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ABSTRACT

ARTS INTEGRATION AND TEACHER COLLABORATION IN AN UNPRECEDENTED
ERA OF ONLINE LEARNING

by

Natalie G. Hahn

The University of Wisconsin-Milwaukee, 2020
Under the Supervision of Dr. Leanne M. Evans

The unexpected halt of in-person teaching and learning during the COVID-19 pandemic
added another layer to an already sizeable and imperative gap in research on arts integrated
teacher collaboration. Research shows that teacher collaboration is essential to effective arts
integration and can have powerful, positive outcomes for students and teachers (Burnaford et al.,
2007; Burton et al., 1999; Carney et al., 2016; Duma & Silverstein, 2014; Lynch, 2007; Snyder
et al., 2014; Upitis et al., 1999; Vitulli et al., 2013), but less is understood about the
characteristics of and teacher experiences with collaboration in arts integrated environments. The
reconceptualization of teaching and learning in K-12 schools—as well as teacher professional
learning in the arts—to online platforms in the context of a pandemic is unprecedented. The
purpose of this study was to illuminate teacher experience with collaboration in arts integrated
environments in the context of an unexpected era of online teaching and learning. The
phenomenological case study design of this research embraced mindsets of philosophical
hermeneutics (Agrey, 2014; Herda, 1999) and participatory action research (Merriam & Tisdell,
2016; Stringer, 2007), both of which focus on interpretation of lived experiences and emphasize

the role of participants as co-researchers. Individual participant interviews were the primary

i
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source of data, triangulated with observational field notes and a collaborative member-checking
and art-making process of the researcher’s design. Findings of this inquiry included collaboration
as a “bright spot,” how the online environment hindered teacher experience, and ideas of wall-
building and “wall-dissolving” in virtual learning spaces. These findings contribute to research
on teacher professional development, online learning, and arts integrated pedagogy, with

implications for pre-service and in-service teachers, professional development, administration,

and educational policy.

il

www.manharaa.com




© Copyright by Natalie G. Hahn, 2020
All Rights Reserved

iv

www.manharaa.com




For Baby Hahn, my writing companion for the past 20 weeks who is scheduled to join us about

three months after graduation. You are my biggest source of motivation!

www.manharaa.com




TABLE OF CONTENTS

LIST OF TABLES ... .ottt et sttt ettt ettt e s e et e e s e seeneesseeseennens X
ACKNOWLEDGEMENTS ..ottt ettt ettt enseente s eaeenes X1
Chapter One: INtrOAUCTION .........eiiiiieiiiieciie ettt e e et e e st e e s e e esabeeesaeeennaeesnnneennnes 1
Study Back@round.........cccuiiieiiiieiiicee e e e e e erae e eaaeeen 1
ReSarch Problem ..........coouiiiiiiiiiie e 5
Purpose 0f RESEATCH.........coouiiiiiiicieceee e e e e s 6
ReSEarCh QUESTIONS ...ttt et e et e e et e e e e et e e e e e eaaaeeeeenaaeeeeennnnas 6
Research SI@NITICANCE ......ccuiiiiiiieiiie et e e e e e saae e esaeeeaaeesnneeas 7
OrganiZation OF STUAY .....ceoiieiiiie et e et e e st e e et e e e sbeeesaaeeersaeeensaeesnseeas 8
Chapter Two: LIiterature REVIEW .......cceeeviuiieiiiiiiiiie et eiee ettt see e e eseveesaaeeeneeesnneee e 10
Understanding A1t INTEZTatioN.........cceiviiiriieiiiieeiiteeee et estee et e e e e e e eseaeessaeesnnee e 10
A Spectrum Of DEfINItIONS .....cccviiieiieiciie ettt e e e e e e e e e e e sseeeeens 11
Defining Arts Integration in the Context of this Study.........cccevvvviiiiiiiiniieieeeceee 14

Arts Integration and Teacher PractiCe.........cuviiiiiiiiiiiiiiiciiecee e 16
Powerful Student Outcomes of Effective Arts Integration Practices.........c.cceccvveveuveernnenee. 18
Collaboration as a Key Element of Arts Integration...........cceccueeeeiieeiiiencieeeniie e 20
Defining CollabOTation ..........cccviiiiiiieiiiiecieeeeee ettt e e ete e e saeeesaseeennnes 20
Examples of Collaboration ...........cccuieeciiieeiiiieiiieceiee ettt e eraeesraeesaeeeseseeeenns 21
Importance of Collaboration ..........cc.eeccuiieiiiiieeiieeeiee et e e s e e saeeeeens 23
Collaboration as Counter to ISOIation ...........coouiiiiiiiiiiiiiiieeeeee e 25
Challenges of CollabOoration ..........cccceccuiieiiiieeiiiieeciie et et e e e e e e ereeeeaeeesnseeeennes 26
Collaboration in ONINE SETHNES......ccccuviiriieiriiieeiiieeriee et e ete e e e e e e saeeessaeeessaeeesseesnsaeenanes 29
Professional Learning in Onling CONtEXLS .......c.eeervieeriieeriieerieeeeieeerieeeereeeereeesneeesseeesens 29

The Intersection of the Arts and Online Learning ............ccceeeveeerieeeniieeiieeeiee e 32
Theoretical FramewWoOrK ...........coouiiiiiiiiiiiie et 33
Social Learning TREOTY.......cccviiiiiiiiiie ettt e e et e et eeeeaeeesaeeenaeesnnaeens 34
Situated CogNItIVE THEOTY ...c.vviiiiiiiiiie ettt tee et e et e e b e eeaeessaeeesaeeenneeens 35
SUIMIMATY ...tieeeiiiee et e ettt e e ettt e e et eeeesatteeeeesstseeeeannsbeeseanssaeeeeansseeesannsneeens 36
Chapter Three: MethodOLOZY ......cccuviiiiiieiiiieeiie ettt e e e e e ssaeeeraaeeenaeesnsaeens 38
Bridging Theory and MethodS..........oocuviiiiiiiiiii et 38
RESCATCH DESIZN......uiiiiiiiieiiie e et e et e et e e et ee e s saeeessbeeesseeennseeensaeennnes 39
Philosophical HErmen@ULICS.........cccviiiiiieiiiieciie ettt saee e e e 43
Participatory Action RESEAICH .........ccooiiiiiiiieiie e 44
Researcher POSTHONAIILY.........cccuiiiiiiieciiceciie ettt et e e e s 46
11016 A 010711 £ ). USRS 49
Site Selection and Rationale ...........c.oooiiiiiiiiiiiiii e 50

vi

www.manaraa.com



Participant Selection and Rationale ...........c.cceccvieeriieeniiieniie e 54

ATNANAA. .ottt ettt e bt e sttt esareens 55
JESSICA. .ttt ettt et e b ettt sateens 56
1Y Yoo 1S TSRS 56
[10] 11450 1<) PSSP 57
1\ 1 PSPPSR 57
Participant RECTUILMENT .........ccciiiiiiiiiiiieciieeeee ettt e e e et e st e e eaee e s e e enns 58
Data COLIECTION ..ottt ettt ettt et e st e bt e st e e bt e st e ebeesaneens 60
Observational F1eld NOLES.......cocuiiiiiiiiiiieeeee et 63
INdivIdUual INTETVIEWS .....oouiiiiiiiiieiie ettt ettt 64
Collaborative Member-Checking and Art-MaKing...........cccceeveveeiriiieeniieiiieeeiee e 65
Collaborative Member-CheCKINg............coouiiiiiiieiiieeiie et 66
Collaborative ATt-IMaKINg........cccceeiiiiriiieeiiie ettt ettt e e e e e rae e saee e saeeeenneees 67
D 1 N 11 4] 1RSSR 68
Observational F1eld NOLES.......coouiiiiiiiiiiiieeeee et s 69
INdivIdUual INTETVIEWS .....ooiiiiiiiiiieiie ettt ettt s 71
Collaborative Member-Checking and Art-MaKing...........cccceevvieirieeeniieniieeeiee e 75
1016 | 2 R0 SRS 75
VALIAIEY oottt ettt ettt e sttt n e et et en e a e teentenaeeneeneens 76
REIADIIIEY ..ottt et ettt et e et esne et e eseeseeneeeneenee 77
35500V L7215 o) o OO OO PP RUPTOPRRTPPPO 77
ENICS ettt ettt ettt et st e bt e st e e beenareens 78
SUIMIMATY ...eiieeiiiiee et e ettt e e et e e e ettt eeesasteeeeesasseeeeannsaeessanssaeeesansseeesannsneeens 81
Chapter FOur: FINAINGS ....ccviiiiiiieiiie ettt ettt e et e s tee e saeeesaeeenaeessnaeesnneeens 82
Collaboration as a “Bright SPOt™ ......cccuviieiiiiiie ettt e e 86
Online Environment Hindered Teacher EXperience.........c.cocvveeviiieeiiieiiie e 91
Feeling DISCONNECTEA........cccuiiiiiiieciiieciie ettt e e et e e et e e e taeeeneeesnseeeennes 91
Fewer Opportunities for Colle@iality .........ccceeciiiriiiieriiiieiie e 93
Virtual Learning Spaces: Wall-Building and “Wall-Dissolving”.........c..cccccovenienenvcnenncnnens 96
Importance of Wall-Building.........ccccovouiiiiiiiiiiii et 96
“Wall-DissolvVINg” INNOVALIONS........eieiiiieeiieeeiieeeieeeeieeeereeesreeeseaeeeereessaeessaeesseeesnneeennnes 98
Collaborative Art-MaKiNg........cc.ceeviiiriiiieiiieeeite ettt iaeesrae e s e s e e snreeeenes 102
SUIMIMATY ...ttt ettt e e ettt e e e sttt eessatteeeeanbbeeesanstaeeesannseeesannsaeeeennssees 107
Chapter FIVE: DISCUSSION .....eeiiiiieiiieeiieeeiieesieeeeiteeesteeestteeessaeesseeessseeessseeessseesssseeesseesnsseesssees 108
Discussion of Research QUESTIONS .........ccuuiiiiiiiiiiiiiieee et e 109
Collaboration as a “Bright Spot” ..........ooiiiii e e 110
Online Environment Hindered Teacher EXperience..........ccccoccvveveiieeiiieecieecieecieeeee e 112
Virtual Learning Spaces: Wall-Building and “Wall-Dissolving”............cccceeevvenirncnicnennne. 116
IMPIICALIONS. ...ttt ettt et ettt et sat e e sb e s et e et e sateebeeeaee 117
vii

www.manaraa.com



PrE-SerVICE TEACKETS ... oo e e e e e e e e e e eae e s 118

IN-Service PractitlONerS. ......couiiiiiiiiiiiieiie ettt sttt 119
EdUcation POIICY ...c..viiiiiieciiece ettt et e st e e e e aae e 121
Recommendations for Further Study ..........ccoooiiieiiieiiieee e 122
FInal ReflECtiION......coiuiiiiiiie ettt sttt st 124
RETEIEICES ...ttt ettt ettt et e st e bt e s aaeebeesaeeens 126
APPENDIX A: IRB APProval LEtter .....ccccuiieiiiieiiieeciiee ettt e et e s e e 134
APPENDIX B: Field NOte GUIAE ......cc.eeiiiiiiiiiieiieieeeee ettt 135
APPENDIX C: Interview ProtoCOl ........cocueiiiiiiiiiiiiee e 136
APPENDIX D: Collaborative Group Work Protocol ............ccccvveeiiiinciiieiieeieceeeee e 139
APPENDIX E: Coding Table .......ccc.oiiiiiiiiiiieiieeee ettt e e e e e 142
APPENDIX F: Coding Summary Chart: Commonalities and Distinctions.............cccccveevvreenee. 143
APPENDIX G: Coding Table: INterview Data..........ccccvveeiiieeiiieniieeeieeeeiee e 145
APPENDIX H: Thematic Summary Chart: Data Representative of Themes.............cccevueeeneee. 146
APPENDIX I: AUAit TTAIL ..ueiiiiiiieiieiecieeeeee ettt et s 147
CURRICULUM VITAE ...ttt ettt ettt te e teeneesseenseennens 152

viil

www.manharaa.com




LIST OF FIGURES

Figure 1: Beane's (1997) Visual Representation of Transdisciplinarity ...........ccoeceevevveneeeneenncnne. 15
Figure 2: Coding Summary Chart: Commonalities and DiStinctions ............ccecceveevereeneeneennenne. 71
Figure 3: JesSiCa's ATTWOTK ....oo.iiiiiiiieiiesieeee ettt ettt e 103
Figure 4: Amanda's ATtWOTK.........cocuiiiiiioiieieeiee ettt 104
Figure 5: Mary's ATEWOTK ......ooiiiiiiieieieeceee ettt ettt e 104
Figure 6: Courtney's ATEWOTK .......ooiuiiiiiieiieieeeeee ettt e 106
Figure 7: Maggie's ATTWOTK .......oouiiiiiiiiiee ettt sttt e 106

X

www.manharaa.com




LIST OF TABLES

Table 1: Examples of Collaborative Team StrucCtures ............cceeeeeeviereeeiienieenieesieeeveesreeeveeneens 22
Table 2: Timeline of Data COlECON ......cc.eeriiiieiieieeieciecee et 61
Table 3: Summary of Data ANALYSIS......ccccecviieiiiiiieiieeie ettt sbeereeseaeeneeas 69
Table 4: Codes and Definitions.........cc.eeierieriirieriee ettt 73
Table 5: Participant Definitions of Collaboration..............cceeveevieriieieeniieciecie et 83
Table 6: Summary of Research Questions and Findings ...........cccecevieiirieniinienienieieeeeeeene 109

www.manharaa.com




ACKNOWLEDGEMENTS

As I reflect on the moment I decided to pursue a doctoral degree, I realize there is nothing
I could go back and tell my past self that would have prepared me for the journey on which I was
about to embark. My years as a graduate student were equally challenging and rewarding.
Fortunately, I had unparalleled mentorship and support throughout this process. First and
foremost, I would like to thank my committee members: Dr. Leanne Evans, Dr. Candance Doerr-
Stevens, Dr. Marie Sandy, and Dr. Louis Chicquette.

Dr. Doerr-Stevens, thank you for sharing your love for arts integration with me and
helping me think about my topic in new and exciting ways. Dr. Sandy, thank you for pushing me
to make deeper connections between phenomenology and my research design; this was not
something that came easily to me. Dr. Chicquette, thank you for inspiring my undergraduate self
to pursue advanced degrees; your continued support over the better part of the last decade has
meant the world to me. Finally, a special thank you to Dr. Evans. Thank you for your endless
support, dedication, and patience throughout my graduate work. I could not have wished for a
better mentor and advisor.

A special thank you to my parents for making me the person I am today. You have
always encouraged me to learn, do, and become more. It is because of you that I felt confident in
pursuing this dream in the first place.

Finally, a special thank you to my husband, Kyle. I was only one semester into this
program when we met, and I made you promise me a long time ago that you would never let me
quit. Thank you for keeping that promise, and for your unfailing love, support, and

encouragement throughout these years. I am incredibly fortunate to have you in my life.

xi

www.manaraa.com



Chapter One: Introduction

“The art of life lies in a constant readjustment to our surroundings.”
-Kakuzo Okakura, The Book of Tea

Change is an inherent part of education and educational research. Change is constant, be
it the students in our classrooms, the spaces in which we teach, the pedagogical tools we invest
in and adopt as part of our practice, or the conditions of life that impact the way we teach and the
factors we examine when we conduct research in education. As educational researchers, we
investigate countless factors impacting student growth, teacher effectiveness, successful
leadership, and how we prepare pre-service teachers. We study changes and trends in hopes of
discovering more effective practices that help our students flourish. There are rare and
unexpected occurrences, however, that move educators, researchers, and policymakers to
significantly re-envision how we teach and learn. The unforeseen unfolding of a disease
pandemic is one such occurrence, becoming the backdrop of this study examining teacher
collaboration in arts integration.

Study Background

The conceptualization of this research examining teacher experience with collaboration in
arts integrated environments was dramatically influenced by the events of the SARS-CoV-2
(COVID-19) pandemic. On March 11, 2020 the World Health Organization classified the novel
coronavirus outbreak as a pandemic. Disease pandemics occur when a new virus materializes for
which humans have little to no pre-existing immunity, spreading easily and sustainably between
people worldwide (Centers for Disease Control and Prevention, 2020). The outbreak began in
China at the end of 2019, and the virus rapidly spread person-to-person across the world.
COVID-19 is a respiratory disease, and while some carry the disease without any symptoms,

others have a range of mild to severe respiratory symptoms. The complete clinical picture of
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COVID-19 remains unknown, as fear and uncertainty continue to spread almost as quickly as the
disease itself. At the time of writing, over 55.6 million people worldwide have been infected with
COVID-19 and over one million people worldwide have died. (Centers for Disease Control and
Prevention, 2020; World Health Organization, 2020).

Just as the research plans for this study were being developed in March 2020, the
governor issued Emergency Order 1, ordering the statewide closure of all public and private K-
12 schools. At the time of the first order, schools were anticipated to reopen after three weeks of
closure. Over the course of the first week, social gathering sizes were incrementally decreased,
and “social distancing,” the practice of keeping a minimum of six feet away from people outside
your household, became common vocabulary (Centers for Disease Control and Prevention,
2020). Within days, a 102% increase in COVID-19 cases occurred in the state. The governor
then issued Emergency Order 12: Safer at Home, effective on March 25, 2020. Under Safer at
Home, residents were ordered to quarantine at home or in their place of residence with the
exception of certain essential activities, businesses, government operations, and essential travel.
All public and private gatherings of any number of people who were not part of a single living
unit were banned. All non-essential business operations were halted, and anyone working in an
essential business was ordered to work remotely to the greatest extent possible. Public and
private K-12 schools also remained closed as part of the order, which was to remain in effect for
another month. Teachers utilizing arts integrated approaches to curriculum and instruction were
forced to pause their collaborative projects, not knowing when or if they would be able to safely
resume. Ultimately, the Safer at Home order was extended until the end of May, and it was
declared that all public and private K-12 schools would remain closed for the remainder of the

2019-2020 school year (State of [state name] Department of Health Services, 2020). On May 13,
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2020, the state Supreme Court struck down the Safer at Home order, rendering the order
immediately unenforceable. Schools, however, were ordered to remain closed for the duration of
the school year, officially until June 30, 2020 ([State Governor], 2020).

The state and nationwide closure of all schools brought an unexpected halt to in-person
education and swiftly plunged teachers into a world of virtual or online learning. In the local
context of this study, research participants teach in what Milner (2012) would describe as an
“urban emergent” city, whose adjacent school district serves approximately 75,000 students (p.
559). Urban emergent areas are described as cities having fewer than one million people that face
significant but often smaller-scale infrastructure and resource challenges (Milner, 2012). As
such, not everyone in this city’s local school district had equal resources and skills with which to
engage in the virtual learning challenge. There was a variance in readiness and resources to
approach the unexpected and significant change. Many students were often unable to participate
in online learning, meaning they were stripped of effective, engaged arts integrated learning
opportunities that are proven to be beneficial for students (Burnaford et al., 2007; Burton et al.,
1999; Carney et al., 2016; Duma & Silverstein, 2014; Lynch, 2007; Snyder et al., 2014; Upitis et
al., 1999; Vitulli et al., 2013). For local art teachers, survey responses developed by leaders in
the art education field illustrated how experiences with virtual art education varied:

We were all accustomed to the culture and teaching practices at our individual schools,

and this new set of circumstances has necessitated a pivotal turn, one that has been a

greater shock for some than for others. This is true between districts, and even between

schools within a single district as large as [City] Public Schools. (Pezanoski Browne et

al., 2020, p. 1)
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In the midst of the pandemic, educators completely reconceptualized how they teach, and
organizations that support teachers in teaching in and through the arts did the same.

The site of study for this research was an art center and garden located approximately 10
miles outside the urban emergent (Milner, 2012) city that is home to the aforementioned urban
public school district. Each summer, this art center holds a teacher professional development
institute for K-12 educators interested in developing interdisciplinary, arts integrated strategies
for teaching and learning. The unexpected conversion to virtual learning led the leaders of the
institute to make significant changes to their programming that would help support teachers
during this unanticipated time. One of the most noteworthy changes was the decision to run the
professional development institute online, which impacted my approach to this study.

Prior to the COVID-19 pandemic and initial Safer at Home order, my research focused
on teacher experience with collaboration in arts integrated environments. My goal was always to
study teachers at the local art center and garden teacher professional learning institute. With the
close of all nonessential businesses, though, the art center was forced to temporarily close their
doors. Uncertainty loomed over whether or not the institute would run in an online format, and I
had to consider whether or not my research would be able to continue at all, much less at my
desired site. About six weeks into quarantine—after the extended Safer at Home
announcement—the long-term picture of the new world we were occupying became clearer.
Schools and nonessential businesses would remain closed for much longer than originally
planned, prompting unparalleled creativity and planning for next steps. The leaders at the
institute of study began reimagining their teacher professional development programming to fit

our new virtual lives, and they invited me to continue my study within the reconceptualized

www.manaraa.com



conditions. Since then, I adapted my research questions and pieces of my study design to better

accommodate the unexpected online environment.

Research Problem

The unanticipated online component of this study is a factor of complexity impacting the
investigation of arts integrated teacher collaboration. The online complexity is in addition to the
existing complexities inherent in the context of an arts integrated collaboration. Teacher
collaboration in general is a well-researched topic (DuFour & DuFour, 2012; DuFour et al.,
2016; Goddard, et al., 2007; O’Shea et al., 1999, Ostovar-Nameghi & Sheikhahmadi, 2016;
Quintero, 2017; Reeves et al., 2017; Ronfeldt, 2017; Ronfeldt et al., 2015). Collaboration in arts
integrated settings, though, is unique.

Research shows that teacher collaboration is essential to effective arts integration and can
have powerful, positive outcomes for students and teachers (Burnaford et al., 2007; Burton et al.,
1999; Carney et al., 2016; Duma & Silverstein, 2014; Lynch, 2007; Snyder et al., 2014; Upitis et
al., 1999; Vitulli et al., 2013). However, a gap in literature exists in explaining the characteristics
of and teacher experiences with collaboration in arts integrated environments. Educators working
together to teach in and through the arts may require different resources, dedicated time or
alternative spaces for interdisciplinary collaboration, and specialized professional learning
opportunities. In order to better support teachers in their efforts to expand pathways for student
learning through arts integrated teaching practices, more research highlighting teacher voice and
experience is needed.

The unexpected halt of in-person teaching and learning during the COVID-19 pandemic
added another layer to an already sizeable and imperative gap in research on arts integrated

teacher collaboration. Though the research field of online learning and collaboration is robust
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(Cantrill & Peppler, 2014, 2016; Ito et al., 2013; Oddone et. al, 2019; Smith et al., 2016; Trust,
2012, 2016), no research could have predicted the dramatic move to online learning that states
experienced in the spring of 2020. The reconceptualization of teaching and learning in K-12
schools—as well as teacher professional learning in the arts—to online platforms in the context
of a pandemic was unprecedented.
Purpose of Research
The purpose of this research was to illuminate teacher experience with collaboration in
arts integrated environments in the context of an unexpected era of online teaching and learning.
The phenomenological case study design of this research embraced mindsets of philosophical
hermeneutics and participatory action research (PAR), both of which focus on interpretation of
lived experiences and emphasize the role of participants as co-researchers. This methodology
was inherently adaptive to the ever-changing needs of the participants and the site of study,
which was essential in a current environment of heightened uncertainty. The focus on teacher
voice and interpretation of lived experience of this methodological approach was critical in
understanding how arts integrated teacher collaboration was impacted by the sudden shift to
online learning.
Research Questions
This research study sought to understand how teachers describe their experiences in

collaborative, arts integrated settings in an unexpected time of online learning. A qualitative,
phenomenological case study was designed and guided by the following questions:

1. How do teachers in online arts integrated environments describe their collaborative

experiences in the context of an unexpected era of online learning?
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2. What similarities and differences emerge when teachers compare moving from in-person
arts integrated collaborative experiences to online arts integrated collaboration?
3. How are teachers’ collaborative experiences impacted when arts integrated professional
development is unexpectedly shifted to an online forum?
a. What supports do teachers use and/or need as they collaborate in an online arts
integrated environment?
b. What barriers and challenges exist?
c. What nuanced qualities emerge?
These questions aimed to explore the similarities and differences that emerged when teachers
compared moving from in-person arts integrated collaborative experiences to online arts
integrated collaboration, as well as how teachers’ collaborative experiences were impacted when
arts integrated professional development was unexpectedly shifted to an online forum. Further,
this study aimed to uncover the supports teachers used or may need as they collaborate in an
online arts integrated environment, the barriers and challenges they were facing, and the nuanced
qualities that may have emerged over the course of their experiences. With these research
questions as a guide, the goal of this study was for the researcher and participants to co-construct
shared understandings of what arts integrated teacher collaboration means in this unanticipated
era of online teaching and learning.
Research Significance
This examination is essential for educators, students, and the field of education. Studying
teacher collaboration in arts integrated environments addresses the gaps in literature in these
areas, contributing to the body of knowledge on collaboration and professional development in

arts integration. Further, this study encourages teachers in arts integrated settings to build their
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knowledge around collaborative, arts integrated practice. Teachers who build collaborative arts
integrated practices are more likely to be effective practitioners, yielding an abundance of
benefits for their students. Additionally, since students are shown to gain significantly in many
areas when their teachers collaborate and when they have the opportunity to learn across
disciplines, this research is significant in giving students more opportunities to learn in arts
integrated environments alongside teachers who meaningfully collaborate while teaching and
learning in and through the arts. Finally, given the current uncertain nature of the pandemic-
ridden world we occupy, this inquiry may serve as a model for other teachers or organizations
seeking arts integrated professional learning in the new, virtual context. Much remains to be seen
in terms of life post-pandemic, and the future of schools and education is just as unclear. This
study may serve as a source of comfort or inspiration to others as they navigate the rapidly
changing spaces we occupy in this new era.
Organization of Study

This study is organized in five chapters. First, this introduction, which gives an overview
of the focus and purpose of the study, as well as its significance to professional knowledge and
practice. Second, the literature review describes this study in the context of the previous research
on arts integration, teacher collaboration, and online teacher professional learning, providing a
synthesis across relevant themes. The literature review also orients the reader with the theoretical
framework informing the study. Third, the methodology chapter situates the research in the
qualitative, phenomenological case study tradition, specifically describing philosophical
hermeneutic and PAR lenses. Chapter three provides a detailed description of all aspects of the
study’s design, including the research setting, participant sample, data collection and analysis

methods, issues of validity and reliability, and the study’s limitations. Fourth, the findings

www.manaraa.com



chapter organizes and reports the study’s main data and delivers a rich description of the findings
and conclusions drawn. Finally, chapter five synthesizes and discusses the results from chapter
four in relationship to the study’s research questions, literature review, and conceptual
framework. Chapter five also presents practical and theoretical implications, offers

recommendations for future research, and provides a final reflection on the study as a whole.
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Chapter Two: Literature Review

The examination of arts integrated teacher collaboration in an unexpected era of online
learning illuminates many areas of existing research. This chapter serves as a synthesis of
literature on the broad topics of arts integration, teacher collaboration, and online learning. In
maintaining purposeful connection to my research questions, literature reviewed here is focused
on the educator component of arts integration and online learning rather than the many
intricacies of arts integration and student learning. While the student perspective is fascinating
and important, it is outside the scope of this research project. The relevant topics of discussion in
this chapter include defining arts integration, arts integration and teacher practice, collaboration
as a key element of arts integration, collaboration in online settings, and the theoretical
framework informing this research.
Understanding Arts Integration

Arts integration gained its first wave of support in the early part of the 20 century
through John Dewey’s theories of progressive education (Dewey, 1916, 1934, 1938), which
inspired educational philosophers to advocate for integration between the arts and other subjects
in American schools. Due to changing political and economic climates in the United States in the
40s and 50s, however, arts education was not prioritized in public schools (Burnaford, et al.,
2007). While problem-based learning and inquiry learning did become more relevant, they were
not necessarily arts integrated. The next big wave of support for arts integration began with the
Kennedy Administration in 1961. During this time, teaching artists and arts partnerships became
more common in schools. With this change:

The arts integration movement afforded content specialists in areas such as reading, math,

science, and social studies, to discuss, experience, plan, and teach with arts specialists in
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schools. Arts integration encouraged classroom teachers to explore whether, how, and to

what degree the arts could play a role in their classroom. (Burnaford et al., 2007, p. 2)
Teaching artists also found themselves collaborating more often with school art teachers, who
were able to teach in their own artistic domain while dappling with general content standards. In
the decades to follow, arts partnerships became more common structures for public schools,
reflecting a growing trend toward interdisciplinary approaches, arts integrated practices, and
partnerships between community artists, art organizations, and public schools that remains
present today.

A Spectrum of Definitions

Arts integration is a broad field with many practitioners, researchers, and theorists
contributing to literature and practice. Education professionals generally do not have a shared
agreement on the meaning of arts integration, so, as a result, many definitions of arts integration
have existed over the years. In fact, the field of arts integration has yet to produce consensus on a
universal definition of the term (Parsons, 2004). Reviewing a variety of definitions from
prominent researchers and practitioners in the field is necessary in order to gain a more holistic
view of the field of arts integration. As will be discussed further in this and subsequent sections,
there are both constructive and disputable elements to each definition and viewpoint.

Degrees of interdisciplinarity and levels of integration are critical to the prominent
definitions of arts integration in the related literature. Perhaps the most simply stated definition is
“an arts focused approach to teaching and learning” (Lalevic, 2014). This definition is certainly
general and all-encompassing, but it leaves out what many others discuss as the varying levels of
integrated practices. These levels create a spectrum on which degrees of integration are found.

On one end of the spectrum are arts-infused practices, where art production is used exclusively
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as a strategy for teaching academic content (Marshall, 2014). Arts-infusion models place the arts
(art, music, dance, drama) as secondary to general academic content (literacy, math, science,
social studies, etc.). On the other end of the spectrum are transdisciplinary practices, described as
“a practice or domain that rises above disciplines and dissolves their boundaries to create a new
social and cognitive space. Transdisciplinarity, therefore, is where deep integration is achieved”
(Marshall, 2014, p. 106). Many definitions and many arts integration practitioners identify as
very much in the middle of these two polar ends.

A prime example of a middle-spectrum definition of arts integration is one of the most
widely cited, coming from The Kennedy Center for the Performing Arts. The Kennedy Center
definition states, “arts integration is an approach to teaching in which students construct and
demonstrate understanding through an art form. Students engage in a creative process which
connects an art form and another subject area and meets evolving objectives in both” (Silverstein
& Layne, 2010, p. 1). This model of art integration embraces art objectives and utilizes
multimodal, arts-based learning. It goes beyond simply art-infused definitions. However, by this
definition, some argue the art objectives are simply being used to enhance comprehension of
academic objectives (Marshall, 2014). Therefore, by this definition, arts integration is not really
transcending disciplinary boundaries. Transdisciplinarity is by no means a requirement of arts
integration, and not all arts integration practices are intended to be fully transdisciplinary.

Another example of definitions spanning the spectrum of arts integrated practices comes
from Burnaford and colleagues (2007). The authors describe arts integration in three main ways:
(a) arts integration as learning “through” and “with” the arts, (b) arts integration as a curricular
connections process, and (c) arts integration as collaborative engagement. While learning

“through” and “with” the arts can be valuable, this process largely emphasizes transfer of
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learning between the arts and other subjects, which can be difficult to measure and still maintains
lines between academic disciplines. Arts integration as collaborative engagement focuses
primarily on teaching artists’ involvement in arts integrated experiences, as well as collaboration
between arts specialists and classroom teachers. Arts integration as a curricular connections
process is the only approach that blurs lines between disciplinary boundaries, as curricular
connections focus on a big idea or shared concept that is larger than specific concepts in any one
content domain (e.g., kindness). In describing arts integration as learning through and with the
arts, as a curricular connections process, and as collaborative engagement, a spectrum begins to
form between arts-infused and transdisciplinary practices.

Some authors also describe this spectrum between arts-infused and transdisciplinarity as
a range from subservient to coequal practices. Peel (2014), for example, cites both the Kennedy
Center definition and Bresler’s (1995) social constructs and levels of integration in his work.
Through Peel’s lens, arts integrated practices range from subservient to coequal, or from
superficial to deep. Mishook and Kornhaber (2006) also discuss this idea, based largely on
Bresler’s work. Essentially, Bresler (1995) developed a typology of arts integration where
models and programs can be categorized as subservient, coequal, affective, or social. Mishook
and Kornhaber (2006) found subservient and coequal to be the two most salient categorizations,
and they represent two sides of a similar spectrum as the one described above. Subservient
approaches to arts integration place art subserviently to general content, where art is used to
enhance other subjects (Bresler, 1995).

An example of the subservient approach would be having students sing a song containing
the names of the American presidents. Though “art educators have also embraced integration as

a way to explore concepts from all areas of inquiry through art and to connect art to real life
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situations and ideas,” it is also critical to remember that art should not merely serve general
content purposes, but to be valued and understood equally (Marshall, 2010, p. 13). On the
opposite end of the spectrum are coequal approaches, where students engage in cognitive
integration by working toward an arts objective and a content objective equally. An example of
this would be teaching the writing process through sculpture, where students are meeting a
writing and art goal simultaneously and giving equal, integrated time to each subject area.
Another example of a coequal definition of arts integration comes from Marshall (2006), where:
True integration is a substantive approach that explores and explicates connections
between areas on a conceptual and structural level. In art, this means exploring
fundamental commonalities and differences between art and other areas and making them
explicit through art practice. (p. 19)
Bridging content and integrating disciplines around a central theme or big idea is certainly
coequal. It’s important to note, though, that coequal does not necessarily equate to
transdisciplinary, as coequal approaches may still reflect disciplinary boundaries and not truly
transcend content areas.
Defining Arts Integration in the Context of this Study
The program leaders at the institute of my current study utilize Beane’s (1997) definition
of transdisciplinary integration with elements of Marshall’s (2014) recommendations. Beane’s
idea of transdisciplinarity encourages teachers to think beyond disciplines and find concepts that
transcend subject boundaries, getting to the deepest levels of what many see as true integration.
Pieces of Marshall’s work on transdisciplinarity in arts integration work in tandem with Beane to
provide a practical framework in which educators and artists can begin to work, as the idea of

transdisciplinarity can be difficult to grasp and work within at first.
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LaJevic (2014), Marshall (2014), and Beane (1997) have written extensively about
integration as a way to eliminate disciplinary boundaries. A focus on key or big ideas, the
authors suggest, is a great starting point when considering transdisciplinary practices. LaJevic
(2014) underscores the importance of:

A dynamic process of merging art with (an)other discipline(s) in an attempt to open up a
space of inclusiveness in teaching, learning, and experiencing...Arts Integration
recognizes educational curriculum as a whole; it does not divide the curriculum into
distinct parts, but celebrates the rhizomatic overlapping qualities between subjects and
content. It concentrates on the ability of the arts to teach across/through the curriculum

and transcend the school subject boundaries. (p. 2)

Transdisciplinarity goes beyond cross-cutting concepts and digs deep into the concepts and
qualities that transcend disciplines. Beane (1997) depicts his view of arts integration in the
graphic in Figure 1.

Figure 1

Beane’s (1997) Visual Representation of Transdisciplinarity

Knowledge

Personal
Social

Explanatory

Technical

Self / Personal
Concerns

Social /World
Concerns

Democracy
Dignity
Diversity
Concepts

Here, Beane highlights curriculum themes as an interaction between both self/personal

concerns and social/world concerns. Taking it one step farther, he layers types of knowledge and
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overarching concepts that may interact with, inform, or impact the understanding of the
curriculum theme. Curriculum themes centered around self/personal concerns, social/world
concerns, personal, social, explanatory, and technical knowledge, and democracy, dignity, and
diversity are themes that transcend traditional disciplines and can, therefore, become part of the
deepest integration efforts, as transdisciplinarity is the deepest form of integration (Marshall,
2014).

Transdisciplinary arts integration can be visualized like a watercolor painting. The colors
may be distinct at first, but as they spread and bleed toward each other the lines of where each
one was individually become completely blurred, resulting in something entirely new. Arts
integration and the teacher-as-artist practices at the institute of study of this study will be framed
in a transdisciplinary approach.

Arts Integration and Teacher Practice

An arts integrated pedagogy offers a wide range of positive outcomes for teachers. First,
there is strong support for the claim that arts integration helps teachers reach all learners by
widening opportunities for student achievement and expression of knowledge (Duma &
Silverstein, 2014). The arts allow teachers to observe students in a different learning
environment, one where they may have more opportunities to collaborate with peers or be more
actively involved in the content through hands-on art-making, movement, drama, or music.
When students have the option of demonstrating understanding through art, students who may
not prefer to demonstrate their learning in traditional ways have alternative options for
expression of learning. Arts integrated approaches to teaching and learning broaden a teacher’s
abilities to be responsive to student needs, offering pathways to understanding that are not

always present in conventional pedagogies.
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Educators in arts integration are also more likely to use collaborative learning strategies
with students, which benefits both the teacher and the student (Duma & Silverstein, 2014).
Collaborative strategies can be between students, or between students and teachers. When
between students, collaboration can allow teachers to informally monitor student understanding
as they work through a question or problem with group members. Or, teachers can be in a
collaborative learning environment with students, where the teacher facilitates and guides
discussion and exploration while still providing students the opportunity to take charge of their
own learning (Duma & Silverstein, 2014; Silverstein & Layne, 2010).

Finally, teachers engaged in arts integrated teaching and learning environments see
personal and professional changes as well. For example, teachers in schools with an arts focus
where arts integration practices are integrated are more open, flexible, and engaged in their own
ongoing learning (Burton et al., 1999). As teachers become more comfortable in their integrated
practice, they often experience profound change in their overall practices and beliefs (Upitis et
al., 1999). Changes can be large or small, but “even those teachers who have yet to experience a
deep transformation are, nevertheless, making at least small changes that have positive effects on
their respective classroom, school, and community cultures” (Upitis et al., 1999, p. 34).
Additionally, many teachers report feeling more invigorated and are more likely to see
professional development, assume more leadership roles, and become involved in curriculum
planning and development (Vitulli et al., 2013). Each teacher experience with arts integration
will be unique, of course, but the research largely suggests several positive gains for teaching

and learning in and through the arts.
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Powerful Student Outcomes of Effective Arts Integration Practices

Arts integration impacts development in many ways. As described by Heath (2014),
engaging in arts making through integrated learning “affects memory, language, vision, auditory
perception, emotional development, and mental health and well-being. Therefore, it is nearly
impossible to box off one or two key skills or cognitive growth areas unaffected by sustained arts
practice” (p. 358). Students’ engagement in the arts connects them to authentic learning
experiences, provides opportunities for all learners, develops feelings of self-efficacy, increases
intrinsic motivation to learn, and develops students’ abilities to apply learning to new situations
and experiences (Duma & Silverstein, 2010). Several studies also show increased standardized
test scores for students in arts integration programs as compared to their counterparts in
traditional, discipline-specific programs. For example, Snyder, Klos, and Grey-Hawkins (2014)
studied a low performing school targeted for improvement that implemented the arts integrated
Supporting Arts Integrated Learning for Student Success (SAILSS) program in an effort to raise
scores on the Maryland State Assessment (MSA) (p. 2). A 20% improvement in scores was
found to positively correlate with the implementation of SAILSS (Snyder et al., 2014).
Additionally, the Kennedy Center for the Performing Arts also identified several student benefits
in their 2014 publication of “A View into a Decade of Arts Integration” (Duma & Silverstein,
2014). In the arts integration program examined in this study, students exhibited increased
engagement (both socially and academically), demonstrated growth in cognitive and social skills,
and showed improved standardized test scores.

Increased engagement is a unique student benefit in arts integrated environments. In
Lynch’s (2007) exploration of arts integrated content at a public arts magnet school, she noted

three critical qualities that made for engaging learning experiences in the arts. First, integration
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encourages students to meaningfully use their hands, bodies, and voices. Whereas in traditional
environments teachers may expect students to be relatively still and quiet during learning times,
arts integration allows for student freedom and responsibility in movement and thought. This
choice helps students maintain attention and encourages perseverance. Second, art-making
allows students choice about how to interact with content. Students not only had to think about
what content they wanted to represent, but how to best represent that content with a variety of
available materials. Expressing their understanding through art “led students to become more
attentive to detail, more deliberate in their choices, and more thoughtful about what they
considered essential, underscoring the power of art as an intellectual exercise” (Lynch, 2007, p.
36). Finally, the integrations Lynch observed were also described as social experiences. Teacher
voice ceased to dictate control over conversation in the room, positioning the students to socially
construct their own knowledge. These three qualities are critical elements of engaged learning
experiences within the arts; engaged learning experiences that may not occur in discipline-
specific instruction (Lynch, 2007).

Arts integration can also be a powerful way in which students demonstrate understanding
of content in nontraditional ways. For example, for a special education student who has difficulty
communicating their understanding on a test, an arts integrated approach allows them to express
understanding through a creation or presentation of music, art, movement, or theatre.
Additionally, when English language learners (ELLs) are expected to demonstrate understanding
solely through a language that is not their home language, they are automatically placed at a
disadvantage for communicating and learning despite the deep understanding they may really
have of the topic. Language is largely privileged over other ways of knowing in education (i.e.,

visual representation), even being considered synonymous with literacy and understanding
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(Lynch, 2007). This privilege is detrimental, both for students whose language skills are strong
and for those who are not language proficient. “To privilege language over other ways of
knowing and communicating not only marginalized many students, it also fails to expand the
abilities of those whose cognitive bias is language” (Lynch, 2007, p. 34). When knowing and
communicating are limited to language, it cuts students off from other ways of knowing. Art
holds potential to enrich meaning making and expands methods of knowing and communicating
for students of varying abilities and learning preferences (Lynch, 2007).
Collaboration as a Key Element of Arts Integration

Research indicates that collaboration is a critical element of effective arts integrated
curriculum and instruction (Burnaford et al., 2007; Burton et al., 1999; Carney et al., 2016;
Duma & Silverstein, 2014; Lynch, 2007; Snyder et al., 2014; Upitis et al., 1999; Vitulli et al.,
2013). However, existing literature does not dedicate much time to examining the characteristics
and functions of collaboration in arts integrated environments. In order to understand
collaborative, arts integrated practice, it is first necessary to understand teacher collaboration as a

whole.

Defining Collaboration

Educational collaboration has taken on many different connotations over the years. While
researchers and practitioners in the field may debate the best definition, there is one definition
that is particularly salient in the context of this study. DuFour and colleagues (2016), in their
work on teacher collaboration through Professional Learning Communities (PLCs) state,
“collaboration represents a systematic process in which teachers work together interdependently
in order to impact their classroom practice in ways that will lead to better results for their

students, for their team, and for their school” (p. 12). This definition—with its focus on working
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interdependently around student learning—is most appropriate in the context of this study
because the local school districts in the area which I am studying largely utilize the PLC
framework to guide their collaborative efforts. This definition and subsequent expectations are
relevant and widely known amongst educators I will be working with over the course of this
study.

Other definitions of collaboration discuss the social nature of the collaborative process
and point to varying degrees of collaboration present in schools. Teaching and learning are social
endeavors, largely achieved through relationships and school community (Quintero, 2017).
Collaboration builds on teaching’s social nature by encouraging teachers to learn from each
other, analyze student data, and be reflective on their own experiences. There are varying
degrees to which this can be accomplished. Teachers may collaborate informally over their lunch
hour, they may use an electronic document to make notes and brainstorm together virtually, they
may have scheduled PLCs or other forms of in-person collaboration meetings scheduled two or
three times a month, with specific agendas that require data around student learning; or, teachers’
entire days may be framed collaboratively if they are working in inclusive or team teaching
settings. Each school, classroom, and teacher approaches collaboration slightly differently. The
following sections will provide some common examples of collaboration, discuss the importance

of collaboration, and examine the challenges of collaboration.

Examples of Collaboration

Collaborative teams are a primary example of teacher collaboration. Collaborative teams can
take on many forms, all with the goal of improving student achievement. Table 1 lists examples
of team structures that are likely to support an effective collaborative team (DuFour & DuFour,

2012).
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Table 1

Examples of Collaborative Team Structures

Team Type

Description

Example

Grade-level teams

All teachers who teach the
same subjects in the same
grade levels.

All second grade teachers

Same-course teams

All teachers who teach the
same course.

Three seventh grade science
teachers

Vertical teams

Teachers are linked with
those who teach the same
content above or below their
grade level or course.

Kindergarten, first, and
second grade teachers; or
sixth, seventh, and eighth
grade math teachers

Electronic teams

Teachers seeking teammates
beyond their school
collaborate with similar job
partners across the district,
regional service center, or
professional organization;
collaborate through e-mail,
Google Docs, social media,

Zoom videoconferencing, etc.

There is only one math
intervention coordinator in a
district, so that person reaches
out to their counterpart in a
nearby district to collaborate
electronically

Logical links teams

Resource teachers, support
teachers, and specialists can

join grade-level, same-course,

and/or vertical teams that are
working toward goals related
to their area of expertise.

Literacy and math
interventionists, literacy and
math coaches/specialists, and
fourth grade teachers; or a
leadership team (e.g.,
principal, literacy, and/or
math coaches and school
psychologist).

Interdisciplinary teams

Teachers at the same grade
level who teach different
subjects can identify
overarching goals and work
interdependently to achieve
them.

All seventh grade math,
science, language arts, and
social studies teachers

Collaboration can also occur in the form of peer coaching, mentoring, and peer

observation. Peer coaching emphasizes the non-threatening and non-evaluative relationships

teachers can build with each other. Peer coaching encourages teachers to exchange support,

feedback, and assistance while building reflective dialogue with each other. Mentoring provides
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guidance, support, and advice from an experienced professional to a less experienced mentee to
help the mentee develop his/her career. The mentor may model instructional techniques and/or
engage in reflective dialogue with the mentee as well. Finally, peer observation serves to provide
feedback to the observed peer in three ways: (a) supervisory, where the observer provides
specific and diagnostic feedback, (b) alternative, where the observer provides non-judgmental
alternative suggestions to what he/she observed, and (c¢) non-directive, where the observer aims
at understanding their peers’ experiences and goals (Ostovar-Nameghi & Sheikhahmadi, 2016).
Many buildings use layers of collaboration. A combination of collaborative teams may be
used, or collaborative teams may be combined with peer coaching, observation, or mentoring.
There are a multitude of collaborative opportunities available to schools, and all contribute in

some way to the overall powerfully positive effects of collaboration.

Importance of Collaboration

Collaboration is largely advantageous for education professionals, and many even argue
that collaboration is essential to effective teaching. Literature has been well established in the
field to show that collaboration improves teacher performance and increases student achievement
in math and reading. Though collaboration looks, feels, and sounds different in each school
context, the common thread remains that collaboration has immense potential to improve
teaching and student learning.

Teachers also become more effective educators when they are engaged in collaborative
environments. Collaborative teachers have more opportunities to learn from colleagues, giving
them time to observe others in action and the confidence to try new instructional techniques.
Teachers in collaborative environments also have more opportunities for reflection, which allows

them to debrief and troubleshoot with peers. Additionally, teachers in collaborative environments
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take fewer days off, engage in more professional dialogue, are more productive, and feel less
burdened by their overall workload (Reeves et al., 2017). Generally, teachers improve at greater
rates when they work in schools with better collaboration quality. It is critical to note, however,
that collaboration in professional learning communities contributes to more teacher and student
improvement than just general collaborative efforts (Ronfeldt et. al., 2015).

Finally, schools with better collaboration quality have above-average gains in math and
reading (DuFour et al., 2016; Reeves et al., 2017; Ronfeldt, 2017). While Ronfeldt (2017) is
careful to note that not all studies forming this point are able to definitively say that collaboration
was the single cause of reading and math improvement, this positive correlation comes up as a
contributing factor in many contexts. For example, Reeves, Pun, and Chung (2017) found that
collaboration during common teacher planning time was a significant positive predictor of
student achievement. While it is nearly impossible to tease out all the other possible contextual
factors at work in increased student achievement, it is possible to determine what types of
collaboration are more likely to yield increased student outcomes. Ronfeldt (2017) for example,
found that collaboration specifically around student assessment and in professional learning
communities is more impactful for student achievement than other types of collaborative efforts.
DuFour, DuFour, Eaker, Many and Mattos (2016) concur, spurring their development of the PLC
framework that encourages educators to consider what students should know and be able to do,
how they’ll know when the students have learned it, what to do when students haven’t learned it,
and what to do to extend the learning when students already know it. A focus on these guiding

inquiries supports teachers in their efforts to help students reach higher levels of achievement.
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Collaboration as Counter to Isolation

Collaboration is also sometimes described as a counter to teacher isolation, with an
additional benefit to collaboration being decreased feelings of isolation. Teachers often work
independently, but extreme independence can also lead to teachers feeling alone, isolated, and
unsupported. Feelings of isolation are a major contributor to teachers leaving the field, with a
staggering 46% turnover rate for teachers in their first three years of teaching. Teachers who feel
isolated are likely to experience burnout and helplessness, contributing heavily to a low sense of
job satisfaction. Teachers report that collaboration, however, gives them confidence and a sense
of improved self-efficacy, which makes them more likely to remain in their position (Reeves et
al., 2017). Additionally, feelings of isolation can affect student learning in the classroom
(Goddard et al., 2007; Ostovar-Nameghi & Sheikhahmadi, 2016). In their 2007 empirical study
of the relationship between teacher collaboration and student achievement as measured by
hierarchical linear modeling, Goddard and colleagues found—after controlling for student
demographics and school context—a “positive and statistically significant relationship between
teacher collaboration and student achievement” (p. 891). Therefore, collaboration is not only
beneficial to teachers, but to students as well. It is important to note, though, that the amount of
time spent collaborating with others is less important than the perceived quality of those
collaborative interactions, so not all forms of collaboration are necessarily positively powerful
for teachers or students (Reeves, et al., 2017).

In some cases of collaboration, isolation can actually be increased for teachers who do
not “fit” naturally into predetermined teams. For example, while research shows that teams
where members teach the same content have the greatest potential to positively impact student

achievement, departmentalization collaboration often creates multiple “singletons” within the
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building, or people whose area of expertise does not fit with any other. Departmentalization
means team members contribute to the same goals that have immediate application to their own
classrooms, but in cases where departmentalization creates singletons the collaborative efforts of
others can actually increase the singletons’ feelings of isolation (DuFour & DuFour, 2012).
Building culture and intentional, thoughtful formation of collaborative teams has a lot to do with
how teachers perceive and experience collaboration.

In order to move from a building culture of isolation to one of collaboration, teachers
must be assigned into meaningful (rather than artificial or random) teams, be provided with time
to collaborate on a regular basis, be clear on the nature of the work they must do, and be
provided oversight, resources, and support to ensure they can succeed at what they are being

asked to accomplish (DuFour & DuFour, 2012).

Challenges of Collaboration

One of the most frequently cited challenges of collaboration is that it requires a lot of
time, of which teachers have less and less (Duma & Silverstein, 2014; Hallmark, 2012; May,
2013; May & Robinson, 2015; Purnell, 2004). DuFour and DuFour (2012) insist that principals
have to be creative in finding ways to provide teachers with collaboration time while students are
at school—without increasing instructional/district costs, and without losing too much
instructional time. Some ways principals can increase time are to build the master schedule
around common teacher preparation times, use parallel scheduling with specialists to allow for
common planning time, use adjusted start and end times of the contractual day, use “buddy” or
shared classes so teachers can collaborate while students are working with older or younger

buddies, utilize group activities/events as time for administrators to supervise while staff
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collaborate, band time within the daily/weekly schedule, and use in-service or staff meeting
times (DuFour & DuFour, 2012).

Another challenge of collaboration is highlighted in research on collaboration in co-
teaching models. In addition to being challenged to find common time in their schedules to
collaborate, teachers also felt they struggled to clarify roles, responsibilities, and expectations,
and to find common ground in their personalities and teaching philosophies (Indelicato, 2014).
When teachers struggle to establish roles, responsibilities, and expectations, collaboration is far
less positive and effective because a clear mission or goal is not being worked toward in an
efficient manner. Differing personalities are challenging in any work situation, but in education it
can mean the difference between the domineering voice or the person with the most experience
being heard over everyone else, and the result—if the wrong decision is made about teaching and
learning—negatively plays out for both the other teachers and the students. And, while teachers
can learn from each other’s experiences and educational philosophies, it can be difficult to find
an area of agreement when many people around the table have beliefs about teaching and
learning that are so vastly different that little can be accomplished in terms of setting or
achieving a common goal. Challenges of aligning teaching philosophies may not be able to be
avoided, but other associated challenges could potentially be offset by better preparing
preservice teachers to collaborate in real-work settings.

Some research suggests that collaboration and team skills must be explicitly taught, but
many teacher preparation programs do not stress collaboration and communication skills
(O’Shea et al., 1999). Given opportunity and experience, preservice teachers can grow their
collaborative skills and come to understand, respect, and value their work with others. When not

afforded opportunities to practice professional collaboration, “many new teachers simply cannot
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collaborate because they need to be told what to do and how to respond” (O’Shea et al., 1999, p.
156). New teachers suffer in collaborative environments when their preparation program has
failed to explicitly teach them the skills they need to be successful.

Finally, the silos of knowledge that exist within the school system make knowledge
integration across disciplines difficult. Silos describe “seemingly impermeable barriers” that
encourage educators to define and protect the boundaries of their content area, preventing
integrated learning (Pearson, 2015, p. 12). School systems are designed to protect silos, with sets
of standards, certification, and licensures reinforced by curriculum, textbooks, and instructional
materials that promote content-specific teaching and learning strategies (Pearson, 2015).
Collaboration, on the other hand, promotes a shared system of responsibility for students and
learning rather than a system of silo maintenance (Hirsh et al., 2018). When educators
collaborate, they build on each other’s knowledge and experience, creating living, dynamic
forms of knowledge as opposed to a fixed body of information (Wenger et al., 2002). In
environments where silos of knowledge are intended to be preserved, collaboration is often
discouraged.

The benefits of teacher collaboration greatly outweigh the challenges, but the challenges
must be met in order to fully gain from collaboration efforts. Preservice teacher preparation
programs must give students meaningful opportunities to practice collaborative skills as well as
learn how to work within a team to establish common goals, responsibilities, and expectations.
Then, once in a professional environment, administration must also be creative in designing
communities of collaboration outside knowledge silos, as well as ensure they are scheduling
appropriate and consistent amounts of time for teachers to actually enact their skills and work

together to improve teaching and learning.
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Collaboration in Online Settings

Given the unexpected shift to online learning due to COVID-19, teacher professional
learning has been reconceptualized. What was typically in-person professional development is
now largely taking place online. Embracing the swift change in environment, the site of study for
this research quickly adapted their teacher professional development institute to an online
format. While online collaboration does share some of the same qualities as in-person
collaboration, the online environment elicits new ways of thinking, learning, sharing, connecting,
and creating.
Professional Learning in Online Contexts

Connected Learning (CL) and Professional Learning Networks (PLN) represent two
research-based approaches to online professional learning. Connected Learning embodies
approaches to learning for both students and their adult teachers, aiming to link learning across
school, home, and community (Cantrill & Peppler, 2014). Considerable research is available on
the CL model and student learning, but as this study is focused on teacher collaboration I am
focusing specifically on CL and teachers (Cantrill & Peppler, 2014, 2016; Ito et al., 2013; Smith
et al., 2016). Connected Learning professional development is often situated as a counter to the
“restrictive and reductive nature of professional development design that either work on a
banking model of accumulated knowledge or profess fidelity to a model of learning transfer by
seeking to replicate as opposed to remix community resources” (Smith et al., 2016, pp. 2-3). In
other words, professional learning in CL encourages teachers to be actively and creatively
engaged in learning that is meaningful to their lives, classrooms, and communities. Proponents of
CL for teachers advocate for professional development that is parallel to student learning

experiences, meaning that teachers are actively involved in learning for themselves and can,
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therefore, experience firsthand the classroom strategies and experiences modeled through the
professional development (Cantrill & Peppler, 2014). Connected learning positions teachers as
the learner in highly collaborative settings, and this positioning matters. When teachers alter their
positioning in relation to students and content, they are encouraging students to be creative, take
risks, and grow (Cantrill & Peppler, 2016, p. 101).

In order to support teachers in this positioning, CL professional development brings in
critical mindsets and actions of imagining, creating, playing, sharing, reflecting, researching, and
publishing, based largely on Resnick’s (2007) design spiral. The spiral was originally used to
describe kindergarten-style learning, where children imagine an idea, create a project based on
that idea, play with their creation, share their idea and creation with others, and reflect on their
experience, all of which leads back to imagining new ideas (Resnick, 2007). Resnick (2007)
argued that this approach to learning was well-suited to 21 century demands for critical and
creative thinking skills and should, therefore, be more widely used across education. Cantrill and
Peppler (2016) adopted Resnick’s design spiral as part of what they describe as essential
mindsets and actions for CL professional learning. Imagining involves the exploration of
materials to take creation in a meaningful, personal direction. Creating depicts designing and
constructing, providing opportunities to develop and enhance creative thinking, as well as
providing teachers hands-on opportunities to reconstruct prior knowledge in relation to
disciplinary content. Play encompasses experimentation with design and materials in low-risk
environments, and sharing encourages teachers to find new inspiration through feedback they
receive. Reflection is a constant and simultaneous process, emphasizing the discussions and
meta-reflections that are vital to teaching practice. Connected Learning professional

development also emphasizes research and publishing, to capture the inquiry essential to high-
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quality teaching and learning, and to share, present, or capture learning and experience in a more
formal way, respectively. These actions and mindsets enable teachers to problem-solve,
persevering through multiple trials of an idea, incorporating feedback into the learning process,
and recognizing strengths and challenges of both the process itself and the problem’s ultimate
solution (Cantrill & Peppler, 2016). In many ways, these processes encourage teachers to iterate
not only on each other’s products, but on processes and shared practices as well.

Professional Learning Networks also promote learning that is active and interest-driven
(Oddone et al., 2019). A PLN is described as:

A network of people, information, and resources that an individual strategically develops

using social technologies to access informational learning. The individual nature of the

PLN differentiates it from a learning community or community of practice, where

participants typically work together towards shared goals. (p. 104)

When a teacher becomes part of an online PLN through a blog, podcast, news feed, or social
media, they have immediate access to resources from a wide variety of individuals with varying
levels of expertise (Trust, 2012). Though PLNs may utilize technological tools, they can also
support off-line learning. While some teachers may seek PLNs for online access to lesson
planning and resources, others utilize PLNs to cultivate affective, social, cognitive, and identity
related aspects of their professional life and growth (Trust, 2016).

In the context of this study, PLNs encompasses teachers who may be seeking online
resources and connection to others through social media platforms, in addition to, or in place of,
the learning communities and collaborative teams they may have met with in-person prior to the
unexpected online shift. In PLNs, personal learning needs can be met while participants also

maintain social connection. Social connection is particularly salient in this study’s context;
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COVID-19 shutdowns brought shelter-in-place orders to the state and, in tandem with social
distancing guidelines, drastically limited in-person, social activity. When teachers experience
professional learning through a PLN, “they are no longer isolated teachers but connected
professionals, supported by their personal learning networks” (Oddone et al., 2019, p. 115).
Though the environment in which teacher participants in this study has changed radically,
professional learning remains fundamental. Connected Learning and PLNs provide possible

structures in which teachers continue to learn and grow in online contexts.

The Intersection of the Arts and Online Learning

Since the research site is largely utilizing online and social media platforms to both share
resources