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Abstract
Educational leaders and experts claim that tea@rerthe number one classroom factor
in the educational success of students (Marzar@®/;2%ong, 2009). This study
determined there was not a significant correlatietween the two teacher characteristics
of advanced degree completion and years of expmriemhese are two of the more
guantifiable and highly regarded teacher charagttesiin the profession. The typical
teacher salary is a major component of educatianplaces high value on these two
characteristics. There are many other policieslegidlation, such as the No Child Left
Behind Act, teacher tenure, hiring practices, aaff seduction policies that place the
focus primarily on experience, degree completiorg oombination of the two. Data for
the study were requested from rural school supErddnts and elementary principals.
These data were degree level completion and experi®r third and fifth grade
teachers, as well as the class mean scores fofigseuri Assessment Program (MAP)
tests in communication arts and mathematics fasdheachers. These numbers were
analyzed using the Pearsoand multiple regression to determine whetherwwe t
teacher characteristics had a statistically sigaift effect on student scores. The study
found no significant correlation between the twaretteristics, advanced degree
completion and years of experience, and the saorése class standardized tests. These
results question the effectiveness of using thesecharacteristics to distinguish teacher

quality, and the high priority given to these cluaeastics.



Table of Contents

ADSITACT. ...ttt e e e iii

LISt Of TADIES. ... Vii

(@ gF=T o] (=1 g @ o=l ] 10T [UTox 1o o 1SS 1
Background of the Study..............uuuuiiiceis e 2
Conceptual FrameEWOrK...........oooieeiiii s s s e e e e e e e e e e e e e eeeesaeenenees 5
Statement of the Problem............ooo e 9
PUrp0oSe Of the STUAY.......uiiiiiei e 13
ReESEArCh QUESTIONS. .. ...iiiiiiiii e s e et e e e e e et e e e e e e eata e e e eeeennessaans 13

Null Hypotheses and Alternate HypOotheSesS. . eevvverereriiiiiieiiieeeeeeeennennnnn. 14

Definition Of KEY TeIMS.....cciiiiiiieeeeeee ettt s e e e e e e e e e e e e e eeaeeeeeeees 16
LIMITATIONS. ...t et e e ee e e e 19
SUMIMIATY .ttt remm et e e e e e e e e et e e e et e e e eaa e e e eb e neenesan e eeennns 21
Chapter TWo: ReVIeW Of LILEIratUre............ceummmreeeeeeeiieieieeiiiiiiiiiissneseeeeeeennaaaaaeeaes 23
Missouri and National Teacher CharacteristiCS....c....vueeeviiviiiiieeiiiiiiieeeeene 23
Missouri and National Salary Schedule Information............cccoevvvviiviicieennnn. 25
Student ACHIEVEIMENL.........cciiiiiiiiiie e emmmmmmr e e e 26
Teacher QUANITY..........uuueiiiie e ee s et e e e e e e e e e e e e e e e eeeeeasrennnneeeeannnes 28
Teacher Candidate QUAlILY..............eevrcemmmmmseeeeeeeee e e eeeeeeas 34

Teacher Experience and Student AChieVeMEeN . vvveiieiiieeeeeeeieeeieeeeeinnnn. 36

Advanced Degree Completion..............oiiceeeeeeeeeeiiiiiiiiese e ee e eeeeeaaaieees 42
Advanced Degree Completion and Student Achievement............cccceeeeeenn... 44
Teacher Salary SChedule.............ooo e 46



Teacher Pay and Student Achievement........cccceeeeeiiiiiiiiiiiieececieee 35

Teacher Tenure and Last-In-First-Out PoIiCIes............ccccoeiiiiiiiiiiniiiiiieeens 53
[ [T L0 T 0o PSP 55
Early Retirement INCENLIVES...........cvvviiiiiciiiii e 57
SUMIMIATY .1ttt r e e e e e e e e e e et e e e et e e e eaa e e e esa e e e anesan e eeennns 57
(@ gF=T o] (=T gl I a1 (=T 2 1Y [=11 0 To o (o] (oo Y20 PPPPRR 59
Problem and PUrpOSe OVEIVIEW........ccoiiicceeeeeeiie e e e e ee e 60
ReESEArCh QUESTIONS. ... ..iiiiiiiiii e s s e tte e e e e e et e e e e e e eara e e e eeeeenessanns 63

Null Hypotheses and Alternate HypOotheSesS. . eevvvrrrrerriiiiiiiiiieeeeeeeeneennnn.. 64

RESEAICN DESIQN...ceiiiiiiiiii it 66
Population and Sample........coooiiiiiiii e 68
INSTIUMENTALION. .....eiiiiiiiiiiii e e e e e 69
Data COllECHON. .....eeeiiiiiiiiiei it immmrme et e e e 71
D= L= B g o1 SR 72
SUMIMIATY .ttt e e e e e e e e e e e e e et e e et e e e e eaa e e e esn e nsanesaeeeennns 76
Chapter Four: Analysis Of Data...........cccoeuvveeii e r e e ee e 78
Background of the Study..............uueiireeeiii e 78
RESEArCh QUESTIONS. ... ..ciiiiiiiii e et e e e e e e et e e e e e e eatae e e e e eeeennneanns 79
DESCrPLIVE STALISTICS. . uuvvvruueiiiis s e ceeeeeeeese e e e e e e e eeeeeeeeeeeeessssnnnnnesnnnnns 80
Results of PearsanCorrelation..............covvviieiiiiiiiiiieeee e 85
Results of Multiple Regression ANalySiS.......cccceeeeeeeeiiiveeieeeiiiiccene e 87
SUMIMIATY ettt et e rmm et e e et e e et e e e e e e e e e b e e e et aneennsaeeeennns 89
Chapter Five: Summary and CONCIUSIONS...... .« eeeeeeiiiiiiiiiiieeeeeeeeeeeeeeeeeeeieeeens 92



1T 1T o 3 PPPR 94

0] 0] o= 1o 1 1 98
Recommendations fOr PractiCe.............couueeeeeeieeiiiiieeee e 100
Recommendations for Future Research.......ccccocvvveiieiiiiii e 103
SUMIMIATY .ttt ettt et e nma e e e e et e e e et e e e et e e e eaa e e eesanaeaenesaneeeees 104
Y o] o L= T [5G A PSPPSR 107
Y o] o L= T [ = TS 109
RETEIENCES. ... .. ettt e e s e e e s e e e e 111
[V L= VPP PPPPPPUTPPPPR 124

Vi



List of Tables

Table 1 Participating School Attendance, Enrollment, &$%Counts....................80
Table 2.School District Average Daily Attendance...............ccoovveiiiiiiiiiiennnnn. 81
Table 3.Experience Level of Third Grade Teachers...................ceeevveenn .82
Table 4.Degree Level of Third Grade Teachers...........coovoviiiiii i i e, 82
Table 5.Experience Level of Fifth Grade Teachers...................coceevve vl ....83
Table 6.Degree Level of Fifth Grade Teachers...........ccooeiiiiii i e 84
Table 7.MAP Data ANalySiS. ......uouiieie it e e e e e e e e e 85
Table 8.Multiple Regression Analysis Results for Third Gead..........................88
Table 9.Multiple Regression Analysis Results for Fifth Gzad..........................89

Vii



Chapter One: Introduction

Typically, when people think of a good teacheeytpicture a professional who
is both knowledgeable and experienced and uses #tetutes to help students in the
classroom achieve academic success. There amalzenof programs and procedures
that lend credence to the idea that the more expegia teacher has, the better teacher
that person may be (Rice, 2010). Rice (2010) atdid teacher tenure, a higher pay
scale, mentoring programs, and seniority assignsrfeate been some of the ways that
schools compensate experienced teachers. Thalsoia tendency to give preference
and to push teachers to advance their educatitheiform of advanced degrees (Drury
& Baer, 2011). Yet, there are some educationdkegsionals who both question and
debate the notion that experienced teachers ater leelucators (Miller & Roza, 2012).
Furthermore, there is controversy surrounding thteon that experienced teachers are
better able to raise test scores for studentsaircidssroom (Clotfelter, Ladd, & Vigdor,
2007). In fact, it is debatable whether these attaristics affect test scores at all, and
there has been much deliberation on whether qyargistudent success by scores on a
standardized test is even a competent measuradtysis (Rockoff & Speroni, 2010).

In Chapter One, there is discussion of the histmy background of this study
and what it means to be an effective teacher. stidy was guided by questions
pertaining to two characteristics of effective teas: years of teacher experience and
completion of an advanced degree program. Thalsdsdiscussion of legislation that
has guided the debate surrounding teacher effegsge Other studies concerning this

and related topics are also discussed in this ehapt



Background of the Study

Teacher effectiveness is a hot topic in the wofldducation. Reeves (2009)
said, “Of all the variables that influence studachievement, the two that have the most
profound influence are teacher quality and leadprgnality” (p. 67). Wong (2009)
alleged, “The single greatest effect on studenieaeiment is the effectiveness of the
teacher” (p. 2). These are just two opinions atlkrs in the field of education who
advocate the notion that effective teachers aré&elydo student success.

If teacher effectiveness truly is the principal gament to student success, then it
is vital that the educational field examine thecsfi@characteristics inherent in effective
teachers. This has been a primary goal in edugagspecially since passage of the No
Child Left Behind (NCLB) Act, a controversial pieoélegislation which focuses on
making schools accountable to both the state atetdégovernment (U.S. Department
of Education, 2002). As part of the U.S. Departhadrieducation (2002) NCLB
guidelines, schools must hire and retain highlylijed teachers. In fact, school districts
across the nation were required to have all teadhnighly qualified by the end of the
2006 school year, and were expected to ensuredtegatemained static thereafter (U.S.
Department of Education, 2002).

The NCLB “highly qualified” designation has remadhie only standard
requirement for teacher accountability in educatibmorder to be designated highly
gualified, a teacher must be appropriately cedjfi@old a minimum of a bachelor’s
degree, and demonstrate subject matter competeh8y Department of Education,
2002). Teachers who have not been appropriatelified, or have not shown subject

area competency via the Praxis test, may alsohasEighly Objective Uniform State



Standard of Evaluation (HOUSSE) to become highbfifjed (U.S. Department of
Education, 2002). According to guidance from th&.WDepartment of Education (2002),
the HOUSSE option was designed for teachers whe haleast one year of experience,
and gives points based on applicable teaching ctarstics, professional development,
and other attributes that demonstrate highly gieali§tatus according to the NCLB. A
teacher must have accumulated 50 points to bedenesl highly qualified according to
HOUSSE qualifications (U.S. Department of Educat02). The HOUSSE
certification was typically sought by those possesa master’'s degree in their content
field, which in itself scores the 50 points reqdirer by those who have accumulated
years of teaching experience (U.S. Department otktion, 2002). Experienced
teachers can earn five points for every year tgughto 25 points (Missouri Department
of Education [MODESE], 2013). Ultimately, a teachan completely bypass the
content knowledge test by having an advanced degré¢he appropriate teaching
experience.

In addition to the NCLB definition of a highly diifeed teacher, there are a
myriad of factors to consider when evaluating daative educator. Individual teaching
experience, background, advanced education, andgtaphics are some of the more
widely used factors for evaluating the quality deacher (Harris & Sass, 2009). For this
study, teacher experience and the procurement afl@anced degree took center stage.
These typically have been the major attributesthecational world connects to effective
teachers. Furthermore, these have remained thé&atiars that most school districts rely
upon when designing steps on district pay scaleésg@m & Strunk, 2012). As a result,

teacher salary tends to increase with years ofrexqpee and/or when a teacher returns to



school to further his or her education. Theresaneeral experts who push for teacher pay
based on student test scores, while others arguedaot pay schedules as alternatives to
the traditional salary schedule (Baker et al., 20Ihese experts believe that teacher
experience and degree level have very little bgasimthe quality of a teacher (Baker et
al., 2010).

For this study, data from Missouri Assessment Rnog(MAP) were used to
determine student academic success. Missouri Siseag Program (MAP) student scale
score data were obtained for each classroom froimosduilding administrators, and the
mean classroom score was compared with each téaetiperience and degree level.
TheMAP Grade Level Assessments Guide to Interpretespisexplained the use of
scale score:

The scale score describes achievement on a contithat in most cases spans

the complete range of Grades 3-8. These scores mamglue from 455 to 875

for Communication Arts, 450 to 885 for Mathemat@&sd 470 to 895 for Science.

Within a content area, scores from adjacent gratigsbe compared. Scale scores

cannot be compared across content areas. For exaitplappropriate to

compare a student’s Grade 5 Mathematics scale satirénis or her Grade 6

Mathematics scale score. The MAP scale score detesithe student’s

achievement level. (MODESE, 2012a, p. 4)

Data points for teachers were obtained from tha deovided by school districts.
Teacher data were presented as the individual éeacyears of experience in the
classroom and whether or not that teacher hadvwet@in advanced degree (master’s

degree or higher).



Conceptual Framework

This study considered the theory that student aehient is affected by teacher
guality (Marzano, 2007). It is imperative in edtica to be able to discuss and narrow
down the characteristics that make excellent teachéis also important to examine
whether or not characteristics that the educaied turrently prioritizes truly result in
student academic success. In order to improvetyguleducation, there would need to
be improvements in the pool of available teachersirfy & Baer, 2011). As stated
previously, the two primary characteristics thatdnheen typically aligned with teacher
guality are teacher experience and advanced degrepletion (Harris & Sass, 2008). If
a positive correlation is to be found connectingtivo, research should conclude that
teachers with more experience and higher degredsieve better able to provide their
students with higher academic achievement.

According to Missouri statutes (2012d), a teachpay is required to be
determined by a salary schedule adopted by thé¢ boead of education. In Missouri,
there is not a state-defined salary schedule; hewéve statute does set a minimum
standard for base pay (Mo. Rev. Stat., 2012d; Mw. Btat., 2012g). This statute
requires a minimum base salary of $33,000 for teectvith 10 years of experience and a
master’s degree (Mo. Rev. Stat., 2012d; Mo. Reat. S2012g). For teachers with less
than 10 years of teaching experience, and who tlbaid an advanced degree, the
minimum base salary is $25,000 (Mo. Rev. Stat.280Mo. Rev. Stat., 2012g). The
manner in which these requirements are written nitadasy for school boards and
administrations across the state to have flexyhilitcreating their own salary schedules.

As a result, most districts align their pay schedulsing the two aforementioned teacher



characteristics: experience and advanced degrepletbom. This highlights the fact that
the Missouri legislature supports the notion that¢ompletion of advanced degrees and
experience make teachers better able to educatentsu

A number of educational experts have studied teampinaity in order to
determine what qualities and characteristics examgpeachers share. Marzano is one of
those experts. Marzano (2007) stated that withvése amount of new research being
conducted in the area of education, characterisfiedfective schools have been defined
“among elements such as a well-articulated cumituand a safe and orderly
environment, the one factor that surfaced as tiglesmost influential component of an
effective school is the individual teachers witthiat school” (p. 1). Marzano (2007)
described three general characteristics of effedgaching uncovered in his research.
The three characteristics of effective teacherszisiao (2007) discovered were use of
effective instructional strategies, use of effegttdassroom management strategies, and
use of effective classroom curriculum design.

Another expert on teacher quality, Professor Jathe&dtronge of the Educational
Policy Department at William and Mary, summarizeésldefinition of quality teaching
using four characteristics, or statements. Thecéffe teacher, according to Stronge
(2007), cares deeply, recognizes complexity, comoates clearly, and serves
conscientiously. Both of these researchers disextensively the roles that teacher
education and experience play in improving the itgaf individual teachers. Stronge
(2007) believed experienced teachers:

Have attained expertise through real-life expemsnclassroom practice, and

time. Teachers who are both experienced and efeeatie experts who know the



content and the students they teach, use effiplannhing strategies, practice

interactive decision making, and embody effectilssroom management skills.

(p. 11)

A challenge facing the education community isahiig the pre-service
requirements for entering the profession with thalijjes of an effective teacher. The
federal government, through the NCLB, has mandgtahighly qualified teachers
achieve at least a bachelor’s degree, state catitn, and show content knowledge
(U.S. Department of Education, 2002). By obtairangur-year degree in a qualifying
subject area, a teacher has demonstrated theedaeneral content knowledge to teach
others (U.S. Department of Education, 2002). Teexmay also count teaching
experience as a measure of subject area compdtaoagh HOUSSE (U.S. Department
of Education, 2002). Loeb and Miller (2009) wrdfehe HOUSSE option was intended
to give states flexibility in deeming their veter@achers highly qualified” (p. 201). The
federal government, like the state of Missouri,exéB to the premise that both teacher
degree level attainment and teacher experiencevaref the most important
characteristics of teacher quality (U.S. Departnoéiiducation, 2002).

The issue of teacher pay and how it relates toestigerformance has been a
highly scrutinized area of education. Unfortungtéie majority of studies have been
based on the notion of merit or performance pag,rast on current salary schedules and
their effect on student achievement (Grissom & i#r2012). This fact illustrates the
importance of a study such as this — one that tamitesaccount the current salary

schedule and unmasks if the qualifiers of the galehedule do affect student learning.



In 2009, the Bill and Melinda Gates Foundation femh@ study led by Steve
Cantrell and Thomas Kane to determine what qualitiake an effective teacher. The
stated goal was to enable school leaders andatiésto come up with a more reliable way
to evaluate their teachers (Cantrell & Kane, 20Ih)e study, called the Measures of
Effective Teaching (MET) Project, relied upon o8g000 teacher volunteers, mainly
from urban school districts (Cantrell & Kane, 2010)

Cantrell and Kane (2010) evaluated the teachengjdsie different measures:
student achievement gains on assessments, classtis@rvations, content knowledge,
student perceptions, and teacher perceptions obsclin the MET study, Cantrell and
Kane (2010) observed that teacher experience arahadd degree completion were
undoubtedly characteristics that helped defineityulachers. However, Cantrell and
Kane (2010) also alluded to the fact that theséates were only part of the overall
equation in determining a quality teacher. Ing¢hd, the researchers from the Gates
Foundation concluded that this determination cowldbe based on these two criteria
alone (Cantrell & Kane, 2010).

Previous studies on this topic offer mixed resaitghe correlation between
teacher experience/degree attainment and studeievament (Cantrell & Kane, 2010;
Harris & Sass, 2008). In a study by Harris ands%a608), researchers created a student
performance output function to determine the valuedividual teacher experience and
education to student performance. The functioeswatted for student fixed
characteristics and teacher pre-service educatisarvice education (Harris & Sass,

2008).



The data acquired by Harris and Sass (2008) otighiaom the state of Florida
test scores obtained from the 2000 to 2005 scheanisy Harris and Sass (2008) were
able to identify student scores with individualdeers to further specify the data. Harris
and Sass (2008) uncovered a positive correlatibndsn teacher experience and student
achievement; however, the greatest effects wengaitdr the first year. Also, it seemed
that elementary school students received the geiat@act from teacher experience
(Harris & Sass, 2008). For teachers with advam=ggtees, the only area of positive
correlation was in middle school mathematics (Ha&iSass, 2008).

Statement of the Problem

As teacher accountability gains precedence for@dttistricts in terms of teacher
accountability, it is important to have clear défons for what characteristics an
effective teacher possesses. Specific factorseaudher traits that affect student
performance need to be defined, so that teachpapion programs and state licensure
and evaluation guidelines can be more focusedrapddtful. Also, traditional
educational pay scales have two variables for raativancement through the pay scale,
teacher experience and progress toward advancededegThis fact has brought teacher
experience and the achievement of advanced deigtegbe discussion of what makes
an effective teacher. If these two factors haweamrelation to student achievement,
then teacher pay scales may have the correct emsphtrot, school districts may need
to determine where that money can be spent in dodeave a greater impact on the
success of students.

If teacher experience and advanced degrees raaiipprove the skills of a

teacher, it could be putting smaller school disdrat a disadvantage. Beesley, Atwill,
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Blair, and Barley (2010) explained small schoalghsas those in rural and economically
depressed districts, have pay scales and salgpiesity lower than schools in more
populated districts with a greater tax base. Absmause budgets are usually tighter in
small school districts, it places an unjust st@irthese districts that must not only hire
highly qualified teachers, but may also be foraedhise their pay schedule in order to
compete with nearby, larger school districts (Begsit al., 2010).

It is not uncommon to find higher turnover ratesmaller schools, with quality
teachers moving to larger schools for a highenrgdBeesley et al., 2010). Teachers in
rural districts are often responsible for an entiseipline, not just a specific subject,
increasing the difficulty of finding qualified arekperienced teachers (Beesley, et al.,
2010). This makes the search for better and moaéfed teachers more difficult for all
districts, but especially smaller school districts.

NCLB guidelines are constructed from the idea thate experienced and better
educated teachers lead to better teacher quali§. @epartment of Education, 2002).
Loeb and Miller (2009) highlighted there has beeme disapproval of the measures
contained in the act, “Significant criticism hasel directed at NCLB’s definition of
quality teachers, attacking it as too focused puis at the expense of what really
defines a good teacher — their actions within taestoom” (p. 201). The same could be
said for both statutes and salary schedule, oo#mr measure of teacher characteristics
pertaining to quality teachers; teacher charadiesisnay be part of the high quality
equation, but there are also other factors thatake a significant difference for the

performance of the students in that classroom dqkaeb & Miller, 2009).
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Missouri statutes and school board policies adbfrtam the Missouri School
Boards Association (MSBA) and the Missouri Consutigfor Education (MCE) also
seem inclined to give preference to teachers wghdr degrees and experience.
Missouri statutes also set the parameters and mamisalaries for teachers in Missouri
(Mo. Rev. Stat., 2012d). There are two minimunierenced in the statutes: a minimum
salary for all teachers and a minimum salary fackers with a master’s degree and 10
years of experience (Mo. Rev. Stat., 2012d).

The minimum salary for teacher with a master’s degnd 10 years of
experience was $33,000, an $8,000 increase frorovill minimum of $25,000 (Mo.
Rev. Stat., 2012d). Both the MSBA (2013d) andNte&E (2013e) policies require
school districts to adopt salary schedules th&bviothe Missouri statute. Specifically,
these policies mention experience and educaticaeidround among other variables
used to determine salary steps and increases (TCBe; MSBA, 2013d).

There are multiple other state and school boalidips that incorporate
experience and educational background. Teacherdes an area defined in state and
local statutes that helps to protect or give achgato teachers with experience (Mo.
Rev. Stat., 2012e; Mo. Rev. Stat., 2012i). A ptavery status was meant to give time
for a teacher to show competence in the teacheid (MCE, 2013b).

Missouri statutes declare a teacher on probatiostatys until the teacher has
completed his or her fifth year of teaching (MovR8tat., 2012e; Mo. Rev. Stat., 2012i).
After the contract begins on the sixth year, tleeher is now considered permanent (Mo.
Rev. Stat., 2012e). Probationary teachers mustwve@a summative evaluation every

year, whereas permanent teachers must be evaksgeglother year (MCE, 2013a;
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MSBA, 2013a). The MCE Policy 4610 (2013a) alsoisely that administrators and
other evaluators “focus their attention, non-exelely, on probationary teachers and on
tenured teachers whose practices adversely affeerst learning” (p. 2). Once a teacher
has received tenure, that teacher has an inde6oiteract, which includes specific
protections making dismissal a more involved pre¢®4CE, 2013c).

A probationary teacher may receive a nonrenewhlobr her contract (MCE,
2013c; MSBA, 2013b). In contrast, a tenured tenaingst have his or her contract
terminated (MCE, 2013c; Mo. Rev. Stat, 2012b; MevRStat, 2012c; Mo. Rev. Stat,
2012j; Mo. Rev. Stat, 2012k; MSBA, 2013b; MSBA, 28). Before the contract is to be
terminated, a notice of deficiency must have baeangto the teacher with adequate time
to correct the issues, unless there was a stataéuse for removal (MCE, 2013f; Mo.
Rev. Stat., 2012b; Mo. Rev. Stat, 2012f; Mo. Raat,2012j; Mo. Rev. Stat, 2012k;
MSBA, 2013b; MSBA, 2013f). However, both teachagoshave the option of appeal to
the county circuit court over board decisions (RReyv. Stat., 2012a).

When a school district has been forced to redtaférsumbers due to financial
hardship or low enroliment numbers, tenured teacimea district have some protection
(MCE, 2013d; MSBA, 2013e). MCE (2013d) and MSBA13e) policies both clearly
state that when a school has to cut back on thdauof staff, a situation more
commonly called a “reduction in force,” probatiops&eachers must be removed before
tenured teachers. If there is a permanent teaclibe grade level or department where
the cuts occur and he or she is certified for agrotinea in which there was a
probationary teacher, the probationary teacher tmeiséleased and the tenured teacher

moved to that position (MCE, 2013d; MSBA, 2013e).
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Purpose of the Study

In this study, teacher experience and advanceddegmpletion were analyzed
to determine the connection to teacher qualityeffettiveness. These two
characteristics have been consistently connectédteacher quality and remain the
focus due to the fact that the majority of teaqhay scales throughout the state and
country are based upon these attributes (Podgé&skyringer, 2011). It must also be
noted that not only are these two the most defedilt each can be inspected and
analyzed by educators and researchers alike. ®Resither way, will necessitate
adjustments to district salary schedules, professidevelopment opportunities, and the
hiring practices of schools across the nation.

Resear ch Questions

In order to guide the research forward through datiction, it was important to
develop questions that would bolster and clarifystudy’s findings. These questions
give parameters and a focus to the study. Thevilig research questions guided this
study:

1. What relationship exists, if any, between the y@tgaching experience of a
third grade teacher and the performance of thahts& students on the third grade
Missouri Assessment Program Communication Art&test

2. What relationship exists, if any, between the yedteaching experience of a
fifth grade teacher and the performance of thattteds students on the fifth grade

Missouri Assessment Program Communication Art&test



14

3. What relationship exists, if any, between the yedteaching experience of a
third grade teachemnd the performance of that teacher’s studentb®third grade
Missouri Assessment Program Math test?

4. What relationship exists, if any, between the ye&teaching experience of a
fifth grade teacher and the performance of thattteds students on the fifth Grade
Missouri Assessment Program Math test?

5. What relationship exists, if any, between the anadelegree held by a third
grade teacher and the performance of that teacsieidents on the third grade Missouri
Assessment Program Communication Arts test?

6. What relationship exists, if any, between the anadelegree held by a fifth
grade teacher and the performance of that teacsteicents on the fifth grade Missouri
Assessment Program Communication Arts test?

7. What relationship exists, if any, between the anadelegree held by a third
grade teacher and the performance of that teaceidents on the third grade Missouri
Assessment Program Math test?

8. What relationship exists, if any, between the anadelegree held by a fifth
grade teacher and the performance of that teacsteicents on the fifth grade Missouri
Assessment Program Math test?

Null Hypotheses and Alternate Hypotheses
The null and alternate hypotheses used in this/siigte as follows:
H1o: There is no relationship between years of teacbkpgrience and student

performance on the third grade Missouri AssessiRergram Communication Arts test.
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H1.: There is a relationship between years of teachipgrence and student
performance on the third grade Missouri AssessiRergram Communication Arts test.

H2y: There is no relationship between years of teacbkpgrience and student
performance on the fifth grade Missouri AssessrRegagram Communication Arts test.

H2,: There is a relationship between years of teachipgrence and student
performance on the fifth grade Missouri AssessrRegagram Communication Arts test.

H3o: There is no relationship between years of teacbkpgrience and student
performance on the third grade Missouri AssessiRergram Math test.

H3.: There is a relationship between years of teachipgrence and student
performance on the third grade Missouri AssessiRergram Math test.

H4o: There is no relationship between years of teacbkpgrience and student
performance on the fifth grade Missouri AssessrReagram Math test.

H4,: There is a relationship between years of teachipgrence and student
performance on the fifth grade Missouri AssessrReagram Math test.

H50: There is no relationship between a teacher wittasten's degree or higher
and a teacher without a master’s degree and stpéeiormance on the third grade
Missouri Assessment Program Communication Arts test

H5,: There is a relationship between a teacher with steria degree or higher
and a teacher without a master’s degree and stpéeiormance on the third grade
Missouri Assessment Program Communication Arts test

H6o: There is no relationship between a teacher wittaater’'s degree or higher
and a teacher without a master’s degree and stpeeiormance on the fifth grade

Missouri Assessment Program Communication Arts test
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H6,: There is a relationship between a teacher with steria degree or higher
and a teacher without a master’s degree and stpéeiormance on the fifth grade
Missouri Assessment Program Communication Arts test

H7o: There is no relationship between a teacher wittasten's degree or higher
and a teacher without a master’s degree and stpéeiormance on the third grade
Missouri Assessment Program Math test.

H7,: There is a relationship between a teacher with steria degree or higher
and a teacher without a master’s degree and stpéeiormance on the third grade
Missouri Assessment Program Math test.

H8y: There is no relationship between a teacher wittasten's degree or higher
and a teacher without a master’s degree and stpeeiormance on the fifth grade
Missouri Assessment Program Math test.

H8,: There is a relationship between a teacher with steria degree or higher
and a teacher without a master’s degree and stpeeiarmance on the fifth grade
Missouri Assessment Program Math test.

Definition of Key Terms

For the purposes of this study, the following terane defined:

Full time equivalent (FTE). For school data, one FTE is equal to the minimum
number of hours required by a district to be atiulle employee, or in other words, one
full time teacher on staff (MODESE, 2008). FTRiged for school district staff counts
reported to the MODESE (2008).

Highly qualified teacher. The No Child Left Behind Act defines a highly

gualified teacher as a teacher who was appropyiaggtified, held at least a bachelor’s
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degree, and could demonstrate content knowledgiiRraxis test or by other means
(MODESE, 2012b; U.S. Department of Education, 2002)

Missouri Assessment Program (MAP). The MAP is the state defined program
of assessment for schools in Missouri. For the@ase of this study, MAP Grade Level
Assessments results were used to represent stacleet/ement score data. These tests
are performed annually each spring in elementamgas in grades three through five
(MODESE, 2012a). Students in grades three andt&ierthe MAP tests in
communication arts and mathematics (MODESE, 2013&)dents in grade five take the
tests in communication arts, mathematics, and sei@dODESE, 2012a). These tests
are designed to evaluate students’ mastery of tiseddri Show-Me Standards, which
are the standards set forth by the MODESE (201Zh# test is made up of three
different types of questions: multiple choice, domsted response, and performance
events (MODESE, 2012a). Students are scored akedanto four possible levels:
below basic, basic, proficient, and advanced (MOBE®12a). Student and school data
are compiled by the state for use in comparisoh ®alitMissouri school districts, as well
as schools throughout the nation (MODESE, 2012a).

Missouri Comprehensive Data System (MCDS). This is the MODESE system
of data collection and publishing that allows edigceprofessionals, as well as the
general public, to access education related data Missouri schools (MODESE,
2012c).

Missouri School | mprovement Program (MSIP). The Missouri School
Improvement Program is the process that the MODE&ESS to evaluate and assess the

performance of school districts in Missouri. State and school board policies
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mandated the evaluation by MSIP Standards. ThéPM&indards determine the
accreditation status for Missouri school distrigd®®© DESE, 2012d).

No Child Left Behind (NCLB). Federal legislation signed into law by President
George W. Bush. NCLB created new standards foeest&nd school districts (U.S.
Department of Education, 2002). There are fouickasets of the NCLB legislation;
flexibility in local control, parental choice, dibgantaged students, and a national system
of accountability for school districts (U.S. Depaent of Education, 2002). NCLB also
created standards for highly qualified teachersckwviitiated debate on what constitutes
a high quality teacher (U.S. Department of Educeti02).

Racetothe Top (RTT). Race to the Top is a competitive grant program to
encourage and reward states that implement signifieforms in the four education
areas described in the American Reinvestment asdyRey Act: Enhancing standards
and assessments, improving the collection and Udata, increasing teacher
effectiveness and achieving equity in teacheridistion, and turning around struggling
schools (U.S. Deptartment of Education, 2010).

Salary schedule. Salary schedules determine teachers’ salary. aifpithe
schedules are in chart form with each column regm@sg a stated level of degree
completion and each row representing a year ofrexpee (Podgursky & Springer,
2011). Teachers take “steps” on the salary schextutbey increase experience and
achieve credit hours toward and completed advadegtees (Podgursky & Springer,
2011).

Small schools. Small schools are defined as any school distriti witotal

student enroliment of fewer than 600 students. oAdiag to the U.S. Department of
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Education Rural Education Achievement Program (REA€hools are eligible for the
Small, Rural School Achievement (SRSA) progranméyt have an Average Daily
Attendance (ADA) of less than 600 (U.S. DepartnadriEducation, 2003).

Teacher experience. This is the number of years that a teacher hasnadeted
in his or her teaching profession. For this studgcher experience was reported as the
total number of years of experience for each irtlial teacher.

Teacherswith advanced degrees. Teachers with advanced degrees are defined
as a teacher who has achieved a master’s deghegher.

Teacher tenure. In Missouri, any teacher who has been employedteacher in
the same school district for five successive yeard,who has continued or who
thereafter continues to be employed as a teach#rebgchool district, receives tenure
status (Mo. Rev. Stat., 2012e). Under Missouri ldngse teachers are labeled permanent
teachers (Mo. Rev. Stat., 2012e).

Limitations

The following limitations were identified in thisugly:

The sample demographics could be one limitatioin@fstudy. The school data
evaluated in this study were very specific, onlgmining public elementary school data
from small districts in the state of Missouri. Téevere no private or charter school data
included in this study. The MAP grade level assesgs are only offered to students in
grades three through eight in math and communicatits; therefore, data from high
schools (grades 9-12) were not considered. Data the science MAP grade level test
were not incorporated in the study because studeigigdes three and four did not take

the test. Also, there was no grade level test floerosubjects or classes, such as art and
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physical education; therefore, these subjects wetécluded in the study.
Consequently, it may not be prudent to apply tha é@und in the study to other subjects
and grade levels, nor to entire school distri@ata obtained from private schools or
high schools may lead to alternative conclusions.

Student performance calculation methods could lbéhan limitation found in the
study. Student achievement and performance caefiieed in multiple ways. Student
scores from the MAP test may not be completelycative of the success or achievement
levels of the student. This study only analyzedrdationship between teacher factors
and the performance of the students on statewsis. te

The differences in the quality and rigor of colkdg degree programs and the
identification of teacher quality are additionahiiations. Not all teacher preparation and
college degree programs are equal (Harris & S&$8)2 Harris and Sass (2008)
explained some have higher entrance requiremenstudents; whereas, others may
have a more rigorous curriculum. Furthermore,leege degree signifies only so much,
innate ability, prior education and training, aretgonal teaching and other career
experiences apart from an advanced degree mayhaavan effect on the quality of an
individual teacher (Harris & Sass, 2008). Thisdgtdid not take into account any of
these variables.

Another limitation in this study was the lack a$tthction between content areas
of a master’s degree. The data from school distdoly revealed whether or not the
teacher had an advanced degree, not the contentrerelegree encompassed. While
school districts move teachers up the salary ssaderding to degree completion, the

schools did not register the actual content ofttbgree. A teacher’s master’'s degree may
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have been in his or her content area, educatiamairastration, or it may have been
unrelated to a teacher’s grade level or conterat.are

School size may be another limitation to the stldhe data analyzed in this study
came from small school districts. These distrietd an average daily attendance of 600
students or less, according the definition of albraeal school for REAP (U.S.
Department of Education, 2003). The conclusiorikegad from this study may or may
not apply to larger or urban school districts.
Summary

Teacher quality and effectiveness are a crucialpmrants of school success. If
teacher effectiveness is one of the major factoraising student achievement, it is vital
to pinpoint the exact characteristics that coniain effective educator. Once this is
completed, states and school districts can theumsfegclusively on improving teacher
quality and effectiveness. Teacher experienceadndnced education have been
consistent areas that experts and leaders indltkedf education have suggested make
teachers more efficient (Harris & Sass, 2008; $5e92007). This study was designed to
examine the relationship between these two faectodsstudent achievement. If it can be
determined there was a relationship, the educdtammamunity needs to implement
strategies to encourage teachers to stay in thiediel to seek opportunities for advanced
degrees. If there was no relationship, there neelle a change in focus and an
adjustment to salary scales.

In Chapter Two, educational practices that aredhasmost solely upon
experience and degree completion are examinedre Thalso an in-depth review of the

salary schedule and its components, including lesd components relate to student
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achievement. Hiring, retention, teacher layofi] é&&nure practices are other practices in
school districts that hinge on experience and degoenpletion. A discussion of these
topics is contained in this chapter. There is alseview of teacher characteristics and
characteristics of the pool of prospective teacfarschools to hire. Research and
studies on the correlation between teacher expmgiand qualifications to student

achievement are explored.
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Chapter Two: Review of Literature

This study sought to uncover whether teacher egpee or pursuit of advanced
degrees improve teacher quality, thus leading torgmovement in student test scores on
the Missouri Assessment Program (MAP) communicadids and mathematics tests.
The review of literature examined background areVipus studies completed on the
major topics involved with these questions. Thegécs included teacher experience,
teacher advanced degree completion, student achenteteacher quality, current forms
of salary schedules, and teacher tenure. Examihmbackground and previous studies
gives an understanding of the topics discussedcatiomds a deeper, more qualified
viewpoint of the topic being studied.
Missouri and National Teacher Characteristics

According to the MODESE (2012¢), there were 67 @0lBlic school teachers in
Missouri in 2012. There has been a consistentraeti the number of teachers since
2008, which was the high water mark of the lasydérs (MODESE, 2012¢). In that
year, there were a total of 70,624 teachers in disgMODESE, 2012e). These trends
could be associated with a declining economy adip in the amount of funds
available to schools from the state governmente MIODESE (2012e) report also
revealed the majority (30.3%) of Missouri teacheese in the 30-39 age bracket as
compared to 26.6% for the 40-49 age group, 20.6%des 50-59, and 16.6% for ages
20-29. In terms of experience, the MODESE (201@pdrted 48.9% of Missouri
teachers had 10 years or less of teaching experiand of those with 10 or less years,
26.7% had five years or fewer, and 22.2% had 6ed0s/of experience. The percentages

for teachers with 10 or more years of experiencee\88.2% for those with 11-20 years
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at the helm, 15.1% for 21-30, and 4.2% for thos 80 or more years of experience
(MODESE, 2012¢). Within the last decade, the rsgpercentage of Missouri teachers
with 10 or less years of experience was reach@@®8 with 52.1%, which indicates the
average experience for Missouri teachers was iscrggMODESE, 2012¢). In 2012, the
MODESE (2012€) reported Missouri school distrigtedh 7,209 teachers who were new
to the district in which they were hired. Of thdeachers, 65.9% were new first year
teachers (MODESE, 2012e).

The National Center for Education Statistics (NCE®)L2) published an annual
report titled theDigest of Education Statisticdnside this report were teacher and school
data for the entire country. The most recent dathlished in the 2011 report, were from
the 2009 school year. In that year, NCES (20120nted there were 3.2 million public
school teachers in the United States. Of thosshtza, 13.4% had taught less than three
years, 33.6% had 3-9 years of experience, 29.3%4.064&0 years, and 23.7% had 20 or
more years of experience (NCES, 2012). The NCE$2RAalso published data on degree
completion for teachers across the country; thbdsgcategory of degree completion
was a bachelor's degree at 47.4%. Master’'s degmegpletion had the next highest
percentage with 44.5%, specialist at 6.4%, andadate at 0.9% (NCES, 2012). Drury
and Baer (2011) compared these data and indida¢gdfindings on the significance of
the teaching profession to the American workforce:

Public school teachers constitute the largest geteducated occupational group

in the United States. The number of public scheathers is greater than the

number of postsecondary teachers, social workedpds, and lawyers



25

combined. Put another way, in a country of apprately 310 million people,

more than one in every 100 Americans is a publostteacher. (p. 25)
Missouri and National Salary Schedule I nformation

According to the NCES (2012) statistics for 20thE, average salary for teachers
with one year of experience or less was $38,218 experience level rises, so does
average salary. The NCES (2012) reported at fieags/of experience, the average salary
jumped to $45,590; at 10 years the average gréds8@p170; and at 20 years the average
salary became $57,830. The average salaries,degdo degree completion as reported
to the NCES (2012), were $43,650 for teachers witachelor’'s degree, and for teachers
with a master’s degree, that average salary juntp&84,810. The average salary for
teachers with a specialist’'s degree was $58,42E®Q@012). According to the NCES
(2012), the national average for a teacher with@blor's degree and one year of
experience or less was $36,700. In contrast, dtiemal average for a teacher with 10
years of experience and a master’'s degree soaf&8td00 (NCES, 2012).

According to the MODESE (2012c) statistics, therage teacher salary in
Missouri in 2011 was $45,712. The Missouri Natidbducation Association (MNEA)
(2012) published th8alary Benchmarks and Rankings Report 2011-20 Bhalyze
Missouri salary data from school districts and jlevgroupings and rankings. For the
southwest region of Missouri, the lowest startiagdsalary for school districts was
$25,000 (MNEA, 2012). The MNEA (2012) reported tiighest base salary for the
same region was $36,230, a difference of $11,23@& greatest maximum step on the

salary schedule for teachers was $75,100, anatiest maximum step on the salary
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schedule was $35,000 (MNEA, 2012). This was adkfice of $40,100, a much greater
discrepancy.

The Missouri State Teachers Association (MSTAQ gigblished a salary report.
The MSTASalary Schedule & Benefits Rep(#010)gave state averages for the
information on district salary schedules. Theestaterage in 2010 for base salary with
no experience and a bachelor’'s degree was $29\8%%4, 2010).
Student Achievement

When the NCLB Act was passed in 2001, it broughhwtian added program of
accountability for school districts throughout tietion. NCLB held schools accountable
for Adequate Yearly Progress (AYP), which was basedtudent scores from consistent
state tests (U.S. Department of Education, 200&}LB required these tests be
administered annually to students in grades thmerigh eight in reading and math (U.S.
Department of Education, 2002). The student sdaresach school district were then
compared to school districts throughout the statereation (U.S. Department of
Education, 2002). These tests were designed to phagress and to allow teachers,
parents, and other parties to determine the efierméiss of a school district or building
(U.S. Department of Education, 2002). They wese designed to be used as data points
to show school buildings and educators where tagsaémprovement strategies (U.S.
Department of Education, 2002).

Federal school funding through the new Race tdtigeprogram continued the
focus on teacher quality and effectiveness, as agetletermining teacher effectiveness
through test scores (U.S. Department of Educafiof9). One of the four main goals of

the Race to the Top program was “recruiting, deyelp, rewarding, and retaining
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effective teachers and principals, especially wiieeg are needed most” (U.S.
Department of Education, 2009, p. 2). In Racén&Top, the U.S. Department of
Education (2009) measured teacher and principatefieness based on performance;
this performance measure was based upon evalysiformance and student data. It
also gave the opportunity for states to createnfired incentives for teachers who
perform well (U.S. Department of Education, 2009).

In Missouri, student achievement assessmentdanenitered through MAP
tests (MODESE, 2012a). In elementary schoolsgthes grade level assessments given
in grades three through five (MODESE, 2012a). M@DESE (2012a) stipulated the
test be administered in math and communicationfartsll three grades in elementary, as
well as a science version given to fifth grade.

There are three different question formats on td°Mest: multiple choice
guestions in which the students must choose theabssver from multiple options,
constructed response questions in which studenss amswer a question in their own
words, and performance events in which studentt&lenger answers after going
through a variety of problems, such as experima&stsays, or multiple resources
(MODESE, 2012a). These grade level assessmenggvareto each and every student,
and individual performance is ranked accordingotar tategories: below basic, basic,
proficient, and advanced (MODESE, 2012a). Thestast based on the Missouri Show
Me Standards for education and state defined Gradel Expectations (MODESE,
2012a).

Student achievement results on standardizeddestisecoming more of an

emphasis in evaluating schools and teachers (Rb&k®8peroni, 2010). There seems to
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be a divide on whether these results should bevedan these evaluations. Stronge,
Ward, Tucker, and Hindman (2008) declared, “givendlear and undeniable link that
exists between teacher effectiveness and studamirg, the use of student achievement
information, when it is curriculum based, can pdevan invaluable tool” (p. 181).
Stronge et al. (2008) continued by asserting, ‘sti@chievement can be, indeed, should
be, an important source of feedback on the effentgs of schools, administrators, and
teachers” (p. 181). Rockoff and Speroni (2010), éasv,revealed a flaw in that assertion
when their study revealed “value-added’ measuresfettiveness are noisy and can be
biased if some teachers are persistently giverestsdhat are difficult to teach in ways
that are hard to observe” (p. 261).
Teacher Quality

Missouri statutes require standards for qualitghézg (Mo. Rev. Stat, 2012h).
NCLB required all teachers in core subjects to ghl Qualified (U.S. Department of
Education, 2002). The determination must be made ahether highly qualified
teachers are also highly effective teachers wheantes to student achievement. Itis
generally considered common knowledge that highitgutaachers can make a big
difference in the classroom (Marzano, 2007). Thweee been multiple studies and
reports that confirm this fact (Aaronson, BarrowS&nder, 2007). Additional studies
have indicated teacher quality is the number oagscbom factor in student achievement
(Harris & Sass, 2009; Marzano, 2007; Reeves, 20a8)g, 2009).

Marzano (2007) stated, “students who have a teathbe 78 percentile in
terms of pedagogical competence will outgain sttelemo have a teacher at thé"25

percentile by 14 percentile points in reading a8gércentile points in mathematics”
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(p. 2). Also, “students who have a™percentile teacher will outgain students who have
a 50" percentile teacher by 13 percentile points in irepend 18 percentile points in
mathematics” (Marzano, 2007, p. 2). A high quakgcher can also make a substantial
difference on the educational outcomes for theesitglin his or her classroom, not only
for that year, but for the student’s long-term etianal future (Marzano, 2007).

The definition of a quality teacher has evolveatighout the years. Arnold
Shober (2012), associate professor of governmdravatence University, stated,
“Through the late 1990s, policymakers and disp@isonnel trusted teacher credentials
as a marker of quality in the education system,thay paid little attention to the
variation in classroom effects despite the comnredential” (p. 3). Shober (2012)
continued, “Since then, the combination of a rereepugblic emphasis on improving
academic achievement and new research on teadbetivefness has prompted
policymakers to question the trustworthiness dfitig certification to quality” (p. 3).
This shift in thinking, Shober (2012) said, cameuathin the late 1990s:

It was abundantly clear that this definition wagiéin. Teacher qualifications did

not guarantee teacher quality. Thirty years of datawved that students

systematically learned more in some classroomsadtizars and that disparities in
learning could be tied to disparities in teachealiy Certified teachers were not,
as it turned out, interchangeable; they were imldigls with strengths and

weaknesses. (p. 3)

In his bookQualities of Effective TeacherStronge (2007) examined six major
categories that he believes are part of effecéaeting. Teaching prerequisites, the

person, classroom management, planning, instryciaoth monitoring are the six
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categories defined by Stronge. Stronge (2007 udised the fact that effective teachers
typically combine all of these categories and $raistead of relying on just one tool in
order to educate students. Stronge (2007) staedching occurs at a crossroads of
complex disciplines and involves interacting witlielse and complex student learners.
The effective teacher must have sufficient knoweedfjsubject matter and of teaching
and learning to appreciate those complexities” {i#p75).

Stronge (2007) also maintained it is importanttéachers to realize that each
student is an individual and each class is differderefore, short and long-term plans
and adaptations for each class are unique andkendilarzano (2007) described
effective teaching this way: “Individual classrod@achers must determine which
strategies to employ with the right students afritpet time. In effect, a good part of
effective teaching is an art” (p. 5). Furthermdhe level at which students learn and
retain knowledge and material is also a byprodiieffective teaching (Marzano, 2007;
Stronge, 2007). Stronge (2007) claimed, “The wterproof of teacher effectiveness is
student results. Simply put, teacher successdesntisuccess” (p. 105).

Administrators and educational leaders have béginy and qualify teacher
guality by observable and quantifiable methods fid& Sass, 2009). This has led
teacher quality to be tied to students’ performamtéests (Stronge et al., 2008). Stronge
et al. (2008) declared, “Given the central rold teachers have always played in
successful schools, connecting teacher performamdestudent performance is a natural
extension of the educational reform agenda” (p)1&long with the attempt to quantify
quality, educational leaders have been focusindediming the characteristics of teachers

that can provide an increase in student achieve(htantis & Sass, 2009; Marzano,
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2007; Stronge, 2007). Previous studies have peaMicrying results when exploring the
effect of teacher quality (Munoz & Chang, 2008)uméz and Chang (2008) claimed,
“Although common sense and experience suggestdhahers make a difference for
student achievement (positively and negativelyg,atrailable empirical evidence shows
mixed findings when it comes to certain teacherattaristics” (p. 156).

The “widget effect” is one of the reasons that easformers are pushing for
student scores to be involved in teacher evaluatihgtording to Weisberg, Sexton,
Mulhuern, and Keeling (2009), the widget effect wasted in the failure of teacher
evaluation systems to produce meaningful inforrmasibout teacher effectiveness. In
theory, an evaluation system should identify andsuee an individual teacher’s
strengths and weaknesses accurately and consystemthe teacher can receive the
feedback needed to improve, and so his or her $clanadetermine how best to allocate
resources and provide support (Weisberg et al9R0According to a 2009 study
conducted by Weisberg et al. (2009), “teacher etadn systems do little more than
devalue instructional effectiveness by generatieggsmance information that reflects
virtually no variation among teachers at all” (f).1 Weisberg et al. (2009) also stated:

The disconnect between teacher evaluation systatha@ual teacher

performance is most strikingly illustrated by thelevgap between student

outcomes and teacher ratings in many districtsughdhousands of teachers
included in this report teach in schools where lgglcentages of students falil
year after year to meet basic academic standasisithan one percent of

surveyed teachers received a negative rating onrtteest recent evaluation.

(p. 10)
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Weisberg et al. (2009) claimed proponents of th&hgo make student
achievement a major part of teacher evaluation haed these facts to bolster their
agenda. Proponents asserted it was impossibvithat many great teachers, due to
the fact there were some schools that had a higtbauof highly rated teachers, but the
school rating was poor along with low test scok¥giEberg et al., 2009). Also,
statistically speaking, it was also highly improleathat 99% of teachers were highly
effective (Weisberg et al., 2009).

Rockoff and Speroni (2010) performed a comparagiuely of subjective and
objective methods of teacher evaluation. The stualy completed in the New York City
School District and focused on teachers and stuatdmnvement in elementary and middle
schools, grades three through eight (Rockoff & 8pgi2010). Rockoff and Speroni
(2010) examined the link between evaluations afltess in their first year and the
student test scores for that same year. RockadffSgeroni (2010) then considered
whether those student test results in the first gearelated to a similar range of scores in
the second year. Rockoff and Speroni (2010) rexktdat teachers with high evaluation
scores also produced higher student test scotés ifirst year. The study also showed
that teachers with high first-year test scores ptsaluced high second-year test scores
(Rockoff & Speroni, 2010).

A study by Baker et al. (2010) outlined the dasg#drattaching student
performance to the teacher evaluation processiocang educational leaders to not omit
the evaluation of practice. Baker et al. (2016jest:

These systems for observing teachers’ classroontigeaare based on

professional teaching standards grounded in resesrteaching and learning.
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They use systematic observation protocols with-gelieloped, research-based
criteria to examine teaching, including observationvideotapes of classroom
practice, teacher interviews, and artifacts sudesson plans, assignments, and
samples of student work. Quite often, these apemmcorporate several ways

of looking at student learning over time in relatto the teacher’s instruction. (p.

21)

Darling-Hammond (2011) also warned against the aek of student scores or
other value added measures, because teacherdafterimited control over students in
their classroom. These educators also have Miytnalcontrol over outside issues that
students may face on a daily basis — factors thabdubtedly affect test scores (Darling-
Hammond, 2011). These factors include class sc®ol resources, home/community
support or adversity, individual needs, peer grogpand prior educational experiences
(Darling-Hammond, 2011).

Substantial research has shown that despite ®timtiegin basing teacher
evaluations on student test scores alone, theapgesbach may be to include both student
scores and teacher evaluations (Darling-Hammonti] 20Including both measures of
teacher competency may paint a better overall @abfithe quality of a teacher. Rockoff
and Speroni (2010) stated:

Our results suggest that evaluation systems whiobrporate both subjective

measures made by trained professionals and obggotivperformance data have

significant potential to help address the probldriow teacher quality. However,

we also find that the application of standards\ay significantly across
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individuals responsible for making evaluations, #rm&implementation of any

evaluation system should address this issue. &). 26
Stronge et al. (2008) also supported this hyposhesiding:

Teacher effectiveness to a school districts’s aetatility system would provide

a critical empiricial perspective to the multifaegtprocess of teacher evaluation.

Secondly, when the data from teacher effectiveaesassociated with

professional development opportunities that arectred on the instructional

characteristics and behaviors of effective teaghbesultimate outcome may be

increased educational success of more students7 9.
Teacher Candidate Quality

There often is a substantial variation betweengtiadity of teacher candidates
that schools have to choose from when seekingréornt@w personnel (Drury & Baer,
2011). Drury and Baer (2011) concluded teacheld tmore college degrees than any
other profession in the United States. Howeveanlis a difference between a collection
of teacher candidates and a collectionjdlity teaching candidates (Drury & Baer,
2011). The pool of quality teaching candidateslalke to a school district is often
dictated by that district’s teacher salary, entearegjuirements, and university programs
and requirements, among other things (Drury & Baed,1).

Finding quality teaching candidates can be a tqoigtior school administrators
and leaders (Drury & Baer, 2011). Drury and B&€éx1(l) outlined the marked increase
in teaching candidates entering the workforce fthenyears 1960 through 2010. Drury

and Baer (2011) claimed:
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[The increase in education degree graduates] rea@alineven rise in the number

of U.S. school-age children, from approximatelymilion in 1960 to just over

60 million in 2010. Over the same period of tintee teacher workforce expanded

at an almost linear pace, from under 1.5 milliompgroximately 3.25 million. (p.

26)

In other words, though the student to teacher ra#ie lower, there was also a lower
percentage of high quality teachers. This leftergiudents in classrooms led by lower
quality teachers.

Hanushek (2011) believed teacher salary schegdes robbing the profession of
guality candidates. Hanushek (2011) stated theentigalary structure “acts to turn
policy makers away from any substantial increasdeacher pay. As a result, any efforts
to improve our schools through attracting and retagj effective teachers are
handicapped by eliminating use of monetary incestip. 110).

Gratz (2009) reported that new teachers are coounh@f college better educated
than their predecessors. Gratz’s research cogdlieith current information “that new
teachers tend to come from the bottom third ofegmlgraduates” (p. 132). In fact, Gratz
(2009) exhibited data from a 2007 Educational hes8ervice survey that found the
opposite: “The study looked at 153,000 prospedtaehers who took the Praxis exams
between 2002 and 2005, and found that both their &®res and college grades were
significantly higher than those of similar candetat decade ago” (p. 132).

There is some concern that the low base pay inatitun is leading some of the
better candidates to turn away from the teachinfegsion altogether (Goldhaber, Gross,

& Player, 2010). Furthermore, even when high quakndidates enter the field of
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education, a large number of those teachers lefptbfession in the first five years of
their career. (Goldhaber et al., 2010) Some egpmtieve that a higher base salary will
entice new teaching candidates and retain qualiéadhers in the field (National Council
for Teacher Quality [NCTQ], 2010). A report by tRETQ (2010) discussed this very
issue:
In districts that reserve significant raises fadeers with the most experience,
earnings growth is nearly nonexistent during théyeqaart of a teacher’s career.
This strategy does not serve the profession welirécts a disproportionate share
of the resources to veteran teachers who havertimeige of a pension in their
near future to keep them in the classroom. Meamwhibvice teachers have little
incentive to stay in a system that makes them yedits before earning a viable
salary. And even if they stay in the professioeythave little incentive to stay in
their current district as there will be no sigrgiit financial loss by transferring
elsewhere. (p. 6)
The NCTQ (2010) gathered data from school disttlté$ gave higher salary increases in
the first few years of teachers’ careers and coetptre data to schools in which teacher
salary increases were higher near the end of #oblées’ careers. In school districts with
higher early increases, teachers earned 8-20% immome in their careers, even with
comparable beginning and retirement salaries (NCDQ0).
Teacher Experience and Student Achievement
One area consistently paired with teacher quaigxiperience. There are a
number of policies in education that hold the ithest a teacher with experience is a

superior teacher over a novice teacher (Mo. Reat.,.$1012e; Mo. Rev. Stat., 2012i).
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Many assume this jump in effectiveness is due ttherob training, professional
development, and/or gains from working within afpssional community (Marzano,
2007; Stronge, 2007). Stronge (2007) stated, ‘eepeed teachers differ from rookie
teachers in that they have attained expertise tfiroeal-life experiences, classroom
practice, and time” (p.11).

The majority of research connecting teacher expee@and student achievement
revealed a minor correlation in the first few yeaf$eaching, with beginning teachers
less effective than experienced teachers in inflingnstudent test scores (Clotfelter et
al., 2007; Harris & Sass, 2008; Kane & Staiger,&00ane, Taylor, Tyler, & Wooten,
2010). However, in most studies, the effect ofezigmce seemed to level off after four
or five years of teaching experience (Clotfeltealet2007; Harris & Sass, 2008; Kane &
Staiger, 2008; Kane et al., 2010). The most reottitese studies conducted by Kane et
al. (2010) used data from the Cincinnati PublicdtiDistrict Teacher Evaluation
System (TES). Kane et al. (2010) explained thei@mati TES system was based on
Danielson’sFramework for TeachingThe research showed:

[The] average TES score increases more from zeltoée years of experience

than after the third year. The difference betwdmnmean rating at year three

(3.21) was roughly three-quarters of a standardatien higher than it was in

year one (2.86). (Kane et al., 2010, p. 25)

Also, “the correlation between years of experiemce TES scores was 0.34 in years zero
to three and 0.12 in years four plus” (Kane et2410, p. 25).
Although the majority of findings showed a platedier the first four years, there

have been studies that suggest a continued coorelagtween teacher experience and
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student achievement that continued throughoutchtess career (Papay & Kraft, 2011).
Using data obtained from a large, urban schootfidistith over 9,000 teachers and
100,000 students, Papay and Kraft (2011) estallitet experienced teachers often had
higher test scores than their more inexperiencedteoparts. Papay and Kraft (2011),
however, like previous research, also discoveredhjority of that improvement
occurred in the first few years. Papay and Kra@l(l) observed:
Over the first five years of their career, teachergrove in their ability to raise
student achievement by approximately 0.05 standevéations in reading and
0.08 standard deviations in mathematics. Thisasgts about half of a teacher’s
eventual career growth in any of the models. (. 21
Atteberry, Loeb, and Wyckoff (2013) obtained simil@sults in their study using
data from New York City schools. Atteberry et(@013) included their results with
other researchers who found similar conclusions:
Each study shows increases in student achieversg¢atehers accumulate
experience such that by a teacher's fifth yeaohéis students are performing,
on average, from 5 to 15 percent of a standardatiewi of student achievement
higher than when he or she was a first year teadlnes effect is substantial,
given that a one standard deviation increase rhiraeffectiveness is typically
about 15 percent of standard deviation of studelniezement; thus, the average
development over the first few years of teachinigaes one-third to a full
standard deviation in overall teacher effectivengssl4)
According to Rice (2010), “teacher experience @bpbly the key factor in

personnel policies that affect current employeps’l]. Salary schedules, tenure laws,
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seniority based promotions, and seniority basedffgplicies all give preference to
teachers with experience (Harris & Sass, 2008)risland Sass (2008) wrote, “requiring
and rewarding these teacher credentials remainsatien’s dominant teacher quality
strategy” (p. 2).

The generally accepted principle that teacherbeggéer from year to year because
of classroom experiences during those first yeas one reason for this thinking (Rice,
2010). There were some who believed the reasoeriexed teachers performed better
than novice teachers is because poorer perforreahers often leave the profession
early in their careers (Henry, Bastian, & Fortr#12). Some researchers argued that
the opposite is true: higher quality teacherghose with better credentials, are the ones
who leave the education field early to pursue o#venues (Goldhaber et al., 2010).
However, a number of those who left the classroaisd to take positions in school or
district administration, and not to other fieldsGINQ, 2004).

A study by Ost (2009) revealed that teacher expeeeloes help teachers
improve student performance on standardized t€3$$.(2009) used student test scores
in grades three through eight and teacher data Worth Carolina from 1995-2007. Ost
(2009) examined specific grade level experiencesyal as general experiences, as
possible influences on teacher improvement ancestuest scores. The report
established a small correlation between grade kexgtrience and test scores in math
and little to no correlation between the experiesuee reading scores (Ost, 2009).

A study completed at Harvard University using dataieved from the Tennessee
STAR Project determined that teacher experiencenditier in kindergarten (Chetty et

al., 2011). Chetty et al. (2011) discovered thadesnts in classes with experienced
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teachers did have higher test scores than thobenwitice teachers. The data established
a linear correlation between teacher years of ésipes and higher scores (Chetty et al.,
2011). Henry, Fortner, and Bastian (2012) asasthsimilar findings in high school

math and science classes. Henry et al. (2012yzaththe correlation between teacher
experience and student scores on high school esdwwge exams. The study revealed
increases in student achievement in classroomsteatthers with four years of
experience or less (Henry et al., 2012). Afterfthath year, the gains in scores seemed
to level off (Henry et al., 2012).

Chargois and Irons (2011) conducted research exagnihe role of experienced
teachers within certain student populations. Chiargnd Irons (2011) revealed
inconclusive results between experience and higdstiscores in African-American ninth
graders. Within the study, highest test scoregwassociated with teachers who had 6-10
years of experience and over 21 years of experjeaspectively (Chargois & lrons,
2011). Most puzzling was the fact that the studg&®ults actually showed a drop in
student test scores for students who had teachdrd @+15 years of experience
(Chargois & Irons, 2011).

Staiger and Rockoff (2010) used economic exampleemonstrate the
difference between teachers with three or moresyathe field and teachers who have
less than three years experience:

Based on the gains that teachers make in theirféws years of experience, every

time a school district loses an experienced teaeitbrtwo or more years of

experience and is forced to hire a novice teatherstudents assigned to the

novice teacher over the first two years of thereealose roughly .10 standard
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deviations in student achievement. As discusseg@lestimates suggest a .10

standard deviation gain in math scores has a \altmughly $10,000 to $25,000

per student. (p. 103)

Stronge (2007) believed that one of the main remsaperienced educators seem
to be more effective was because they have ledamied more efficient. Stronge (2007)
stated, “these experienced and effective teachersficient — they can do more in less
time than novice educators can” (p. 11). Stror2§®7) also believed that the ability to
adapt in the classroom was an edge that experi¢aaellers often have:

Flexibility and adaptability are sometimes moreiddse than a well-written

lesson plan, because classrooms are dynamic. &lteachers often hesitate to

deviate from a plan, but effective teachers cait dath ease, capitalizing on a

teachable moment or accommodating a schedule chargeability to improvise

is a characteristic more common to experiencedadts: (pp. 11-12)

The majority of research on this topic assertediteaexperience makes a
difference in the classroom, but only to a cert®gree (Clotfelter et al., 2007; Harris &
Sass, 2008; Kane & Staiger, 2008; Kane et al., ROBdang and Moon (2009)
determined teacher experience made no differenseident test scores. Stronge (2007)
believed an experienced teacher is typically welised in handling individual and group
situations, as well as differences in student petty and behavior. Likewise,
experience has taught them what works and whatmmesork as far as providing
quality instruction to their students (Stronge, 200Studies showed that a teacher’s skill

level tends to level off after the first five yeaexcept for a few cases in which the year-
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to-year experience does continue to make a difeeréGlotfelter et al., 2007; Harris &
Sass, 2008; Kane & Staiger, 2008; Kane et al., 2010
Advanced Degree Completion

Another teacher characteristic that has been uhéanicroscope recently is the
importance of completing an advanced degree. WhdeMODESE (2012) requires all
teachers must hold a bachelor’s degree to becortiBetk there are some states that
have begun to require a master’s degree to reegiweitial teaching certificate or to
renew an existing certificate (Miller & Roza, 2012)rury and Bauer (2011) reported
teachers with master’s degrees now are relativatyngonplace and, the number of
teachers with a master’s degree or higher actuadly higher than the number holding
bachelor’s degrees in 2007.

Though some districts require a master’s degrest teachers who pursue
master’s degrees do so because it raises them arstee salary schedule (Miller &
Roza, 2012). Typically, in both salary scheduled eredit cost reimbursement plans,
there is no discrimination in the degree progratmaaher completes (Miller & Roza,
2012). This means a teacher could, theoreticaityk toward completing a degree in a
field of study that has nothing to do with his erlsubject area (Miller & Roza, 2012).
According to Miller and Roza (2012), the majoritynoaster's degree programs
completed by teachers are general education mastegrees or master’s degrees in
administration. Still, there is continued debatendether these programs actually
improve the effectiveness of teachers (Miller & Rp2012).

Perhaps it is nat a teacher pursues a higher degreewingn According to

Grossman and Brown (2011), teachers who receivastems degree during the first few
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years of teaching may not have the necessary baohkdrand on-the-job experience in
the profession to actually gain skill from the eglé experience:

The NEA data show that many teachers have earnsterisadegrees within the

first few years of teaching. Since these teachersiill relatively new to the field,

graduate study is not serving as an opportunitefioe an already solid skill set

but is instead being undertaken while teacherstilégetting their sea legs.” (p.

102)

The practice of paying for degrees has come usdtetiny due to the current
economic crisis in education and the high amoumbafey that school districts put into
the so-called “master’'s bump” (Roza & Miller, 20090za and Miller (2009) analyzed
data from state salaries and determined there states, such as New York, in which
78% of all teachers had a master’s degree or higRera and Miller (2009) indicated in
some states, the difference in salary betweenchéeavith a master’'s degree and one
without, with the same level of experience, wamash as $10,000. These costs, along
with the added benefits, can add up quickly forosthlistricts (Roza & Miller, 2009).

Throughout the nation, the added cost accruedpplging funds for master’s
degrees for teachers ranged from $27 per pupiexas to $319 per pupil in Washington
State (Roza & Miller, 2009). In Missouri, accorgito Roza and Miller (2009), the
numbers hover somewhere between those two nuntifexspf Missouri teachers had a
master’s degree or higher, and the average salargase for a teacher with a master’'s
degree was $4,283, a total of $146,603,923 extiardspent by Missouri school

districts. This added an additional $163 per sttidethe state (Roza & Miller, 2009).
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Advanced Degree Completion and Student Achievement

Recent research revealed that having a masterieel@ges not improve the
academic achievement of students in that teachlssroom (Campbell & Lopez, 2008;
Clotfelter et al., 2007; Dobbie & Fryer Jr., 20Hgnushek & Rivkin, 2012; Harris &
Sass, 2009; Huang & Moon, 2009). It did not seemmatter whether the master’s
degree was obtained before or after the initiathe®y experience; research has shown
there was no difference in student achievementdmtveachers with a master’s degree
or those without (Campbell & Lopez, 2008; Clotfek al., 2007; Dobbie & Fryer Jr.,
2011; Harris & Sass, 2009).

Clotfelter et al. (2007) studied data from Northr@ima teachers and students to
determine the relationship between teacher charstits and student achievement.
Clotfelter et al. (2007) determined, despite rewaydeachers for advanced degrees,
schools may not be seeing benefits from the prmac@totfelter et al. (2007) found “the
variable denoting having a graduate degree exerstatistically significant effect on
student achievement and in some cases the coeffisieegative” (pp. 27-28).

Clotfelter et al. (2007) continued by asserting:

If the goal of the salary structure was to provitgentives for teachers to

improve their teaching, the higher pay for mastdegrees would appear to be

money that was not well spent, except to the exteitthe option of getting a

master’s degree keeps effective experienced temaahéne profession. (p. 33)

For those teachers who received a master’s dadperebeginning their teaching
career, the data showed they may actually be fésige in raising student test scores

when compared to those who do not have a mastegied (Clotfelter et al., 2007).
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Other research has shown, as a whole, districththae a majority of teachers with
advanced degrees have lower test scores thandigiects (Dobbie & Fryer, Jr., 2011).
Campbell and Lopez (2008) studied “the relationdt@iween advanced degrees for
teachers and student performance on the Georgla$tijool Graduation Test
(GHSGT)” (p. 34). Campbell and Lopez (2008) foufadter controlling for student
population, area population density, area incomieoal revenue, and ethnic make-up,
school systems with more master’s qualified teacFal{ed] to perform better on the
Georgia High School Graduation Tests” (p. 44). @hell and Lopez (2008) also found
there may actually be a negative effect on studerformance.

A study by Harris and Sass (2008) showed a positiveelation between
advanced degree completion and student achievedoremiddle school math classes; yet
did not find any correlation for elementary teasherboth reading and math. In high
school math and reading, as well as middle schezaaling, there actually seemed to be a
negative correlation (Harris & Sass, 2008). Haarid Sass (2008) continued, “This may
be because graduate degrees include a combindfpmdagogy and content and our
other evidence suggests that only the latter lpassdive influence on teacher
productivity” (p. 27).

Buddin and Zamarro (2008) analyzed data from theAlgeles School District
from 2000 to 2004. Buddin and Zamarro (2008) olesdtteacher characteristics and
students’ scores for grades two through five. Estabent was in a self-contained
classroom with one teacher (Buddin & Zamarro, 20@)ddin and Zamarro (2008)
determined there was no difference between stusbemes when the students had

teachers with a master’s degree or higher and wiestudents had a teacher who did
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not have an advanced degree. The attainmentighardegree showed no improvement
to teacher quality or student scores (Buddin & Zama&008).

In a study of Chicago school districts and teacgh®&asonson et al. (2007)
provided similar conclusions. Aaronson et al. (20f@und that advanced degrees
accounted for less than 1% of the variation inteacjuality and student test scores.
Aaronson et al. (2007) discovered advanced degnepletion for teachers did not have
a statistically significant effect on the achievemstatus and test scores of the students in
those districts.

It is quite obvious, then, why the use of schooldsito provide funds for master’s
degrees has become a target of research and que$tie push for master’s degree
completion by teachers could be due to the fadtith&inland, whose schools are some
of the highest performing in the world, all teachare required to receive a master’'s
degree (Sahlberg, 2010). However, according tdb®ai (2010), in Finland, only the
top 10% of graduating classes are pushed to beedoators. Furthermore, teachers
enter a master’s degree program that aligns spafijfiwith his or her instructional area,
such as history, math, or biology (Sahlberg, 20I)is is in broad contrast to the United
States, where the majority of master’s degreesrddaby teachers are in general
education, which is a broad, non-differentiatedrdedMiller & Roza, 2012).

Teacher Salary Schedule

The current teacher salary schedule is at theecefthe ongoing debate on
teacher effectiveness and student achievementguesld/ and Springer (2011) found,
“During the 2003-04 school year, approximately 96Bpublic school districts

accounting for nearly 100% of all public schooldeers reported use of a salary
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schedule” (pp. 2-3). In the majority of states drgdricts, teachers were paid based on
years of experience and degree level (Podgurskpréh§er, 2011). Teachers advanced
across these steps and lane schedules as yearseokace were gained and as the
teacher made progress towards advanced degreegu(Bky & Springer, 2011). As
defined by Podgursky and Springer (2011), thisrgadahedule is often termed the
“single salary schedule” (p. 2). According to Jetim and Papay (2009):

That scale [salary schedule] is composed of afsgeps that provide every

teacher with an annual raise until he or she resattieetop of the scale, which

generally takes eight to 20 years. In additiotheosteps, the salary schedule
typically includes four to six lanes. A teacheemitled to enter a higher paying
lane after completing certain academic requirementiegrees. All lanes have
the same longevity steps, so a fourth year teagherholds a master’'s degree in
the third lane earns more than a fourth year teashe has no master’'s degree

and thus remains in the first lane. (p. 49)

Podgursky (2010) claimed the single salary schedakecreated in the 1920s and
continued to evolve until the 1950s, with the migyoof public school districts adopting
the salary schedule by 1951. During this timerdlveas typically a marked discrepancy
between the teaching salaries of men and womerg(fPskly, 2010). Feminists and other
reformers began calling for a single salary schefl all teachers, regardless of gender
(Podgursky, 2010).

According to Podgursky (2010), the single salatyesiule is unique to the field of
education; in most other professional fields, theneo set schedule for pay. Podgursky

(2010) claimed pay is determined by qualificatidiedd or specialty, supply and
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demand, or any other number of factors, and thattieg pay is usually market-driven,
and institutions will often match counter-offers foore senior faculty whom they wish
to retain. Merit or performance-based pay is compteme” (p. 21). Johnson and Papay
(2009) explained that critics of the salary schedind fault with “paying all teachers the
same wages without regard to performance and fagbeck-step.” There was no way
for teachers to earn more by exercising initiabvechieving success in their day-to-day
work” (p. 49).

Previous research called into question the useamhter experience and advanced
degree completion as the basis of teacher pay (Pskig& Springer, 2011; Vigdor,
2008). Most of the studies have shown a minini@ny, correlation to student
achievement (Vigdor, 2008). Podgursky and Spririget1) determined that the current
salary schedule is completely off-base with thelgda developers were trying to
achieve. According to Podgursky and Springer (20the goals of the salary schedule
should be to attract and keep the best teachevgelhas motivate teacher improvement.
Podgursky and Springer (2011) claimed, “howeves dinrent teacher compensation
‘system’ is best characterized as a mix of policedkecting divergent stakeholder
preferences, legislative tinkering, and legaciesfearlier vintages of employment
contracts” (p. 2). Podgursky and Springer (201 htiooied:

There is an old adage in economics: ‘“You can’t abfiee law of supply and

demand.’” By this, economists mean that if govemisher regulatory agencies do

not allow prices to clear a market then some atierhanism will. School district
salary schedules are a case in point. Salarids/dbe schedules take no

recognition of market or performance factors. Tas-price factors act to clear
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the market. We briefly consider three consequent#dsese rigid schedules:

teacher shortages by field, the concentration gfaeateachers in high-poverty

schools, and the incentives (or lack thereof) forareffective teachers to stay in

classrooms or enter the profession. (p. 4)

In a single salary schedule, elementary educagiachiers make the same salary,
according to step, as a specialized teacher iglagthool classroom (Podgursky &
Springer, 2011). Podgursky (2010) claimed whilthldeachers may be of equal
importance, there is a stark difference in thelabée pool of quality teachers in both.
Podgursky (2010) also claimed a high school sci¢egeher may have many more non-
education opportunities than an elementary teatleequse of the background and in-
depth subject matter knowledge. Podgursky (20af@renced a teacher recruitment
survey in which administrators were asked to rdmakdifficulty of hiring staff in
individual fields:

In 2003-04, 75% of school administrators reporteat it was “easy” to fill

vacancies in elementary education, with fewer fioan percent reporting it “very

difficult” or that they could not fill the positiorThe situation changes
dramatically when we turn to math, science, andigpeducation, where a large

share of districts reported it was “very difficutif they were unable to fill a

vacancy. (p. 22)

A study by Hanushek and Rivkin (2012) revealed:

Easily quantifiable characteristics explain litbiethe variation in teacher

effectiveness, and this has important implicatimmshe development of policies

designed to raise the quality of instruction andetuce unequal access to high
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quality teachers. First, neither a graduate degoee@dditional years of

experience past the initial year or two translate significantly higher

instructional effectiveness, bringing into questeogalary structure based almost

entirely on these two variables. (p. 132)

In addition to the salary schedule, Hanushek an#iRi(2012) added three other
avenues in which teacher characteristics wereeatlli Those avenues were to use
characteristics to compare members of a teachaifyfet quality and equal access, using
these characteristics to add requirements to limgidification, and focusing on student
outcomes related to characteristics to legislateebteachers (Hanushek & Rivkin,
2012).

Aaronson et al. (2007) reported, “the vast majaritthe variation in teacher
effects is unexplained by easily observable teacharacteristics, including those used
for compensation” (p. 97). Aaronson et al. (200f)zed research with the Chicago
Public Schools System and showed that observaddbee characteristics, such as
experience, degrees, and certifications, accountddss than 1% of the total variation in
teacher quality:

These results highlight the lack of a close retetiop between teacher pay and

productivity and the difficulty in developing compsation schedules that reward

teachers for good work based solely on certificetjalegrees, and other standard
administrative data. That was not to say suchreelsavere not viable. Here, the
economically and statistically important persiseen€teacher quality over time
should be underscored. By using past performaatrajnistrators can predict

teacher quality. Of course, such a history migiitexist when recruiting,
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especially for rookie teachers, or may be overwieelimy sampling variation for

new hires, a key hurdle in prescribing recruitmeetiention, and compensation

strategies at the beginning of the work cycle 9§).

There were some advantages for teachers andcthidtrat utilize the single salary
schedule as it is currently constituted. JohnsmhRapay (2009) claimed the schedule
provides confidence and stability to teachers;tieexcan look at the salary schedule and
easily determine their current salary and fututarga The salary schedule also benefits
the districts’ budget process by forecasting futtosts (Johnson & Papay, 2009).
Johnson and Papay (2009) described the benefiveys

Given that certainty some consciously trade thecb@o earn more in the short

run at another job for the assurance of a steaygghesk as a teacher. Teachers

know that the steps of the salary scale rewardtypgad longevity, and once they
have spent seven or eight years in a district, teegt to remain in their position.

In a field that is perpetually hampered by the &ge of able teachers, a pay

system that brings stability to the teacher forag its advantages. (p. 50)
Goldhaber, Dearmond, and Deburgomaster (2011) sieclthe benefits of the single
salary schedule previously suggested by earliearebers, “By rewarding teachers’
years in the classroom, salary schedules reflectatt that teachers learn from
experience; by rewarding all teachers equally,rgaahedules mitigate competition
between teachers that might inhibit collaboratiokrmowledge exchanges” (p. 443).

Recent research has focused on how to modify thrertusalary schedule to
incorporate research findings, rather than jusiguing the entire system altogether

(Grissom & Strunk, 2012). Some of these methodsdcbe front-loading or back-
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loading the salary schedule, or adjusting the gaenedule based on subject area or the
socio-economic status of the school district (@nss Strunk, 2012). Grissom and
Strunk (2012) asserted there could be benefitditond-loaded salary schedule, and those
pay schedules would have a higher base salarynagared to other salary schedules.
Grissom and Strunk (2012) believed the higher kata@ies would attract higher quality
teachers to the profession and would make teachorg comparable, in terms of salary,
to other professional tracks.

Also, this type of salary schedule would give higinereases in the first years of
teaching, which is the period of time many teachetantarily exit the profession and
this would give quality, young teachers anotheeiriive to stay with teaching, rather
than switching to another profession (Grissom &kt 2012). Grissom and Strunk
(2012) analyzed salary schedules in a study compaeiacher salary schedules to student
performance. The study included almost 800 stigdacrtoss 15 states and Grissom and
Strunk (2012) concluded:

Across the board, no matter the grade, more stagehieve and pass the

proficiency cut point and fewer students fail t@pshe basic cut point as districts

frontload their salary schedules to a greater éxtdthough the results for the

advanced level are less precise, the consistesttatin of the relative experience

premium coefficient suggests that the more fromkbmhthe salary schedule, the

greater proportion of students achieve ‘advancedus on state assessment tests,

holding school and district characteristics conistgm 683)

Harris and Sass (2008) mentioned that since “athddegrees [that] are

uncorrelated with the productivity of elementariz@al teachers suggests that current
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salary schedules, which are based in part on edaehattainment, may not be an
efficient way to compensate teachers” (p. 31). ridand Sass (2008) did, however, see
benefits in building the salary schedule, or astied the base, to retain quality teachers
early in their career, which could benefit students
Teacher Pay and Student Achievement

When studies were analyzed comparing teachermégtadent performance,
Podgursky (2010) found very little to suggest aeation between higher teacher
salaries and student performance. Podgursky (20a@d, “Surveys of the early
education production function literature foundditevidence of a strong positive effect of
teacher pay on student achievement” (p. 17). Pweégy2010) also cited earlier
research from Hanushek and Rivkin, Jacobs and éefgnd others, in which there had
been no connection found between how well teackers paid and the performance of
their students.
Teacher Tenureand Last-In-First-Out Policies

Another area in which this research could be wapactful is in examining
teacher tenure and teacher layoff last-in-first{@lffO) policies. Both of these policies
were based on the belief that experienced teagbees better teachers (Boyd, Lankford,
Loeb, & Wyckoff, 2011). There are educational exp&ho support the idea that
seniority-based layoffs are not the best strateggttting costs, and the practice may
actually harm student performance (Boyd et al., 1201

Boyd et al. (2011) expressed, in reality, a highenber of teachers must be
released to achieve the desired effects of theflayadhis is due to the fact that senior

teachers earn more, according to the salary sobeithaln novice teachers (Boyd et al.,
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2011) The sheer removal of so many teachers at oneciimiel be detrimental to student
performance, because it compromises such variaklstability, comfort, and regularity
(Boyd et al., 2011).

Boyd et al. (2011) completed a study in New Yorky@d analyze the effect of
teacher layoffs brought about by the recent ecoo@msis. Boyd et al. (2011) compared
teachers who would be laid off due to the exispolicy, which was based on seniority,
with the teachers who would be released basedamhée effectiveness. The study was
implemented as a result of a 5% shortfall in thedai for teacher salaries (Boyd et al.,
2011). Boyd et al. (2011) determined that 25% fexachers would need to be
dismissed if the policy, which was based on teaeffectiveness rather than seniority,
was allowed. Boyd et al. (2011) also found theugrof teachers who would be
dismissed because of performance differed greaim the group who would be
dismissed because of experience. In fact, onlytab8W of the teachers fell into both
systems (Boyd et al., 2011). Results of the stuydBoyd et al. (2011) determined:

The typical teacher who was laid off under a vaddded system was 26% of a

standard deviation in student achievement lessteftethan the typical seniority-

based layoff. This was a large effect, correspagtlb the difference more than
twice the difference between a first and fifth-yesacher and equivalent to the
difference between having teacher who was 1.3 atdmdkviations below the

effectiveness of the average teacher. (p. 11)

A similar study of layoffs in Washington State scohdistricts, by Goldhaber and
Theodbald (2010), during the 2008-2009 school y@arpvered comparable results.

Goldhaber and Theodbald (2010) found that only 28%ie teachers who would be
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dismissed based on seniority would still be diseds$ the criteria for layoffs was
teacher effectiveness. According to Goldhaber@&mebdbald (2010), the difference in
teacher effectiveness was also significant. Gdidhand Theodbald (2010) observed a
20% standard deviation in math and 19% in readimggch is the difference between
having a teacher who was in thé"Iercentile of effectiveness and a teacher in @fe 5
percentile of effectiveness. The separation wes ééscribed as two to three months of
an average student’s learning (Goldhaber & Theat](24110).

Goldhaber and Theodbald (2010) asserted that iethehers who were removed
had salaries at the average district salary, idstéaear the base, “it is estimated that it
would only be necessary to lay off 1,349 teacheiwder to attain the same (or greater)
budgetary savings; this is approximately 20% laas the actual number of teachers
(1,717) who received layoff notices” (pp. 12-13).

The results of these studies showed that curretipes for teacher layoffs could
potentially hurt students and school districts (8ey al., 2011). The greater number of
teachers released resulted in larger class sizka lss of quality teachers (Boyd et al.,
2011). Boyd et al. (2011) claimed, despite alihaflse concerns, the majority of states
and districts have layoff policies that give presecke to teachers with more years of
experience.

Hiring Process

When hiring new teachers, most administrators mutsachers with teaching
experience and a higher degree (Rockoff, Jacobe K&arstaiger, 2011). Rockoff et al.
(2011) estimated experience and degree completetwa of the most studied

characteristics in research projects due to legglsalary requirements. However, the
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use of experience and degree completion to sepeaatidates for a position has since
become a questionable practice (Rockoff et al. 1201

Though it may remain the most efficient way to deiee the legitimacy of a
candidate, Rockoff et al. (2011) likened the usthege characteristics to the “story of
the man looking for his keys under a street lighbtbecause he dropped them nearby,
but because that is where he can see” (p. 19)geBtand Rockoff (2010) also stated,
“with the exception of teaching experience, therktile to suggest that the credentials
commonly used to determine teacher certificaticoh gy are related to teachers’ impacts
on student outcomes” (p. 104). Staiger and Roq&ff10) suggested a more open policy
of hiring teachers and improvements to the curesther evaluation process. One of
the most prevalent thoughts is the idea that sshmaoist adhere to a more aggressive
dismissal program (Staiger & Rockoff, 2010). S¢aignd Rockoff (2010) recommended
setting a base cutoff score on annual standardézts, and if the teacher does not reach
this goal in his or her first year, then that tesrolvould be terminated and replaced.

In multiple studies, researchers have found ttiditimnal teacher characteristics,
not just teacher experience and an advanced degfre@gld be used to recruit and hire
teachers (Rockoff, et al., 2011; Staiger & Rocka€10). Rockoff et al. (2011) claimed
“recruiting teachers with a number of attractived=@ntials while avoiding teachers
whose credentials are unatractive has the potguuiaér to improve the effectiveness of
their teacher workforce” (p. 38). Rockoff et &0(1) implied finding quality recruits is
dependent “on a broad set of credentials, all atwhre fairly traditional indicators of
teacher quality but some (e.g., SAT scores) aremoently collected by many school

districts” (p. 38). A few of these traits incluttee prospective teacher's SAT/ACT
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scores, his or her personality, college selectiaitg quality, area of certification, and
area of advanced degrees (Rockoff, et al., 20Hig&t & Rockoff, 2010).
Early Retirement I ncentives

One avenue that school districts have used intamat to lower costs during
years of tight budgets is to offer early retiremieentives. Fitzpatrick and Lovenheim
(2012) suggested the teachers who are eligibletiey yet remain at the helm, be offered
early retirement incentives. Teachers who are ragperienced or are at retirement age
typically cost more to employ for districts tharithless-experienced counterparts
(Fitzpatrick & Lovenheim, 2012). Fitzpatrick anduenheim (2012) believed if a
district was to choose to replace multiple hight@serienced teachers with less-
experienced teachers, it could provide substasdiaings to that district.

Fitzpatrick and Lovenheim (2012) studied the afexf early retirement programs
in lllinois on student achievement. In this stuBifzpatrick and Lovenheim (2012)
found that teachers leaving their posts had aregeeof 29 years of experience, while
incoming teachers averaged less than three. Timebegs revealed no decline in student
achievement scores, in fact, student test scotaalbcimproved in the years following
the exodus of the experienced teachers (Fitzpafrickvenheim, 2012).
Summary

School districts continue to use on-the-job exgree and advanced degree
attainment in their recruitment, retention, and pemsation policies (Rockoff et al.,
2011). The value of these two factors continudsetbhashed and rehashed as they
pertain to teacher quality and student achievemkirstould be assumed that when

looking at the hiring and compensation practicesabiool districts, consideration should
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be given to the money spent in a manner that pegitaffects students’ test scores
within that district. Previous research has shawrnconclusive correlation between
these characteristics and the ultimate successohers to bolster test scores (Campbell
& Lopez, 2008; Clotfelter et al., 2007; Dobbie &Er Jr., 2011; Hanushek & Rivkin,
2012; Harris & Sass, 2009). Nevertheless, thesectvaracteristics remain the focal
point during salary schedule and hiring/retenti@gtassion.

In Chapter Three, the methodology of the reseprofect is discussed. This
includes the research design and statistical ptoestemployed. The details of each
school district, their populations, and their tearshare revealed. The research will
endeavor to determine if a significant correlatixists between teacher experience and

advanced degrees in relationship to student aamenein Missouri school districts.
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Chapter Three: Methodology

There are a variety of characteristics an effediaeher should possess. Most
researchers and educational leaders, including W20@0), Marzano (2007), and
Stronge (2007), believe the teacher has the gtaatesence on the achievement of
students. The issue currently facing educaticeedérs and researchers is to narrow
down which characteristics are invaluable, and tilaie supplemental. If the
characteristics that determine teacher effectivenesld be separated and defined,
educational institutions would be able to pinpdh@se characteristics in their personnel.

Furthermore, depending on the degree in which tbleagacteristics were defined,
teacher standards and preparations could be adijissteaximize effectiveness. School
policies and programs could also be aligned to igdemincentives for teachers who utilize
these characteristics and were successful in innpgatudent achievement in the
classroom. While it has been a challenge for rebeas to describe and measure many
of the characteristics that define an effectiveles, at least two of these variables —
years of experience and educational attainments readily measurable and can be
applied to student performance.

This study sought to reveal the relationship betwieacher experience and
advanced degrees attainment with student achievernehe Missouri Assessment
Program (MAP). These two teacher attributes whosen mainly because of their
continued use in crafting teacher policies andrgalehedules. The study provided
insight into two easily quantifiable teacher chéeastics and the potential impact on

student achievement.
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In this study, data from the MODESE and schoolritist were analyzed to
determine if teacher experience and advanced degrpel higher student scores on the
MAP assessments in grades three and five in matlt@mmunication arts. The focus of
the study was on small school districts in Misso@mall schools were defined as any
school district with a total student average dattgndance (ADA) of fewer than 600
students. According to the U.S. Department of Btloo Rural Education Achievement
Program (REAP), schools were eligible for the SpRillral School Achievement
(SRSA) incentives with an ADA of less than 600 (LD&partment of Education, 2003).

This was a quantitative study in which the dataenetamined to determine if
there was a statistical relationship between thmabkes. The methodology included
descriptive, correlational, and inferential stadsst In this chapter, the methods used to
collect data, evaluate the data, and summarizérntiegs are discussed.

Problem and Purpose Overview

Educational experts and school and district adstrimiors have traditionally
assumed that teachers gain additional skills asdbetinue in the profession, enabling
them to continuously improve upon their skill setronge, 2007). Itis also believed that
teachers will hone these skills and learn how them with more efficiency as they
spend more time in the classroom (Boyd et al., 26tEhry et al., 2012). The thought is
that an increase in the number of tools and methddacher possesses will, in turn, lead
to higher student scores and improved student aement. Educational system

components, such as teacher pay scales, teachee,tand mentoring programs seem to

lend themselves to the fact that more experiena@nma better teacher. The same can be

said of teachers obtaining advanced degrees. i@iatrd building leaders tend to push
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teachers to continue their education by way of aters, specialist, and/or doctorate
degree (Miller & Roza, 2012).

There are many school districts that continue teratiition reimbursement for
teachers taking these classes, and almost alictistrave steps on the pay scale
rewarding teachers for continuing their educatidiilér & Roza, 2012). When building
administrators hire educators for positions witltie district, most often, they look for
those teachers who have had greater experiencat@ited higher degree levels
(Rockoff et al., 2011). In terms of teachers ageaorking in the district, those with
more experience and education tend to be teachdeilg in their buildings (Rockoff et
al., 2011). Again, it is assumed that the hightxagher moves up the degree ladder, the
quality and effectiveness of the teacher increases.

This way of thinking has spawned a culture of saiithin the public education
system, especially elementary and secondary eduncafis a result, a number of studies
now question whether school districts assume ctiyrese two characteristics alone
define quality teachers. If it is discovered tloeynot, in fact, correctly predict teacher
quality, then school leaders will need to deternfiows the school’s resources would be
better served by concentrating on factors influegdest scores. This study analyzed
these two characteristics and sought to determhreghver there was a relationship
between these teacher attributes and student achesnt.

Because teachers with more experience and advaeggdes are higher on the
pay scale than new teachers, rural and small schsiicts, due to budget restraints,
typically cannot afford to recruit experienced tears. The salary offered by rural

districts cannot compete with more populated ditstri Furthermore, this makes it
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increasingly difficult for smaller schools to retdeachers with experience and/or
advanced levels of degree completion. Hefty gagpeéen the salaries offered by larger
school districts can put smaller schools — andsthidents who attend them — at a distinct
disadvantage. This study was designed to deterinieacher effectiveness and student
achievement on MAP communication arts and mathesassessments directly
correlates with teacher experience and the procemenf an advanced degree.

Legislation, such as No Child Left Behind (NCLBgs increased the emphasis
on quality teachers by using student test scoresaaks of achievement, thereby holding
teachers and schools accountable for the resul& @epartment of Education, 2002).
The NCLB legislation used the term “highly qualdfieeacher” to define the type of
teacher school districts should seek to hire atadréU.S. Department of Education,
2002). The legislation put forth its own definitiof a highly qualified teacher. Highly
qualified teachers will “have state certificatiamhjch may be alternative state
certification), hold a bachelor’s degree, and hdeonstrated subject area competency”
(U.S. Department of Education, 2002, p. 19).

Individual states and school districts within thetztes may have completely
different ideas on what specific characteristickena successful or high quality teacher.
In this study, data were compiled to determine Wwbethere was a statistically
significant relationship between teacher attribuspecifically years of experience and
advanced degree completion, and student achievert®atle level data from grades
three through five from the MAP test were analyzé&tiese particular data were

compiled from school districts in southwest Missour



63

Resear ch Questions

In order to guide the research forward through datiection, it was important to
develop questions that would bolster and clarifystudy’s findings. These questions
give parameters and a focus to the study of teaetmarience/advanced degrees and
student achievement. The following research qoestguided the study:

1. What relationship exists, if any, between the y@teaching experience of a
third grade teacher and the performance of thahts& students on the third grade
Missouri Assessment Program Communication Art&test

2. What relationship exists, if any, between the yedteaching experience of a
fifth grade teacher and the performance of thattteds students on the fifth grade
Missouri Assessment Program Communication Art&test

3. What relationship exists, if any, between the yedteaching experience of a
third grade teachemnd the performance of that teacher’s studentb®third grade
Missouri Assessment Program Math test?

4. What relationship exists, if any, between the ye&teaching experience of a
fifth grade teacher and the performance of thattteds students on the fifth Grade
Missouri Assessment Program Math test?

5. What relationship exists, if any, between the anadelegree held by a third
grade teacher and the performance of that teacsieidents on the third grade Missouri
Assessment Program Communication Arts test?

6. What relationship exists, if any, between the anadelegree held by a fifth
grade teacher and the performance of that teacsteicents on the fifth grade Missouri

Assessment Program Communication Arts test?
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7. What relationship exists, if any, between the anadelegree held by a third
grade teacher and the performance of that teacsieidents on the third grade Missouri
Assessment Program Math test?

8. What relationship exists, if any, between the anadelegree held by a fifth
grade teacher and the performance of that teacsteicents on the fifth grade Missouri
Assessment Program Math test?

Null Hypotheses and Alternate Hypotheses

The null and alternate hypotheses used in this/siigte as follows:

H1o: There is no relationship between years of teacbkpgrience and student
performance on the third grade Missouri AssessiRergram Communication Arts test.

H1.: There is a relationship between years of teachipgrence and student
performance on the third grade Missouri AssessiRergram Communication Arts test.

H2y: There is no relationship between years of teacbkpgrience and student
performance on the fifth grade Missouri AssessrRegagram Communication Arts test.

H2,: There is a relationship between years of teachipgrence and student
performance on the fifth grade Missouri AssessrRegagram Communication Arts test.

H3o: There is no relationship between years of teacbkpgrience and student
performance on the third grade Missouri AssessiRergram Math test.

H3.: There is a relationship between years of teachipgrence and student
performance on the third grade Missouri AssessiRergram Math test.

H4o: There is no relationship between years of teacbkpgrience and student

performance on the fifth grade Missouri AssessrReagram Math test.
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H4,: There is a relationship between years of teachipgrence and student
performance on the fifth grade Missouri AssessrReagram Math test.

H50: There is no relationship between a teacher wittasten's degree or higher
and a teacher without a master’s degree and stpéeiormance on the third grade
Missouri Assessment Program Communication Arts test

H5,: There is a relationship between a teacher with steria degree or higher
and a teacher without a master’s degree and stpéeiormance on the third grade
Missouri Assessment Program Communication Arts test

H6o: There is no relationship between a teacher wittaater’'s degree or higher
and a teacher without a master’s degree and stpeeiarmance on the fifth grade
Missouri Assessment Program Communication Arts test

H6,: There is a relationship between a teacher with steria degree or higher
and a teacher without a master’s degree and stpeeiarmance on the fifth grade
Missouri Assessment Program Communication Arts test

H7o: There is no relationship between a teacher wittasten's degree or higher
and a teacher without a master’s degree and stpéeiormance on the third grade
Missouri Assessment Program Math test.

H7.: There is a relationship between a teacher with steria degree or higher
and a teacher without a master’s degree and stpéeiormance on the third grade
Missouri Assessment Program Math test.

H8y: There is no relationship between a teacher wittasten's degree or higher
and a teacher without a master’s degree and stpeeiarmance on the fifth grade

Missouri Assessment Program Math test.
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H8,: There is a relationship between a teacher with steria degree or higher
and a teacher without a master’s degree and stpéeiormance on the fifth grade
Missouri Assessment Program Math test.

Resear ch Design

For this study a quantitative research design vgas uspecifically a correlational
guantitative design. The study attempted to datexiwhether there was a correlation
between the teacher characteristics, such as experand degree completion, and
student achievement. Also, it was necessary httpotheses listed in the study to be
testable, since “quantitative research strivesdstable and confirmable theories that
explain phenomena by showing how they are derivau theoretical assumptions”

(Ary, Jacobs, Razavieh, & Sorensen, 2006, p. 4&E8enkel, Wallen, and Hyun (2012)
stated, “When it comes to the purpose of reseanadmtitative researchers seek to
establish relationships between variables and fooknd sometimes explain the causes
of such relationships” (p. 10). It was appropri@t@se quantitative methods, since data
and facts compiled from staff information and studeerformance on state achievement
tests were presented in numerical form. Quantgatiudies specialize in generalizing
findings, testing hypotheses, and predicting besra\Ary et al., 2006).

This research attempted to determine a relatipnghany, between teacher
characteristics and student achievement on the 8P Therefore, a correlational study
design was used. Creswell (2012) defined coralatiresearch as “procedures in
guantitative research in which investigators measiue degree of association between
two or more variables using the statistical procedi correlational analysis” (p. 21).

Fraenkel et al. (2012) believed researchers shaddcorrelational research to
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“determine relationships among two or more varigalaled to explore their implications
for cause and effect” (p. 12). The use of corretetl research was employed to allow
the determination of the extent to which teacharatteristics, such as degree
completion and experience, correlate to studertesscon the MAP test. Creswell
(2012) found, “this degree of association, expréssea number, indicates whether the
two variables are related or whether one can prediother” (p. 21).

The independent variables in the study were tiidates of each of the teachers
in the classrooms from which data were obtaineldes€ characteristics included the total
number of years these teachers have taught arat#uemic degree each has achieved.
The dependent variables were the mean achievermamisson the MAP for all their
students in the third and fifth grade classes. ivares for each classroom in
mathematics and communication arts were gatherettiégourpose of the study.

The study focused on quantity and numbers, inclydiassroom mean student

achievement scores and teacher characteristios.ddtia were subsequently employed to
generalize those findings to other schools in taeesn order to predict whether teacher
characteristics, such as experience and advanggdede make a difference in student
achievement. ldeally, the data from this study el used to predict whether the teacher
variables produce higher student achievement sca@esording to Fraenkel et al.
(2012), “If a relationship of sufficient magnitudgists between two variables, it
becomes possible to predict a score on one varildlecore on the other variable is
known” (p. 333).

There was also discussion involving the relatiopdiatween the three variables

in an effort to understand if there was an effecstudent achievement; moreover, “in
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correlational research, we do not influence anyabdes but only measure them and look
for relations (correlations) between some set ofdes” (StatSoft, 2012, para. 3).
According to Ary et al. (2006), “Correlational reseh methods are used to determine
relationships and patterns of relationship amongafées in a single group of subjects”
(p. 378). Therefore, since the study’s purpose twatetermine relationships between
and among teacher experience, teachers with advaleggees, and student achievement
on the MAP tests, a correlational study was the &ealysis for this study.
Population and Sample

The setting for this study was school districtsauthwest Missouri. This region
encompasses 24 counties and over 100 school tBsMODESE, 2012c). In total, there
were over 13,000 certified teachers and 145,00desiis in these districts (MODESE,
2012c) at the time of this study. The target teagopulation was third and fifth grade
teachers. There were approximately 500-2i0@@ and fifth grade teachers in the
population (MODESE, 2012c). The sample was nardogi@vn to school districts with
an average daily attendance of less than 600 stdés a result, 69 school districts fell
into this category (MODESE, 2012c). These schdsitidts housed over 20,000 students
and over 1,300 teachers (MODESE, 2012c). There approximately 140-200 third
and fifth grade teachers in the population (MODEZ3HE,2c). It is possible that the
research findings can be applied in schools notifushis region, but across the state.
The MAP scores were acquired from the 2011-2012dgyear during the spring of
2012; therefore, the students were taking the MA& the end of their third and fifth

grade years.
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The sample sizes for this study ranged from 3@ tRachers. A sample size of
30 can give a result that provides a more accuiegeee of relationship and is likewise
less prone to error than a smaller or larger samgflCreswell, 2012; Fraenkel et al.,
2012; Israel, 2012; Watson, 2001). However, Frakekal. (2012) stated, “samples
larger than 30 are much more likely to provide nivegiinll results” (p. 339). In the end,
these varying sample sizes allow researchers tergkze their findings to the entire
population.

Due to the fact that permission was needed frdmacsuperintendents to gather
the individual school’s data, a convenience samgptethod was used. Creswell (2012)
determined, “in convenience sampling the researsdlects participants because they are
willing and available to be studied” (p. 145). 8owmest Missouri superintendents and
principals were contacted with requests to gatheugh data to meet the needs for
statistical analysis. These school districts vaiesize and demographics but constituted
a good sample representation of all the schodlsararea.
I nstrumentation

Research data were obtained from the MODESE’s Miss&omprehensive Data
System (MCDS) Portal, as well as from administiatdreach individual school district.
Superintendents and principals used electronic geaiail or fax) to send the data for
the research to the researchers. The MCDS pesrtatresource provided by the
MODESE that allows school personnel and the publaccess education-related data”
(MODESE, 2012c, para 1). Student and classrooneaemment level data were obtained

from the MAP test via school administrators anddtate assessment section of the
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MCDS portal. For the purpose of this study, MARIecscores were used for classroom
data:

The scale score describes achievement on a contithat in most cases spans

the complete range of Grades 3-8. These scorge marvalue from 455 to 875

for Communication Arts, 450 to 885 for Mathemat@&sd 470 to 895 for Science.

(MODESE, 20124, p. 4)

The MAP scale scores were used to determine stadérgvement levels and
provided a scaled, normalized score that was usedsall districts. This allowed a
class average to be determined with because “wétltiontent area, scale scores can be
added, subtracted, and averaged” (MODESE, 20125, p.

Faculty information data were acquired from scHaoulty information
databases. All schools keep records on teachég idistrict, and this teacher
information includes the years of experience alteabas completed, as well as whether
or not that teacher has achieved a degree higaerthie bachelor's degree required to
obtain initial certification. The only data obtathfrom these files for this study were the
teachers’ experience and degree level obtained.

There were a few possible threats to internal itglidith this study that need to
be discussed. Trochim (2012) defined internaldviglias “the approximate truth about
inferences regarding cause-effect or causal relstips” (para. 1). Some of these threats
included student performance characteristics. Ating to Harris and Sass (2008), “it is
difficult to isolate productivity, especially indehing where a student’s own ability, the
influences of students’ peers, and other charatiesiof school also affect measured

outcomes” (p. 2). Experts in education, such asziteo (2007) and Stronge (2007)
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agreed that teachers have a considerable influsmseudent scores, but it can be hard to
generalize that teachers were the only influencstodent achievement. There were
certainly other factors, even outside the schasifidt, that affect students’ achievement
(Marzano, 2007).

Another threat to internal validity could be theasare of teacher quality, as it
pertains to teacher effectiveness. Harris and @&&8) believed there may be factors
that affect the quality of a teacher other tharttm@job experience and the completion of
an advanced degree. Furthermore, “unobserveddeabhracteristics, such as ‘innate’
ability, may affect the amount and types of edwra#ind training they choose to obtain
as well as subsequent performance of teachergidakssroom” (Harris & Sass, 2008, p.
3). These outside factors could affect the validitthe findings of this study.

Though there may be some concerns over validigyddta from this study were
specific and should clarify whether teacher expmeeand advanced degrees make a
difference with student achievement. Not only Wese a substantial data pool for this
study, but the data for the study was specifihieodualities that were being examined for
the study. These facts helped minimize the pdggibf an internal validity threat.

Data Collection

Once the Institutional Review Board (IRB) at Lindeod University approved
the project (see Appendix A), the data collectiomcpss began. The first step was to
determine the participating school districts. Sahbstrict superintendents were
contacted to determine the district’s interestrovding data and being part of the study.
School superintendents who agreed to participatiearstudy signed a consent agreement

(see Appendix B).
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Once approval from the superintendent was obtatmuact was made with the
proper staff responsible for student and teachter. da most cases, this was the school
principal; in other cases it was the school supenident. The data requested were a list
of third and fifth grade teachers for the schostritit. Years of teaching experience and
level of degree achievement were requested for egitte third and fifth grade teachers
in the district. Degree level attainment was alsltected in three different categories:
teachers with a bachelor’s degree, those with deriaslegree, and those with a
specialist or doctorate degree. Individual teacta@nes were not used in the data
collection; all teachers were assigned a randomtifization number. This helped
maintain the anonymity of these educators.

Mean MAP scale scores for each third and fifth greldssroom were also
gathered for each school district. These data wetehed to the class list of student
scale scores for each teacher. The school adnaituseither calculated the mean for
each classroom, or the lists of scores were pravidgther way, once a classroom'’s
mean score was obtained, the individual studentsowmere discarded. The classroom
mean scale scores were paired with the level chieg experience and highest degree
level obtained for the individual teachers. Alid¢nt and teacher information remained
confidential.

Data Analysis

There was a statistical analysis of the data, usampus descriptive and
inferential statistical measures. These measuocdsded the Pearsarcorrelation
coefficient and multiple regression. The desorgstatistics provided a clear picture of

the school districts and test scores that wereteMaluated for the study. The
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correlational statistics determined if there wasaelation between the variables and
whether that correlation was statistically sigrdfit. The statistical analysis was
performed on all the variables, including teachgregience, teachers with advanced
degrees, and student achievement on the MAP Eeein the data analysis, the null
hypotheses of the study were rejected or not Ejeend the alternate hypotheses were
supported or not supported.

Descriptive statistics were appropriate for thigdgt since the data were
evaluated using a significant amount of numbenscHim (2006) found:

Descriptive statistics were used to present queivé descriptions in a

manageable form. In a research study we may lnay®f measures. Or we may

measure a large number of people on any measwgscriptive statistics help us

to simplify large amounts of data in a sensible wpgra. 3)

Tables were created to show the descriptive datavigv a summary of the data
as a whole. Tables also allowed the data to bmmeal with mean, median, mode,
percentiles, ranges, standard deviation, and tirelation between variables. The tables
included comparisons for teacher experience, teaatiéh advanced degrees, and
classroom MAP scale scores. This provided the mie¢aled to respond to the research
guestions stated earlier in this chapter.

Correlational statistical analysis was also vergantant to evaluate the results of
this study. Bluman (2010) related, “in simple etation and regression studies, the
researcher collects data on two numerical or gtaivie variables to see whether a
relationship exists between the variables” (p. 538ince the research compared two

variables to determine whether there was a relsttiqn correlation analysis was utilized
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to make that determination. Ary et al. (2006) dwiaed, “correlations indicate the
relationship between paired scores. The correlatidicates whether the relationship
between paired scores is positive or negative amddtrong this relationship is” (p. 147).

In order to compute the correlation coefficieng #earson product moment
correlation coefficient was employed. The Pearsaas used to show this correlation in
positive or negative terms. Trochim (2006) expdain

We use the symbolto stand for the correlation. Through the magic o

mathematics it turns out thatvill always be between -1.0 and +1.0. If the

correlation is negative, we have a negative ratatiq; if it's positive, the

relationship is positive. (para. 5)

According to Bluman (2010), “A positive relationphexists when both variables
increase or decrease at the same time” (p. 53lLimdh (2010) described a negative
relationship this way: “in a negative relationshag,one variable increases, the other
variable decreases, and vice-versa” (p. 531). fiittber from zero (and closer to one or
negative one) the correlation coefficient, thersfyer the linear relationship of the
variables (Bluman, 2010). Once the linear relaiop between the variables is
determined, there are two possibilities: “EitHes value of is high enough to conclude
that there is a significant linear relationshipvietn the variables, or the valuera$ due
to chance” (Bluman, 2010, p. 536). Therefore,rioteo to determine if the correlation
was statistically significant, the data were anatyto test the hypotheses and compute
the test values for the data. Bluman (2010) desdrthe determination of statistical

significance from hypothesis testing:
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When the null hypothesis is rejected at a spelgfiel, it means that there is a
significant difference between the valuer @nd 0. When the null hypothesis is
not rejected, it means that the value of not significantly different from 0 (zero)

and is probably due to chance. (p. 537)

In order to determine whether the results indicébeject or not reject the null
hypothesis, a level of significance or alphalével was set. According to Creswell
(2012), “a significance level (or alpha level) iprabability level that reflects the
maximum risk you are willing to take that any obvset differences are due to chance”
(p. 188). Creswell (2012) also stated that tyycalis set at .01 or .05. This means that
“1 out of 100 times (or 5 out of 100 times) an eriely low probability value will
actually be observed if the null hypothesis is'tipe 189). For this research study,

a = .05 was used. Furthermore, “It is customargdaocational research to view as
unlikely any outcome that has a probability of (p5= .05) or less” (Fraenkel et al., 2012,
p. 253).

Once the data had been analyzed, a determinatithe o&lationship between
teacher experience and/or advanced degrees arehstedults on the communication
arts and math MAP tests was made.

A multiple regression test was a correlationalistiaal tool applied to examine
data from this study. According to Ary et al. (B)0‘multiple regression is a
correlational procedure that looks at the relatigms among several variables” (p. 387).
Since there was more than one variable in the sitidygs important to examine all the
variables and discover which variable had the gstatorrelation to student achievement.

It was also essential to determine whether teaekgerience or teachers with advanced
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degrees made a difference in student achievemenvhith had a greater effect, if any.
In the online version of thElectronic Statistics Textboothe authors explained the use
of multiple regression analysis in research studiésthe social and natural sciences,
multiple regression procedures are very widely usgdsearch. In general, multiple
regression allows the researcher to ask (and hitbypafiswer) the general question ‘what
is the best predictor of ...”” (StatSoft, 2012, ganB).

Summary

With a renewed focus on teacher quality and effeass due to legislation, such
as NCLB, it is important for educators to determpnecisely what makes an effective
teacher. The educational community tends to holtbdhe belief that experienced
teachers are better teachers. Thus, hiring anghensation practices have had a
tendency to reflect that belief. The purpose of #iudy was to determine whether or not
there was a significant correlation between teaelkperience and the possession of an
advanced degree, and student achievement on thedd@Runication arts and math
tests.

The study was a correlative quantitative studyylich data were obtained from
school district faculty information by way of digtradministrators and from MAP test
scores. Data analysis procedures employed desergiatistics, as well as correlational
statistics, such as the Pears@nd multiple regression analysis. From theseyapal

data were evaluated to respond to the researchioues
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In Chapter Four, the data received from schodtidis are analyzed using the
methodology described in Chapter Three. This amaipcludes descriptive statistics,
defining the sample, demographics, and studeneaehient results. Results from the
statistical analysis, including correlation, regies, and hypotheses testing are provided
in Chapter Four. The subsequent data analysassackto draw conclusions regarding

the null and alternate hypotheses.
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Chapter Four: Analysisof Data

Education experts hold on to the assertion tteathter quality is the number one
factor in student success in a classroom (Marz2007; Wong, 2009). This study was
designed to determine whether the two driving fiesctd the currently used teacher salary
schedule (on-the-job experience and advanced degrepletion) were the primary
indicators of the quality of a teacher. Teachalityin this study was defined by
analyzing student test scores for classroom teaghehe study. This study was
completed using data from small rural school dittrin southwest Missouri.
Background of the Study

Teacher quality and effectiveness are hard to defireducation. NCLB
legislation holds school districts accountablehfising and keeping highly qualified
teachers (U.S. Department of Education, 2002). pieoes of the evaluation process for
highly qualified teachers are experience and degpe®letion (U.S. Department of
Education, 2002). There are a myriad of stateistatand local school board policies
that favor teachers with experience and/or advadegdee over those who do not (MCE,
2013f; Mo. Rev. Stat., 2012i). The most obviouaragle of this discrepancy is the
salary schedule that most schools employ.

According to the current salary schedule, teacbbtain pay raises when steps on
the scale are completed. These steps include gearperience and coursework above a
bachelor’'s degree. The purpose of this study wagtermine whether or not these two
teacher characteristics play a role in how welltdachers’ students performed on the

MAP test.
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Resear ch Questions

In order to guide the research forward through datiection, it was important to
develop questions that would bolster and clarigystudy’s findings. The following
research questions guided this study:

1. What relationship exists, if any, between the y@teaching experience of a
third grade teacher and the performance of thahts& students on the third grade
Missouri Assessment Program Communication Art&test

2. What relationship exists, if any, between the yedteaching experience of a
fifth grade teacher and the performance of thattteds students on the fifth grade
Missouri Assessment Program Communication Art&test

3. What relationship exists, if any, between the yedteaching experience of a
third grade teachemnd the performance of that teacher’s studentb®third grade
Missouri Assessment Program Math test?

4. What relationship exists, if any, between the ye&teaching experience of a
fifth grade teacher and the performance of thattteds students on the fifth Grade
Missouri Assessment Program Math test?

5. What relationship exists, if any, between the anadelegree held by a third
grade teacher and the performance of that teacieidents on the third grade Missouri
Assessment Program Communication Arts test?

6. What relationship exists, if any, between the anadelegree held by a fifth
grade teacher and the performance of that teacsteicents on the fifth grade Missouri

Assessment Program Communication Arts test?
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7. What relationship exists, if any, between the anadelegree held by a third
grade teacher and the performance of that teacsieidents on the third grade Missouri
Assessment Program Math test?

8. What relationship exists, if any, between the anadelegree held by a fifth
grade teacher and the performance of that teacsteicents on the fifth grade Missouri
Assessment Program Math test?

Descriptive Statistics

Twenty-three school districts returned teacher fatéhe study. In total, the 23
districts accounted for 65 third and fifth gradadieers. The data included 32 third grade
teachers and 33 fifth grade teachers. Thirteehe®3 school districts had only one
teacher per grade level with 10 having at leastteachers per grade level. The mean
ADA for the school districts was 328.61, with agarof 462.83. Details on the school

districts’ building ADA, enrollment, and total stafounts are shown in Table 1.

Table 1

Participating School Attendance, Enrollment, & $tadbunt

M Mdn SD Range
District ADA 328.61 343.40 141.43 462.83
District Enrollment 327.78 312.00 151.73 539.00
District Staff 41.26 41.00 14.86 59.00
Elementary Enroliment 190.39 192.00 80.05 277.00
Elementary Staff 22.00 22.00 6.43 26.00

Note. n= 23
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The classification of the school district enrolimefor the schools participating in
this study is provided in Table 2. The numberabfaol districts in each category is listed
as well as the corresponding percentage of totelddistrict respondents. Cumulative

numbers are also included in Table 2.

Table 2

School District Average Daily Attendance

ADA n % of Respondents Cumulative # Cumulative %
0-99 0 0 0 0

100 -199 6 26 6 26

200 - 299 4 17 10 43

300 - 399 7 30 17 74

400 - 499 3 13 20 87

500 - 599 3 13 23 100

There were a total of 32 third grade teachersernsimple used for this study.
The teachers held a broad range of experienceingfrgm one year of experience to 18
years of experience. There were no teachers Wittr 2nore years of experience. The
classification of teachers, according to yearsxpiegience, is shown in Table 3. The
largest percentage of teacher experience levekstudy was four to six years of
experience with 37.5% of the total number thirddgréeachers falling within this

category.
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Table 3

Experience Level of Third Grade Teachers

Years of Experience n % of Teachers Cumulative # Cumulative %
Oto3 4 12.50 4 12.50
4t06 12 37.50 16 50.00
71010 3 9.38 19 59.38
11to 15 9 28.13 18 56.25
16 to 20 4 12.50 32 100.00
21 to 30 0 0.00 32 100.00

The degree level held by the third grade teacletisa study is presented in
Table 4. The group was split with 17 teacherstieiarned bachelor's degrees and 15
holding a master’s or higher. One of the thirddgréeachers involved in the study had a

specialist degree; the remaining teachers helderiastegrees.

Table 4

Degree Level of Third Grade Teachers

Degree Held n % of Teachers
Bachelor’'s Degree 17 53.13
Master’'s Degree or Higher 15 46.88

In the school districts studied, there were 33heexat the fifth grade level. In

most school districts, one teacher taught all efghbjects for his or her class in a self-
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contained classroom. However, at the fifth gradel, not all teachers taught in self-
contained classrooms. There were 31 teachersautyht communication arts and 31
teachers who taught math. There were two scheatiicts in which two teachers taught
the fifth grade level, but one teacher taught nfathboth classes, and one taught
communication arts for both groups. The fifth grathsses switched between the two
teachers for those subjects. In Table 5 is thestfiaation of teachers and classroom

experience for the fifth grade teachers.

Table 5

Experience Level of Fifth Grade Teachers

% of
Total
% of n of Fifth Fifth
Years of n of Math Math nof CA % of CA Grade Grade
Experience Teachers Teachers Teachers Teachers Total Teachers

Oto3 7 22.58 6 19.35 7 21.21
4106 5 16.13 4 12.90 5 15.15
71010 8 25.81 9 29.03 9 27.27
11to 15 6 19.35 6 19.35 6 18.18
16 to 20 3 9.68 3 9.68 3 9.09
2110 30 2 6.45 3 9.68 3 9.09

The degree level held for all of the fifth gradadkers in the study is shown in

Table 6. There was a similar number of teachetis bachelor's degree and master’s
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completed a master’s degree. There were no higgrees than a master’'s completed.

Table 6

Degree Level of Fifth Grade Teachers

n of % of Total
% of Fifth Fifth
n of Math Math nof CA % of CA Grade Grade
Degree Held Teachers Teachers Teachers Teachers Total Teachers

Bachelor’s

Degree 17 54.84 17 54.84 18 54.55
Master’s

Degree or

Higher 14 45.16 14 45.16 15 45.45

For this study, student MAP score data were gieereéch teacher, as well as the
degree level completed and experience level. s statistics were used to describe
the MAP score data. The MAP data for all teacloéthird and fifth grades were

summarized as shown in Table 7.
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Table 7

MAP Data Analysis

Grade & Subject n M Mdn SD Range
Third Grade

Communication Arts 32 640.42 640.40 13.54 57.59

Math 32 628.96 625.60 16.73 83.24
Fifth Grade

Communication Arts 31 673.51 673.40 15.77 89.48

Math 31 666.03 666.10 13.38 57.00

Results of Pearson r Correlation

In order to determine the correlation between #ugables, the Pearsoriest was
employed for this study. The Pearsdimeasures the strength and direction of a linear
relationship between the two variables” (Blumanl@(. 533). Bluman (2010)
continued:

The range of the correlation coefficient is fromtel+1. If there is a strong

positive linear relationship between the variabiles,value of will be close to

+1. If there is a strong negative linear relatiopdietween the variables the value

of r will be close to -1. (p. 533)

The guidelines for interpreting the strength oékationship in the study were as

follows: 0.00 to .3 constituted a negligible cdateon, 0.3 to 0.5 was a low correlation,
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0.5 to 0.7 demonstrated a moderate correlationto00/ was a high correlation, and 0.9
or higher indicated a very high correlation (HinRfgiersma, & Jurs, 2003).

The results of the Pearsogorrelation test revealed no relationship betwéen t
years of teaching experience for the third gradehers and communication arts scale
scores for the classes< -0.03,p < 0.05). There was a negligible relationship betwe
the years of teaching experience for the third gtadchers in the sample and math scale
scores for the classes= 0.13,p < 0.05).

The Pearsonresults presented no relationship between the gnade teachers’
degree level and communication arts scale scordbdaclasses € 0.09,p < 0.05). The
test results showed there was not a significaatiogiship between the third grade
teacher’s degree level achieved and math scaleséarthe classes £ 0.15,p < 0.05).

The results of the Pearsogorrelation test indicated a negligible relatioqshi
between the years of teaching experience for fttedgrade teachers and communication
arts scale scores for the clasges 0.21,p < 0.05). The results also showed no
relationship between the years of teaching expeeidor the fifth grade teachers in the
sample and math scale scores for the classe8.(19,p < 0.05).

The results of the Pearsogorrelation test showed no relationship between the
fifth grade teachers’ degree levels achieved amaheonication arts scale scores for the
classesr(= 0.10,p < 0.05). The test results also indicated no sigguitt relationship
between the fifth grade teacher’s degree leveleaglti and math scale scores for the

classesr(= 0.06,p < 0.05).
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Results of Multiple Regression Analysis

A multiple regression analysis was used in thdysta determine the effect of the
independent variables on the dependent variablevéwether this determination was
statistically significant. According to StatsS(#012), “the general purpose of multiple
regression (the term was first used by Pearsor)1i8Qo learn more about the
relationship between several independent or pradictriables and a dependent or
criterion variable” (para. 1). The data were anaty/to determine the regression line
which provided the ability to predict where the diegent variable should fall based on
the value of the independent variable. Accordm@tatSoft (2012), “the degree to which
two or more predictors (independent or X variableg)related to the dependent ()
variable is expressed in the correlation coefficRnwhich is the square root Bfsquare.
In multiple regressiorR can assume values between 0 and 1” (para. 9gre'Mrere four
separate regression analyses conducted with tepémdient variables, experience and
degree completion, consistent through all four ysed. The dependent variables for
each test were third grade math scores, third gradenunication arts scores, fifth grade
math scores, and fifth grade communication artsesco

Regression analysis was first run for the thiradgrteachers and the student
achievement results for his or her classrooms. rithkiple regression analysis fouRf
for communication arts was 0.0197. The variablgdagn only 2% of the variation in
student test scores. The results were also niggtgtally significant £ = 0.7497).
Regression analysis for third grade m&ttwas 0.0301, explaining only 3% of the

variation between achievement scores due to trepemntient variables. These results
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were also not statistically significari € 0.6422). In Table 8 are the coefficients fa th

variables.

Table 8

Multiple Regression Analysis Results for Third Grad

Communication Arts Math
B SEB B B SEB B
Experience -0.3407 0.5820 0.5628 0.1443 0.7153 168.84

Degree Level 4.7258 6.3150 0.4603 4.6098 7.7617 5725

Note. B= Unstandardized Coefficient

When multiple regression analysis for fifth gradeswsed to determine effect,
the results again indicated little to no effectatassroom scores. For communication arts
in fifth grade, the variables only explained 4%twé variation in test score® = 0.0442.
These results were not statistically significdht=(0.538). For mathematid®’>= 0.0373,
which explained only 4% variation of classroom wgires. The results were not
statistically significantff = 0.5873). In Table 9 the coefficients for theiahles in fifth

grade are listed.
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Table 9

Multiple Regression Analysis Results for Fifth Grad

Communication Arts Math

B SEB B B SEB B

Experience 0.4012 0.4066 0.3323 0.3723 0.3740 0.328

Degree Level 1.3680 6.0746 0.8235 0.2886 5.0520 540.9

Note. B= Unstandardized Coefficient

Summary

The results of this study showed no correlatiamvben teacher experience and
degree level achievement in student MAP scoreih third and fifth grade. There was
a slight positive correlation in terms of teachgperience and success in fifth grade
classrooms, but nothing statistically significanbegh to be considered anything more
than a weak correlation. None of the other teacharacteristics had a large enough
correlation coefficient to be considered statisiycsignificant. The results showed that
both teacher experience and degree level complditbnot have an effect on the
performance of the students in that classroom eMAP test in communication arts or
mathematics.

These findings could have lasting ramificationsh@ world of education, should
additional consistent research corroborate thesknigs. The body of research indicated
that teacher experience and degree level compheteel no significant impact on the

performance of teachers’ students on standardestd (Campbell & Lopez, 2008;
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Clotfelter et al., 2007; Dobbie & Fryer Jr., 20Hgnushek & Rivkin, 2012; Harris &
Sass, 2009; Huang & Moon, 2009). Controversy ramaurrounding school reform and
the changes that could and should be made to iregtovent performance.

This study was completed using small, rural scloisiticts. These districts
qualified for the small, rural school grants thrbube Federal Department of Education
by having an average daily attendance of less@B@rstudents. Descriptive statistics
were utilized in order to gain a clearer picturghe school and the applicable educator
demographics — teaching experience and advancedelegmpletion — that education
experts claim are the two most important factorsaiesider when assessing teacher
quality. These data, as well as MAP scale scanesdch classroom, were used as the
basis for further analysis and hypotheses testing.

In Chapter Four, data from the study were analyaatktermine whether these
two characteristics alone had the most profounecefin student test scores. Pearson
scores revealed the correlation between the vasabhd multiple regression analysis
was used to determine the ability to predict sttdeares based on teacher experience
and degree completion. The data were analyzedtsrdine whether or not to reject the
null hypotheses for the study. The testing ofdhta determined there were no
correlations between the dependent and independenbles.

The two teacher characteristics used in multiptsqenel policies, teacher
experience and degree completion, seemed to hag#eu on the performance of
students on the MAP test. The null hypotheseb®fttudy were not rejected due to the
lack of statistical significance. The analysighese data should give assistance to

educational leaders and policy-makers on the imapbas of the salary schedule and
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whether the schedule as currently formatted iso#s policy moving forward. It could
also be a determinant of whether other school jgslishould be based on these two
characteristics of teachers.

In Chapter Five, there is continued discussiothefdata presented in Chapter
Four. There is also a review of the findings aadatusions made according to the data
presented. Recommendations for practice and patieyncluded in the narrative of
Chapter Five. There is a discussion of recommémuator future research on the
teacher salary schedule and teacher experienceéemgnde completion in regard to
student achievement on standardized tests. Thesesdions revolve around the data
collected in this study and how the data could $exiito improve teaching quality and

practice in school districts.
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Chapter Five: Summary and Conclusions

The results of this study could have major implmas for many policies in
education. This study analyzed the effects ohatier's experience and degree level on
standardized test scores of third and fifth graddemnts included in the sample. These
characteristics are widely used in education teedpolicies and provide salary
compensation.

NCLB legislation tied teacher quality to these euderistics under the Highly
Qualified Teacher umbrella (U.S. Department of Ediwn, 2002). In order to be highly
gualified, a teacher must have completed at lehatchelor’'s degree, must be certified,
and must be able to show content area knowledgmassing a licensure exam (U.S.
Department of Education, 2002). However, the qurdeea knowledge requirement
could be bypassed by completing the requirementsld®USSE form (U.S. Department
of Education, 2002). Teachers who opt for the HSBSoute can earn points for
education and experience (U.S. Department of Eaduga002). Instead of passing the
licensure exam, a teacher with a master’s degrédiamnyears of experience could
become highly qualified according to the law (UD@partment of Education, 2002).

A major policy and compensation practice usingdh&racteristics from this
study is the single salary schedule for educatibmere are a number of other policies,
including teacher tenure, hiring and retentionges, removal policies, and staff
reduction policies that rely on these variables tliede variables alone as determinants
(MCE, 2013f; Mo. Rev. Stat., 2012i). This studyswanducted to determine whether
there is a correlation between the two major coreptsof the salary schedule, teacher

experience and degree level, and student perforenam®/AP tests.
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Since so many educational policies and practicasrage to rely on experience
and higher education degree completion, it was mapbto determine the association
between these characteristics and the successdafrgs in those teachers’ classrooms.
Ultimately, a school district’'s goal is the succegach student during and following his
or her school years. The number one factor irstleeess of those students is, and has
always been, the teacher in the classroom (MarZz0@; Wong, 2009). Therefore, it is
important to determine what exact characteristies¢ teachers possess that improves
student learning and retention, so that each studag achieve higher test scores.

Experience and degree level attainment is a higiifyrin seeking and retaining
teachers in the classroom (Rockoff et al., 201tlyvould make sense to expect these two
factors to have a marked impact on student suéedhle classroom. The classroom
achievement measure in this study was classroom stzde scores in communication
arts and mathematics. Scale scores were usedjdeetteey were the most easily
guantifiable and comparable measure of studenessand because of their inclusion as
achievement measurements in NCLB legislation.

The goal of this study was to determine if thers waelationship between the
two teacher characteristics that guide educatipolties and student achievement on
standardized tests. In the review of literatureltiple studies found no link between
degree completion and student scores or achievei@antpbell & Lopez, 2008;
Clotfelter et al., 2007; Dobbie & Fryer Jr., 20Hgnushek & Rivkin, 2012; Harris &
Sass, 2009; Huang & Moon, 2009). Most studies filoenresearch found no link
between experience and student achievement ouksdest five years of teaching

(Clotfelter et al., 2007; Dobbie & Fryer Jr., 20Harris & Sass, 2009; Hanushek &
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Rivkin, 2012). The findings of this research agregth the majority of these previous
studies.

In Chapter Five the pertinent findings of the reskatudy are presented. In
Chapter Five, these results are analyzed and csinnkimade on whether experience and
degree level has an effect on student achievemigrgre is also discussion on the
implications of this research and the recommendatfor future research on the subject.
Findings

The study analyzed data from 65 third and fifthdgréeachers in 23 southwest
Missouri school districts. There were 32 thirddgdaeachers and 33 fifth grade teachers.
The mean ADA for the schools in the study was 328tidents. The teachers had
completed varying levels of experience. The ravfgeacher experience with the highest
percentage of teachers in third grade was fouixtgesars of experience. In that range
were 37.5% of the total third grade teachers.ifth §irade the highest number was in the
seven to 10 years of experience range, with 25.8fl#e fifth grade teachers falling in
that category.

The degree level attainment of both third and fifthde teachers was also split.
For third grade teachers, 53.13% held a bachel@gsee, and in fifth grade, 54.84%
held a bachelor's degree. The mean MAP scorethiior grade were 640.42 for
communication arts, and 628.96 for mathematicse mbkan scores for fifth grade were
673.51 for communication arts and 666.03 for matiters.

The research questions that guided this studyskxton the experience level and
degree completion for teachers in third and fiftadg. These characteristics were then

compared to the achievement of the teachers’ staadenthe MAP test in communication
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arts and math. The research questions guidingthdy and the findings from the
analyses are presented:

Research question 1. What relationship exists, if any, between theryed
teaching experience of a third grade teacher amge¢hformance of that teacher’s
students on the third grade Missouri Assessmergr&no Communication Arts test?

The years of experience for a third grade teachemed to have no effect on the
student scores. The Pears@howed no significant relationship between thealdes,
(r =-0.03,p < 0.05). The null hypothesisito: p = 0)was not rejected.

Research question 2. What relationship exists, if any, between theryed
teaching experience of a fifth grade teacher aag#rformance of that teacher’s
students on the fifth grade Missouri Assessmengiara Communication Arts test?

Correlational methods using the Pearsshowed a negligible relationship
between fifth grade teachers’ years of experiemcketlae classes’ achievement on the
MAP test ¢ = 0.21,p < 0.05). The relationship was not statisticaltynsficant. The null
hypothesisii2y: p = 0) was not rejected.

Research question 3. What relationship exists, if any, between theryed
teaching experience of a third grade teacher amge¢hformance of that teacher’s
students on the third grade Missouri Assessmergrno Math test?

Student achievement results on the math tests uvarkected by years of
experience for third grade teachers. ResultsePiarson showed no significant
relationship = 0.13,p < 0.05) between third grade teaching experiencenzatti

scores. The null hypothesid3,: B = 0) was not rejected.
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Research question 4. What relationship exists, if any, between theryed
teaching experience of a fifth grade teacher aag#rformance of that teacher’s
students on the fifth Grade Missouri Assessmengfara Math test?

The years of experience for a fifth grade teaclagr o effect on student math
scores. The Pearsorshowed no significant relationship between theyeateaching
experience for fifth grade teachers and the achieve of the teachers’ students on the
math testr(= 0.19,p < 0.05). The null hypothesisido: p = 0) was not rejected.

Research question 5. What relationship exists, if any, between thedacaic
degree held by a third grade teacher and the peaioce of that teacher’s students on the
third grade Missouri Assessment Program Commuimicairts test?

The academic degree level of third grade teachesab effect on the
performance of students on the communication aA® Nest. The results of the Pearson
r showed no significant relationship between théabdes, ( = 0.09,p < 0.05). The null
hypothesisii5q: p = 0) was not rejected.

Research question 6. What relationship exists, if any, between thedacaic
degree held by a fifth grade teacher and the pedace of that teacher’s students on the
fifth grade Missouri Assessment Program Commuroca#irts test?

In communication arts, the degree level of thelieabad no effect on the student
achievement scores. The Pearsshowed no significant relationship between the
degree level of fifth grade teachers and the taathbkass results on the MAP test

(r =0.10,p < 0.05). The null hypothesisi6y: B = 0) was not rejected.
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Research question 7. What relationship exists, if any, between thedacaic
degree held by a third grade teacher and the peaioce of that teacher’s students on the
third grade Missouri Assessment Program Math test?

The degree level held by third grade teachers didhave an effect on the
performance of students in math. The results @FRbarson showed no significant
relationship between the third grade teachers’eetgvel and the performance of the
students on the MAP test£ 0.15,p < 0.05). The null hypothesi$i{o: p = 0) was not
rejected.

Resear ch question 8. What relationship exists, if any, between thedacaic
degree held by a fifth grade teacher and the pedace of that teacher’s students on the
fifth grade Missouri Assessment Program Math test?

The fifth grade math test results were unaffectethk degree level held by the
classroom teacher. The Pears@mowed no significant relationship between thé fift
grade teachers’ degree level achieved and the scatles (= 0.06,p < 0.05). The null
hypothesisii8y: p = 0) was not rejected.

When using multiple regression analysis, simiautts were found. In third
grade, teaching experience and degree completjglaiard very little of the variation in
classroom scores on the communication arts and testih In essence, the degree level
or experience of a third grade teacher had no hgam how successful the teachers’
students were on these standardized tests. Thecambe said when analyzing
experience and degree completion for fifth gradehers and the relationship to student

test scores in communication arts and math. th §fade, the success of students on the
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MAP could not be determined solely by the experdevel and degree completion of
the students’ teachers.
Implications

This study and previous research could be usedyagla for educational policy
makers in creating policies to improve educatiothmstate and country. The findings
could also be used by district and school leadenmmprove compensation, recruitment,
and teaching quality in school districts. The agsk could have many different
implications throughout the educational community.

The findings of this study should make educatoesstjan the validity of using
these teacher characteristics when crafting impbaducational policy. While these
characteristics may be two of the more quantifiablaracteristics of teachers, these
characteristics alone have shown to have littleibgan the success of students.
Ultimately, most policies involving teachers in edtion should focus on providing the
best teachers for students to help achieve stwesess. This study and the previous
research revealed these two characteristics mayentite best way to compensate
teachers or create teacher employment policies.

One implication for practice in education wouldtbejuestion the current
framework of the teacher salary schedule. Curygetite salary schedule is based on
experience and degree completion for teacherss résearch has shown these two
factors have little impact on student achievemenhe classroom. However, the teacher
has the single biggest impact on student achievemehne classroom (Marzano, 2007).
The salary schedule could be revised to attradtdniquality teachers and to provide

salary increases based on proven factors that westudent learning and performance.
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An update to the salary schedule may need to beidened to better reflect the
characteristics of teachers that have been pravengrove instruction and student
learning.

This could be especially true in small, rural deggr where money is tighter and
the applicant pool is typically smaller. Smallehsols often find it more difficult to
recruit and hire teachers with these qualificatiBeesley et al., 2010). The ability to
adjust salary schedules to focus on a wide arragawher characteristics or qualities, not
just experience and education, could very wellshissnaller school districts in competing
with larger schools in terms of salary and benefits

Additionally, with only one or two grade level tdées per class, smaller schools
are often left with lower performing teachers whospact is felt more significantly than
if that same teacher were in a large district \@itjreater number of teachers per class or
subject. Administrators and school leaders at lssahbols often have few options when
it comes to removing teachers due to tenure lavirs times of staff reduction. This
could cause a higher quality teacher with less e&pee to be removed, even if the
school leadership is aware of a more experiencahex who should have been removed
in his or her place.

The quality or application of advanced degree @ogy in education is another
area in which the results of this study could hawglications. In this study, the numbers
of teachers with a master’s degree or higher wéaege portion of the total number of
teachers. The lack of significant improvementstirdent achievement for teachers with
an advanced degree leads to questioning the hightpiof teachers with advanced

degrees. The attainment of an advanced degreleecationg and costly process for the
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teacher and expensive for the district as welthdfpractice does not justify itself with
student achievement results, educational leaderddlguestion the methods or
requirements.
Recommendations for Practice

One area in which the salary schedule could bisedvs in the base salary.
Many possible high quality teaching candidatesahigty from education because of the
low pay. According to Pink (2009), this is becattsetypical starting teacher salary is
much lower than comparable careers in the privet®os. InDrive, Pink (2009) wrote:

The best use of money as a motivator is to paylpemmwugh to take the issue of

money off the table. Raising base salaries woulthdt Instead of fretting about

paying their bills on an insufficient salary or sahing to get a small bonus,

teachers could focus on the work they love. (p)192

A higher base salary would likely entice higherlgyapplicants to enter the
teaching profession. Likewise, this would incretmenumber of quality candidates from
which administrators search to select new hiresighly ambitious teacher workforce
would improve the overall quality of education, @hds raise test scores. In a study of
effective businesses, author Jim Collins (2001)tevio his bookGood to Greatthat
effective leaders of companies who became grededtaith finding great people.
Collins (2001) asserted:

The executives who ignited the transformations fgwud to great did not first

figure out where to drive the bus and then get |[getaptake it there. No, they first

got the right people on the bus (and the wrong leeoib the bus) and then

figured out where to drive it. (p. 41)
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The salary schedule should also vary based osuiject area of teaching. It has
been discussed that teachers in specialized sapgeath as math or science, have many
more opportunities for employment outside of ediocatPodgursky, 2012). Often, these
opportunities pay much more than a public teactsafary. As a result, it is much more
difficult for administrators and school leaderditm high quality teachers in those areas
(Podgursky, 2012). In basic economics, the lasupiply and demand determines the
price point of a product (Podgursky, 2012). Ifrthes a low supply or a high demand for
a product, the product’s price point moves highBeachers in these subject areas tend to
be in high demand, and school leaders would bebgfiteing able to pay these teachers
more.

School administrators should have the flexibildypiay these teachers on a higher
step or to have a separate salary schedule foe tlbe fill specialized or difficult-to-fill
positions. Since it is such a struggle to fincctess in the areas of math, science, and
special education it makes sense to pay thosedesablgher salaries as opposed to the
subject areas where there are plenty of teacharghie in the pool. This, in turn, may
entice professionals educated in these fields, pvBwiously may not have considered
public education, to turn their eyes toward thessiaom.

Another way the salary schedule could be adjustéalfine-tune the advanced
degree steps in the salary schedule. These stegages and tuition reimbursements
have made it much more common for a teacher taagk to school to advance his or her
education. In fact, studies have shown that meaehers have master’'s degrees than the
bachelor’s degree initially required for certificat (Drury & Baer, 2011). In order to

qualify for any benefits on the salary schedulealnse of an advanced degree, or before
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receiving tuition reimbursement for a future mastprogram, the hours or degree
progress should be in the teacher’s subject ateanost school districts, educators can
move up a step on the salary schedule for merehpteiing hours towards a master’s
degree or higher, regardless of the subject matter.

Teacher tenure and removal policies should beggthto allow school and
district leaders to remove staff based on teacéffegtiveness rather than time-in-
service. Teacher tenure policies do not makepioissible to remove ineffective
teachers, but the policies do make the process mimmsive and difficult. To improve
and replace tenure policies, administrators shbaldllowed to offer more effective
teachers multi-year contracts. This would allowanpunities to improve upon teacher
stability and afford teachers the chance to begfatie annual evaluation process.

The last-in first-out policies for staff reductiand removal should also be
revisited. A district's administration should b@eto remove the least effective
teachers, rather than just the teachers who haeibalistrict the shortest amount of
time. There could also be an appeal process wiittt® the policy to protect experienced
teachers who feel they were removed from a posit@ave salary costs for the district.

Elementary and secondary education leaders sheulgblking with members of
the higher education community to improve the séagsl and quality of master’s degree
programs. Administrators could work with higheuedtion departments to help design
programs that focus more on instructional stragegissroom management, and a
deeper knowledge of content to improve the teashestructional ability. School

districts could even work with a local universitygrovide quality professional
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development and degree advancement options, taitorhne school district’s needs, but
allowing the teacher to improve skills and earregs credit hours.
Recommendations for Future Research

This research can lead to a number of future rekgapjects. It would be helpful
to see this research replicated with a larger gajupachers. With a greater sampling
size, the statistical results could show diffemesiults or the same results with more of a
statistical significance. The results would be enapplicable to the population if there
was a more populous statistical sample. This staedyd also be replicated on a state or
national level to present a more extensive pictiia@ offered by the current study, which
only used data from rural schools in southwest Misis

This research could also be replicated for scmficts that possess different
characteristics than those used in the currenyst@dhool districts with an average daily
attendance (ADA) of over 600 students, secondargals, or high poverty districts are
examples of different types of school districts wd@haracteristics differ from those
used in the study. Most of these districts usesttree salary schedule, and it would
benefit each to know whether the characteristidb®falary schedule influence student
performance in any way.

The research could also be conducted with ardiftendicator of student success
as the dependent variable. Experts continuallgudis whether student scores on
standardized tests are a true measure of studeietvament. Studies could be centered
around classroom grades, graduation or retenties,rand reading levels, or even with
longitudinal studies that correlate teacher quality college and career placement or

future earnings.
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Determining whether the type of degree programetates with student success
is another area in which future research coulddmepteted. Most of the previous
research base for this area focuses on advanceeedegmpletion and does not specify
the types of advanced degrees achieved. As weasgssied earlier, there are many
different types of master’s degrees that teachmukiachieve. It would greatly benefit
education leaders and policy makers to know whetpecific areas of degree completion
eqguate to higher quality teaching and increasedksiiLtest scores.

Summary

The purpose of this study was to determine wheatheot there was a correlation
between teacher experience and degree level attainend student test scores. These
are the traditional characteristics tied to teachality and effectiveness. Specifically,
the variables focused on third and fifth grade lheas and the classroom mean scale
scores on the MAP test for mathematics and commatioicarts. Each classroom
teacher’s experience and academic degree levepareesd with the classroom scale
scores for his or her classrooms.

This topic was chosen because of the continuobiatdevithin the educational
community centered on teacher quality and effentgs. Research continues to focus on
teacher quality, due to the fact that teachersach a meaningful element to student
success (Marzano, 2007). These two character@igi®usly hold a high regard in the
world of education as evidenced by the number 6€jes and procedures that use this
criteria as a determining factor in salary, hiriagd retention (MCE, 2013f; Mo. Rev.
Stat., 2012i). The highest profile policy basedloese characteristics is the salary

schedule used for the majority of schools througltio& country. The single salary



105

schedule, which uses a series of steps and lartetdomine a teacher’s yearly salary,
rewards experience and advanced degree completeblitide more. As a teacher
progresses through the scale, each step equalsra@ase in salary.

The highly qualified teacher requirement of thellBCAct has caused more
emphasis to be placed on teacher experience ameedeyel completion (U.S.
Department of Education, 2002). Other policies pratedures that put a premium on
teacher experience and degree level completiontipastachelor's degree are teacher
tenure, hiring and retention practices, reductioforce, and last-in first-out policies
(Mo. Rev. Stat., 2012e; Mo. Rev. Stat., 2012i).

The study was centered in southwest Missouri usmagll, rural school districts.
These districts had less than 600 ADA and werelddidor the Department of
Education’s Small, Rural Schools funding (U.S. Dé&pent of Education, 2003). Small
school districts typically have had issues reangitjuality teachers due to limited
funding for teacher salaries, remote locations,taecsmall number of teachers in the
building (Beesley et al., 2010). These factors enadknperative that education experts
attempt to determine what makes a successful teache

These school districts were identified through dgraphic data from the
MODESE. Once identified as possible participattits,superintendent of each school
district was sent a letter describing the study asidng for permission to obtain teacher
experience and degree completion for all third f#fitid grade teachers in the district. The
district administrator was also asked for MAP saaeres in math and communication
arts for the students in those classrooms. Piatijor the elementary schools were also

contacted to obtain data for the study. Permiskions were obtained from the
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superintendents for every school district thatvadid teacher data to be used for the
study.

The Pearsonwas used to determine the correlation betweertestevariables:
teacher experience, degree level achievement,lassl RIAP scale scores for
communication arts and math. The Pearssimowed no significant correlations for the
variables. The highest correlation between anjeivariables was with fifth grade
teaching experience. The relationship betweeh gifade teaching experience and
communication arts scores in the class 0.21,p < 0.05) represented the highest
correlated values. Slightly lower than this was ttblationship between fifth grade
teaching experience and math scores@.19,p < 0.05). Even at these levels, the
relationships between the variables were weak. rébglts showed no relationship
between the teacher characteristics used in tloy sitod student achievement scores on
the MAP tests.

It continues to be crucial for school districts daaders to be able to determine
the qualities and characteristics of top-notchedhers. Current education policies are
focused mainly on just two teacher characteriste&mscher experience and degree level
completion. This study indicated there was nalationship between these
characteristics and student achievement for the@kastudied. These findings pose
serious questions for the validity of these chanastics in determining quality teachers.
Further study is necessary in order to uncovetrtieattributes that constitute a high
guality teacher and educator capable of nurturindent academic growth and

development.
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IRB Approval Document

DATE: July 31, 2013

TO: Jared Terry
FROM: Lindenwood University Institutional Review &al
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Thank you for your submission of New Project materfor this research project.
Lindenwood University Institutional Review BoardshaPPROVED your submission.
This approval is based on an appropriate risk/bersio and a study design wherein the
risks have been minimized. All research must balooted in accordance with this
approved submission.

This submission has received Expedited Review basdbe applicable federal
regulation.

Please remember that informed consent is a prdeggsning with a description of the
study and insurance of participant understanditig@d by a signed consent form.
Informed consent must continue throughout the sti@y dialogue between the
researcher and research participant. Federal teangaequire each participant receive a
copy of the signed consent document. Please nateaitly revision to previously
approved materials must be approved by this offigar to initiation. Please use the
appropriate revision forms for this procedure.

All SERIOUS and UNEXPECTED adverse events musepented to this office. Please
use the appropriate adverse event forms for tlmeguiure. All FDA and sponsor
reporting requirements should also be followed.

All NON-COMPLIANCE issues or COMPLAINTS regardinkis$ project must be
reported promptly to the IRB.

This project has been determined to be a MinimakRroject. Based on the risks, this
project requires continuing review by this comnatta an annual basis. Please use the
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completion/amendment form for this procedure. Yadarumentation for continuing
review must be received with sufficient time fovieav and continued approval before
the expiration date of July 31, 2014.

Please note that all research records must beeetéor a minimum of three years.

If you have any questions, please contact Tamekar®lat (618) 616-7027 or
tmoore@lindenwood.edu.

Please include your study title and reference nunmball correspondence with this
office.

If you have any questions, please send them to IRRBlghwood.edu. Please include
your project title and reference number in all espondence with this committee.
This letter has been electronically signed in agance with all applicable regulations,
and a copy is retained within Lindenwood Universitgtitutional Review Board's
records.
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Permission Letter for Superintendent
August 1, 2013

Dear Superintendent ,

| am conducting a research project entitlElgde Connection to Improved Student
Performance for Teacher Experience and AdvanceadgegGompletion above
Bachelor’s Levelin partial fulfillment of the requirement for a docal degree in
educational administration at Lindenwood University

The research gathered should assist in providisighits and perspectives into the
correlation between components of the standardagidunal salary schedule, years of
experience and degree completion, and studentvaashent for third and fifth grade
teachers on the MAP test.

| am seeking your permission as the superintenofathe <Name Here>School District

to obtain teacher experience, teacher degree ¢evepletion, and mean classroom scale
scores for each®and %' grade teacher whose class took a MAP grade lesebs part

of the data collection and analysis process.

Consent is voluntary, and you may withdraw fromghely at any time without penalty.
The identity of the participants, as well as thenidty of the school district will remain
confidential and anonymous in the dissertationnyrfature publications of this study.

Please do not hesitate to contact me with any mumssbr concerns about participation
(phone: 41 b4 or electronic mail: jterry@mood.k12.mo.us). You may also
contact the dissertation advisor for this reseataldy, Dr. Cherita Graber, (phone: 417-
B o' clectronic mail: cgraber@lindenwood)edicopy of this letter and your
written consent should be retained by you for feitwaference.

Yours truly,

Jared Terry
Doctoral Candidate
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I, <Name of Superintendentgrant permission for Jared Terry to obtain teacher
experience, teacher degree level completion, arahrakassroom scale scores for each
teacher whose class took a MAP grade level tesadsof a research project entitl@de
Connection to Improved Student Performance for fieaExperience and Advanced
Degree Completion above Bachelor's LeBy signing this permission form, |
understand that the following safeguards are inepta protect the participants:

1. I may withdraw my consent at any time without pégnal

2. The identity of the participants, as well as theniity of the school district will
remain confidential and anonymous in the dissenabr any future publications
of this study.

| have read the information above, and any questiloat | have posed have been
answered to my satisfaction. Permission, as exgdiiis granted.

Superintendent’s Signatu Date
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