative data available gndhe sorting for subsequent
interpretation assistance. A high proportion @ tespondents were not willing to be
interviewed after the sorting. This narrative ih@s well as any comments provided on
the demographic forms was used to illuminate totofaresults.

Factors require interpretation after being ideatifithere is some latitude on the
part of the researcher but the interpretation roastupported by data including factor
loadings and relative array positions of the statets by factor. The theoretical
perspectives and personal interests and backgmiuihé researcher will be part of the

equation however the existence of the factors iglisputable (Brown, 1980).
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Analysis of the factors initially focused on iddpitng what made a given factor
unique. This involved identifying those statememlsch had the highest and lowest z-
scores; it is important to remember that a negatogge is just as passionate as the
corresponding positive score. That is, a -5 witltrang negative z-score is just as
meaningful as a +5 with a corresponding high z-sclbris the nature of the forced
distribution of a Q-sort that the subject makegeiglon on each statement. Statements
that are negatively arrayed are as telling as thuaeare positive; the nuance is as likely
to be conveyed in the negative array position aptsitive. Alternatively what
distinguishes one factor from another may in facthat a particular statement or family
of statements was not strongly viewed but was simpt considered. In that sense -1, 0
or +1 array positions may take on meaning whenidensd relative to the other factors.
Distinguishing statements with associated levelsigrificance are evaluated. A score
that is not so strong, for instance +/- 2, mayddevant in comparison to other factors
which may have had extreme opinions about thagrsiamt. It is not a statement the
factor feels strongly about but it is distinguidipiior that very reason.

Comparisons between arrays by statement and caspoparof consensus versus
disagreement between arrays indicated those statenat constituted outliers and
items of interest. Overall consensus, as detewyecorrelation of the z-scores, was
used to verify where the arrays are not differéfftis was a critical element in
determining what made a factor unique by identdyaptions that are not viable.

Finally, evaluations of the demographic data predidnd the commentary volunteered

was examined to identify any characteristics alestdeliefs that may convey meaning.
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When the data had been interpreted, a name wagaddo the factor to
represent general distinctions across viewpoiftsee name provided a descriptor to
improve findings against as analysis evolved, i viaratively revised as findings were
perfected and contradictions resolved. When arsalyas complete the factor names
constituted descriptors which accurately represktiite subjective opinions of those arts
educators defining the factor. Essentially thgexttb have classified themselves into like
minded thematic groups. The names describe thesgpgin meaningful ways such that
the elements of their self description are clear.

One of the strengths of Q is its ability to uncomew and unanticipated
perspectives on, or aspects of, a phenomenon. dilbdueasoning allows new
hypotheses describing new phenomena to be devetbpmeyh the process of factor
analysis (Brown, 1980).

The concept of validity has little meaning whencdissing Q methodological
research as the personal subjective opinions aialdats of an individual do not have
and external referent to be compared to, Q stuadeseliable however and reliability is
enhanced by having more persons define the faBtomn, 1980). It should be noted
that a particular Q study will not necessarily itiigrall factors associated with a given
phenomenon, but once a factor has been identifieaisibeen demonstrated to exist and
can be assumed to exist under the same conditimstofiction elsewhere (Brown,

1980).
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CHAPTER IV

RESULTS

A total of 25 participants sorted the 47 statenf@siet. Their responses were
entered into PQMethod software for factor analgsid the results were rotated using
varimax. Of the 25 total participants18 of thenfirtke three factors, five were

confounded, defining more than one factor, anddefned no factor.

The Factors

A three factor solution resulted from the Q-sofitalfle 1), though the z-scores are
fairly highly correlated there is variability indited that suggests that these three value
orientations represent meaningful differences.té¢famne and two had a correlation
value of .546, one and three .711 and two and tietEe® Each named factor had at least
5 sorters define it.

Consensus themes of the arts as a means to enfrabéem solving abilities
through the development of the creative processigent, as is the rejection of an
extreme art for its own sake position. Art as emgainication tool was common across

the three factors. These consensus themes cdettibthe correlation values.

44



The meanings of these consensus items relativacto @ientation represent
meaningful distinctions.

Data was interpreted using the participants’ respsrio the open ended questions
on the demographic forms as well as the transcoiptise phase | interviews.
Approximately two thirds of the Q-statements weeeiced from the interviews with arts
educators. There were six interviews conductedadinaf the interviewees participated
in the sorting process. Statements from thesevietgs provided insight into the
thoughts and meanings that went into the sortadthtion to the noted interview data
each sort participant was asked two questions @démographic form (Appendix C),
each was asked: “What attribute is most importamaking you an effective teacher?”
(question 8) and, “What is your personal philosophteaching?” (question 9). The
responses to these questions provided clarificar@hdirection useful in interpretation

of the factors and development of the value ortema.

Table 1. Factor Loadings by Sorter

Q sorter Factor 1 Factor 2 Factor 3

17. Fem Art Mstr 0.7753X -0.0219 0.3512
20. Fem Art Mstr/NBC 0.7137X 0.1051 0.4126
21. Fem Music Mstr 0.6678X 0.3785 0.0152
1. Fem Art Mstr 0.5113X 0.3334 0.2946
6. Fem Art Bac NBC 0.5083X 0.2015 0.3097
14. Fem Art Bac 0.4980X 0.2900 0.4412
24. Fem Art Bac 0.3219 0.7900X 0.1578
5. Male Art Mstr 0.2163 0.6886X 0.2222
25. Fem Art Bac 0.2017 0.6399X 0.1305
3. Fem Mus/Art Bac 0.0106 0.6283X 0.2045
8. Fem Drama Mstr 0.2756 0.6281X 0.3766
9. Male Art Mstr 0.1630 0.5683X 0.4462
13. Fem Music Bac 0.3846 0.4832X 0.2648
4. Fem Art Bac 0.3417 0.2002 0.8008X
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22. Fem Music PhD 0.1767 0.2489 0.7559X

7. Fem Dance Mstr 0.2022 0.2174 0.6472X
16. Fem Art Bac 0.4237 0.2334 0.6036X
23. Fem Music Bac 0.2812 0.3617 0.5527X
19. Male Art Mstr 0.5784 0.5565 0.2087

2. Male Art Bac 0.1366 0.5624 0.4928
10. Fem Art Bac/NBC 0.5063 0.3588 0.5402
15. Fem Art Bac 0.4050 0.4624 0.4956
12. Fem Music Bac 0.4688 0.3438 0.4609
11. Fem Art Bac 0.3981 0.3331 0.1869
18. Male Art Mstr 0.2945 0.3454 0.2099

No. of Defining Sorts 6 7 5

Note: N=25, Description of Q sorter describes: gendubject taught and education achieved.
Fem = female; Bac = baccalaureate; Mstr = mastdBs = national board certified.

Consensus Points of View

Three common themes were evident in the arrayiposieind statement rankings
attributed to each orientation. All three valugentations exhibited a strong creativity
and problem solving focus. Each orientation shoe@tkistent negative arrays of
extreme arts for art’'s sake perspectives, esshntsisting that art do something beyond
merely being art, an aesthetics trend of tH@c%htury. Finally, there is recognition by
all value orientations of some communication ralethe arts. The value orientations are
not identical in how these themes are incorporatedtheir overall perspectives and the
weight given to creativity and problem solving iarpicular varies but the themes are
pervasive.

These common aspects of the arts seem to driveotihelation but when different
interpretations of the same statements are comsidas illuminated by interviews and
demographic form inputs, distinctions are evidehte consensus statements which do

not distinguish between factors are shown in Tabl&his table identifies those
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statements that were mathematically indistinguikhbbtween factors. To understand
the implications the array positions must be notedist of the consensus statements are
neutral in their array positions of -1 to +1, irse@sce the participants agree that these
statements are not important to them. For instastaéements44 and 45, and to a lesser
degree statement 7, all address different pers@sctin art standing alone, the art for

art's sake mind set. All orientations agree thatytdo not support this position.

Table 2.Consensus Statements

Arts Student Equity

Value Orientations Orientation Orientation Orientation

no. statement alrrayz-score array z-score array z-score

Culture can be shaped through the
arts, people can say things through
2* animage that may be more 1 0.57 1 0.4z 1 0.57
understandable - they can educate in
a different way.

The spiritual and mental content of a
painting is found in its pictorial
guality and not in the allegory or the
symbolic meaning.

7 -3 -1.3C -2 -0.87 -3 -1.0z

Arts motivate students to do bette
other classes. The arts may be the
8. only thing that keeps them in schc 2 0.9z 4 1.4C 4 1.6¢
they provide a positive reason to
stay.

Culture puts the parameters on what
is acceptablelf the culture is open
the possibilities of art, it helps the
stability and growth of the culture.

9* -1 -0.5¢ -2 -0.5¢ 0 -0.2¢

Children are more engaged when
11. involved in artlstlc.actlwtles_ln 0 -0.0 1 0.2 1 0.5¢
school than when involved in other

curricular activities.
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Arts promoting social awareness
14. happens all the time. It is not -1 -0.51 -3 -1.11 -4 -1.17
necessary, it is a nice benefit of art.

The arts help influence people, all
the time. They are a way to
manipulate people's thoughts and
emotions.

16* -1 -0.4¢ 0 -0.11 -1 -0.62

Arts help with communication - to
31. articulate ideas, and to convey in 3 0.9 4 1.4C 2 0.7t
other ways; to communicate.

Arts can draw attention to important
33. social and political issues thagople 0 0.1¢€ 2 0.5¢€ 0 -0.1¢
are ignoring.

There is justification for the view
38. that the arts are great potential 2 0.8t 2 0.8t 4 1.4z
partners in academic learning.

With the arts one can enjoy life mc

39. deeply.

2 0.9 1 0.31 1 0.3

Involvement in the arts during
middle and high school enhances

40. . . 1 0.6¢€ 3 1.2¢ 2 0.8
later achievement, persistence, and
attitudes toward community.

44* What art teaches us is nothing 5 202 5 .18/ 4 147
beyond its own existence. ' ' '
| personally don't care that art can

45+ affect student performance in other 5 177 5 177 4 -17C

areas. That can be considered a nice
fringe benefit.

Note. All Listed Statements are Non-SignificanPat01. Those Flagged With an * are also Non-
Significant at P>.05.

Art for Art's Sake

For the most part the consensus statements aes raghtrally arrayed. The most
notable exceptions being statements 44 and 45 wirch strongly rejected by all value

orientations, with 44 being ranked in the highesiative array position for both value
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orientations one and two. In these value orienatistatement 45 was second most
negative. On value orientation three these saatersents were arrayed in -4 positions
and were the statements considered the third amthfmost unlike the sorters.

Statement 44 as the most negatively arrayed statezrpresses an extreme art
for art’s sake position indicating that art hasrale beyond being art, and by implication
that no additional function is necessary. Thentté this study was to identify the value
of the arts in the opinions of arts educators. Séhealue orientation results would
indicate that a need for roles for the arts beyoedely being art is indicated by all value
orientations. In that sense it would be inconsister this statement to be positively
arrayed.

Statement 45 is expressed in somewhat defiant tenchsnay be viewed as being
politically incorrect in the extreme. It expressasart for art’s sake position but is
specifically classroom focused as opposed to thee moiversal stance in statement 44.
It targets scholastic non-art benefits of the fidm a seemingly negative viewpoint.
Non-arts benefits, or transfer benefits, is a cphegiich enjoys some consensus support,
albeit of mixed strength, as demonstrated in prinaositive arrays of statements 8, 11,
38 and 40 above.

A more abstract expression of this rejection ofartart's sake sentiment is
conveyed in statement 7 which was negatively addyeall orientations and is a
consensus statement. This statement essentisitysties any symbolic meaning in a
painting indicating that the pictorial content ikave all the value lies. Conversely,

meaning beyond the image is important to arts édusa
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Communication

An unanticipated concept that emerged was commiimigar more specifically
communication skills. Communication emerged asramticipated, separate, consensus
element independent of the primary categoriess dtcommon trait to the extent that it
appears in each of the value orientations butcetfldifferent meanings in each. In this
sense the distinct meanings assigned by the vaiemltations to communication serve to
define those orientations while there is nonetlsetesommunication element that is
common to all.

Statement 31 is the clearest indication that treeeecommunication theme
present. It was consistently arrayed positively eanks ninth, forth and twelfth
respectively among value orientations one, twothnee. It appears as a consensus
statement. Although not mathematically a consesgatement “the arts provide a
common language to express feelings and thougatsrinscend culture, language and
generations” (statement 12) was positively arrdyedll three value orientations and

supports the observation there is a consensugtalmmunication.

Problem Solving and Creativity

Problem solving is currently emphasized in the paponedia and in educational
discussions and its application extends well beybedarts. This can be seen manifested
in the STEM versus STEAM conversations currentigoimg for instance. It is in the
consideration of what else that the arts do th&ttrdjuishes between the factors, the

value orientations. Each has its own underlyirgufo
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It may be observed that the problem solving corstralued by all three factors
is in a sense superficial in that it appears lichitethe artistic domains. The problem
solving skills and abilities valued do not seenbéanherently extrapolated to societal ills
or beyond the classroom or studio. Except forgireeral statement that problem solving
is necessary for change to occur, that “art teapkeple problem solving skills, without
which nothing will change. Arts allow people t@loat a variety of solutions to
problems and to figure out different ways to applothem” (statement 20), consensus
statements directly addressing social awarenegsnaral (statement 14) or awareness of
important social and political issues (statementé38 negatively arrayed (14), or neutral
at best (33).

Statement 20 represents the third, first and sebagitest arrayed statement for
value orientations one, two and three respectivilyalong with the statement, “arts are
a means of helping people find their creativityg\pding a safe place to find it, cultivate
it, grow it,” (statement 27are key contributors to the observation that proldelving
and the related construct of creativity are commaoall three value orientations.
Statement 27 was the highest arrayed distinguisstetigment for value orientation one

and was eighth and ninth respectively on the othkre orientations two and three.

Factor Interpretations

Since the value orientation distinctions appedh@nuances it is convenient and
effective to identify the specific focuses thattiiguished them while acknowledging
that there will be overlap and consensus on sorregoThe value orientations are

identified as: Arts Orientation (Arts) for valuaemtation one; Student Orientation
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(Student) for value orientation two; and Equityéhtiation (Equity) for value orientation
three.

A significance threshold value of .45 was in effieetthis evaluation; this
criterion resulted in 18 of the 25 subjects definanvalue orientation. Five of the
subjects had values greater than .45 on more thawaue orientation and are
considered confounded. Two additional subjectsdidsignificantly define any value

orientation.

Arts Orientation

Art is enough — but there is more, simply yet aately describes what
distinguishes this value orientation. Relativéh® other two orientations Arts
Orientation most strongly focuses on a passiothferart, seeing the arts as self sufficient
needing little justification outside of themselves.related theme reflects a reduced
valuation of things identified as being school asddemia oriented. For this orientation
the arts convey a quality of life value and arechsjyogically beneficial and but the
effects are not particularly associated with edooat Statements which indicate that the
arts provide a benefit to other academic classescourage engagement, citizenship and
the like did not array positively on Arts.

The strongest positive statement for Arts was nuriideindicating that the arts
help people to find their creativity. When consetkwith negatively arrayed statement
29 which addresses the ability to learn creativlipugh not necessarily in the arts, this
orientation seems to take the position that threae the most effective or perhaps the

exclusive avenue to creativity development. Tlisspective is unique to Arts, the other
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factors did not reject the statement nearly sanglsg it was positively arrayed on

Student Orientation.

Table 3.High Positive and Negative Statements for Arts Orientation

no.

statement

rank z-score

27.

24.

20.

42.

36.

25.

41.

12.

31.

10.

Arts are a means of helping people find their cvest
providing a safe place to find it, cultivate itogr it.

In creating something beautiful, just the procdsnaking
art is healing.

Art teaches people problem solving skills, withadnich
nothing will change. Arts allow people to look ataxiety
of solutions to problems and to figure out diffdresays to
approach them.

Artistic expression and appreciation is necessagy t
complete, balanced life, and must be an integndlqgiany
enduring culture.

Whenever cuts are made in school budgets, musiandr
physical education are first to be eliminateds|t i
discouraging how these basic skills, so importangjtiality
of life, are considered to be superfluous.

While creating art one can forget everything; forie
troubles and responsibilities of the day.

In school the arts need to be there for the aak&®,90 make
the world more moving and pleasant sounding and
beautiful.

The arts provide a common language to expressitgetind
thoughts that transcend culture, language and geoes.

Arts help with communication - to articulate ideasd to
convey in other ways; to communicate.

Arts motivate students to do better in other clas$be arts
may be the only thing that keeps them in schoely th
provide a positive reason to stay.

The arts favor the more educated and enlightenegly T
have more opportunities for exposure; educaticowal
them to enjoy art at a higher level.
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10.

38.

1.997

1.473

1.390

1.259

1.200

1.088

1.051

1.020

0.935

0.916

-0.982



You don’t have to know how to get something ou&xf
35. Just look, just listen. That is how art should ppraached, 39. -1.075
that is how art is.

If there is a problem in society the arts will pide ideas on

22. how to address it.

40. -1.180

Creativity is a process that can be learned. Yot cheed
29. exposure to the arts; you need to foster the siegtiocess  41. -1.235
in all areas.

The spiritual and mental content of a paintingoisrd in its
7.  pictorial quality and not in the allegory or thersyolic 42. -1.303
meaning.

The production of a work of genuine art probablyndeds
32. more intelligence than does most of the so-calatking 43. -1.369
among those who pride themselves on being "intiels".

America now suffers spiritual poverty, and art memne
5.  more fully into American life before her leisurendaecome 44, -1.514
culture.

The essence of art is conveyed in its effect orptlisic,

and not in the artwork itself. 45.  -1.598

| personally don't care that art can affect student
45. performance in other areas. That can be considensck 46. -1.719
fringe benefit.

44. What art teaches us is nothing beyond its own excs. 47. -2.029

A passion for art. This concept takes its name from one of the sarter’
description of her philosophy of teaching. Art viiast; personally and professionally. In
this orientation the only positively arrayed stagewith a school reference is statement
41, this is the defining statement for this valuemtation and it clearly expresses an art
stands by itself stance. Arts is the only valuergation to positively array this statement
at +3, it is a distinguishing statement for thigentation and reflects the most dramatic

array differences between this orientation andthers. The z-score for Arts was
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1.0510n this statements. It was arrayed as strandhe negative for Student at -1.133
and for Equity at -.928.

“Art should be intrinsic for what it is, pure pleae for art itself’ (statement 18)
and “beauty in and of itself is a perfectly goodjdstatement 19) both convey a similar
art standing alone for its own sake sentiment, ghawot so blatantly perhaps and not
limited to a scholastic context. Both of theseestants are distinguishing statements for
Arts. Both are arrayed at +1, not certainly stagets that invoked a lot of passion for the
sorters but both of these statements arrayed iativegpositions for the other two
orientations.

The defining sorter on Arts Orientation is not detl in visual or performing arts
and has a language arts background, though sbadking visual art on an alternative
certificate. The comments on the demographic fiafarence a “love of the subject”
first (sort 17, question 8), consistent with whatuhd be expected from an Arts
Orientation perspective as to what attribute médiezsan effective teacher. The teacher’s
first mentioned affinity is with the arts, as oppddo the students or classroom.

The next highest defining sorter specifically iraded that “I use ‘Discipline
Based Art Ed’ theory” as the basis for her teaclphdpsophy and emphasized that she
believed in “deep art education & production expeces that have meaning for the
student” (sort 20, question 9). The DBAE approaatuite comprehensive in its
approach to art education, though it does not esipbatudio production (Bay, 2002),
instead treating production as one of four viteheénts (Dobbs, 1992), the studio aspect

of an arts education was specifically addressethéwgorter.
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The DBAE approach is critical of the productionyoatientation that is common
in schools because “the art making focus does ex¢ssarily provide a comprehensive
and holistic experience for students” (Dobbs, 1992,3). DBAE does see art as a stand-
alone discipline, identifying four goals borrowedr the National Endowment for the
Arts (p. 10) that are firmly entrenched in visudliacluding civilization - essentially
cultural literacy; creativity; communication - esply non-verbal; and choice —
basically critical problem solving recognizing mplé solutions.

Other non-art goals are acknowledged by DBAE, ‘@here specific reasons why
art may fit well with the developmental and vocatibgoals that school boards,
administrators, teachers, and parents have” (p. Thgse types of benefits are ancillary
and nice to have, very much in line with what Astexpressing. They do not constitute
motivations for teaching the arts, those motivesaats based.

The consensus theme of communication from ArtsSjpective is oriented around
self expression; the arts “provide a common languagexpress feelings and thought”
(statement 12), “to articulate ideas, and to conmeyther ways” (statement 31). As
opposed to functioning to “connect to nature, tloeley and others” (statement 4), or
connecting in a bidirectional sense as suggesteti®gtatement, which was negatively
arrayed on this orientation alone. Communicat®Arts represents a unidirectional,

outbound communication, a position consistent aitrstanding alone.

Quiality of life. Statement 42 which is arrayed as the fourth highesitive
statement on Arts, along with statement 39, “With &rts one can enjoy life more
deeply”, consider the arts from the perspectivguality of life. Statement 39, a

consensus statement, implies that arts can impifeyestatement 42 feels the arts are
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even more significant stating, “artistic expressamal appreciation is necessary to a
complete, balanced life.”

This quality of life function is seen in the modghtement 41, which indicates the
arts “make the world more moving and pleasant smgnaind beautiful”. Arts is the only
orientation that positively arrayed this statemertis statement is the closest
endorsement of the arts for art’s sake that isdaarthe statements.

Descriptively, perhaps the most representative centrof this orientation as a
whole was made by one of the interview subjectsis €ducator emphasized her
“passion for art that extended beyond classroommeles into my personal art creations”
(sort 14, question 8), reflecting the importancehef artwork versus the processes of
creation or of teaching. Though creativity andgbean solving were both addressed in
her personal philosophy of teaching she furthermudeated that she wanted her
students to understand “that art is woven int@sflects of our complex world” (question
9). This reflects a visual culture perspectivesistent with a sense of the pervasiveness
of art and art as a daily part of life essentialdauality life.

It is worth noting that three of the six interviswbjects defined Arts Orientation.
The result is that there is more meaningful comagmand descriptive elaboration
available on the Arts than on the other orientati@rnsecond interviewee, a retired music
educator commented that “we make art elitist... peapé afraid to explore since they
are not trained. It takes the writer, director andience. If no one to see... (we) can
enjoy by looking, can enjoy by observing. As a mias one can appreciate differently.
We need consumers of the arts, if no consumersiilirot stay alive” (interview no. 6,

line 4).
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This commentary indicates a need to educate stsidi@tiecome consumers of the
arts. It does not indicate that they will becomeétdr students, that they will feel better or
that they will be more socially adjusted. The ares enough by themselves, the schools’
role is to educate consumers of the arts and #rashould be intrinsic for what it is,
pure pleasure for art”.

Beyond the art for its own sake commentary she gods add pragmatic
afterthoughts: “it can develop critical thinkingdaproblem solving; there are historical
and cultural connotations. There are collaborabeeefits, the corporate world looks for
innovation. Artists are willing to take risks”rfk 9).

The arts are subject to a degree of personificatroangst this group, in a final
statement the interviewee revisits the qualityifefposition but adds a two way
responsibility comment, “we should not discoune(drts) as not being critical in life.

We need to nurture, we can't take for granted. n&fed to keep loving it and
encouraging it or it will die. We lose some of aivility if we neglect the arts” (lines
26-27).

Another of the three interviewees who defined tactor made a passing
acknowledgment of social class considerationserattis when she indicated that the
“arts favor the more educated and enlightenedtHayt don’t have to. They have had the
opportunities for exposure. Education allows yoenjoy at a higher level but anyone
can enjoy the creative process. Art hits diffeqgeple at different levels in different
ways; they appreciate it in totally different waydich is right? Which is best?”

(interview no.1, line 21).

58



The caveat “but they don’t have to” shifts this coant from a perception of the
arts as a class discriminator to an observatiornthigaarts are there for all to enjoy, while
recognizing there may be differences in the maandrthe depth with the
acknowledgment that the education process can ealtha experience. This quote
indicates the pervasiveness of the creativity anlpm solving concept which links the
three orientations together. In this instancectieative process is described as a process
to be enjoyed bringing the quality of life perspeetback into the discussion.

One of the general areas identified in the liteateview and statement
development was the psychological effects of &#ishin the broader quality of life
theme Arts addresses the cathartic and positivehesygical benefits of the arts.
Consistent with positive quality of life effectstperceived psychological effects are
viewed favorably by this orientation. This is confed by the strong array positions of
statements 24 and 25 and in a sense by numbersd42greviously discussed. Arts
arrayed these higher than any other orientationsetfectively saying that just “making
art is healing” (statement 24), this representsrerananifestation of the quality of life

value described by arts.

Cognitive transfer. Non-Art academic benefits may be nice to have fAis’
perspective but are not really necessary to justiéyinclusion of the Arts in the
curriculum. To openly say such a thing may nowbelly acceptable however. That is
essentially the message of statement 45, a quateifiterview number 3 (line 26). This
statement, fundamentally about not caring thainay benefit academics was seen as too
politically incorrect. Similarly, the concept thatt is primarily about art, statement 44,

represents an extreme extrapolation of the amrfits sake concept. It too was highly
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negatively arrayed by all factors. The negativ@easment of this statement indicates that
Arts represents an art for art’s sake perspectitte pragmatic limits.

There is a role for arts in the schools and arthénschools are necessary to the
survival of the arts but ulterior motives and canpgntial benefits are not the concern of
Arts Orientation. Non-art benefits, particulartgrin a scholastic perspective, were
introduced in several statements. The highestipesicoring statement relative to non-
art academic benefit was statement 8, arrayedgtAts and the tenth highest overall it
has a z-score of .916. Relative to the other factehich scored this a 4, this is an
unenthusiastic response.

Statements addressing academic achievement, motivatclasses and affective
benefits such as persistence and community invawenvere not rejected per se, they
were just not valued. The statements: “Arts pguditton effects academic performance,
social skills, emotional development and civic n@ddess” (statement 6); “Children are
more engaged when involved in artistic activitieschool than when involved in other
curricular activities” (statement 11); “There igsjification for the view that the arts are
great potential partners in academic learning’téstent 38); and” Involvement in the
arts during middle and high school enhances lat@iegsement, persistence, and attitudes
toward community” (statement 40) were all rankeaddst by this orientation relative to
the other orientations. None were in the top tesitp@ or top ten negative positions.
These are just not considerations amongst Arts.

The arts as a means of promoting social changedtithre well here, “arts can
draw attention to important social and politicaluss that people are ignoring” (statement

33) ranked highest on Arts in what may be callsd@al consciousness statement. It
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was arrayed as a zero, like academic affects scareciousness, an affective objective
of education, is just not considered.

There seems to be a general hesitance to affirelgtstate that the arts stand
alone. That is seen in Arts going along with ttieecs in their rejection of statements 44
and 45. There is a political correctness limitatim how far a passion for art and for art
standing alone may be carried. Arts cannot rgjgutential justification for the arts
outside of the arts even though there is a pe@etne is not needed. Statement 44 is
too extreme for Arts, it takes the concept of artdrt’s sake further than a teacher,
necessarily concerned about pragmatic classroamsssnay be willing to go. Arts
sorters are still teachers, though they may betipnag and performing artists they
continue to retain their identity as teachersthla case however their teacher selves are

perhaps not first.

Student Orientation

A holistic look at the whole child is an appropeaubtext of this orientation.
Student Orientation strongly retains the consepsuspective on creativity and problem
solving skills, with statement 20 ranked first aader Recall that Arts ranked statement
27 first. The two statements are related and wes#ively arrayed on all three factors
but the distinction is worth noting. Arts emphasizhe creativity half of the equation.
Semantically and traditionally this statement isenassociated with the arts. Statement
20, arrayed highest on Student Orientation, is @rilypnconcerned with the problem
solving aspect of the creativity problem solvingrfre of reference. Problem solving can

be construed as a more general life skill. Itrbtem solving that readily translates to
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the board room or the math class. The highestipesind negative statements according
to Student Orientation are displayed in Table 4.

Student Orientation relegates the arts to a secgmasition. Academics and
development in general benefiting from participatio the arts is the primary concept
conveyed by this orientation, with the focus onéhe, not the means. A related and
unanticipated element that emerged is the leammmwgyyonment particularly as it relates
to the studio or stage. In contrast to arts stapdlone this orientation emphasizes

integration of the arts into the more global curiuen.

Table 4. High Positive and Negative Statements for Student Orientation

no. statement rank z-score

Art teaches people problem solving skills, withadnich
nothing will change. Arts allow people to look ataxiety of

20- solutions to problems and to figure out differertys to 1. 2237
approach them.
6. Arts participation effects academic performancejaskills, 5 1.703

emotional development and civic mindedness.

Arts motivate students to do better in other clas$be arts
8. may be the only thing that keeps them in schoely fhrovide 3. 1.402
a positive reason to stay.

Arts help with communication - to articulate ideasd to

31. ; , .
convey in other ways; to communicate.

4. 1.398
Artistic expression and appreciation is necessagy t

42. complete, balanced life, and must be an integndlqgdany 5. 1.393
enduring culture.

Involvement in the arts during middle and high siho
40. enhances later achievement, persistence, anddatitoward 6. 1.293
community.
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30.

27.

13.

26.

14.

41.

21.

18.

35.

28.

34.

45.

44,

No feature better to characterizes civilizatiomtita esteem
and encouragement of higher mental activities - its
intellectual, scientific and artistic achievements.

Arts are a means of helping people find their cvést
providing a safe place to find it, cultivate itpgr it.

Humans are not only to be in the world, but to gegaith
the world - through acts of creation, humanity nsag&eltural
reality and thereby adds to the natural world.

Art gives people a way to speak about things, &resthings,
that they are not comfortable addressing with spake
written words.

The spiritual and mental content of a paintingoisrfd in its
pictorial quality and not in the allegory or therdyolic
meaning.

Arts promoting social awareness happens all the.tiihis
not necessary; it is a nice benefit of art.

In school the arts need to be there for the aak&®,90 make
the world more moving and pleasant sounding andtiiea

Art doesn't need to be understood, there is fuhen
wondering.

Art should be intrinsic for what it is, pure pleasdor art
itself.

You don’t have to know how to get something ouaxf Just
look, just listen. That is how art should be appheal, that is
how art is.

Artists feel something when they create but areempected
to communicate what they feel.

Art may just be something pretty and attractive

| personally don't care that art can affect stugeentormance
in other areas. That can be considered a niceftegefit.

What art teaches us is nothing beyond its ovistence.

10.

38.

39.

40.

41.

42.

43.

44,

45.

46.

47.

1.280

1.177

1.054

1.026

-0.871

-1.111

-1.133

-1.213

-1.278

-1.330

-1.540

-1.637

-1.728

-1.845
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Academic effects. The second most positively ranked statement, nubisr
strongly indicative of the academic, scholasticspective within the Student Orientation
mindset, reflecting an array value of five andrarsg z-score of 1.70. In contrast this
statement was neutral, arrayed at zero by Artsntai®n. It is a solid three on Equity
Orientation but not nearly as strongly embraceis, ituly most important to this
orientation. This attitude is further corroboratgdthe statement 8 coming in as third
most positive position. Academic references andestt performance are consistently
viewed in a positive manner by this orientationudent is concerned with what the arts
can contribute to a student’s academic careerpbagdnd.

In addition to the obvious academic performancesbennoted, socialization
skills, and in particular communication skills dighly regarded by this factor. The
articulation of ideas is considered in statement2ident arrays this statement the most
positively of the three orientations in an arragifion of 4 and a z-score of 1.398. When
considered in conjunction with statement 42, fiftbst positive by this orientation, and
the strong rejection of statement 28 which indisdke lack of necessity to communicate
in art, it becomes clear that communication is lyiglalued by Student and is seen as a
necessary element in art. Consistent with thelastio focus, communication can be
seen as a social skill and as a key to academaesscin lieu of the self expression
communication role that Arts seemed to value.

The high defining sort (humber 24) on Student Qagan is an experienced and
engaged teacher of visual art who additionallyeigifted to teach various life sciences,
health and physical education. Certification inltiple content areas is relevant to this

factor. This teacher emphasized teaching the whalgon and contributed the concept
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of holistic to this orientations subtext. She expéd that philosophically she treats all
“subject matter as interconnected, emphasizingabartything students are learning fits
together into a holistic understanding of the wb(tfuestion 9). She made a point of
indicating that “art is as important as chemiskiplogy, English, calculus and math”
(question 8). These words are consistent witlottegall tone of the factor, there is a
focus on teaching the arts but with an understanthiat art is part of a larger curriculum,
it is no more important or less. The objectivepanplete and educated citizen, is the
focus. The arts are key elements but if sometHorgnstance creativity, can be taught
somewhere other than in the art class, that ispdabke as well. Interestingly, this sorter
specified the need for a safe environment for thdemnts.

The high defining sort on Student was not the gutefining sort, the second
highest was more pure in the sense that propotljomare weight was assigned to this
orientation. Though not confounded the high defyrsort had a relatively higher load on
Arts Orientation than the pure defining sort diche pure defining sort on Student
considered it his duty to “promote the cultural amntistic growth of the student” (sort 5,
qguestion 9). This comment illuminates a distinging statement for Student Orientation
which states: “it is in works of art that natioresvk entrusted the insights and ideas of
their hearts; fine art is frequently the key to timelerstanding of their wisdom and of
their religion”, (statement 1). To the extent thaltural knowledge and socialization are
to be considered academic objectives the higheevalaced on this statement by
Student is a reasonable expectation. Similarlyntans are not only to be in the world,

but to engage with the world - through acts of ttoea humanity makes cultural reality
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and thereby adds to the natural world” (statem&itsla distinguishing statement for
Student, arguably for the same reason.

Though not mathematically a distinguishing statetynée comment that “no
feature better characterizes civilization tharegteem and encouragement of higher
mental activities - its intellectual, scientificdartistic achievements” (statement 30) was
arrayed higher on Student than on either of therdtctors. In the aggregate these three
statements convey a value for cultural awarenedseademic knowledge in the abstract
sense, not limited to knowledge of the arts or specific form of art but knowledge as

an academic might see it, holistically and integplat

Learning environment. The concern for the well being and of the studerthis
orientation appears to be primarily within the amad realm, the consideration of the
student as a person outside of the scholasticamwient is less pronounced. There are a
series of statements that reflect concern for teatal health and psychological well
being of the artist which were largely ignored liyd&nt Orientation. Statements 23,” art
helps you to work through something; for instarittes anger all goes into the clay™; 24,
“in creating something beautiful, just the procemaking art is healing”; 23while
creating art one can forget everything; forgetttbebles and responsibilities of the day”;
and 46, “when the artist is attacked by griefam ®e softened and weakened by
representing it in art”; all address the cathaahd therapeutic benefits that some see as
inherent in the arts. Student arrayed each okteegements as 0 or -1, clearly such
benefits for the student are not what this orieomahas in mind.

The purest defining sorter (sort 5) teaches thealiarts and is an experienced

teacher. He, like sort 24, considered the leareimgronment in his comments,
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indicating that integral to his personal philosophthe obligation “to provide a friendly
and safe environment” (question 9). As a condaptécognition of safety did not appear
in any other orientations’ comments.

A safe classroom environment notably appearedanriterview with the

interviewee who defined this factor, she is a nedelthool drama teacher certified to

teach speech and English, she said: “the arts mr@aas of helping people find their
creativity; they provide a safe place to find iltvate it, let it grow. In class we expect
everyone to be encouragers, to share ideas nivélylisten to ideas and think about
what the group is interested in doing” (interview &, line 9). Part of this comment
appeared as statement 27 which was a distinguistdtgment for Arts arrayed at 5
while warranting a 3 for both other factors. Thisreo indication that the safety
reference in this statement was important on theratrientations but these comments
would suggest, in addition to the creativity comisethat safety was a consideration for
Student. Orientation.

It may seem somewhat anomalous that an orientbiead on the student would
include the learning environment, particularly adesing the conspicuously neutral
stance on therapeutic and psychological aspedtsedrts, however this can be
interpreted from a more concrete, less abstrachame teacherly perspective. An

effective learning environment is a safe one; li@somes essentially a hierarchy of

needs consideration and one indicative of a stultlshview point.

Art is connected. Student Orientation shows the weakest supportimse
statements that might advocate art standing amwtswith no need for ulterior, external,

independent benefits. The high defining sorteresged the antithetical perspective
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indicating that far from standing alone “art is nented to every subject in a school’'s
curriculum” (sort 24, question 9). Statement nurebk 41, 21, 18, 35, 28, and 34 all fall
within the bottom ten of Student’s array. Thesgeshents can all be interpreted as
indicating that Arts stand alone as indicated lgtgpial content is the focus, art doesn’t
need to be understood, art doesn’'t need to commatgnanything, and art can be little
more than pretty and attractive.

Statement 41 was in the top ten of Arts Orientatibis in the bottom ten of
Student Orientation. This different placementho$ statement, which unequivocally
states that the arts belong for the arts' sakbeisnost meaningful single distinction
between these orientations.

Student Orientation reflects the opinions of a keadocused on the long term
success in life of a student, a teacher who coamtally teaches fine arts. The focus here
IS not on being an artist who happens to teachobugeing a teacher who happens to
teach in an artistic field. Teaching is the predwnt focus in this teacher: artist
equation and a good teacher is focused on thebegly of the whole student; while
academics may predominate, socialization and cisizip skills are to be taught in a safe
and friendly environment.

In this second value orientation communication ¢elli encompasses parts of
cognitive transfer but goes beyond academics. estualone positively arrayed the
statement that “arts can draw attention to imparsacial and political issues that people
are ignoring” (statement 33), this is consisterthwie whole child perspective and with

the democratic philosophy that one role of the sthis to train good citizens.
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Equity Orientation

A subtext for this orientation might be in defemdehe arts. The traditional
concept of cultural capital, in this applicatiofleeting knowledge of and familiarity
with the arts as a class discriminator (Bourdi€d®3t Bourdieu & Darbel, 1991), was
rejected by all three orientations; it is however tocus of Equity’s pervasive sense of
indignation. Equity is primarily committed to uersal access to education, and
specifically to arts education, for all. Suggessitinat somehow the arts are exclusionary
or show favoritism are rejected. This sense digasand fairness does not seem to carry
over to a more pervasive sense of social awareinessot indicative of a general
critical consciousness. Equity is more acceptingneillary benefits of the arts than the
other two orientations which were more selectiVée recurring theme of
communication, according to Equity, focused ondbmon language afforded by the
arts and the arts’ ability to address uncomfortalilegs, this is consistent with the
universality aspect of access to the arts and stamiwith psychological benefits

acknowledged by this orientation.
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Table 5. High Positive and Negative Statements for Equity Orientation

no.

statement

rank

Z-score

36.

20.

12.

38.

26.

24,

27.

40.

Whenever cuts are made in school budgets, musiandr
physical education are first to be eliminateds|t i
discouraging how these basic skills, so importangtiality
of life, are considered to be superfluous.

Art teaches people problem solving skills, withadich
nothing will change. Arts allow people to look ataiety of
solutions to problems and to figure out differemtys to
approach them.

Arts motivate students to do better in other clas$ae arts
may be the only thing that keeps them in schoely throvide
a positive reason to stay.

The arts provide a common language to expressifgeind
thoughts that transcend culture, language and geoes.

There is justification for the view that the arte great
potential partners in academic learning.

Arts participation effects academic performancejaskills,
emotional development and civic mindedness.

Art gives people a way to speak about things, sresthings,
that they are not comfortable addressing with spake
written words.

In creating something beautiful, just the procdsmnaking art
is healing.

Arts are a means of helping people find their cvégf
providing a safe place to find it, cultivate itpgyr it.

Involvement in the arts during middle and high siho
enhances later achievement, persistence, anddattitoward
community.

It is in works of art that nations have entrustesl insights
and ideas of their hearts; fine art is frequertiy key to the
understanding of their wisdom.

America now suffers spiritual poverty, and art memine
more fully into American life before her leisurencaecome
culture.
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10.

38.

39.

1.766

1.702

1.661

1.473

1.420

1.419

1.242

1.034

0.929

0.837

-0.949

-0.981



The spiritual and mental content of a paintingoisrd in its

7. pictorial quality and not in the allegory or thergyolic 40. -1.022
meaning.
The feeling of confusion when confronted with wodfsart

15. decreases as soon as perception is equipped withgue 41. -1.056
knowledge.

34. Art may just be something pretty and attractive. 42. -1.109

14. Arts promgt_m_g soc_lal awareness happen all the.tlime not 43 1172
necessary; it is a nice benefit of art.

44. What art teaches us is nothing beyond its own excs. 44. -1.472

45 | personally don't care that art can affect stugentormance 45 1703

in other areas. That can be considered a niceeftegefit.

The arts favor the more educated and enlightenteely have
10. more opportunities for exposure; education alldvesrt to 46. -1.829
enjoy art at a higher level.

Lower socio-economic groups don't have the exposutiee

37 tools that would help them to appreciate the arts.

47. -1.836

Equal access to arts and educationEquity Orientation is unique in the array
position of its strongest positive statement, nun@e Equity emphasizes a sense of
justice, or fairness. It could be subtitled inaefefe of the arts because of the placement
of this statement which links the arts and physschlcation as well, to quality of life
considerations. It is stated in what could edsdynterpreted as a defensive tone. This is
a somewhat obvious statement; its array positicuiprising only in its magnitude, not
by the fact that it is viewed favorably, as it veasall orientations.

Neither of the other two orientations felt stronglyough to array this as a +5
position. Arts had this as a +4; in that case the quality of life element that is the
stronger fit. In this case the Equity Orientatsses the arts as appropriate for all with a

subsequent need for them to be available for emeryo
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This meaning is clarified when the strongest negétiarrayed statements are
considered. The Arts and the Student orientatiartls had statements 44 and 45 arrayed
in the -5 positions. From its passionate fairnpsat of view the Equity Orientation
deviates from those positions and has statemerasd @7 arrayed in the -5 position.
The other two orientations arrayed these statememsutral positions. These
statements are concerned with perceived favoritistne arts from both ends of the
social spectrum. Statement 10 indicates that tivdgged and the educated are favored
in the arts while statement 37 asserts that loaeioseconomic groups do not have the
tools necessary to appreciate the arts. In batbsctne distinctions are phrased as
primarily matters of opportunity, Equity adamandkyes not accept these class
distinctions.

Equity places statement 8 in the third strongesttpve array position, at +4. It
shares this placement with the Student factor duadlditional reasons. Whereas Student
considered this statement to be principally a staté on the positive influence of the
arts on academics, Equity is focused on the arésvahicle for making school and the
arts available to all. Here the second sentenequally critical, “it is the only thing that
keeps them in school, they provide a positive nredsstay” Universal access for all,
whether to school in general or to the arts spaalfy, is critical to Equity. This sense of
the equitable access and universality may be this Iiar statement 12 being arrayed
more positively on Equity than on the other facttine statement’s reference to a
“common language to express feelings and thouplatstitanscend culture, language and
generations” (statement 12) is in line with a sevfsgniversality that is an undercurrent

to this orientation.
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The high and the pure defining sorts on this oagoh are again different
individuals. Five persons defined this factor, fnoen each of the five age brackets
represented resulting in lowest mean age. Theekigtefining sort is the youngest and
the purest defining sort is the oldest. Each réfesd in multiple fields but not the same
fields. The youngest teaches art but is additlgreartified in psychology and sociology.
The oldest is certified in vocal and instrumentaisia as well as music theory and social
sciences but is currently a University administratShe has been a principal as well as a
vocal and instrumental music teacher.

The high defining sort indicated that “anyone c@arth but everyone learns in
different ways” (sort no. 4, question 9). Thistetaent supports the sense of equity that
is inherent in this factor and associates an eléwfetuty and obligation on the part of
teachers and schools as it goes on to referenfeeatif learning styles that are supported
by the arts; e.g. “visual, auditory and tactil@his same sense of obligation is mirrored
in the pure defining sorter’s statement that faiseacher’s responsibility to help children
learn — not to teach children” (sort 22, questipn 9

Consideration of these two independent statemegether provides insight into
this orientation. Access to education, to learnmgst be made available to all but all do
not learn the same. The arts are suited to meltgarning styles so inclusion of the arts
in the curriculum provides the teacher additionedraies for the student to learn and
equitable access for more students.

One interviewee defined this orientation thus pdowy additional material
beyond that provided on the demographic form affgclarification and insight into this

orientation’s responses. To elaborate on the gtt@nposition of statement 36 this
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subject indicated: “absolutely, | am frustrated tth@y are pulling arts out of the schools
and education. The art process is a problem splwiacess useful in other areas of life
after learning skills... it helps with innovation aptbblem solving” (interview no.5, line
12). This clearly ties the consensus opinion abl@m solving to the righteous
indignation felt by Equity relative to the willingss of budget cutters to target the arts
first. As an explanation this educator elabordtggaying “...because society as a whole
doesn’t value the arts. If you can prove a lirgt thrt improves other areas of life it gives
art more status” (line 27), addressing the académansfer and social adjustment benefits
as justification for including the arts in the dgamlum. This would have been an
expected place for an art for art’s sake statertoebé made but it was not forthcoming,
consistent with the findings of the orientation.

In closing, this teacher returned to her earliateshent, “I mentioned my
frustration with the arts being taken out of theaas when they are really important.
We increase standards for reading and writing aathrand reduce art and we do less

well. We need to develop all parts of the bra(firfe 35).

Critical consciousness.To the extent that critical consciousness is carexr
with privilege and power and the class structunes tesult the two statements that
address class distinction are relevant in a ctitoasciousness discussion. These
viewpoints, reflective of a cultural capital perspee, hold that the arts are a class
discriminator and that knowledge of and participatin the arts provides an advantage to
the privileged classes and tends to be a barrigod¢@l mobility to the underprivileged, a
traditional cultural capital perspective. “Thesafidvor the more educated and

enlightened. They have more opportunities for eypmseducation allows them to enjoy
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art at a higher level” (statement 10) addresseattiseas conveying favoritism to the elite
and “lower socio-economic groups don't have theosupe or the tools that would help
them to appreciate the arts” (statement 37) appexathe concept from the lower class
exclusionary viewpoint.

Statement 10 was arrayed as -2, -1 and -5 by alastations one, two and three
respectively. Similarly, statement 37 was arraged, 0 and -5. The zero score for
orientation two represents the highest array pos@imong these statements. There is
clearly a level of agreement among the three cateots that the arts do not discriminate
and more importantly that it is the focus of Equity

It might be expected that the sense of justicefamdess favored by Equity
would be reflected in statements pertaining toaqmoblems. In fact Equity scored
lowest of the three orientations on consensusme&tenumber 14, arrayed at -3 and was
equal to Arts at 0 on statement 33 which states‘#nts can draw attention to important
social and political issues that people are igrgirirfIf there is a problem in society the
arts will provide ideas on how to address it” (staént 22) was negatively arrayed at -2
but it is less clear how this was being read byigggthe emphasis on this statement
addresses the capability of art to actually sob@etal ills as opposed to enhancing
public awareness as described in statement 14witikstanding the vagaries of
statement 22 it seems evident that the fairnesgustide being addressed by Equity is

specific to the arts in schools and to school acees universal education.

Ancillary benefits. Two of the benefits of art that were noted on ttheep
orientations come into play on Equity as well. sAlnad a favorable view on the ability of

the arts to provide therapeutic and healing benefithat same sense is evident with

75



Equity as demonstrated with the strong array pwsstiof statements 26 and 24, ranked
seven and eight respectively, as well as the haghamly positive position on statement
46; although it was only arrayed at +1 it was nbakdss a distinguishing statement. This
statement is the most literal depiction of a catbdenefit presented statingyhen the
artist is attacked by grief, it can be softenedaedkened by representing it in art”.

Student had not been positively aligned with the@ged psychological effects
of the arts but was strongly supportive of the haging positive impacts on general
academic performance and related social benefiss#ion that distinguished Student
from Arts. Equity shares the inclination that #res can contribute to academic success
as evidenced by the strong positions for staten&htnd 6, as well as for number 8
previously discussed. The element of the Studesdemic focus that was not strongly
supported by the Equity perspective is the socidl@ultural aspects evident in, “itis in
works of art that nations have entrusted the irisighd ideas of their hearts; fine art is
frequently the key to the understanding of thesdem” (statement dyhich Equity
arrayed lowest of the three orientations at -2 dmainans are not only to be in the
world, but to engage with the world - through asftsreation, humanity makes cultural
reality and thereby adds to the natural world"tésteent 13)whiclEquity was impartial
to arraying it at 0 compared to Student’s arrayhig at +3.

Equity shares, with Student, the general opini@t there needs to be some type
of measurable benefit realized to justify the téaglof the arts, they cannot support an
art for art’s sake position as espoused by Artse [argest disparity between these two
orientations was on “in school the arts need ttheee for the arts' sake, to make the

world more moving and pleasant sounding and bedu{$tatement 41), where Arts
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reflects a z-score of 1.051 from an array positbm3, Equity shows a z-Score of -.928
from an array position of -2.

To suggest making the arts unavailable is absglutehcceptable to Equity and
they need to be available to all equally, but ts/need to be justified and not on their
own merits. A benefit must be evident and Equistifies the arts on the basis of both
academic and psychological effects.

In Equity the focus is not on the art or artisegen particularly on the student, in
this viewpoint the focus is more global, it is atueation, inclusive of arts education, as a

process and on equal access to that process far@gdimocratic perspective in a sense.

Demographics

Demographic information was solicited from all bétsubjects that took part in
the sorting exercise. This type of information &@guently provide insight into the
meaning behind factors. The subjects in a Q stilmyP-set, are chosen purposively.
There may be a theoretical basis for selectingiBpatibjects but at a minimum
diversity of opinion is a goal. Diversity may behanced by selecting participants who
are different on traits that relate to the topit¢he study.

In this case there are given certain theoretiedagogical and philosophical
rationales that were a priori considered to beq@tkjustifications for teaching the arts.
Among these were psychological reasons, includenglbpmental in the sense of self-
making, or therapeutic and cathartic reasons, rocriativity development.

Art educational bases include cognitive transferdbiés through arts integration

or for self expression. Art may be justified anawn merits. Art has been looked at
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from socio political perspectives where knowled§ehe arts has been construed as a
discriminator for social standing; arts educatimonf such a perspective might constitute
an opportunity to advance oneself, to provide amnae for social mobility.

Ideally the P-set will include persons that havespectives associated with the
various constructs and theoretical position thaevdentified in the literature and
documented in the concourse. That was possildditoited extent in the subject study.
Since the principal criteria for inclusion in thesét was that the subject was an arts
educator, some limitations were inherent.

Additionally use of the snowball technique reseecsome of the control in
recruiting subjects. The starting point for thewball approach was somewhat diverse
but ultimately the participants favored visualstdi Gender distribution strongly favored
women; it is not evident that the distribution ajagender lines is different than the
teaching population as a whole however. The deapdge distributions by factor are
shown on Table 6.

Demographic forms were received from 26 subje€iso of the subjects were a
married couple who had done their sort collaboedyiv It was treated as a single sort so
as not to artificially distort the factor calculats. The number of respondents is treated
as 25. Briefly the respondents are predominaetiydie (n=20) with the largest age
group 48-57 (n=10), 6 are older and 9 are younéarmight be anticipated the largest
number by degree are those with baccalaureategl(nwth 10 master’'s degrees and one
doctorate, three are National Board Certified.telf8h or taught visual arts, recall that
one is cross certified in music and two are notifoed in art; five are certified to teach

music, one dance and one drama.
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Table 6. Demographic Distributions

Feature Oritf\r:tt;tion Orsié%?ae;i]ctn Ori%ttjg%i/on Confounds Sli\lgonri]f. Total
Age 18-27 1 1 2
28-37 1 1 1 3
38-47 1 2 1 4
48-57 2 3 1 3 10
58-67 2 1 1 1 6
Gender Male 2 2 5
Female 6 5 5 3 20
Education Bachelor 2 4 3 4 14
Master’s 4 3 1 1 10
Doctorate 1 1
NBCT Y 2 3
N 4 7 5 4 29
Focus ViZ‘;{aS' 5 5 2 4 16
Music 1 1 2 5
Drama 1 1
Dance 1 1
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Descriptors that Help in Understanding the Orientatons

The specific arts discipline taught was providethie context of the demographic
information, visual arts was the most common disogpwith 18 teachers representing
this field. Of these one was not certified and veahing in a private school, and one
was certified in English and teaching art on aeralite certificate. There were five
music teachers and one each teaching dance and.dilme dance, drama and two of the
music teachers accounted for four of the elevemackd degreeferforming arts
teachers defined all three orientations and orteeofusic teachers confounded. A
music teacher with a master’s degree defined Artsusic teacher and the drama teacher
defined Student and two music teachers, includiegdoctorate, defined Equity along
with the dance teacher.

It does appear that Arts as an orientation isdggealing to performing arts
teachers. The positive cognitive transfer bendiiés have generated the most press have
been associated with mathematical benefits reabgedusic students (Deasy, 2002).
Student and Equity both had favorable array passtior statements that acknowledged
positive academic benefits for students involvethaarts. The dance teacher defined
Equity, obviously there is a strong music elemardance. It is reasonable to conclude
that a dance teacher could be of like mind withusimteacher on the cognitive benefits
of music.

The anomaly in the performing arts alignment isrfaster's degree music
teacher who defined Arts. This individual is rettgnetired, her last position was not as

a music teacher; she was a school district artedawetor and had responsibility for
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visual as well as performing arts. From a demadgiaperspective certification in music

education may not be any more influential thanchaies across all arts disciplines.

Descriptors that do not Provide Insight into the Orentations

What is most notable about the demographic didiohs is the overall
homogeneity. The distribution by age is somewkaiv®&d to more experienced teachers
but each age group is distributed across multipentations. It was considered that
older teachers might be more inclined to definesArhce it is most reflective of an art
for art’s sake perspective more common in an okkdf;expression oriented curriculum,
but of six subjects aged 58 and older there ared@iiming Arts and one each defining
the other four columns representing Student, Eqadgpfounds and no significance. This
distribution provides no insight.

Distribution by degree completed displays represt@nrt of all orientations, to the
extent possible. The single doctorate defined tqas the pure defining sort but other
advanced degrees (eight master’s degrees defiratairons) were on all three
orientations with four on Arts and three on Student

There are three National Board Certified Teacharslved, two defined Arts and
the third confounded on Arts and Equity, meaning Isladed on both orientations.
Analysis of their commentary on the demographiaitapeveals nothing obviously in
common. Two were interview subjects and probleivisg was a common thread but
there is nothing from an affirmative NBCT respotisa& provides insight into Arts.

What is somewhat surprising is the proportion ef ants teachers who

participated that have gone beyond their baccaddeigegrees. Of the 25 subjects, there
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is one doctorate, and there are ten master’s degrekthree National Board Certified
Teachers, one of whom is also among the mastegieds. When viewed in the
aggregate of these 13 subjects, five defined Mrtee defined Student and two defined
Equity. Two of the remaining are confounded and was non-significant. There
appears to be a slight tendency for arts educatitinsadvanced studies to be inclined
toward the Arts orientation. This was not testeehg position can be taken relative to

significance. It does pose an opportunity for ggjoent analysis.
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CHAPTER V

CONCLUSIONS AND IMPLICATIONS

The purpose of this study was to discern the opsaf arts educators relative to
the values that the arts bring to the schools arsbtiety. After summarizing the
findings, a discussion of the theoretical and pcattmplications as well as directions for

future research is presented in this chapter.

Summary of Findings

A three-factor solution resulted in this Q methadptal study involving 25 arts
educators. These factors are considered to be waientations toward the arts. The arts
educators sorted 47 statements representing digpms®ns about the role and value of
the arts. These statements were selected froratlite representing domains of
aesthetics, psychology, sociology, and art educatsowell as from interviews with six
arts educators with backgrounds in different visurad performing arts. Distinct value
orientations identified as Arts, Student and Eqaityerged, they shared certain values
and were somewhat related due to these sharedsvalleese common elements were
demonstrated in the statement arrays and corr@bnathe stated opinions from initial
interviews and demographic survey inputs that vpeogided at the time of the sorting

activity.
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There appear to be commonly held views which regriggositions that are both
strongly supported as well as those that were dguagkcted. It might be concluded that
the existence of common themes bodes well for éfengibility of the arts. A concern
was previously expressed that fragmented educatidmectives might inhibit efforts to
successfully promote the arts in the schools (Sieged, 1998). It appears that there is a
sense of community amongst arts educators in themam beliefs and values that they
share. In the three factor solution that resukedh factor had five to seven persons
defining the factors; more persons defining a faate indicative of a more reliable
factor (Brown, 1988). Ultimately the number oftias that are extracted is driven by
theory and the judgment of the researcher (Bro®wB81p.41), in this case it was felt that
the three orientations represented describablencisviewpoints.

The orientations were distinct in noteworthy wagach orientation has elements
which distinguish it from the other two. Arts Qmtation with the arts as the principal
concern appears to value concepts described as@AdRdor Art and Quality of Life and
to value Cognitive Transfer less than the othezrgations. Student Orientation seems to
be holistically focused on the individual studeifihis orientation reflects the concepts
named Academic Effects, Learning Environment andsA€onnected to Every Subject.
The final orientation, Equity, conveys a more deratic and global focus reflecting
concerns with fairness and justice. It is charaerby the values named Equal Access
to Arts and Education, and Ancillary Benefits. bArdl value is titled Critical
Consciousness. It seems that within this oriemtatiis the scope of the concept that
distinguishes this orientation from the others.tiBihe common elements and the

distinctions will be discussed.
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Conclusions

One conclusion is that there is an obvious comniamacteristic of Arts, Student
and Equity, which is the appearance of a pervdsisgs on creativity and problem
solving. For convenience sake, these two constiaret often spoken of together or
synonymously; frequently that association is adezjua difference is suggested in the
results of this study however. There seems tanbengphasis on what may be described
as the creative aspect amongst those who areeddmbelieve that the arts are
somewhat autonomous and that no additional juatiba is necessary, a trait of Arts
Orientation. Problem solving, on the other harehs®to be more characteristic of those
whose opinions reflect more concern with the sttidehere the focus extends beyond
the studio or practice room into the academic ctesg, a distinction common to both
Student Orientation, where it is the focus, andifgdqDrientation, where it is an
important element but not the focus. There isnapréssion conveyed that these latter
perspectives consider problem solving as a morergeskill potentially useful in more
scenarios.

A second conclusion is that as much as the artsa¢oits who define these three
value orientations seem to jointly embraced crégtand problem solving their points of
view seemed to uniformly reject what might be cdased radical art for art’s sake
posturing; the thought that coincidental benefftarb absolutely did not matter at all or
that art was only about art were universally peregias unlike the sorters.
Notwithstanding previous statements that Arts ditifeel a need to justify the arts with
external rationale, even Arts, generally sympathetivard an art for its own sake

attitude, could not apparently abide by such armpdd manner of expressing it.
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Ultimately it seems that for arts educators, jusdtions for the arts, external to the arts,
will be accepted when offered.

Additionally, that the arts are considered to belesoof communication is
referenced in some manner in the attitudes andaysrof each of the orientations. The
nature of the communication focus is reflectiveéha general nature of the orientation.
Arts Orientation appears concerned with self exgpoes whether the message is received
is of less consequence; as opposed to Equity whereniversality of the arts allows
communication to take place where language andreuttifferences might impede
conversation. Student seems focused on the whdtkin a sense, communication in
this instance appears to represent the transmissicuiture and affords the opportunity
for conveying concerns about societal ills. Fundatally the arts seem to be perceived
as means to develop good citizens for this oriemtat

Notwithstanding the similarities identified abovean also be concluded that the
orientations are also different. Functionally #hests educators are similar. They are all
teaching what is recognized as a fine art in aipwahool to predominantly secondary
school aged children. As noted they have traitbmmon. The emergence of three
factors indicates that they are also distinct,diséinction lie in their focuses.

These educators each have a content area, asagilsacondary school teachers.
They are educated in the field of education buy tleo have an area of expertise. A
teacher who defines Arts would be inclined to $eythave a passion for their area of
expertise. The focus for this group of teachas iin their arts. These teachers see

quality of life and cathartic, psychological we#lihg benefits.
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Teachers teach content and curriculum but mostitaptly, to Student
Orientation, they teach to students. Teachersdefioed this value orientation are
focused on the student, the arts are one of mamyegits in an integrated curriculum that
are working together for the academic, social, modal growth of their students. These
teachers are concerned with the learning envirohiarah seem to recognize that the
lessons they teach may also be learned in otheseda

Education is an equalizer that is not to be takemyfanted, it is universal that
must be made available to all, according to EqOityentation. The teachers who defined
this orientation are the defenders of the faithe Tocus is on equal access to education
for all; the view is from the perspective of artkieators but not limited to art education.
All perceived and potential benefits of arts ediscatire embraced and touted. The

student in this sense is an abstract concept,mioidavidual face.

Implications

The findings of this Q study suggest some practroglications and indicate
some directions for subsequent research. Relatitleeoretical implications, where
philosophy and psychology were initially emphasjzéé study characterizes these arts
teachers’ interpretations and applications of $eleoretical concepts as seen from the

perspectives of the three orientations which enterge

Practical Implications

Culture has been described as existing at nationgénizational, and

professional levels (Helmreich & Merritt, 1998)rokn this perspective individuals will
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exhibit behaviors indicative of national originsvasll as behaviors modeled by the
organization, a school or school district perh#pat they are affiliated with. People also
behave consistent with the dictates of their psitewal culture.

Members of a profession are characterized by a gomant to that profession
with their self concept entwined in that commitmeatthe extent that their identity is
partially defined by their profession. The memblgpscally share common interests and
have similar experiences commonly associated \Wwiir profession (Helmreich &
Merritt, 1998). The findings of this study wouldggest that arts educators constitute a
culture, or perhaps accurately described as a #ubewr a community, and it would be
expected that to an extent they would speak withlai voices.

Being members of a professional culture does rextlpde the existence of
subcultures however. These might reflect diffefentises while sharing certain
common values. There are certain practical impboa which surface if the common
values indicated by the consensus themes andgheations implicit in the orientations
are considered.

The arts educator that is revealed through thasatations will, to the extent
possible and consistent with the flexibility of themedia, provide problem based
instruction where the student has individual lak#un coming to satisfactory resolution.
There will not be a single answer to the problemh due process is likely to carry similar
weight to the final product. Creativity developrhand problem solving are valued by
the three orientations. There is a consideratiandreativity can be taught. Whether the
arts rooms are the best or only place where tmsocaur; whether creativity is a

universally applicable construct and what the wtienobjective of problem solving and
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creativity skills are, are nuances that may beexich a classroom application. It has
been argued that the skills inherent in the amsb@aapplied in non-art contexts in
solving technological and social problems (Bequé&tiequette, 2012 and Maeda,
2012). The orientations which emerged in this gtwduld seem to think likewise and
their lessons and instruction are likely to reflégett. In the classroom the focus is on the
process, with the specific problem in an art, drad@ce or music context. An educator
from an Arts orientation appears to be satisfied there may be cognitive benefits
outside of the arts but that such benefits aretipediut unintended consequences.
Educators from the other orientations will expeatlsbenefits, may structure integrated
lessons to enhance such benefits and in the cdSguitly may champion the cause of the
arts by citing such benefits.

The arts educators that are revealed through threstations seem to recognize
an inherent communication role for the arts. Thagqets and assignments will be
structured to say something to someone, not reqeinés indicative of some modern
aesthetics thought. The nature of the messagevaviyl with the orientation; the arts are
after all expressive. A teacher from the Arts @&tion might be expected to promote
self expression. Assignments where the studerd dotbiographical work, getting in
touch with their inner selves, demonstrating wkatrnportant to them visually or
dramatically could be anticipated. This type dfigsment would also be consistent with
the cathartic and psychological health benefits¢hoho defined the Arts seemed to
value.

The arts may be presented as a means of commugicaBat truths and

culturally relevant information as well. Assignnt®m the manner of historically
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significant persons or styles, or assignmentsarateam taught with instructors of other
content areas or integrated into multi class thenmsdd be indicative of the holistic
approach that the Student definers seem to fallbe message may be more valued than
the art and the story or allegory is equal to #slzetic aspects of the arts. Personal and
introspective assignments are not as common ircthssroom and the psychological
benefits associated with this self awareness arasweadily considered, the academic
benefits of integrating the academic into the actiwill be however.

Advocacy in terms of social awareness is not apypigra pre-eminent feature in
the classrooms defined by these sorters. An utadelisig of the ability of the arts to
describe and communicate social concerns seenestteele, but it is not emphasized.
Politically sensitive topics are difficult in a pidoschool classroom. What can be
expected are social awareness projects that aflielguganctioned, or at least publicly
acceptable. Contemporary examples would includdh®a Challenge associated
creations, anti-bullying, and anti-drug messagdsese citizen development assignments
would be most expected in the classroom headedStydent oriented teacher.

Cultural diversity is a theme that can be constragdn aspect of social
awareness and is perhaps a politically correctefaddressing topics that might evolve
into critical consciousness, change promoting tleate later time for more independent
students. The awareness of diverse and potensialijygated populations through the
arts can be addressed through art history and @pposs lessons in the classroom,
projects may be modeled on culturally oriented@rns or reflect culturally specific
themes and content. Equity orientation appeahsat@ an interest in inclusiveness; an

inclusive classroom could be expected to refleetidie perspectives and a multicultural
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awareness. Art theoreticians representing thiearitonsciousness believe that art
“should serve as an active agent for social chat@egesmund, 1998), diversity
awareness as demonstrated through diverse cultadions can be interpreted as an
appropriate scholastic starting point for criticahsciousness as well as another facet of

the communication aspect of the arts.

Research Implications

Developing and executing a Q study investigatingesttive attitudes and beliefs
involves decisions on the part of the researchbighweflect another level of
subjectivity. The background and interests of #searcher is reflected in the questions,
the P set chosen, and the condition of responsihedyetical direction manifested in
these decisions is acceptable and appropriat€istady (Brown, 1988), but it is equally
appropriate to identify the personal situationrd tesearcher. In the current study the
researcher is academically trained in art educddidns not a professional educator,
having chosen a different career path after graolnafThe researcher is a practicing
artist, but not professionally. Close family aneérds are arts educators and artists and
provide much of the anecdotal, day to day, exposuegts in the classroom and trends in
the schools and the impacts of political trendgeduacational priorities. These personal
influences are reinforced and elaborated throughaliure and study.

The researcher is involved in a technological imgusThis has resulted in
regular exposure to STEM conversations and an awaseof the political support STEM
has garnered. The transfer benefit that shoulehierging from the arts classrooms,

according to the factors which emerged, is theiegipbn of problem solving skills
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learned in arts classrooms to problems that h&tle o do with the arts. The STEM to
STEAM evolution (Bequette & Bequette, 2012 and Mgeét012) would see these skills
applied alongside scientists and engineers to spbelems with technology.
Alternatively the same skills can be applied tonghiag the cultural landscape “by
predisposing men to reevaluate constantly, to aedfindings’, to adopt scientific
methods and processes, and to perceive themsaldedectical relationship with their
social reality, that education could help men ®uase an increasingly critical attitude
toward the world and so to transform it” (Frier@09).

Research opportunities are evident relative touatalg whether the creativity
role that the Orientations seem to value can beodstrated to have application in the
real world outside of the performance hall andsartio. In other words, do those who
have learned creativity and problem solving in @a eontext apply these skills to non-
arts problems? In keeping with the STEM focus Sjpatly research should be devised
to demonstrate if these skills apply in sciencetaatinology applications.

At a political level the methods and messagestt@STEM community has so
effectively established should be reviewed andistutbr lessons learned so that these
lessons can be applied to enhance support fortheaad potentially other non-STEM
domains. Rather than emphasize select aspectsomhprehensive education this model
could be enhanced to public support for all elementhe curriculum.

There appears to be a subtle philosophical diffterdretween the performing arts
and the visual arts in this study, particularlytaslates to opinions on an art for art’s
sake perspective. The evidence is inconclusivegto the limitations of a study of this

type but there are demographic hints that are weréthuating. Beyond academic
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curiosity, if the arts need to justify their existe in the schools the arguments should be
research based and consistent. It is conceivhatdhe visual arts take a fairness stance
because they feel less capable of supporting afesaargument while music and dance
take an alternative approach. Drama can correspgiydyo it alone and argue for
literacy benefits or all may argue the culturalitagre position. Opportunities to evaluate
such implied differences are suggested within theext of broader, ongoing research
into cognitive and affective transfer effects.

This study was focused on the opinions of arts attus on the value of the arts
in the school, it is suggested that a complemerggy involving public school
educators not in the arts represents a logicalviollp study. Such a related study might
indicate whether problem solving and creativity, amehe opinions of non-arts educators,
critical skills to be taught in the schools. Itghi also be discerned if the arts are
considered to be optimal means of developing tek#is or if all subjects provide these
opportunities from the perspectives of those wilaghehose subjects. The three
orientations that surfaced have been determinedisd within the arts community. It

might be discovered that these orientations ared@amongst other teachers as well.

Theoretical Implications

An objective of this study was to determine if atkicators embraced or utilized
constructs from the realms of philosophy and pshkadyoin addition to the more
expected approaches coming out of the arts educadimmunities. Aesthetics, cultural
capital and critical consciousness were identifiegbhilosophical categories being

addressed. Within aesthetics subcategories ébraart’'s sake, criticism and experiential
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perspectives were identified. Psychological cogrsitions included developmental and
therapeutic aspects.

The three orientations were not obvious or expiictheir opinions relative to
these philosophical origins, and it is conceivdhbg they have outgrown their relevance
within the arts teaching community, or perhaps thaye just changed their names..
Cultural Capital and Critical Consciousness arewotthy in this regard. In the area of
aesthetics there is ongoing evolution of focus Wislsould be considered.

Critical consciousness as a philosophical constmast not apparently a focus of
educators’ objectives. Student Orientation weaktljcated that the arts provide a means
of drawing attention to social and political issu&udent arrayed that statement as a +2
which distinguished it from the other two factorkigh did not consider this at alll,
arraying this statement as a 0. Statements that algned with social criticism and the
resolution of social ills were negatively arraygdatl factors. One rather abstract
statement that originated from a critical conscmmss source (Friere, 2009) was
positively arrayed by Student but seems to have beme culturally interpreted as
opposed to the activist stance commonly associaithdcritical perspectives.

Multicultural awareness in the arts is recognizedha educators however and
was noted in interviews. The arts were not desaclass discriminators or conversely
as a means to move up socially, but they are,d@rofiinions of some of the educators,
means to an improved quality of life. A lifestyteprovement from a financial or class
orientation was not the perspective demonstratetidse educators but a life

improvement is anticipated by some.
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The sense of righteous indignation of Equity inarelg to education contrasts
with the neutral array positions that more glolmadial consciousness statements realized
in this orientation. Equity is focused on educatamd arts education and did not seem to
extrapolate this sense of fairness outside of¢heda environment. The indignation
represents a focused concern with school and adacatd is not indicative of a social
political stance in a more general sense.

Psychologically there appears to be a tendenchepart of educators to
recognize benefits to the arts. Arts Orientati@mfes this in a quality of life context
while Equity Orientation is more inclined to recagma therapeutic role. Both positively
arrayed statements addressing art as healing ardidial in allowing troubles to be
forgotten, but Equity was inclined to recognizeathartic benefit where anger or grief is
released in artistic activities. Student, withatademic focus, seemed to view healing
and ameliorative benefits as less important thherqtriorities.

Aesthetics in the philosophical sense was in somgswhe starting point for this
study. Historically much thought has been dire¢tedard determining the place the arts
should have in society. Part of the historical@sation has been to identify the relative
roles of the arts and of philosophy. It is notcleowever that traditional aesthetic
thought is active in education, or if it should BEhe initial statements for this sort were
largely derived from aesthetic texts of variousspesions, it was these texts that tended
to provide the semantic traps; those statements stdysequently translated into more
common speech after the interview phase. Tradititroughts on truth and beauty do
not seem to prevail amongst these orientationseWeiled in allusions to culture and

heritage the academic focus of Student arrayedttitement “it is in works of art that
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nations have entrusted the insights and ideaseaf hlearts; fine art is frequently the key
to the understanding of their wisdom” as a neutflal That was this statement’s most
positive placement. Only as an academic objectreesuch inclinations acceptable to
Student. Arts was seemingly able to accept theegtof art for art’s sake with
restrictions, this is a J0century perspective on art (Badiou, 2005; Hoffnedv7;
Ranciere, 2009). There was not an absolute acuapts the concept reflected in even
Arts’ opinion.

Within the fields of arts education there are comderary trends that were
addressed in the study. Visual Culture was oneatithat came out, albeit in narrative
more so than in the sorting. It expands the redlmsual arts beyond traditional fine
arts (Eisner, 2001) and seems to be reflecteceimpimions of the educators interviewed.
There was a sense conveyed that art is everywivéhereferences to popular media,
advertising and fashion being expressed in theilees. There were few statements in
the sorting process that might have been usedttaatopinions on visual culture, the
statement “the arts help influence people, allitime. They are a way to manipulate
people's thoughts and emotions” is suggestivesfaliculture in the manner in which it
implicitly expands the parameters of what consdrt; it was ranked on the negative
side of neutral by the factors as a whole with 8nicrraying it at 0 and the others at -1.
The sorting process essentially provides no insigbtthis concept but it was manifested
in the interviews and comments. It may be condutiat it is present in the minds of the
educators but how it might relate to the emergeentations is unclear.

The aspect of arts educational theory that geregttheemost interest is that of

transfer benefits, or more generally non-art beésefiParticipant’s opinions suggest that
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transfer is strongly embraced by Student and aeddpg Equity in the sense that
participation in the arts will have positive betgbutside of the studio or performance
hall. Arts Orientation is not so favorable tow#rdIt may very well be that, as was
suggested in comments from the interviews, thétrte there are transfer effects but that
is just a nice side benefit and is not an objectiRarticipation in the arts is enough and
the quality of life improvement arts participatibrings is enough of a benefit.
Psychologically, the Arts factor was strongly suppe of a quality of life benefit
associated with arts participation and consumpti@ris positively arrayed two of four
statements that addressed the cathartic benefitd.oConsidering an Equity and Arts
comparison it is not clear that the statementsinigalith healing, working through
issues, forgetting troubles and reducing grieftheesame construct, as was initially
thought. Evaluating the distinctions between dyaif life and catharsis in art becomes a
curious intersection. Exploring this, perhaps veithart therapy perspective, a follow on
study could be envisioned. The focus would beeterehining if this is a single
construct or multiple constructs and if there theoretical continuum that extends

through quality of life and art therapy as an exteeapplication of cathartic benefit.

Concluding Comments

Pragmatism versus philosophy may be where thisersation ultimately ends
up. On all three factors the subjects have dematest a willingness to continue their
studies and to improve their knowledge and abdjtreflective of the commitment
inherent in a profession. This commitment is cgedethrough their responses on the

demographic forms and supported by the evidenderbat have pursued advanced
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degrees or National Board Certification. Theyanare of the research directions, at
least at a conversational level and attempt t@nate their understanding into their
classrooms as they see fit. Ultimately the teaaingst manage the classroom and
philosophical inclinations are necessarily tempdrgdlassroom realities and
compromise. Their own personal orientations walypa part in determining how these

compromises are manifested.
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Appendix B

Sources for Concourse Development

Construct Code Title and Author of Source
Aesthetics AT Aesthetic theoryAdorno, T. (1997)
Aesthetics HOI Handbook of inaestheticBadiou, A. (2005)
. Introductory lectures on aesthetiddegel, G.
Aesthetics ILA (1886/1993)
. The politics of aesthetics: The distribution of the
Aesthetics POA sensibleRanciére, J. (2006)
Aesthetics FOI The future of the imag®anciére, J. (2009)
. On the aesthetic education of m&chiller, F.
Aesthetics OAEM (1795/2004)
llluminations; The Work of Art in the Age of
Art Criticism Hlum Mechanical ReproductiorBenjamin, W.
(1936/1969)
Art for Art's Sake SFTR Search for the reaHoffman, H. (1967)

- Learning in the Visual Art€Cambridge Journal
Cognitive Transfer LVA of Education Catterall, J. & Peppler, K. (2007)
Cognitive Transfer AAA Arts and Academicdrt Education Catterall, J.

(1998)
The Arts and the Transfer of Learning, in:
Cognitive Transfer cL Critical Links: Learning in the arts and student

Creativity Development F

Creativity Development C

Critical Consciousness ECC

academic and social developme@atterall, J.
(2002).

Flow: the psychology of optimal experience
Csikszentmihalyi, M. (1991)

Creativity:flow and the psychology of discovery
and invention Csikszentmihalyi, M. (1997)

Education and critical consciousne$seire, P.
(2008)
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Critical Consciousness  PTO Pedagogy of the oppressdtteire, P. (2009)

Cultural Capital

Cultural Capital

Experiential

Psychology

No. Construct

The love of artBourdieu P. & Darbel A.

LA (1069/1991)

The field of cultural productiarBourdieu, P.

TFCP  1903)

AE Art as experienceDewey, J. (1934/2005)

C&ID  Civilization and its discontent&reud, S. (1961)

Q Statements

Source Code Statement

1. Aesthetics

2. Aesthetics

3. Aesthetics

4 Cognitive
" Transfer

s Art for Art's
" Sake

6 Cognitive
" Transfer

- Art for Art's
" Sake

It is in works of art that nations have entrusted
the insights and ideas of their hearts; finesrt i
frequently the key to the understanding of their
wisdom.

ILA, p. 9

Culture can be shaped through the arts, people
can say things through an image that may be
more understandable - they can educate in a
different way.

Interview #4

The essence of art is conveyed in its effect on

HOl, p. 3 the public, and not in the artwork itself.

Arts help you to connect to nature, the world,

Interview #6 and others; versus art for its own sake.

America now suffers spiritual poverty, and art
SFTR, p. 56 must come more fully into American life
before her leisure can become culture.

Arts participation effects academic
Interview #6 performance, social skills, emotional
development and civic mindedness.

The spiritual and mental content of a painting
SFTR, p. 60 is found in its pictorial quality and not in the
allegory or the symbolic meaning.
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10.

11.

12.

13.

14.

15.

16.

17.

18.

19.

Arts motivate students to do better in other
Cognitive . classes. The arts may be the only thing that
Interview #2 . . o
Transfer keeps them in school, they provide a positive
reason to stay.

Culture puts the parameters on what is
acceptable. If the culture is open to the
possibilities of art, it helps the stability and
growth of the culture.

Aesthetics Interview #5

The arts favor the more educated and
Cultural . enlightened. They have more opportunities for
) Interview #1 ) . .
Capital exposure; education allows them to enjoy art at
a higher level.

Children are more engaged when involved in

Cognitive CL, p. 155 artistic activities in school than when involved
Transfer . . o

in other curricular activities.

The arts provide a common language to
Cultural . .
Capital Interview #4 express feelings and thoughts that transcend

culture, language and generations.

Humans are not only to be in the world, but to
Critical engage with the world - through acts of
, ECC, p. 39 . : :
Consciousness creation, humanity makes cultural reality and
thereby adds to the natural world.

Arts promoting social awareness happens all

Cr|t|ca! Interview #3 the time. It is not necessary, it is a nice benefit
Consciousness
of art.
The feeling of confusion when confronted with
Cultural o
) TLA, p. 55 works of art decreases as soon as perception is
Capital . . .
equipped with pertinent knowledge.
" The arts help influence people, all the time.
Critical . . ,
. Interview #4 They are a way to manipulate people's thoughts
Consciousness

and emotions.

There are values and meanings that can be
expressed only by visible and audible qualities;
to ask what they mean in words is to deny their
distinctive existence.

Experiential AE, p. 77

Art should be intrinsic for what it is, pure

Creativity Interview #6 o asure for art itself.

Aesthetics Interview #1 Beauty in and of itself is a perfectly good goal.
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20.

21.

22.

23.

24.

25.

26.

27.

28.

29.

30.

31.

32.

Art teaches people problem solving skills,
without which nothing will change. Arts allow

Creativity Interview #4 people to look at a variety of solutions to
problems and to figure out different ways to
approach them.

. . Art doesn't need to be understood, there is fun
Aesthetics Interview#3 . .
in the wondering.

If there is a problem in society the arts will

Creativity Interview #2 provide ideas on how to address it.

Psychotherapy  Interview #lArt helps you to work through somethlng;' for
instance, 'the anger all goes into the clay'.

Psychotherapy  Interview #1In creating som_ethlng _beautlf_ul, just the
process of making art is healing.

While creating art one can forget everything;
Psychotherapy Interview #3forget the troubles and responsibilities of the
day.

Art gives people a way to speak about things,
Psychotherapy Interview #4to share things, that they are not comfortable
addressing with spoken or written words.

Arts are a means of helping people find their
Creativity Interview #2 creativity; providing a safe place to find it,
cultivate it, grow it.

Artists feel something when they create but are

Aesthetics Interview #5 not expected to communicate what they feel.

Creativity is a process that can be learned. You
Creativity Interview #1 don't need exposure to the arts; you need to
foster the creative process in all areas.

No feature better to characterizes civilization
than its esteem and encouragement of higher
mental activities - its intellectual, scientificchn
artistic achievements.

Psychotherapy C&ID, p. 47

Arts help with communication - to articulate
Creativity Interview #6 ideas, and to convey in other ways; to
communicate.

The production of a work of genuine art
probably demands more intelligence than does
most of the so-called thinking among those
who pride themselves on being "intellectuals”.

Experiential AE, p. 47
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33.

34.

35.

36.

37.

38.

39.

40.

41.

42.

43.

44,

45,

Critical

Consciousness

Art for Art's
Sake

Art for Art's
Sake

Creativity

Cultural
Capital

Cognitive
Transfer

Cultural
Capital

Cognitive
Transfer

Cognitive
Transfer

Art for Art's
Sake

Cognitive
Transfer

Aesthetics

Cognitive
Transfer

Interview #5

Interview #5

Interview #3

F, p. 112

Interview #4

AAA, p. 9

Interview #3

AAA, p. 8

Interview #1

SFTR, p. 58

Interview #6

HOI, p. 9

Interview #3

Arts can draw attention to important social and
political issues that people are ignoring.

Art may just be something pretty and attractive.

You don’t have to know how to get something
out of art. Just look, just listen. That is how ar
should be approached, that is how art is.

Whenever cuts are made in school budgets,
music, art and physical education are first to be
eliminated. It is discouraging how these basic
skills, so important for quality of life, are
considered to be superfluous.

Lower socio-economic groups don't have the
exposure or the tools that would help them to
appreciate the arts.

There is justification for the view that the arts
are great potential partners in academic
learning.

With the arts one can enjoy life more deeply.

Involvement in the arts during middle and high
school enhances later achievement, persistence,
and attitudes toward community.

In school the arts need to be there for the arts’
sake, to make the world more moving and
pleasant sounding and beautiful.

Artistic expression and appreciation is
necessary to a complete, balanced life, and
must be an integral part of any enduring
culture.

Children involved in the arts are risk takers in
life, stronger and not afraid to step out.

What art teaches us is nothing beyond its own
existence.

| personally don't care that art can affect
student performance in other areas. That can be
considered a nice fringe benefit.
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When the artist is attacked by grief, it can be
46. Aesthetics ILA, p. 54 softened and weakened by representing it in
art.

A large part of the arts is getting a message,
47. Other Interview #3 emotion, feeling... without spelling it out in so
many words or with perfect technique.
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10.

Appendix C

Demographic Information Form

Please check the items that apply:

Age

18-27 28-37 38-47 48-57 58-67 68-77

Gender

Male Female

Education Completed

Bachelors Master’'s Doctorate

Are you National Board Certified?

Yes No
What subjects are you certified to teach? (Pleastg L

What grade levels are you certified to teach?

How would you describe the school you teach (tauat® (Public, Parochial, Magnet,

etc.)

Please answer the following questions (feel freerite on the back):

What attribute is most important in making you fieaive teacher?

What is your personal philosophy of teaching?

Are you willing to be contacted for a follow-on @nview?

If yes, please provide a phone number and firstenam

Thank you very much.
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No.

Appendix D

Statements with Scores and Array Ranks by Orientati

Arts

Orientation

z
score

Statement

rank

Student
Orientation

score

rank

Equity
Orientation

score

rank

It is in works of art that nations

have entrusted the insights and

ideas of their hearts; fine art is -0.08
frequently the key to the

understanding of their wisdom.

Culture can be shaped through the

arts, people can say things through

an image that may be more 0.57
understandable - they can educate

in a different way.

The essence of art is conveyed in
its effect on the public, and notin -1.60
the artwork itself.

Arts help you to connect to nature,
the world, and others; versus art  -0.35
for its own sake.

America now suffers spiritual
poverty, and art must come more
fully into American life before her
leisure can become culture.

-1.51

Arts participation effects academic
performance, social skills,
emotional development and civic
mindedness.

0.30

The spiritual and mental content of
a painting is found in its pictorial
quality and not in the allegory or
the symbolic meaning.

-1.30

113

27

18

45

29

44

22

42

0.52

0.42

-0.51

0.47

-0.58

1.70

-0.87

15

17

34

16

38

-0.95

0.57

-0.94

0.65

-0.98

1.42

-1.02

18

16

40



10.

11.

12.

13.

14.

15.

Arts motivate students to do better

in other classes. The arts may be

the only thing that keeps themin  0.92
school; they provide a positive

reason to stay.

Culture puts the parameters on

what is acceptable. If the culture is

open to the possibilities of art, it  -0.53
helps the stability and growth of

the culture.

The arts favor the more educated

and enlightened. They have more
opportunities for exposure; -0.98
education allows them to enjoy art

at a higher level.

Children are more engaged when
involved in artistic activities in
school than when involved in other -
curricular activities.

0.04

The arts provide a common
language to express feelings and
thoughts that transcend culture,
language and generations.

1.02

Humans are not only to be in the
world, but to engage with the
world - through acts of creation,
humanity makes cultural reality
and thereby adds to the natural
world.

-0.30

Arts promoting social awareness
happen all the time. It is not
necessary; it is a nice benefit of
art.

-0.51

The feeling of confusion when
confronted with works of art

decreases as soon as perception is 0.41
equipped with pertinent

knowledge.
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1.40 3
-0.58 36
-0.24 28
0.22 20
0.33 18
1.05 9
-1.11 39
-0.10 23

1.66

-0.25

-1.83

0.59

1.47

0.04

-1.17

-1.06
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46

17

23
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16.

17.

18.

19.

20.

21.

22.

23.

24.

25.

26.

The arts help influence people, all
the time. They are a way to
manipulate people's thoughts and
emotions.

-0.49

There are values and meanings

that can be expressed only by

visible and audible qualities; to ask -0.94
what they mean in words is to

deny their distinctive existence.

Art should be intrinsic for what it

is, pure pleasure for art itself. 0.57

Beauty in and of itself is a

perfectly good goal. 0.65

Art teaches people problem

solving skills, without which

nothing will change. Arts allow

people to look at a variety of 1.39
solutions to problems and to figure

out different ways to approach

them.

Art doesn't need to be understood,
: . X 0.81
there is fun in the wondering.

If there is a problem in society the
arts will provide ideas on howto -1.18
address it.

Art helps you to work through
something; for instance, 'the anger 0.75
all goes into the clay'.

In creating something beautiful,
just the process of making art is 1.47
healing.

While creating art one can forget
everything; forget the troubles and 1.09
responsibilities of the day.

Art gives people a way to speak

about things, to share things, that

they are not comfortable 0.34
addressing with spoken or written
words.
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27.

28.

29.

30.

31.

32.

33.

34.

35.

Arts are a means of helping people
find their creativity; providing a
safe place to find it, cultivate it,
grow it.

2.00

Artists feel something when they
create but are not expected to -0.79
communicate what they feel.

Creativity is a process that can be
learned. You don't need exposure

to the arts; you need to foster the -1.24
creative process in all areas.

No feature better to characterizes
civilization than its esteem and
encouragement of higher mental 0.77

activities - its intellectual,
scientific and artistic
achievements.

Arts help with communication - to
articulate ideas, and to convey in  0.93
other ways; to communicate.

The production of a work of
genuine art probably demands
more intelligence than does most
of the so-called thinking among
those who pride themselves on
being "intellectuals".

-1.37

Arts can draw attention to
important social and political 0.16
issues that people are ignoring.

Art may just be something pretty
and attractive.

You don’t have to know how to

get something out of art. Just

look, just listen. That is how art -1.07
should be approached, that is how
artis.

-0.72
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36.

37.

38.

39.

40.

41.

42.

43.

44,

45.

Whenever cuts are made in school
budgets, music, art and physical
education are first to be

eliminated. It is discouraging how 1.20
these basic skills, so important for
quality of life, are considered to be
superfluous.

Lower socio-economic groups
don't have the exposure or the
tools that would help them to
appreciate the arts.

-0.86

There is justification for the view
that the arts are great potential 0.85
partners in academic learning.

With the arts one can enjoy life

0.90
more deeply.

Involvement in the arts during
middle and high school enhances

: : 0.66
later achievement, persistence, and
attitudes toward community.

In school the arts need to be there
for the arts' sake, to make the
world more moving and pleasant
sounding and beautiful.

1.05

Artistic expression and

appreciation is necessary to a
complete, balanced life, and must 1.26
be an integral part of any enduring
culture.

Children involved in the arts are
risk takers in life, stronger and not -0.04
afraid to step out.

What art teaches us is nothing

beyond its own existence. -2.03

| personally don't care that art can
affect student performance in other
areas. That can be considereda
nice fringe benefit.

1.72

117

36

12

11

16

25

47

46

0.63

-0.16

0.85

0.31

1.29

-1.13

1.39

0.85

-1.84

-1.73

13

25

12

19

40

11

47

46

1.77

-1.84

1.42

0.30

0.84

-0.93

0.20

-0.52

-1.47

-1.70

47

20

10

36

21

31

44

45



46.

47.

When the artist is attacked by
grief, it can be softened and 010 24 -043 31
weakened by representing it in art.

A large part of the arts is getting a
message, emotion, feeling...
without spelling it out in so many
words or with perfect technique.

-0.54 33 -0.07 22
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0.69
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15

11



VITA
Charles Allen Pernu
Candidate for the Degree of
Doctor of Philosophy
Thesis: A Q STUDY METHODOLOGICAL STUDY DESCRIBINGALUE

ORIENTATIONS OF THE ARTS ACCORDING TO ARTS EDUCATGR

Major Field: Educational Psychology
Biographical:
Education:

Completed the requirements for the Doctor of Pbibdsy in Educational
Psychology at Oklahoma State University, Stillwa@klahoma in May, 2013.

Completed the requirements for the Master of Seendrocurement
and Acquisition Management at Northrop Univerdlitys Angeles, California
1988.

Completed the requirements for the Bachelor ofi@&en Education at
Northern Arizona University, Flagstaff, Arizonai983.

Experience:
1984 — Present, Procurement and subcontracting ird&iding
management and compliance at Rockwell, Boeing gt BeroSystems.

Professional Memberships:
2007-2013, American Educational Research Assodiatio

2011-2013, American Psychological Association
2010-2013, National Art Education Association
2011-2013, International Society for the ScientBitidy of Subjectivity



