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This study investigated the impact of the years of 

teaching experience of classroom teachers on the achievement 

of third-grade students in inner-city Title I Schools; on the 

achievement of those third-grade students who were defined as 

high achievers, average achievers, and low achievers; and on 

the achievement of boys and girls in the third grade of 

inner-city Title I schools. 

Nine inner-city Title I schools in a subdistrict of an 

urban independent school district in the north Texas area 

participated in the study. A total of 86 8 students from 

forty-two self-contained classrooms was included. The Iowa 

Test of Basic Skills (ITBS) was used to measure the achieve-

ment of the students. The ITBS Level 7 was administered in 

the spring of 1977, and the ITBS Level 8 in the spring of 

1978. 

A four-group experimental design was utilized in the 

study. Analysis of covariance technique was used to analyze 

statistically the scores derived from the administration of 

the two tests. The ITBS Level 7 score was used as the co-

variate. This technique was chosen in order to control for 



possible initial differences between classroom groupings. 

Classroom mean scores, ITBS Level 8, were used as the basis 

of analysis. The scores were grouped for analysis in this 

manner because major independent variables were teacher char-

acteristics rather than student characteristics. 

The .05 level of significance was used as the level of 

rejection or acceptance of the null hypotheses. If the over-

all F ratio was determined to be statistically significant 

at the .05 level, then Tukey's test was used as the multiple 

comparison method between cells. 

The experimental variable was the number of years of 

teaching experience. Forty-two teachers were grouped accord-

ing to their years of teaching experience. 

Group A.—Eight teachers in their first year of teaching; 

Group B.—Sixteen teachers in their second, third, and 

fourth years of teaching; 

Group C.—Nine teachers in their fifth through ninth 

years of teaching; and 

Group D.--Eight teachers in their tenth year or more of 

teaching. 

An analysis and interpretation of the data revealed 

that there were no significant differences in reading and 

mathematics achievement of the third-grade students when the 

number of years of experience of the teacher was examined. 

Reading achievement of third-grade boys and third-grade 



girls did show significant differences. The more-experienced 

teacher appeared to have the greater increase in reading 

scores of the students. 

In addition to data concerning the hypotheses, infor-

mation about other teacher variables was collected through a 

teacher self-report questionnaire. One hundred per cent of 

the teachers in the participating schools responded to the 

questionnaire. Data were tabulated by frequency of response 

in groups according to years of teacher experience. Vari-

ables included years of teaching experience in Title I 

schools, classroom size, and demographic data. 

Analysis of the data indicated that teachers having 

more years of experience in Title I schools appeared to have 

a greater increase in the reading and mathematics scores of 

students. Students in larger classes appeared to show 

greater gains than students in smaller classes in reading 

and mathematics. The majority of the teachers indicated 

that they felt the teacher, parent involvement, and class 

size had the most impact on achievement of students and 

staff development had the least impact. 
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CHAPTER I 

INTRODUCTION 

Education in any country is dependent on the men and 

women who are working as teachers in the school systems. 

About 2.2 million teachers were employed in public schools in 

the United States in 1976 (20, 25). Teachers, like the 

pupils and parents they serve, are a heterogeneous group. 

The National Education Association profile of the Amer-

ican public school teacher in 1976 noted that more than 26 

per cent of all teachers teach in a city compared to 28 per 

cent who teach in suburban areas. The largest proportion of 

teachers, 42.4 per cent, reported that a majority of their 

pupils were from lower middle-class families? 18 per cent 

reported a majority from lower class; and 23 per cent from 

mixed economic classes (8, 20). Nearly one in three of all 

teachers has entered the profession within the last five 

years and about 5.5 per cent taught for the first time during 

the 1975—76 school year. The collective years of experience 

of teachers decreased from a mean of twelve to a mean of 10 

years during the past decade. The proportion of older 

teachers has decreased and there is a correlation between 

age and experience (18, 20). 

The achievement gains of students has been the subject 

of educational literature. Research on the achievement of 



students includes studies concerned with heredity, race, and 

family background (3, 14). Randolph (19) also identified 

the community, legislation, and administrative leadership as 

factors affecting the achievement of students. He indicated 

that many forces could have future impact on professional 

practices in the field of education. 

Several studies concluded that the achievement gains of 

students are mainly the result of the teaching staff (9, 23, 

26) . The impact of the individual teacher has been a subject 

that has been continuously reviewed (10, 16, 17). Smith (24) 

indicated that little research has been done on the effective-

ness of the teacher based on the years of teaching experience. 

A recent review by Gage indicated a lack of consistency 

in research findings on the results of teaching. Gage stated 

that more studies of specific variables in teacher behavior in 

relation to pupil achievement are necessary. Gage questioned 

specific research designs and the inability of researchers to 

draw valid conclusions (6, p. 233). 

The importance of the teacher as a factor in the 

achievement of students has been the subject of many arti-

cles. The present study investigated whether years of 

experience of the teacher are an important factor in the 

achievement of students. 

Statement of the Problem 

The problem of this study was the impact of teacher 

experience on the achievement of third—grade students in 



inner-city Title I schools as measured by the Iowa Test of 

Basic Skills (ITBS). 

Purposes of the Study 

The purposes of the study were 

1. To determine the impact of teacher experience on 

the achievement of the third-grade students in inner-city 

Title I schools; 

2. To determine the impact of teacher experience on 

(a) high achievers, (b) average achievers, and (c) low 

achievers in inner-city Title I schools; and 

3. To determine the impact of teacher experience on 

boys and girls in inner-city Title I schools. 

Hypotheses 

In order to carry out the purposes of this study, to 

determine the impact of teacher experience on achievement, 

the teachers were grouped as follows; 

Group A.—Teachers in their first year of teaching; 

Group B.—Teachers in their second, third, and fourth 

years of teaching; 

Group C.—Teachers in their fifth, sixth, seventh, 

eighth, and ninth years of teaching; 

Group D. Teachers in their tenth year or more of 

teaching. 

The following hypotheses were formulated. 



1. There will be no significant difference in the read-

ing and mathematics adjusted mean scores of students as 

measured by the ITBS when examining (a) Group A to Group B, 

(b) Group A to Group C, (c) Group A to Group D, (d) Group B 

to Group C, (e) Group B to Group D, and (f) Group C to Group 

D. 

2. There will be no significant difference in the read-

ing and mathematics adjusted mean scores of high—achieving 

third-grade students as measured by the ITBS When examining 

(a) Group A to Group B, (b) Group A to Group C, (c) Group A 

to Group D, (d) Group B to Group C, (e) Group B to Group D, 

and (f) Group C to Group D. 

3. There will be no significant difference in the read-

ing and mathematics adjusted mean scores of average—achieving 

third-grade students as measured by the ITBS when examining 

(a) Group A to Group B, (b) Group A to Group C, (c) Group A 

to Group D, (d) Group B to Group C, (e) Group B to Group D, 

and (f) Group C to Group D. 

4. There will be no significant difference in the read-

ing and mathematics adjusted mean scores of low—achieving 

third—grade students as measured by the ITBS when examining 

(a) Group A to Group B, (b) Group A to Group C, (c) Group A 

to Group D, (d) Group B to Group C, (e) Group B to Group D, 

and (f) Group C to Group D. 

5. There will be no significant difference in the read-

ing and mathematics adjusted mean scores of third—grade boys 



as measured by the ITBS when examining (a) Group A to Group B, 

(to) Group A to Group C, (c) Group A to Group D, (d) Group B 

to Group C, (e) Group B to Group D, and (f) Group C to 

Group D. 

6. There will be no significant difference in the ad-

justed mean scores of third-grade girls as measured by the 

ITBS when comparing (a) Group A to Group Br (b) Group A to 

Group C, (c) Group A to Group D, (d) Group B to Group C, (e) 

Group B to Group D, and (f) Group C to Group D. 

Background and Significance 

Studies show that teachers do have an impact on student 

learning and that they are a valuable resource to the school 

(1, 10, 22). Klein (15) concluded, following the experi-

mental project Planned Variation, that the teacher was the 

deciding factor in the classroom. She stated that in most 

classrooms the teacher plays a central role and is a crucial 

variable in the education of young children, 

Hanushek (11), in his study to identify the teacher role 

in education, concluded that teachers generally do count in 

education. The study showed that individual differences (as 

college preparation, years of experience, or age) have 

greater effect on the achievement of white students as com-

pared to the achievement of minority students. The author 

viewed the study as suggestive and a prototype to encourage 

further questions concerning effective placement of teachers. 



Little research has been conducted on the first years of 

teaching experience of teachers and this relationship to the 

achievement of the child. Fuchs (5) reported that most young 

teachers went to their first teaching assignment with feelings: 

of excitement and dedication. Later studies (4, 12, 21) 

showed a high dropout rate of beginning teachers. Bush (2) 

stated that over half of those teaching in their first year 

were not committed to teaching more than five years. Hymes 

(13) says that survival and success in teaching involve 

stages of experience that include reaching out to others, 

finding allies, and holding on to dreams. 

The scores of inner—city students on achievement tests 

have reinforced the fact that experienced as well as inex-

perienced teachers have not been effective in raising 

academic levels in inner-city schools. Moleska (19) noted 

that a problem of all urban school officials was in the 

staffing of the inner—city school. Many new and inexperi-

enced teachers were placed in classrooms with students who 

appeared to need the most—experienced staff possible. One 

of the major criticisms of the inner-city school was the 

large number of inexperienced teachers (5). Levine and Doll 

(16) reported that problems were created by requests for 

transfers by experienced teachers from inner-city schools 

and by their replacement with inexperienced teachers. 

Statements by researchers seemed to indicate a need for 

research on years of experience of teachers related to 



achievement of students in inner-city schools. This study 

was significant since it added to the research needed in the 

following areas. 

1. It added to previous research on the teacher on 

achievement; 

2. It provided data on the years of teaching experi-

ence as a significant factor in academic achievement of 

pupils; 

3. It provided guidelines for matching teachers and 

pupils to increase academic achievement; and 

4. It could be used to determine the need for individ-

ualized staff—development programs. 

Definition of Terms 

High achievers.——Those students who scored more than 

one-half standard deviation above the mean for this sample 

on the ITBS Level 7 composite. 

Average achievers.--Those students who scored in the 

lange of one—half standard deviation above or below the mean 

for this sample on the ITBS Level 7 composite. 

Low achievers.—Those students who scored more than one-

half standard deviation below the mean for this sample on the 

ITBS Level 7 composite. 

Self-contained classroom.—-A classroom in school organ-

ization where classes are composed of groups of students 

which remain in one location, with one teacher, for all or 
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nearly all instructional activities; to be distinguished from 

a departmentalized classroom (7). 

Title 1̂  schools. Those schools serving areas with con-

centrations of children from low-income families; established 

under Public Law 89-10; federal funds supplemented state and 

local funds (27). 

Basic Assumptions 

It was assumed that all examiners administering the ITBS 

test followed the instructions for testing which were pro-

vided in the manual. It was assumed that the ITBS is an 

accepted measure of achievement of third-grade students. 

Procedures for the Collection and 
Analysis of Data 

The following procedures were employed in the study. 

1. The ITBS was the instrument chosen for use in meas-

uring achievement. 

2. The population in this study was forty-two classes 

of third-grade students in self-contained classrooms from 

Title I schools in an urban independent school district in 

north Texas.. 

3. The experimental variable was the number of years 

of teaching experience. 

4. All hypotheses were tested with the analysis of 

covariance using the Level 7 as the covariate in order to 

control statistically for initial differences. 



5. Further analysis of the data included separate 

examinations of the reading and mathematics scores of third-

grade boys and girls; separate examinations of the reading 

and mathematics scores of third-grade students when comparing 

years of teacher experience in Title I schools; and exam-

inations of class size and the effect on achievement of 

students. 
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CHAPTER II 

REVIEW OF LITERATURE 

The related literature for this study is grouped under 

three categories: (1) the teacher as a factor of change in 

the educational system., (2) the years of experience of the 

teacher as a factor affecting the achievement of students, 

and (3) related research on the staff of the inner-city 

school. 

The Teacher 

A thorough review of literature of research studies and 

surveys indicates that the educational coininunity must look 

carefully at the single most influential element of the 

school—the teacher (18, 21, 30, 43, 75). Research con-

cludes that teachers can and do make a difference in the 

development of children. Chaffee (17) reported that in the 

Nineteen School Effectiveness Studies teachers were the most 

important element in the school. Quality of facilities, 

quantity of materials and equipment, and level of financial 

aid had secondary effects on pupils. Silberman (91) also 

reported that aids may help in the educational process, but 

in the final analysis there was no substitute for the 

teacher. 

13 
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Coleman (23) concluded in 1966 that family background 

and peers have a greater effect on children than teachers or 

physical surroundings. The Coleman Report or Equality of 

Educational Opportunity Report was the result of a specific 

request by Congress for social research that might provide a 

basis for policy decisions in the field of education. A 

study by social scientist Jencks and his associates indicated 

that schools have modest effects on the degree of cognitive 

and noncognitive inequality among adults (47). In contrast, 

recent studies by Clark, Mosteller, and Moynihan showed dif-

ferences in influence of the teacher-effect on the education 

of students ('20, 70) . 

Later Coleman (22) analyzed the International Education 

Association studies and concluded that reading achievement 

was more an outgrowth of home influences. These studies 

indicated that home background was a more powerful influence 

than school influences in measuring achievement in specific 

subjects. In an earlier report Coleman stated that standard 

variables—teacher experience, class size, quality of text-

books, and school plant-—had little effect on cognitive skill 

development (23). Further examination of the variables were 

recommended. 

Research evaluating learning in early childhood edu-

cation includes investigations of environment and materials 

(1, 7, 28, 92, 100). The teacher is described as the most 

important single factor in determining the nature of the 
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child s experiences together with the goals and values that 

are stressed in the educational setting (26, 106). The cen-

tral role of the teacher was reported by Klein (54) in a 

project implemented in 1969-70. Eleven sponsors were se-

lected through the offices of Head Start and Follow Through 

to be involved in a study on the impact of diverse curriculum 

models in thirty-seven communities. In each model the 

teacher did play a central role. Individual teacher vari-

ables seemed to be the main factors in determining the 

success or failure of the model (54). 

Research conducted by Brophy (9) focused on the effec-

tiveness of the elementary school teacher. Individual •! 

differences of students as well as teachers were considered. 

Statistically significant results indicated relative differ-

ences in teacher effectiveness and suggested the feasibility 

of identifying highly consistent teachers, A study initiated 

in 1955 attempted to report on teaching effectiveness focus-

ing on the interaction of teacher and student (8, 9). Hughes 

(46) stated that the content of instruction was always 

initiated through the teacher. Later studies investigating 

teacher influence indicated the need for further study of 

individual factors which had been considered in these studies 

(24, 28, 32, 33). 

Randhawa and Lewis (79) examined classroom variables 

that promoted effective learning experiences for children 

and investigated teacher performance in different classrooms 
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among various grade levels. The effect of sex differences 

of the teachers on pupil learning was examined in rural and 

urban school settings. 

In 1969,, findings by Harris (38) indicated that the 

teacher was the crucial variable in reading instruction in 

elementary and secondary schools. A study by Hanushek (36) 

examined the educational process used to identify the role of 

the teacher in education and concluded that teachers do gen-

erally count in education. New evidence on the effectiveness 

of the public school was reported using data from educational 

resources in all fifty states in the United States. The con-

clusion was that higher levels of educational expenditures in 

public schools were related to lower rates of test failure 

(103). Disparities in expenditures, resources, and outcomes 

were noted within states and from one state to another. A 

major factor involved in educational expenditures indicated 

was the teacher. A later study by Sorensen (93) indicated 

that new research is needed to evaluate the impact of the 

instructional resources of the school. 

The effectiveness of the teacher was rarely used to 

measure the learning of the pupils. Limited research showed 

that although many invesigators believe that the teacher may 

be the most important factor in educational achievement for 

most children, this belief is based on judgment and requires 

more theoretical data (12, 69, 84). Veldman and Brophy (102) 

used a sample of 115 second- and third-grade teachers with a 
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minimum of five consecutive years of experience to study the 

effect of teachers on achievement. The conclusion was that 

teachers do affect the achievement of students to a degree 

that is practically and statistically significant. 

Three studies investigating school effects on the 

achievement of pupils in California obtained findings about 

the impact of teachers as a school-related factor, Hanushek 

(37) reported that differences in teachers and classrooms 

did affect the achievement of some students, but that teach-

ing experience did not contribute to student achievement. 

The work of Hanushek is part of a larger effort by the Rand 

Corporation to examine the relationship between inputs, as 

teachers and facilities, and outputs as measured by achieve-

ment scores and change in attitudes. Results obtained 

indicated a need for further research to further identify 

teachers' attributes and their effect on achievement, 

A major study conducted in 1971-72 and 1972-73 reported 

profiles of performance of school districts in California. 

Characteristics of school districts were described through 

twenty-three input factors that included tax rate., class 

size, and salaries of teachers. Indicators of school qual-

ity in terms of products of the educational system were 

referred to as output factors and considered pupil scores on 

achievement tests. Findings showed high achievement scores 

associated with high expenditures per pupil, low percentages 
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of minority-group pupils, and higher income and educational 

levels of the district population (16). 

A study conducted by the Department of Research of the 

Federal Reserve Bank of Philadelphia investigated which 

school resources promote learning and how these should be 

allocated to maximize learning of individual students. Data 

were detailed sufficiently to match pupils with their spe- ; 

cific teachers. Standardized tests in basic skills were 

used to measure student achievement as the single most im-

portant function of formal education. Summers and Wolfe, 

economists, conducted the Federal Reserve Bank of Philadel-

phia Study with the primary intent to provide an objective 

analysis of the use of school resources; (1) to improve 

.Learning of school children, (2) to provide more-efficient 

use of the money of the taxpayer, and (3) to provide essen-

tial information leading to educational equity. The investi-

gation involved 627 students between the end of the third 

and sixth grades in 103 elementary schools, 553 students 

between the end of the sixth and eighth grades in 42 schools, 

and 716 students between the ninth and twelfth grades in 5 

senior high schools. Socioeconomic data, school resources, 

and school climate were examined for all three levels. In 

this study the output of the school system was regarded as 

growth in achievement over a period of years. The assump-

tion was that test results would convey some important 

information about what these schools were accomplishing. 
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The school inputs considered included class sizes, years of 

experience of the teachers, and different sizes of schools 

(96, 97). 

Summers and Wolfe found that differences in the years 

of experience of the teacher did have an impact on the 

achievement growth of students. Twenty-seven per cent of 

the teachers in the Philadelphia study had three or fewer 

years of experience, and 37 per cent had taught more than 

three years but fewer than ten years. Thirty-six per cent of 

the teachers had taught ten or more years. Targeting 

teacher experience to appropriate students appeared to raise 

student achievement and offset initial learning handicaps. 

High achievers appeared to do best with more-experienced 

teachers. However, these teachers slowed the learning growth 

of low achievers who appeared to do best with new, relatively 

inexperienced teachers. In junior high, an experienced 

English teacher appeared to be most effective with high-

ability students, but English teachers having experience of 

ten or more years appeared to be effective with all students 

(96, 97). 

Coleman (86) stated that the study by Summers-Wolfe was 

an important step in investigating strategies for learning 

about how school resources affect achievement of students. 

One of his recommendations was that data collected about the 

results of student achievement with teachers in different 

years of experience should be a subject for future research. 
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Years of Experience of the Teacher 

Katz (50) identified at least four developmental stages 

for teachers and noted that individual differences would 

account for the length of time spent in each developmental 

stage. The first stage involves, in some cases, the entire 

first year-of teaching. Inadequate feelings of most begin-

ning teachers were described as the teachers experienced 

conflict between what they had been taught about the art of 

teaching and what they experienced in their first year in the 

classroom. Reports showed that the first year involved ten-

sion or lowering standards. 

The second year of teaching experience, consolidation, 

found that teachers exchanged ideas with more-experienced 

teachers, and shared feelings with other teachers in the 

same stage. The day-to-day struggle during the first and 

second year of teaching showed personal and professional 

growth that resulted in finding a stable routine acceptable 

to self and to the administration. 

The third and fourth years of teaching were a renewal 

period. Katz describes the teacher in the third stage as an 

individual ready to benefit from experience at professional 

workshops and conferences. Teachers in this stage were ready 

to share ideas and to relearn skills. 

Maturity, or the fourth stage, was a level some teachers 

could reach within the first three years of teaching, and 
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other teachers, within five years or longer. The experienced 

teacher begins to develop wider reading interests/ to inter-

act with educators, and to work toward a higher degree. 

Studies and surveys continuously focus on the years of 

experience of a teacher as a factor in the achievement of 

students and the stability of a school (30, 33, 71, 78) . 

This body of research appears to be contradictory and incon-

clusive. Clifford (21) suggested that the experience of 

teachers be objectively viewed, and concluded that people, as 

individuals, profit differently from experience; financial 

rewards for length of service can be justified on the grounds 

of competence; experience may vary in its value according to 

other factors involved; and some inexperienced teachers may 

be more highly effective than veteran teachers. A study con-

ducted by the National Institute of Education (32) provided 

further information on classroom processes that effectively 

promote learning. The number of years of experience of the 

teacher was examined. A more detailed analysis of data was 

recommended to obtain more definitive results concerning the 

factor of years of experience of the teacher related to 

classroom instruction results. 

Economists and educators have studied the financial con-

siderations involved in salaries of inexperienced teachers 

as compared to those of experienced staff members. A study 

of cost effectiveness summarized by Helm (44) found that 

teacher experience did not affect student achievement in 
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kindergarten through the third grade, but that the opposite 

was true in grades three through six. Levin (59) also sug-

gested that school districts should not pay more for the 

seniority factor of teachers if no difference is shown in 

achievement of students due to seniority of teachers. Two 

studies, investigating effective allocation procedures in New 

York State school districts,, found weak relationships between 

teacher experience and student achievement (53, 73). Recom-

mendations were made to investigate characteristics that were 

rewarded through salary schedules. Similar studies were con-

ducted applying cost-effectiveness techniques to decisions on 

teacher recruitment and retention (34, 35, 77). Studies 

indicated that additional investigations were needed that 

would relate the cost factor of experience to the present 

methods of financing education (18, 59), 

Hawkins and Stoops (43) used training and experience as 

objective evaluation measures to identify outstanding ele-

mentary teachers. Years of experience were not significant 

for evaluating teacher competency. Further research was 

recommended concerning the years of experience of the teacher 

as a factor in educational growth of students. 

In a study by Seefeldt (88), experience was one of the 

few teacher characteristics that made a difference in achieve-

ment of young children. An earlier study by Hudson (45) 

indicated an inexperienced primary or secondary teacher might 

be a better choice as a teacher in a child-development center 
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since the more-experienced elementary level teacher may be 

more resistant to change. 

Studies concerned with achievement of students have been 

conducted at state and local levels and included the factor 

of years of experience of the teacher (15, 60, 67). A 

follow-up study of teachers without experience,, the Secondary 

Mathematics Evaluation Project, showed significant differ-

ences among teachers during the first three years of the 

Minnesota project (28). Extensive data in the Pupil Evalu-

ation Program conducted by the New York State Education 

Department are organized so that analysis may be made at local 

building or district levels (74). Findings indicated that 

the cluster of teacher variables—experience, age, education, 

and salary—was positively related to achievement, A later 

study in Pennsylvania, Educational Quality Assessment Pro-

gram, included the years of experience of the teacher as a 

factor. Initial reports stated that teachers with the least 

experience—two to four years—reported the most frequent 

use of innovative practices together with the highest per-

centage of disciplinary problems. The study was continued 

to assess quality education based on specific teacher 

factors (56). 

Studies by the New York City Board of Education provided 

a statistical overview of each of the elementary, inter-

mediate, junior high, academic, and vocational high schools 

in the New York City public school system. In an attempt to 
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identify factors that can be attributed to the level of pupil 

achievement, information concerning staff cost was reported. 

Pupil-teacher ratio, teacher absence rate, and percentage of 

teachers with five or more years of total teaching experience 

appeared to influence educational gains of students (71, 12). 

An extensive study in Los Angeles was reported by 

Martyn (64). The characteristics of schools included evalu-

ating the quality of teacher personnel on the basis of years 

of experience, using the assumption that if factors of 

vitality, intelligence, motivation, and training are equal, 

then increased experience should have a direct correlation 

with increased teacher effectiveness. The summary of data 

indicated that better-prepared teachers taught in schools 

considered advantaged and that those schools also had the 

greater proportion of permanent teachers. Experienced 

teachers were applying for assignments to inner-city schools 

that provided the best possible learning situations. Fur-

ther study was recommended to investigate student gains 

related to experience of staff. 

Studies were conducted in Fresno City and Santa Monica, 

California, investigating whether significant differences 

exist among the staffs in the schools in the district. Some 

major conclusions were that higher percentages of inexpe-

rienced teachers taught in compensatory schools, the expe-

rienced teacher who transferred from the compensatory school 

was replaced by an inexperienced teacher, and rapidly growing 
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noncompensatory schools filled positions with experienced 

teachers. In most cases the experienced teacher was identi-

fied as one who, because of the years of teaching experience, 

would be better able to educate students. These studies 

indicated that teacher turnover was a problem and suggested 

that the major relationship between experience and achieve-

ment was the placement of experienced teachers in schools 

with high achievers (.51, 52, 65). 

The Texas Teacher Effectiveness Study involved fifty-

nine teachers selected from 165 urban second- and third-

grade teachers in the Austin Independent School District (10, 

11, 24). Teachers were representative of teachers at the 

respective grade levels but were somewhat older and more 

experienced. All were selected for the observational study 

purely on the basis of consistency in their ability to pro-

duce gains in student learning. Findings indicated that the 

factor of the teacher's years of experience appeared to be 

an influence on relative achievement gains made by students, 

A report by Rhodes (80) indicated achievement of both 

black and white students was affected by family background 

indicated by income; occupation, and education of father and 

mother. Achievement gains of students were also affected by 

teacher quality measured by number of years of teaching, 

highest academic degree, and race. A study by Johnson (48) 

concluded reading improvement was related to grade assign-

ments and teachers' experience and not related to teachers' 
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knowledge of reading. The studies noted that years of teach-

ing experience might reasonably affect learning situations. 

A report by Harrison (39) on class achievement and 

teachers concluded that no one theory can explain cognitive 

development and that further research was needed to include 

selected teacher characteristics and to expand classroom vari-

ables. Burnham (13) indicated in a study of reading and 

mathematics achievement of third-grade pupils it was impos-

sible to control all of the variables that might have 

affected the learning situations. Years of teaching expe-

rience were noted as important factors that were not 

controlled. A study by Anthony (2) reported years of teach-

ing experience not related to pupil achievement. The 

recommendation was to investigate a new approach to identify 

effective teachers based on factors the teacher could 

control. 

Investigators reported that the teacher is an important 

factor in the classroom and that the years of teaching expe-

rience are a factor to be considered in selecting a school 

staff. The effect of the years of teaching experience on 

the achievement of the students is not conclusive and shows 

a need for further study. 

The Staff of Inner-City Schools 

Resources in any elementary school should include a 

stabilized and experienced staff (27). An effective staff 
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of a school was an important consideration of affluent sub-

urbs as well as of large-city school districts. Staff 

stability was considered desirable, but reports showed that 

teacher inexperience and staff transciency were character-

istic of most schools (19, 42, 85). A major criticism of 

inner-city schools has been that the staff is composed of 

large numbers of inexperienced teachers. A primary concern 

of principals, boards of education, and community groups has 

been to create staff stability and to maintain a desirable 

index of experienced to inexperienced teachers (58). 

The passage of the Civil Rights Act of 1964 (Public Law 

8-8-352) began the end of segregation that had been considered 

legal. A massive effort of federal support for public edu-

cation at the elementary and secondary school levels began 

with the enactment of the Elementary and Secondary Education 

Act of 1965 (Public Law 89-10). A period began when educa-

tional leaders turned their efforts to the problems of 

schools and school programs in the inner city (61, 63, 105), 

In all major cities in the 1960's, a predicament arose 

concerning the assignment of new teachers. Residential areas 

of the cities attracted enough personnel to staff their 

schools adequately. Schools in business districts and inner-

city areas had staffing problems due to increased enrollment 

of students and requests for transfers by experienced 

teachers (63, 90, 94). Many new teachers were given their 
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first teaching assignments in the most troubled schools in 

major cities (61). 

A study by Stone (95) indicated that younger teachers 

were inclined to express views that were more liberal and 

demanded more changes in teaching inner-city students. The 

study indicated, however, that young teachers held similar 

views in any type of school setting. Young and inexperienced 

teachers had reactions that were very similar to their more 

experienced colleagues when making an effort to improve 

teaching in inner-city schools. 

A study of fifteen major cities reported that 17 per 

cent of the teachers had been in inner-city schools for one 

year and 63 per cent had been in their present positions for 

a maximum of five years. The number of staff members re-

maining after five years dropped off radically (82). Ryan 

(83) stated that over half of the first-year teachers did 

not intend to teach five years later. 

Problems of maintaining a stable staff were reported in 

inner-city schools where many inexperienced or temporarily 

licensed teachers replaced experienced teachers who obtained 

transfers to more desirable neighborhoods. Wayson (104) 

recommended (1) an administrative change that would assure 

teachers that assignment in an inner-city school would not 

have to be a lengthy tenure, and (2) procedures that would 

be put into effect to assign only experienced teachers to 
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inner-city schools and inexperienced teachers to schools in 

outlying zones of the city. 

The tendency for younger and less-experienced teachers 

to be assigned to inner-city classrooms was reported in 

several studies (6, 41, 76, 87). Kohl (55) and others at-

tempted to describe the culture shock experienced by the 

beginning teacher coming from the academic world into a world 

of reality in the big city. 

Studies reported that beginning teachers appeared to 

have two sets of problems: (1) the set of problems involved 

in the process of becoming teachers and (2) the problems of 

adjusting to the foreign environment of the inner-city 

school (104)» 

Lortie (62) suggested that the teacher passes through a 

series of stages throughout a teaching career; struggling 

daily, branching out and innovating, drawing back, settling 

into a stable routine, becoming more conservative after the 

first five years, opposing change, and settling into a rou-

tine—dull or otherwise. 

Kevin Ryan (83) reported observations of beginning 

teachers and concluded that preparation of teachers attempted 

to deal with what ought to be going on in the classroom and 

not what is actually happening. As a result, the beginning 

teacher appears to be in conflict between what should be and 

what really is. Ryan cited four categories of resources new 

teachers appear to use as they grow into the teaching 
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profession. The first tendency was that individuals learn 

from each other; the second was to learn from examples of 

past experiences? the next was to learn from formal education 

courses and student teaching in a classroom; and fourth was 

the actual experience of the first year of teaching. Ryan 

concluded that further research studies should investigate 

the first year of teaching and the effect it has on students 

and teachers. 

Projects that focused on programs to give additional 

support to beginning teachers were developed. Great Britain 

began a new instructional plan for first-year teachers in 

1976 that included courses and teacher-tutors (49). A New 

York City project was developed by Hunter College and the 

Center for Urban Education and involved all first-year 

teachers (98). Legislation in Illinois focused on the begin-

ning teacher and extended school—site training (31). Shane 

(89) also emphasized the importance of teacher preparation 

and concluded with specific suggestions for research in edu-

cation during the 1980's. The first year of teaching was 

indicated as critical and coordinated efforts between the 

school district and the teacher-training institute were 

recommended. 

A broad study of urban school systems in 1972 investi-

gated selection, e m p l o y m e n t , and assignment of prospective 

teachers. Trachtenberg (99) indicated that success of the 

educational process must ultimately be judged by how well 
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children are educated and that nothing affected the education 

of children more directly than who their teachers were. A 

report by Havighurst and Levine (61) also indicated that 

teachers with four to nine years of experience are most 

likely to show success in inner-city teaching, and teachers 

with little experience have not learned to cope with situ-

ations that are related to inner-city schools. Three studies 

investigating teacher effectiveness in big city schools 

showed a need for continued research on effective staffing 

(4 0, 81, 101). Dentler (25) concluded that school staffing 

in inner—city schools should be a major focus in research as 

a contribution to success of schools, 

Bradley (5) reported that the present state of research 

concerning the achievement of black students and the under-

lying factors that affect their performance cannot be ex-

plained using conventional theories. His study concluded 

that the academic performance of the black students may be 

increased more effectively by reviewing situational factors 

in classrooms of both predominantly black and predominantly 

white schools. 

Studies by Lambert (57) and McDonald (66) stressed 

identifying the effect of beginning teachers that show sig-

nificant influence on academic growth of students. Sheldon 

(90) also attempted to describe the educational status of 

the inner—city child and recommended certain factors for 

further study. 
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A review of studies, concluded in 1957 by Mitzel and 

Medley (68)reported that very little is known about what 

can distinguish the effective teacher of reading from the 

ineffective teacher. Findings indicated that there were sub-

stantial differences among beginning teachers that could not 

be attributed entirely to differences among the schools, dif-

ferences in the learning ability of the students, or previous 

achievement. Further research was suggested which would 

investigate influence of the beginning teacher on achievement 

of inner-city pupils. 

Later studies by Bertolaet and Nystrand (4) identified 

problems associated with teachers in large urban cities and 

indicated that success of educational programs is dependent 

on the ability and skill of teachers. Experienced teachers 

transferring out of the inner city, teachers with temporary 

classifications, and beginning teachers who were not prepared 

for inner—city teaching were cited as major factors in the 

stability of a school staff. Studies by Finn (29) and Duff 

(27) examined the relationship between beginning teachers and 

student performance. Teacher retention and teaching experi-

ence appeared to be factors that influenced student achieve-

ment in inner-city school systems. 

The teacher, the years of teaching experience, and the 

staff of the inner-city school appear to have an effect on 

success of students involved. Further research is needed to 
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investigate achievement of boys and girls in classrooms with 

teachers of varying years of experience in teaching. 



34 

CHAPTER BIBLIOGRAPHY 

1. Anderson, Altee McCray, "The Difference between Pupils' 
and Teacher's Knowledge of Phonics," unpublished 
doctoral dissertation, University of Southern Mis-
sissippi, Hattiesburg, Mississippi, 1974. 

2. Anthony, Bobbie M., "A New Approach of Merit Rating of 
Teachers," Administrator's Notebook, 17 (September, 
1968), ERIC ED" 027 627. 

3. Armor, David and others, Analysis of the School Preferred 
Reading Program in Selected Los Angeles Minority 
Schools, Santa Monica, California, Rand Corporation, 
1976. 

4. Bertolaet, Fred W. and Raphael D. Nystrand, "Urban Edu-
cation Problems," Encyclopedia of Educational 
Research, edited by Robert L. Ebel, London, The 
Macmillan Company, Collier-Macmillan, Ltd., 1969 
pp. 1499-1506. 

5. Bradley, Lawrence A. and Gifford W. Bradley, "The Aca-
demic Achievement of Black Students in Desegregated 
Schools: A Critical Review," Review of Educational 
Research, 47 (Summer, 1977), 399-449. 

6. Bradley, R. C. and Halstead, F. E., The Beginning Ele-
mentary School Teacher in Action, Wolfe City, 
Texas, University Press, 1974. 

7. Briggs, Kenneth R. , editor, Teaching in the '70's, 
Dubuque, Iowa, Kendall/Hunt Publishing Company, 
1971. 

8. Brophy, Jere E., Process-Product Correlations in the 
Texas Teacher Effectiveness Study; Final Report, 
Washington, D.C., National Institute of Education, 
1974. 

9. , Reflections on Research in Elementary 
Schools,""Washington, D.C., National Institute of 
Education, 1975. 



35 

10. Brophy, Jere E. and Carolyn M. Everstony Appendix to 
First Year Data of Texas Teachers Effectiveness 
Project: Complex Relationships between Teacher 
Process Variables and Student Outcome Measures, 
Austin, Texas, Research and Development Center for 
Teacher Education, 1974. 

11. Brophy, Jere E. and others, The Texas Teacher Effective-
ness Study: Student Sex, Grade, and Socioeconomic 
Status Differences "in Classroom Process Measures, 
Washington, D.C., National Institute of Education, 
1975. 

12. Broudy, Harry S., The Real World of Public Schools, New 
York, Harcourt & Brace Jovanovich, Inc., 1972. 

13. Burnham, Brian, "Reading and Mathematics Achievement of 
Grade 3 Pupils in Open Plan and Architecturally 
Conventional Schools—-The Third Year of Longitu-
dinal Study," Studies of Open Education No. 10, New 
York County Board of Education, Aurora, Ontario, 
1973. 

14. Burton, Donald, "The Earning Power of Teachers: A Com-
parative Analysis of the Economic Factors Affecting 
Teachers in the School System of the 50 Largest 
Cities and Selected Suburbs Enrolling 6,000 Pupils 
or More," Chicago, American Federation of Teachers, 
1967. 

15. Bush, Robert N., "The Formative Years," The Real World 
of the Beginning Teacher," Washington, D.C., 
National Commission of Teacher Education and Pro-
fessional Standards, National Education Association, 
1965. 

16. California State Testing Program 1971-72 and 1972-73: 
Profiles of School District Performance, Sacramento, 
California State Department of Education, Office 
of Program Evaluation, 1974. 

17. Chaffee, John, Jr., and Patricia Vazner, "Teachers Do 
Make a Difference," Teaching in the 70's, edited 
by Kenneth R. Briggs, Dubuque, Iowa, Kendall/Hunt 
Publishing Company, 1971, pp. 48-54. 

18. Ching, C. T. K. and Stanley G. Deterling, "Public Ele-
mentary and Secondary Education Expenditures in 
Nevada," Reno, Nevada, University Press, 1973. 



36 

19. Clark, Kenneth B., A Possible Reality: A Design for the 
Attainment of High. Academic Achievement for Inner-
City Students, New York, Emerson Hall, 1972. 

20. , "Social Policy, Power, and Social 
Science Research, Perspectives on Inequality," 
Harvard Educational Review, 4 3 (February, 1973), 
113-121. 

21. Clifford, Geraldine Jonach, The Shape of American Edu-
cation , Englewood Cliffs, New Jersey, Prentice-Hall, 
Inc., 1975. 

22. Coleman, James S., "Methods and Results in the Inter-
national Education Association Studies of Effects 
of School on Teaching," Review of Educational 
Research, 14 (Summer, 1975), 355-386. 

23. Coleman, James S. and others, Equality of Educational 
Opportunity, Washington, D.C., U. S. Government 
Printing Office, 1966. 

24. Crawford, John and others, Process-Product Relationships 
in Second and Third Grade Classrooms, Washington, 
D.C., National Institute of Education, 1976. 

25. Dentler, Robert A., "Dynamics of Slum Schools," The 
Encyclopedia of Education, Vol. IX, edited by 
Lee C. Deighton, New York, Macmillan Company and 
Free Press, 1971, pp. 420-422. 

26. Dowley, Edith M., "Early Childhood Education," Encyclo-
pedia of Educational Research, 4th ed., edited by 
Robert-L. Ebel, London, Macmillan Company, Collier-
Macmillan, Ltd., 1969, pp. 316-330. 

27. Duff, William L. , Jr., and others, "Teacher Retention 
and Student Performance in the Inner-Urban Ele-
mentary School," New York, Annual Meeting of 
American Educational Research Association, Febru-
ary, 1971, ERIC ED 047 074, 

28. Erickson, Gerald L. and James J. Ryan, "A Study of the 
Effects of Experimental Programs on Pupil Achieve-
ment Observed during the First Three Years of the 
Project: Secondary Mathematics Evaluation Project," 
St. Paul, Minnesota, State Department of Education 
National Laboratory, 1966, ERIC ED Oil 977. 



37 

29. Finn, Jeremy D. and other's, "Teachers' Expectations and 
Public Achievement: A Naturalistic Studyf" Urban 
Education, 10 (July, 1975), 175-197. 

30. Flanders, Ned A. and Anita Simon, "Teacher Effective-
ness," Encyclopedia of Educational Research, 4th 
ed., edited by Robext L. Ebel, London, Macmillan 
Company, Collier-Macmillan, Ltd., 1969, 1433-1436. 

31. Florio, David H. and Robert H. Koff, "Model State Legis-
lation : Continuing Professional Education for 
School Personnel," Illinois State Office of Edu-
cation, 1977. 

32. Frechtling, Jay and others, The Effect of Services on 
Student Development, National Institute of Educa-
tion, Washington, D.C., 1977. 

33. Gage, Nathaniel Lees, editor, Handbook of Research in 
Teaching, Chicago, Rand McNally and Company, 1963. 

34. Grambs, Jean Dresden and Carol Seefeldt, "The Graying of 
America's Teachers/' Phi Delta Kappan, 59 (Decem-
ber, 1977), 259-261. 

35. Hall, Harry 0., "Professional Preparations and Teacher 
Effectiveness," Journal of Teacher Education, 15 
(March, 1964), 72. 

36. Hanushek, Eric, The Production of Education, Teacher 
Quality Efficiency, Washington, D.C., Bureau of 
Educational Personnel Development Conference, 
February, 1970, ERIC ED 037 396. 

37. , The Value of Teachers in Teaching, Santa 
Monica, California, Rand Corporation, December, 
1970, ERIC ED 073 089. 

38. Harris, Theodore L., "Reading," Encyclopedia of Educa-
tional Research, 4th ed., edited by Robert L. Ebel, 
London, Macmillan Company, Collier-Macmillan, Ltd., 
1969, pp. 1069-1104. 

39. Harrison, Marilyn, "Class Achievement and the Background 
and Behavior of Teachers," The Elementary School 
Journal,77 (September, 1976), 63-70. 

40. Haubrich, Vernon F., "Teachers for the Big City Schools," 
Education in Depressed Areas, edited by Harry 
Passow, New York, Teachers College, Columbia Uni-
versity, 1963, PP- 243-261. 



38 

41. Havighurst, Robert F., editor, Me t r opo It t an i sm: Its 
Challenge to Education, Chicago, University of 
Chicago Press', 1968, 

42. Havighurst, Robert James and Daniel U, Levine, Educa-
tion in Metropolitan Areas, Boston, Allyn and Bacon, 
Inc., 1966, 

43. Hawkins, Edward E. and Emory Stoops, "Objective and Sub-
jective Identification of Outstanding Elementary 
Teachers," Journal of Educational Research, 49 
(April, 1966), 344-346. 

44. Helm, John and Lewis Perl, "The Educational Production 
Function; Implications for Educational Manpower 
Policy," Report for Institute of Public Employment, 
Ithaca, Publications Division of New York State 
School of Industrial and Labor Relations, Cornell 
University, 1974. 

45. Hudson, Catherine, "The Child Development Center; A Pro-
gram to Provide Children a Head Start in Life and 
Implications for Primary Education," Teachers Col-
lege Journal, 37 (October, 1965), 41-47. 

46. Hughes, Marie M., "Utah Study of the Assessment of Teach-
ing," Theory a n d R e s e a r c h jn Teaching, edited by 
Arno A. Bellack, New York, Bureau of Publications, 
Teachers College, Columbia University, 1963, pp. 
25-36. 

47. Jencks, Christopher and others, Inequality; A Reassess-
ment of the Effort of Family and Schooling in 
America, New York, Basic Books, Inc., 1972. 

48. Johnson, Darwin B., "Teacher Knowledge of Reading and 
the Reading Development of Students in Grades Two 
Through Four," unpublished doctoral dissertation, 
Northern Illinois University, De Ka'lb, 111., 1976. 

49. Julius, Arline Kahn, "Britain's New Induction Plan for 
First-Year Teachers," Elementary School Journal, 
76 (March, 1976), 350-357. 

50. Katz, Lilian G., Talks with Teachers, Washington, D.C., 
National Association for the Education of Young 
Children, 1977. 

51. Keeler, Emmett and John McCall, "A Note on the Effective-
ness of Teacher Experience," Santa Monica, Cali-
fornia, Rand Corporation, 1972. 



39 

52. Keeler, Emmett and John McCall, "Simultaneous Estimation 
of Teacher Mobility and Reading Scores," Santa 
Monica, California, Rand Corporation, 1972. 

53. King, Richard Auld, "Determinants and Consequences of 
Variation in Teachers' Salaries among School 
Districts in New York State," unpublished doctoral 
dissertation, University of New York at Buffalo, 
1976. 

54. Klein, Jenny, "Making or Breaking It: The Teacher's 
Role in Model (Curriculum) Implementation," Young 
Children, 28 (August, 1978), 359-366. 

55. Kohl, Herbert, 36l Children, New York, New American 
Library, 1967. 

56. Kohr, Richard L., "A Survey of Teacher Attitudes and 
Classroom Practices," American Educational Research 
Association, April, 1977. 

57. Lambert, Nadine M. and Carolyn S. Hartsough, "Apple 
Observation Variables as Measures of Teacher Per-
formance," Journal of Teacher Education, 27 
(Winter, 1976) , 320-323. 

58. Levenson, William B., "Slum Schools," The Encyelopedia 
of Education, Vol. IX, edited by Lee C. Deighton, 
New York, Macmillan Company and Free Press, 1971, 
pp. 413-417. 

59. Levin, Henry M., "Cost-Effectiveness Analysis and Edu-
cational Policy—Profusion, Confusion, Promise," 
Washington, D.C., Department of Health, Education 
and Welfare, 1974. 

60. , "How Important Is Teacher Experience?" 
Integrated Education, 9 (May-June, 1971), 25-26. 

61. Levine, Daniel N. and Russell C. Doll, Inner-City 
Schools and the Beginning Teacher, Bloomington, 
Indiana, Phi Delta Kappa, Inc., 1966. 

62. Lortie, Dan C., "Teacher Socialization," The Real World 
of the Beginning Teacher, Washington, D.C., 
National Commission of Teacher Education and Pro-
fessional Standards, National Education Association, 
1967, p. 59. 



40 

63. Maleska, Eugene T., "Urban Schools: Staff Development," 
The Encyclopedia of Education, Vol. IX, edited by-
Lee C. Deighton, New York, Macmillan Company and 
Free Press, 1971, 405-410. 

64. Martyn, Kenneth, "Report of Education," A Report to Gov-
ernor's Commission on the Los Angeles Riots, 1965. 

65. Matthews, Larry, "School Staffing: An Analysis of 
Selecting Factors," Project Design—Interagency 
Planning for Urban Educational Needs, Fresno City 
Unified School District with Office of Education, 
Washington, D.C., 1968. 

66. McDonald, Frederick J., "Report on Phase II of the 
Beginning Teacher Evaluation Study," Journal of 
Teacher Education, 27 (Spring, 1976), 39-42. 

67. McDonald, Frederick J. and Patricia Elias, "A Report on 
the Results of Phase II of the Beginning Teacher 
Evaluation Study," Journal of Teacher Education, 27 
(Winter, 1976), 315-316. 

68. Mitzel, Harold E. and Donald M. Medley, "Pupil Growth in 
Reading—An Index of Effective Teaching," Journal 
of Educational Psychology, 48 (April, 1957), 227-
239. 

69. Mood, Alexander M., "Do Teachers Make a Difference? A 
Report on Recent Research on Pupil Achievement," 
U.S. Office of Education, Washington, D.C. , U.S. 
Government Printing Office, 1970. 

70. Mosteller, Frederick and Daniel Moynihan, On Equality of 
Educational Opportunity, New York, Random House, 
Inc., 1972. 

71. "New York City Community and High School Profiles, 
1973-1974," Brooklyn, New York, City Board of Edu-
cation, 1975. 

72. "New York Community and High School Profiles, 
1974-1975," Brooklyn, New York, City Board of Edu-
cation, 1976. 

73. "New York State Pupil Evaluation Program," School Admin-
istrators Manual, Albany, New York, State Education 
Department, 1972. 



41 

74. Nichols Robert C. , "School Effects on Achievement," 
report presented to annual meeting of American 
Educational Research Association, San Francisco, 
California, 1976. 

75. Olson, Martin N., "Ways to Achieve Quality in School 
Classrooms: Some Definitive Answers," Phi Delta 
Kappan, 53 (September, 1971), 63-65. 

76. Passow, A. Harry, editor, Education in Depressed Areas, 
Hew York, Teacher's College, Columbia University, 
1963. 

77. Peterson, Warren A., "Age, Teacher's Role, and the 
Institutional Setting," Contemporary Research on 
Teacher Effectiveness, edited by Bruce Jesse Biddle 
and William J. Elena, New York, Holt, Rinehart and 
Winston, 1964. 

78. Pierce, Louise and Richard Mallory, "Analysis of 
Achievement: Project Design," Interagency Plan-
ning for Urban Educational Needs, Fresno City 
Unified School District with Department of Health, 
Education and Welfare, 1968. 

79. Randhawa, Bikkar S. and L. W. Fu Lewis, "Assessment and 
Effect of Some Classroom Environment Variables," 
Review of Educational Research, 43 {Summer, 1973), 
303-321. 

80. Rhodes, Albert Lewis and Ray Sizemore, "Some Effects 
versus Family Background Effects on Verbal Ability: 
Testing Reliability of Coleman's Findings and 
Achievement," Washington, D.C., National Center 
for Educational Research and Development, 1972. 

81. Rosenshine, Barak, "The Stability of Teacher Effects on 
Student Achievement," Review of Educational 
Research, 40 (December, 1970), 647-662. 

82. Rossi, Peter H. and others, "Between White and Black: 
Faces of American Institutions in the Ghetto," 
Supplemental Studies to the National Advisory Com-
mission on Civil Disorders, Washington, D.C., 
U.S. Government Printing Office, 1968. 

83. Ryan, Kevin, editor, Don't Smile until Christmas: 
Accounts of the First Year of Teaching, Chicago, 
University of Chicago Press, 1970. 



42 

84. Ryan, Kevin and James M. Cooper, Those Who Can, Teach, 
Boston, Houghton Mifflin Company, 1972. 

85. St. John, Nancy, "Diversity in Urban Schools," Encyclo-
pedia of Education, Vol. IX, edited by Lee C. 
Deighton, New York, Macmillan Company and Free 
Press, 1971, pp. 422-432. 

86. "Schools Do Make a Difference," Today's Education, 
9 (November-December, 1975), 24-31. 

87. Sears, Pauline S., "Effective Reinforcement for Achieve-
ment Behaviors in Disadvantaged Children: The First 
Years," Stanford University, California, Stanford 
Center for Research and Development in Teaching, 
August, 1972. 

88. Seefeldt, Carol, "Who Should Teach Young Children?" 
Journal of Teacher Education, 24 (Winter, 1973), 
308-312. 

89. Shane, Harold Gary, The Educational Significance of the 
Future, Phi Delta Kappa, Inc., Bloomington, 
Indiana, 1973. 

90. Sheldon, William D., "Teaching Reading to the Disadvan-
taged: Progress and Promise," International 
Reading Association, Anaheim, California, May, 
1970, ERIC ED 045 311. 

91. Silberman, Charles E., Crisis in the Classroom, New 
York, Random House Publishers, 1970. 

92. Smith, Stanley Jeffery, "The Relationship between Organ-
izational Climate and Selected Variables of 
Productivity—Reading Achievement, Teacher Experi-
ence and Teacher Attrition," unpublished doctoral 
dissertation, University of New Orleans, 1976. 

93. Sorensen, Aage B. and Maureen T. Hallinan, "A Reconcep-
tuaiization of School Effects, A report from 
Wisconsin University Institute for Research on 
Poverty and National Institute of Education, 1976, 
pp. 349-376, 

94. Stone, James C., Teachers for the Pisadva'n:tag:ed, San 
Francisco, California, Jossey Bass, Inc., Pub-
lishers, 1969. 



43 

95. Stone, Meredith Knight, "The Role of Cognitive Style in 
Teaching and Learning," Journal of Teacher Edu-
cation, 27 (Winter, 1976), 332-334. 

96. Summers, Anita A. and Barbara L. Wolfe, "Which Resources 
Help Learning? Efficiency and Equality in Phila-
delphia Public Schools," IRCD Bulletin, 11 (Summer, 
1976), 1-15. 

97. Summers, Anita A. and Barbara L. Wolfe, "Which School 
Resources Help Learning? Efficiency and Equity in 
Philadelphia Public Schools," Business Review, 
Philadelphia, Federal Reserve Bank Department of 
Research, 1975. 

98. Tanner, Laurel N. and Harry Clay Lindgrew, Classroom 
Teaching and Learning, New York, Holt, Rinehart 
and Winston, Inc., 1971. 

99. Trachtenberg, Paul L., Testing the Teacher: How Urban 
School Districts Select their Teachers and Super-
visors , New York, Agathon Press, 1973. 

100. Travers, Robert M. W., editor, Second Handbook of 
Research on Teaching, Chicago, Rand McNally College 
Publishing Company, 1973. 

101. Turner, Richard L., "Characteristics of Beginning 
Teachers: Their Differential Linkage with School-
System Types," The School Review, 73 (Spring, 
1973), 48-58. 

102. Veldman, Donald J. and Jere E. Brophy, "Measuring 
Teacher Effects on Pupil Achievement," American 
Educational Research Association, New Orleans, 
February, 1973. 

103. Walberg, Herbert J. and Sue Pinzer Rasher, "Public 
School Effectiveness and Equality: New Evidence 
and Its Implications," Phi Delta Kappan, 56 
(September, 1974), 3-9. 

104. Wayson, William W., "Securing Teachers for Slum 
Schools," Integrated Education Review, 4 (February-
March, 1966), 31-38. 

105., Yap, Kim Onn, "Teachers' Education and Teachers1 Atti^ 
tudes toward Children and Learning," Elementary 
School Journal, 78 (September, 1977), 38-43. 



44 

106. Zerr, Rita Gregorio, "A Comparative Analysis of 
Selected Variables and Responses of Pre-school 
Children to Science—A Process Approach in New 
Orleans' Child Development Centers," unpublished 
doctoral dissertation, University of Southern 
Mississippi, Hattiesburg, Mississippi, 1971. 



CHAPTER III 

PROCEDURES FOR COLLECTION AND 

TREATMENT OF DATA 

This chapter delineates the research design, selection 

of subjects, the instrumentation, the experimental variable, 

and the description of controls. Statistical procedures to 

be used in the analysis of data are also included. 

Research Design 

A four-group experimental design was utilized in this 

study. This experimental design was chosen because, accord-

ing to Campbell and Stanley (3, pp. 13-16), the control of 

the main effects assures the internal validity of the design. 

Interaction effects of external validity (3, pp. 16-21) were 

also controlled through research design. The time interval 

between the administration of the two tests eliminated the 

interaction effects of testing. The spring, 1977, Iowa Test 

of Basic Skills (ITBS) Level 7 test, administered by the 

school district to second-gradfe students, was used as the 

initial level of achievement. The entire population of 

third-grade students was administered a second achievement 

test in April, 1978, on Level 8 of the ITBS. Reactive 

arrangements did not pose a threat to this study because the 

tests for each class were administered by the homeroom 
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teachers. The children and teachers were unaware of the 

experiment; therefore, external validity was controlled. 

Selection of Subjects 

The subdistrict of the large metropolitan school dis-

trict in this study was created by a court order in April, 

1976, and is comprised of twenty-eight schools. The current 

enrollment of the subdistrict is over 26,000 students with a 

98 per cent black population. The goal of the subdistrict 

is to develop a viable educational program for the students. 

A need for competent and committed leadership to implement an 

effective educational program has been established. 

Nine elementary schools in the subdistrict were in-

volved in this study. The schools had a concentration of 

students from low-income families and were designated Title I 

schools. The population included in this study were third-

grade students in self-contained classrooms during the 1977-

78 school year. The test scores of the students included in 

the study were ITBS Level 7 test scores recorded in the 

spring of 1977 and ITBS Level 8 test scores recorded in the 

spring of 1978. Students remained with one teacher from the 

fall of 1977 through the spring of 1978. 

Permission was granted from the research department, 

the general superintendent of the metropolitan school dis-

trict, and the assistant superintendent of the subdistrict to 

conduct the study. In the spring of 1978, the principals of 
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the schools in the study were informed by letter that per-

mission had been granted to conduct the study. Appointments 

were made with third-grade teachers in each of the nine 

schools. Meetings were conducted in May, 1978, and the 

teachers were asked to complete a self-report questionnaire. 

One hundred per cent of the teachers responded to the ques-

tionnaire, and a tabulation of the results is presented in 

Chapter Four. 

In June, 1978, the ITBS scores were collected from each 

school. Scores of the individual students were recorded. 

Instrumentation 

The instrument chosen for measuring the achievement of 

students was the ITBS. The major purpose for measurement in 

testing was to provide information which can be used to 

improve instruction. The ITBS provides for measurement of 

skills involved in reading, language, work-study, and mathe-

matics. The first four forms of the multi-level edition of 

the ITBS were constructed to reflect the continuous nature 

of development of skills (9). 

The ITBS Level 7 was administered to students at the 

end of the second grade. The ITBS Level 8 was administered 

to students at the end of the third grade. Each level rep-

resented the range of achievement at each grade level. For 

the purposes of this study, only the reading and mathematics 

subtests of the ITBS test battery were used. A composite 
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score is provided in the area of mathematics that includes 

mathematics concepts and problem solving. 

The ITBS test batteries are concerned with general 

intellectual skills and abilities. Final evaluation of the 

test must rest primarily on critical item-by-item inspection 

of the test itself and analysis of content in relation to 

the appropriateness of objectives for pupils, teachers, 

school, and community (9). 

The validity of the ITBS test batteries is based on 

extensive research and construction procedures. The validity 

is supported by Herrick in the Mental Measurement Yearbook 

(2, pp. 30-36). Criteria for item selection placement and 

distribution of emphasis for each item included in the sub-

tests are based on (a) instructional material, (b) recom-

mendation of authorities, (c) frequency of need or occurrence 

and studies of frequency of errors, (d) cruciality of item 

content, (e) technical consideration of psychometric theory, 

and (f) feedback from users. 

The ITBS reading comprehension test consists of diverse 

selections that vary in length from a few sentences to a full 

page. The passages represent all types of materials that 

students encounter in everyday reading. The items in all 

levels of the test place importance on understanding and 

drawing inferences from the passages (1, 10). 

The ITBS mathematics skills test emphasizes understand-

ing, discovery, and quantitative thinking. Competencies in 
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problem solving represent a functional setting of practical 

problem situations. 

The test battery should be scrutinized to determine 

situational differences that may occur. The ITBS, however, 

is considered a highly valid and well-constructed battery. 

The ITBS manual describes the use of two methods of 

estimating reliability for standardizing items in the instru-

ment (9, p. 56). The first method used was the split-halves 

method of estimating reliability. The reliability coeffi-

cients were based on responses by a representative sample of 

the participants. The second method used concerned a set of 

reliability data based on administration of equivalent forms. 

Thirty-three school systems were chosen to represent the 

variability in school achievement. All participating school 

systems reported reliability coefficients above .81. This 

level is well within the accepted range (13). 

Remmers (2, pp. 36-37) summarized the following charac-

teristics of the test: excellent manuals for teachers, 

pupils, and parents; low cost involved in testing; flexible 

testing arrangements; and functional nature of the curriculum 

content. 

Experimental Variable 

The experimental variable was the number of years of 

experience of the classroom teachers. The teachers were 

graduates of accredited universities or colleges and had 
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valid elementary teaching certificates. The four experimental 

groups were 

Group A.—Nine teachers in their first year of teaching, 

Group B.—Sixteen teachers in their second through 

fourth year of teaching, 

Group C.—Nine teachers in their fifth through ninth 

year of teaching, and 

Group D.—Eight teachers in their tenth year or more of 

teaching. 

Group A is, according to Katz (11), the beginning 

teachers in their first year of teaching. The first year of 

teaching is described as a year filled with conflict and 

inadequate feelings. The teacher goes through processes 

that involve tension while reaching for goals. The inexperi-

enced or beginning teacher has been the subject of many 

studies that focus on staff of inner-city schools and the 

teacher as a factor in the stability of the school (1, 6, 7). 

Teachers in their second through fourth years of teach-

ing, Group B, are described by Katz (11) in a continuous 

struggle in which the teacher goes through stages of growth 

that result in a more stable position. This includes attend-

ance at professional conferences and workshops that are 

personally rewarding and beneficial. Both professional and 

personal growth are obvious during this period. 

Group C includes teachers in their fifth through ninth 

years of teaching. Katz (11) described this level as one of 
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maturity in which the experienced teacher begins to expand 

interests while participating in educational activities and 

possibly continuing with graduate-level study. Statistical 

studies by the New York Board of Education reported that 

teachers with five or more years of total teaching experience 

appeared to influence educational gains of students (12). 

Group D are teachers in their tenth or more years of 

teaching. Studies focus on the older and more-experienced 

teacher in an effort to show gains in student learning (4). 

Research on achievement gains in inner-city schools contrasts 

the inexperienced teachers and the experienced teachers when 

discussing school staffing and stability of an older and 

more-experienced staff (8, 12, 13, 14). 

Procedures 

The following procedures were used to collect and analyze 

the data. 

1. Principals in participating schools were notified 

that permission had been granted to conduct a study that in-

volved teachers and students in the third-grade self-

contained classrooms. 

2. Teachers, who had previously received in-service 

training on proper procedures for administering the test and 

who had administered the tests, were informed that permission 

had been granted by the school district to conduct a study 

and that their names would remain anonymous. 
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3. Teachers completed a self-report questionnaire 

(Appendix A) during the first week in May, 1978. 

4. The achievement scores were recorded by the re-

searcher from the Spring, 1977, ITBS test data in the school 

district, to be used as the covariate as a measure of the 

initial achievement level. 

5. In the spring of 1978, the ITBS was administered to 

third-grade students in the school district by the classroom 

teachers. These results were recorded by the researcher. 

6. Data were gathered in accordance with policies of 

the school district. 

Analysis of covariance as described by Ferguson (5, 

pp. 288-295) was used to test the statistical hypotheses. 

If significance was obtained, Tukey's multiple comparison 

tests were conducted to determine these differences. 

Further analysis of the data included separate exam-

inations of the reading and mathematics scores of third-grade 

boys and girls, separate examinations of the reading and 

mathematics scores of third-grade students when comparing 

years of teacher experience in Title I schools, and exami-

nations of class size and the effect on achievement of 

students. 

Summary 

This chapter presented an overall view of the research 

design, selection of subjects, instrumentation, and methods 
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of data collection. The test instruments, experimental 

variables, and control procedures were discussed. 
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CHAPTER IV 

PRESENTATION AND ANALYSIS OF DATA 

This chapter includes the statistical data and treatment 

used to test the null hypotheses that were considered experi-

mental hypotheses. Additional data are included that were 

collected from a teacher self-report questionnaire admin-

istered to all of the teachers involved in the study. 

Statistical Analysis 

This section details the statistical treatment used to 

test the null hypotheses and contains the results of the 

statistical analysis. The hypotheses in this study per-

tained to possible differences between the number of years 

of teacher experience and the impact of this experience on 

specific classroom variables. The experimental variable 

was the number of years of experience. Forty-two teachers 

of third-grade self-contained classrooms were placed into 

groups that were defined according to number of years of 

experience. 

Group A contained nine teachers in their first year of 

teaching; Group B contained sixteen teachers in their second, 

third, and fourth years of teaching; Group C contained nine 
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teachers in their fifth, sixth, seventh, eighth, and ninth 

years of teaching; and Group D contained eight teachers in 

their tenth year or more of teaching. 

Analysis of covariance techniques were used to test 

for additional differences in relation to the stated hypo-

theses. In all cases the ITBS Level 7 score was used as 

the covariate. This technique was chosen in order to statis-

tically control for possible initial differences between 

classroom groupings. The main idea of the analysis of co-

variance technique is that the covariate is used as a measure 

of statistical control when possible initial differences 

between groups may exist and randomization of subjects into 

experimental groups is not possible. This is a common design 

for educational research where intact classrooms comprise 

the experimental groups (1). 

Analysis of covariance is an advanced technique of 

analysis of variance. In analysis of variance, if an experi-

mental manipulation has been influential then it should show 

the differences between means above and beyond the differ-

ences that arise by chance alone. The between-groups 

variance should show influence by becoming greater than ex-

pected by chance. Variance between is used, then, as a 

measure of experimental influence and variance within as a 

measure of chance variation. Between-groups variance can 

be evaluated with within-groups variance and experimental 

information can be weighed against error or chance. 
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Classroom mean scores were used as the basis of analysis. 

The scores were grouped for analysis in this manner because 

the major independent variables were teacher characteristics 

rather than student characteristics. As such, a teacher 

characteristic should impact on the entire classroom grouping. 

The .05 level of significance was used as the level of 

rejection or acceptance of the null hypotheses. If the over-

all F ratio was determined to be statistically significant 

at the .05 level, then Tukey's test was used as the multiple 

comparison method between cells (1). 

The first statistical analysis was a one-way analysis 

of covariance. The dependent variables were the classroom 

mean ITBS reading scores and ITBS mathematics scores, Level 

8, collected at the end of the third-grade years. Correspond-

ing Level 7 ITBS reading and mathematics scores were used as 

the covariate. The independent variable in all the following 

analyses was Groups A, B, C, and D defined above. 

Hypothesis One 

The first hypothesis stated that there will be no sig-

nificant difference in the reading and mathematics adjusted 

mean scores of students as measured by the ITBS when examin-

ing (a) Group A to Group B, .(b) Group A to Group C, (c) Group 

A to Group D, (d) Group B to Group C, (6) Group B to Group 

D, and (f) Group C to Group D. The results are found in 

Table I. 
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TABLE I 

RESULTS OF ANALYSIS OF COVARIANCE FOR YEARS OF TEACHER 
EXPERIENCE AND CLASSROOM MEANS FOR ITBS READING 

SCORES AND ITBS MATHEMATICS SCORES 

Source DF 
Reading Mathematics 

SS MS F SS MS. F 

Total 40 2837.8 6016.3 

Within 37 2596.0 70.2 5699.0 154. 0 

Difference 3 241.8 80.6 1.5 317.2 105.7 

r-* 
o
 

P < .05. 

The F ratios for this analysis are not significant at the .05 

level. Analysis was discontinued at this point, and no 

multiple comparisons were made since the overall F ratio did 

not reach the accepted level of significance. Therefore, 

null Hypothesis One is accepted. 

Hypothesis Two 

Hypothesis Two stated that there will be no significant 

difference in the reading and mathematics adjusted mean 

scores of high-achieving third-grade students as measured by 

the ITBS when examining (a) Group A to Group B, (b) Group A 

to Group C, (c) Group A to Group D, (d) Group B to Group C, 

(e) Group B to Group D, and (f) Group C to Group D. 

The significant differences of classroom mean scores 

of high-schieving students were recorded. The results of 

the analysis are found in Table II. 



TABLE II 

RESULTS OF ANALYSIS OF COVARIANCE FOR HIGH-ACHIEVING 
STUDENTS AND CLASSROOM MEANS OF ITBS READING 

SCORES AND ITBS MATHEMATICS SCORES 

60 

Source DF 
Reading Mathematics 

Source DF 
SS MS F SS MS F 

Total 8 1307.2 2800.3 

Within 5 1139.1 227.9 2375.3 475.1 

Difference 3 168.2 56.1 0.2 425.0 141.7 0.3 

P £ .05 

Hypothesis Two pertained to the statistically signif-

icant differences in the classroom mean scores for high-

achieving students within the class. The dependent variables 

were the mean scores for the ITBS Level 8 reading scores for 

the high-achieving students in the classroom. The corre-

sponding ITBS Level 7 scores were used as the covariate and 

Groups A, B, C, and D were the independent variables. The 

ITBS mathematics scores were treated in the same manner. The 

resultant F ratios are not statistically significant at the 

.05 level, and no multiple comparisons were made. Hypothesis 

Two is accepted. 

Hypothesis Three 

Hypothesis Three stated that there will be no signifi-

cant difference in the reading and mathematics adjusted mean 

scores of average-achieving third-grade students as measured 
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by the ITBS when examining (a) Group A to Group B, (b) Group 

A to Group C (c) Group A to Group D, (d) Group B to Group C, 

(e) Group B to Group D, and (f) Group C to Group D. 

The results of the analysis are included in Table III. 

Hypothesis Three pertained to the statistically signifi-

cant differences in the classroom mean scores for average-

achieving students within the class. The dependent variables 

were the mean scores for the ITBS Level 8 reading scores for 

the average-achieving students in the classroom. The corre-

sponding ITBS Level 7 scores were used as the covariate and 

Groups A, B, C, and D were the independent variables. The 

ITBS mathematics scores were treated in the same manner. The 

resultant F ratios are not statistically significant at the 

.05 level/ and no multiple comparisons were made. Hypothesis 

Three is accepted. 

TABLE III 

RESULTS OF ANALYSIS OF COVARIANCE FOR AVERAGE-ACHIEVING 
STUDENTS AND CLASSROOM MEANS ON ITBS READING 

SCORES AND ITBS MATHEMATICS SCORES 

Source DF 
Reading Mathematics 

Source DF 
SS MS F SS MS F 

Total 19 722.7 2087.0 

Within 16 652.9 40. 8 1559.0 97.4 

Difference 3 69.8 23.3 0.6 528.0 176. 0 1.8 

P < .05. 
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Hypothesis Four 

Hypothesis Four stated that there will be no significant 

difference in the reading and mathematics adjusted mean 

scores of low-achieving third-grade students as measured by 

the ITBS when examining (a) Group A to Group B, (b) Group A 

to Group C, (c) Group A to Group D, (d) Group B to Group C, 

(e) Group B to Group D, and (f) Group C to Group D. 

The results of the analysis are found in Table IV. 

TABLE IV 

RESULTS OF ANALYSIS OF COVARIANCE FOR LOW-ACHIEVING STUDENTS 
AND CLASSROOM MEANS ON ITBS READING SCORES AND ITBS 

MATHEMATICS SCORES 

Source DF 
Reading Mathematic :s 

Source DF 
SS MS F SS MS F 

Total 

Within 

Difference 

9 

6 

3 

514.6 

256.7 

257.9 

42.8 

86.0 2.0 

475.4 : 

350.6 

124.8 

58.4 

41.6 0.7 

Hypothesis Four pertained to the statistically significant 

differences in the classroom mean scores for low-achieving 

students within the class. The dependent variables were the 

mean scores for the ITBS Level 8 reading scores for the low-

achieving students in the classroom. The corresponding ITBS 

Level 7 scores were used as the covariate and Groups A, B, C, 

and D were the independent variable. The ITBS mathematics 
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scores were treated in the same manner. The resultant F 

ratios are not statistically significant at the .05 level, 

and no multiple comparisons were made. Hypothesis Four is 

accepted. 

Hypothesis Five 

Hypothesis Five stated that there will be no significant 

difference in the reading and mathematics adjusted mean scores 

of third-grade boys as measured by the ITBS when examining 

(a) Group A to Group B, (b) Group A to Group C, (c) Group A 

to Group D, (d) Group B to Group C, (e) Group B to Group D, 

and (f) Group C to Group D. 

The results of the analysis are found in Table V. 

TABLE V 

RESULTS OF ANALYSIS OF COVARIANCE FOR YEARS OF TEACHER 
EXPERIENCE AND CLASSROOM MEANS FOR ITBS READING 
SCORES AND ITBS MATHEMATICS SCORES OF BOYS 

Source DF Reading Mathematics 
Source DF 

SS MS F SS MS F 

Total 40 2837.7 6016.1 

Within 37 2031.7 54.9 4920.4 133.0 

Difference 3 805.9 268.6 4.9* 1095.7 365.2 2.75 

*P £ .05 

Hypothesis Five relates to statistically significant 

differences in the classroom mean scores for boys. The 
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dependent variables, therefore, were the classroom mean 

scores for the ITBS Level 8 reading and the ITBS Level 8 

mathematics scores for boys within a classroom. The corre-

sponding ITBS Level 7 scores were used as covariates and the 

independent variable was Groups A, B, C, and D. 

The resultant F ratio for the mathematics scores is not 

statistically significant at the .05 level. Therefore, 

analysis is completed on the mathematics scores of the boys. 

The resultant F ratio for the reading scores is statis-

tically significant. Multiple comparisons, using Tukey's 

test, were conducted. The results of the comparisons are in 

Table VI. 

TABLE VI 

RESULTS OF TUKEY'S TEST FOR COMPARING CLASSROOM MEANS OF 
BOYS FOR ITBS READING SCORES AND YEARS OF TEACHER 

EXPERIENCE 

Group (Years 
Experience) vs Group (Years 

Experience) 
Equal 

A (0-1) B (2-4) 0.62 

A (0-1) C (5-9) 3.92* 

A (0-1) D (lO-Over) 4.40* 

B (2-4) C (5-9) 3. 30 

B (2-4) D (lO-Over) 3.78 

C (5-9) D (lO-Over) 0. 48 

*P < .05. 
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The tabled critical difference between means for Tukey's 

test was 3.79. Therefore, the statistical differences are 

between teachers in their first year of teaching, Group A; 

and teachers in their fifth or more year of teaching, Groups 

C and D. It appears from inspection of these comparisons 

that the more-experienced teachers have a greater increase 

in reading scores of their students. 

Hypothesis Six 

Hypothesis Six stated that there will be no significant 

difference in the reading and mathematics adjusted mean 

scores of third-grade girls as measured by the ITBS when 

comparing (a) Group A to Group B, (b) Group A to Group C, (c) 

Group A to Group D, (d) Group B to Group C, (e) Group B to 

Group D, and (f) Group C to Group D. 

The results of the analysis are found in Table VII. 

TABLE VII 

RESULTS AND ANALYSIS OF COVARIANCE FOR YEARS OF TEACHER 
EXPERIENCE AND CLASSROOM MEANS FOR ITBS READING 
SCORES AND ITBS MATHEMATICS SCORES OF GIRLS 

Source DF Reading Mathematics 
Source DF 

SS MS F SS MS F 

Total 40 3432.1 6749.8 

Within 37 2754.9 74.5 5502,1 148.7 

Difference 3 677.2 225.7 3. 03* 1247.7 415.9 2. 80 

*P < .05. 
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Hypothesis Six relates to statistically significant 

differences in the classroom mean scores for girls. The 

dependent variables, therefore, were the classroom Level 8 

mean scores for the ITBS reading and the ITBS mathematics 

scores for girls within a classroom. The corresponding 

Level 7 scores were used as covariates and the independent 

variable was Groups A, B, C, and D. 

The resultant F ratio for the mathematics scores is not 

statistically significant at the .05 level. Therefore, anal-

ysis is completed on the mathematics scores of the girls. 

The resultant F ratio for the reading scores is statis-

tically significant. Multiple comparisons, using Tukey's 

test, were conducted. The results of the comparisons are 

found in Table VIII. 

TABLE VIII 

RESULTS OF TUKEY'S TEST FOR COMPARING CLASSROOM MEANS OF 
GIRLS FOR ITBS READING SCORES 

Group 
(Years 

Experience) 
vs Group 

(Years 
Experience) 

Equal 

A (0-1) B (2-4) 0.88 

B (0-1) C (5-9) 3.32 

A (0-1) D (lO-Over) 3.79* 

B (2-4) C (5-9) 2.44 

B (2-4) D (lO-Over) 2. 84 

C (5-9) D (lO-Over) 0.39 

*P < .05. 
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Tukey's test was used as the multiple comparison method. 

The tabled critical difference is 3.79. Table VIII contains 

the results of these comparisons. The difference is between 

teachers in their first year of teaching, Group A, and those 

in their tenth year of more of teaching, Group D. The more-

experienced teacher appears to have greater increase in read-

ing scores of the students. 

Discussion 

This section includes the results of the statistical 

analysis. The hypotheses pertain to possible differences 

between numbers of years of teacher experience and the impact 

of this experience on specific classroom variables. No sig-

nificant difference seems to appear in the reading and 

mathematics adjusted mean scores of third-grade students or 

high-achieving, average-achieving, and low-achieving students 

as measured by the ITBS when examining years of teaching 

experience. No significant difference seems to appear in the 

mathematics adjusted mean scores of third-grade boys and 

girls as measured by the ITBS when examining years of teach-

ing experience. 

A significant difference seems to be indicated in the 

reading adjusted mean scores of boys and girls as measured 

by the ITBS when examining years of teaching experience. 

The more-experienced teachers appeared to have the greater 

increase in reading scores of students. 
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Further Analysis of Data 

In addition to the data concerning the experimental 

hypotheses, information concerning other teacher variables 

was collected and analyzed. These data were collected 

through a teacher self-report questionnaire. One hundred per 

cent of the teachers in the participating schools responded 

to the questionnaire. 

Data were tabulated by frequency of response in groups 

according to years of teacher experience. Variables included 

years of experience of the teachers in Title I schools, 

classroom size, and demographic variables. Further analysis 

of the data explored differences in variables mentioned 

previously. 

In the following analysis the groups were Group A, con-

taining nine teachers in their first year of teaching in 

Title I schools; Group B, containing sixteen teachers in 

their second, third, and fourth years of teaching in Title I 

schools; Group C, containing nine teachers in their fifth, 

sixth, seventh, eighth, and ninth years of teaching in Title 

I schools; and Group D, containing eight teachers in their 

tenth year or more of teaching in Title I schools. Analysis 

of covariance was used to test for statistical significance. 

The classroom mean ITBS Level 8 scores were used as dependent 

variables and the corresponding Level 7 scores were used as 

the covariate. The independent variable was the number of 

years of experience of teachers in Title I schools. 
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Teacher Experience in Title X Schools 

The results of the analysis of reading scores of third-

grade students, when comparing years of teacher experience 

in Title I Schools, are found in Table IX. 

TABLE IX 

RESULTS OF ANALYSIS OF COVARIANCE FOR YEARS OF TEACHER 
EXPERIENCE IN TITLE I SCHOOLS AND CLASSROOM 

MEANS FOR ITBS READING SCORES 

Source DF SS SS F 

Total 40 2837.8 

Within 37 2032.1 54.9 

Difference 3 805.7 268.6 4.9* 

*P < .05, 

The resultant F ratio for the ITBS reading scores is 

significant at the .05 level of significance. Therefore, 

multiple comparisons using Tukey's test were computed. The 

results of these comparisons appear in Table X. 

The critical difference for Tukey's test in Table X is 

3.79. The statistically significant differences for ITBS 

reading scores are between teachers in their first year of 

experience in a Title I school, Group A, and teachers in 

their fifth or more year of teaching in a Title I school, 

Groups C and D. 
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TABLE X 

RESULTS OF TUKEY'S TEST FOR COMPARING CLASSROOM MEANS FOR 
ITBS READING SCORES AND YEARS OF TEACHER 

EXPERIENCE IN TITLE I SCHOOLS 

Group 
(Years v g 

Experience) 
Group 

(Years 
Experience) 

Equal 

A (0-1) B (2-4) 0.62 

A (0-1) C (5-9) 3.92* 

A (0-1) D (lO-Over) 4.40* 

B (2-4) C (5-9) 3.30 

B (2-4) D (lO-Over) 3.78 

C (5-9) D (lO-Over) 0.48 

*P - .05. 

The results of the analysis of the mathematics scores 

of third-grade students, when comparing years of teacher 

experience in Title I schools, are found in Table XI. 

TABLE XI 

RESULTS OF ANALYSIS OF COVARIANCE FOR YEARS OF TEACHER 
EXPERIENCE IN TITLE I SCHOOLS AND CLASSROOM MEANS 

FOR ITBS MATHEMATICS SCORES 

Source DF SS MS F 

Total 40 6016.3 

Within 37 4920.6 113.0 

Difference 3 1095.7 365.2 2.7* 

*P < .05. 
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The resultant F ratios for the ITBS mathematics scores 

is significant at the .05 level of significance. Therefore, 

multiple comparisons using Tukey's test were computed. The 

results of these comparisons appear in Table XII. 

TABLE XII 

RESULTS OF TUKEY'S TEST FOR COMPARING CLASSROOM MEANS FOR 
ITBS MATHEMATICS SCORES AND YEARS OF TEACHER 

EXPERIENCE IN TITLE I SCHOOLS 

Group 
(Years v s 

Experience) 
Group 

(Years 
Experience) 

Equal 

A (0-1) B (2-4) 0.12 

A (0-1) C (5-9) 2.23 

A (0-1) D (lO-Over) 3. 32 

B (2-4) C (5-9) 2.35 

B (2-4) D (lO-Over) 3. 84* 

C (5-9) D (lO-Over) 1.08 

*P < .05. 

The critical difference for Tukey's test in Table XII is 

3.79. The statistically significant differences for the ITBS 

mathematics scores are between teachers in their second 

through fourth years of teaching experience in Title I 

schools and teachers having ten years or more experience in 

Title I schools. 

Further analysis of the data pertained to the number of 

students in third-grade classrooms in this study. Analysis 
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of covariance techniques were used to test for statistical 

differences. The dependent variable was the ITBS Level 8 

classroom mean scores for reading and mathematics. The co-

variate was the corresponding Level 7 classroom mean scores. 

The independent variable was Group W, classrooms with zero 

to twenty-two class members; Group X, classrooms with 

twenty-three to twenty-five class members; Group Y, class-

rooms with twenty-six to twenty-seven class members; and 

Group Z, classrooms with over twenty-eight class members. 

Classroom Size ; 

The results of the analysis of reading scores of third-

grade students when comparing number of students in the 

classrooms are found in Table XIII. 

TABLE XXIII 

RESULTS OF ANALYSIS OF COVARIANCE FOR CLASSROOM SIZE AND 
CLASSROOM MEANS ON ITBS READING SCORES 

Source DF SS MS F 

Total 40 2837.8 

Within 37 2292.0 61. 9 

Difference 3 545.8 181.9 2.9* 

*P < .05 

The resultant F ratio is statistically significant at 

the .05 level of significance. Multiple comparisons using 
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Tukey's test were conducted in order to determine where the 

differences between groups occur. The results of these 

analyses appear in Table XIV. 

TABLE XIV 

RESULTS OF TUKEY'S TEST FOR COMPARING CLASSROOM MEANS FOR 
ITBS READING SCORES AND SIZE OF CLASS MEMBERSHIP 

Group (Class Size) vs Group (Class Size) Equal 

W (0-22) X (23-25) 0.79 

W (0-22) Y (26-27) 0.69 

W (0-22) Z (28-Over) -0.90 

X (23-25) Y (26-27) -2.10 

X (23-25) Z (28-Over) 1 u>
 

• 00
 

K
D
 

*
 

y (26-27) Z (28-Over) -1.59 

*P < .05. 

The differences for the reading scores appear between 

classrooms with twenty-three to twenty-five class members, 

Group X; and classrooms with twenty-eight and over class 

members, Group Z. It appears that the students in the 

larger class have a greater gain in reading scores. 

The results of the analysis of mathematics scores of 

third-grade students when comparing number of students in 

the classrooms are found in Table XV. 
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TABLE XV 

RESULTS OF ANALYSIS OF COVARIANCE FOR CLASSROOM SIZE AND 
CLASSROOM MEANS ON ITBS MATHEMATICS SCORES 

Source DF SS MS F 

Total 40 6016.3 

Within 37 4794.9 129.6 

Difference 3 1221.5 407.2 3.1* 

*P < .05, 

The resultant F ratio is statistically significant at 

the .05 level of significance. Multiple comparisons using 

Tukey's test were conducted in order to determine where 

differences between groups occur. The results of these 

analyses appear in Table XVI. 

TABLE XVI 

RESULTS OF TUKEY'S TEST FOR COMPARING CLASSROOM MEANS FOR 
ITBS MATHEMATICS SCORES AND SIZE OF CLASS MEMBERSHIP 

Group (Class Size) vs Group (Class Size) Equal 

W (0-22) X (23-25) 2.84 

W (0-22) Y (26-27) -0.49 

w (0-22) Z (28-Over) 0.08 

X (23-25) Y (26-27) -4.33* 

X (23-25) Z (28-Over) -2.76 

Y (26-27) Z (28-Over) 0.57 

*P < .05. 
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The difference between mathematics scores appeared 

between classrooms with twenty-three to twenty-five class 

members, Group X; and classrooms with twenty-six or twenty-

seven class members. Group Y. It appears that the students 

in the larger class have a greater gain in mathematics 

scores. 

Summary of Further Analysis of Data 

A significant difference seems to be indicated in the 

reading and mathematics adjusted mean scores of third—grade 

students as measured by the ITBS when comparing years of 

teacher experience in Title I schools. The teachers having 

more experience in Title I schools appeared to have the 

greater increase in reading and mathematics scores of 

students. 

A significant difference seems to be indicated in the 

reading and mathematics adjusted mean scores of third-grade 

students as measured by the ITBS when comparing number of 

students in the classroom. It appears that the students in 

the larger class sizes showed greater gains in reading and 

mathematics scores. 

Additional Data from Self-Report Questionnaire 

The self-report questionnaire administered to all 

teachers involved in the study is presented in Appendix A. 

Additional data were collected from responses of the forty-

two teachers. The data were tabulated by frequency of 
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responses in groups based on the years of experience of the 

teacher. 

It appears that the majority of teachers in most of the 

groups were teaching in schools having 1,000 students or 

more. All of the teachers in their first year of teaching 

were Caucasian and the majority of the teachers with ten 

years experience or more were black. The majority of teachers 

in their first year of teaching showed less absenteeism than 

the other groups of teachers and were absent five days or 

less in the school year. The largest percentage of teachers 

with a Master's Degree had been teaching ten years or more. 

Selected data from the teacher self-report questionnaire are 

reported in Table XVII. 

Teachers were asked to select five factors they felt had 

the most impact on the achievement of students and five fac-

tors they felt had the least impact on the achievement of 

students. Twenty factors were listed in the self-report 

questionnaire. 

Teachers in all years of experience selected the 

teacher, parent involvement, class size, and discipline as 

the most important factors that have an impact on the 

achievement of students. The attendance of students was 

felt to be an important factor to teachers in the first 

through ninth years of teaching experience. 

Teachers in all years of experience selected staff de-

velopment, library books per pupil, and the condition of the 
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TABLE XVII 

SELECTED DATA FROM TEACHER SELF-REPORT QUESTIONNAIRE 

Item Group A* Group B* 
•i 
Group C* Group D* 

School Enrollment: 

400-599 1 1 1 0 

600-799 1 4 2 1 

800-999 1 3 2 1 

1000-1299 6 8 4 6 

Race: 

Black 0 8 2 7 

Caucasian 9 8 7 1 

Absence: 

0-1 days 1 1 0 1 

2-5 days 4 5 4 2 

6-10 days 3 8 5 4 

11-20 days 0 0 0 0 

Over 20 days 1 2 0 1 

Master's Degree 0 7 1 4 

experience, Group B contained sixteen teachers with 2-4 
years of experience, Group C contained nine teachers with 
5-9 years of experience, and Group D contained eight teachers 
with 10 and more years of experience. 
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school facility as least important factors in achievement of 

students. The first-year teachers and the teachers teaching 

ten years or more felt the school size was least important. 

The most-experienced teachers felt that graduate training 

had the least impact on student achievement. 

The instructional facilities did not appear to be an 

important factor to teachers in the first through ninth years 

of teaching experience. The teachers having ten or more 

years of teaching experience responded that they felt that 

the principal was an important factor in the achievement of 

pupils. Results of this section of the self-report ques-

tionnaire are reported in Table XVIII. 
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TABLE XVIII 

RESULTS OF TEACHER SELF-REPORT OF FACTORS HAVING 
IMPACT ON STUDENT ACHIEVEMENT 

Factors 
Group A 
0-1 
Years 

Group B 
2-4 
Years 

Group C 
5-9 
Years 

Group D 
10 or 
More 

School Size least least 

Staff Development least least least least 

Resource Teachers 
(in Bldg.) least 

Parent(s) Involve-
ment most most most most 

Years of Teacher 
Experience 

Community Support 
of School 

Paraprofessional 
Assistance 

Teacher Attendance 

Discipline most most most most 

The Principal most 

Student Attendance most most most 

The Teachers most most most most 

Volunteers least 

College Prepara-
tion of Teachers 

Class Size most most most most 

Instructional 
Facilitator(s) least least least 
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TABLE XVIII—Continued 

Factors 
Group A 
0-1 
Years 

Group I 
2-4 
Years 

Group C 
5-9 
Years 

Group D 
10 or 
More 

Tardiness of 
Student 

Teacher's Graduate 
Training 

Library Books for 
Pupil 

Condition of 
School Facility 

least 

least 

least 

least 

least 

least 

least 

least 

least 
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CHAPTER V 

SUMMARY, FINDINGS, CONCLUSIONS 

AND RECOMMENDATIONS 

This study investigated the impact of the number of 

years of teaching experience of classroom teachers on the 

achievement of third-grade students as measured by the Iowa 

Test of Basic Skills (ITBS). Nine inner-city Title I schools 

in a subdistrict of an urban independent school district in 

the north Texas area participated in the study and a total 

of 868 students from forty-two self-contained classrooms 

were included. 

The experimental variable was the number of years of 

teaching experience. Forty-two teachers were grouped accord-

ing to their years of teaching experience: 

Group A.—Eight teachers in their first year of teaching; 

Group B.—Sixteen teachers in their second, third, and 

fourth years of teaching; 

Group C.—Nine teachers in their fifth through ninth 

years of teaching; 

Group D.—Eight teachers in their tenth year or more 

of teaching. 

82 
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The ITBS Level 7 was administered to students in the 

spring of 1977 and the ITBS Level 8 in the spring of 1978. 

The ITBS was used to measure the achievement of the students. 

A four-group experimental design was utilized in the 

study. The analysis of covariance technique was used to sta-

tistically analyze the scores derived from the administration 

of the two tests. The Level 7 score was used as the co-

variate. This technique was chosen in order to control for 

possible initial differences between classroom groupings. 

Classroom mean scores were used as the basis of analysis. 

The scores were grouped for analysis in this manner because 

major independent variables were teacher characteristics 

rather than student characteristics. 

The .05 level of significance was used as the level of 

rejection or acceptance of the null hypotheses. If the over-

all F ratio was determined to be statistically significant 

at the .05 level, then Tukey's test was used as the multiple 

comparison method between cells. 

The first statistical analysis was a one-way analysis 

of covariance. The dependent variables were the classroom 

mean ITBS reading Level 8 scores and the classroom mean 

ITBS mathematics Level 8 scores. Corresponding Level 7 

scores were used as the covariate. The independent variable 

in both analyses was the groups A, B, C, and D, described 

above. No significant differences were showin in the read-

ing and mathematics adjusted mean scores when examining each 

group. Therefore, null hypothesis one was accepted. 
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Hypotheses two, three, and four pertained to statis-

tically significant differences in the classroom mean scores 

for high achieving, average achieving, and low achieving 

students within the class. The resultant F ratios were not 

statistically significant at the .05 level, and no multiple 

comparisons were made. The null hypotheses were accepted. 

The last two hypotheses related to statistically signifi-

cant differences in the classroom mean scores for boys and 

girls. Significant difference was shown in the increase in 

reading scores of both third-grade boys and girls. 

In addition to the data concerning the experimental 

hypotheses, information concerning other teacher variables 

was analyzed. These data were collected through a teacher 

self-report questionnaire. Variables included years of ex-

perience of the teachers in Title I schools only, classroom 

size, and demographic variables. Further analysis of the 

data explored differences in variables mentioned previously. 

Students in classrooms with teachers with the greater 

number of years of experience in Title I schools appeared to 

have the greater gain in both reading and mathematics scores. 

Data also included the number of students in the third-grade 

classrooms involved in this study. The larger class-size 

appeared to have the greater gain in reading scores. The 

larger class-size appeared to have the greater gain in mathe-

matics scores. 
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Data from the teacher self-report questionnaire were 

tabulated, by frequency of response. One hundred per cent 

of the teachers in the participating schools responded to 

the questionnaire. The data were tabulated in groups ac-

cording to the years of teacher experience. 

The majority of the teachers were teaching in schools 

having 1,000 students or more. All of the teachers in their 

first year of teaching were Caucasian and the majority of 

the teachers in their tenth year of teaching or more were 

black. 

The majority of teachers felt the teacher, parent in-

volvement, and class size had the most impact on student 

achievement. The teachers reported they felt that staff de-

velopment, condition of the school facility, and the number 

of library books per pupil had the least impact on achieve-

ment of students. 

Findings 

An analysis and interpretation of the data revealed the 

following findings. 

1. The reading and mathematics achievement of third-

grade students showed no significant differences when exam-

ining the number of years of experience of the teachers. 
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2. The reading and mathematics achievement of third-

grade high achieving, average achieving, and low achieving 

students showed no significant differences when examining 

the number of years of experience of the teachers. 

3. The mathematics achievement of third-grade boys 

or third-grade girls showed no significant differences when 

examining the number of years of experience of the teachers. 

4. The reading achievement of third-grade boys and of 

third-grade girls did show significant differences when exam-

ining the number of years of experience of the teachers. The 

more experienced teachers appeared to have a greater increase 

in the reading scores of the boys and girls. 

5. The reading and mathematics achievement of third-

grade students did show significant differences when comparing 

the years of experience of the teacher in Title I schools. 

The teachers having more experience in Title I schools ap-

peared to have the greater increase in reading and mathemat-

tics scores of the students. 

6. The reading and mathematics achievement of third-

grade students did show significant differences when compar-

ing number of students in the classrooms. It appeared that 

students in the larger class sizes had a greater gain in 

reading and mathematics. 

The findings alluded to in this study apply solely to 

the subjects used in this study. The findings were contin-
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gent on the variables considered, the conditions under which 

the study was conducted, and the instrument used to collect 

the data. 

Conclxisions 

The following conclusions are based on the findings. 

1. The number of years of experience of the teacher 

makes no significant difference in the achievement of third-

grade students as measured by the ITBS. 

2. The number of years of experience of the teacher 

makes no significant difference in the achievement of high 

achieving, average achieving, or low achieving third-grade 

students as measured by the ITBS. 

3. The number of years of experience of the teacher 

makes no significant difference on mathematics achievement 

of third-grade girls or third-grade boys as measured by the 

ITBS. 

4. The number of years of experience of the teacher 

did make a significant difference in the reading achievement 

of third-grade boys and the reading achievement of third-

grade girls. 

5. The number of years of experience of the teacher 

did make a significant difference in the reading and mathema-

tics achievement of third-grade students when the number of 

years of teacher experience were in Title I schools. The 
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teachers with the greater number of years of experience 

appeared to have the greater gains in reading and mathe-

matics. 

6. The number of students in the classroom did appear 

to make a difference in achievement. 

Recommendations 

The following recommendations are based on the findings 

and conclusions. 

1. It is recommended that the first-year teacher in 

the inner-city Title I schools and other areas of urban 

city school systems be investigated in order to consider 

factors that have an impact on the achievement of students. 

2. It is recommended that classroom size be investi-

gated as a factor in the achievement of students in Title 

I classrooms. 

3. It is recommended that the effects of parent in-

volvement on the achievement of students in inner-city Title 

I schools be investigated. 

4. It is recommended that a study of the effectiveness 

of staff development programs for teachers as a factor in 

the achievement of their students be investigated. 

5. It is recommended that a replication of this study 

be conducted with the following modifications: (a) using 

different grade levels, (b) using different socioeconomic 

levels, and (c) using different ethnic groups of students. 



APPENDIX A 

SELF-REPORT QUESTIONNAIRE 

Research is being done in the Dallas Independent School 

District on the impact of school resources. All personnel 

will remain anonymous in the study. The following infor-

mation should take about fifteen minutes to complete. 

Teacher 
Last Name First Name Social Security No. 

Age: 20-25 [ ] 26-30 [ ] 31-35[ ] 36-40[ ] Over 40[ ] 
Sex: M [ ] F [ ] 
Race: Caucasian! ] Black[ ] Mexican American[ ] Other[ ] 

Years of teaching in specific grade levels in a public school 
(including this year): 

Kindergarten [ ] Fourth to Sixth Grades [ ] 
First Grade [ ] Seventh to Ninth Grades[ ] 
Second Grade [ j Tenth to Twelfth Grades[ ] 

Teaching experience in situations not specified above: 

Grade Level Number of Years Type of Institution 

Grade Level Number of Years Type of Institution 

Grade Level Number of Years 

Years experience in Title I school (including this year) [ ] 

Number of children in your class: Boys[ ] Girls[ ] 

Undergraduate degree from 
Name Location 

Ma j or Minor 

89 
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Hours beyond undergraduate degree[ ] 

Master1s Degree from 
Name Location 

Hours beyond Master's Degree[ ] 

The Iowa Test of Basic Skills was administered to your 
students by: 

a. Yourself [ ] 

b. Paraprofessionals [ ] 

c. Professional staff member(s)[ ] 

d. Other [ '] • : ' : _ _ _ _ _ _ _ _ _ _ 
Specify 

Staff development sessions this year were: 

a. extremely helpful[ ] c. not very helpful[ ] 

b. helpful [ ] 

Sessions that helped me the most this year were: 

a. because 

because 

Sessions that helped me the least this year were; 

a • because 

b. because 
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Please put a [/] next to the five factors you feel have 

the most impact on student achievement and an [x] next to 

the five factors you feel have the least impact on student 

achievement. 

]school size 

]staff development 

]resource teachers 
(in building) 

]parent involvement 

]years of teaching 
experience 

]community support of 
school 

]paraprofessional 
assistance 

]teacher attendance 

]discipline 

]the principal 

Other factors not listed that you feel have impact on student 
achievement: 

]student attendance 

]the teacher 

]volunteers 

]college preparation of 
teacher 

]class size 

]instructional facilitator(s) 

]tardiness of student 

]graduate training of teacher 

]library books per pupil 

]condition of school facility 
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APPENDIX B 

TABLE XIX 

MEANS AND STANDARD DEVIATIONS OF CLASSROOM TOTALS 
FOR ITBS READING SCORES BY YEARS 

OF TEACHER EXPERIENCE 

Teacher 
Number 

of 
ITBS 
Level 7 

ITBS 
Level 8 

Group Experience Teachers M SD M SD 

A 1 year or 
under 9 41.4 10.4 28.6 8.7 

B 2-4 years 16 46.4 11.8 37.1 14.3 

C 5-9 years 9 47.4 15.3 39.2 14.9 

D Over 10 
years 8 47.9 16.8 40.9 

o
 • 

1—1 

TOTAL 42 45.8 13.1 36.4 13.7 
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APPENDIX C 

TABLE XX 

MEANS AND STANDARD DEVIATIONS OF CLASSROOM TOTALS 
FOR ITBS MATH SCORES BY YEARS 

OF TEACHER EXPERIENCE 

Teacher 
Number 

of 
ITBS 

Level 7 
ITBS 

Level 8 
Group Experience Teachers M SD M SD 

A 1 year or 
under 9 23.8 7.0 21.0 7.3 

B 2-4 years 16 28.9 8.8 28.5 17.1 

C 5-9 years 9 30.4 9.6 32.4 11.9 

D Over 10 
years 8 31.9 14.1 36.4 18.8 

TOTAL 42 28.7 9.1 29.2 15.2 
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APPENDIX D 

TABLE XXI 

MEANS AND STANDARD DEVIATIONS OF CLASSROOM TOTALS OF 
HIGH-ACHIEVING STUDENTS ON ITBS READING SCORES 

BY YEARS OF TEACHER EXPERIENCE 

Number ITBS | ITBS 
Teacher of Level 7 Level 8 

Group Experience Teachers M SD M SD 

A 1 year or 
under 1 60.5 0.0 37.8 0.0 

B 2-4 years 5 59.9 8.3 49.5 18.6 

C 5-9 years 2 66.7 9.3 1 59.2 14.2 

D Over 10 
years 2 71.7 11.0 63.1 1.3 

TOTAL 10 63.7 8.9 53.0 15.5 
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APPENDIX E 

TABLE XXII 

MEANS AND STANDARD DEVIATIONS OF CLASSROOM TOTALS OF 
HIGH-ACHIEVING STUDENTS ON ITBS MATH SCORES 

BY YEARS OF TEACHER EXPERIENCE 

Teacher 
Number 

of 
ITBS 

Level 7 
ITBS 

Level 8 
Group Experience Teachers M SD M SD 

A 1 year or 
under 1 36. 8 0.0 25.9 0.0 

B 2-4 years 5 39.5 6.0 41.5 24.1 

C 5-9 years 2 39.8 5.2 51.4 2.6 

D Over 10 
years 2 50.6 14.6 57.1 13.7 

TOTAL 10 41.5 8.2 45.1 19.2 
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APPENDIX F 

TABLE XXIII 

MEANS AND STANDARD DEVIATIONS OF CLASSROOM TOTALS OF 
MIDDLE-ACHIEVING STUDENTS ON ITBS READING SCORES 

BY YEARS OF TEACHER EXPERIENCE 

Teacher 
Experience 

Number 
of 

ITBS 
Level 7 

ITBS 
Level 8 

Group 
Teacher 
Experience Teachers M SD M SD 

*- -

A 1 year or 
under 3 47.1 4.6 31.6 6.7 

B 2-4 years 8 42.6 6.2 31.3 7.4 

C 5-9 years 5 48.2 3.6 37.3 7.4 

D Over 10 
years 5 43.2 2.4 34.0 3.3 

TOTAL 21 44.7 5.1 33.4 6.5 
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APPENDIX G 

TABLE XXIV 

MEANS AND STANDARD DEVIATIONS OF CLASSROOM TOTALS OF 
MIDDLE-ACHIEVING STUDENTS ON ITBS MATH SCORES 

BY YEARS OF TEACHER EXPERIENCE 

Teacher 
Number 

of 
ITBS 
Level 7 

ITBS 
Level 8 

Group Experience Teachers M SD M SD 

A 1 year or 
under 3 24.1 5.6 20.9 4.9 

B 2-4 years 8 24.5 4.6 20.2 8.0 

C 5-9 years 5 30.8 7.1 27.5 6.6 

D Over 10 
years 5 27.8 4.9 32.4 15. 0 

TOTAL 21 26.8 5.7 24.9 10.3 



98 

APPENDIX H 

TABLE XXV 

MEANS AND STANDARD DEVIATIONS OF CLASSROOM TOTALS FOR 
ITBS READING SCORES FOR LOW-ACHIEVING STUDENTS 

BY YEARS OF TEACHER EXPERIENCE 

Teacher 
Number 

of 
ITBS 

Level 7 
ITBS 

Level 8 
Group Experience Teachers M SD M SD 

A 1 year or 
under 5 34.1 4.8 25.0 9.2 

B 2-4 years 3 34.2 5.6 32.0 10.3 

C 5-9 years 2 26.0 9.0 23.8 9.0 

D Over 10 
years 1 23.6 0.0 30.4 0.0 

TOTAL 11 31.7 6.4 27.2 8.7 
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APPENDIX I 

TABLE XXVI 

MEANS AND STANDARD DEVIATIONS OF CLASSROOM TOTALS FOR 
ITBS MATH SCORES FOR LOW-ACHIEVING STUDENTS 

BY YEARS OF TEACHER EXPERIENCE 

Teacher 
Number 

of 
ITBS 

Level 7 
ITBS 

Level 8 
Group Experience Teachers M SD M SD 

A 1 year or 
under 5 20.9 5.6 20.1 9.3 

B 2-4 years 3 22.8 4.3 29.1 10.2 

C 5-9 years 2 20.1 10.8 25.6 2.9 

D Over 10 
years 1 14.6 0.0 15.1 0.0 

TOTAL 11 20.7 5.7 23.1 8.9 
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APPENDIX J 

TABLE XXVII 

MEANS AND STANDARD DEVIATIONS OF CLASSROOM MEANS 
FOR ITBS READING SCORES OF BOYS 

Teacher 
Number 

of 
ITBS 

Level 7 
ITBS 

Level 8 
Group Experience Teachers M SD M SD 

A 1 year of 
under 9 41.9 10.9 27.4 8.4 

B 2-4 years 16 43.3 

«—1 • 
o
 

I—1 29. 8 7.8 

C 5-9 years 9 47.8 11.6 41.0 10.8 

D Over 10 
years 8 48.2 17.3 42.4 17.3 

TOTAL 42 45.8 13.1 36.4 13.7 
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APPENDIX K 

TABLE XXVIII 

MEANS AND STANDARD DEVIATIONS OF CLASSROOM MEANS 
FOR ITBS MATHEMATICS SCORES OF BOYS 

Teacher 
Experience 

Number 
of 

ITBS 
Level 7 

ITBS 
Level 8 

Group 
Teacher 
Experience Teachers M SD M SD 

A 1 year or 
under 9 23.6 7.5 19.3 5.7 

B 2-4 years 16 25.8 5.9 20.6 9.3 

C 5-9 years 9 30.0 9.8 32.4 9.8 

D Over 10 
years 8 32.6 12.1 38.4 20.2 

TOTAL 42 28.7 9.9 29.2 15.2 
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APPENDIX L 

TABLE XXIX 

MEANS AND STANDARD DEVIATIONS OF CLASSROOM MEANS 
FOR ITBS READING SCORES FOR GIRLS 

Teacher 
Number 

of 
ITBS 

Level 7 
ITBS 
Level 8 

Group Experience Teachers M SD M SD 

A 1 year or 
under 9 36.2 9.8 23.8 9.5 

B 2-4 years 16 36.5 11.8 26.5 9.5 

C 5-9 years 9 46.8 13.6 41.4 13.2 

D Over 10 
years 8 46.9 19.1 42.7 19.7 

TOTAL 42 42.6 19.1 35.3 16.3 
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APPENDIX M 

TABLE XXX 

MEANS AND STANDARD DEVIATIONS OF CLASSROOM MEANS 
FOR ITBS MATHEMATICS SCORES FOR GIRLS 

Number ITBS ITBS 
Teacher of Level 7 Level 8 

Group Experience Teachers M SD M SD 

A 1 year or 
17.8 6.1 under 9 22.1 7.5 17.8 6.1 

B 2-4 years 16 23.4 8.8 19.0 11.0 

C 5-9 years 9 31.5 11.0 35.5 11.7 

D Over 10 
years 8 32.8 13.0 38.2 20.0 

TOTAL 42 28.4 11.4 29.4 16.4 
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APPENDIX N 

TABLE XXXI 

MEANS AND STANDARD DEVIATIONS OF CLASSROOM TOTALS 
FOR ITBS READING SCORES BY YEARS OF TEACHER 

EXPERIENCE IN TITLE I SCHOOLS 

Teacher 
Number 
of 

ITBS 
Level 7 

ITBS 
Level 8 

Group Experience Teachers M SD M SD 

A 1 year or 
under 9 41. 9 10.9 27.4 8.4 

B 2-4 years 16 43.3 10.1 29.8 7.8 

C 5-9 years 9 47. 8 11.6 41. 0 10.8 

D Over 10 
years 8 48.2 17.3 42.4 17.3 

TOTAL 42 45.8 13.1 36.4 13.7 
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APPENDIX 0 

TABLE XXXII 

MEANS AND STANDARD DEVIATIONS OF CLASSROOM TOTALS 
FOR ITBS MATH SCORES BY YEARS OF TEACHER 

EXPERIENCE IN TITLE I SCHOOLS 

Number ITBS ITBS 
Teacher of Leve 1 7 Level 8 

Group Experience Teachers M SD M SD 

A 1 year or 
under 9 23.6 7.5 19.3 5.7 

B 2-4 years 16 25.8 5.9 20.6 9.3 

C 5-9 years 9 30.0 9.8 32.4 9.8 

D Over 10 
years 8 32.6 12.1 38.4 20.2 

TOTAL 42 28.7 9.9 29.2 15.2 
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