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ABSTRACT

ANDREW LOVETT, JR.
THE RELATIONSHIPS AMONG FINE ARTS, SCHOOL CULTURE, AND
GRADUATION RATES IN GEORGIA
Under the direction of SAMMY L. FELTON, Ph. D.

High school graduation is the single largest hurdle that students must achieve to 

prepare for college and career (National Governor’s Association, 2011). Fleischman & 

Heppen (2009) agree that American high schools must address the problem of declining 

graduation rate. Approximately 1.28 million students drop out of high school annually 

(Amos, 2008; Education Week, 2008; Tyler & Lofstrom, 2009). Lack of engagement is a 

reason students drop out of high school (Bloom, 2010; Ruppert, 2006). Ruppert (2006) 

states that participation in the arts is a strategy for engaging students. Deasy (2008) 

agrees that the arts create positive and empowering culture in a school. The National 

Governor’s Association (2011) believes that school culture is key in measuring school 

performance. The purpose of this study was to determine if there were relationships 

among the graduation rate of a school, the number of fine arts courses offered, and the 

culture of the school.

A quantitative survey design was used to gather responses to answer the six 

research questions. The graduation rate o f each participating school was collected from 

the state website. The number o f fine arts courses was collected from the demographic



section of the survey. School culture was determined using the Organizational 

Description Questionnaire (Bass& Avolio, 1992). Data were collected over a period of 

three weeks. The findings for the 32 participating schools revealed that there were no 

relationships between the number of fine arts courses, school culture, and graduation rate. 

Additionally, for the 32 participating schools, the number of fine arts courses and the 

culture of the school were not predictors o f graduation rate.

Conclusions and implications discussed may guide instructional leaders to 

consider what other factors may have an impact on graduation rate other than the number 

of fine arts courses and school culture. Relying solely on the number of fine arts courses 

as a variable to determine the relationship between fine arts and graduation rate and 

school culture can be misleading for determining the impact o f the fine arts. Additional 

research in this field may include longer time, use of a different instrument, expansion to 

include more states, and a mixed methods approach.



CHAPTER 1 

INTRODUCTION

Accountability has emerged and taken various forms throughout the history of 

American education. When the former Soviet Union launched Sputnik 1 and Sputnik 2, 

there was shock amongst the American public and an immediate call for accountability in 

math and science (Cunningham & Dufour, 2005; Garrett, 2008; Gullatt, 2007; Strickland, 

1985). In addition to the increased emphasis in math and science, the launching of 

Sputnik also led to a questioning o f America’s position and ability to compete globally 

(Cavanagh, 2007; Strickland, 1985). Government and school officials also drastically 

increased the spending on scientific research in education (Garrett, 2008). After Sputnik, 

some people believed that America’s world leadership role was threatened because 

students were not learning how to create and imagine (Deere, 2010).

Following the increased accountability in the areas of math and science after the 

release o f Sputnik, then President Lyndon B. Johnson and Congress passed the 

Elementary and Secondary Education Act (ESEA) of 1965 (Standerfer, 2006). The Act 

was enacted shortly after being introduced by President Lyndon B. Johnson in his speech 

entitled, War on Poverty (Standerfer, 2006). A portion o f the ESEA legislation was 

designed to provide federal funds to schools that had extra needs because of the 

socioeconomic status of their students with hopes that more financial resources would 

close the achievement gap (Standerfer, 2006). However, as the amount of federal funding
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increased, so did the amount of accountability for the schools receiving the money 

(Standerfer, 2006).

Nearly twenty years after the implementation of the ESEA, the country’s focus on 

accountability reemerged in 1985 with the National Commission on Excellence in 

Education’s report entitled A Nation at Risk, which portrayed American schools as failing 

(Standerfer, 2006). The report, which was released in the midst of the Cold War under 

the administration of President Ronald Reagan, proclaimed that America was at risk and 

all children deserved a chance of receiving a quality education (Burdick, 2012). As a 

method of increasing the accountability of schools to ensure student success, A Nation at 

Risk made recommendations to raise high school graduation requirements, including an 

increase in the number of years students are required to take courses such as English, 

math, science, social studies, and computer science (Strickland, 1985). The National 

Commission on Excellence in Education believed that America would not maintain its 

globally and economically competitive status in the world if changes were not made in 

the American educational system (Standerfer, 2006).

Remaining globally competitive has been a priority for several accountability driven 

legislations and laws passed during the 1990s and the 2000s. President Bill Clinton 

created his Goals 2000 legislation and reauthorized the ESEA as the Improving 

America’s Schools Act, which required state created assessments and academic standards 

in core content areas (Standerfer, 2006). Similarly, President George W. Bush’s 

reauthorization of the ESEA, No Child Left Behind Act (NCLB), raised the expectations 

for accountability by requiring stipulations for federal funding based on student 

achievement and school improvement (Burdick, 2012). According to the Zastrow & Jane
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(2004), NCLB promoted a national discussion about what, when, and how students learn. 

Once NCLB came into law in January 2002, there was increased accountability in math 

and reading, which overshadowed other subjects (Deere, 2010). In addition to the 

academic accountability measures put in place as a result o f the NCLB Act, the law also 

holds high schools accountable for graduating more students with a high school diploma 

(National High School Center, 2006). As Congress waits to reauthorize the ESEA, 

President Obama has allowed for a waiver from some of the requirements from NCLB. 

One of the additional expectations of the ESEA waiver is that upon graduating from high 

school all students will be college and career ready (Achieve, 2010).

High school graduation is the achievement hurdle that students must clear in order to 

attend college and prepare for their careers (National Governor’s Association, 2011).

The percentage of students who graduate in the standard number of years from high 

school with a diploma is known as the school’s graduation rate (National Governor’s 

Association, 2011; National High School Center, 2006). Approximately 1.28 million 

students do not graduate from high school annually (Education Week, 2008; Tyler & 

Lofstrom, 2009). Amos (2008) states that American high schools are losing students at a 

rate of approximately seven thousand per day, and that high school graduation rates can 

influence a community’s social, economic, and civic health.

According to Tyler & Lofstrom (2009), students who do not graduate from high 

school can negatively impact their community in areas such as higher unemployment, 

increased health challenges and costs, and increased crime. For example, students who 

drop out of high school earn approximately $260,000 less over their lifetime than 

students who earn a high school diploma (Tyler & Lofstrom, 2009). High school
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dropouts only pay about 42% of the taxes that those with high school diplomas pay, 

based on their income over their lifetime, which represents a loss of about $60,000 per 

person or approximately $36 billion dollars in federal and state tax revenue combined 

(Tyler & Lofstrom, 2009). Additionally, in terms of public assistance, if the current high 

school dropouts were graduates, then the cost of public assistance programs such as 

welfare would decrease by approximately $1.8 billion (Waldfogel, Garfinkel, & Kelly, 

2007). The average spending for discounted or reduced public health insurance is 

$35,000 for persons who dropout compared to $27,000 for persons who earn a high 

school diploma (Muennig, 2007). Finally a staggering 68% of inmates in the penal 

systems are high school dropouts (Harlow, 2003). According to Lochner & Moretti 

(2004), an increase as small as one percentage point in the graduation rate o f males could 

save nearly $1.4 billion per year or approximately $2,100 on incarcerations for each 

additional male graduate.

From an understanding of the economic ramifications o f not completing high school 

to school accountability, Houck & Kurtz (2010) believe that graduation rates provide a 

sense of educational stability across states. Stability is important for states and cities 

because having a high number of students who do not gain a high school diploma makes 

it more difficult to attract new businesses to the country and keep America globally 

competitive (Amos, 2008; Standerfer, 2006). However, despite the importance o f high 

school graduates and their role in their community, Bloom (2010) conducted a study in 

2005 with more than 400 dropouts and found that 47% of participants in the study stated 

that their primary reason for dropping out was that school was not interesting to them.



Student interest in school can be addressed using the fine arts as a method of 

engagement (Zastrow & Jane, 2004). “Participation in the arts is an important strategy 

for engaging and motivating students who are at risk of dropping out o f high school” 

(Ruppert, 2006, p. 14). Deere (2010) and Catterall and associates (2012) agree that 

participation in the arts can have a positive impact on a student’s level o f engagement in 

school. According to Deere (2010), approximately 50% of the adults interviewed in the 

study agreed that fine arts have an impact on the student achievement and engagement. 

Similarly, Catterall and associates (2012) analyzed data from four national longitudinal 

databases and found a significant difference favoring arts involvement and student 

engagement. Students who engaged in the arts are more likely to remain in school 

through graduation (Bloom, 2010). In addition to the arts’ influence on the achievement 

indicator, graduation rate, the arts help students develop critical thinking skills to help 

academic achievement (Young, 2005). The fine arts can be used as a tool to improve 

achievement, and can help students develop better attitudes about school (Deere, 2010). 

“Arts can also change the school culture, break down barriers between curriculum areas 

and improve the school’s physical appearance and environment” (Sousa, 2007, p. 10).

Curtis (1987) asserted that the culture created by an emphasis and a focus on the arts 

is challenging and motivating to adults and students who enjoy being in the company of 

other artists. Comparably, the National Endowment for the Arts (1991) asserted that the 

arts can contribute to the development o f a committed, creative, and exciting school 

culture. Similarly, Hetland & Winner (2001) assert that the arts are a critically important 

part of a school’s culture. The arts create a learning environment that is conducive to the 

success of a school by fostering a positive and professional school culture (Ruppert,



2006). Deasy (2008) agrees that the arts create positive and empowering learning 

environments and culture in a school. The National Endowment for the Arts (1991) 

asserts that the arts can humanize the learning environment and help students develop 

better attitudes towards school (Deasy, 2008; Deere, 2010). Infusing the school 

environment with the arts could allow educators to create a stronger sense of community 

and could help develop a positive school culture (Marasco, 2011). Finally, Curtis, Reid, 

and Ballard (2012) agree that the arts create an atmosphere conducive to receiving and 

reflecting on core content information and academic procedures.

While the arts have a role in increasing achievement, engaging students in learning, 

and helping to establish a positive school culture, students’ access to the arts is 

decreasing (Benway, 2010). A survey conducted by the Zastrow & Jane (2004) found 

that out o f the 956 elementary and secondary principals who participated in the study, 

approximately 33% had reductions in student access to the arts. This reduction in the 

access to the arts was a result of increased instructional time for reading, writing, and 

mathematics accountability as outlined in the No Child Left Behind Act o f 2001 (Zastrow 

& Jane, 2004). Additionally, because of the belief that the arts are simply activities of 

leisure or entertainment, arts are typically among the first programs cut and the last to be 

reinstated (Dillon, 2006; Gullatt, 2007). Decreasing student access to the arts is 

problematic because the arts may have the capacity to help create a positive learning 

environment and school culture, which are both conducive to increased student learning, 

attendance, and success (Ruppert, 2006; Vitucci, 2010).

Deal & Peterson (1999) and Uddin, Luva, & Hossian (2013) assert that positive 

culture has a tremendous impact on every aspect o f a school and an organization’s
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productivity. Hoy and Miskel (2001) believe that understanding school culture is a 

necessary factor for making schools successful. Creating an environment where students 

demonstrate more positive academic and social roles is important in developing the 

culture of a school (National Governor’s Association, 2011; Ruppert, 2006). The 

National Governor’s Association (2011) believes that school culture is an important 

measure that influences teacher and student achievement. Negis-Isik and Gursel (2013) 

both agree that a positive school culture supports achievement, and school leaders are 

under pressure to meet increasing demands for higher student achievement (Ebner, 2006). 

“School culture is one of the important factors that plays a role in school efficiency and 

success” (Negis-Isik & Gursel, 2013, p. 221).

One of the aspects of school culture is that it is usually easily identifiable by 

newcomers to the environment and that the culture in many schools dictates that learning 

is not cool (Barth, 2002). However, a positive school culture provides support for 

increased achievement in a school (Fullan & Hargreaves, 1996; Mitchell, 2008;

Schlechty, 2002). Schools with a positive school culture often have staff members who 

share and support the vision for student achievement (Campbell & Fullan, 2006).

Creating a culture of trust is a key component for making improvements in achievement 

(Mitchell, 2008). The Georgia Department of Education (as cited in Mitchell, 2008) 

states positive school cultures support and encourage active student engagement, which 

helps sustain and increase student graduation rates. Finally, Mitchell (2008) identifies the 

importance of a healthy school culture to increased student achievement, which includes 

graduation rates.



s

Statement of the Problem 

Fleischman & Heppen (2009) and Tyler & Lofstrom (2009) agree that American high 

schools must address the problem of declining graduation rates. Approximately 1.28 

million students fail to graduate from high school annually (Amos, 2008; Education 

Week, 2008; Tyler & Lofstrom, 2009). The American high school graduation rate is 

approximately 78% (NCES, 2009). According to Tyler & Lofstrom (2009), students who 

fail to earn a high school diploma are often faced with the following challenges when 

compared to students who do earn a high school diploma: lower lifetime salary earnings, 

higher unemployment rates, poor health, and high health care costs. Bloom (2010) 

further agrees that students who drop out o f high school are more likely to have a rough 

transition to adulthood. Additionally, students who do not earn a high school diploma 

have an impact on the health o f their local community (Amos, 2008; Tyler & Lofstrom, 

2009). Some of the societal challenges include a decrease in tax revenue, an increase in 

spending on public assistance, and a higher crime rate (Tyler & Lofstrom, 2009).

Purpose of the Study 

Schools are held accountable for improving the graduation rates of high school 

students (Hoff, 2008). However, there have been severe reductions in student access to 

the K-12 fine arts curriculum (Levin, 2008). Deal and Peterson (1999) assert that school 

culture is a mixture of great teaching, significant curriculum standards, and purposeful 

leadership. Deere (2010) found in her study of 215 educators that approximately 90% of 

the participants in the study either agreed or strongly agreed that fine arts have an impact 

on the learning environment and culture o f a school. However, despite the National 

Governor’s Association (2011) belief that school culture is one of the most important
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measures of school performance, school culture is not measured for accountability. The 

purpose of this study was to determine if there was a relationship among the graduation 

rate of a school, the number of fine arts courses offered in the school and the culture of 

the school.

Research Questions

This study is designed to determine if there is a relationship among the number of 

fine arts courses offered at a high school, the culture of the school, and the school’s 

graduation rate.

RQ1: Is there a relationship between the total number of fine arts courses offered in a 

school and the instructional staffs perception of the school’s culture as measured by the 

Organizational Description Questionnaire (Bass & Avolio, 1992)?

RQ2: Is there a relationship between the total number o f fine arts courses offered in a 

school and the graduation rate of the school?

RQ3: Is there a relationship between the instructional staffs perception of school 

culture as measured by the Organizational Description Questionnaire (Bass & Avolio, 

1992) and the graduation rate of the school?

RQ4: Is there a relationship between the instructional staffs perception of the 

school’s culture as measured by the Organizational Descriptive Questionnaire (Bass & 

Avolio, 1992) and the number of courses offered from each of the four fine arts domains?

RQ5: Is there a relationship between the graduation rate of a school and the number 

of the courses offered from each o f the four fine arts domains?
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RQ6: Controlling for SES, can the total number of fine arts courses offered in a high 

school and the culture as obtained from the Organizational Description Questionnaire 

(Bass & Avolio, 1992) of a high school predict the graduation rate of a high school?

Theoretical Framework

Albert Bandura has offered several major advances in the field of psychology 

concerning organizational behavior (Stajkovic & Luthans, 1998). Bandura’s 

advancements in psychology led to the development of Social Cognitive Theory, a 

framework for analyzing human motivation, thought, and actions and their interactions 

between personal factors, behaviors, and environmental influences (Bandura, 1988; 

Pintrich & Schunk, 1996). Social Cognitive Theory describes how people function in 

terms of a triadic causation relationship between an employee, the environment, and 

individual behavior (Bandura, 1988; Bandura, 2001; Pintrich & Schunk, 1996; Shu, Tu,

& Wang, 2011; Stajkovic & Luthans, 1998). Additionally, the relationship among the 

three variables (employee, environment, and behavior) is reciprocal in nature and is 

further advanced through the concepts of (1) symbolization, (2) forethought, (3) learning, 

(4) self-regulation, and (5) self-reflection (Bandura, 1989; Stajkovic & Luthans, 1998; 

Wood & Bandura, 1989). Social Cognitive Theory proposes that people are capable of 

reacting and adapting to their respective environments (Stajkovic & Luthans, 1998). 

Stajkovic & Luthans (1998) stated that Social Cognitive Theory identifies components of 

human action determined by human capacities to initiate, execute, and maintain 

organizational behavior.

Organizational behavior through collective efficacy of the personal beliefs of people 

produces desired outcomes and results (Bandura, 2001). The expansion of organizational
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behavior management through Social Cognitive Theory leads to a better understanding 

and management of human resources (Stajkovic & Luthans, 1998). Understanding how 

to manage human resources, including morale and organizational productivity, are some 

of the key responsibilities of leaders o f an organization (Bandura, 2001). Additionally, 

leaders must understand that their employees are both products and producers of their 

environment (Stajkovic & Luthans, 1998; Wood & Bandura, 1989).

Employees as products and producers o f their environment also have connections in 

education (Sousa, 2007). In education, the principal influences employees (teachers) and 

the teachers work with and influence students, which can result in increased achievement 

Rooney, 2009). This level of influence is important because Bandura (2001) asserted that 

leaders play an important role in the productivity o f an organization. While the leader is 

responsible for creating the culture of a school, the employee and organization both 

benefit from the culture (Bandura, 2001; Barth, 2002; Edwards, 2011). School 

environment (culture) is one of the most important aspects of a school (National 

Governor’s Association, 2011).

The culture of a school is important, and in schools with positive school culture, staff 

members share a commitment to improve student achievement, which can include 

graduation rate (Campbell & Fullan, 2006). Sousa (2007) stated administrators 

determine a school’s culture and, in schools with a focus on the arts, administrators 

encourage teachers to change their behaviors by taking instructional delivery risks in the 

classroom. Ruppert (2006) asserts that the fine arts can help create a positive and 

professional school culture. Teachers who work in environments where there is a sense 

of freedom of choice in how to teach content and engage students utilized more
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innovative instructional methods during instruction, were more supportive of their 

students, and took a more active role in their own personal professional growth (Sousa,

2007). This supportive and innovative culture is further discussed by Rooney (2009) who 

confirmed that principals influence teachers and their behaviors, which in turn results in 

an influence on the students and their behaviors.

Significance of Study 

This study is designed to help to determine if there is a relationship among the 

number of fine arts courses offered in a high school, the culture of the school, and the 

school’s graduation rate. Increasing the graduation rates at high schools is important for 

schools, especially as the accountability concerning graduation rates increases. The high 

number of students who fail to earn a high school diploma in American high schools is a 

problem that requires additional research. This study is significant because it could 

provide insight into strategies that can be implemented to improve the likelihood that 

more students will graduate from high school.

Educational and other community leaders are responsible for making curricular 

decisions and monitoring the ability of the curriculum to meet educational goals (Abril & 

Gault, 2006; Abril & Gault, 2007). This study is significant for the school leaders 

because student achievement is at the forefront of the school leaders’ job responsibilities 

(Johnson, 2008). Principals are responsible for making school curricular and staffing 

decisions and monitoring the implementation of school curriculum to determine if student 

achievement is impacted (Abril & Gault, 2006). Rammer (2007) asserts that principals 

are also responsible for determining the key components that will raise student 

achievement within a school building. Superintendents must hire principals who can be
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powerful instructional leaders and who are accountable for increases in student 

achievement (Lynch, 2012). Additionally, superintendents are also held responsible for 

the successes and failures of schools within their school systems, which includes 

selecting appropriate reform models, policies, and practices to help schools improve their 

performance measures, including graduation rate (Rammer, 2007).

Procedures

The study was conducted using a quantitative methodology. The population was 

four-year public high schools in the state of Georgia. Georgia was selected for this study 

because it is one of eight states with a graduation rate less than 70%, and Georgia’s 

graduation rate has been below 70% for more than a decade (NCES, 2009). The sample 

for this study included instructional staff from four-year public high schools in Georgia.

Participants in the study were emailed an invitation letter and informed consent letter 

asking them to participate. Participants completed a 38-question survey, which contained 

the 28-item Organizational Description Questionnaire (Bass & Avolio, 1992) and a 10- 

question demographic survey. Graduation rate data were gathered for each participating 

school from the Georgia Department of Education website. The demographic data, 

Organizational Description Questionnaire (Bass & Avolio, 1992) data, and the graduation 

rate data were analyzed using correlation and multiple regression analysis to answer the 

six research questions for this study.

Limitations

A limitation of this study is the reliance on the survey responders’ honesty and 

accuracy of answers to the questions. The honesty of participants in this study could 

have impacted the results because responses were used to determine relationships among
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the culture of the school, number of fine arts courses offered, and the graduation rate. If 

the participants were not honest, then the results could be invalid. In an effort to 

encourage honesty, participants were reminded of their anonymity and reasons their 

honesty is important to this research study.

An additional limitation is the response rate for surveys. According to Lodico, 

Spaulding, & Voegtle (2010), the expected response rate for surveys is between 30-50%. 

This is a limitation because if the mean response rate is 30%, then approximately 70% of 

the surveys sent online will not be returned, which represents more than two-thirds of the 

responses. Efforts to address this limitation included sending survey reminders to 

participants at least once a week for three weeks to encourage participants to complete 

the survey for the study.

Delimitations

A delimitation of this study is that the sample only included public four-year high 

schools in Georgia. Private and charter schools were excluded from the sample because 

there could be other factors that influence curriculum decisions or mandates for these 

types of schools, which could be different from traditional high schools. As stated 

earlier, Georgia was selected for this study because it is one of eight states with a 

graduation rate less than 70% percent, and Georgia’s graduation rate has been below 70% 

for more than a decade (NCES, 2009).

A second delimitation of this study is the decision to only survey instructional staff 

who possess a teaching or leadership certificate as issued from the Georgia Professional 

Standards Commission, such as teachers, instructional coaches, assistant principals, 

principals, and media specialists. This delimitation excludes support staff such as
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secretaries, parent liaisons, custodial staff, and lunchroom staff. These groups are not 

included because they do not have an instructional role at the school.

Another delimitation for this study is the decision to consider only regular education 

high school diplomas. In other words, special education diplomas and certificates of 

attendance were not considered for this study. This delimitation excluded students who 

did not earn a regular education diploma because of an exceptionality or failure to pass 

all parts of the Georgia High School Graduation Tests. These two groups are typically 

not included in the calculation of a school’s graduation rate.

Definition of Terms

Graduation Rate: Graduation rate is an achievement indicator that measures the 

percentage of students who graduate from high school with a regular diploma within four 

years (National High School Center, 2006).

Fine arts: In the state of Georgia fine arts education is divided into the following four 

content areas: dance, music, theatre arts, and visual arts (Georgia Department of 

Education, 2009).

School Culture: Schein (2010) defined culture as a set of standards learned by an 

organization that govern the actions of the organization. The culture of a school was 

measured using the Organizational Description Questionnaire as developed by Bass & 

Avolio (1992).

Summary

Only about 78% of high school students in the United States of America graduate 

with a high school diploma within four years (NCES, 2009). This is even more 

problematic for the state of Georgia because only about 70% of students graduate from
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high school. The fine arts have a positive influence on academic achievement and help 

make learning relevant to students. Additionally, the fine arts can humanize the learning 

environment and help create an environment where students are more engaged. The arts 

also provide academic and social opportunities for students and help foster a community 

atmosphere within the school building. This environment where students are more 

engaged helps shape the culture of a school, which is a key indicator of the success o f a 

school (Negis-Isik & Gursel, 2013; National Governor’s Association 2011). However, 

there is limited research that determines if there is a relationship among the number of 

fine arts courses offered at a high school, school culture, and graduation rate.

The purpose of the study is to determine if there is a relationship among the number 

of fine arts courses offered in high school, the school culture, and graduation rate. This 

study is significant because schools, school leaders, and school systems will have 

additional information concerning the potential relationship among fine arts curriculum 

and the culture of a school. Additionally, the study will possibly determine the 

relationship among the culture of a school and the graduation rate of a school. School 

leaders will be able to make decisions concerning the significance of the arts curriculum 

to school culture and high school graduation rates for Georgia high schools.

The study was conducted using a quantitative methodology. The research questions 

one through five were analyzed using a correlational analysis. Research question six was 

analyzed using a multiple regression analysis. The demographic information for the 

study was collected via a Survey Monkey electronic survey link. The instrumentation 

used to measure the culture of each school was the Organizational Description 

Questionnaire as developed by Bass & Avolio (1992). Finally, school graduation rate
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data were collected from the state department of education website. In Chapter 2, a 

discussion of the literature and relevant topics related to fine arts curriculum, school 

culture, and graduation rates will be further discussed.



CHAPTER 2 

REVIEW OF LITERATURE 

This study is being conducted to determine if there is a relationship among the 

number of fine arts courses offered in a school, the culture of a school, and the graduation 

rate of the school. The literature review for this study is organized topically around the 

variables of this study. Chapter 2 will begin with a discussion about the theoretical 

framework chosen for the study followed by a detailed discussion of the history of 

accountability in education. Understanding the historical relevance of accountability is 

important prior to discussions about graduation rate, the role of the fine arts, the culture 

of the school, and the role of the school leader.

Theoretical Framework (Social Cognitive Theory)

Social Cognitive Theory was first advanced by Albert Bandura (Bandura, 2001). The 

theoretical framework is built on collective human agency (Bandura, 2001). Collective 

human agency is based on the idea that the collective power o f people’s shared beliefs 

can produce desired results (Bandura, 2001). Bandura (2002) also states that” people do 

not live their lives autonomously, instead they achieve actions based on the social 

interdependent effort that exists in a collective environment” (p.270). Collective efficacy 

helps create an environment that influences a person’s behavior (Shu, Tu, Wang, 2011). 

To this end people not only react to their environments, but also regulate their behaviors 

based on environmental factors (Stajkovic & Luthans, 1998).

18
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According to Ginis, Latimer, Arbour-Nicitopouls, Bassett, & Hanna, S. E (2011), the 

primary component o f Social Cognitive Theory is self-efficacy, which is the foundation 

of a person’s behavior. Stajkovic & Luthans (1998) state that self-efficacy deals with 

how people’s understanding of their capacity to affect the environment control their 

actions and that produces desired outcomes. People’s beliefs also have an impact on their 

motivation and other behaviors that can lead to a predetermined outcome (Bandura,

1989).

People’s self-efficacy beliefs determine how motivated they are and is evidenced by 

the amount o f effort people use in an effort to achieve results (Bandura, 1989). Strong 

perseverance often results in positive and desired accomplishment (Bandura, 1989). The 

amount of effort that people use to achieve results stems from the primary tenet o f Social 

Cognitive Theory, which states that people are both producers and products of their 

environment (Wood & Bandura, 2001). The knowledge and behavior of employees in 

their work environment is a result of the environment in which the employees work 

(Stajkovic & Luthans, 1998). The environment o f an organization is directly impacted by 

the leader of the organization, because the leader has the capacity to impact the morale of 

the employees and the productivity of the organization (Bandura, 2001).

Accountability

Among some of the concerns and perceptions held about America after the release o f 

Sputniks 1 and 2 was whether or not America could successfully and adequately compete 

with the Russians’ advances in science (Strickland, 1985). In 1957 when the Soviet 

Union launched the first successful space flight, Americans were caught off guard and 

developed an immediate and intense response (Garrett, 2008). The American response
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included a drastic increase in the amount of federal spending on scientific research in 

education (Garrett, 2008; Gullatt, 2007). However, as the amount of money and time 

spent on scientific education increased so did the accountability (Standerfer, 2006).

In an effort to stabilize the disparities among American schools and American 

students, President Lyndon B. Johnson and Congress introduced the Elementary and 

Secondary Education Act (ESEA) of 1965 (Standerfer, 2006). This accountability driven 

legislation was developed to provide financial assistance to schools in an effort to help 

close the achievement gap between students from different socioeconomic backgrounds 

(Standerfer, 2006). Measurement on the quality of education and the efforts used to help 

close the achievement gaps of students from across the country was one o f the primary 

purposes of the National Assessment of Education Progress (Standerfer, 2006).

However, despite the federal funds provided to the schools for the benefit o f the students, 

the ESEA legislation was written so that states’ rights to make decisions on curriculum 

and school operations were not impacted (Standerfer, 2006).

While ESEA was developed to assist schools and protect the Constitutional rights of 

states to develop their education systems, twenty years later the National Commission on 

Excellence in Education released A Nation at Risk, a report released during the Cold War 

under the administration of President Ronald Reagan (Burdick, 2012). President Reagan 

was an advocate for privatizing schools and abolishing the Department of Education 

(Burdick, 2012). A Nation at Risk documented that country’s failure to provide 

American students with a quality education and made recommendations for states and 

school systems to improve education in America (Burdick, 2012; Standerfer, 2006; 

Strickland, 1985). Another concern identified in the report was America’s inability to
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remain economically competitive in the global market (Standerfer, 2006). Among the 

recommendations suggested by the national report include requiring students to complete 

four years of English, three years of math, science, and social studies, and one half year 

of computer science in order to get a high school diploma (Strickland, 1985).

While A Nation at Risk mandated an increase in the requirements for obtaining a high 

school diploma, President Bill Clinton’s Goals 2000 and the Improving America’s 

Schools Act, mandated the development of academic standards in core areas for 

assessment purposes (Standerfer, 2006). The Improving America’s Schools Act of 1994 

was one of the first examples of an assessment component to define school accountability 

for student achievement (Standerfer, 2006). While the Improving America’s Schools Act 

of 1994 was one of the first content driven accountability measurements used in 

American Education, it would not be the last. Only 7 years later, President George Bush 

signed into law the No Child Left Behind Act, which represented a federal commitment 

to close the achievement gap between white and minority students (Hoff, 2008; Zastrow 

& Jane, 2004).

NCLB Act

While the purpose of the No Child Left Behind Act was not to eliminate arts in 

schools across America that is precisely what occurred as districts adjusted their budgets 

amid increased accountability for student achievement (Gullatt, 2007). Schools and 

school systems are under pressure to meet increasing demands for higher student 

achievement on standardized assessments, especially in the areas of literacy and core 

content areas (Ebner, 2006). The No Child Left Behind Act o f 2001 created a national 

debate on what students learn and when they learn it (Zastrow & Jane, 2004). President
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Bush used NCLB as a concrete way to hold schools accountable for increasing student 

achievement and at the time of its enactment represented one of the most powerful 

federal actions to impact education (Hoff, 2008; Ruppert, 2006). As such, the NCLB 

legislation required states to use indicators to measure student achievement, and they 

include the percentage of students proficient in reading, mathematics, participation in 

assessments, and a second indicator which varies depending on the highest grade of a 

school (National High School Center, 2006). Under the legislation, schools that received 

federal funding were under pressure to increase student achievement as a condition or 

stipulation to receive funding (Burdick, 2012).

The stipulation for maintaining federal funding under the NCLB legislation allowed 

schools to establish their own targets, baselines, and long terms goals for measuring 

progress (National High School Center, 2006). However, failure of a school to meet the 

established targets or goals results in a series of progressive sanctions which ranged from 

providing tutorial, school choice, and even restructuring (Finkel, 2012; Lynch, 2012; 

McNeil & Klein, 2011; Vaughan, 2010). Schools were required to make Adequate 

Yearly Progress towards to legislation’s lofty goal of 100% of students being proficient 

in reading and math (Circle, 2005; McNeil & Klein, 2011).

In addition to the academic accountability required of schools, there was also an 

increased focus on the number of students who graduated from high school (National 

High School Center, 2006). States were required to track the percentage of student who 

graduated from high school within a four year period (Hoff, 2008). While states were 

responsible for increasing the number of students finishing high school within four years, 

schools were required to increase the number of students graduating from high school
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representing every subgroup of students at the respective school (Hoff, 2008).

Graduation rates are the second achievement indicator for high schools and students can 

fail to make AYP based on failure to improve the graduation rate (Hoff, 2008; National 

High School Center, 2006). In 2009, more than 25% of schools in 35 of the 50 states 

failed to make Adequate Yearly Progress (National Governor’s Association, 2011).

ESEA Flexibility Waiver

Failure of the states and schools to make Adequate Yearly Progress was one of the 

primary reasons President Obama and his administration allowed states to waive some of 

the academic requirements of the NCLB law (McNeil & Klein, 2011; National 

Governor’s Association, 2011). The ESEA flexibility waiver was a part the Race to the 

Top Initiative, which was created under the American Recovery and Reinvestment Act 

(Cavanagh, 2011). The American Recovery and Reinvestment Act was designed to 

encourage and reward states for making improvements in the areas of content standards, 

assessments, data usage, teacher effectiveness, and school improvement (Cavanagh,

2011). For example, in the state of Georgia, the money used from the legislation will be 

used to improve schools, provide graduation coaches, and help decrease the dropout rate 

(Cavanagh, 2011; Education Week, 2008). The waiver allows states to develop their own 

standards for measuring college and career readiness (McNeil & Klein, 2011). In the 

state o f Georgia schools will be measured using the College and Career Readiness 

Performance Index, a 19 indicator instrument used to evaluate the effectiveness of 

Georgia schools (Georgia Department o f Education, 2013). Additionally, the waiver is a 

part of the Congressional redesign of the ESEA and President Obama wants more 

emphasis on ensuring that more students graduate from high school (Achieve, 2010).
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Graduation Rate

One of the major hurdles to determining if students are college and career ready is 

graduation from high school (National Governor’s Association, 2011). Approximately 1 

million students drop out o f high school annually (Amos, 2008; Education Week, 2008). 

Nationally, nearly thirty percent of 9th graders fail to graduate from high school four 

years later (Education Week, 2008). In the states o f Georgia, Louisiana, Nevada, New 

Mexico, and South Carolina and Washington, DC, roughly 4 in 10 students fail to 

graduate from high school (Education Week, 2008). According to Houck & Kurtz (2010) 

the graduation rate in the state of Georgia is approximately 65%. Graduation rate is 

defined as the percentage of students who graduate from high school with a regular 

diploma in four years (National High School Center, 2006). The National High School 

Center (2006) and the National Governor’s Association (2011) agree that 4-year cohort 

graduation rates should be the standard for measuring the graduation rate of schools. 

However, as a part of the ESEA flexibility waiver, some states received permission to use 

an extended five or six year cohort graduation rate (Georgia Department of Education, 

2013; National Governor’s Association, 2011).

Effect of Dropout on Economy and Quality of Life

According to Houck & Kurtz (2010), the economic ramifications of not graduating 

from high school are large. A low graduation rate influences a community’s economic, 

social, and civic welfare (Amos, 2008). Cities that have low graduation rates often have 

difficulty in attracting new businesses (Amos, 2008). Societal impacts include a decrease 

in tax revenue, an increase in spending on public assistance, and a higher crime rate 

(Tyler & Lofstrom, 2009).



In addition to the impact of low graduation rates on the economic vitality of a city, 

there is also a negative impact on the student who does not complete high school. Bloom 

(2010) asserts that students who fail to complete high school are more likely to have a 

tough transition to adulthood. This transition often leads to poorer health, premature 

death, teenage pregnancy, increase in criminal activity, and a dependence on public 

assistance (Amos, 2008; Bloom, 2010; Houck & Kurtz, 2010). Additionally, students 

who do not finish high school earn less money over their lifetime and continue a cycle of 

generational poverty (Amos, 2008; Houck &Kurtz, 2010; Tyler & Lofstrom, 2009). The 

cycle of poverty is perpetuated by the economy because jobs that once required a 

minimal education are being replaced by machines or being exported to other countries 

(Amos, 2008).

Why Students Drop Out

A desire to discontinue the cycle of poverty may be a reason some students choose to 

stay in school, but what are some reasons students decide to leave high school?

According to Stanley & Plucker (2008) some students leave high school for one of the 

following reasons: financial difficulties, teenage pregnancy, or a change in their family 

responsibilities, such as taking care of a sick relative. Additionally, Bloom (2010) & 

Houck & Kurts (2010) both assert that the social economic status of the students and their 

families also play a role in predicting high school completion.

A study was conducted in 2005 with more than 400 dropouts and nearly half of the 

students reported that they left school because they were not engaged or interested in 

what they were being taught (Bloom, 2010). Stanley & Plucker (2008) support the idea 

of a lack of student engagement being a catalyst for students choosing to leave high
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school. Students who are engaged in school develop a sense of ownership and belonging 

and are motivated to perform in school (Deere, 2010).

Students who feel that their classes in high school are not relevant to their lives are 

often at a greater risk of dropping out of high school (Stanley & Plucker, 2008).

Relevance refers to more than just academic content, it also includes developing 

relationships with adults in the school (Stanley & Plucker, 2008). Once students feel that 

what they are learning has no benefit to their future the disengagement begins (Dillon, 

2006; Hetland & Winner, 2001; Zastrow & Jane, 2004).

Graduation Accountability

Once a student is disengaged from learning the student is more likely to drop out of 

school (Tyler & Lofstrom, 2009). In a 2005 study of about 400 dropouts, 47% stated that 

the main reason they decided not to drop out of school was lack of engagement and 

interest (Bloom, 2010). This lack of engagement and interest for those students who drop 

out is the end result o f a process of not being engaged or challenged (Tyler & Lofstrom, 

2009; Stanley & Plucker, 2008). As American high schools loose about 7,000 students 

per day (Amos, 2008), approximately 1700 high schools across the country have been 

termed dropout factories (Tyler & Lofstrom, 2009).

Losing so many high school students per day has created a drop out epidemic in 

America (Bridgeland, Dilulio, & Morrison, 2006). To this end, states must agree upon 

and use graduation rate and dropout statistics to determine how effective schools are in 

graduating students and how to decrease the number of dropouts at schools (Tyler & 

Lofstrom, 2009). Graduation rates are often used as a form o f measurement to provide 

comparative data and accountability from state to state (Houck & Kurtz, 2010).
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However, disparities in how states reported graduation rate data were one of the reasons 

the Department of Education recommended a national standard for calculating graduation 

rates (Education Week, 2008). Subsequently, during the 2011 -2012 school year, all 50 

states will calculate the graduation rate for each state using a consistent formula (Hoff,

2008). Under the old NCLB legislation, states were required to use high school 

graduation rate data as a part of the school and state’s AYP measurement (National High 

School Center, 2006). In 2011, the National Governor’s Association stated that the 4 

year cohort graduation rate should be the standard of measurement from state to state. 

Now, under the current ESEA Flexibility Waiver, graduation rates are calculated using a 

4 or 5 year cohort model (Georgia Department o f Education, 2013).

Graduation Rates in Georgia

According to the National Center for Education Statistics during the 2008-2009 

school year, Georgia was one of eight states whose graduation rate for public high school 

students was less than 70%, approximately 67.8% of students complete high school in 

Georgia within four years (NCES, 2009). Addressing the state of Georgia’s dropout rate 

is important because currently, a school’s graduation rate is the second indicator used to 

determine whether or not a Georgia high school will make adequate yearly progress 

(State of Georgia Consolidated State Application Accountability Workbook, 2010). Of 

the more than 300 public high schools in Georgia, 86 of them did not make adequate 

yearly progress in 2011 because of graduation rate (Georgia Department of Education,

2011).
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Role of the Arts

One method to increase the level of student engagement in school is the introduction 

of the fine arts into the school (Ruppert, 2006; Sousa, 2007; Zastrow & Jane, 2004). The 

fine arts help students who are not engaged in school develop relationships with members 

o f the school community (Sousa, 2007). According to Deere (2010) students who were 

involved in the fine arts had better attitudes about school and graduated. Courses in the 

fine arts are relevant and important to students who seemingly have lost interest in school 

(Davis, 2011). Schools that offer a variety of fine arts courses often report having high 

graduation rates (Catterall, 2012; Deere, 2010). Catterall and others (2012) found in a 

longitudinal study that students who earned few or no arts credits in high school were 

more likely to not graduate and receive their high school diploma. However, at the high 

school level nearly 80% of students do not take a fine arts class (Circle, 2005).

The Arts

The role of the arts in education has changed from its inception in the late 19th 

century, where the arts were introduced through technical courses and drafting (Hamblen, 

1985). In 1838, Lowell Mason at the Haws Grammar School in Boston, MA introduced 

the arts into the curriculum in an effort to expand cultural experience for students 

(Pemberton, 1988). Campbell & Kassner (1995) believed that the first formal fine arts 

training the United States began in the 17th and 18th centuries with the development of 

singing schools. Gullatt (2008) asserted that the integration of the fine arts into school 

curriculum has a historical connection to Dewey and his views on education. Dewey 

(1910) believed that learners should experience activities that promote intellectual, moral, 

social, and aesthetic awareness.
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Arts as a Core

While Dewey believed that learners should experience activities that provide a 

holistic development, lawmakers created legislation that either supported or countered his 

beliefs. In 1965, the Elementary and Secondary Education Act, while created to help 

close the achievement gap, also supported fine arts education as a way to improve the 

quality of education for students (Deere, 2010). In effort to continue improving the 

quality of education for students, President Bill Clinton introduced the Goals 2000 

Education America Act, which identified the arts as a part of the core curriculum (Deere, 

2010). Similarly, when President George Bush introduced the No Child Left Behind Act 

in 2001, the law defined the fine arts as a core subject, which meant the fine arts should 

have received the same attention as the other core subjects (Circle 2005; Gullatt, 2007; 

Hetland & Winner, 2001; Loschert, 2004; Ruppert, 2006).

While the arts have been identified as a core subject, the fine arts were not identified 

as a tested subject to measure student achievement (Deere, 2010; Loschert, 2004). The 

existence of state-mandated assessments has negatively impacted the amount of attention 

schools give to the fine arts (Zastrow & Jane, 2004). The environment of high stakes 

testing has forced educators to lower the priority o f the fine arts in the curriculum of the 

school (Deere, 2010). “Specific problems for arts classes have stemmed from a 

combination of the manner in which states have carried out NCLB assessments” 

(Beveridge, 2010, p. 4). The fine arts curriculum is in constant struggle for prominence 

amongst mathematics and reading, especially because those subjects are required to be 

assessed as outlined in the NCLB Act (Abril & Gault, 2006; Bemstorf & Hansen, 2002; 

Circle, 2005; Ruppert, 2006; Zastrow & Jane, 2004).
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Cuts to the Arts

As the demand for higher student achievement increased, the amount of time and 

money that administrators allocate for non-tested subjects has changed (Beveridge,

2010). According to Loschert (2004), approximately 36 -  42% of principals in high 

minority schools have either reduced instructional time for the arts or have plans to do so 

in the near future. Expansion of academic requirements usually leads to a decrease in the 

amount of time for fine arts participation (Curtis, 1987). School systems are being forced 

to increase the emphasis placed on testing and accountability with the No Child Left 

Behind Act of 2001 (Deere, 2010).

The struggle for prominence of fine arts courses is not a new one. As early as the 

release of the Sputnik 1, the fine arts were immediately moved to the background for an 

increased focus in math and science (Gullatt, 2007). After the ESEA, the importance of 

the fine arts continued to decrease and reached a low level with the Back to Basics 

Movement from the 1970’s and 80’s (Deere, 2010). While the demise of the importance 

of the arts began in the 70’s and 80’s, the level of prominence reached a slight peak with 

the rise of core standards and standardized assessments beginning in the 1990’s (Heilig, 

Cole, & Aguilar, 2010).

Arts as frills. Amidst standardized tests, the fine arts are seen as extravagance for 

students during the school day (Winner & Hetland, 2001). The rise of core standards and 

standardized assessments resulted in the fine arts being viewed as extracurricular or of 

little value in improving student achievement (Deere, 2010; Vitucci, 2010). Furthermore, 

the fine arts are often viewed as a frill for those people who can afford private lessons
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(Deere, 2010; Gullatt, 2007) or as an exclusive activity for those who are gifted in the arts 

(Dillon, 2006; Graham, 2003).

Accountability reasons. The lack of focus or importance of the arts is supported 

because most people are so obsessed with testing, which means anything that is not 

assessed is not viewed as a priority (Beveridge, 2010; Dillon, 2006; Pederson, 2007). 

Ebner (2006) asserted that pressure for high test scores are the reasons schools are more 

focused on literacy and core content areas. As a result o f this increased focus on tested 

subjects, there have been reductions in student access to the K-12 arts curriculum (Deere, 

2010; Levin, 2008). The focus on student test scores is one of the short term effects of 

President Bush’s NCLB, which mandates student mastery by 2014 (Abril & Gault, 2008; 

Beveridge, 2010). This drive for student mastery has resulted in less attention for non

tested subjects (Beveridge, 2010; Davenport, 2010; Pederson, 2007; Tambucci, 2006).

With the increase in focus for tested subjects, the fine arts have been struggling to 

maintain existence in the curriculum of many schools (Deere, 2010; Ebner, 2006; Gullatt, 

2007). Pederson (2007) found in a study that fewer resources and instructional time are 

allocated to subjects that are not tested. Since schools are measured by their academic 

performance in math and reading, there is no incentive to allot more time to other 

subjects like the fine arts (Beveridge, 2010). As such, the rise of assessments has had one 

of the most negative impacts on fine arts curriculum (Abril & Gault, 2008). An 

additional challenge for maintaining the prominence of the arts emerges from the 

difficulty that policymakers and administrators have in making decisions which could 

result in more time, effort, and money devoted to the fine arts (Deasy, 2008). Heilig,
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Cole, & Aguilar (2010) stated that subjects like the fine arts have also been cut to allow 

more time for student remediation in tested subjects.

Student remediation was one of the major reasons why some states have begun 

removing students who have not passed state assessments from non-tested courses like 

the fine arts (Beveridge, 2010; Heilig, Cole, & Aguilar, 2010). Schools labeled as 

needing improvement also report less time being spent in the fine arts (Deere, 2010). 

Students are beginning to lose time in their elective courses if they do not meet the 

standard on state mandated assessments and this is occurring primarily because it creates 

the easiest way to remediate without disturbing the instructional day (Beveridge, 2010). 

Beveridge (2010) also asserted that when students are removed from their elective classes 

and fine arts groups that group dynamics are disrupted.

Reductions in student access to the fine arts curriculum are not limited to removing 

the elective courses from the instructional day. Some fine arts instructors are now 

finding themselves being asked to teach reading or implement reading strategies which 

often do not support the fine arts curriculum (Bemstorf & Hansen, 2002). Loschert

(2004) asserted that as schools devoted more time to literacy that the fine arts instructors 

find the content of their curriculum disappearing. This trend o f reducing the content of 

fine arts courses continued as identified by Circle (2005) who stated that fine arts courses 

and content have been severely reduced for reading and math remediation. Treatment of 

the arts as irrelevant classes undermine the artistic abilities and talents o f the fine arts 

instructors while transferring the belief that the fine arts and the corresponding instructors 

add nothing to the instructional environment and student achievement (Beveridge, 2010).



Financial reasons. In addition to the academic reasons for reduction to the fine arts, 

there are also financial reasons for the cuts (Davenport, 2010; Pederson, 2007). Young

(2005) asserted that “when school budgets are tightened that fine arts courses are often 

viewed as expendable” (p. 88). Dillon (2006) & Ruppert (2006) also argued that the fine 

arts are often the first budget items to be cut from the school budget and one of the last to 

be reinstated. As school leaders are adjusting to shifting instructional priorities and 

budget cuts, student access to the fine arts instruction and activities continue to decrease 

(Benway, 2010; Ruppert, 2006). This decrease in the budget for the fine arts curriculum 

also stems from the lack of understanding of the type of learning and engagement 

supported by the arts (Deasy, 2008). This lack of understanding is a key reason as to why 

some students will have limited exposure to the fine arts despite the state of the economy 

(Benway, 2010).

Benefits of the Arts

The lack of understanding of the impact the arts can have on a school must be 

challenged so that school leaders will be more knowledgeable. John Dewey believed 

everyone has the capacity to be an artist (Goldblatt, 2006). Former U. S. Secretary of 

Education Rod Paige stated in his letter to school superintendents across the county 

“.. .the arts are a core academic subject under the No Child Left Behind Act” (Paige,

2004, p. 1). As such, the fine arts enhance learning for students and adults (Sternberg, 

2006). Goldblatt (2006) asserted that participation in the arts nurtures reflection and 

transformation, two important components for academic, personal, and social growth.

The integration of the fine arts curriculum is a strategy that supports the arts as a key 

factor in the instructional day (Rabkin & Redmond, 2006). The fine arts can provide
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students with opportunities to develop their capacities to be creative, to perform, and to 

respond with understanding and critical judgment (Deasy, 2008; Gullatt, 2007). 

Additionally, the fine arts also provide an opportunity for students to be themselves and 

help make content more interesting and engaging for students (Hetland & Winner, 2001; 

Goldblatt, 2006; Tambucci, 2006). Students who participate in the arts report feeling 

freedom and a more positive attitude toward school and their teachers (Graham, 2003).

Testing benefits. In addition to the social benefits that the fine arts provide for 

students, there are also benefits in assessments. The fine arts have significant influence 

on high school students’ performance on standardized tests (Young, 2005). Rabkin & 

Redmond (2006) and Gullatt (2008) have also found that the fine arts have been 

associated with academic gains on standardized assessments. Johnson & Memmott 

(2006) discovered that schools with strong fine arts programs score better on standardized 

tests than schools without strong fine arts programs.

Additionally, even schools with poor or weak fine arts programs score higher on 

standardized tests than schools with no fine arts programs (Johnson & Memmott, 2006). 

Students who studied the fine arts are likely to achieve higher scores on the SAT exams 

(Loschert, 2004; Ruppert, 2006; Sousa, 2007). Moreover, high schools that offer the fine 

arts as a part of their daily curriculum score higher on standardized tests in reading, 

writing, and science (Colorado Visual & Fine arts Education Survey, 2008).

Cognitive benefits. Higher scores on academic assessments are realized because of 

the cognitive benefits students experience as a result of being exposed to the fine arts. 

Sternberg (2006) stated that the fine arts require students to incorporate concrete and 

abstract reasoning skills to develop their own conclusions and ideas. Vygotsky asserted
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that students develop cognitive knowledge through the active learning process fostered

by participation in the fine arts (Gullatt, 2008). Graham (2003) stated that the desire to

create meaning and increase knowledge is central to cognitive development and the fine

arts are a key component of that process. The fine arts create activities that involve

sensory skills, attention, memory, and real world connections (Sousa, 2007). “Students

who are provided experiences in the arts are more apt to employ higher order thinking

skills and risk taking behavior” (Gullatt, 2007, p. 219). Students who are actively

involved in the arts are often more independent learners and develop stronger critical

thinking and reasoning skills (Gullatt, 2007; Gullatt, 2008). The fine arts support

improved thinking skills and perception (Goldblatt, 2006; Gullatt, 2008; Viadero, 2008).

Deere (2010) agrees that the fine arts are an important part of the development of critical

thinking and motivation skills that students need to be successful.

A compilation of 60 peer reviewed independent studies published by the National 
Arts Education Partnership identified the following cognitive capacities which are 
developed and nurtured through the fine arts: imagination, innovation and creativity, 
engagement and achievement motivation, conditional reasoning, symbolic 
understanding, critical thinking, and collaborative learning and action. (Deasy, 2008, 
p. 14-15)

The cognitive and developmental benefits that students receive from participation in the 

fine arts often result in increased academic benefits as well.

Academic benefits. The fine arts should be used as a tool to support and improve 

academic achievement (Hodges & O’Connell, 1995). Schools that allow the arts to have 

a prominent role in the instructional day tend to have higher academic achievement 

(Gullatt, 2008; Hetland & Winner, 2001; Ruppert, 2006). Ruppert (2006) states that 

study in the fine arts contribute to student success and achievement. The fine arts can 

assist with the teaching and learning processes for student success (Gullatt, 2008;
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Ruppert, 2006). One of the reasons that participation in the fine arts supports academic 

achievement is the fine arts provide the opportunity for students to construct their own 

meaning of content (Gullatt, 2008). Hetland & Winner (2001) and Johnson & Memmott

(2006) further assert that the organizational skills and instructional strategies that are 

found in fine arts classes can assist students in their acquisition of knowledge in other 

classes. Students who study the fine arts also develop stronger critical thinking skills and 

increased motivation to excel academically (Catterall, 2012; Deere, 2010; Young, 2005).

The belief that the fine arts helps students develop critical thinking skills is evidenced 

by the impact the arts have in reading and mathematics (Catterall, 2012; Viadero, 2008). 

A 2007 Gallop poll found that 80 percent o f Americans believe that the fine arts improve 

students’ ability to achieve in math and science (Winner & Hetland, 2001). Deere (2010) 

stated that the fine arts contribute to the reading and writing achievement of students. 

Ruppert (2006) stated that learning through the fine arts can contribute to the 

development o f stronger academic skills in reading and math. Sousa (2007) and Viadero 

(2008) discovered that the more fine arts training students have the higher their degree of 

phonological awareness, reading ability, and fluency. Students who participate in more 

active and frequent music programs develop more positive attitudes about learning and 

score higher on academic assessments in reading and math (Deere, 2010).

Neville and associates (2008) conducted a study with 88 students in a Head Start 

Preschool program to determine if there was a relationship between the students’ 

exposure to the fine arts and increased achievement. The students were placed into four 

different groups (an experimental group and three controlled groups). Students in the 

experimental group participated in a music training program. The control groups were
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divided based on group member size. Following eight weeks of 40 minutes per day 

training, the students in the experimental group demonstrated an increased performance 

on the literacy and numerical assessments used for the study than students in any o f the 

control groups (Neville et al, 2008).

The Arts and Culture

“The arts can make school a better place to learn” (Rabkin & Redmond, 2006, p. 80). 

Sousa (2007) believed that arts integration can cause both students and teachers to 

evaluate the role of the arts in changing the culture of a school. Deasy (2008) conducted 

a study that revealed the arts were key components in creating a positive and empowering 

learning environment. Arts can create a positive and empowering environment in the 

classroom and the school as a whole (Deasy, 2008).

Culture

Culture as defined by Schein (2010) is a set of standards, expectations, or rules that 

govern an organization and its behaviors. In terms of a school, the culture o f the school 

determines how things are done within the school building, and most importantly, is 

easily identified by visitors (Barth, 2002). Barth (2002) and Homer (2011) state that 

culture reflects a collection of common behaviors, attitude, and beliefs that are 

maintained by environmental influences and contexts. Similarly, Engels, Hotton, Devos, 

Bouckenooghe, and Aelterman (2008) all assert that culture includes a “system of 

meaning that influences how people think and how they act” (p. 160). One o f the ways 

that schools establish and affirm their culture is by involving stakeholders who must 

share a common vision to ensure success (Tambucci, 2006).
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Importance/Significance

Sharing a common vision is a key component o f developing a school culture that is 

conducive to learning, especially since a positive school culture impacts every area of a 

school (Deal & Peterson, 1999). How & Miskel (2001) assert that “understanding school 

culture is a prerequisite to making schools successful (p. 220). The Georgia Departent o f 

Education stated that schools with a positive school culture emphasize areas of 

improvement including class attendance and active student engagement (as cited in 

Mitchell, 2008). The National Governor’s Association (2011) declares that school 

culture is one of the most important indicators to measure school performance. Similarly, 

Negis-Isik & Gursel (2013) agree that school culture is an important factor in 

determining school efficiency and achievement. The Georgia Department o f Education 

(as cited in Mitchell, 2008) and Negis-Isik & Gursel (2013) agree that a positive school 

culture supports academic achievement for all learners in a diverse student population. 

Building a Positive Culture

One of the most important outcomes from a positive school culture is the sense of 

community students feel from the relationships that are nurtured by adults in the school 

(Stanley & Plucker, 2008). Gullatt (2007) proposes that a positive school culture where 

students are engaged in learning help humanize the learning environment. Positive and 

empowering school cultures emerge as a result of the types o f relationships developed 

between teachers and students (Deasy, 2008). The relationships between the teachers and 

their students are strengthened by the realization o f hope as a catalyst to success and 

positive self-beliefs (Sheehan & Rail, 2011). Mclntire (2007) proposes that “students 

learn best in an emotionally risk-free environment” (p. 2). Sousa (2007) agrees that the
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risk-free environments cause a change in culture which can remove the barriers between 

school curriculum and the appearance of a school.

In schools with a positive school culture, school based staff share a commitment to 

the school’s vision of improving student achievement (Campbell & Fullan, 2006). The 

culture and working conditions of a school impact both teacher and student performance 

(National Governor’s Association, 2011). Mitchell (2008) & Schlechty (2002) both 

stress the importance of a healthy school culture and how the culture influences student 

achievement. Administrators and teachers work together to determine and define a 

school’s culture (Sousa, 2007).

Fullan & Hargreaves (1996) asserted that positive culture can raise student 

achievement. According to the Georgia Department of Education (as cited in Mitchell, 

2008), a positive school culture consistently provides support to enhance the academic 

achievement of all learners. Positive culture in a school is critical to the making 

improvements within that school (Mitchell, 2008). Additionally, positive school culture 

results in increased student attendance, effective instructional practices, and engagement 

(Ruppert, 2006). Positive school culture enhances student achievement (Negis-Isik & 

Gursel, 2013).

Leadership

The role of the principal has changed and is now an even more important part of 

creating an effective school (Rammer, 2007). The role of a principal has shifted from a 

management focus to one of instructional leadership (Johnson, 2008). Accountability 

driven legislation has thrust the principal into the forefront o f the education arena 

(Johnson, 2008; Lynch, 2012; Tambucci, 2006). As such, the instructional leadership
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role of the principal is probably the most critical o f all roles that a principal has (Lynch, 

2012). As the priority of the principal changes into a more instructional focus, principals 

are charged with identifying instructional programs that can positively influence the 

school’s goal of meeting student achievement expectations (Abril & Gault, 2006).

Leader Accountability & Achievement (graduation rate)

In terms of identifying programs that were useful in helping schools achieve their 

goals, principals also had to make decisions about what programs they believe were not 

helping them meet their goals (Abril & Gault, 2006; Deere, 2010; Rammer, 2007). 

Accountability programs and state mandated academic assessments resulted in a change 

in the principal’s perception of the arts (Deere, 2010). Additionally, principals have 

stated that accountability legislations and assessments have the most profound effect on 

the quality and status of the fine arts access in their schools (Abril & Gault, 2006; Abril 

& Gault, 2008). The decrease in the fine arts was a result of the principal’s job 

performance being heavily evaluated based on student academic performance indicators, 

which include graduation rate (Lynch, 2012).

Leadership and the Arts

While principal’s job performance is based on student academic performance, 

principals are also responsible for creating an instructional environment where students 

are developed holistically (Ebner, 2006). School leaders are also quite influential in 

determining the importance or even existence of the fine arts within a school or school 

system (Abril & Gault, 2008; Tambucci, 2006). Building leaders are charged with 

communicating the role of the arts in their school buildings to all stakeholders (Abril & 

Gault, 2007). In other words, principal’s perception of the fine arts can have an impact
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on their school’s focus or lack thereof on the fine arts (Deere, 2010; Tambucci, 2006). 

Principals are also responsible for the building based decision to allocate funding for the 

fine arts courses and the hiring o f fine arts specialists (Abril & Gault, 2008).

Leadership and Culture

Deal & Peterson (1999) believe that school culture is a mixture of good instruction, 

strong curriculum, and intentional leadership. Barth (2002) stated that one o f the most 

difficult jobs of an instructional leader is to change or maintain the culture of a school. In 

line with the increased instructional role of the school leader, the principal can influence 

the creation of a school cultures which can lead to increased academic performance 

(Leithwood et al, 2004). “School leaders must engage in practices that will get and keep 

their schools in compliance with high demands for accountability and quality, which in 

turn affects school culture” (Edwards, 2011, p. 7). In a 2009 study conducted by 

MacNeil, Prater, and Busch it was concluded that principals can impact student success 

by developing a positive school culture (Edwards, 2011).

As school leaders engage in practices that will hopefully increase the success of 

schools in adjusting the culture of the school and the student achievement, there may be 

implications for school policy changes. According to Tambucci (2006), school board 

members are the policymakers who must make curricular decisions for the school system. 

Specifically, in relation to the fine arts, school boards and district policymakers must be 

the first group of stakeholders to understand the value of the fine arts and to suggest a 

stronger role in the district’s curriculum and the life of a school (Deasy, 2008). The 

ultimate goal of policymakers should be increased student achievement at high levels and 

resources should be allocated to support the goal (Tambucci, 2006).



Summary

The literature review began with an overview o f Bandura’s Social Cognitive Theory 

(SCT). SCT was developed based on the belief that people are both producers and 

products o f their environment. This theory connects to the variables in this study because 

the researcher is attempting to determine if there is a relationship among the number of 

fine arts courses offered, the culture of a school, and the school’s graduation rate. The 

culture of the school (environment) can influence the actions o f the people who work in 

the school.

Following the review of the literature about SCT, a review of the accountability 

legislations leading up to the focus on improving the graduation rate was discussed. One 

of the first accountability legislations to introduce graduation rate as a measure of success 

was former President George Bush’s No Child Left Behind Act o f2001. This legislation 

mandated schools to make progress on increasing the number of students who graduate 

from high school in a four or five year period. Additionally, following the NCLB Act, 

the ESEA Flexibility Waiver has allowed states to apply for a waiver from some of the 

strict requirements of the law. However, one of the expectations from the waiver is that 

states that apply must develop new and innovative ways to improve the graduation rate 

for their high schools.

The literature review continued with a review of graduation rates, why students drop 

out of school, and the role of the fine arts in engaging students who have become 

disenfranchised with school. According to Amos (2008) approximately 7,000 high 

students drop out of school every day. Students are dropping out of school because of 

lack of engagement (Bloom, 2010) and irrelevant curriculum (Stanley & Plucker, 2008).
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However, Ruppert (2006) asserts that the fine arts can be used as a strategy to reengage 

students. Despite the academic, cognitive, and testing benefits of the fine arts curriculum 

on students, there have been severe reductions to student access to the fine arts. Cuts to 

the arts are the result of views and beliefs that the arts are frivolous and add no 

instructional relevance to school day.

The chapter literature reviewed concluded with a discussion on culture and 

leadership. Culture is defined as a set of organizational beliefs and behaviors that govern 

an organization (Schein, 2010). School culture is an important aspect of a school and the 

leader of a school plays an important role in the development and creation o f the culture 

of a school (National Governors’ Association, 2011). School leaders are accountable for 

making advancements in students’ academic achievement and as such must identify 

instructional programs that can improve student performance and support a healthy, 

positive school culture. Leaders can have a significant impact on the culture of their 

school and according to the National Governors Association (2011), school culture is one 

of the most important aspects of a school.



CHAPTER 3 

METHODOLOGY

American high schools are struggling to deal with the number of students who do not 

leave high school with a diploma (Fleischman & Heppen, 2009; Tyler & Lofstrom 2009). 

Approximately one million students do not graduate with a high school diploma annually 

(Amos, 2008; Tyler & Lofstrom, 2009). The large number of American students who fail 

to graduate from high school results in an American graduation rate o f approximately 

78% (NCES, 2009). Attempts to address the large number of students who do not 

graduate from high school has led to accountability-driven legislation to make schools 

and states more accountable for graduating more students (National High School Center, 

2006). The National Governor’s Association (2011) stated that high school graduation is 

one of the pivotal hurdles students must cross in order to go to college and prepare for 

their careers.

Additionally, students who drop out of high school often have difficulty transitioning 

into adulthood (Bloom, 2010; Tyler & Lofstrom, 2009). When students do not complete 

high school there is often a negative impact upon their community (Amos, 2008).

Students who drop out of high school earn on average approximately $260,000 less over 

their lifetime than students who earn a high school diploma (Tyler & Lofstrom, 2009). 

Additionally, nearly 78% of inmates in the corrections system have not completed high 

school (Harlow, 2003).

44
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Bloom (2010) found in a 2005 study that one o f the primary reasons students reported 

for not finishing high school was because school was not interesting to them. However, 

in schools with strong arts programs there may be improved student achievement and 

engagement (Hetland & Winner, 2001; Sousa, 2007). The arts can also change a school’s 

culture (Sousa, 2007). With the arts as a contributing factor to school culture, positive 

school culture supports academic achievement (Negis-Isik & Gursel, 2013). As such, 

this study was designed to determine if there were relationships among the number of 

fine arts courses offered at a high school, the culture of the school, and the graduation 

rate o f the school.

Research Question and Hypotheses

This research study examined the relationship among the number o f fine arts courses 

offered, the culture of a school, and the graduation rate of the school. According to 

Ruppert (2006), the fine arts could contribute to the success o f students and the 

achievement of a school. Additionally, the culture of a school is one of the important 

factors of school success (Negis-Isik & Gursel, 2013). As such, there were six research 

questions that guided the research for this study.

RQ1: Is there a relationship between the total number of fine arts courses offered in a 

school and the instructional staffs perception of the school’s culture as measured by the 

Organizational Description Questionnaire (ODQ) (Bass & Avolio, 1992)?

Hoi: There is no significant relationship between the total number of fine arts courses 

offered in a school and the instructional staffs perception of the school’s culture as 

measured by the ODQ (Bass & Avolio, 1992).
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RQ2: Is there a relationship between the total number o f fine arts courses offered in a 

school and the graduation rate o f the school?

H02: There is no significant relationship between the total number of fine arts courses 

offered in a school and the graduation rate of the school.

RQ3: Is there a relationship between the instructional staff’s perception of school 

culture as measured by the ODQ (Bass & Avolio, 1992) and the graduation rate of the 

school?

H03: There is no significant relationship between the instructional staffs perception of 

school culture as measured by the ODQ (Bass & Avolio, 1992) and the graduation rate of 

the school.

RQ4: Is there a relationship between the instructional staffs perception of school 

culture as measured by the ODQ (Bass & Avolio, 1992) and the number of courses 

offered from each of the four fine arts domains?

Ho4a: There is no relationship between the instructional staffs perception of school 

culture as measured by the ODQ (Bass & Avolio, 1992) and the number of courses 

offered fine arts domain of dance.

Ho4t>: There is no relationship between the instructional staffs perception of school 

culture as measured by the ODQ (Bass & Avolio, 1992) and the number of courses 

offered fine arts domain of music.

Ho4c: There is no relationship between the instructional staffs perception of school 

culture as measured by the ODQ (Bass & Avolio, 1992) and the number of courses 

offered fine arts domain of theatre arts.
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Hom: There is no relationship between the instructional staffs perception of school 

culture as measured by the ODQ (Bass & Avolio, 1992) and the number o f courses 

offered fine arts domain of visual arts.

RQ5: Is there a relationship between the graduation rate of a school and the number 

of the courses offered from each of the four fine arts domains?

Ho5a: There is no relationship between the graduation rate o f a school and the number 

of course offered from the fine arts domain of dance.

Ho5b: There is no relationship between the graduation rate o f a school and the number 

of course offered from the fine arts domain of music.

Hoso There is no relationship between the graduation rate o f a school and the number 

of course offered from the fine arts domain of theatre arts.

Hosd: There is no relationship between the graduation rate o f a school and the number 

of course offered from the fine arts domain of visual arts.

RQ6: Controlling for SES, do the total number of fine arts courses offered in a high 

school and the culture of a high school as measured by the ODQ (Bass & Avolio, 1992) 

predict high school graduation rates?

Ho6: Controlling for SES, the total number of fine arts courses offered in a high 

school and the culture score as measured by the ODQ (Bass & Avolio, 1992) do not 

predict high school graduation rates.

Research Design

The purpose of this study was to determine if there were relationships among the 

number of fine arts courses offered in a school, the culture of the school, and the 

graduation rate of the school. A quantitative research methodology was used to collect
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and analyze data. Quantitative research, “a hypothetic-deductive method, summarizes 

data using numbers” (Lodico, Spauling, & Voegtle, 2010, p. 11). The research design for 

this study was correlational. According to Lodico and associates (2010), correlational 

research measures multiple variables and examines the relationship among them. The 

variables that were used in this study were the number of fine arts courses offered in a 

school, the culture of the school as measured by the Organizational Description 

Questionnaire (Bass & Avolio, 1992), and the graduation rate o f a school.

School culture data were collected using the Organizational Description 

Questionnaire (ODQ) (Bass & Avolio, 1992). The ODQ provides information about the 

culture of the organization (Bass & Avolio, 1992). This twenty-eight-item questionnaire 

uses true and false questions to measure the culture o f an organization. The data for the 

number of fine arts courses were gathered using demographic survey questions. The state 

of Georgia identifies the following four domains for fine arts courses: dance, music, 

theatre arts, and visual arts. Participants were asked to identify which of the four fine arts 

domains were offered at their school and the number of courses offered in each domain. 

The graduation rate data were collected from the Georgia Department o f Education’s 

website for each of the schools that choose to participate in the study. Graduation rate 

was determined based on the four-year graduation rate for each of the participating 

schools.

Population

Georgia was selected for this study because Georgia is one of eight states with a 

graduation rate less than 70% (Education Week, 2008; Houck & Kurtz, 2010). The 

population was four-year public high schools in the state o f Georgia. Some demographic
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information collected from the participating schools included the following: setting 

(urban, suburban, or rural), student population size (less than 500, between 500 and 1000, 

between 1000 and 1500, and more than 1500), social economic status (Title I or non-Title 

I), and the number and type of fine arts classes offered at the school.

Sample

From the 181 school districts in the state of Georgia, 16 superintendents granted 

permission for the instructional staff at their public high schools to participate in the 

study. The 16 school systems that chose to participate contained approximately 52 

eligible high schools for the study. The participating schools had the following 

demographic characteristics: 34.4% urban, 18.8% suburban, 46.9% rural, and 81.3% Title 

1. Of the participating schools approximately 98.6% offered music courses, 85.8% 

offered visual arts courses, 67.9% offered theatre arts courses, and 12.8% offered dance 

courses.

Participants

The sample for this study included instructional staff from the four-year public high 

schools within the state of Georgia. The participants for this study included all 

instructional staff in a building who possessed a teaching or leadership certificate as 

issued from the Georgia Professional Standards Commission such as teachers, 

instructional coaches, assistant principals, principals, and media specialists.

Instrumentation

The Organizational Description Questionnaire (ODQ) (Bass & Avolio, 1992) was 

used to measure the culture of the school. A license from Mind Garden, Inc. was 

purchased so that the ODQ (Bass & Avolio, 1992) could be used for this study. The
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ODQ is a twenty-eight question true or false instrument that measures the culture of an 

organization. The even numbered questions measure the culture based on the 

transformational behaviors of the principal and the odd numbered questions measure the 

culture based on the transactional behaviors o f the principal. The researcher treated the 

culture score as a dichotomous variable where zero represented a transactional culture 

and one represented a transformational culture. In order to determine which culture was 

the dominant culture for the school, the researcher added and subtracted points for each 

true and false answer, respectively, as outlined in the scoring guide for the ODQ. To 

calculate the transactional score the number of true responses for the odd questions were 

counted and the number of false responses from the odd responses were subtracted. To 

calculate the transformational score the number of true responses from the even responses 

were counted and the number o f false responses from the even responses were subtracted. 

This process o f adding and subtracting points was completed for the even numbered 

questions and odd numbered questions, independently. The researcher labeled the 

schools with the kind of culture (0 = transactional or 1 = transformational) as indicated by 

the higher number from the ODQ scoring.

Additionally, there were ten demographic questions included in the survey, which, 

provided information about the number and type of fine arts courses offered, location of 

the school (urban, suburban, or rural), student population size (less than 500, between 

500 and 1000, between 1000 and 1500, and more than 1500), and the socioeconomic 

status (Title I or non-Title I) of the schools. Instructional staff at the high schools 

answered four questions pertaining to the number o f fine arts courses offered and the
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average for the respective school responses was calculated in an effort to limit the 

potential inaccuracies in reporting the number of fine arts courses.

Validity

Parry & Proctor-Thomson (2001) tested the validity o f the ODQ by sending the 

information out to 6025 managers nationally with a survey return rate o f 22.5%. The 

analysis of the Organizational Description Questionnaire (Bass & Avolio, 1992) was 

done using a factor analysis on four tracks and a correlational analysis. All of the 

transformational items of the ODQ loaded onto the first track while the transactional 

items loaded across all four tracks. All correlations were significant at the 0.001 level but 

they were small. Based on the significance o f the correlations between the items on the 

four tracks, the ODQ measures the culture of an organization and classifies the culture as 

transformational or transactional. Based on the results from the ODQ, the researcher 

identified which culture, transformational or transactional, was the most dominant within 

the schools.

Reliability

Cronbach’s alpha internal consistency indicator was used by Parry & Proctor- 

Thomson (2001) to approximate the reliability of the two fourteen item scales, which 

delineate the type o f culture of an organization as either transformational or transactional. 

Reliabilities, according to Nunnally (1978), are sufficient when greater than 0.70. For the 

ODQ, the reliabilities were at 0.88 for transformational and 0.74 for the transactional 

scales. The reliability of the transactional scale increases to 0.79 if question nineteen is 

excluded from the survey. Parry & Proctor-Thomson (2001) while testing the validity 

and reliability of the ODQ discovered that question nineteen did not align to the
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transactional culture as hoped (odd numbered questions were designed to relate to the 

transactional culture). Question nineteen was the only item of the 28-item instrument 

with a negative correlation (-0.38). However, despite the negative correlation of question 

nineteen, Parry & Proctor-Thomson (2001) decided not to remove the question from the 

survey, and subsequently, the researcher kept question nineteen in the data collection of 

this study. The researcher considered 0.74 as sufficient for the reliability. The results of 

the analysis support the ODQ’s ability to produce consistent results when retested.

Data Collection

The researcher submitted an IRB application to Mercer University for approval prior 

to conducting the research. Mercer University’s Institutional Review Board (IRB) 

reviewed study #H 1401007 and approved it on 24-Jan-2014 (See Appendix B). The 

researcher also had to submit IRB applications for some o f the school systems that chose 

to participate in the study. Most of the school systems did not require an IRB application 

to participate in the study. All participants were provided with the IRB contact 

information in the event there were questions about their rights as participants or if they 

were dissatisfied with any part of the data collection process.

Once the researcher received permission to conduct the study from the university 

through the IRB application and Mind Garden, Inc., invitations were sent to the 

superintendents from all school systems in Georgia. Once a response was received from 

the superintendents the researcher collected email addresses for the participating high 

schools from the individual school websites. In cases where the email addresses could 

not be gathered from the school websites, the researcher reached out to the principals or 

designees to either get the email addresses or forward the electronic informed consent
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and survey to the high school staff. Each participant in the study was sent the informed 

consent and a link to complete the electronic survey via Survey Monkey. The survey 

remained open for at least three weeks with a weekly reminder sent to participants.

All participating high schools were assigned an alphabetical code to preserve 

anonymity. The number of fine arts courses was gathered from the ten demographic 

questions of the survey. Participants were asked which of the four fine arts domains 

(dance, music, theatre arts, and visual arts) were offered at their respective school and 

how many courses were offered from each of those domains. The graduation rate data 

for each participating high school were collected from the Georgia Department of 

Education website. There were 270 responses received for this study. The data collected 

for this study were sorted by school and then the culture score and mean number of fine 

arts courses were calculated for each school.

The response rate for surveys is between 30-50% (Lodico et al., 2010). In an effort to 

coincide with the desired response rate, the researcher wanted to have at least a 30% 

response rate from the superintendents in the different school systems and at least a 30% 

response rate from the instructional staff at the various high schools within the county.

Data Analysis

Once the surveys were completed, the data were entered in the Statistical Package for 

Social Sciences (SPSS) for data analysis. Data preparation included running descriptive 

statistics to determine if the data were normally distributed and if there were outliers 

within the data. The descriptive statistics that described the characteristics of the 

participating schools included the setting, the student population size, the SES status, the 

number and type of fine arts courses offered, the type of culture, and the graduation rate.
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After the surveys were completed and the graduation rate data were collected, a 

correlation analysis was conducted for research questions one through five to determine if 

relationships existed among the variables o f the study. Specifically, research questions 

four and five were written to determine if there was a statically significant relationship 

based on the course offerings from each of the four domains. The analysis for questions 

four and five was also correlational. The output from the correlational study provided a 

correlational matrix, which is a matrix of correlational coefficients that provide 

information about the strength of a relationship between the variables (Lodico et al.,

2010). Finally, research question 6 was analyzed using a multiple linear regression to 

determine if the number o f fine arts courses offered and the culture of a school, as 

measured by the Organizational Description Questionnaire (Bass & Avolio, 1992), could 

predict the graduation rate of a school. Table 1 provides a list o f the six research 

questions, the source of the data for each question, and the type of analysis used to 

answer the research question.
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Table 1

Correspondence o f Resource Questions, Source, and Data Analyses

Research Question Source Analysis

RQ1: Relationship between the total no. 
of fine arts courses offered and the 
instructional staffs perception of 
culture as measured by the ODQ?

No. of fine arts 
courses: demographic 

survey

Culture: ODQ

Spearman-r/io

RQ2: Relationship between the total no. 
of fine arts courses offered in a school 
and the graduation rate of the school?

No. of fine arts 
courses: demographic 

survey
Graduation rate: 
www.gadoe.org

Pearson-r

RQ3: Relationship between the 
instructional staffs perception of a 
culture as measured by the ODQ, and 
the graduation rate of the school?

Culture: ODQ

Graduation rate: 
www.gadoe.org

Spearman-r/io

RQ4: Relationship between the 
instructional staffs perception of 
culture and the no. of courses offered 
from each of the four fine arts domains?

Culture: ODQ

No. of fine arts 
courses by domain: 
demographic survey

Spearman-r/io

RQ5: Relationship between the 
graduation rate of a school and the no. 
of the courses offered from each of the 
four fine arts domains?

Graduation rate: 
www.gadoe.org
No. of fine arts 

courses by domain: 
demographic survey

Pearson-r

RQ6: Controlling for SES, can the no. No. of fine arts Multiple
of fine arts courses offered in a high 
school and the culture score of a high 
school as measured by the ODQ predict 
high school graduation rates?

courses: demographic 
survey 

Culture: ODQ 
Graduation Rates: 
www.gadoe.org

Regression

http://www.gadoe.org
http://www.gadoe.org
http://www.gadoe.org
http://www.gadoe.org
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Summary

Chapter 3 began with a brief review of the literature discussed in chapter 2, which 

included a review of accountability legislation leading to the inclusion of graduation rates 

as an indicator of school success. Bloom (2010) found in his 2005 study that students 

were dropping out of high school because school was not interesting or engaging to them. 

According to Ruppert (2006), the arts are a possible way to improve student engagement 

in school. Schein (2010) defined culture as a set o f standards that govern an 

organization. The National Governors’ Association (2011) identified school culture as an 

indicator for school success. Finally, Rammer (2007) asserts that school leaders are 

responsible for determining the key components that will raise student achievement 

within a school building.

Following a brief review of the literature, the research questions and the 

corresponding null hypotheses were introduced. Specifically, the questions attempted to 

determine if there was a relationship among the number o f fine arts courses offered in a 

school, the culture of a school, and the graduation rate of a school. The research design 

for this study was quantitative and included the use o f an electronic survey as well as 

graduation rate data from the state department of education website. The Organizational 

Description Questionnaire (Bass & Avolio, 1992) was the instrument used to measure the 

culture of the school. The participants in the study included instructional staff who work 

at four year public high schools in Georgia and who possess either a teaching or 

leadership certificate.

Chapter 4 will present the results from the study and an analysis o f the results in the 

context of the six research questions. Data collected for the study will be presented in
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table, chart, and narrative forms. The results will be presented beginning with the 

research questions and concluding with tables and charts to explain the analysis of data.



CHAPTER 4 

RESULTS

In this chapter, the results of the data collected and analyzed will be discussed. The 

discussion will begin with a review of the research questions for the study and the 

respective hypotheses. Once the research questions are reintroduced, a description of the 

participants or respondents who participated in the data collection process will be 

discussed. Following a detailed description of the respondents, a discussion of the 

findings from the data collection will be included and organized in the same order that 

the research questions were introduced in Chapter 1. The chapter will conclude with a 

summary of the results presented in this chapter.

A demographic survey, the Organizational Description Questionnaire (Bass &

Avolio, 1992), and the Georgia Department of Education website were used to collect 

data for this study. The demographic survey was used to gather the following 

information about the participating schools: socioeconomic status, the size, the setting, 

and the number of fine arts courses offered. The culture of the school was determined 

using the Organizational Description Questionnaire (Bass & Avolio, 1992) and responses 

were coded as 0 = transactional culture or 1 = transformational culture. Finally, the 

graduation rate of the each of the participating schools was collected from the Georgia 

Department of Education website.
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Respondents

One hundred eighty one school superintendents representing all o f the school 

systems within the state of Georgia were contacted via email to request permission for 

high school instructional staff to participate in this study. Of the 181 superintendents 

contacted for the study, 39 (22%) of them responded to the initial email with 16 (9%) 

granting permission for their high school staff to participate. Within the 16 school 

systems that granted permission for their high school instructional staff to participate, 

there were 52 eligible high schools. Approximately 2,220 requests or invitations to 

participate in the study were emailed to instructional staff at the 32 participating schools 

with 272 respondents participating in the study, representing an instructional staff 

response rate of 12.25%. The 52 eligible schools represent approximately 16% o f the 

total public high schools in Georgia. Thirty-two (62%) of the eligible and participating 

high schools had members of the instructional staff complete a survey and the unit of 

analysis for this study was the school. According to Lodico and associates (2010), the 

mean response rate for surveys is between 30-50%. The response rate o f 62% for this 

study was sufficient for analysis. In the beginning of the survey all participants were 

asked if they wanted to participate. The only responses allowed were yes or no. 

Approximately 270 of the 272 instructional staff who responded to the invitation agreed 

to participate in the study, while two instructional staff members chose not to participate. 

The 270 responses were sorted by school and then a mean culture score and number of 

fine arts courses were calculated for each school.

According to Warner (2008), researchers should perform initial data screenings in 

an effort to decrease the errors and discrepancies in data before beginning data analysis.
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After conducting the initial screening o f data the researcher discovered several 

respondents did not answer every question of the study. Approximately 60 respondents 

did not respond to the question asking for the name of their school. After removing the 

respondents who did not provide the name o f their school and the two respondents who 

chose not to participate, the researcher determined that the total number o f responses for 

data analysis was 210, who represented 32 public high schools in Georgia. The unit of 

analysis for this study was the school. Table 2 summarizes some key demographic 

information about the participating schools such as the setting, socioeconomic status, 

size, and most dominant culture.
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Table 2

Demographic Information for the Participating High Schools (N = 32)

N %

Setting

Urban 11 34.4

Suburban 6 18.8

Rural 15 46.9

Socioeconomic Status

Title I 26 81.3

Non-Title I 6 18.8

Size of School

Less than 500 students 4 12.5

Between 500 and 1000 students 12 37.5

Between 1000 and 1500 students 11 34.4

Greater than 1500 5 15.6

Dominant Culture

Transactional Culture 7 22

Transformational Culture 25 78

The American graduation rate is approximately 78% (NCES, 2009). Graduation 

rates in the state of Georgia are currently below 70% and have been below 70% for the 

last decade (Education Week, 2008; Houck & Kurtz, 2010; NCES, 2009). The
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participating schools in this study have a mean graduation rate of 72.16%. Table 3 

presents statistical data for the graduation rate of participating schools in this study.

Table 3

Graduation Rate Statistics for Participating Schools (N=32)

Mean Mode Min Max Std.
Deviation

Graduation
Rate 72.16 66 46 98 10.853

In the state of Georgia fine arts education is divided into the following four 

content areas: dance, music, theatre arts, and visual arts (Georgia Department of 

Education, 2009). Every school in the study offered music classes, but very few offered 

dance classes. Table 4 presents the mean number o f fine arts courses offered for 

participating schools in this study.
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Table 4

Mean Graduation Rate and Mean Number o f  Fine Arts Courses for Participating 
Schools (N = 32)

Category Mean

Fine Arts Classes Offered 12

Music Classes Offered 5

Visual Arts Classes Offered 4

Theatre Arts Classes Offered 2

Dance Classes Offered 1

Findings

The research findings for the six research questions for this study will be 

discussed in this section. Each research question and corresponding null hypothesis will 

be presented followed by a written summary and a table of the results based on the type 

of analysis for each question. Research questions 4 and 5 have four null hypotheses, one 

for each domain of fine arts, and have one table which summarizes the data for all four 

null hypotheses.

Research Question 1 

Is there a relationship between the total number of fine arts courses offered in a 

school and the instructional staff’s perception of the school’s culture as measured by the 

ODQ (Bass & Avolio, 1992)?
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Null Hypothesis

There is no significant relationship between the total number of fine arts courses 

offered in a school and the instructional staffs perception of the school’s culture as 

measured by the ODQ (Bass & Avolio, 1992).

A Spearman-r/io correlation was calculated for the relationship between the total 

number of fine arts classes offered and the culture of the school. For this study the total 

number of fine arts courses offered was not related to the instructional staffs perception 

of school culture. Thus, the researcher failed to reject the null. Table 5 shows the 

correlation between the two variables.

Table 5

Correlation Between Total Number o f Fine Arts Courses Offered and School 
Culture (1V = 32)

Culture Total Fine 
Arts

Spearman rho Culture Correlation 1.000 -.020
Coefficient

Sig. (2-tailed) .911

Research Question 2 

Is there a relationship between the total number of fine arts courses offered in a 

school and the graduation rate of the school?

Null Hypothesis

There is no significant relationship between the total number of fine arts courses 

offered in a school and the graduation rate of the school.
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A Pearson-r correlation was calculated for the relationship between the total number 

of fine arts classes offered and the graduation rate o f the school as reported by the 

Georgia Department of Education website. For the participating schools in this study the 

number of fine arts courses offered was not related to the graduation rate o f a school. 

Thus, the researcher failed to reject the null. Table 6 shows the correlation between the 

two variables.

Table 6

Correlation Between the Total Number o f  Fine Arts Courses and Graduation Rate
(N= 32)

Total Fine Graduation
Arts Rate

Total Fine Arts Pearson Correlation 1 .045

Sig. (2-tailed) .807

Research Question 3

Is there a relationship between the instructional staff's perception of school culture as 

measured by the Organizational Description Questionnaire (Bass & Avolio, 1992) and 

the graduation rate of the school?

Null Hypothesis

There is no significant relationship between the instructional staffs perception of 

school culture as measured by the Organizational Description Questionnaire (Bass & 

Avolio, 1992) and the graduation rate o f the school.
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A Spearman-r/io correlation was calculated for the relationship between the 

instructional staffs perception of school culture and the graduation rate of the school.

For this study the instructional staffs perception o f school culture was not related to the 

graduation rate of a school. Thus, the researcher failed to reject the null. Table 7 shows 

the correlation between the two variables.

Table 7

Correlation Between the Culture o f  the School and Graduation Rate (N = 32)

Culture
Graduation

Rate

Spearman rho Culture Correlation 
Coefficient 
Sig. (2-tailed)

1.000 .176

.335

Research Question 4

Is there a relationship between the instructional staffs perception of school culture 

and the number of courses offered from each of the four fine arts domains?

Null Hypotheses A

There is no relationship between the instructional staffs perception of school culture 

as measured by the Organizational Description Questionnaire (Bass & Avolio, 1992) and 

the number of courses offered fine arts domain of dance.

A Spearman-r/io correlation was calculated for the relationship between the 

instructional staffs perception of school culture and number o f courses offered in the fine
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arts domain of dance. For this study the instructional staffs perception of school culture 

was not related to the number of courses offered from the fine arts domain of dance.

Thus, the researcher failed to reject the null.

Null Hypothesis B

There is no relationship between the instructional staffs perception of school culture 

as measured by the Organizational Description Questionnaire (Bass & Avolio, 1992) and 

the number of courses offered from the fine arts domain of music.

A Spearman-Wio correlation was calculated for the relationship between the 

instructional staffs perception of school culture and number o f courses offered in the fine 

arts domain of music. In this study the instructional staffs perception of school culture 

was not related to the number o f courses offered from the fine arts domain o f music.

Thus, the researcher failed to reject the null.

Null Hypothesis C

There is no relationship between the instructional staffs perception of school culture 

as measured by the Organizational Description Questionnaire (Bass & Avolio, 1992) and 

the number of courses offered from the fine arts domain of theatre arts.

A Spearman-r/io correlation was calculated for the relationship between the 

instructional staffs perception of school culture and number o f courses offered in the fine 

arts domain of theatre arts. For this study the instructional staffs perception of school 

culture was not related to the number of courses offered from the fine arts domain of 

theatre arts. Thus, the researcher failed to reject the null.



68

Null Hypothesis D

There is no relationship between the instructional staff’s perception of school culture 

as measured by the Organizational Description Questionnaire (Bass & Avolio, 1992) and 

the number of courses offered from the fine arts domain o f visual arts.

A Spearman-r/jo correlation was calculated for the relationship between the 

instructional staffs perception of school culture and number of courses offered in the fine 

arts domain of visual arts. For the participating schools of this study the instructional 

staffs perception of school culture was not related to the number of courses offered from 

the fine arts domain of visual arts. Thus, the researcher failed to reject the null. Table 8 

shows the correlation between the instructional staffs perception of the school’s culture 

and the courses offered from each of the fine arts domains.

Table 8

Correlations Between the Culture o f  the School and the Fine Arts Courses Offeredfrom 
each Fine Arts Domain (N = 32)

Culture Music
Visual
Arts

Theatre
Arts

Dance

Spearman Culture 
rho

Correlation
Coefficient

1.000 .061 -.020 .186 .70

Sig. (2-tailed) • .738 .911 .309 .703

Research Question 5

Is there a relationship between the graduation rate of a school and the number o f the 

courses offered from each of the four fine arts domains?
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Null Hypothesis A

There is no relationship between the graduation rate o f a school and the number of 

course offered from the fine arts domain of dance.

A Pearson-r correlation was calculated for the relationship between the graduation 

rate and number of courses offered in the fine arts domain of dance. In this study the 

graduation rate was not related to the number of courses offered from the fine arts 

domain of dance. Thus, the researcher failed to reject the null.

Null Hypothesis B

There is no relationship between the graduation rate o f a school and the number of 

course offered from the fine arts domain of music.

A Pearson-r correlation was calculated for the relationship between the graduation 

rate and number of courses offered in the fine arts domain of music. Graduation rate for 

schools in this study was not related to the number of courses offered from the fine arts 

domain of music. Thus, the researcher failed to reject the null.

Null Hypothesis C

There is no relationship between the graduation rate o f a school and the number of 

courses offered from the fine arts domain of theatre arts.

A Pearson-r correlation was calculated for the relationship between the graduation 

rate and number of courses offered in the fine arts domain of theatre arts. In this study 

the graduation rate was not related to the number o f courses offered from the fine arts 

domain of theatre arts. Thus, the researcher failed to reject the null.
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Null Hypothesis D

There is no relationship between the graduation rate of a school and the number of 

courses offered from the fine arts domain of visual arts.

A Pearson-r correlation was calculated for the relationship between the graduation 

rate and number of courses offered in the fine arts domain of visual arts. The graduation 

rate of schools in this study was not related to the number of courses offered from the 

fine arts domain of visual arts. Thus, the researcher failed to reject the null. Table 9 

shows the correlation between the graduation rates and the number o f courses offered 

from each of the fine arts domains.

Table 9

Correlation Between Graduation Rate and the Number o f  Courses Offeredfrom each 
Domain (N=32)

Graduation
Rate

Dance Music
Theatre

Arts
Visual
Arts

Pearson
Graduation „  . .Correlation

1 -.278 -.005 .238 .039
Rate

Sig. (2-tailed) .123 .979 .190 .832

Research Question 6 

Controlling for SES, do the number o f fine arts courses offered in a school and the 

culture score of a school as measured by the Organizational Description Questionnaire 

(Bass & Avolio, 1992) predict school graduation rates?
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Null Hypothesis

After controlling for SES, the number of fine arts courses offered in a school and the 

culture score as measured by the Organizational Description Questionnaire (Bass & 

Avolio, 1992) do not predict school graduation rates.

A multiple linear regression was calculated predicting graduation rate based on the 

number of fine arts courses offered and the type of culture present in the school. The 

regression equation was significant (F (3, 28) = 3.425, p< .05) with an R2 of .268. The R2 

for the data including SES was 20% and once the number of fine arts courses and the 

culture were added the R2 value only increased by 7%. The significance of the regression 

equation was due to the strength of SES in determining graduation rate. Despite the 

significance of the equation as indicated by the ANOVA (Table 10), none of the 

coefficients was significant (Table 11). Thus, the researcher failed to reject the null. For 

the schools in this study, the number of fine arts courses and the culture o f the school are 

not predictors of graduation rate.
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Table 10

ANOVA For Multiple Linear Regression fo r  Prediction o f  Graduation Rate From 
Number o f  Fine Arts Courses and School Culturec

Model Sum of 
Squares

Df Mean
Square

F Sig.

1 Regression 721.940 1 721.940 7.394 .01 l a
Residual 2929.255 30 97.642

Total 3651.195 31

2 Regression 980.258 3 326.753 3.425 .03 l b
Residual 2670.937 28 95.391

Total 3651.195 31

a. Predictors: (Constant), SES

b. Predictors: (Constant), SES, culture, total fine arts

c. Dependent Variable: graduation rate

Table 11

Coefficients for the Multiple Linear Regression Analysis for Prediction o f  Graduation 
Rate Based on the Number o f Fine Arts Courses and School Culture

Unstandardized Standardized
Model Coefficients Coefficients

B Error
Beta

t Sig.

(Constant) 69.881 1.938 36.060 .000

SES 12.169 4.475 .445 2.719 .011

(Constant) 65.471 5.025 13.030 .000

SES 12.636 4.494 .462 2.812 .009

culture 5.832 3.570 .264 1.634 .113

total fine arts -.064 .292 -.036 -.217 .829

a. Dependent Variable: graduation rate
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Summary

The problem of low high school graduation rate has led to a study focused on the 

relationship between the number of fine arts courses offered in a school, the culture of the 

school, and the graduation rate of the school. The Organizational Description 

Questionnaire (ODQ) as developed by Bass & Avolio (1992), along with demographic 

questions which described the schools and the graduation rates of schools were used to 

answer the six research questions. The ODQ as developed by Bass & Avolio (1992) and 

demographic survey were emailed to the instructional staff at the 32 high schools that 

chose to participate. The 32 high schools represented a total o f 210 responses to the 

survey.

The data were screened, organized, and entered into SPSS for data analysis. 

Descriptive statistics were reported with percentage and frequencies o f the characteristics 

of the school used for this study. Following the descriptive analysis o f the demographic 

data for the study, a series of correlational analyses and a multiple linear regression were 

conducted. The correlational analyses were employed to determine if a relationship 

existed between the number o f fine arts courses, the culture of the school, and the 

graduation rate of the different schools.

Analysis of question 1 revealed that there was not a significant relationship 

between the total number o f fine arts courses offered in a school and the instructional 

staffs perception of school culture. The mean total number o f fine arts courses offered at 

the schools in the study was approximately 12. The majority o f  schools in the study were 

identified as having a transformational culture (78%). The culture of the school was 

measured using the ODQ (Bass & Avolio, 1992). There was no relationship between the
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number of fine arts courses offered and the instructional staff’s perception of school 

culture.

Research question 2 focused on determining if there was a relationship between 

the number of fine arts courses offered and the graduation rate o f a school. The mean 

graduation rate for the participating schools was approximately 72.16%, which is actually 

higher than the reported graduation rate o f for the state of Georgia. Georgia was selected 

for this study because it was one of eight states with a graduation rate lower than 70% 

(Education Week, 2008). While the schools in this study collectively had a higher 

graduation rate than the state of Georgia, the data showed that there was no relationship 

between the number of fine arts courses offered and the graduation rate of a school.

Research question 3 focused on the instructional staff’s perception of school culture 

and the graduation rate of the school. The findings demonstrate that majority o f 

respondents identified their schools as having a transformational culture. The culture of 

the school was determined using the ODQ (Bass & Avolio, 1992). However, amongst 

the schools in this study, there was no relationship between the instructional staff’s 

perception of school culture and the graduation rate of the school.

Research question 4 focused on the instructional staff’s perception of school culture 

and the number of fine arts courses offered in the four fine arts domains based on the 

state of Georgia’s curriculum. The four fine arts domains in the Georgia fine arts 

curriculum were dance, music, theatre arts, and visual arts. For the schools in this study, 

there was no relationship between the instructional staff’s perception of school culture 

and any of the four different domains o f fine arts.
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Research question 5 focused on the graduation rate o f the school and the number of 

fine arts courses offered in the four fine arts domains based on the state of Georgia’s 

curriculum. Similar to research question 4, the fine arts domains were dance, music, 

theatre arts, and visual arts. For the participating schools, there was also no relationship 

between the graduation rate of the school and the number o f fine arts courses offered in 

the four fine arts domains.

Research question 6 focused on whether or not the number of fine arts courses offered 

and the culture of the school can predict the graduation rate. When controlling for SES, 

the number of fine arts courses and the culture o f the school in this study are not 

significant. While the overall model according to the ANOVA is significant, the 

predictability relies soley on SES. The R2 for the data with just SES was 20% and the R2 

including the number of fine arts classes and school culture is 27%. Only 7% of the 

variance is attributed to the number of fine arts courses and the culture of the school. Of 

the three variables in research question 6 for this study, SES is the only predictor of 

graduation rate. The number o f fine arts courses and the culture of the school were not 

predictors of the graduation rate of the participating schools in this study.

The following chapter summarizes the findings and discusses them in light of the 

graduation rate, fine arts, and school culture literature reviewed in Chapter 2. The 

conclusions and implications for the study will be included and discussed in relation to 

the major components identified as being significant to the study. Recommendations for 

future research are included so that the study may be expanded to provide a better 

understanding of the relationships among the number of fine arts courses offered, the 

culture of the school, and the graduation rate of the school.



CHAPTER 5 

SUMMAY, DISCUSSION, CONCLUSIONS,

AND IMPLICATIONS 

The problem of low graduation rate, especially in Georgia, led to a formal 

investigation to determine if there were relationships among the number o f fine arts 

courses offered at a school, the culture o f a school, and the graduation rate of a school. 

Instructional staff at the 32 participating high schools were surveyed and the data were 

analyzed. This chapter will include an overview o f the entire study, which will include 

the problem, purpose, procedures, and research findings. The major findings for each of 

the six research questions as well as the conclusions, implications, and recommendations 

for future research will be discussed.

Summary of the Study 

The purpose of this study was to determine if there were relationships among the 

number of fine arts courses offered in a school, the culture of the school as measured by 

the Organizational Description Questionnaire as developed by Bass & Avolio (1992), and 

the graduation rate of the school. Determining if relationships exists among those three 

variables is important because America must try different strategies to make school more 

relevant and engaging to address the high number o f students who fail to earn a high 

school diploma (Fleischman & Heppen, 2009; Stanley & Plucker, 2008; Tyler & 

Lofstrom, 2009).

One hundred eighty one superintendents across the state o f Georgia were sent an 

invitation asking for permission for the high schools in their districts to participate in the 

study. Instructional staff at the participating high schools completed a 38-item survey to
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help the researcher gather data to answer the six research questions. The survey included 

the 28-item Organizational Description Questionnaire developed by Bass & Avolio 

(1992) and 10 demographic questions about the schools that chose to participate. Data 

collection lasted approximately three weeks with at least three reminders sent to 

participants. Two hundred seventy responses were received acknowledging their 

willingness to participate in the study. Two responses were received from persons who 

elected not to participate. Approximately 60 responses could not be used for the study 

because of missing information. The remaining 210 responses represented a total of 32 

high schools from across the state. The 210 responses were sorted by school and then a 

mean culture score and a mean number of fine arts courses were calculated for each 

school. Once the data collection period was over the researcher exported the data into 

SPSS for analysis and screening.

There were a total of six research questions used for this study. Descriptive statistics 

were run on the data to summarize key characteristics of the participating schools in the 

study. A Pearson-r correlational analysis was done on research questions 2 and 5 and a 

Spearman rho was done on research questions 1, 3, and 4 to determine if there was a 

relationship between the number of fine arts courses offered in a school, the culture of the 

school, and the graduation rate of the school. The sixth question was analyzed using a 

multiple linear regression. Question six, while controlling for SES, attempted to predict 

graduation rates based on the number of fine arts courses and the culture o f the school.

Summary and Discussion of Major Findings 

Although briefly mentioned in a previous section, major findings of the study will be 

discussed in greater detail in this section. The findings from this study provide
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information regarding the major variables in this study, which include the arts, school 

culture, and graduation rates. The relationships among the three variables will guide the 

discussion of the major findings.

This study focused on determining if there were relationships among the number of 

fine arts courses offered, the culture of a school, and graduation rates. Rabkin & 

Redmond (2006) believe that the arts can improve schools and make them more 

conducive to student learning. Sousa (2007) agreed that integration of the arts into the 

school day can change student and staff perception of the school culture. The results of 

this study did not show a relationship between the number of fine arts courses offered and 

school culture. The National Governor’s Association (2011) emphasizes that the culture 

of a school is one of the most significant indicators used to measure school performance 

and that the culture of the school can influence teacher and student performance.

Mitchell (2008) & Schlechty (2002) state that healthy school culture can also influence 

student achievement, which could include graduation rate. The results o f this study, 

however, are not supported by the literature and show that there are other variables that 

have a stronger relationship with school culture than the ones the researcher studied.

For the participating schools in this study the mean graduation rate was 72.16%. The 

remaining 27.84% of students are not completing high school which supports Amos’ 

(2008) assertion the 7,000 students who drop out o f high school daily. Bloom (2010) 

discovered in a 2005 study that many students do not graduate from high school because 

school was not interesting to them. According to the Zastrow & Jane (2004), one of the 

ways to improve student interest in schools is through engagement in the arts. Ruppert 

(2006) believes that participation in the arts is one way to engage and motivate students
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who are at risk of dropping out and not finishing high school. While the mean number o f 

fine arts courses offered for participating schools in this study was 12, it is difficult to 

determine if the results of no relationship truly represent the connection between the fine 

arts and graduation rate.

Finally, the researcher wanted to determine if the variables used in this study could 

predict graduation rates. According to the results o f this study, the largest predictor of 

graduation rates for the 32 participating schools was socioeconomic status. 

Approximately, 20% of the variance in the data was a result of SES and not the number 

of fine arts courses and the culture of the school. The following sections will discuss in 

greater detail the findings from this study in terms of the fine arts, school culture, and 

graduation rate.

Fine Arts

There are four fine arts domains recognized by the Georgia Department o f Education. 

Dance, music, theatre arts, and visual arts are the four domains for which the researcher 

used for this study. There were four questions on the demographic portion of the online 

survey that asked respondents to identify the number and types of fine arts courses 

offered at their respective high schools. O f the participating schools approximately 

98.6% offered music courses, 85.8% offered visual arts courses, 67.9% offered theatre 

arts courses, and 12.8% offered dance courses. For this study, the mean for the total 

number of fine arts classes was 12. The mean number of courses offered from the four 

domains were as follows: dance (1 course), music (5 courses), visual arts (4 courses), and 

theatre arts (2 courses).
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Research questions 1 and 2 centered on the relationship between the total number of 

fine arts courses offered in a school, school culture, and graduation rate. Research 

questions 4 and 5, focused on whether or not there existed relationships among the 

number of fine arts courses from each of the fine arts domains, school culture, and 

graduation rate of a school. The results of this study found that for the participating 

schools there was no relationship amongst the number fine arts courses, school culture, 

and graduation rate.

School Culture

Curtis (1987) asserted that the culture created by an emphasis on the fine arts is 

challenging and motivating to others who enjoy being in the company of others. 

According to Deasy (2008), the arts can help create a positively empowering culture in a 

school. Deal & Patterson (1999) believe that a positive school culture impacts every 

aspect of the school. The National Governor’s Association (2011) stated that school 

culture is one of the most important indicators to measure school performance, including 

student achievement. Additionally, the Georgia Department of Education (as cited in 

Mitchell, 2008) affirms that a positive school culture can improve the academic 

achievement of all learners from diverse backgrounds. Catterall and associates (2012) 

found in their study that teenagers from a low SES background with higher number of 

arts involvement often have better academic outcomes than teenagers from a low SES 

background with limited arts involvement.

Research questions 3 and 4 concentrated on the relationships among the instructional 

staffs perception of school culture, the number of fine arts courses offered, and 

graduation rate. Within this study it was discovered that 78% of the schools identified
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themselves as having a transformational culture. The mean graduation rate was 72.16% 

and the mean number of fine arts classes offered was 12. However, based on the results 

from this study, there was no relationship between the culture o f the participating schools 

and the number of fine arts courses and the graduation rate.

Graduation Rate

Ruppert (2006) believed that the arts could play a role in keeping students who have 

become disenfranchised with school from dropping out; simply because it makes learning 

relevant and engaging. Catteral and associates (2012) found in their longitudinal study 

that students who earned few or no arts credits were less like to have graduated from high 

school. In this study the mean number of fine arts courses offered at the 32 high schools 

was 12 and the mean graduation rate was 72.16%. The minimum graduation rate for 

schools in this study was 46% and the maximum graduation rate was 98%. The mode for 

graduation rates for participating schools in this study was 66%. The 66% mode 

graduation rate is similar to Georgia’s trend of having a graduation rate less than 70% 

(Houck & Kurtz, 2010; NCES, 2009). Georgia still loses about four out of every ten 

students because they are high school dropouts.

Research question 6 was written to determine if, when controlling for SES, the 

number of fine arts courses offered and the culture o f the school can predict graduation 

rates. Controlling for SES is important to consider because the percentage of free and 

reduced lunch students in a school district can impact graduation rates (Houck & Kurtz, 

2010). Approximately 81% of the participating schools from this study were identified as 

being a Title I school. The regression equation according to the ANOVA was significant 

and the predictability relied solely on SES. The R2 for the data with just SES was 20%
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and the R2 including the number of fine arts courses and school culture was 27%. Only 

7% of the variance was attributed to the number of fine arts courses and the culture of the 

school. Based on the results of this study, the number o f fine arts courses offered and 

school culture are not predictors of graduation rates.

This study did not produce any statistically significant relationships among the 

number of fine arts courses, the culture, and the graduation rate of participating schools. 

One possible reason for the lack of relationship amongst the three variables of the study 

could be the small sample for the study. Invitations were sent to all Georgia 

superintendents in an effort to receive permission for their respective high schools to 

participate in the study, but only 52 schools were eligible to participate in this study. 

Another reason for the size of the sample was that some superintendents required 

additional permission from the high school principals. Perhaps if there were a larger 

sample size the results or the effect size for the number of fine arts courses and the 

culture may have been different. Consequently, because of the small number o f schools 

in this study, the results are not generalizable to all schools and should not be used as a 

determining factor to decrease or increase student access to the fine arts

One additional reason for the results could be the lack of variance in the graduation 

rates for the participating high schools. The majority of participating schools (68%) had 

graduation rates that were above 70%. The mean graduation rate for the participating 

schools was 72.16%. The graduation rate range was between 46% and 98%. The mode 

for the graduation rate was 66%. Since there was not much variance between the 

graduation rates, the correlation between variables was affected.
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Finally, one of the demographic characteristics that may need to be considered is the 

size of the high school. The larger the high school the more likely students are to be 

exposed to a wider variety of fine arts courses. High schools for the study fell into one of 

four categories; less than 500 students, between 500 and 1000 students, between 1000 

and 1500 students, and more than 1500 students. The researcher did not factor the size o f 

the school into the actual analyses for the research questions in the study.

Albert Bandura’s major advances in the field of psychology with respect to 

organizational behavior led to the development o f Social Cognitive Theory, a framework 

for analyzing human motivation, thought, and actions (Bandura, 1986; Pintrich &

Schunk, 1996; Stajkovic & Luthans, 1998). Social Cognitive Theory proposes that 

people are capable of reacting and adapting to their respective environments (Stajkovic & 

Luthans, 1998). Employees are both products and producers o f their environment 

(Stajkovic & Luthans, 1998; Wood & Bandura, 1989). In education, the principal 

influences employees (teachers) and the teachers work with and influence students, which 

can result in increased achievement (Rooney, 2009). This level of influence is important 

because Bandura (2001) asserted that leaders play an important role in the productivity of 

an organization. While the leader is responsible for creating the culture o f a school, the 

employees and organization both benefit from the culture (Bandura, 2001; Barth, 2002; 

Edwards, 2011). The results of this study show that there was no relationship between 

the culture of the schools and the graduation rate o f the schools. However, one 

interesting result from the research was the mean graduation rate, which was 72.16%, and 

the majority (78%) of schools identified themselves as having a transformational culture 

as measured by the ODQ (Bass & Avolio, 1992). A transformational culture is typically
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viewed as positive (Parry & Proctor-Thomson, 1992) and, for the schools in this study, 

the mean graduation rate was higher than the Georgia high school graduation rate. The 

results of this study did not provide a connection for the participating schools to the key 

components of Social Cognitive Theory as developed by Bandura. Social Cognitive 

Theory proposes that people react and adapt to their environments but the results of this 

study showed no relationship between the environments and the employee’s actions or 

organization outcomes for the participating school. The results of this study fail to 

support a relationship that proves that the employees are products or producers of their 

environment.

Conclusions

For this study, there were no significant relationships between the number o f fine arts 

courses, the culture o f the school, and the graduation rate o f the school. The low 

graduation rate for the high schools in Georgia is a major area of concern. This research 

study attempted to provide some insight into possible strategies that could be used to 

address this major problem. The researcher utilized correlational and regression analyses 

to determine if there were relationships among the number of fine arts courses offered, 

the culture of the school, and the graduation rate o f the school. Based on the results of 

this study, the researcher concluded that there were no relationships found for the 32 

participating schools. As such, the researcher failed to reject the nulls for every research 

question.

The researcher concluded that for the schools in this study, the number o f fine arts 

courses offered and the instructional staffs perception o f school culture were not related 

to the graduation rate of a school. Additionally, the researcher discovered that the
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participating instructional staff’s perception of school culture was not related to the 

number of courses offered from the fine arts domains of dance, music, theatre arts, or 

visual arts. The researcher also concluded that the graduation rate of a school for 

participating schools was not related to the number of fine arts course offered from the 

four fine arts domains. One of the possible explanations for the lack of relationship 

between the courses offered from the four fine arts domains could be the small number of 

courses offered, especially in the dance domain. Finally, the researcher concluded that 

the number o f fine arts courses and the culture of the school were not significant 

predictors o f high school graduation rates. The only predictor o f graduation rate for the 

variables in this study was SES.

Implications

Fleischman & Heppen (2009) assert that many American high schools have a major 

problem addressing high dropout rates. School systems and state departments of 

education can gain insight into strategies that can be implemented in an effort to make an 

impact on high school graduation rates. This research could lead to discussions about the 

role of the arts and school culture in education and whether or not the arts and culture of a 

school play a role in improving student achievement outcomes such as graduation rate.

School leaders have been charged with making decisions, which can help their 

schools improve their pursuit of higher educational goals (Abril & Gault, 2006; Abril & 

Gault, 2007). As the role of student achievement has increased, especially in light o f the 

numerous accountability driven legislations, the role of the principal has shifted to a 

stronger focus on student achievement (Johnson, 2008). As such, school leaders are 

constantly trying to determine what strategies or instructional programs should be
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implemented to better assist them in reaching the goal of improved student achievement 

(Rammer, 2007). Based on the results o f this study, school leaders should probably 

consider what factors, other than the number of fine arts courses and school culture, may 

have an impact on their graduation rates.

Davis (2011) stated that school leaders can use the fine arts curriculum to help engage 

disenfranchised students. However, the results of this study contrast previous research 

about how the fine arts can impact achievement indicators such as graduation rate. 

Increasing the number of fine arts courses in a school will not guarantee an increase in 

the graduation rate nor will decreasing the number of fine arts courses increase 

graduation rate. While the results of this study showed there was no relationship between 

the number of fine arts courses offered in a school and the graduation rate of a school, 

there is no universal answer to address low graduation rates. Actually, only 11 (34%) of 

the schools that chose to participate in this study had a graduation rate less than 70%. 

There are other factors that impact the graduation rate of each school. As such, relying 

only on the number of fine arts courses as a variable to determine the relationship 

between fine arts and graduation rate and school culture can be misleading for 

determining the impact of the fine arts. School leaders may need to review other aspects 

such as type and quality of fine arts courses to better understand the role of the fine arts in 

the school environment.

School system leaders search for building instructional leaders who are able to initiate 

and implement practices to improve their performance measures and the instructional 

environment (Rammer, 2007). Edwards (2011) believes that school leaders must engage 

in instructional practices to help their schools maintain high levels of accountability,
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which in turn can impact the culture of their schools. MacNeil, Prater, & Busch (2009) 

designed a study to determine if there were significant differences in the climate of 

schools with varying levels of student achievement and what they found was that 

principals can impact student success through the culture of the school. The National 

Governor’s Association (2011) believe the culture of a school is a significant indicator of 

determining student success. However, the results o f this study did not show a 

relationship between the instructional staffs perception of school culture and the number 

of fine arts courses offered or the graduation rate o f the school.

Recommendations for Future Research 

This research was designed to determine if there were relationships among the 

number of fine arts course offered in a school, the culture of the school, and the 

graduation rate of a school. This study included 210 usable responses from 32 different 

high schools within the state of Georgia. First, the researcher recommends the study be 

replicated over a longer period of time to help increase the response rate from 

superintendents as well as school based instructional staff. Increasing the response rate 

could impact the results of the study.

Secondly, the researcher recommends using a different instrument for the study. The 

Organizational Description Questionnaire, while valid and reliable, only allows 

respondents to answer the questions as true, false, or neutral (?). Some respondents 

expressed difficulty in truly assessing the culture o f their school with such limited 

responses. If the study were to be duplicated, the researcher recommends locating an 

instrument that possibly provides opportunity for respondents to provide additional 

written commentary or comments.
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Thirdly, Georgia was selected because it is currently one o f eight states with a 

graduation rate less than 70%. As such, the researcher recommends expanding the study 

to include the remaining seven states with a graduation rate less than 70% or possibly 

including a states with a variety o f graduation rates. Including the other states could 

provide comparative data, which could strengthen the implications for this research.

Fourth, the researcher recommends using a mixed methods approach for this study. 

Qualitative data collected from focus groups or interviews could provide additional 

insight into how the instructional staff interpret the culture of their building and how the 

culture impacts their daily work. Additionally, including graduates or students from the 

high schools could also provide insight into the students’ perceptions o f culture at their 

respective high schools. Addressing these areas could change the outcome of the data 

analysis or provide a stronger rationale for the outcomes for this study which could lead 

to policy changes or additional strategies to improve the graduation rates for American 

high schools.

Summary

The purpose of this study was to determine if there were relationships among the 

number of fine arts courses offered in a school, the culture of a school, and the graduation 

rate of a school. This study added to the body of literature on the relationship among the 

number of fine arts, the culture of a school, and the graduation rates. The Organizational 

Description Questionnaire as developed by Bass & Avolio (1992) along with ten 

demographic questions were emailed to high school instructional staff from participating 

school districts in the state of Georgia. Only 270 people accessed the survey representing 

32 schools from across the state. Data analysis revealed that there were no significant
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relationships for the participating schools among the number o f fine arts courses offered, 

the culture of a school, and the graduation rate of a school.

Conclusions and implications for this study include discussing the different 

instructional strategies that can impact the culture o f the school and the graduation rate of 

a school. School leaders have the responsibility to identify and select instructional 

practices that will improve student performance. While there were no significant 

relationships discovered for the participating schools in this study, some o f the 

descriptive information from the study such as 78% of the schools being identified as 

having a transformational culture can provide some additional platforms for discussion 

about how to improve student achievement such as graduation rates. The researcher 

recommended additional research be conducted around the three variables using a larger 

sample size. Additional recommendations included making the study a mixed methods 

study to gather some qualitative data to help better discern the culture of the different 

schools, particularly what are some common themes that emerge from the data collected 

about the different cultures of the schools. High school graduation rates continue to be an 

area where additional research should continue to be conducted to figure out what 

strategies, if any, can truly impact and improve the number o f students receiving a high 

school diploma.
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For u u  by Andrew Lovett. Jr. only Received Itom Mind Garden. Inc. on May 23. 2014

mfnd garden
www. mindgarden. com

To whom it may concern.

This letter is to grant permission for the above named person to use the following copyright 
material:

Instrument: Organizational Description Questionnaire 

Authors: Bruce J. Avo/lo A Bernard M. Bass 

Copyright: 1992 by Bernard Bass and Bruce Avotto

for lusher thesis research.

Five sample items from this instrument may be reproduced for inclusion in a proposal, thesis, or 
dissertation.

The entire instrument may not be included or reproduced at any tune ui any other published 
material.

Sincerely.

Robert Most 
Mind Garden. Inc. 
www.mindgarden.com

© 1992 Bamaid Bata and BrueaAvoio. Al RipitRaaarvad. 
Pufeliahad by Mnd Garden, inc.. www.mindgardan.oein

http://www.mindgarden.com
http://www.mindgardan.oein
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AarW w **
fo r  fcmsoorch / r r v o / v m *  / /* a m « * p »  Sub>/ocn

24-Jan-2014

M ercer University
Tift College of Education - Atlanta
» I 0  S. flow ers Rd
Atlanta, GA 30341

RE: THE RELATIONSHIP BETWEEN FINE ARTS, SCHOOL CULTURE, AND HIGH SCHOOL GRADUATION RATES 
(H1401007)

Dear Mr. Lovett, Ir :

Your application entitled: THE RELATIONSHIP BETWEEN FINE ARTS, SCHOOL CULTURE, AND HIGH SCHOOL 
GRADUATION RATES

(H1401007) was reviewed by this Institutional Review Board lor Hum an Subjects Research in accordance w ith 
Federal Regulations 21 CFR 56.110(b) and 4S CFR 46.110(b) (for exped ited  review) a n d  was approved under 
Category 6, 7 per 63 FR 60364.

Your application was approvad for orta yaar of study on 24-Jan-2014. The protocol expires 24-Jan-2015. 
If the study continues beyond one year, it must be re-evaluated by the  IRB Committee.

Item (s) A p p ro v ed :
New Application

Please complete th e  survey for th e  IRB and the  Office of Research Compliance. To access the survey, 
click on the  following link: http://https://www.survevmonkev.com/s/K7CTT8R

Respectfully,

& C U ..U &
Ava Chambliss-Richardson, M.Ed., CIP. CIM
Associate Director of Human Research Protection Programs (HRPP)
Member
Intuitional Review Board
Mercer University IRB & Office of Research Compliance 
Phone (478) 301-4101 
Fax (478) 301-2329 
ORC_Mercer$Mercer.Edu

M p f i  i d  Ifeievw esmPv  • a t e  a s k g ih N l  •aretf i m r i n m  M> t s m d i M l  R e  H e a t  <U l e v t w u i  as M tR l iP e  Ms iM< O ttd s s r e *  iM ttt ia«e* 
sestwendMWfMN u "  M a m w n u A W R i »  u c H i  U u a iB i a m  W  u w d  L a m c a i  s n c a Ia a f

I so* ( :n«lepe M reft •  Mecnei Cieorpse t |  HH <kmi4 
t 4 T B l  « O I . 4 1 0 1  •  F A X  <4 7 m  4 0 l - ? 4 ? 4

http://https://www.survevmonkev.com/s/K7CTT8R
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Letter to Superintendents

My name is Andrew Lovett, Jr. I am a doctoral student at Mercer University. I am 
conducting a research study to determine if there is a relationship between the number 
of fine arts courses offered in a high school, the culture of the high school, and the 
graduation rate of a high school. I am seeking permission to survey the instructional 
staff (all certificated staff) at the high schools in your district. To obtain the number 
of fine arts courses offered at each high school, I will send an online demographic 
survey to the principals inquiring about the number of fine arts courses offered in 
their school. To measure the culture o f each school, I will use the Organizational 
Description Questionnaire that was developed by Bass & Avolio (1992). The 
demographic survey and the Organizational Description Questionnaire are very short 
instruments. Mercer University’s IRB requires investigators to provide informed 
consent to the research participants.

The research will not interfere with the daily work of your educators. I will ask the 
instructional staff at your high schools to complete the survey, which will include 
minimal demographic information and the Organizational Description Questionnaire. 
Identities of the school district, school, and participants will be kept confidential. 
Participation in the study is voluntary, and there are no risks or benefits for 
participating.

Once the study is over, I will gladly share my findings with you. I hope that you will 
grant me permission to survey the instructional staff at the high schools in your 
school district. You may indicate your approval or denial o f my request by replying 
to my email address, which is included below. If you have any questions please feel 
free to contact me at andrew.lovett@live.mercer.edu.

Mercer University’s Institutional Review Board (IRB) reviewed study # H1401007 
and approved it on 24-Jan-2014.

Thank you in advance for your time and participation!

Sincerely,

Andrew Lovett, Jr.

mailto:andrew.lovett@live.mercer.edu
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Title of Project: The Relationships Among Fine Arts, School Culture, and Graduation 
Rate in Georgia
Investigator Name: Andrew Lovett Jr.
E-Mail Contact Information: Andrew.lovett@live.mercer.edu

You are invited to participate in an online survey for a research project conducted through Mercer 
University. Mercer University’s IRB requires investigators to provide informed consent to the 
research participants.

The purpose of this online research study is to examine if there is a relationship between the number 
of fine arts courses offered in high school, the culture of the school, and high school graduation rates. 
Your participation in the study will contribute to a better understanding of the relationship between 
the number of fine arts courses, school culture, and high school graduation rates. You must be at least 
18 years old to participate.

If vou agree to participate
The survey will take approximately 10 minutes of your time. You will complete an activity about the 
demographic information of your school and the culture of your school. You will not be compensated.

Risks/Benefits/Confidentialitv of Data
There are no known risks or discomfort which could cause you to feel uncomfortable. There will be 
no costs for participating. Although your participation in this research may not benefit you personally, 
it will help us understand if there is a relationship between the number of fine arts courses offered in 
high schools, the culture of the school, and high school graduation rates. Your name and email 
address will not be kept during the data collection phase. A limited number of research team members 
will have access to the data during data collection. Identifying information that will be removed from 
the final data set are the names of your school system and the high school where you work.

Participation or Withdrawal
Your decision to participate or decline participation in this study is voluntary. You may decline to 
answer any question and you have the right to withdraw from participation at any time. Withdrawal 
will not affect your relationship with Mercer University in anyway. If you do not want to participate, 
click on the “stop survey” arrow or close the browser window.

If you do not want to receive any more reminders, you may email us at 
andrew.lovett@live.mercer.edu.

Contacts
If you have any questions about the study contact the investigator, Andrew Lovett, Jr. at 404-277- 
1003 or send an email to Andrew.Iovett@live.mercer.edu. Mercer University’s Institutional Review 
Board (IRB) reviewed study #(H1401007) and approved it on 24-Jan-2014.

mailto:Andrew.lovett@live.mercer.edu
mailto:andrew.lovett@live.mercer.edu
mailto:Andrew.Iovett@live.mercer.edu
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Questions about vour rights as a research participant
If you have questions about your rights or are dissatisfied at any time with any part of this study, you 
can contact, anonymously if you wish, the Institutional Review Board by phone at (478) 301-4101 or 
email at ORCResearch @Mercer.edu.

If you agree to participate in the research study, click on the following link 
h ttp s ://w w w .su rve vm o n ke v .e o m /s /S M X 9 9 3 N

Thank you in advance for your time and participation! 

Please do not forward this e-mail to others.

Please print a copy of this document for your records.

https://www.survevmonkev.eom/s/SMX993N
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For use by Andrew Lovett, Jr. only. Received from Mind Garden, Inc. on December 13,2013

ORGANIZATIONAL DESCRIPTION QUESTIONNAIRE (ODQ) [FORM A]

Name of your organization_ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _

Instructions For items 1 through 28, cede T  fora true statement, 'T /bra  false statement, or T  if you 
are undecided or cannot say about the team, department, or organization m  are leading or representing.

IN MY TEAM, DEPARTMENT OR ORGANBATKM...

T F ? 1. We negotiate with each other for resources.
T F ? 2. People go out of their way for the good of the team, department and/or organization.
T F ? 3. Decisions are often based on precedents.
T F ? 4. There is continuous search for ways to improve operations.
T F ? 5. Rules and procedures limit discretionary behavior.
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Demographic Questions for Study

1. In what county is the high school where you work located?

2. What is the name of your high school (Remember, the name of the high school 

will not be identified or released in this study)?

3. In what type of setting is your school located? Choose one option only.

a. Urban

b. Suburban

c. Rural

4. Which of the following best describes the socioeconomic status o f your school?

a. Title I school

b. Non Title I school

5. Which of the following best describes the population o f your high school?

a. Less than 500 students

b. Between 500 and 1000 students

c. Between 1000 and 1500 students

d. More than 1500 students

6. Which of the following fine arts domains are offered at your high school?

a. Music

b. Visual Arts

c. Theatre Arts

d. Dance
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7. Approximately how many fine arts courses are offered in the music domain? 

(Enter a number)?___

8. Approximately how many fine arts courses are offered from the visual arts 

domain (Enter a number)?___

9. Approximately how many fine arts courses are offered from the theatre arts 

domain (Enter a number)?___

10. Approximately how many fine arts courses are offered from the dance domain 

(enter a number)?___


