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Abstract
High school music education is not mandated by the Standards of Quality, the Virginia state
educational law, and courses offered on the high school level vary among Virginia school
divisions. This explanatory mixed methods dissertation study provides an overview of history of
development of high school music education in Virginia, reveals what high school music courses
currently offered in Virginia school divisions (N = 131), and surveys approaches to development
of programs of studies of a representative sample of Virginia school divisions (n = 14). The
study generated three major findings. First, 29 various courses are offered among Virginia school
divisions on various levels, five performance type courses and five nonperformance type courses.
Out of ten course types offered in Virginia, Band and Chorus are the only courses offered at
significantly high rates, while Composition, Guitar, Music Technology, IB Music, Orchestra, and
Piano are offered at significantly low rates. This is because Band and Chorus have traditionally
been considered as basic high school music courses, and everything else is offered as school
divisions can afford and what teachers employed in school divisions can teach. Second, larger
Virginia school divisions, located in racially/ethnically diverse cities and suburbs offer more
variety of high school music courses. This is because low school budgets and teacher shortages
are detrimental to smaller and remote school divisions, as they can afford to hire only so many
teachers to teach only so many subjects. Third, administrative approaches to developing high
school programs of studies, particularly approaches to stakeholder engagement in program

development, influence what courses are offered.
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AN EXAMINATION OF HIGH SCHOOL MUSIC COURSE OFFERINGS IN VIRGINIA: A

MIXED METHODS STUDY



CHAPTER 1
INTRODUCTION

“Music education opens doors that help children pass from school into the world around

them — a world of work, culture, intellectual activity, and human involvement. The future

of our nation depends on providing our children with a complete education that includes
music.” — Gerald Ford, Former President of the United States (National Performing Arts

Convention, 2012, para. 5)

The value of high school music education must not be underestimated. A primary
consideration of its importance has been the aesthetic experience, the depth, the beauty, and the
multitude of feelings experienced through music (Labuta & Smith, 1997; Reimer, 2003).
Bannister (2018) surveyed 375 participants of ages 18-78 and found emotional reactions to
musical experiences occurred during processing relationships between the music and
participants’ individual experiences, as reactions to a particular music type, and as reflections on
evoked memories. Boer and Fischer (2011) administered an open-ended questionnaire on reasons
for listening to music to 222 participants of ages 13-69 from Brazil, Germany, Hong Kong, New
Zealand, Philippines, Singapore, and the United States (US). Emotional response was the most
important personal reason across all represented cultures. Identification with a culture and social
bonding were the most important functions of music. Other reasons included enjoying music in
the background, relieving memories, entertainment, and relaxation.

Musical sounds travel through the outer ear canal to the ear drum, a tissue-like membrane
that separates outer ear and middle ear (National Institute of Deafness and Other Communication
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Disorders, 2018). The ear drum vibrations are passed to the middle ear bones and to the inner ear
cochlea, a spiral-like filled with fluid structure, the home of the hearing organ of Corti (U.S.
National Library of Medicine, 2020). The organ of Corti contains 25,000 hairlike cells that
translate fluid vibrations into electrical impulses transmitted to the auditory nerve and then to the
brain (Johns Hopkins Medicine, 2021; Kennedy Center, 2020; National Institute of Deafness and
Other Communication Disorders, 2018). Multiple areas of the brain respond simultaneously: the
auditory cortex decodes musical sounds, the nucleus accumbens activates rewarding experiences,
the hippocampus retrieves memories, and the amygdala processes emotions and behavior
(Jourdain, 1997; Khalfa et al., 2005; Wilkins et al., 2014; University of Central Florida, n.d.).
Educational and medical researchers found that this brain activity positively affected child
development.

A large body of experimental research demonstrated permanent positive effects of music
education on cognitive, social, emotional, and physical wellbeing of children (A. Collins, 2014;
National Association for Music Education [NAfME], n.d.-b). For example, Fujioka et al. (2006)
studied brain responses to sound in children of aged 4-6 and concluded that even 1 year of
musical training lead to improved memory and cognitive abilities. Schellenberg (2011) compared
an Intelligence Quotient (IQ) test results of 51 undergraduate college students with at least 8
years of musical training to the results of 55 undergraduate college students with no musical
training and found that musically trained students had higher 1Q. Skoe and Kraus (2012) studied
brain responses to sound in 18-31 years old adults with and without musical training and found
that participation in musical activities for up to three years in childhood contributed to improved

brain function for up to seven years after music education stopped.



Educational researchers confirmed positive impacts of music education on adolescent
character, social identity, and cultural appreciation (Abeles et al., 1995; Elliott & Silverman,
2015; Reimer, 2003; West, 2015). Parker (2011) examined philosophical considerations for
engagement with music among 18 choral students in Grades 11 and 12 and discovered that the
participants valued music as a collective accomplishment, as an interpersonal and uniting
experience, as a venue for self-expression, and as an enlightening experience. Bakagiannis and
Tarrant (2006) studied 97 14-year-old participants and found similar musical preferences helped
to become less judgmental toward peers difficult to socially identify with. Boer et al. (2011)
studied 338 participants of ages 17 to 18 and confirmed similar musical preferences resulted in
the assumption of common values and in better social attraction. Miranda and Claes (2009)
assigned 467 Grades 9-11 students to listen to their favorite music for one hour per week
throughout the period of one year and found significant correlations among music preferences
and close peer connections and among levels of depression and close peer connections.

The benefits of music education extended to achievement on standardized tests. Table 1
shows that in 2016, Virginia seniors enrolled in music education courses scored higher than the
state average Virginia senior on the SAT test measured student knowledge of reading,

mathematics, and writing and is used for college admissions (College Board, 2016).



Table 1

A Comparison of Average SAT Scores of Virginia Seniors Graduated in 2016

Students’ Experiences SAT Test Results
Critical Reading Mathematics Writing

Average performance of a 494 508 482
Virginia senior
Students with more than 546 533 524
four years of study in Arts
and Music
Students with experience in 549 532 527
General Music or in Music
Appreciation

Students with experience in
Music Performance
Note. Table 1 shows differences in SAT scores among Virginia seniors graduated 2016; students
with experiences with the arts scored at least 30 points higher than the average Virginia graduate.

542 534 521

A similar tendency was observed across the state of Texas. High school students who
participated in all-state ensembles between 2014 and 2018 scored on the SAT tests on average
more than 20% higher than their peers on average statewide and nationwide (Texas Music
Educators Association, n.d.). Miksza (2010) analyzed standardized mathematical achievement
tests of 12,160 Grade 10 students from 603 US high schools and found that participation in high
school instrumental and vocal music ensembles was a significant predictor of achievement on
standardized tests in mathematics. In 2010, school districts across Missouri reported students
with high level participation in fine arts scored almost nine points higher on standardized
assessments in mathematics and up to eight points higher on standardized assessments in English
Language Arts (Scheuler, 2015).

This brief review uncovered strong evidence of the importance of music education in
adolescence. Then, what musical experiences should high school students be offered? Competing

music education philosophies existed since Ancient Greece, when Plato considered music as an



essential part of education while Aristotle saw it as a leisure activity (Abeles et al., 1995 Mark &
Gary, 1992; McCarthy & Goble, 2011). Even relatively recent music education philosophies
disagreed. The 1950s Comprehensive Musicianship concept, developed as an attempt to fix an
overemphasis on teaching performance classes, was rooted in idealism - believed an absolute
truth lies in conceptual matters and music education should balance performance, analysis, and
composition (Abeles et al., 1995; Choksy et al., 1986; Ornstein & Hunkins, 2013). The 1990s
praxial philosophy adapted pragmatism, which asserted music should not be taught purely for the
sake of music but as a transformational experience, through critical thinking and application to
social contexts (Abeles et al., 1995; Elliot & Silverman, 2015; Ornstein & Hunkins, 2013). The
2000s experience-based music education philosophy embraced a synergy of opposing
philosophical views in underlining the unique dimensions of music education: feeling, creativity,
musical meanings, musical intelligences (as composition, performance, listening, theory, and
musicology), and multiculturalism (Reimer, 2003). To understand the trajectory of contemporary
high school music education, examined major historical developments in American music
education.
Historical Roots of American Music Education

The first documented instances of music education took place in around 3000 B.C.E. in
Egypt, in the form of apprenticeship in preparation for religious rituals; in contrast, in the 6th
century B.C.E. Confucius China, music education was strictly secular and cooperative and
designated to instill discipline and build character (Plummeridge, 2001). In 2000 B.C.E., music
education on the Greek island Crete served both secular and sacred purposes, and between the
7th and 5th centuries B.C.E., in Athens, singing, dancing, and playing lyre was a required part of

schooling of 7-13 years old children of aristocracy (Mark & Gary, 1992; Plummeridge, 2001).



Between the 7th and the early 6th centuries B.C.E., in militaristic Sparta, music education
through song served the purpose of training generations of patriots and preserving military
traditions (Mark & Gary, 1992). From the 5th to the 2nd century B.C.E., in Ancient Rome, music
education was not important and did not interest the aristocracy (Plummeridge, 2001).

Two early European music history milestones influenced the development of American
music education. In the 5th century B.C.E., the Greek mathematician Pythagoras discovered the
mathematical relationship between pitches, and in the 11th century, the Italian choir teacher
Guido d’Arezzo developed the basics of music notation (Abeles et al., 1995). In the 1600s, these
developments instituted the Western classical music tradition brought to North America by
European settlers (Abeles et al., 1995; Labuta & Smith, 1997; Mark & Gary, 1992).

The Early Music Education in America

Music education in the Americas existed for centuries prior to the arrival of Columbus.
For example, as early as in the middle of the 14th century, the Incas offered musical instruction,
singing, and playing flute in 4-year schools for children of nobility (History Collection, 2016;
Mark & Gary, 1992). In the second half of the 16th century, with colonization of the Americas
and the arrival of the first African slaves, the native populations were forced to adapt European
religions and traditions, and African slaves were not allowed to receive education (Colwell et al.,
2013; Mark & Gary, 1992; Sandifer & Renfer, 2003). Between 1540 and the 1680s, the Spanish
established missions in conquered lands, which today are New Mexico, Texas, New Orleans, and
California, and opened schools for the Native Americans; sacred music of the Catholic Church
was one of the main subjects in these schools (Mark & Gary, 1992). For example, from 1796, in

Santa Barbara, California, the Native American people Chumash were taught choral and



instrumental music and were helped to develop a color-coded music notation they used perform
music for the Catholic church services (Redmon, 2010).

Distinct sacred and secular Western classical music traditions played an important role in
the development of music education in early America. The English colony established in
Virginia in 1607 had much less interest in systematic public music education for everyone than
the Northern English colonies did (Labuta & Smith, 1997; Mark &Gary, 1992). The Northern
colonies were adamantly pro systematic church singing and against secular music for leisure
(Labuta & Smith, 1997). In 1640, the Northern Puritan colonies published the Bay Psalm Book,
the first American songbook, designated for church services, and by the 1720s, multiple singing
schools were established in New England to improve church singing (Labuta & Smith, 1997;
Mark &Gary, 1992). In the 1770s, in Pennsylvania and North Carolina, Moravian settlements
became centers of German and Eastern European musical heritage (Mark & Gary, 1992). The
Moravians, through their German culture, valued music both as a part of religious service and a
part of community life; they performed European symphony, opera, and chamber music and
organized free vocal and instrumental music education (Abeles et al., 1995; Mark & Gary, 1992;
Rothrock, 1987). During the 1700s, in Virginia, music education was mostly private, except for a
few public singing schools (Colwell et al., 2013; Mark & Gary, 1992).

Music Education in the United States Public Schools

The long and rich history of curricular music education in the US public schools began in
the 1837-1838 school year, when, influenced by European schools of music education, a choir
director and organist named Lowell Mason volunteered to teach vocal music without
compensation at the Hawes School, a public elementary school in Boston, Massachusetts (Abeles

et al., 1995; Birge, 1937; Humphreys, 2017; Keene, 1982). In 1838, the Boston city school board



voted to include music in the curricula of several schools, and by 1872, music offerings
expanded to all public schools in Boston (Abeles et al., 1995; Birge, 1937). This success was
regarded as the beginning of the music advocacy, a movement that engages teachers, students,
parents, musicians, and other stakeholders in justifying the value of music to legislators and to
the lay audience (Mark & Gary, 1992; Mark, 2002, 2007; NAfME, 2019).

In the early 19th century, vocal music instruction was offered in US public schools in
Buffalo, New York; Baltimore, Maryland; Washington, D.C.; Louisville, Kentucky; and
Cincinnati, Ohio (Mark & Gary, 1992). By the later part of the 19th century, most of the US
public high schools (Grades 9-12) offered curricular four-part choral singing, and a small
percentage of schools offered extra-curricular instrumental ensembles and general music
(Colwell et al., 2013; Colwell et al., 2018; Mark & Gary, 1992). This distinction between
curricular and extra-curricular courses, as well as course classifications of vocal (such as chorus),
instrumental (such as orchestra and band), and general music, have still been in use in the 21%
century (Parsad et al., 2012).

The first attempts to standardize high school music education in the US were made in
1902, at the New England Educational League, an educators’ conference in Boston (Birge, 1937;
Keene, 1982). The first US high school music curriculum committee was appointed and
produced a 576-hour curriculum prescribing music classes 4 hours a week for each of the 4 years
of high school; the curriculum included music theory and composition, instrumental and vocal
ensembles, and music appreciation (Birge, 1937). This curriculum was implemented in Chelsea,
Massachusetts, in 1906 as 1 hour a week singing course and laboratory experiences outside of
the school day: comprehensive musicianship courses and instrumental ensembles (Birge, 1937;

Keene, 1982). This was the first attempt in the US to formalize music curriculum development—



to involve a task force of music educators and administrators in devising educational standards
and curricula later adapted on the classroom level (NAfME, 2021; New York State Department
of Education, 2023).

In the first half of the 20th century, public school music education continued developing
across the country. The first high school instrumental music credit courses were offered in 1905;
by the 1920s, 278 string orchestras and 88 wind bands were established (Colwell et al., 2018).
Music teacher advocacy continued to play a very important role. One example was the
establishment of the first in the US school string orchestra courses. In 1910, Boston Public
Schools music supervisor Albert Mitchell went to Europe to study the Maidstone Movement, a
method of teaching group violin classes popular at that time in England (Deverich, 1987,
Wassell, 1954). After returning to Boston, Mitchell created the first after-school group violin
class, which, after 3 years, was included in the regular school day (Keene, 1982). Another
example was one of the first wind bands established in 1907 in Connersville, Indiana; the music
supervisor, W. Otto Miessner, gave short private band instrument lessons to students whose
parents agreed to purchase instruments (Birge, 1937; E. B. Gordon, 1956). These events
exemplified the informal curriculum development approach that suggested that teachers
addressing genuine classroom needs must be in the center of curriculum development (Elliott &
Silverman, 2015).

Unfortunately, these music education advancements did not benefit all American students
in equal measure. For the African American population, the 19th century emancipation
transitioned into decades of segregation de facto and de jure—schools for African American
children received limited funding and low-quality education (Colwell et al., 2013). For example,

in the 1930s, in the Tampa area of Florida, used band uniforms of White high school students
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were given to high schools for African Americans, and, while high school bands in the
Jacksonville area of Florida were open for White students in 1925, African Americans had to
wait until 1941 (Groulx, 2016, 2018). Disparities in availability of music education also existed
among rural, suburban, and urban public schools. In the beginning of the 20th century, almost
60% of American students lived in rural areas of the South and the West where music education
was not accessible (Lee, 1997). Between 1913 and 1920, music educators across the country
successfully launched the Community Music Movement that involved college professors in
providing materials and instruction for informal community group singing in rural areas (Lee,
1997).

By the middle of the 20th century, US public high school music courses became largely
elective, as during the 1945-1991 Cold War, 24 federal educational initiatives directed the
emphasis of school education to subjects that could increase the national security, such as
science, mathematics, and languages (Colwell et al., 2018; Mark, 2002, 2007; Mark & Gary,
1992; Moon, 2006; National Museum of American History, 2000). Only in 1994, for the first
time after the Cold War, the federal legislation Goals 2000 mentioned fine arts as a subject that
students should be proficient in (Elpus, 2013). Nevertheless, public music education continued
growing. In 2009-2010, 91% of 31,133 secondary and 2,022 combined elementary and
secondary schools across the US offered music instruction (Parsad et al., 2011).

In 2015, the federal educational grant program Every Student Succeeds Act (ESSA) gave
more significance to the role of music in public schools, including music in the list of subjects
necessary for well-rounded education and providing financial support for music programs and
teacher professional development (NAfME, 2015; S. Res. 1177, 2015; The White House, 2015).

A 2017 survey of 392 US schools found that over 80% of high schools offered band and chorus;
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about 40% offered orchestra, general music, jazz band, and marching band; about 20% offered
music theory and Advanced Placement (AP) music theory, music appreciation, and instrumental
music lessons; other courses, such as piano and guitar, were offered on a less frequent basis
(Give a Note Foundation, 2017). High school music courses listed in the most recent national
and Virginia state high school music curriculum development frameworks included a variety of
course types, such as alternative music ensembles (such as pop, rock, jazz, or other contemporary
or specialized vocal or instrumental ensembles); band; chorus; composition; general music;
guitar; music technology; music theory; piano; and orchestra (Board of Education,
Commonwealth of Virginia, 2020; NAfME, 2020).

By the 2020s, music education in the US has significantly grown, but the same
unfortunate disproportionalities in accessibility did not go away. Between 1982 and 2008, around
60% of White children consistently had access to art education, whereas the percentage of
African American and Hispanic children with access such education decreased from about 50%
in 1982 to less than 30% in 2008 (Americans for the Arts, 2008). Salvador and Allegood (2014)
investigated curricular and extracurricular music course offerings in 88% of Detroit, Michigan,
and Washington, DC, metro areas public schools and discovered that high schools with large
non-White student populations were less likely to offer curricular music instruction in the Detroit
metro area and extracurricular music instruction in both, Detroit and Washington, DC, metro
areas.

The State Level Music Education Policy in Virginia

In Virginia, the role and responsibility of the state regarding education was defined in the

Constitution of Virginia, signed in 1776 and subsequently amended (The Center for History and

New Media at George Mason University, n.d.). Specifically, the General Assembly of Virginia
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was made responsible for implementing and partially financing high quality free educational
programs for all school age children (Va. Const. art. VIII, § 1; Va. Const. art. VIII, § 2). Since
1971, the Virginia Board of Education, the supervising organization for public education in the
Commonwealth, prescribed the Standards of Quality for Education, which the General Assembly
legislatively enacted in 1972 and periodically revises (Virginia Department of Education
[VDOE], n.d.-d; VDOE Office of Policy, 2016; Va. Const. art. VIIL, § 2). More specifically, the
Standards of Quality included a requirement for local school boards to create and implement fine
arts instructional programs and identified music as a course offering (Virginia’s Legislative
Information System, n.d.-a). Since 2004, the Standards of Quality have mandated public schools
to offer general music in Grades K-5, but teaching music in middle and high schools has not
been required, even in the latest revision of the legislation (Education, 2019a, 2019b; Virginia’s
Legislative Information System, n.d.-b). This was different from 44 other states that have
required offering fine arts in middle and high schools (National Center for Education Statistics
[NCES], 2018).

School staffing requirements delineated in the Standards of Quality have undergone
multiple revisions. In 1970, Virginia elementary school teaching certification requirements
included completion of three credit hours of college music courses that prepared general
classroom teachers to incorporate music in daily instruction; however, this requirement was later
eliminated (Stinnett & Pershing, 1970; Virginia Administrative Code, 2018). From 2004 to 2019,
the Standards of Quality included the requirement of employment of five visual art, music, and
physical education specialists per 1,000 K-5 students, and there have not been guidelines on
secondary school music personnel (Education, 2019b; Virginia’s Legislative Information

System, n.d.-b). Even though the Standards of Quality have not required public schools to offer
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music beyond K-5, the VDOE has led the formal high school music curriculum development in
the state (VDOE, 2022c; Virginia’s Legislative Information System, n.d.-c). For example, the
2006 K-12 Music Standards of Learning (SOLs) were revised in 2013 and 2019 (Board of
Education, Commonwealth of Virginia, 2006, 2013, 2020).

As high school music education in Virginia has not been required by the state law, the
state’s school divisions (local educational agencies referred to as districts in other states; the term
school divisions will be used in this study for Virginia local educational agencies) could set their
unique high school music education requirements. Studying these differences and potential
disparities required a special approach.

Theoretical Framework

In the late 19th century, physical and social scientists proposed that it would be more
effective to study a phenomenon through its interaction with the environment rather than in
isolation and developed the concept of social systems, complex social phenomena with
hierarchically organized interacting sub-parts (Hoy & Miskel, 2013; Meadows, 2008; von
Bertalanffy, 1968). In the second half of the 20th century, social science researchers defined
organizations as complex social systems, structures comprised of interdependent components,
people, goals, job expectations, and relationships that continuously engage in dynamic
interactions with one another and with the environment (Hoy & Miskel, 2013; Katz & Kahn,
1978; Parsons, 2007; Social systems theory, 2006; S. L. Watson et al., 2008). Getzels and Guba
(1957) were among the first to apply the systems view to the realm of administration when they
suggested that organizations are systems that embody interactions of pre-determined hierarchical

job statuses with human needs and aspirations.
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A Virginia school division-level set of high school music course offerings was considered
in this study as a phenomenon and a part of a complex social system. As established earlier,
multiple factors influenced the development of course offerings: policies, traditions,
racial/ethnical demographics, geographic locations, advocacy, curriculum development
approaches, and socio-economic status (SES). Thus, to better understand the state of Virginia
high school music education, I examined Virginia division-level high school music offerings in
multiple contexts. One social systems theory, the ecological systems theory, attempted to explain
the influence of environment on human development by hierarchically organizing interacting
environmental settings: (1) a microsystem—a physical location, a particular subject, or an event
a person engages with; (2) a mesosystem—a larger level of interaction of two microsystems; (3)
an exosystem—a level of microsystems interaction that does not directly involve a particular
subject involved in a microsystem; and (4) a macrosystem—a large societal level
(Bronfenbrenner, 1977; Vest Ettekal & Mahoney, 2017). The ecological systems theory was
applied to studying Virginia division-level high school music course offerings: through
examinations of the dynamic relationships among the four units of society, the field of music
education, the US federal government, the Virginia state government, and the school divisions.

Figure 1 illustrates a view of Virginia public school division level music course offerings
as a sub-part of the larger field of music education policy. Virginia divisions’ high school music
course offerings were considered as a microsystem existing within the exosystem, the state
educational policy, as the state SOLs and guidelines for music education determine the content
of divisions’ music programs (Board of Education, Commonwealth of Virginia, 2020;
Commonwealth of VDOE, 2015; Williamsburg-James City County Public Schools, 2019a).

Virginia state-level music education policy were considered as a sub-part of the federal
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educational policy influencing the course of music education through governmental educational
initiatives, such as the ESSA that included music in the list of subjects necessary for well-
rounded education. Virginia further individualized the ESSA by making music education
compulsory in elementary schools and allowing local School Boards to make decisions on
secondary music education (Education, 2019a, 2019b; NAfME, 2015; S. Res. 1177, 2015).
Federal music education policy were considered as a sub-system of the macrosystem of the entire
field of music education shaping federal policies through research, advocacy, and stakeholder
input (F. C. Fowler, 2013). For example, the Music Education Policy Roundtable (2021), a
conglomerate of 43 music organizations, recently advocated for increases in governmental

funding for art education.

Figure 1

A Social Systems View of Virginia Public School Music Education Policy
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Social systems theorist have developed various logical maps to study patterns of
interaction among parts of social systems (Meadows, 2008; Senge, 2006; Senge et al., 2012).
Senge (2006) designed multiple archetypes, such as the Limits to Growth depicted in Figure 2 as
applied to of interactions between local and state music education policy levels. The circle on the
left represents an interaction between division-level high school music course offerings and
division allocations for high school music. The vertical arrow represents growth caused by this
interaction—the more funds a school division designates for music programs, the more teaching
positions and materials are budgeted. The scale inside the circle on the right represents a
balancing action caused to the first circle - the absence of state funds for high school music
education results in lower division-level allocations for high school music. Outside of the circle
is the limiting factor that causes the balancing circle to exist. As high school music was not
defined as compulsory in Virginia, logically, school divisions could prioritize financing courses

required by the state law.

Figure 2
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Detecting patterns of interactions within social systems has helped educational leaders to
focus on a right path in addressing challenges. Senge’s (2006) Limits to Growth archetype was
designed to determine a factor impeding progress of multiple parts of a social system. Senge
recommended making changes within a system starting with changes to that limiting factor. Such
an approach was evident in recent actions of the leadership of the Virginia Music Educators
Association (n.d., 2021Db), a state level branch of the NAfME. At a recent Virginia state
legislative session, the Virginia Music Educators Association advocated for including one
separate fine arts credit in high school graduation requirements, which most recently were
allowed students to choose either a fine arts or a career and technical education course.

Therefore, as the social systems theory suggested, multiple societal, philosophical, and
subject matter sources influenced development of division-level high school music courses.

A Social Systems View of Curriculum Development in Music Education

In his 1949 work on categorizing curriculum development, Ralph Tyler (2013), one of
the earliest influential American curriculum theorists, recommended considering each possible
source of curriculum. Figure 3 illustrates a social systems view of possible music curriculum
sources borrowed from curriculum theories and field practices. Directionality of arrows suggests
that all these sources are important in curriculum development and change to one source could

result in changes to all. I defined these sources and explained their potential interactions.
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Figure 3

Possible Sources for Development of Division-Level High School Music Course Offerings
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Needs of Students. Curriculum theorists suggested that various levels of student needs,
basic, developmental, psychological, individual, and subject matter related, as well as student
interests should be evaluated in curriculum development (Abeles et al., 1995; Cowden &
Klotman, 1991; W. R. Gordon et al., 2019; Posner & Rudnitsky, 1997; Tyler, 2013). For
example, recent technological advances allowed to instantaneously create and share music; thus,
there was a need for technology integration in music programs (W. R. Gordon et al., 2019; Oliva,
2009; Tobias, 2013).

Needs of Society. Curriculum theorists suggested studying societal needs in relation to
student needs and designing programs resembling real world experiences (Glatthorn et al., 2019;

Oliva, 2009; Tyler, 2013; West, 2015). Oliva (2009) defined six levels of society: human,
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international, national, state, community, and neighborhood. W. R. Gordon et al. (2019)
suggested curriculum developers to consider multiple aspects, such as, shifts in national and state
population, changes in local housing, job market, improving education, and providing more
entertainment. For instance, studying national and international job markets helped to define
knowledge, skills, and specialized experiences students needed to succeed (Cowden & Klotman,
1991; W. R. Gordon et al., 2019; Tyler, 2013).

State Music Education Standards of Learning. States have published music education
standards that served as a point of reference for music program development (Guitar Foundation
of America, n.d.-a). For example, the 2020 Virginia Music SOLs included standards for the
following high school courses: music, music theory, four levels of instrumental music, and four
levels of choral music (Board of Education, Commonwealth of Virginia, 2020).

Research in the Field of Music Education. My Internet searches revealed that there
were over 40 professional journals and over 40 book publishers disseminating music education
research, as well as higher education research organizations, such as the Center for Music
Research at Florida State University (n.d.), and research associations, such as the International
Music Education Research Centre (2021) in London (PublishersArchive, 2018; Syracuse
University Libraries, 2020).

Music Educators Professional Associations. Music educator associations have
influenced field practices through standards and program development recommendations. For
example, the 2014 National Music Standards developed by the NAfME (n.d.-a) included the
following high school music courses: composition/theory, music technology,
guitar/keyboard/harmonizing instruments, and ensemble. More specialized standards were

published by such organizations as the American String Teachers Association and the Guitar
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Foundation of America (n.d.-b; S. J. Benham et al., 2011). The Virginia Music Educators
Association (2021b), a federated state unit of the NAfME, has governed the Virginia Band and
Orchestra Directors Association (2020a), the Virginia Association of Music Education
Administrators (2021), and the Virginia Choral Directors Association (2020b). These
organizations have published specific to Virginia music program guidance (Virginia Choral
Directors Association, 2020b).

These analyses of interdependence among curriculum sources illustrated the essence for
what Ornstein and Hunkins (2013) called “the curriculum development game...[in which]
players...collaborate for diverse and particular ends” (p. 179). Ornstein and Hunkins suggested
that multiple actors were engaged in the curriculum development game: students, principals,
curriculum leaders, assistant superintendents, superintendents, boards of education, lay citizens,
the federal government, state educational agencies, regional government-funded research centers,
and other participants, such as professional educator associations and private foundations.
However, while some curriculum development theorists asserted the curriculum development
game was hierarchical, others stressed that the number, types, and the levels of autonomy of
stakeholders could not be fully defined (Abeles et al., 1995; Clinton, 2015; Cowden & Klotman,
1991; Elliott & Silverman, 2015; Oliva, 2009; Regelski, 1975).

The Curriculum Development Game

Research on curriculum development outlined two approaches to the curriculum
development game, the technical/rational/systematic, referenced to in this study as formal, and
the nontechnical/nonrational/ nonsystematic, referenced to in this study as informal (Cowden &

Clotman, 1991; Ornstein & Hunkins, 2013; Sowell, 2000, 2005).
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The Formal Approach. The formal approach advocates incorporated three logically pre-
planned curriculum development stages: analysis, development, and evaluation (Brown & Green,
2015). For example, Tyler’s (2013), Taba’s (1962), Clinton’s (2015), Hewitt’s (2006), and
Snyder and Sur’s (1959) models contained: examining student needs, selecting and organizing
content and experiences, and implementing and evaluating curricular programs. In his
Hierarchical Model of Levels and Sectors of Curriculum Planning, Oliva (2009) identified 8
curriculum development game arenas: (a) classroom level where implementation and evaluation
occur; (b) team, grade, and departments level that select and sequence content, adapt
differentiation, create goals, and make other instructional decisions within authority levels; (c)
school-wide curriculum committees that decide on program offerings and content and plan for
school improvement based on student performance and teacher and family surveys; (d) division-
wide curriculum committees that decide on what school division programs should be offered and
make improvement recommendations; (¢) state educational agencies that serve as the highest
authority in curriculum development, monitoring and auditing instructional programs and
allocating funds; (f) regional collaborations of curriculum developers; (g) national level
legislations, grants, and research guidelines and public opinion; and (h) field contributions of
international professional associations, international-scale assessments, and global direction.
Pellegrino et al. (2015) illustrated this formal approach by recommending educational
organizations to develop secondary performance classes curricula based on the 2014 National
Core Music Standards and to evaluate student learning by carefully devised assessments of
student mastery of specific knowledge and skills.

The Informal Approach. The informal approach purported that one person could not

unite all elements of the complex process of curriculum development with a single theory, as
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curriculum has been constantly evolving, intuitive, and impossible to break down into steps
(Brown & Green, 2015; Elliot & Silverman, 2015; Ornstein & Hunkins, 2013; Sowell, 2000,
2005; Walker, 2003). The informal approach proposed more practice-oriented curriculum
development: inviting students and teachers to co-create curriculum content and making
curricular decisions on school, department, and classroom levels (Brown & Green, 2015; Elliott
& Sileverman, 2015; Ornstein & Hunkins, 2013; Sowell, 2000, 2005; Walker, 2003). Goals of
the informal approach were arrived to in deliberations, in which multiple alternatives were
considered and the best was agreed upon (Elliott, 1994; Ornstein & Hunkins, 2013; Walker,
1971). McCutcheon (1995) presented the solo and the group deliberation models, with the solo
model being individual teacher’s practical curricular adjustments based on field experiences.
Barrett’s (2005) example of reconceptualization of classroom routines illustrated both solo and
group deliberation models. A high school band teacher, realizing the value of teaching chamber
music and composition, designated 2 days a week for small group practices and music
composition with technology. When some of this teacher’s colleagues questioned whether these
activities were worthy of time taken away from performance preparation, the teacher insisted that
learning how to work independently and develop musical creativity improved student
musicianship and positively affected large-group performances and continued this practice.
Blended Approaches. In educational practice, both the formal and the informal
approaches have been used simultaneously. According to Hewitt (2006), a school district-level
high school program of studies as a policy had to clearly articulate and explain organization of
courses, be accepted by teachers and families, and had to be easily replicated across a district
(Hewitt, 2006). Certainly, school district and building levels administrators could establish

rationale for changes, calculate improvement costs, allocate local financial resources, present to
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school boards, identify competencies and qualifications of administrative and instructional
personnel, set guidelines for staff development, and facilitate curriculum revisions (J. L.
Benham, 2016; Cowden & Klotman, 1991; Major, 2013; Poquoson City Public Schools, 2016;
Rebore, 2012). But so could teachers, students, families, and community members do, or at least
help with. Rather than being confined to classroom matters, teachers had to be in the center of
decision-making regarding every part of division-wide program development (Abeles et al.,
1995; Elliott & Silverman, 2015; Regelski, 1975). Thus, district-level music curriculum
development had to be approached comprehensively, with considerations for multiple important
factors and with appropriate stakeholder engagement. This approach influenced the conceptual
framework of the study designed for investigating the complex division-level music curriculum
development processes in Virginia.
Conceptual Framework

A division-level high school program of studies was considered in the study as a
regulatory educational policy, a set of administrative rules that affected large groups of
stakeholders (F. C. Fowler, 2013). The educational policy process was defined by F. C. Fowler
(2013) as “a sequence of events that occurs when a political system considers different
approaches to public problems, adopts one of them, tries it out, and evaluates it” (p. 14). F. C.
Fowler specified 6 policy stages: (a) policy definition, when a problem involved multiple
stakeholders and tentative solutions were proposed in an expressive political language; (b)
agenda setting, when the problem was officially considered through the lens of the latest
developments; (c¢) policy formulation, when a policy was expressed in writing; (d) policy
adaptation, when a proposed written policy underwent a chain of administrative approvals; (e)

policy implementation, when a policy was implemented and further modified at the
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implementers level; and (f) policy evaluation, when a policy practicality and accuracy were
assessed with various research methods. Figure 4 illustrates the conceptual framework for the
study, the curriculum development policy arena based on the social systems theory
considerations, on F. C. Fowler’s policy process, and on multiple formal and informal
curriculum development models of prominent education and music education curriculum
theorists. The conceptual framework reflected that change could be collaborative and
unpredictable—the arrows in Figure 4 connect parts of the conceptual framework without a
particular order. Even if a school division had a formal program of studies development process,

a call for innovation could emerge from any social system part.

Figure 4
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Define Student Needs and Interests

This stage involved presenting an evidence-based call for change and proposing possible
realistic solutions (F. C. Fowler, 2013). Curriculum theorists suggested that student needs and
interests could be determined through examinations of gaps in student development,
contemporary life, learning theories, and developments in the field (Glatthorn, 1994; Taba, 1962;
Tyler, 2013). Tyler (2013) suggested studying student needs and interests with a variety of
methods: observations, student and family interviews, questionnaires, assessments, and public
records searches. Edelson (1972) recommended giving high school students annual surveys to
ask in what music courses students would like to enroll.

The formal curriculum development approach viewed this stage as generalizing findings
to the entire student population. For example, Pendegrast and Robinson (2020) surveyed interests
of 827 Grades 6 through 12 students in two large school districts. 369 participants took music
classes in school, 254 took music outside of school, and 204 did not take music. The results of a
4-point Likert-type scale survey ranked music classes according to student interest, from more to
less, as: piano/guitar, music composition with technology, popular music group, large ensemble,
music history/theory, and world music group. Among major sources for examining student needs
were the NAfME’s (2020) Opportunity to Learn Standard that recommended a basic high school
music program to have at least one performing ensemble for each 450 students, and a quality
program to have an additional alternative performing ensemble for each 450 students.

Informal approaches to defining student needs and interests included individual or group
teacher discussions and analyses of real needs of real students (Elliott & Silverman, 2015).
Clinton (2015) recommended music education leaders to continually listen to teacher feedback

and proposals to change and to give every teacher suggestion a thorough consideration.
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Oliva (2009) identified seven levels of curriculum development: classroom, school,
school district, state, regional, national, and world. Therefore, curriculum leaders had to analyze
multiple perspectives, international, national, state, local, and classroom and to merge formal and
informal approaches to accurately diagnose student needs in order to chart curriculum goals.

Set Curricular Goals

This stage involved creating policy goals that addressed educational agencies’ standards
and guidelines, developments in the field, and discussions in professional literature and in the
community of practice (F. C. Fowler, 2013). Curricular goals had to be conceptualized based on
educational philosophies and on examinations of multiple sources for what could work for
student audiences (Abeles et al., 1995; Hewitt, 2006). For example, in professional literature,
Abeles et al. (1995) defined successful music programs as characterized by quality and quantity
of course offerings and by teaching to lasting values of music as an art. Abeles et al. proposed
music courses should: (a) teach children something new; (b) offer music education experiences
that are valid in professional field and could serve students after graduation; (¢) structure courses
around fundamental musical concepts that lead to wider application of learned material across
the field of music; (d) allow for representation of many musical styles, cultures, and historical
periods; (e) make experiences relevant to students; and (f) teach what students are capable of
learning. The NAfME’s (2020) Opportunity to Learn Standards as well contained
recommendations for high school music course offerings. With formal curriculum development,
curriculum goals had to be created in professional development sessions led by school district
administrative personnel. With informal curriculum development, teachers could initiate and lead
the process; for example, in the second half of the 20th century, Jacqueline Dillon was one of the

first to build large-group heterogeneous string orchestras (Tast, 2016).
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Draft a Program of Studies

This stage involved presenting a policy in a written form (F. C. Fowler, 2013). At the
school district level, this usually was a program of studies, a document that described graduation
requirements and course selections (York County School Division, 2020). Division-level
programs of studies in Virginia had to formally align with the Standards for Accrediting Public
Schools, which required two credits of either world languages, or fine arts, or career and
technical education courses taken in high school for a Standard Diploma or one hour of these for
an Advanced Studies Diploma or a Modified Standard Diploma (VDOE, 2019a; York County
School Division, 2020). Examples of the formal curriculum development included building
curriculum development advisory teams that involve teachers, administrators, field professionals,
parents, and students (Glatthorn et al., 2019; Ornstein & Hunkins, 2013). For example, the
Arlington Public Schools in Virginia (2021) monthly gathered the Advisory Council on Teaching
& Learning; 40 to 50 stakeholders reviewed the division-wide curriculum and produced
recommendations for improvement. With formal curriculum development, pilot testing and field
testing of curricular initiatives ready for adoption were important (Hewitt, 2006). With informal
curriculum development, teacher solo and group deliberations dominated—teachers proposed
and developed educational programs that served real student needs (Elliott & Silverman, 2015).
Adopt the Program of Studies

This stage involved assessment of a program of studies draft by rule-makers, chief
academic officers, school boards and securing funds (F. C. Fowler, 2013). For example, the York
County School Division (2021b) 750-student high school music program’s 2022 projected costs
were $679,468, with 94% of the costs allocated to teacher salaries and benefits, and the

division’s Superintendent cabinet annually gathered community input, created a comprehensive
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estimate budget justified by a program of studies, and sought a school board approval (York
County School Division, 2021a).

Music education researchers assert that at this stage, both formal and informal curriculum
development approaches are vital. Sorenson and Goldsmith’s (2018) 10 steps for effective
budgeting exemplified a formal curriculum development approach that could be used on this
stage: (a) determining allocations, (b) budgeting for fixed expenses, (¢) making budget decisions
involving all stakeholders, (d) planning for potential expenditures, (e) saving, (f) avoiding
borrowing, (g) developing a budget plan, (h) deciding on budget goals and stick to budget
deadlines, (i) evaluating budgets, and (j) adhering to a budget. In educational practice, when
school budget deficits occured, elective programs were first to cut, and district level leaders
played important roles by practicing informal curriculum development, continually advocating
for music programs: participating in music education policy coalitions, including music
education in a school vision, building collaborative environment among music teachers, and
fostering teacher leadership (J. L. Benham, 2012, 2016; Dillon-Krass & Straub, 1991; Music
Education Policy Roundtable, 2021; NAfME, 2019). Clinton (2015) asserted that state and
budget allocations, as well as fundraising and parental support groups, helped to offset music
program expenses. Teacher input on this stage could be crucial; for example, a music teacher
could write a grant to obtain musical instruments to enhance his or her music program or to open
one (Great Falls Public Schools Foundation, 2021; Save the Music Foundation, 2019).
Implement the Program of Studies

On this stage, a program of studies is implemented on the classroom level. F. C. Fowler
(2013) suggested that success of a policy implementation had to be determined by knowledge

and skills of implementers, and that curriculum leaders at the district level had to skillfully
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combine both formal and informal curriculum development approaches. Practicing formal
curriculum development, curriculum leaders coordinated implementation of a program of studies
through building an infrastructure and a capacity of those involved in implementation:
organizing curriculum committees, securing financing for course expenses, scheduling, hiring
and developing personnel, and keeping stakeholders informed on what has been accomplished
(Clinton, 2015; Hewitt, 2006; Rebore, 2012). Jacobs (2010) proposed three interlocking
structures for curriculum implementing. First were long and short-term scheduling demands,
graduation requirements, daily schedule, and the latest innovations, such as advisory and college
transition program. Second was student grouping—institutional (by gender, age, proficiency,
type of school, and school function); instructional (by skill development, needs, social learning,
and individualized learning); and independent (by clubs, online courses, work-related
experiences, and community service). Third were groupings and affiliations of teachers and staff,
departments, grade levels, school building levels, and outside-of-school collaborations. The
NAfME’s (2020) Opportunity to Learn Standards included guidelines for staffing, professional
development, program materials, and facilities for every course defined in the National Music
Standards (National Coalition for Core Arts Standards, 2014). With informal curriculum
development, program of studies implementation was entirely classroom-based: teachers and
students decided on what worked and continually adjusted, while administrators continually
solicited teacher suggestions (American School Band Directors Association, 1997; S. J. Benham
et al., 2011; Clinton, 2015; Elliott & Silverman, 2015; Hedden, 2021; Odegaard, 2009).
Evaluate the Program of Studies

The final stage of the program of studies development process was evaluation. According

to F. C. Fowler (2013), policy evaluation for practicality, accuracy, and goal achievement with
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various qualitative and quantitative methodologies had to be set forth as a continual process, and
curriculum leaders were responsible for wise selection of effective evaluation means. The Joint
Committee on Standards for Educational Evaluation (2021) published program evaluation
standards for North American educational organizations. These standards contained specific
guidance on how to judge quality of educational programs considering evaluation needs and
uses: practicality, effectivity, ethics, accuracy, and accountability (Yarborough et al., 2011).

Glatthorn et al. (2019) and Fitzpatrick et al. (2011), both formal curriculum development
approach proponents, recommended developing comprehensive plans for evaluating every aspect
of instructional programs, including time and financial allocations, teachers, schedules, and
enrollments. The NAfME (2020) Opportunity to Learn Standards introduced four parameters for
music education program evaluations: curriculum and scheduling, staffing, materials and
equipment, and facilities. Logic models, program evaluation models used in formal curriculum
development, evaluated program inputs, endeavors, products, and short- and long-term impacts
to determine whether program objectives were met (Fitzpatrick et al., 2011). Informal curriculum
development approach evaluations included gathering informal feedback from a variety of
stakeholders, evaluating audience response at school concerts, gathering personal impressions of
school concert performances, conducting classroom observations, and collaborating in
professional learning communities (Clinton, 2015; Eisner, 2002; Fitzpatrick et al., 2011).
The Cyclical Nature of Curriculum Development

In both formal and informal curriculum development, the evaluation was considered a
beginning of a new curriculum development cycle. Oliva (2009), a formal curriculum
development approach advocate, recommended that curriculum re-evaluation should take place

every 5 years, with the purpose of determining whether current needs of students are met.
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Informal curriculum development approach advocates Elliott and Silverman (2015) suggested
curriculum re-evaluation had to be continual and teacher-led. As national and state standards
have undergone continual revisions, division-level and classroom curricula have evolved, and
music curriculum leaders had to be able to effectively incorporate both formal and informal
approaches, continually evaluating curriculum needs through gathering regular feedback from
stakeholders, community, students, parents, and teachers (Abeles et al., 1995; Clinton, 2015;
Fairfax County Public Schools, 2014; W. R. Gordon et al., 2019; National Policy Board for
Educational Administration, 2015; Poquoson City Public Schools, 2021).

This conceptual framework helped me to investigate intricate interactions and
circumstances that constituted division-level curriculum development processes in Virginia.
Using this conceptual framework, I attempted to gather some understanding of why particular
high school music courses are offered in particular areas of the state and what curriculum leaders
across the state did to improve quality of high school music education.

Problem Statement

Research showed that race/ethnicity, socio-economic status, and geographic location
explained disparities in high school music course offerings. A survey of over 500 US secondary
school principals revealed schools with lower SES offered significantly fewer music courses than
schools with higher SES, and rural public schools offered less variety of music courses than
urban and suburban (Abril & Gault, 2008). In 2004, among graduated US public high school
seniors enrolled in band, choir, and orchestra, 65.7% were of a high SES and White (Elpus &
Abril, 2011).

An initial examination of select Virginia high school division-level programs of studies

revealed disparities in the number and the variety of high school music courses. In the 2019-2020
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school year, four Virginia school divisions with similar student populations and operating
budgets—Augusta County Public Schools (2019a, 2019b); Bedford County Public Schools
(2019a, 2019b); Williamsburg-James City County Public Schools (2019a, 2019b); and York
County School Division (2019, 2020)—delivered very different high school music programs
(VDOE School Quality Profiles, n.d.). As shown in Table 2, Williamsburg-James City County
Public Schools was the only one of these divisions to offer three levels and/or sub-categories of
string orchestra, whereas the Augusta County Public Schools was the only one that offered piano
and did not offer AP music theory. Levels referred to difficulty/progression, such as beginning,
intermediate, advanced, artist, I, or II, and so forth, as classified in the current Virginia Music
SOLs; sub-categories referred to instrumentation, voicing, and other classifications, for example,
mixed chorus, girls’ choir, percussion ensemble, or jazz ensemble (Board of Education,

Commonwealth of Virginia, 2020).
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Table 2

A Comparison of Types, Advancement Levels, and Sub-Categories Among High School Music Course Offerings in Four Selected

Virginia School Divisions

School Division 2018-2019 2019-2020 Number of Advancement Levels and/or Sub-Categories for Each
Student Operating High School Music Course Type
Population Budget

Band Chorus Guitar Piano Orchestra Music  Advanced
Theory Placement

Music
Theory
Augusta County 10,407 $110,100,207 4 2 2 2 0 2 0
Bedford County 9,463 $107,729,340 3 3 0 0 0 0 1
Williamsburg-James City 11,813 $142,515,133 4 3 0 0 3 0 1
County
York County 12,982 $145,544,545 14 4 1 0 0 1 1
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Table 3 depicts demographic characteristics of the four school divisions. Census defined
large suburban areas as located outside of large cities and inside urbanized areas with population
over 250,000, whereas rural fringe referred to rural areas located either within 5 miles from
urbanized areas or within 2.5 miles from urban clusters (NCES, n.d.). Augusta County and
Bedford County had similar demographics, and both were rural, but the Bedford schools’ course
offerings were not as rich and diverse as the Augusta County’s (VDOE School Quality Profiles,
n.d.; NCES, n.d.). Both York County and Williamsburg-James City County were suburban areas
and had more racially/ethnically diverse student population than Augusta County and Bedford
County did; however, the York County School Division offered five course types with 21 levels
and/or course sub-categories, whereas the Williamsburg-James City County Public Schools
offered four course types and 11 overall levels and/or sub-categories (NCES, n.d.; VDOE School

Quality Profiles, n.d.).
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Table 3

The 2020-2021 Student Enrollment and Geographic Location Types of Four Selected Virginia School Divisions

School Division Race Economically  School Division
- . . . - . . Disadvantaged Locality
Black Hispanic =~ White  Asian Multiple Amer.lcan Natlye Students Description
% % % % Races Indian Hawaiian o
% % %
Augusta County 3.2 6.5 84.5 1 4.5 0.3 0.1 34.6 Rural, Fringe
Bedford County 8 4.1 80.4 1.9 53 0.3 0.1 374 Rural, Fringe
Williamsburg-James City County  18.1 14.5 554 2.9 8.7 0.3 0.1 38.1 Suburb, Large
York County 13.2 11.5 57.1 6.3 11.2 0.2 0.4 25 Suburb, Large

Note. The National Center for Education Statistics (n.d.) defines rural fringe localities as rural territories that are 2.5-5 miles in
proximity to urban areas. Large suburbs are defined as urban territories with population of at least 250,000 and located close to

principal cities.
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The proposed study examined what high school music courses are offered in all Virginia
school divisions and attempt to determine the nature of possible disparities. Were high school
music course offerings available to 46.3% White, 22% Black, 17% Hispanic, and 7.7% Asian
Virginia’s student populations (VDOE School Quality Profiles, n.d.)? 41% of Virginia school
age children were economically disadvantaged (VDOE School Quality Profiles, n.d.). Did they
receive high quality music education? Was high school music education less accessible to
students in 98 Virginia school divisions (74% of the divisions in the state) classified as rural,
distant, or remote (VDOE, 2009; VDOE School Quality Profiles, n.d.)? How did high school
music courses offered in 42 Virginia school divisions that were rural and low-income differ from
school divisions that were affluent and located in cities, towns or suburbs (NCES, n.d.; VDOE,
2009, 2013)? And how did Virginia school divisions’ administrators approach programs of
studies development challenges caused by these disparities created by demographic patterns? I
developed three research questions.

Research Questions
1. What types and levels of high school music courses (for example, band, chorus,
orchestra, piano, guitar, vocal ensemble, instrumental ensemble) were offered in
Virginia public school divisions in a given school year?
2. How did offering of each high school music course type in a given Virginia public
school division correlate with this school division’s select demographic
characteristics: enrollment, geographic location, socio-economic status, and

race/ethnicity?
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3.  What formal and/or informal curriculum development approaches were associated
with offering of particular types of high school music courses in a representative
sample of Virginia public school divisions?

Significance of the Study

In Virginia, each school division could have a unique music education program of studies
and practice a unique approach to developing this program of studies, and I believed that these
were very useful for practitioners and researchers to learn from (Bedford County Public Schools,
2019b; Klein, 1986; Major, 2013; Williamsburg-James City County Public Schools, 2019a; York
County School Division, 2020). Researchers examined high school music programs nationwide
and in some states, but no one conducted a detailed examination of high school division-level
music course offerings in the state of Virginia. Elpus and Abril (2011) studied nationwide
demographics of students enrolled in high school instrumental and vocal music ensembles.
Klein’s (1986) surveyed music education in 47% of Kentucky school districts and analyzed
societal and historical impacts on the development of music education in the state. Recent studies
explored public school music education accessibility, such as Shaw and Alueto’s (2021) study of
music teachers employed across the state of Michigan and of how equitable access of music
education to minority students is in the state. Major’s (2013) study was the only recent study on
the district-level decision-making processes that influence high school music course offerings. A
study that might provide more insights into such processes was needed.

The importance of high school music education has been a frequent topic of discussion in

educational research. Curriculum theorists suggested that high school music curricula rich in
course offerings had to be considered desirable because goals of high school education as of a

culminating schooling experience had not to be limited to core academics but include vocational
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and avocational experiences that prepare students for post-secondary education (Cowden &

Klotman, 1991; Oliva, 2009; Tyler, 2013). Gillespie et al. (2014) established that music

curriculum breadth was a positive factor for public school music programs and found that adding

additional music courses did not detract student enrollment in previously established music

courses, but rather attracted new students into music departments. An examination of high school

music course offerings across Virginia and of demographic characteristics that possibly affected

the development of music programs in the state could serve Virginia music educators and

administrators as a reference and a starting point for change in music education policy. This

study was important to conduct because it unveiled strengths and deficiencies in Virginia school

divisions’ approaches to high school music education and, hopefully, encouraged students,

parents, teachers, and school administrators to create solutions to address current disparities in

high school music education accessibility.

Definition of Terms

Curriculum development process — developing and organizing educational programs; the term is
used in multiple situations, from state-developed frameworks to teacher-written units and
lesson plans for a course of study (Sowell, 2000, 2005). In this study, the term refers to
the development of course offerings at the school district level.

Curriculum development models — educational researchers’ theories of curriculum development
process.

Decision-making processes — evaluating options and choosing the best available (Simonson,
2007). In education, decisions are made in consultation with multiple stakeholders

involved (Hoy & Miskel, 2013; Hoy & Tarter, 2008).
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Formal curriculum development — a strictly outlined curriculum development process, with
major stages identified as: definition of needs, creating objectives, implementing, and
evaluating (Ornstein & Hunkins, 2013; Sowell, 2000, 2005).

Geographic location (or locality) — Virginia school divisions locale categories are defined by
Census and are available on the NCES (n.d.) website. This simplified version of the
NCES locales was created for the study to obtain representative samples: (a) city —
located in an urban area, (b) town — located 10 or more miles away from an urban area
and inside an urban cluster; (c) suburban — located outside a principal city and in an urban
area; and (d) rural — located five or more miles away from an urban area or two and a half
miles away from an urban cluster.

Informal curriculum development — an approach that emphasizes the importance of students and
teachers in decision making and is based on deliberations; this process does not specify
curriculum development stages (Ornstein & Hunkins, 2013; Sowell, 2000, 2005).

Music Advocacy — efforts that engage teachers, students, parents, musicians, and other
stakeholders in justifying the value of music to legislators and to the lay audience (Mark,
2002, 2007; Mark & Gary, 1992; NAfME, 2019).

Music Standards of Learning (SOLs) — defined by VDOE essential music knowledge and skills
students are expected to acquire in the process of taking music courses (Board of
Education, Commonwealth of Virginia, 2020).

Racial and Ethnic Groups —the VDOE (2015) and the VDOE School Quality Profiles (n.d.)
define seven racial and ethnic groups and use this classification in reporting school

divisions and individual school data: American Indian or Alaskan Native, Asian, Black or
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African American, Hispanic, White, Multiple Races, and Native Hawaiian or Other
Pacific Islander.

Socio-economic status — a term used in social sciences to characterize a family’s educational
level and social class, both in the US and in the world; socio-economic status is
considered as a predictor of educational outcomes for children and adults (American
Psychological Association, n.d.). The VDOE School Quality Profiles (n.d.) report a
student as an economically disadvantaged when: (a) a student receives free or reduced-
price meals; (b) a student’s family receives assistance; (c¢) a student is eligible for

Medicaid; and (d) a student is a migrant or experiences homelessness.
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CHAPTER 2
REVIEW OF RELATED LITERATURE

This thematic literature review examined the development of Virginia high school music
course offerings, and the identified themes are th