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communities with information about arts education in their schools. This information can support 
communities’ efforts to demand arts programs that meet state goals. 

Districts should spend the annual state funding for arts education ($109 million in 2007–08) 
strategically to plan comprehensive arts programs.  
While the current annual allocation for arts education is historically significant, the average per-
pupil allocation is relatively small. One way districts and schools might spend these funds is to buy 
materials necessary for arts education. While this would probably fill a need, it would also leave no 
residual mark on arts programs should the funding end. Moreover, it would not leverage the state 
allocation to build a more comprehensive arts program. Instead, districts should use at least some 
of the funds strategically to develop a plan for implementing an arts program that meets state 
standards. Exemplar school districts had significant infrastructure to support arts education, 
including dedicated arts coordinators, standing districtwide arts committees, and short-term 
strategic planning and curriculum review committees. California’s schools can borrow this 
approach by creating strategic plans that both establish long-term goals and form constituencies to 
support those goals. However, many California districts and schools will need support and 
technical assistance, perhaps drawing on existing state infrastructure such as The California Arts 
Project (TCAP) or the California County Superintendents Educational Services Association 
(CCSESA). 

School systems should collaborate with local partners to ensure outside instructors’ abilities 
to support a sequential, standards-based course of study.  
In each of the exemplar schools, arts teachers provide the majority of arts instruction. Greater 
access to credentialed arts teachers to deliver a sequential, standards-based course of study in 
California is certainly is a worthy goal. But it is unlikely that many schools could rapidly reallocate 
the time and financial resources required to implement such a program model in the near future. As 
a short-term remedy, districts and counties could contribute to developing an infrastructure within 
which outside experts could work with classroom teachers to plan and deliver instruction. For 
example, districts and counties could collaborate to screen arts organizations interested in working 
in schools and provide schools with information on approved organizations. Classroom teachers 
could then plan instruction with the visiting artists to ensure that the lessons are pedagogically 
appropriate for students and are connected to a sequential, standards-based program of instruction.  

These implications for policy and practice should be considered in the context of related 
recommendations made based on the findings from An Unfinished Canvas (presented in the preface 
to this report) and in light of teacher capacity to teach to California’s arts standards (Guha et al., 
2008). Moreover, Getting Down to Facts (Loeb, Bryk, & Hanushek, 2007) highlighted the 
tremendous need to reform the state’s school finance and governance system. Stakeholders need to 
consider the current report in light of these broader issues, which would play a key role in any 
policy solution aimed at enabling most California elementary schools to meet state standards. 
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APPENDIX 

RESEARCH METHODS 
This report is based on case studies conducted in 10 elementary schools in five jurisdictions: 
Alameda County, California; Kentucky; Massachusetts; Minnesota; and New Jersey. The report 
describes how these policy environments were selected and why the particular schools were chosen 
as exemplars among typical schools with strong arts programs in these contexts. This appendix 
provides more information on the data collection and analysis, as well as background information 
on each jurisdiction selected for inclusion in this study. 

In each participating school, researchers relied on three sources of data to understand the allocation 
of instructional time and funding for arts education and the factors that supported decision-makers 
in allocating those resources to arts instruction: 

 Interviews—For each school, researchers interviewed the principal, an arts teacher from 
each discipline that was staffed with such a teacher, two classroom teachers, and one or 
more additional school or district leaders. Interviews concerned primarily the allocation of 
resources—both time and funding—for arts education. They also included questions about 
what factors were considered in deciding to allocate resources for arts education. Finally, if 
relevant to the informant’s role, researchers also asked about the instructional program, 
including the role of arts standards and other policies in instruction, and the degree of 
integration between the arts and other subjects. 

 Questionnaires—In each school, researchers asked all teachers to complete a short 
questionnaire about the instructional time they devote to stand-alone and/or integrated arts 
instruction, as well as any financial resources they personally allocate to arts instruction 
(e.g., out-of-pocket expenditures, grants they control). The purpose of this activity was to 
gain a broader perspective and determine whether teachers dedicated resources to arts 
education that were not captured via interviews. The results of these questionnaires 
corroborated the main findings of the interviews, namely, that classroom teachers were not 
typically providing stand-alone arts instruction, that they were not typically providing a 
sequential, standards-based course of study in the arts through integrated instruction, and 
that they were not typically dedicating funding to arts instruction at even a moderate level. 
For example, teachers might spend $25 per year on arts materials, but it was more typical 
for teachers to report $0 spending on arts education than to report spending more than $50 
on arts education.  

 Budget review—In each school, researchers requested a detailed budget of all expenditures 
for arts programs, specifically salary and benefits for arts teachers; salary and benefits for 
arts administrators; proportional salary and benefits for administrators or classroom 
teachers who dedicated a portion of their time to arts instruction (either stand alone or 
integrated); cost of hiring outside arts professionals; cost of materials, textbooks, and arts-
dedicated technology; cost of professional development in arts instruction, including 
applicable fees and the cost of providing substitutes or time during the teacher contract 
(e.g., student-free days reserved for professional development) for teachers to participate in 
professional development; cost of field trips (including transportation); and miscellaneous 
costs associated with the arts program. In calculating expenditures, researchers included 
regularly occurring costs (e.g., textbook adoption) and prorated them by the periodicity 
with which they occurred. Researchers did not include one-time costs (e.g., construction of 



 

SRI International 26 Arts Education in California 

a new performing arts center) in calculating expenditures for the 2006–07 school year 
(regardless of when funds were expended).2 For each expenditure, researchers gathered 
data on the source of funds (e.g., general funds, federal grant or program, state grant or 
program, parcel tax or other arts-dedicated public funding, private/foundation grant, parent 
contributions, or other private funding). In some schools, the principal compiled these data 
on a worksheet researchers sent to the school in advance. In other cases, principals, arts 
administrators, and/or district finance personnel provided researchers with itemized 
budgets. In some jurisdictions, researchers received data in both ways. In all cases, 
researchers reviewed the documentation with administrators during an interview to clarify 
expenditures and funding sources and confirm researcher understandings of the allocations. 
These interviews ensured consistency in interpretation of questions across schools. When 
researchers completed their analysis of the data, they sent a confirmation to the school to 
verify facts (e.g., how frequently arts textbooks were adopted, the cost of field trip 
transportation, the source of specific grants), check the accuracy of basic descriptive data 
about the school (e.g., pupil enrollment), and request any missing data. 

Researchers organized the expenditure data into policy-relevant categories: arts teachers’ salaries 
and benefits, salaries and benefits for classroom teachers and administrators, outside providers and 
field trips, and other. Sources of funding for expenditures were categorized as: general fund (which 
might include both state and local sources depending on the state’s school finance formula), state 
or federal grants, local parcel tax or other arts-dedicated funding, and private funds.  

To understand the allocation of instructional time, researchers identified the average minutes per 
week of instruction provided by arts teachers to each grade level. If a music teacher met with all 
students in a K-5 school for one 40-minute period each week, the average minutes was 40. If 
researchers had encountered a case where the music teacher met only with the 3-5 grades in that 
school for 40 minutes a week, the average minutes per week for the entire school would have been 
20 minutes. If the music teacher served all students for 40 minutes per week for only one of the two 
semesters, the average minutes per week would similarly have been 20 minutes for all students for 
the school year. The questionnaires were an important source of researchers’ understanding of 
classroom teachers’ arts instruction. They revealed that, in most schools, arts instruction by 
classroom teachers was sporadic. For example, many teachers reported doing “Readers Theater” or 
visual arts activities tied to holidays (e.g., making Mothers’ Day gifts). Many teachers reported 
these activities on the questionnaires as examples of “integrated” arts instruction. Exhibit A-1 
explains why researchers did not classify the majority of these activities as arts instruction. 

                                                 
2  Elementary schools do not typically have specially equipped, dedicated facilities. Furthermore, facilities are typically funded through 

sources outside the general fund, giving individual schools little discretion over the allocation of funds. 
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Exhibit A-1 

Defining Integrated Arts Instruction 

One of the ways that some schools provide arts experiences for their students is through arts integration. Many of 
the classroom teachers in this study described using songs, crafts, and skits as part of lessons in social studies, 
math, and other areas of the curriculum. Although these activities engage students in hands-on learning, often 
they do not meet the arts learning goals established by the state. For the purpose of this study, we determined 
that in order for learning activities to be considered arts instruction, they must adhere to the following criteria:  

 The goals for instruction in the arts are based on either the state/national arts standards or some other 
structured learning guide; 

 The teacher provides arts instruction that builds on existing arts knowledge; 
 Instruction in the arts is consistent and reinforced through further learning activities. 

These criteria help to distinguish arts integration from projects that may be good arts activities but do not provide 
a sequential course of study in the arts.  

Some common elementary school activities are easily distinguished as not truly being arts instruction, such as 
holiday craft-making and singing for fun without any musical instruction. A more nuanced example came from 
several classroom teachers who described doing “Reader’s Theater” activities as part of literacy instruction. In 
Reader’s Theater, students act out stories that they are reading. As one fourth grade teacher described it: “The 
students take Tall Tales, folk tales, etc…and transform them into ‘scripts’ and assign characters. The students 
then act out their ‘play.’” This strategy may be very powerful for improving students’ literacy skills, and students 
may touch upon some of the theatre standards. The teachers implemented it, however, without having clear goals 
for which arts standards were being taught or reinforced. As a result, the theatre instruction is too haphazard to 
be part of a course of study that is truly sequential, and the researchers did not consider it to be fully integrated 
arts instruction, in which the arts and literacy learning goals are on equal footing. 

Other projects that teachers described as arts integration meet the above criteria. In one school, the visual arts 
teacher brought in an artist-in-residence to develop a painting unit in conjunction with a science unit that involved 
visiting a local watershed. In this unit, students learned about painting with the artist while observing and learning 
about wildlife in the watershed. The school’s visual arts teacher made sure that the work was connected to state 
arts standards and reinforced the sequential, standards-based instruction she was delivering in her visual arts 
class. Consequently, these activities met arts objectives as well as science objectives and are therefore a good 
example of integrated arts instruction. 

 

Most classroom teachers provide arts instruction (both stand-alone and integrated instruction) 
sporadically, so the researchers decided to count these teachers’ minutes of arts instruction only 
when the allocation of time was consistent because of some supporting structure. Examples of such 
structures include classroom teachers reserving 30 minutes each week for arts instruction or 
classroom teachers consistently working with an arts teacher to provide instruction. The decision to 
include the time allocation was based on the predictability of time allocations to arts instruction at a 
grade level or throughout the school. Therefore, the researchers may have underestimated the 
amount of arts instruction classroom teachers provided. However, given how infrequently teachers 
reported providing arts instruction and given that many of the arts activities teachers reported do 
not fit within our criteria of providing instruction, if the underestimation exists, it most likely has a 
very minor effect on overall findings.  

The researchers triangulated the data from multiple sources within each school to create a case 
study write-up. Then they conducted iterative cross-case analyses to determine study findings. 

 



 

SRI International 28 Arts Education in California 

POLICY BACKGROUND 
Alameda County, California 
The Alameda County Office of Education (ACOE) sponsors the Alliance for Arts Learning 
Leadership.3 The county has created a network between its 18 school districts and artists and arts 
organizations, universities, parents, and community organizations to develop accountable 
leadership; create a professional development network; and advocate for “arts learning for every 
child in every school, every day.” 

In three school districts, Berkeley, Oakland, and Emery, ACOE works more intensively with 
district leaders and principals and teachers in 38 schools, as part of its Arts Learning Anchor 
School initiative. This is a strategic initiative to build the capacity of arts providers in the northern 
part of the county to provide professional development to teachers and schools, with the intent to 
expand to all 18 school districts over time.  

Support at the district level is through the development and implementation of district arts plans 
with assistance from ACOE district coaches and regular meetings (about four times a year) that 
convene district leadership teams. Each school is also charged with developing an arts learning 
plan, and part of that process entails working with partners—highly experienced arts educators 
from local arts organizations and some arts specialists—who have content knowledge in the arts. 
These arts educators and lead teachers are supported through monthly seminars. Additional support 
for the Anchor Schools includes professional development for principals (three times a year) aimed 
at supporting the implementation of their arts learning plan and professional development for 
teachers that supplements the site-based professional development they receive.  

For the last 4 years, ACOE has supported a number of individuals at all levels of the system in 
attending summer institutes with Harvard’s Project Zero. The ACOE initiative is grounded in the 
Teaching for Understanding and Studio Thinking Framework, which apply to teaching and learning 
across disciplines. The thinking frames, developed by Harvard University’s Project Zero, guides 
teachers’ decisions about what to teach (topics), how to establish learning goals and communicate 
them to students, how to engage students in activities (or performances) that show what they’ve 
come to understand, and how to integrate ongoing assessment.4  

Funding for ACOE’s initiative comes from both public and private sources—including the United 
States Department of Education, and the California Department of Education, local parcel taxes, 
and private regional and national foundations. 

Kentucky 
Education reform in Kentucky grew out of a 1989 court decision (Rose vs. Council for Better 
Education) that found the state’s education financing was inequitable and the entire education 
system was unconstitutional. Included in the court’s description of adequate education was 
“sufficient grounding in the arts to enable each student to appreciate his or her culture and 
historical knowledge.”5 The court’s decision led to the Kentucky Education Reform Act, which 
resulted in statewide standards and the Program of Studies. The Program of Studies outlines the 
content standards required for high school graduation and calls for monitoring the standards 
through a statewide assessment. In the arts and humanities, Kentucky has developed and is using a 
statewide arts assessment in the fifth, eighth, and eleventh grades. The assessment covers the four 
arts disciplines as well as historical and cultural aspects of arts.  

                                                 
3 See www.artiseducation.org 
4 http://learnweb.harvard.edu/ALPS/tfu/ 
5 Rose v. Council for Better Education, 790 S.W.2d 186, 60 Ed. Law Rep. 1289 (1989); retrieved from 

http://www.wku.edu/library/kera/rose.htm. 
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The state requires certification for music and visual arts teachers. Stand-alone certification is 
available for dance and music. There is no arts requirement for regular classroom teachers. 
Kentucky supports several organizations that focus on arts education. The Kentucky Department of 
Education, in partnership with The Kentucky Center for the Performing Arts, supports summer 
teacher academies at six sites across the state. Teachers are paid a stipend to attend, and they 
receive a week of training from professional artists in two art forms (music and dance or drama and 
visual arts).6 In addition, the Kentucky Arts Council provides grants, professional development, 
curriculum resources, and a roster of professional teaching artists; Kentucky Educational 
Television provides Arts Toolkits for schools; and Kentucky Alliance for Arts Education provides 
professional development, curriculum resources, and advocacy for arts education. 

Massachusetts 
In 1999, the Massachusetts Board of Education adopted an arts curriculum framework that includes 
content and performance standards for visual arts, theatre, music, and dance. Massachusetts offers 
support to teachers, helping to ensure the arts curriculum is implemented. The state has separate 
licensing for dance, music, art, and theatre teachers. At the elementary education level, approved 
programs for licensure must include basic principles and concepts in art, music, drama/theatre, and 
dance. Massachusetts requires both specialists and regular education teachers to participate in 150 
hours of professional development hours every 5 years. Professional development for arts teachers 
is provided by the Massachusetts Cultural Council, organizations such as Boston Area Kodaly 
Educators and The New England chapter of the American Orff-Schulwerk Association, and local 
school districts.    

An innovative part of the education reform plan in Massachusetts is the Expanded Learning Time 
program, which is funded through the state’s Department of Education. In 2005–2006, 16 school 
districts received grants to explore the idea of and plan expanded school days for raising student 
achievement. Five districts were able to complete implementation plans. For the 2006–2007 school 
year, 10 schools in these five districts received $1,300 per pupil to implement their Expanded 
Learning Time school redesigns. The increased funding and time provide the potential for 
increased arts education.  

Minnesota  
In Minnesota, public elementary and middle schools must offer programming in at least three, and 
require participation in two, of the following disciplines: visual art, music, dance, and theatre. In 
addition, school districts are charged with ensuring students meet the appropriate arts standards in 
these disciplines. Elementary teacher candidates are required to demonstrate knowledge of the arts 
disciplines, and the state requires licensure for dance, theatre, music, and visual art specialists. 

Minnesota is home to the Perpich Center, a state agency dedicated to improving arts education in 
grades K-12. The center was created in 1985 and houses a professional development and research 
group, an arts high school, and a library. The center’s professional development and research group 
supports a variety of programs including arts courses, arts education conferences, and planning 
grants. The Comprehensive Arts Planning Program (CAPP) provides school districts funding and 
technical assistance to develop a 5-year comprehensive arts plan.  

New Jersey 
In 2005, the New Jersey State Board of Education adopted new arts standards in dance, music, 
theatre, and the visual arts. According to New Jersey statute, these standards are mandatory and 
each district is required to implement and report on them. The state requires licensure for teachers 
of dance, theatre, music, and visual art through regular or alternative certification. At the high 
school level, New Jersey requires five credits (1 year of instruction) in the visual and performing 
                                                 
6 Kentucky Center for the Performing Arts; retrieved from http://www.kentuckycenter.org/education/kiae.asp. 
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arts beginning with the 2004–05 freshman class; at the elementary and middle school levels, 
instruction is supported by arts standards.  

New Jersey schools have one of the highest per-pupil spending levels in the country. On average 
they have a higher funding level than California and the other case study states (see Exhibit A-2). 
The additional resources available to New Jersey schools may enable schools and districts to 
increase their arts programming through arts specialists, visiting artists, or materials.  

The higher funding in some of New Jersey’s districts is a result of Abbott vs. Burke (1981), which 
found that the education urban school children received was inadequate and unconstitutional. The 
31 “Abbott” school districts, as classified by New Jersey’s Department of Education based on 
court-identified factors, are given state aid to provide them with the same per-pupil operating 
budget as the wealthiest New Jersey school districts. The “Abbott parity aid” is adjusted annually 
according to the spending and enrollment of the wealthiest districts.     
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Exhibit A-2 
School Summary 

Location 
School 

Enrollment 
% 

FRPL 
% 

White 
% 

Black 
% 

Hisp 
% 

Asian 

Fourth Grade 
ELA  

Proficient 
and Above 

Fourth Grade 
Mathematics 

Proficient 
 and Above NCES Locale 

California  48 30 8 47 11 51 56  

 School 1* 176 79 9 9 74 7 40 45 City: Large  

Kentucky  49 81 10 2 1 70 57  

 School 1  296 99 73 26 2 0 43 26† Town: Distant  

 School 2  621 10 97 1 1 0 85 90† Rural: Fringe  

 School 3  262 53 71 18 5 4 55 59† Town: Distant  

Massachusetts  28 72 8 13 5 50 40  

 School 1  449 60 33 17 44 4 57 30 City: Midsize  

Minnesota  30 78 9 5 6 71 71  

 School 1  614 25 85 2 11 2 71 77 Town: Fringe  

 School 2  437 38 85 2 12 1 69 57 Town: Remote  

 School 3  639 41 55 21 17 6 64 66 Suburb: Large  

New Jersey  27 56 18 18 8 80 82  

 School 1‡  479 68 3 29 68 0 55 56 City: Small  

 School 2  486 10 85 8 2 5 91 90 Suburb: Large  

Sources: CCD Public school data 2005–2006 school year; school report cards from respective states 
*Demographic information includes about 60 students who participate in a separate program housed within the same 
school. Test score data retrieved from http://star.cde.ca.gov 
†Fifth grade test scores are reported for mathematics. 
‡Demographic information includes grades 6-8, with 50–60 students per grade. The middle grades at this school were 
excluded from our analysis of the allocation of instructional time and expenditures for elementary arts education. 
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