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ABSTRACT

This study examined the possible relationships among the perceived
implementation levels of elementary music standards and Florida Comprehensive
Assessment Test (FCAT) scores for fourth graders in reading, mathematics, and writing
for the years 2004, 2005, and 2006. Survey data for the study were obtained from 32
school district music supervisors from large, medium, and small districts who returned
fully or partially completed questionnaires.

The study was focused on the relationships, if any, between a school district’s
mean scale scores in reading, mathematics, and writing from 2004 to 2006 in grade 4 and
(a) elementary music standards implementation, (b) the average amount of time spent in
elementary school music classes per week, (c) demographic and economic factors, and
(d) the reported average amount of time spent in elementary school music classes per
week.

Findings of the study indicated that, when all variables were considered, a
relationship existed among district music supervisors’ views on two variables, degree of
music standards implementation and the amount of time allotted per month for
elementary music in respondents’ school districts in 2004, 2005, and 2006; and (a) the
percentage of students achieving at proficient or higher on FCAT reading who were also
identified as free and reduced lunch in 2004, 2005, and 2006, (b) the percentage of
students achieving at proficient or higher on FCAT mathematics who were also identified

as free and reduced lunch in 2004, 2005, and 2006, and (c) the percentage of students
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achieving at proficient or higher on FCAT writing who were also identified as Hispanic
in 2004, 2005, and 2006.

Finally, implications for educational decision making were offered and
recommendations were made for future studies dealing with elementary music standards
implementation in Florida’s schools. These recommendations included (a) investigating
reasons for achievement gaps on FCAT between majority and minority ethnic groups and
between minorities themselves, (b) exploring socio-economic factors affecting FCAT
scores, (c) continuing research giving special attention to brain research involving music
and its impact on the brain, (d) determining why high-stakes testing is necessary, and (e)
devising controlled studies both in Florida and nationwide that would compare the
elementary students receiving consistent and varied teaching in music with those students
not receiving consistent musical instruction. Controlled and experimental group studies
of pre-schoolers should be conducted to determine the extent to which the use of musical

rhythms impacts the rate of language acquisition.
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CHAPTER 1
THE PROBLEM AND ITS CLARIFYING COMPONENTS

Introduction

High stakes tests have become the topic of much debate (Ruhl-Smith & Smith,
2005). On high-stakes standards, Moran (2000), professor of law at the University of
California-Berkeley stated, "Standards testing may force teachers to try to fit all students
in the same mold, regardless of differences in learning style" (p. 12). Reigeluth (1997)
indicated that uniform standards were appropriate for business, as there were standards of
quality for machines and inanimate objects. He questioned whether the same should be
suggested for students. In the same vein, Jensen (2000) commented that “the old factory
model of education that puts cost effectiveness and measurable results above authentic
learning poses a great challenge to educators who believe in the efficacy of music” (p. 2).
“When it comes to the brain and learning, there are many variables that can’t be
controlled” (Jensen, p. 3).

Some educators have been concerned about the inevitable effect standardized
testing may have on music programs. Findings from a 2002 study showed that music
improved how the brain processes the spoken word. Adults who had studied music for a
number of years were able to distinguish rapidly changing consonant and vowel sounds
much faster than their non-musical counterparts, creating a distinct advantage for them in
literacy comprehension (Hoeft et al., 2006).

Unfortunately, opportunities for youth to study music via public schools are

decreasing. Loschert (2004) found that cutbacks in the arts have occurred country-wide.
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In Stoneham, Massachusetts, during the summer of 2004, all fine arts classes at the
elementary and middle school levels were completely cut when voters did not approve a
tax increase to meet school budget shortfalls. As well, Loschert (2004) reported that in a
recent study by the Council for Basic Education, 25% of principals reported decreases in
the time their schools devoted to the arts, while 33% expected decreases within the next
two years. Conversely, 75% of principals surveyed reported increases in time devoted to
reading, writing, and math. Though there was an increased focus on reading and math to
meet the bottom line of high test scores, the researcher did not find data indicating that
this focus was worth the exclusion of music in schools.

Nesoff (2003) commented that "All over the country, school districts are facing
tight budgets and rigorous testing mandates that force them to cut non-academic
programs" (p. 1). Nesoff found that budget problems caused school districts to weigh the
arts against "desirable amenities" such as smaller class sizes (p. 1). No Child Left Behind
(2001) has also forced districts to focus most resources on the traditional core subjects.
Nesoff quoted Michael Blakeslee, Deputy Executive Director for the National
Association of Music Education, as saying, "Music education programs get cut because
decent people are trying to make tough decisions in hard times" (p. 1).

A review of the literature by the researcher regarding the implementation of music
in schools and the effects of high-stakes testing on music in schools indicated that there
was an increasing amount of information on the positive effects of music study on the
brain, yet there was not enough information to conclude that music study caused students

to achieve at a higher level (Gaab et al., 2005; Jensen, 2000; Moreno & Besson, 2005). In



addition, there was a lack of information on the effectiveness of curricula that had
foregone or reduced music programs in favor of intensive reading and math programs
that equated to double sessions of traditional core subjects for students. Further, there was
no information comparing and contrasting school districts that had invested a lot of time
and resources into their music curricula and those that had not. Therefore, data were
collected on Florida school districts to better understand the relationships, if any, among
school districts that invested time and resources in music curricula and high Florida

Comprehensive Assessment Test scores.

Purpose of the Study

A national emphasis on state exams existed at the time of the study; efforts to
meet NCLB requirements demanded that educational decision makers cut programs and
focus on testing (Holcomb, 2007; Loschert, 2004). One may argue that music programs
in schools should not be subject to program cuts, but there was little research that showed
experience and consistent lessons in music as a cause of academic progress and
superiority (Crncec, Wilson, & Prior, 2006). However, as educators and musicians have
attempted to establish relationships between musical experience and academic
achievement, a focus on music's effect on the brain and an emphasized effort on trying to
find positive relationships between music programs and academic achievement has
grown (Demorest & Morrison, 2000; Hansen & Bernstorf, 2002).

The overall purpose of this study was to determine the relationships among music

standards implementation in Florida school districts and fourth grade FCAT scores in



those districts in the years 2004, 2005, and 2006. In addition, the purpose was to
determine relationships based on differing socio-economic levels, demographics, the
amount of time spent in music programs, and perceived effects of FCAT related to time
for music standards implementation in schools in the years 2004, 2005, and 2006.
Comparisons were made among school districts having district music leaders who had a
high focus on music standards implementation and high FCAT scores and school districts
having district music leaders that had a low focus on music standards implementation and

low FCAT scores.

Research Questions

The following research questions guided this study:

1. What are the relationships, if any, between elementary music standards
implementation as viewed by district level music leadership and a school
district's FCAT mean scale scores in reading, mathematics, and writing from
2004 to 2006 FCAT administrations in Grade 4?

2. What are the relationships, if any, between the average amount of time spent
in elementary school music classes per month as reported by district music
leadership and FCAT mean scale score changes in reading, mathematics, and
writing from 2004 to 2006 FCAT administrations in Grade 4?

3. What are the relationships and factors perceived as important, if any, among
music standards implementation instituted by district level leadership for

elementary schools, the reported average amount of time spent in elementary



school music classes per month, and FCAT mean scale score changes in
reading, mathematics, and writing from 2004 to 2006 FCAT administrations

in Grade 4?

Definition of Terms

The following definitions are included to clarify terms used in the study:

District-level Leadership--Either a teacher or administrator with a position that has a

designated responsibility for music or other curriculums throughout a district; music is
often included in the span of management if the district does not have a supervisor solely
facilitating it (Pajak, Adamson, & Rhoades, 1998).

District-level Music Curriculum Supervisor--The individual designated to supervise

music programs and curriculums throughout a district (Spaeth, 1994).

Florida Comprehensive Assessment Test--A test administered to students in Florida as a

measure of their abilities to meet Sunshine State Standards (Florida Department of
Education, 2001).

Florida's Grade Level Expectations--A set of specific outcomes students must achieve at

their grade level in order to meet Sunshine State Standard requirements (Florida
Department of Education, 2005).

Florida Sunshine State Standards--A set of specific guidelines for a curriculum; this

includes outcomes students must meet for acknowledgement of achieving the standard

(Florida Department of Education, 2005).



Large school district--School districts in Florida with more than 5,000 fourth graders

taking FCAT reading in the year 2006

Level 1 FCAT achievement--Level of achievement indicating little success by a student

with the challenging content of the Sunshine State Standards (Florida Department of
Education, 2007).

Level 2 FCAT achievement--Level of achievement indicating limited success by a

student with the challenging content of the Sunshine State Standards (Florida Department
of Education, 2007).

Level 3 FCAT achievement--Level of achievement indicating partial success, but

inconsistent performance, by a student with the content of the Sunshine State Standards;
many test questions answered correctly but generally less successful with the most
challenging items (Florida Department of Education, 2007).

Level 4 FCAT achievement--Level of achievement indicating success by a student with

the challenging content of the Sunshine State Standards; most test questions answered
correctly, but only some success with questions that reflect the most challenging content
(Florida Department of Education, 2007).

Level 5 FCAT achievement--Level of achievement whereby student answers most test

questions, including the most challenging, correctly; indicates student’s success with the
most challenging content of the Sunshine State Standards. (Florida Department of
Education, 2007).

Medium school district--School districts in Florida with more than 2,499 but less than

5000 fourth graders taking FCAT reading in the year 2006



Proficient--Term used to describe any student scoring at Level 3 or higher on FCAT
reading and mathematics and at 3.5 or higher on FCAT writing during the years 2004,
2005, and 2006

Small school district--School districts in Florida with 2,499 fourth graders or less taking

FCAT reading in 2006

Methodology

Selection of Data From School Districts

From the years 2003-2006 the state of Florida had 67 school districts. Each school
district had different demographics and socio-economic distinctions, and the districts
were categorized as large, medium, and small. Each school district was listed with the
number and percentage of students based on minorities and free and reduced lunch.
Quantitative data concerning each school district were obtained from the Florida
Department of Education databases at the website www.fdloe.org.

Fourth grade demographic data from each school district for each of the years
2004-2006 were used for comparative purposes. Data were retrieved from the Florida
Department of Education website www.fcatresults.com.The total population of each
school district’s fourth graders was used to determine the percentage of minority students
in fourth grade in each district. Minority students for the study included African-
American and Hispanic students. The percentage of students on free and reduced lunch
was the factor used in determining the socio-economic status of the 4th-grade students in

each respective district.



Instrumentation

The 24-item questionnaire, Elementary Music Standards Implementation in
Florida, was designed by the researcher and inspired by a questionnaire originally created
by Byo (1999). Byo’s questionnaire was distributed to music specialists, whose
background was exclusively music, and music generalists, or teachers who taught a
number of subjects in addition to music. Byo sought to discover whether music
specialists and music generalists held the same beliefs about teaching the National
Standards for Music Education.

Since no comparison of school districts, their music programs, and test scores was
found in the literature search conducted for the study, this researcher’s instrument was
designed to gather data on music standards implementation in school districts in Florida
and to determine how these data compared and contrasted with fourth grade FCAT scores
in reading, mathematics, and writing in each of the surveyed districts. The degree of
music standards implementation was described by respondents, but the actual
implementation of the standards themselves was not considered. The instrument was used

to gather quantitative and qualitative data for analysis.

Data Collection
An informed consent document (Appendix A) and the Elementary Music
Standards Implementation in Florida Questionnaire (Appendix B) were mailed to district
level music leadership designees during the month of June 2007. The mailing and e-mail

addresses of the district-level leaders were obtained from the Florida Department of



Education and individual school district listings. Respondents had the opportunity to
either return the paper copy in a pre-addressed and stamped envelope or go to a secure
website at Zoomerang.com and complete the same questionnaire. The Dillman (2000)
tailored-design method was used to contact respective survey respondents in Florida
school districts, which included a maximum of 67 contacts. Copies of communications
with potential respondents are contained in Appendix C. The research was initiated with
the approval of the Institutional Review Board of the University of Central Florida

(Appendix D).

Data Analysis

Demographic data downloaded from www.fldoe.org or www.factresults.com, and
obtained from the returned questionnaires, were used in the analyses of the data. School
district names were omitted, and the schools were placed into three categories (large,
medium, or small) based on the number of schools contained in the district and the survey
respondent’s characterization of the school district. In addition, each school district had a
distinct demographic profile. School districts with high FCAT scores were examined in
relation to answers received from respondents regarding music standards implementation.
Recommendations of best practices based on those relationships were detailed in an effort
to provide examples for all school districts to use as they make decisions regarding

programming in their schools in order to achieve academic and testing success.



Delimitations

This study was delimited to the 67 Florida school districts in the years 2003-2004,
2004-2005, and 2005-2006. This study was further delimited to identified male and
female 4th-grade students who took the FCAT reading, mathematics, and writing tests in
the years 2003-2004, 2004-2005, and 2005-2006. Survey data available for analysis were
limited to that obtained from persons fulfilling the role of music supervisor who
responded to a questionnaire sent to each of the 67 Florida school districts. This study
focused on factors related to music standards implementation in elementary schools in
Florida and the possible relationships those factors have with FCAT scores. This study

did not focus on any other curriculum at the elementary or secondary school level.

Limitations

Results of the study were limited by the accuracy of the data obtained from
www.fldoe.org and www.fcatresults.com. The study results were also limited by the
honesty and accuracy of the quantitative and qualitative responses provided by each
school district’s music supervisor. A third limitation was related to the accuracy of
reporting of FCAT scores and student populations by the Florida Department of
Education for each county for the years 2003-2004, 2004-2005, and 2005-2006. The
number of fourth graders completing FCAT, as well as their demographic characteristics,

differed in each of the three years reported.
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Assumptions

Assumptions of this study included the following: (a) Data acquired from the
Florida Department of Education were accurate, (b) data acquired from responding music
supervisors throughout the 67 school districts in Florida were honest and accurate, (c) and
data acquired and analyzed regarding elementary music standards implementation and
fourth grade FCAT scores were important to education and decision-making. Since some
information was obtained via a questionnaire sent to music supervisors in the 67 Florida
school districts, it was assumed that the responding supervisors from the schools and
programs were willing and able to provide accurate information that would allow for

comparison with fourth grade FCAT scores.

Significance of the Study

There was a collection of data, both quantitative and qualitative, and the
development of a study to report the academic achievement trends, based on FCAT
results, of 4th grade students as they related to implementation of music standards in their
respective school districts. Relative to that, a successful trend that finds students doing
better in relation to the emphasis on implementing music standards in their schools may
prove useful in making the high-stakes decisions concerning curriculum and budget that
face Florida school districts and other school districts across the United States.

Of interest in the present study was the extent to which data gathered showed a
trend of success or failure in how the degree of music standards implementation related to

a school district’s mean fourth grade FCAT scores. Identifying those factors that included

11



demographic settings, economic level of students’ families, the degree of implementation
of music standards in a district, and the perceived effect that high-stakes testing, such as
FCAT, had on music in schools was intended to be helpful to decision-makers as they try
to find ways to elevate students to the best possible achievement and long-term learning
levels.

By identifying both positive and negative trends, especially those of defined
significance, this research had the potential to reaffirm the ideas of brain researchers and
music advocates who have sought to show that experiences and emphasis with music can
help to improve students’ overall achievement. This researcher recognized that an
emphasis on implementing music standards, though possibly and significantly helpful for
students, is only one component of curriculum that needs emphasis to create high student
achievers in Florida.

As educational policy makers have increasingly found themselves making
difficult decisions concerning budgets and curriculum, music curricula have often not
been considered as core subjects worthy of keeping (Holcomb, 2007). Jensen (2000)
wrote, “If this were a court of law, the ruling would be clear: Music in education is

29

valuable ‘beyond a reasonable doubt’” (p. 36). Studying district leaders’ perceptions of a
district’s ability to facilitate music education, and comparing those responses with the

mean FCAT scores of each district, may lend more credence to the notion that music is a

core part of district curricula that should not be compromised.
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Summary

Researchers have shown that there are many variables in the brain that cannot be
controlled, and there has been a growing interest in finding out how music affects the
brain in regard to academic achievement. Music study in schools has been shown to be
beneficial, yet time for music and music programs themselves has been cut in many of
the country’s schools. These program cuts have been the result of tough financial
decisions made during hard economic times. The search for positive links between brain
development, comprehension, and music has continued. To help with this effort, school
districts in the state of Florida were chosen by the researcher for analysis. It was desired
to discover whether there was a relationship between efforts made to implement music
programs in a district’s elementary schools and the FCAT scores in the district’s
elementary schools. The overall goal of the research was to further identify influences on

high achievement in Florida, music being the primary focus.

Organization of the Study

Chapter 1 has provided background information for the study, an introduction of
the problem, research questions, a listing of definitions of terms involved with the study,
assumptions, and limitations of the study. Chapter 2 includes an extensive review of
literature related to an historical analysis of high-stakes testing, issues surrounding high-
stakes testing, the benefits of music education, challenges facing music education, and a
review of efforts to integrate both music education and high-stakes testing into

curriculums. Chapter 3 details the study's methods and procedures, and Chapter 4
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contains the results of the data analyses accompanied by supportive narratives. Chapter 5
includes study conclusions, implications of findings, and recommendations for future

research in both the fields of music education and high-stakes testing.

14



CHAPTER 2
REVIEW OF LITERATURE AND RELATED RESEARCH

Introduction

A number of articles contain information about the history of high-stakes
mandates, the tests that result from those mandates, and the effects of those tests on
music and other traditionally elective curricula. A number of articles also contain details
of the possible cognitive and self-disciplinary benefits of consistent musical studies. A
1994 University of California, Irvine study included an assessment that preschoolers'
spatial reasoning intelligence quotient (IQ) rose 46% after eight months of keyboard
lessons, while the Texas Commission on Drug and Alcohol Abuse found that students
who participated in band or orchestra reported the lowest use of alcohol, tobacco, and
illicit drugs when compared with non-musical students (Rauscher, 1994).

The overall purpose of this study was to discover if relationships among 4th-grade
FCAT scores and standards implementation in Florida school districts existed. Socio-
economic levels, other demographics, and time allotted for elementary music study were
also analyzed for relationships. Comparisons were made among school districts that had a
focus on music standards implementation and low FCAT scores and those that had a
focus on music standards and high FCAT scores to determine what data-based variables
differed.

The following research questions guided this study:
1. What are the relationships, if any, between elementary music standards

implementation as viewed by district level music leadership and a school
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district's FCAT mean scale score in reading, mathematics, and writing from
2004 to 2006 FCAT administrations in Grade 4?

2. What are the relationships, if any, between the average amount of time spent
in elementary school music classes per month as reported by district music
leadership and FCAT mean scale score changes in reading, mathematics, and
writing from 2004 to 2006 FCAT administrations in Grade 4?

3. What are the relationships and factors perceived as important, if any, among
music standards implementation instituted by district level leadership for
elementary schools, the reported average amount of time spent in elementary
school music classes per month, and FCAT mean scale score changes in
reading, mathematics, and writing from 2004 to 2006 FCAT administrations

in Grade 4?

The Impact of High-Stakes Tests on Music Curriculums

A Brief History Leading to Testing and Greater Accountability
When using the term "high-stakes testing," one may wonder how American
education has arrived at the point of state-mandated ultimatums and very nervous
children and parents. Bracey (2000) addressed high stakes testing and assisted in putting
the history of accountability in perspective and provided a rationale for the creation of the
tension-filled testing environment of the 21st century. Bracey explained that Americans
became "nervous" about academic progress just after World War II during the arms race

with the Soviet Union. At the time, schools were regarded as integral for defense, and the
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rising graduation rate in high school was regarded as a decline in rigor of curriculum. The
1957 Sputnik launch further helped to magnify that notion (Bracey).

In 1983, with the release of A Nation At Risk and its negative spin on statistics
creating even more anxiety, it was clear that good news about education would not serve
any political agendas well. Presidents Reagan and G. H. W. Bush pushed for privatization
of schools as they controlled the flow of positive data. During their presidencies, press
conferences were held concerning the country's low test scores in math, but no news was
announced concerning the United States' ranking second in the world in reading (Bracey,
2000). Positive reports on academia were suppressed until the time period of the Clinton
administration. Even then, reports continued to highlight the negative rather than the
positive aspects of education.

Bracey (2000) further argued that the need to believe the "worst" about schools
stemmed from a stark change in the problems schools faced over a span of 40 years. In
the 1940s, the big problems at school were unruly students or those who simply cut
through the lunch line or chewed gum. By the 1980s, the issues were drugs, violence,
gangs, and teen pregnancy. Perhaps the move from subjective data to objective data was
solidified when the problems of the 80s, based on conclusions provided by O’Neill
(1994), were found to be lists of hoaxes. People began to assume that schools could not
give accurate information. Bracey stated, "Lack of veracity in those lists created a move
from subjective teacher-opinion to objective testing" (p. 1).

Moran (2000) argued in a law review article that state testing had its roots in the

19th century and came about due to urbanization, industrialization, and immigration. She
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detailed that in 1892 the National Education Association created a Committee of Ten to
draft recommendations for strengthening curriculum in America's high schools which
eventually led to the creation of the first Blue Ribbon Panel. It was the recommendation
of the Committee of Ten to give modern academic subjects the same weight and
accountability as classical subjects. This, in turn, led to college entrance examination
board requirements and paved the way for standardized testing.

After World War II, college entrance examinations became commonplace as top
institutions wanted to tighten admission requirements. Until that time, children of alumni
had been admitted to prestigious universities without regard for their scholastic aptitude.
Thus, the Scholastic Aptitude Test (SAT) was born. It arrived from the desire for a more
strenuous college admission requirement that was inexpensive (Moran, 2000). Sheppard
(2002) noted that the first large-scale commitment to accountability for results in return
for governmental financial assistance occurred in the 1960s with the beginning of the
Title I program.

In the 1970s, a movement arose advocating promotion and graduation through
standardized testing. However, courts refused to tackle this issue as they were worried
about fairness and public perception in the wake of recent desegregation rulings. One can
conclude that the courts did not want to open the proverbial “can of worms” again. Thus,
the 70s movement slowed but was rekindled in the 1980s.

Similar to Bracey (2000), Moran (2000) observed that following the 1983
publication of A Nation at Risk, tests emerged as a predominant way to enforce

accountability of teachers and students at all levels. The tests were popular because they
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did not cost much and highlighted real consequences for students who did not achieve.
The phrase "high-stakes testing" was coined. In 1999, the National Research Council
defined high-stakes testing as a "test on which an individual's score determined not just
who needed help but whether a student was allowed to take a certain program or class or
would be promoted to the next grade, or would graduate from high school" (p. 5). Moran
highlighted that when districts faced "negative labels, loss of funds, and constraints on
their autonomy if scores were low, teachers were under intense pressure to "teach to the
test” even if it meant sacrificing other important parts of the curriculum” (p. 6). Further,
Moran stated that the "incentive to focus on the test to the exclusion of other academic
subjects was particularly strong in low-income, minority school districts" (p. 13) as the
at-risk students were able to hurt a school's chance of obtaining a decent score or rating.
It would seem that very little had changed in five years and that the intensity surrounding
high-stakes accountability had grown. That intensity was reflected in qualitative studies
of those in the field--the teachers.

In 2001, a survey was conducted by the U.S. National Board on Educational
Testing and Public Policy to determine teachers’ perceptions of high-stakes testing and
accountability measures. Of teachers surveyed, as many as 65% agreed that state-
mandated tests were compatible with daily instruction. They also believed, however, that
the tests had a narrowing effect on what is taught (Pedulla, 2003). Approximately 75% of
teachers surveyed agreed that state-mandated testing programs led some teachers to teach
in ways that contradicted their own ideas of sound educational practice. Teachers

indicated they found it necessary to use strategies in which they did not believe, and that
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their test preparation was counter to their beliefs regarding "good educational practice"
(Pedulla). Fewer than 30% of teachers agreed that the benefits of a state-mandated testing

program were cost effective, but 70% saw little to no benefit in state-mandated testing.

High-stakes Standards

The standards of high-stakes tests have proven just as debatable a topic as the
mandating of the tests themselves. In regard to high-stakes standards, Moran (2000)
stated, "Standards testing may force teachers to try to fit all students in the same mold,
regardless of differences in learning style" (p. 21). Earlier, Reigeluth (1997) commented
that uniform standards were appropriate for business, as there were standards of quality
for machines and inanimate objects. He questioned whether the same should be suggested
for students. The notion was that all students needed certain basic skills, but the notion of
whether all students should be required to attain the same skills at the same levels was
questioned.

On testing standards, Bracey (2000) provided a number of positive statistics. He
explained that standard achievement tests were used in America at record-high levels in
the 1980s and that SAT scores in math were at an all-time high by 1995. The population
for which he calculated his statistics included all minorities except Asian-American
students. Bracey noted that Advanced Placement examinations count more than one
million students each year and that Americans are again regarded as second in the world
in reading. This positive outlook, however, has been countered by Bracey's

contemporaries.

20



Guarding against testing standards that are too rigid, Sheppard (2002) commented
that one must be careful in listening to discussions of alignment between curricula and
testing. "It is not enough that each item in a (test) correspond to some standard in
curriculum" (p. 57). She further cautioned that states could design tests that would result
in inflated data and an inflated sense of student and school progress. Though there may
be real gains, they would be difficult to identify in inflated data. Tests could be used as
political tools to advocate political aims rather than in the best interest of student

achievement.

Negative Aspects of High-stakes Accountability

"At the heart of the entertainment phenomenon is multiple-choice testing" (p. 14),
lamented Moran (2000). Moran related multiple-choice tests to the questions posed on
"Who Wants To Be A Millionaire" with contemporary school accountability consisting
of standardized tests with multiple choice questions like those on the quiz show. The
game show has confronted questions of validity comparable to those posed regarding
standardized tests in most states. Also, the game show has contained questions that have
been biased towards white males, something case law has shown to be a hotly debatable
topic. Moran has also commented that "tests stigmatize those who are held back in a
lower grade or denied a high school diploma, even if the fault lies with a deficient
educational system" (p. 22).

Somewhat similarly, researcher Robert Linn (2000) concluded that testing has had

"no dramatic effect" on improving education and student learning and that the negative
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effects of high-stakes testing have outweighed the positive. In a 2000 article from the
New York Times that cited the difficulty in interpreting test scores, Hartcollis (2000)
reported that polls showed parents did not believe in tests and that they drove wedges
between parents and children. A further criticism related to the creation of segregation
was evidenced in Texas with an increased number of African American and Hispanic
students withdrawing from schools.

Moran (2000) also reported that high-stakes testing has been concentrated in
states and districts with substantial low-income and minority populations and that
minority students were more likely to take high-stakes tests and more likely to fail them.
Cultural insensitivity has been highlighted by the mandate that students with limited
English proficiency take tests in English. Such students have been unable to fully and
effectively demonstrate their academic skills due to the language barrier.

To emphasize the progression of the high-stakes epidemic, Bracey (2000)
explained that in the 1970s and 1980s, 35 states had adopted some version of a minimum
competency test. By 2000, that number had increased to 41 states, and he lamented that
scores needed to pass these tests are unrealistically high. Consequences of the testing
include many failing students, students being retained, proposals to start testing in
kindergarten, and teachers warned that their raises and jobs are on the line. Bracey, while
focusing on the positive aspects of testing, has attested that testing programs have not
been having their desired impact, and arguments as to what that impact should be have

been inconclusive.
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Earlier, Herman and Golan (1990) commented that "testing is more influential
and exerts stronger effects on teaching in schools serving more disadvantaged students"
(p- 3) and found that teachers spent too much time getting students ready for high-stakes
tests. Teachers were spending more time on test-like worksheets. Brooks and Brooks
(1999) expounded on the merits of testing as a foundation for measuring student learning,
seeing testing as a measuring stick for "folly". As part of their argument, the authors
defined "constructivism" as a theory of learning that describes the central role that
learners' ever-transforming mental schemes play in their cognitive growth. Their
argument was that, in this period of accountability and testing, students are being asked to
accomplish the same learning goals in identical ways and time frames. In constructivist
theory, a classroom teacher has the ability to make adjustments to accommodate learning
style and speed and to be constructivist. Increasingly, however, the demands for high-
stakes accountability press a timeline and watchfulness that do not allow for it. Of
accountability, the authors stated:

Rather than set standards for professional practice and the development of local

capacity to enhance student learning, many state education departments have

placed even greater weight on the same managerial equation that has failed
repeatedly in the past: State Standards = State Tests; State Test Results = Student

Achievement; Student Achievement =Rewards and Punishments (Brooks &

Brooks, p. 19).

Brooks and Brooks (1999) further substantiated their argument by finding that test
scores were generally low on first assessments relating to new standards. Virginia was an
extreme example. More than 95% of schools failed the state's first administration of its

mandated tests. Similarly, in New York, more than 50% of the state's fourth graders were

deemed at risk of not graduating in 2007 after taking the state's new English language arts
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test. On these results, Brooks and Brooks commented that "defining understanding as
only that which is capable of being measured by paper-and-pencil assessments
administered under strict security perpetuates false and counterproductive myths about
academia, intelligence, creativity, accountability and knowledge” (p. 21).

Addressing the effects of limiting curriculum via the demands of high-stakes
testing and accountability, Jones and Whitford (1997) commented:

In Kentucky, there has been a rebound effect. Pressure generated by the state test

for high stakes accountability has led school-based educators to pressure the state

to be more explicit about content that will be tested. This in turn constrains local
school decision making about curriculum. This dialectical works to increase the

state control of local curriculum (p. 278).

Along with curriculum narrowing, evidence suggests that opportunities for
minority and urban-based students to succeed on high-stakes tests have been limited. In
Massachusetts, students in urban (arguably poor) or urban clusters have had fewer
opportunities for educational avenues than those in affluent districts. The result was
lower expectations for poor and minority students than for Caucasians (French, 1998).
Commenting on the Education Reform Act in Massachusetts resulting in narrow-minded
high stakes testing, French wrote:

There is ample evidence that the use of a single high-stakes test helps to widen the

achievement gaps between white, black, and Hispanic students, as well as the gap

between affluent and low-income students. Inevitably, high-stakes testing drives
schools toward uniformity rather than diversity. It focuses on punitive measures
for schools that are under the designated cutoff score for acceptable performance,
instead of analyzing and creating the conditions under which more schools and

more students could be successful. (p. 1)

Sheppard (2002) argued that "Performance on a conventional high-stakes test

does not generalize well to other tests for which students have not been specifically
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prepared” (p. 55). Further, she exclaimed that "efforts to improve test scores have
changed what is taught and how it is taught. In elementary schools, teachers eliminate or
greatly reduce time spent on social studies and science to spend more time on tested
subjects" (p. 55). Smith (1989) earlier found that "teachers gave up reading real books,
writing, and long-term projects, and focused instead on word recognition, recognizing
spelling errors, language usage, punctuation, and arithmetic operations" (p. 56).

Using research about high-stakes testing and effects on minority students,
McLaughlin (1991) found that high-stakes tests discouraged classroom innovation and
risk-taking and forced out high-order thinking and problem solving. Smith and
Rottenberg (1991) followed by finding that testing reduced the time available for
ordinary instruction. Perhaps realizing this, public school officials in Broward County,
Florida ordered the district’s superintendent to find ways for middle and high school
students to pass the state’s FCAT exam without teaching to the test. They also wanted the
superintendent to do away with FCAT rallies and banners so as to place less focus on
testing (Johnson, 2007).

Bracey (2000) also lamented that penalizing schools for low performance seemed
to encourage even lower achievement and suggested the alternative of increasing
resources for underachieving schools. Further, he argued that an explanation is needed
that would show how high-stakes testing would improve chances of success for poor and
minority children. He highlighted examples of curriculum changes that had occurred, i.e.,

Shakespeare being replaced by non-fiction and abandonment of elementary school recess
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for test preparation time. A Virginia school board eventually mandated that recess be
reinstated for elementary school children.

Bracey (2000) also commented on test results that have misrepresented
achievements in schools and cited Florida high schools that received "C" grades even
though they were recognized in Newsweek‘s "Top 100 High Schools" for the number of
Advanced Placement exams their students had taken. Finally, Bracey stated that "severe
judgments are being made on the basis of test scores" (p. 3) and advocated for a more
humane program of accountability to assess student achievement.

The drawbacks of high-stakes testing have been obvious, and the resulting effects
high-stakes decisions have been having on musical and artistic programs could be
devastating. Recently, bodies of research have produced details of the negative
consequences high-stakes testing and decision-making have had on music and art
programs, while a growing body of research has emerged to show benefits, in particular,
in music education that parallel and transcend the benefits found in the traditional core
courses of reading, mathematics, and writing.

Overy (1998) detailed the results of one study that actually focused on increased
time for music at the expense of math. In Switzerland, student subjects for the study
ranged from seven to fifteen years old. Half of them were exposed to daily 45-minute
music lessons, while the control group continued to get its usual one music lesson per
week. The experimental group that took increased music instruction at the expense of
language arts and math improved language and reading scores. The experimental group

also did as well as students who spent more time on mathematics but had no music
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instruction. The three-year study suggested that music lessons may have significant long-
term value. Jensen (2000) further supported this notion by arguing that though three or
more days of music lessons a week for at least 30 minutes a day were beneficial, the

optimal goal would be one 60-minute lesson each day, five days a week.

High-stakes Testing: The Pressure to Cut Music Programs

On why music programs are consistently devalued, Jensen (2000) wrote:

If strong evidence supports the value of music in education, why are we still

fighting for its inclusion in our schools? This is a complex question with a variety

of answers. First, many educators don’t know enough about the brain and learning
to be able to articulate the value of music to policy-influencing bodies. Second,
most teachers don’t have a music background, nor do traditional teacher
preparation programs train us to incorporate music into the curriculum. Third, all
educators are constrained by competing demands on their time and resources,
curriculum mandates and various bureaucratic restraints. And fourth, the policy-
making boards that are making curriculum decisions are primarily interested in

the input-output ration — that is, cost per student in relation to test score (p. ii).

"If music programs are discontinued, students will be deprived of kinesthetic,
aural, oral, visual, and emotional experiences that can ul